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To what extent does small group intervention, teaching explicit exam technique, have an impact on Year 11 exam preparation progress in core science?
Abstract
Intervention is a large part of preparing GCSE students for their external examinations. It is especially important for students who are deemed to be making less than expected progress in their subject. Science intervention often involves a classroom teacher leading a large class session on specific examination content. However, there is a lack of impact data on this type of intervention. The aims of this action research are to discover to what extent small group intervention (groups of less than 6) has on student ability to access and complete examination style questions effectively. Students’ confidence and attitudes towards said intervention are also measured with a mixed methodological approach. Results show that small group intervention has the greatest impact on students with lower target grades and those of lower ability. Intervention is considered a necessity for many students throughout the research project and students found the small group intervention of more use than traditional science intervention. These findings can have an impact on the way schools implement intervention into school improvement planning in the future.
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Introduction and context
The Office For Standards in Education, Children’s Services and Skills (Ofsted), outline their priorities in an annual strategic plan. Raising standards of education and improving learner outcomes are at the heart of their priorities. Their first priority for 2016 was to ‘Improve quality, efficiency and effectiveness’ (Ofsted, 2016). They outline the importance of both short term and long term planning for school improvement based on a set of challenging targets.
In ‘A New Relationship with schools: Improving performance through school self-evaluation’ (DfES and Ofsted, 2004), the expectation is clearly established that schools should make effective self-evaluation a priority as Ofsted inspectors will use outcomes from this process as a starting point for their inspections (National College for School Leadership, 2005). Therefore, having a robust School Improvement Plan in place is an essential part of self-evaluation and the improvement process. 
Planning for improvement was considered a strength in many English schools in 2016, as schools have used honest self-evaluation as a tool to be continuously reflective about performance and practice. A school improvement strategy depends on continual reflection in order to identify priorities for improvement and develop strategies to address them. It is supported by qualitative and quantitative data and encompassed by regular review of progress and impact.
A School Improvement Plan is a strategic plan for improvement written by the schools senior leadership team. It sets out actions a school will take to improve learner outcomes in conjunction with in-school self-evaluation and data. It should contain the schools priorities and specific priorities, which align with the national priorities (Welsh Government, 2014). 
The English educational National Priorities are:
-Safety and Wellbeing
-Educational Excellence
-Preparation for adult life (DfE, 2017)
This clearly links to the school priorities in this context of providing a world class education to all students in the borough, and being the centre of academic excellence. The school also strives to provide a calm and purposeful working environment for all students in order to be completely inclusive. 
 In the interest of being ethically sound, names of schools, colleagues and students are omitted throughout this report (Morrows & Richards, 1996). 
School X is a mixed comprehensive school that serves in an East London Borough. It is located in the 25th most deprived borough in England and has an attainment 8 figure of 50.9 which is close to the London average (X.info 2017). The school is a science specialist school, and in 2016, 87% of students achieved an A*-C in Science (School X.X.sch.uk 2016). The science department consists of eleven teachers, one Teach First training teacher and one Higher Level Teaching Assistant (HLTA). 
The majority of the students are from ethnic minority groups, and the number of students who have special educational needs or who have a statement for special educational needs is well above the national average (Ofsted, 2014). 
School X’s School Improvement Plan is based on the most recent Ofsted recommendations; national priorities and in-school self-evaluation. It focuses on four main areas: outcomes for students, quality of teaching, learning and assessment, leadership and management, personal development and behaviour and welfare. 
Part of the school’s drive for improving outcomes for pupils includes preparing students for their external examinations. This is an obvious priority when students are moving through year 11 (their GCSE year). The school prepares students throughout the year by giving them opportunities to attend revision workshops, making revision timetables and participating in pre-public examinations in a mock style. One of the main strategies that teachers have for preparing students for their examinations however is class intervention. The school provides students with intervention across all subjects in the run up to examinations. Intervention classes are often after school and involve large class sizes. The students in school X express the need for teacher-led intervention and are often keen to attend an after school session.  The impact of this broad intervention strategy has not been fully evaluated within the school. There is also a discrepancy between the value of intervention between teacher and students. There are some questions relating to the impact of intervention that are unanswered. Do the students benefit from whole class intervention? Are teachers planning effective sessions to aid student preparations? Are students of high and low ability being catered for in intervention sessions? Is intervention a good way of preparing students for their examinations? 
The Education Endowment Foundation (EEF) publishes independent evaluations of various teaching strategies. It gives a value of effectiveness based on the impact of the strategy against cost in time and money. The EEF’s independent research on small group tuition is the basis of this research project. They state that small group tuition (fewer than 6 students) is an effective way to develop student outcomes as an intervention strategy (Education Endowment Foundation, 2015). [For the remainder of this report EEF’s ‘small group tuition’ will be called ‘small group intervention’ in line with School X’s naming structures]. The teaching and learning toolkit describes small group intervention as an effective way to maintain student engagement, motivation, enable useful and effective teacher feedback and improve student outcomes. Therefore, the aims of this report are to evaluate the impact of small group intervention in science in alignment with School X’s School Improvement Plan.
School Improvement Planning
Barber (1996) argues that the making of a successful organisation in the postmodern world is the search for improvement, and that effective self-evaluation is the way to achieve this. He describes self-evaluation as continual quest for evidence in a school's transparent sense of purpose, behaviour, relationships and classroom performance. 
Schools need to carry out self-evaluation in order to keep accountability and give satisfactory evidence to parents, carers and the wider community. It is also a good way of ensuring there is transparency in terms of school priorities between staff members and school administrators. Self-school evaluation can also be used to locate gaps in staff expertise and therefore gives school leaders a clear trajectory for staff development and training. 
One of the most critical aspects of good School Improvement Planning comes from the fact that a good self-report cannot come from the outside. Development planning is not something that can be fully imposed from outside the school. It is a more simple, systematic and self-conscious approach to the management of development and change. The idea has obviously become systematised by various educationalists and researchers alike and now there are very clear guidelines based on best practice on how to effectively carry out the process of school improvement planning. Some research suggests that there are five main features that are critical for an effective School Improvement Plan. These include support from research findings, a focus on student achievement, attention to issues of quality and equity, collaboration, and on on-going and self-renewing process (Lezotte and Jacoby, 1990).
