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Introduction
As a student teacher nearing the attainment of Qualified Teacher Status, the researcher acknowledges the many responsibilities that lie ahead. Notably, the significant challenge of nurturing all young learners to become lifelong learners and guiding them through their GCSE qualifications, ensuring they are equipped for the uncertainties of their future beyond school. Such a responsibility demands both informed experience and innovative approaches to ensure the optimal learning experiences for all pupils. Aligned with the Teaching Standards in Wales, this research aims to develop and trial a new technique that suits the intended learning purposes in a structured approach, while also using personal professional practice to positively influence the practices of others and learn from the experiences of this small-scale case study (Welsh Government, 2019).
Research Aims
This research aims to explore how Year 10 pupils perceive scaffolding in supporting their writing, in preparation for the unit 3 Drama GCSE component. The driving motivation for this is the learners’ confidence, knowledge, and ability to respond to GCSE exam questions in Drama, based on the researchers’ experience in placement schools. This research interest stems from a desire to improve instructional practices and student outcomes in GCSE Drama education, outside of the practical nature of the course. To achieve this aim, the study will incorporate the use of a scaffolding sheet, which will be informed by existing research literature. Through an investigation into learners' perceptions and experiences with scaffolding, the research seeks to gain insights that can inform future instructional practices.

Setting and Participants
The case study is undertaken within a council-maintained comprehensive school in South Wales with 1109 mixed-gender pupils aged eleven to sixteen. Located in an affluent area, eligible free school meal pupils are 5.7%, significantly lower than the Local Authority average of 22.0% (My Local School, 2023). The participants of the study consist of fourteen mixed-ability pupils enrolled in a Year 10 drama GCSE class, comprising one pupil who opted not to disclose their gender, one male-identifying, and twelve female-identifying pupils.

Literature review
[bookmark: OLE_LINK1][bookmark: OLE_LINK2]Scaffolding in Education
Scaffolding, a concept evolving in educational theory, has been interpreted and refined by various scholars. While Vygotsky's (1978) theory of the Zones of Proximal Development (ZPD) lays the foundation, it's noteworthy that Vygotsky didn't explicitly use the term "scaffolding" in his seminal works (Shvarts & Bakker, 2019). Nonetheless, the connection between Vygotsky's theory and scaffolding is commonly drawn, focusing on the idea of a knowledgeable individual guiding a learner towards their potential development (John-Steiner & Mahn, 1996). Colter and Ulatowski (2017) underscore the preparatory phase's significance in scaffolding, stressing educators' need to identify learners' capabilities. Early works by Wood, Bruner, and Ross (1976) significantly influenced the concept, framing scaffolding as a metaphor for supporting learners within the ZPD context (Taber, 2018). Their study emphasised the tutor's role in offering structured support, breaking down complex tasks into manageable components initially beyond learners' capabilities.

Defined as providing support to bridge the gap between current abilities and intended goals, scaffolding forms the core of this study (Rosenshine and Meister, 1992). This understanding of scaffolding as a process of temporary and graduated dialogic assistance, coupled with material tools or scaffolds, aligns with Puntambekar's (2021) perspective, echoing Wood, Bruner, and Ross's emphasis on structured support (1976). Spycher's (2021) proposal of integrating pre-planned scaffolds identified during the planning phase further emphasises the comprehensive nature of scaffolding. Furthermore, Maksić and Smiljana (2021) highlight the empowerment of learners' perceptions, aligning with the study's objective to investigate scaffolding techniques' effectiveness in enhancing learner engagement, understanding, and outcomes.

Literacy Education and Scaffolding
The Welsh Government's (2023) initiative to address literacy nationally, demonstrates a proactive commitment to ensuring high-quality education for all learners. Echoing this sentiment, the EEF (2019) emphasises the importance of literacy skills beyond academic assessments. The report emphasises the cognitive load and diverse skill set required within the realm of literacy. The EEF (2019) advocates for practical strategies to enhance literacy skills, prioritising subject-specific skills and vocabulary instruction. This focus resonates with Taber's (2018) argument, emphasising mastering language with support and tools for independent engagement.
[bookmark: OLE_LINK3][bookmark: OLE_LINK4]However, while the EEF (2019) report advocates for practical strategies to enhance literacy skills, it is essential to consider potential drawbacks associated with structured writing approaches. Thomas (2020) warns against the risks associated with overly rigid writing approaches, particularly in the context of GCSE-level education. He stresses the need to find a middle ground between teaching subject-specific literacy skills and encouraging genuine, independent language exploration and expression. This viewpoint aligns with the argument for gradually reducing the reliance on temporary interventions. 
Furthermore, Maskor and Baharudin (2016) emphasise the importance of receptive and productive vocabulary knowledge for effective expression, highlighting the need to balance explicit instruction with authentic language exploration.

Scaffolding in Drama Education
Despite the benefits and limitations of scaffolding in literacy education, there's a notable gap in its application in drama education, particularly at the GCSE level. Acknowledging this gap, this study aims to contribute to understanding scaffolding's role within a Year 10 drama class. In the context of the WJEC Drama qualification, Unit Three requires the emphasis on subject-specific knowledge and the use of technical vocabulary essential for learners to effectively analyse and interpret performance texts (WJEC,2024). While drama-based pedagogy influences literacy development (Ranzau and Horowitz, 2017), studies on literacy's influence on drama education are limited. Similarly, though teaching drama in a practical context is a naturally scaffolded act exemplifying ‘dialogic teaching’ (Fleming, 2018, p. x), the subject's practical nature can overshadow literacy and theoretical aspects. 
Existing studies on scaffolding and literacy learning highlight some methodological limitations in measuring the impact of scaffolding on student outcomes (Brownfield and Wilkinson, 2018). Therefore, future research should aim to address these limitations and provide more robust evidence on the benefits of scaffolding in drama education, in the context of the Unit 3 written examination. This study aims to fill a gap in the literature, using EEF’s ‘5-a-day’ scaffolding principles (figure 1) to inform the scaffold of this study. 

Figure 1:
[image: SEND plate]
(EEF- 5-a-day image, 2022)

Case Study
Case study research, as defined by Yin (2018), is a mode of inquiry aimed at exploring social phenomena within their real-life contexts to achieve a greater understanding. Schoch (2019) further characterises it as an analysis of a particular event or situation within a defined space and time frame. This method is primarily exploratory and explanatory, focusing on answering how and why research questions (Ebneyamini and Moghadam, 2018). Investigating these questions allows for an exploratory approach to new or understudied topics, facilitating further focused research (Yin, 2018).

Merriam (1998) emphasises the importance of clearly defining the boundaries of the phenomenon, specifying the scope and parameters of the study, and aligning with the researcher's design. While case studies offer strengths such as contextual and holistic understanding (Yazan, 2015), establishing causation can be challenging due to the complexity of external variables (Ebneyamini and Moghadam, 2018). Thus, indicating a difficulty in determining the exact cause-effect relationships. Additionally, Yin (2018) notes that the credibility of case studies can be questioned due to preconceived notions and interpretative bias. However, Dasgupta (2015) highlights the rich descriptions case studies offer toward contributing to theory building, suggesting their flexibility conforms to the evolving demands in education. Furthermore, Yin (2018) suggests by developing theoretical frameworks to guide the case study design and implementation, researchers can generate new insights and contribute to the advancement of knowledge in their respective fields.
Following Merriam’s (1998) approach of selecting participants prior to exploring the phenomenon, this case study included fourteen Year 10 participants in a GCSE drama class. The selection of participants was purposeful and convenient, including individuals who directly experienced the intervention (scaffolding support), providing valuable insights into its effectiveness and impact (Yin, 2018).
To ensure a representative sample, five of the fourteen pupils were randomly selected for the interview method of data collection to aid the mitigation of sampling bias. These participants were chosen using the ClassCharts random pupil generator.