The large majority of the guidelines for carrying out effective school improvement planning are useful and give head teachers a good framework to work from. However, the difficulty comes in making the school improvement planning process empowering. At its best, school improvement planning would draw on its school staff and partners and would focus on creating the schools values and mission statements. However, policy makers and government pressure has caused an almost ‘imposed’ approach to school improvement planning. The inspection system in both England and Wales relies of a School Improvement Plan as a basis of the schools planning and management. The risk is that the plan is created as a document that the head teacher knows will be used for accountability. The process is at risk of being undertaken in a managerial and bureaucratic way. It then becomes another document that is added to the long list of documentation needed to be created and provided for school policy makers and inspectors. This would definitely take away from the true purpose of creating an environment for students where there is better teaching and learning. Good school improvement planning is impactful however, there are many cases of successful planning for improvement that have been implemented even within the complexities of school dynamics (HMI report, Improving schools (1994).  
Since the last inspection in 2014, School X has been working towards the goal of becoming an “outstanding” school. The School Improvement Plan reflects areas of weakness from data, teacher, student and parent discussions and recommendations from Ofsted. The school uses the ‘Theory of change’ approach to self- evaluate its progress against the School Improvement Plan (Connell and Kubissch, 1999). This uses the principle of predicting a sequence of events that might lead to some final outcomes. This means that the school can surface and articulate an idea of theory of change within the school. They are then able to measure the changes and intended outcomes. The theory of change approach allows the school to adjust the longer term plan by analysing and interpreting data from evaluation methods. This is important because school improvement has multiple strands (personal, community, institutions, parents, teacher, economic, and political) and school improvement must be co-constructed in a collaborative process that involves these stakeholders. Each of these complicated factors can make evaluation challenging. However, the theory of change model can allow stakeholders to have clearly outlined the plan’s intended outcomes and discuss the contextualising factors that might have an impact on them. 
The importance of encouraging stakeholders to be part of the construction of an improvement plan in important for ensuring that the school is maximising utility for all. It is also promoting participant empowerment and is a good way of communicating objectives across all stake holders (Chen, 1990, Patton 1986). Some of the stake holders that can be included in the evaluative process are outlined below. 
Teachers 
A large part and arguably the most important aspect of school improvement is ensuring the school is providing the opportunity for pupils to improve their outcomes. Pupil development generally is dependent on what happens in classrooms and the quality of teaching and learning. Teachers spend the most time with the pupils and will have a good idea of the challenges and barriers that pupils are facing in their classrooms. They therefore make a vital contribution to the school’s self-evaluation.
Research shows that where teachers are involved in school decisions, and are able to collaborate with administrators, school climate can improve. Ingersoll (2014) summarised that where teachers have control over key school wide and classroom decisions, there are fewer problems with student misbehaviour and there tends to be a more collaborative and cooperative working environment. This can lead to engaged teaching staff and better job satisfaction which, in turn can help to reduce staff turn-over. 
In terms of school improvement, a good teacher voice can be an indicator of the quality of school improvement prospects. In a 15 year long longitudinal study carried out by the Consortium on Chicago school research (2013), evidence was collected that suggested that strong trust, and collaboration between teachers and school administrators was coupled with schools showing academic progress. Although transferability of this research could be questioned given the different cultural context, it shows that when teachers in schools are given a true voice, the buy-in to school improvement is enhanced. This can have a positive contribution to the academic progress of the pupils in the school. 
School X undergoes a staff survey on an annual basis, which aims to collect the views of staff members surrounding issues on teaching and learning, student welfare and behaviour, school policy, continuous professional development, and any other issues. The survey is a good opportunity to allow staff to express their views anonymously on various aspects of the school, and suggests ways of improving any issues. Staff are also invited to read the School Improvement Plan, and most continuous professional development is delivered through sign-up toolkit sessions, which are aligned with the school’s priorities in conjunction with the school improvement plan. 
External providers
The term ‘critical friend’ is often used when discussing the influence and impact of an external provider to aid with critical self-evaluation in schools (Swaffield & MacBeath, 2005). MacBeath, (1999) claims that a critical friend can be a useful tool when undergoing school evaluation. He claims that an external provider can ask provocative questions and can analyse data from a different lens. A critical friend can help promote a culture of self-evaluation and motivate and reassure school leaders whilst they are undertaking school evaluation. In England, the role of a critical friend gained prominence from 2005 when the Department for Children School and Families (DCSF) introduced school improvement partners (SIPs). The SIP’s role was to ‘provide professional challenge and support to the school, helping its leadership to evaluate performance, identify priorities for improvement, and plan effective change’ (Department for Children, Schools and Families (DCSF, 2009). 
Not only was this useful for the schools as someone to provide aid for the school improvement, but the SIPs were often from and worked for the Local Authority. This means that any school-based discussions could be reported back to the Local Authority quickly and any issues could be tackled swiftly. The end of SIPs came when there was a change in government in 2010, combined with a reduction in school funding, and the rise of academies (Swaffield, 2013). Now National and Local Leaders of Education (NLE) have replaced SIPs. The role is similar to that of a SIP; however, NLEs only work in schools who are facing challenging circumstances, and are head teachers who are required to continue to work in their leadership roles in their schools (Department for Education, 2013).
Other Staff groups
Often other staff groups outside of teaching staff can have a vital perspective on some of the issues that have an impact on the schools improvement and pupil progress. Head teachers have described learning support assistants as a ‘candid camera’ of learning and teaching because they are circulating with many different students, but also have the opportunity to experience many different teaching styles (Macbeath, 2005).