Overview of this case study
The effectiveness of scaffolding in supporting Year 10 pupils' preparation for the Unit 3 Drama GCSE exam was investigated. Students were introduced to the study, and consent and assent were obtained. An overview of the GCSE paper was provided, followed by a question-and-answer session. The intervention task for the subsequent lesson was introduced, alongside the purposefully designed scaffolding sheet (see appendix A), supported with an example answer demonstration (see appendix B). In the final lesson, the scaffolding was reviewed, and students' queries were addressed. Students then completed a mock exam question under timed conditions to assess the impact of the scaffolding. This case study spanned over a three-lesson timeframe, due to timetable restrictions. 

Research Methods
The research question delves into pupils' perceptions regarding the utilisation of scaffolding, with a specific focus on the unit 3 paper. Hence, it was crucial for the research methods to reflect the voice of the pupils. Employing a mixed-methods approach, the data collection techniques comprised a pre and post-intervention questionnaire, a semi-structured interview, and observation.
Data
Qualitative data analysis serves as an interpretative tool aimed at unravelling the implicit meanings within a study through the analysis of visual or linguistic information (Mezmir, 2020). Eisenhart (2006) emphasises the significance of qualitative data in representing the authentic voice of the participants, urging researchers to critically reflect on their positionality to ensure ethical representation. Despite its holistic nature, qualitative research can be constrained by the researcher's personal involvement and participants' hesitance to express themselves openly (Damaskinidis, 2017).

Conversely, quantitative data offers quantifiable insights into phenomena, aiding in answering the "what" or "how" of a given situation (Goertzen, 2017). The systematic nature of quantitative data, as outlined by Ahmad et al. (2019), enables the creation of graphs and charts to present raw data, facilitating an objective analysis. Valued for its thorough analytical structure, quantitative research is often preferred for its direct comparability and efficiency in methods such as surveys (Choy, 2014). However, Taherdoost (2014) highlights limitations such as the lack of participant perspective and the snapshot capture of data at specific points in time. To address these constraints, a mixed-methods approach was employed to triangulate data for validity and credibility (Cohen, Manion and Morrison, 2017). This approach, as defined by Ponce and Pagán-Maldonado (2015), blends quantitative and qualitative approaches to gain a comprehensive understanding of the research problem.

To ensure the alignment of questions with research objectives and prevent leading questions, both the questionnaire and semi-structured interview were piloted with three peers (Dikko, 2016).

Questionnaire
Pre and post-intervention questionnaires were crafted to evaluate pupils' perceptions before and after the intervention (refer to Appendices C and D respectively). These questionnaires were meticulously designed, incorporating Likert-scale questions, a blend of closed and open-ended questions, and some multiple-choice questions to capture a diverse range of responses. While pre-defined structured responses like Likert scales and multiple-choice questions offer efficiency in data collection and analysis (Taherdoost, 2019), open-ended questions can unveil unforeseen insights termed as 'gems' (Cohen, Manion and Morrison, 2017). Embracing this approach, a variety of question types were utilised to balance the need for quantifiable data with the desire for comprehensive insights into participants' perceptions (Patten, 2016).

To mitigate potential hesitancy in providing truthful responses, several considerations were integrated into the questionnaire design process Theofanidis and Fountouki, 2018). Clear, accessible language was employed, tailored to the age and attainment levels of the pupils, ensuring comprehension and relevance (Cohen, Manion and Morrison, 2017). Additionally, clear instructions underscored the study's purpose of assisting participants, accompanied by reminders of their right to withdraw at any stage, nurturing an environment conducive to honest responses, and minimising data inaccuracies due to hesitancy or reluctance (Yin, 2018).

Recognised as an efficient data collection tool, online questionnaires offer enhanced ease of analysis and accessibility (Patten, 2016; Cohen, Manion and Morrison, 2017). Distributing the questionnaires via Microsoft Forms provided standardised, accessible formats, appealing to both the researcher and participants (Nayak and Narayan, 2019). While digital distribution streamlined data management, the availability of a paper copy as a precautionary measure accounted for potential technical difficulties. The implementation of both pre and post-intervention questionnaires facilitated the possibility of comparative analysis.