The school’s governing body can also have responsibility for the schools evaluation process. It can lead to changes in budget spending and changes to allocation of resources so that they align with the school’s priorities. As school X is a community school, it is overseen by the Local Authority (LA). The LA are very important stakeholders in the process of school improvement. They conduct regular visits to schools and ultimately have the ability to invoke their statutory powers to make amendments to schools with the overarching aim of school improvement. Therefore they need to be acknowledged in school improvement reports and planning processes. 
Students
The United Nations Convention on the Rights of the Child (1989, UN General Assembly resolution 44/25) gives a  child a right of participation, that is a right to express views, to be heard and to take part in decisions that affect them, and many schools are working towards giving young people a voice in schools. The DfES (2004) outlined changes to build services around the needs of children and young people. In the policy ‘Every Child Matters: change for children’, there is an expectation that children and young people should be listened to when assessing and planning service provision and evaluating change. A student voice can be defined as ‘a process which advocates the meaningful involvement of students’. It requires ‘validating and authorising them [students] to represent their own ideas, opinions, knowledge and experiences through education in order to improve our schools’ (Fletcher’s 2005). Then in 2008, the DCSF published a document ‘Working Together: Listening to the voices of children and young people’. In this document, they advocated the inclusion of children young people’s voices in decisions as a means of increasing engagement in learning. 
Therefore, student voice has become a large part of school self-evaluation. There is evidence that suggests that when students are involved in school improvement, they feel more empowered that their opinions are having an impact on the improvements being made and promotes a positive attitude towards learning. This is turn can improve outcomes of students, as a positive learning environment can increase student achievement (NFER Future lab, Rudduck & Flutter, 2004). Therefore, they can be an important stake holder in the self- evaluation process. 
From this research into the impact of student voice, schools have adopted ways to enhance the platform for the students of schools to speak. Over 90% of English schools now have a school council (TES, 2013). However, there are those who argue that this style of student voice, and empowerment of young people to make decisions and to be part of the decision making process, is not preparing the students for the reality of actually making these decisions. The idea that students have the ability to have their opinion heard is obviously welcomed, but when are the views of that individual being challenged? How are we preparing the students for opposition and complex real-life decisions? The National Association of Schools master and Union of Women Teachers (NASUWT) have actually campaigned in some places against having students in interviews or lesson observations. It can promote the undermining of staff members and legitimise teacher criticisms (Mount, 2015). Therefore, finding the balance for student voice is important to ensure you have the students as key stakeholders in the process, but no so much that they are abusing the power at the cost of the respect for their school and teachers. 
School X makes use of a student elected student council as part of its student voice initiative. The students put themselves forward and are elected by a voting system at the beginning of the year. There are two student representatives for each year group. This can be a good way of managing the time commitments of collecting student voice data and can be a good way of getting a broad idea of the opinions of the student body. The issue with this type of student voice initiative is that there is a risk that the school is silencing the voices of those who are outside the dominant culture. Schein (2011) defines organisational culture as a group of people who have ‘shared philosophies, ideologies, beliefs, assumptions, feelings, attitudes, norms and beliefs’. If students who are elected can only represent their culture, there is a risk that students beyond this may not have the opportunity to express their opinions and influence school improvement.
Critique of school improvement planning in schools
Schools can also face some challenges when aiming to implement a School Improvement Plan. Meuret and Morlaix, (2003) state there is some evidence to suggest that school improvement and self-evaluation  has an impact on school effectiveness; however, they go on to state ‘it is more praised by policy makers, than it is liked and really used in schools’. Although many schools have policies for conducting school improvement plans on a yearly basis, many fail to update the plan that regularly (O’Brein, McNamara and O’Hara, 2014). In Ireland, only 11% of teachers surveyed claimed that school self-evaluation occurred annually (OECD, 2009). Reasons for this could be that the usefulness of both the process and the potential outcomes is not recognised. However, it is the nature of the activities involved and the perception of the time-consuming tasks that cause school leaders to feel negative towards carrying out the evaluations (Vanhoof, Van Petegem and De Maeyer, 2009). Similarly, evidence on the impact of School Improvement Plans in schools yields few results. Philips and Moutinho (2000) found similar lack of empirical research on the measurement of the effectiveness of school planning. Continuously reinventing strategic plans and school improvement evaluations can waste valuable time and resources if there is limited evidence to suggest that these strategies work (Bobic & Davis, 2003, Bryson & Roering, 1987; Halachmi, 1986; Mintzberg, 1994). These factors are important considerations when discussing the impact of school improvement planning which has become an integral part of whole school self-evaluation. 
The impact of true, self-reflection on improving schools though is evident. When school improvement plans began, the idea was based on real reflection on best practice in schools and the way processes could be used to ensure there was high quality teaching and learning across all classrooms. Although much of the critique of school improvement arises when suggesting that head teachers are creating a document that they know is going to be used for accountability in an inspection, the question remains, without the pressure to create a school improvement plan, would schools have a clear view of how to reflect on their practice and effectively plan actions to change? How will head teachers ensure that they are able to justify their judgements to governing bodies and other members of the school community? School improvement planning enables head teachers to make decisions about the best ways to move forward without jumping into a new initiative or training programme that could possibly have just a short term success. The merits of school improvement planning seem obvious in some cases. Planning compels leaders to set objectives, establish goals, and manage priorities. It can help obtain commitment from staff and other stakeholders (Armstrong, 1982). Therefore, effective school improvement planning must be comprehensive to avoid what McLaughlin and Talbert (2006) call ‘flavour of the month fads’ where schools compromise with short term initiatives and not careful inquiry and self-reflection. 
School improvement planning in School X
School improvement planning in School X takes place annually and is carried out by the school’s senior leadership team. The improvement plan focuses mainly on the Ofsted recommendations. For this research project, one aspect of the school improvement plan is being used as a reference point. 
One aspect of School X’s school improvement plan focuses on embedding F.A.C.E into lesson planning and school intervention. The Acronym F.A.C.E is explained below:
Feedback: Use formative feedback to both guide student reflection and improvement and help shape teaching. The school has identified feedback as one of the most critical aspects of student learning. The main idea is that teachers need to close the gap between what students know now, and what they need to know in order to be successful. In order to do this teachers aim to close the gap between students asking ‘How am I going?’ where students are informed of their successes and improvement and ‘Where am I going?’ where students understand the steps necessary to make improvements. Ideally this leads onto ‘where to next?’ where students have an understanding of their learning journey (Hattie and Timperly, 2006). Intervention has always been a good way of giving feedback. Classically the whole intervention session is based on a concept or piece of work that was perhaps answered poorly by the class. The question still remains however, is the intervention session providing personalised feedback for the learners? Is everyone benefiting from a whole class feedback lesson? Personalised feedback is essential if we want to use feedback to improve student learning. Feedback also needs to be specific and timely, which is not always possible in whole class settings (Grigg, 2016). Therefore, perhaps smaller intervention classes will give rise to more personalised and effective feedback and target setting. 
 Autonomy: Encourage all students to develop the skills to work independently and take pride in the quality of their work. This is one of the key issues facing students at school X. They often have difficulty finding ways to revise alone without teacher support. Human development naturally moves from complete dependence on others for care and guidance to self-regulation. It is important that schools help to move the students through this process and give them opportunities to be autonomous.  Noom (1999) has defined autonomy as the ability to give direction to one's own life, by defining goals, feeling competent and being able to regulate one's actions. This is especially important in the context of school X where intervention is often seen as a necessity for students. Without it, they feel they do not have the skills to effectively revise for their examinations. Thus, they are unable to define goals in order to regulate their actions and organise their time to fit in the work required. 
Challenge: Plan lessons which stretch and support students to achieve excellence. This again can be a great challenge in large class intervention. Planning for less students could mean more personalised provision. 
Engagement: Create a trusting, respectful, low risk environment, which motivates students to use their minds and experience real, intellectually rigorous work (school X school improvement plan, 2016). This focuses on the idea that a class can be skilled and motivated to learn without a teacher always having to lead. Engaging learners in this way unpicks intrinsic motivation, the foundation that underpins a productive learning environment and helps to develop independent learning, creativity and improved behaviour management (Griffiths and Burns 2012). 
The School Improvement Plan suggests that every lesson at School X should demonstrate aspects of the F.A.C.E model. This is the same for the school intervention classes. 
Intervention has been a big part of exam preparation for students at school X throughout the spring and summer term. Intervention has been important for teachers as it can outline where students require additional help and encouragement through their GCSEs. The impact of class subject specific intervention has not been fully measured in School X. Similarly, the type of teaching in intervention strategies has not been fully consistent and the impact of this on pupil outcomes is unknown. Furthermore, in school X, due to staffing issues, a different teacher often teaches intervention classes to the original classroom teacher. This can stand in the way of effective impact of intervention as the new teacher’s perceptions of classes and of strategies can affect the effectiveness of these interventions (Greenfield et al, 2010). Similarly, research suggests that effective intervention requires teachers to have undergone some training, and have a continuation of their training throughout their time delivering intervention strategies (Greenfield et al, 2010). However, this is not the case in School X. Teachers undergo no formal training on how to carry out effective intervention and on occasion some staff members who have not completed teacher training are carrying out class intervention.  
For School X to be fully implementing all aspects of F.A.C.E, in accordance with the school improvement plan, the impact of these intervention strategies should be fully measured. 
Literature review
There is a substantial amount of literature that guides school leaders on how to write a school improvement plan to make schools more effective. Hopkins et.al (2005) outlines effectiveness as having high pupil performance and strong methods of reflection on current practice. 
School effectiveness also involves any additional procedures that the school adopts to improve the outcomes of the students they teach. Many schools use action based research to find useful ways of promoting outcomes for their students. 
A problem with reflecting on pupil attainment outcomes in this way is that there could be extenuating circumstances that influence attainment. Therefore, in order for schools to compare themselves to other schools, statistical models have been developed to take into account these out of school influences. They usually focus on establishing the level of disadvantage in schools and use this to make predictions about expected pupil progress. This can be an important way for schools to make useful comparisons between students and between schools. The risk with this kind of statistical analysis is that it promotes the idea that students from less-advantaged backgrounds do less well in school. Interestingly, Reynolds (in Hopkins et.al 2005) concluded that the effect of social class alone is actually very small, accounting for only 3% of the difference between pupils. This is useful in this context as action based research is used to find the impact of small group intervention. However, careful consideration of models used to analyse results and analyse student groups should be considered. School X has a high level of social deprivation and often students are categorised based on their extenuating circumstances (looked after children, pupil premium, ethnicity etc.). Therefore, this should be considered when making comparisons between groups in this research proposal. 
Intervention strategies are often used as a way of targeting pupils that are currently working below expectations. Often intervention occurs close to the students external examinations and provides pupils with extra work, revision and teacher-led feedback. 
The National Strategies for Invention at Ofsted (2009) describe three main ‘waves’ of intervention strategies:
· Wave 1: High quality, inclusive teaching supported by whole school policies
· Wave 2: Additional time-limited intervention, designed to accelerate progress for a group of students who are required to catch up to their peers
· Wave 3: Additional time-limited evidence based and increasingly individualised programmes of intervention (Ofsted, 2009). 
There is a growing body of evidence to suggest that response to intervention (RTI) is a good way to ensure students are getting additional time and support to ensure they are learning at high levels (Burns et.al 2005). The RTI approach to intervention uses school data to identify students who are at high risk of underachieving to provide evidence-based interventions and adjust the intensity of these interventions based on student’s responsiveness (NCRTI, 2010). The RTI approach has been used to help identify students that are falling behind and to help diagnose undisclosed learning or attention disorders. Local authorities are instructed to use processes that determine whether a child can respond to specific, scientific, research-based interventions before they are eligible to be referred for specific testing (DfES, 2001). Therefore, RTI has often been used to help the process of referring students with potential special educational needs. Although this approach is often used with children with special educational needs, the ideas can be transferred to the mainstream classroom. By identifying students in the class that are in need of additional support, and tailoring the intervention provision to them, teachers are more able to increase motivation, raise attainment and improve student well-being (Fuchs, Fuchs, and Hollenbeck, 2007). One of the main principles of RTI however, is the continual reflection and adaptation of the intervention strategy based on student’s responsiveness and motivation (Hammer et.al, 2012).