Semi-Structured Interviews
Semi-structured interviews were conducted with a sample group of five pupils to delve into their experiences, attitudes, and perceptions concerning the utilisation of scaffolding support in GCSE Drama. Designed to be open-ended, the interview questions allowed participants to elaborate on their responses, providing detailed insights into their thoughts and experiences, as advocated by Damaskinidis (2017).

Interviews offer personal interaction, developing deeper insights and enabling the exploration of unforeseen avenues (Jain, 2021). This personalised approach signifies an invested interest in the participants and the study's objectives. Semi-structured interviews, as discussed by Alshenqeeti (2014), offer flexibility, allowing interviewers to delve into responses while adhering to the parameters of the intended questions. However, caution is warranted as highlighted by Cohen, Manion, and Morrison (2017), regarding potential interviewer bias that could influence respondents' answers. To mitigate this risk, the interviewer maintained neutrality and objectivity throughout, ensuring that respondents' answers guided the direction of the questioning.

The researcher employed the random pupil generator function of ClassCharts, adhering to the principles of random sampling (Stratton, 2021). Random sampling ensures equal representation of each student in the targeted population, enhancing the representativeness of selected participants and minimising bias (Dikko, 2016). This approach contributes to the validity of the study's findings. Additionally, as emphasised by Alshenqeeti (2014), interviews were presented as a reflective process, allowing participants to engage in introspection and critical examination of their experiences, thereby enriching the depth of their perspectives.

Observational Data
Observational data collection involved maintaining informal records to document pupils' behaviour, interactions, and engagement with scaffolding support. These observations provided additional insights into the practical implications of using scaffolding in GCSE drama education and complemented findings from other data sources, enhancing the study's validity.

Direct observation, highlighted by Yin (2012), is a foundation of case study evidence collection, involving first-hand observation of situations like classroom behaviour for data gathering. This approach offers real-time insights into the phenomena under study (Cohen, Manion, and Morrison, 2017). Observational data analysis enables researchers to explore human behaviours such as non-verbal cues and body language, enriching the data beyond verbal responses alone (Mazhar et al., 2021). By observing participants' interactions with the scaffolding sheet while answering the exam question, a visual dimension was added to contextualise verbal responses, providing deeper insights into engagement and understanding.

However, the limitations of observational data, particularly observer bias, must be acknowledged (Johnson, Adkins, and Chauvin, 2020). Researchers' preconceptions or expectations may influence interpretation, emphasising the need for reflexivity in the observational process (Cohen, Manion, and Morrison, 2017). Structured observational records were aligned with research objectives, capturing visual representations of pupil behaviour and interactions with scaffolding support, alongside noteworthy observations or insights (Johnson, Adkins, and Chauvin, 2020). During the semi structured interview (see appendix E), shorthand notes were initially taken, with additional depth added afterwards to ensure accuracy and authenticity.

Data Presentation and Analysis Method(s)
Effective data presentation and analysis methods are pivotal in any research study, as they ensure accurate representation and interpretation of findings, placing responsibility on the researcher(s) (Peel, 2020). The choice of analysis methods is crucial, as they inform how data will be conducted and presented, acting as a bridge from data to understanding and interpretation of the phenomenon under investigation (Cohen, Manion, and Morrison, 2017). Consequently, the selected analysis methods align with the mixed-methods approach adopted in this study, enhancing its validity.

Qualitative data undertook thematic analysis, a widely recognised method for identifying, analysing, and reporting patterns and common themes within qualitative data (Clarke and Braun, 2016). Thematic analysis facilitated the exploration of emerging themes and patterns from semi-structured interviews, observational records, and qualitative open-ended questionnaire responses, aiming to provide insights into participants' perceptions and behaviours. The flexibility of thematic analysis, as highlighted by Maguire and Delahunt (2017), is valuable in educational research due to its adaptability to diverse teaching and learning contexts. The systematic approach involved initial coding of data segments, grouping of codes into categories, development of coherent themes, and iterative review and refinement, to ensure a thorough and insightful analysis.