RTI is a tiered model that aims to support students who might be struggling and possibly identify any learning or behaviour needs. There are three main tiers involved in the model. Students should firstly be provided with high-quality instruction. This instruction should be research-based pedagogy and could include differentiation for the needs of each student (tier 1). Then students who are making inadequate progress within the classroom setting are provided with small scale intervention. This could be extra spellings or tasks to complete in their own time (tier 2). Finally, if the student is still struggling, they receive targeted specific one-to-one intervention that speaks to the specific skills of the individual (tier 3) (Fuchs & Fuchs, 2005). 
Effective intervention in schools is hard to implement. It requires complex training and coordination. Implementing the whole RTI model in School X would be a challenge. Tier 3 of the RTI model would require a lot of teacher resources and time. This would not be feasible in the science department of school X due to the time commitment and the level of resourcing that would be required. However, aspects of the RTI model can be used to plan effective intervention. For example, the specific examination based skills for science is something that teachers could implement easily; teachers could help students write extended answers, analyse graphs or numerical data or even evaluate statements in science. Similarly, with a student, who teachers feel needs intervention rather than carrying out intervention with the whole class. This is a way of not only reducing the work load for teachers, but also reducing the class size for a greater impact on student progress. 
Small group intervention.
The debate around the impact of class sizes is one that has many different perspectives. The discussion surrounding the impact of reducing class sizes is one that often yields polarising opinions. The divide encapsulates those who believe that smaller class sizes can lead to better quality teaching and learning and therefore a greater impact on student progress. Then the other side of the debate suggests that the effect is minimal and less cost effective than some other initiatives. There is evidence from the Tennessee STAR research program that suggests that children do benefit from smaller working groups and some groups of students benefit more than others, e.g. ethnic minority groups (Nye et al, 2000). There is some evidence to suggest that smaller classes can create a more inclusive learning environment that can lead to more cooperation, team work and a shared responsibility (Wang and Finn, 2000). This has led to many costly educational initiatives across some states in the United States where class sizes have been reduced dramatically (Blanchford et al, 2003). This is also relatable to the context in the United Kingdom as many UK government initiatives claim that reducing class size is an important part of educational policy (Labour.org, 2017).
[bookmark: _gjdgxs]However, the conflicting evidence suggests that the benefit of reducing the class size in schools does not outweigh the costs of doing so. Ofsted (1995), suggest that reducing class sizes made negligible difference to student progress and exerted an unnecessary cost on schools. Even so, there is a cap on class sizes in the UK at 30 pupils. The organisation for Educational Cooperation and Development (OECD) report shows that class sizes and teacher-pupil ratios are amongst the highest in terms of international comparisons (OECD, 2002). It is likely that the effect of student attainment and progress is multi-layered and not a singular cause and effect. The evidence that links the effect of class size in relation to intervention group size is limiting. It is important to note that intervention sessions are clearly operated differently by both staff and students, compared with normal classes where there are 20-30 students. Therefore, student attitudes with their peers in normal class sizes compared to smaller groups can play an important role in making links between intervention and class time. 
The Education Endowment Foundation (EEF) is a large charity that is dedicated to working to break the link between income and educational achievement. They evaluate a range of different innovative projects aiming to raise achievements of pupils and find out what is most likely to be effective and cost effective in schools (Educationalendowmentfoundation.org).
The effectiveness of these innovative ideas are then displayed on a teaching and learning toolkit where cost effectiveness versus impact can be seen. 
Small group intervention is explained to be moderate impact for moderate cost. 
Small group intervention consists of a group of a maximum of six students working with a professional educator to focus on particular skills or content for learning. This was chosen for a research proposal, as examination intervention is something that teachers spend a large amount of time and effort on in their school days. Therefore, it is important that we are maximising the time and effort the teachers put in, with the maximum beneficial impact it can have on students.
Small group intervention has been found to be useful for students who are having difficulties with a topic, however their difficultly can be rectified with more instruction, time or practice (Gersten et al. 2009; Slavin, Lake, Davis, and Madden (2011). Similarly, small group intervention of fewer than 6 students has been found to have significant effect on reading interventions in younger students, with biggest effect being in smaller groups (Buckingham et al. 2014). Small group intervention has been found to help students with learning difficulties and has shown to be more effective than pair work or multiple grouping formats (Elbaum et al, 2000). Similarly, with students with disabilities, small group intervention was deemed more useful in groups of 6 and even more useful than one to one instruction (Foorman & Torgesen, 2001). 

Using assessments in intervention
Small group intervention is also seen to be effective when the teacher or teaching assistant used assessments to help students consolidate their learning (Ofsted, 2009). Not only can this provide instant feedback to the students, but it can also help teachers and teaching assistants plan and provide materials that meet the specific needs of the students in the group (Ofsted, 2009). It is argued that teachers need to assess examination content in order to capture student’s time and energy (Gibbs, 2004). In some units of work, Gibbs et al (2004) discovered that students were spending the majority of their time focusing on the units that were assessed rather than the unit as a whole. This can have an impact on how intervention strategies are delivered in the future. 
One of the greatest impacts of using assessment in intervention is the use of formal, specific, teacher-led feedback. The impact of effective and specific teacher-led feedback on student outcomes is easy to find in the literature. There is substantial evidence that points towards effective feedback being one of the most important aspects of teacher-led practice (Hattie, 1987; Hattie and Timperley, 2007; EEF, 2018). There is an essential need to understand the difference between effective and non-effective feedback in order to maximise the impact it can have on the students in the intervention classes. The advantage of having a small group is that feedback can be personalised more easily and can be discussed with the teacher afterwards. This could increase the likelihood of students accessing the feedback content and could stimulate a personal discussion surrounding the student’s targets. This is important because some students will not even read the feedback on their assessments (Hounsell, 1987) and some students will not understand the feedback (Lea and Street, 1998). Therefore, the more intimate setting of 6 or less students in small group tuition allows for troubleshooting some of these common issues. 