Quantitative data analysis utilised Microsoft Forms and Excel online platforms. The systematic nature of quantitative data enabled the use of graphs and charts to present raw data effectively (Ahmad et al., 2019). Visual representations facilitated objective analysis and interpretation, complementing the strategic elements of thematic analysis. Additionally, descriptive analysis of statistical findings aimed to provide numerical insights to enrich qualitative findings (Yin, 2018), enhancing the validity and credibility of the study outcomes.
To ensure trustworthiness in data analysis, various measures were implemented. Research analysis was treated as an iterative and reflexive process, incorporating data collection, literature review, and researcher introspection (Xu and Zammit, 2020). Awareness of positionality, informed by the literature review, aimed to enhance objectivity. Moreover, the acknowledgement and discussion of research limitations contributed to the validity and applicability of the findings (Theofanidis and Fountouki, 2018). Furthermore, involving peers in the pilot testing phase enhanced the validity and reliability of research findings by ensuring well-structured and unbiased questions (Dikko, 2016). 

Ethical Considerations
In accordance with the Education Workforce Council (EWC) Code of Professional Conduct (2023), which underscores a teacher's obligation to safeguard the best interests of all learners, this study adhered to rigorous ethical standards (EWC, 2023). Furthermore, it states educators must be accountable for their conduct and engage with learners to empower their confidence and holistic development (EWC, 2023).  
Therefore, following the British Educational Research Association (BERA) ethical guidelines (2018), an ethics form was meticulously completed and submitted (see appendix F), detailing all proposed aspects of the research and ensuring compliance with approved ethical standards.
Additionally, parental consent and guardianship approval were obtained for all participants (see appendix G), while verbal assent was sought directly from the pupils. Participants were thoroughly briefed on the research during a classroom session, where they received detailed information regarding their involvement, the study's timeline, and all pertinent details concerning consent and assent, including their right to withdraw at any stage. Encouragement was given for participants to ask questions and seek clarification before providing their assent. This comprehensive process ensured that parents, guardians and participants were fully informed about the study, granting them the opportunity to provide consent and assent for their child's participation. 
Anonymity was strictly maintained for all participants in line with BERA (2018) guidelines, ensuring that no identifiable information, such as names or specific school identifiers, were included in any research or case study documentation. Generic pseudonyms such as "pupil Y" or "School X" were utilised to uphold confidentiality and protect participants' privacy. This approach guaranteed that participants' identities remained confidential and that they could not be individually identified in any research outputs.
By prioritising the welfare and holistic development of learners, this research aimed to contribute to the advancement of educational practice while upholding ethical conduct and integrity.

Results and Analysis
Prior Experience and Confidence Levels
A range of experience levels and confidence in abilities were displayed by pupils before the intervention. The pre-intervention questionnaire revealed that school productions were experienced by five pupils (35.7%), drama schools outside regular hours were attended by six students (42.9%), and six students (42.9%) indicated that the course was their sole experience with Drama (figure 2). Despite some prior experience, 57.1% of pupils expressed feeling either ‘unconfident’ or ‘not so confident’ about their ability to write responses to GCSE drama exam questions.

Figure 2:
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(Pre-intervention questionnaire)
Moreover, subtle impacts of prior experience on pupils' confidence levels and exam preparation strategies were highlighted by qualitative insights from interviews. It was shared by one pupil (G), "I've been in school plays before, but I still feel unsure about how to tackle the exam questions, I didn’t choose drama for the written side of it”. This sentiment underscores the complexity of learners' emotions towards exam preparation, despite varying levels of experience.

 Engagement with Scaffolding Support
During the intervention session, extensive engagement with the provided scaffolding support was observed for the majority of students. Quantitative analysis representing qualitative data indicated that the scaffolding support was found helpful in exam preparation by thirteen out of fourteen learners (92.9%), with five students (35.7%) indicating it was very helpful.
Qualitative insights from interviews echoed positive perceptions of scaffolding support by students. For instance, it was remarked by one pupil (D), "I appreciated having the structure provided by the scaffolding sheet; it helped me organise my thoughts better." The practical utility of the resource was emphasised by another learner (I), stating, "The colour-coding on the sheet made it easier for me to find and focus on specific sections”.

Impact of Scaffolding Support
Overwhelming agreement among pupils regarding the helpfulness of scaffolding support was demonstrated by post-intervention questionnaire data. 64.3% of students strongly agreed that the support aided them in exam preparation, while 35.7% agreed with this statement. Despite 21% of pupils were unsure or had no exposure to scaffolding prior to the study (figure 3). 

Figure 3: 
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Qualitative analysis further highlighted learners' appreciation for the supportive nature of the scaffolding resource (figures 4 and 5). It was expressed by one student (K), "I found the glossary really useful; it helped me understand and use keywords more effectively." Another pupil (B) reflected, "The scaffolding support boosted my confidence especially when I came to a word I didn’t understand or a point in the question I was unsure of”. 
Figure 4:					Figure 5: 
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(pre- intervention questionnaire)			(post-intervention questionnaire)

The responses provided by pupils in their answers notably reflected the perceptions of increased confidence reported by pupils with 64% of pupils achieving marks in the top two bands of the WJEC marking scheme. However, it's important to note that without a comparative answer, establishing a direct cause-and-effect relationship between the use of the scaffolding sheet and improved performance cannot be definitively determined.

Pupil Recommendations
Despite overall positive feedback, valuable recommendations for improvement were provided by learners. Some difficulties with certain aspects of the scaffolding support or identification of areas where additional assistance was needed were expressed by pupils. For example, it was suggested by one pupil (G), "I struggled with understanding some of the terminology provided; maybe including more detail in the explanations or examples would be helpful”.
Concerns about the relevance of certain terms to the given exam questions were raised by another student (C), stating, "The (scaffolding) sheet was helpful overall, but I found that some of the terms included weren’t needed for the question we were answering." This feedback highlights the importance of aligning support resources closely with exam requirements to maximise their effectiveness. Additionally, it highlights the clarity required by the researcher in introducing the scaffolding sheet as a guide for the exam as a whole, rather than the one question provided in the study. 

Discussion
Several key insights emerged from the data regarding the use of scaffolding in supporting Year 10 pupils' writing in preparation for the Unit 3 GCSE Drama component. The findings shed light on pupils' perceptions, engagement levels, and outcomes, providing valuable implications for instructional practices and student achievement in GCSE Drama education.
Firstly, the data reveals a diverse range of experience levels and confidence among students prior to the intervention. Despite some learners having prior experience with school productions or attending drama schools, a significant portion expressed a lack of confidence in their ability to write responses to GCSE Drama exam questions. This finding resonates with the literature, which underscores the importance of understanding pupils' capabilities and addressing their varying levels of confidence in scaffolding practices (Colter & Ulatowski, 2017).
Furthermore, the data indicates extensive engagement with the provided scaffolding support during the project sessions, with the majority of students finding it helpful in exam preparation. Qualitative insights from interviews echo pupils' positive perceptions of scaffolding, highlighting its practical function and role in boosting confidence. These findings align with existing literature emphasising the effectiveness of scaffolding in facilitating learning and comprehension (Rosenshine & Meister, 1992; Puntambekar, 2021).
Moreover, the overwhelming agreement among students regarding the helpfulness of scaffolding support, as demonstrated by post-intervention questionnaire data, reinforces the positive impact of scaffolding on pupils' exam preparation strategies and overall learning experience. However, it is important to note that while a significant proportion of learners achieved marks in the top two bands of the WJEC marking scheme, establishing a direct cause-and-effect relationship between the use of the scaffolding sheet and improved performance requires further investigation (Ebneyamini and Moghadam, 2018).
Despite the overall positive feedback, pupils provided valuable recommendations for improvement, highlighting the importance of aligning support resources closely with exam requirements and ensuring clarity in introducing scaffolding tools. This underscores the need for educators to continuously refine instructional strategies based on student feedback and align scaffolding practices with learning objectives (Maskor & Baharudin, 2016).
In summary, the findings of this study provide valuable insights into the effectiveness of scaffolding techniques in supporting Year 10 pupils' writing in preparation for the GCSE Drama exam. By aligning with theoretical frameworks, pupil perceptions, and insights from the literature, educators can leverage scaffolding practices to address pupils' varying levels of experience and confidence, enhance engagement and comprehension, and ultimately improve learning outcomes in GCSE Drama education.