Rationale for research
Three science qualifications are offered to students at school X. These include, core science (completed in Year 10), additional science (completed in Year 11) and Triple science (completed across Year 10 and 11 for high attaining students (see figure 1 below). The AQA exam board allows students to enter exams in either Year 10 or Year 11. 
The majority of students at school X will enter the core science exam in Year 10. However, the science department makes decisions about students that are not on-track to make expected progress. These students are not entered for core science in Year 10 and therefore are required to sit both core and additional in Year 11. This gives these students more time to prepare, catch up and gain confidence accessing the examination material. 
The process of preventing some low progress students from entering the examination early has both advantages and disadvantages. Firstly, it can give students some extra time to master the science content. It also gives students an extra year of maturity. As an examination regulator for Ofqual Ms Stacey states ‘Younger students are less ready for their GCSEs than older students’ (The Ofqual blog, 2016). There is evidence to suggest that some groups of students actually perform worse when entered early, especially those who were higher achievers in lower school. These students are less likely to achieve an A in their GCSEs when predicted (Gill, 2013). Therefore, if students are failing to reach their potential in Year 10, the science department decides that they are not fit for early entry.
One shortfall of this method of entering the majority of students early and preventing the minority of students from doing early entry core science is that the teaching plan for Year 11 science focuses solely on additional science. Therefore, students who are taking both core and additional in Year 11 are required to independently revise the core science lesson content. This can have a significant impact on student confidence, morale and progress. Therefore, School X’s science department relies heavily on both in and out of school teacher-led intervention classes. 
[image: ]
Figure 1: Science examination pathway for GCSE science. Core, additional and triple. Core and additional is compulsory for all students. Early entry for core science is available for students who are on track to make expected progress. Additional science exams are only completed in year 11.
School X uses large class intervention to prepare students for their science GCSEs. However, there has never been an impact measure to assess the potential impact these intervention sessions are having on the results or student morale and confidence. This research is in line with the school improvement plan and priority of embedding FACE to every teaching experience including after or in school intervention. 
There is evidence to suggest that large group intervention classes have a negative impact on student progress and that the biggest impact made can be seen from small group intervention (below 6 students) (Educationalendowmentfoundation.uk).
Intervention sessions around examination time in school X are very common. Students are often required to attend more than one intervention session a day and are sometimes expected to attend intervention sessions every day after school. Ofsted (2009) suggests that the best intervention materials are informed by detailed planning, and skilled tailoring of materials to meet the needs of individual pupils. However, this was not always the case with the planned intervention in school X because groups were large and planning time was limited. 
Classic intervention in school X involves teaching content through enquiry-based learning. However, the students are rarely exposed to specific examination related skills in intervention classes. These examination skills are necessary for achieving the highest marks in assessments; for example, data and graph analysis, and structuring long answer questions. The science GCSE requires an aspect of critical thinking and application; however, critical thinking skills require domain-specific knowledge. Teaching transferrable skills devoid of factual knowledge makes little sense. Therefore, it is essential that the students are provided with the sufficient background factual knowledge, and that they are explicitly taught exam skills with time to deliberately practice those skills. Therefore, specific, planned and focused interventions are necessary for this research project. 
Intervention sessions are often the last thing that are planned and this can have an impact on the effectiveness of an intervention session.
 In addition to this, some of the intervention sessions in the past have been delivered by teaching assistants. Ofsted (2009) have suggested that this could be an issue because the teaching assistants often lacked specific subject knowledge and confidence to adapt sessions according to the needs of the pupils.
Furthermore, when staff and students in school X were questioned on their thoughts of intervention, there were mixed responses. Responses differ significantly from teacher to teacher and vary dramatically between student and teacher. 
This research will be aiming to evaluate the impact of intervention strategies using small group intervention. It will use ‘An evaluation of National strategy Intervention’ document from Ofsted 2009, to amend the current practice at school X. This document measured the impact of intervention strategies across 12 primary and 9 secondary schools by analysing pupil outcomes and planning of strategies from staff members. 
The main findings from this document are summarised below, with explanation of how this research project will use this information (Taken from Oram, 2017- Ethics approval document).



	Research finding (Ofsted, 2009)
	Intended research project

	‘Close monitoring of pupils was a key feature in better practice’
	Data will be taken from the students’ most recent core science pre-public examination (PPE) data. The students will also complete a post intervention core science paper for analysis. 
A parental agreement will be signed to ensure that parents are involved in monitoring the independent revision that is required to be done at home. 

	‘Planned groupings of pupils into intervention classes reduced the need for specialist withdrawal work’
	The 37 students in year 11 who will be doing core science are grouped by the Head of Science into groups, 1, 2 and 3. These groups correspond to their predicted and working grade. 

	Small group intervention were most successful’
	Groups will consist of a maximum of 6 students.

	Intervention run by a teaching assistant was most successful when the teaching assistant was well trained and worked closely with the classroom teacher. 
	The HLTA who will be delivering the session will be delivering materials that have been planned by the researcher. They will include a lesson plan and all planned resources. The HLTA will also undergo training sessions with the researcher on a weekly basis, which will aim to provide skill, subject knowledge and differentiation for pupils’ needs. 

	‘Planning was less effective when pupils’ individual needs were not considered’.
	All data on the six students included in the intervention strategy is available to the HLTA on the school data tracking software (SIMS). This data will be used to inform practice and differentiate resources in the training sessions. Classroom teachers are also interviewed to obtain specific knowledge on the learners. 

	‘Identification of pupils using assessment information was done well’.
	Pupils are identified for intervention by failing to complete core science in Year 10. Sample group is selected at random, with intent to roll out intervention to other year 11 if impact is positive. 

	‘Monitoring of the teaching and evaluation of its impact was weak’ 
	Evaluation is completed by using statistical analysis of data from Pre-public examinations and exam results. Similarly, analysis of qualitative data is done post intervention. 
The teaching techniques used in training and delivery can be presented to the Head of Science to make comparisons against other teaching strategies. 



Table 1: Table to show the intended strategies for the research project based on Ofsted’s Evaluation of National Intervention Strategies (2009) Taken from Oram, 2017 Ethics approval assignment.
Therefore the objective of this research is to evaluate the extent to which small group intervention delivered by a HLTA, which explicitly teaches exam skills has on the academic progress of year 11 students taking core science GCSE. 
Hypothesis: small group intervention aids students to be more successful and feel more prepared and confident to be successful in GCSE science examinations. 
Aim: To discover to what extent small group intervention is an effective intervention technique for year 11 students preparing for exams.
Objectives of the research;
· Evaluate pre and post examination data to measure the impact small group intervention (under 6 students) has on examination preparation
· To evaluate the impact of only explicitly teaching examination skills has on examination paper outcomes 
· To compare the confidence of low achieving year 11 students before and after examination skills intervention sessions via statement rating questionnaires.

Research design
Studies comparing how research is used by professionals have tended to conclude that educationalists are less likely to use research than other professions (Hannan et al, 2000). Some argue that educational leaders use research provided it is relevant to their needs (Levin et al, 2011). The assumption is that much of the research available to school leaders is useful and can contribute to school improvement. In the context of school X research is often used as a basis for selection lines of enquiry for school improvement planning. 
Levin (2010) points out key aspects of research that have been used for school improvement on a National level. For example, there is a large amount of evidence that suggests that grade retention and students being held back has a negative effect. This rarely happens in the UK now. Similarly the research that has been conducted for students from disadvantaged backgrounds and the impact of closing the gap between free school meals/pupil premium and non-free school meals. This is a clear example of how research can inform school or educational improvement. 
At a school level, research can focus what makes the most difference to student outcomes and help define priorities and focus investment. For example, although leadership accounts for 5-7 percent of school variation in student learning between schools, it actually accounts for one quarter of school based variation once student background has been accounted for (Leithwood, 2007). Such findings can have a dramatic effect on the decisions made by school leaders when they are making decisions on where to spend money for school improvement. 
There is good evidence that research can positively affect teacher practices and school improvement (Bell, 2010). Therefore, when focusing on the aims of the research in this context it is important to look at school X’s School Improvement Plan. One large aspect of the School Improvement Plan focused on the idea of F.A.C.E (as introduced in earlier sections). The A stands for autonomy and this is obviously an issue for year 11 students who are struggling to find ways to revise effectively independently. The lack of independence that students in school X have is something that has been identified in previous school improvement planning. Therefore, the research design will focus of promoting effective intervention for students to avoid the student obsession with large-scale teacher-led intervention strategies. 
In order to do this it is important that the research design is focused and relevant to the schools improvement planning process. 
Research methods are the techniques used to undergo any research. They provide researchers with the tools to discover, analyse, question and conclude. 
Research is based around developing understanding by acquiring information. Holding a view on what knowledge is therefore important for anyone attempting to carry out research. Therefore, it is essential that researchers understand that the views taken about the definition of knowledge is influenced by the philosophical stance that we take.
Therefore, choosing a research design depends on what we know to exist in reality (metaphysics) and how we believe knowledge is acquired (epistemology) (Walliman, 2011). 
There are many conflicting views about the best way to acquire knowledge and carry out action research in schools. Empiricists believe that people gain their knowledge through direct and neutral observations of reality (Taylor and Fransis, 1978). Human interpretation is considered to be a source of error in this approach as it relies on the use of ‘laws’ and complete neutral observation. This approach rejects the role of scientific enquiry in the action research project. 
Positivism is the approach that describes that knowledge is acquired through sensory experience and scientific logic based on verified data. Knowledge is gained through explicit experimental method and comparative analysis of data. There is a hypothesis created by the researcher. The testing of this hypothesis takes place by the confrontation between the theoretic framework and reality. A criticism of positivism is that it relies heavily on experience as a valid source of knowledge. However, a wide range of basic concepts are not based on experience. Also, positivism is mainly descriptive and so often lacks insight to in-depth issues (Dudovskiy, 2016). This could be an issue in this context as positivism relies on a wealth of teacher experience. As the HLTA is conducting the majority of the intervention for the first time, it may not be appropriate to use this approach here.
The two basic approaches for acquiring knowledge focus on these two areas. Empiricism focuses on knowledge gained by sensory experience (using inductive reasoning) and rationalism, where knowledge is gained by reasoning (using deductive reasoning) (Walliams, 2011). 
Using deductive reasoning begins with forming a logical argument to eventually form a specific conclusion. In his book ‘Research Methods- The Basics’ Williams (2011) gives an example of deductive reasoning:
· All living things will eventually die: general statement in the first premise.
· This animal is a living thing- inference: inference- second premise.
· Therefore, this animal will eventually die (inference- second premise, conclusion). 

This type of reasoning allows perceived problems to be tested by conducting scientific experiments and observations to be made. This type of reasoning can give rise to data that is falsifiable and valid, and this type of data can be easily collected in schools. Making observations is part of the role of a teacher and using these observations to draw conclusions is a good way of reflecting on practice. However, the conclusions that are made depend entirely on the premise on which it was based which could affect the validity of the conclusions made (Walliams, 2011). 
On the other hand, inductive reasoning starts from a specific observation perhaps seen in the classroom or research, this is classed as the sensory experience (Walliams, 2011). It is a way of describing the process of learning from our surroundings or experiences and is a common way to undertake reflection in a school based setting. There are many common examples of inductive reasoning happening in scientific enquiry of great discoveries. For example, Gregor Mendel who discovered the application of recessive and dominant genes and their roles across generations made his reasoning through basic observation of pea plants but had no specific knowledge of genetics. 