Conclusions 
In reflecting on the methodology employed in this research study, several considerations emerge regarding the reliability, validity, and generalisability of the findings. The methods of data collection, including pre and post-intervention questionnaires, observation notes, and qualitative interviews, were chosen to provide a comprehensive understanding of students' perceptions and experiences with scaffolding support in exam preparation. While these methods offer valuable insights into pupils' perspectives, it is essential to acknowledge their limitations. The short timeframe of the study may have limited the depth of understanding of pupils' individual developmental stages and needs, as well as the opportunity to explain and refine the scaffolding technique as required. Additionally, the limited duration may have restricted the evaluation of the long-term impact of the scaffolding technique and its gradual removal on pupils' learning outcomes and confidence levels.
Despite these limitations, the findings offer valuable insights into the effectiveness of scaffolding techniques in enhancing pupils' engagement, understanding, and outcomes in exam preparation, exemplifying the exploratory nature of the study. Furthermore, it highlights the importance of continuing professional learning, as outlined in the Professional Learning Passport. Future research could explore the transferability of scaffolding interventions across different educational settings and year groups to determine their broader applicability. Longitudinal studies could investigate the long-term impact of scaffolding support on learners' academic performance and confidence levels, allowing for a more comprehensive assessment of the interventions’ effectiveness over time.

Future Recommendations 
Based on the findings of this research study and acknowledging its limitations, several recommendations can be made to enhance the effectiveness of scaffolding interventions in exam preparation. Firstly, educators should prioritise the development of scaffolded resources that align closely with exam requirements and address pupils' specific needs and challenges. This may involve incorporating additional examples, explanations, or interactive elements to scaffold learning effectively. Moreover, as an emerging reflective practitioner, the researcher advocates for the adoption of a ‘plan-do-review’ cycle to guide future research and practice to ensure refinement. By adopting a cyclical approach to planning, implementing interventions, and reflecting on their effectiveness, educators can iteratively refine their teaching strategies to better meet the needs of their pupils.
Additionally, providing educators with ongoing professional development opportunities can enhance their understanding and implementation of scaffolding techniques in the classroom, thereby supporting continuous improvement in teaching strategies. Furthermore, future research should focus on trialling the scaffolding technique in other schools and classes to confirm its generalisability beyond the current case setting. This would allow for a broader assessment of the interventions’ effectiveness across diverse educational contexts and student populations, providing valuable insights into their potential applicability on a larger scale.
In conclusion, by addressing these conclusions and recommendations, building upon the findings of this research study, educators can create inclusive learning environments that empower students to achieve academic success and develop lifelong learning skills through the use of scaffolding to aid pupil development.
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3. Have you had any previous experience with drama before this GCSE course?
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7. Have you ever used scaffolding support (e.g., sentence starters, key terminology guides) in your drama class
before?
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6. Drama GCSE knowledge- choose the option (across the top) that best its your current response to the
statements( on your left).
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3. Drama GCSE knowledge- choose the option (across the top) that best fits your current response to the
statements( on your left).

More Details
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‘The scaffolding support provided was helpful in
preparing for the written component of the Unit 3.
The scaffolding support sigifcantly ncreased my
confidence in writing responses to exam questions.
The scaffolding support helped me improve my
understanding of key concepts and terminology.
‘The scaffolding support helped me improve my I
ability to structure my written responses effectively.
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4. Has your perception of the written component of the Unit 3 drama GCSE exam changed after using