The risk of this type of reasoning in school-based action research, however, is it is unclear how many observations would have to be undertaken in order to have enough experiences to make valid conclusions. In a school setting there is an added complication of the multifaceted variables that come with working with young people. These variables can impact and influence students and teachers in different ways from one day to the next.  
Scientific method includes identification of a problem in a certain setting, developing a hypothesis from clarification from prior research, literature or prior observation and practically testing the hypothesis. In scientific method, it is acceptable to completely reject or refine a hypothesis based on results found. This can be useful in school based action research because after observational research, hypothesise can be adapted and further study can be used. However, one of the problems with scientific method is it assumes that our shared knowledge reflects reality. For this to happen everyone must share the same reality, which is not always the case. This can be problematic because it can become very difficult for teachers to detach themselves completely from what is being researched (Sukaolson, 2010), especially when outcomes for students are often at the heart of school-based action research.
 Post-positivism rejects the central tendencies of positivism and states that the way in which scientists and researchers think is similar to the way in which we think in our everyday lives. One of the most common post- positivism movements in critical realism, which states that there is a reality independent of our thinking, that science can study (Trochim, 2006). A critical realist is critical of our ability to know reality with certainty. Most post- positivists are constructivists; they believe that we construct our views based on the way we perceive it (Walliman, 2011) and therefore there can be more than one perspective and interpretation of a phenomenon. This is important in the context of this research, as making valid conclusions becomes challenging when there are so many different variables. When working with young people, there cannot be one single variable that is impacting their outcomes. Especially when working with young people who have a very varied home-life and significantly different backgrounds to each other. Obtaining enough data to make valid conclusions becomes challenging in school-based scenarios when students are timetabled and have other commitments. When looking at aspects of the school improvement each line of enquiry comes with other factors that can influence the outcomes that students achieve. This is why a scientific approach is often used in school research for school improvement, because hypothesis can be edited and amended when new variables are identified. 
Data collection
A mixed methods approach was used in this study as the data collected is from both quantitative and qualitative sources. 
A quantitative approach is useful in a school based study because the data can look broadly over a topic and gather a range of different sources. It is less open to interpretation and this is especially useful when looking at things like numerical data taken from examination or test performance. As numerical examination data is a known method of measuring progress in schools this is a useful way to measure impact. Quantitative data can also be easily analysed using statistical methods. There can be an issue with naturally occurring quantitative data (Muijs, 2004). For example, there are limited numerical data values that exist outside the remit of examination style results data, which can be a limitation. However, there are ways of transforming data that would not usually come in numerical forms by using different data collection techniques. For example, attitudes, feelings and emotions data seems to look like a qualitative approach to collecting information. However, by rating questions on a numerical scale, this type of data can also be analysed in the same way as qualitative data (Johnson and Turner, 2003).
On occasion, in some situations, there is limited use of quantitative data collection methods. On these occasions, qualitative data collection can be undertaken. A qualitative approach can be useful when exploring an issue over a small sample such as the one in this project. It can be useful for investigating how and why questions. It will be useful in this context because finding out the views and opinions of the students by asking them to fill in questionnaires can be an interesting way to see if they feel the sessions have had an impact on their ability to complete the exam and their confidence going into the exam. There is not usually a valid way to complete statistical analysis of qualitative data. Therefore, this can have an impact on the validity of the conclusions that are made through qualitative data analysis. 
In this research project, it is important to measure both breadth and depth and so a mixed method design will be used. This way, the research can be more about the findings that can be seen in data rather than a fixed epistemological position (Sukamolson, 2010).
There are many advantages of using a mixed methodology. Using mixed methodology allows the researcher to have full triangulation of the different perspectives in the investigation (Cresswell, 1999). It also allows the researcher to reach a wider audience with a greater emphasis on reliability of the investigation questioning (Dorney, 2007). This can be especially useful when discussing with policy makers to make the findings more robust and persuasive (Gorard and Tylor, 2004). This is particularly important in the context of school improvement as the School Improvement Plan is used by governors to assess impact of changes and perhaps more importantly by inspectors to begin searching for lines of enquiry. The findings must be clear and robust to ensure that data is displayed and shared accurately with other school stake holders. Similarly, some research questions gain value when the methods are combined into one study. 
The majority of data collected will come from primary sources. Primary data is data that has been originally collected from the source for the purpose of the research project (Walliam, 2011). This type of data can give the first immediate recording of a given situation. However, it would be hugely time consuming to conduct the whole research project in this way and so secondary data is also used. This will be in the form of a literature review on the impact of small group tuition in different settings. This will be undertaken with consideration of the quality of the evidence that has been presented. 
Methodology
Hypothesis: Small group tuition aids students to feel more prepared and confident in their GCSE science examination and ultimately improves their academic progress.
Aim: To discover to what extent small group intervention is an effective intervention technique for Year 11 sitting their GCSE science examinations. 
A Randomised Control Trial (RCT) is used in this investigation. This is when one group of students will receive the independent variable intervention strategy and the others in the group will act as the control group. A Randomised Control Trail is run with the intention of rolling out the intervention strategy to the rest of the group if the impact is statistically significant. A randomised control trial is a way of measuring impact against a control group. This way a comparison can be made between the two samples. It is important to note however, that there might be other variables involved in the impact data, which could skew the statistics. On a similar note, if the sample size is small it might be difficult to relate the findings, if any, to the whole school population (Breckton, 2016). One of the major disadvantages of using a RCT is the issues over randomisation. Some students that are selected randomly from the whole sample have the opportunity to improve by being part of this intervention, whilst other students who were not randomly selected for the intervention will not have this opportunity. This will be overcome by ensuring that if the evidence suggests a positive causation between the intervention strategy and academic outcomes, the intervention will be rolled out to selected underachieving students in the wider sample. This way, it will take over the way intervention has been completed in the past.

Therefore, using the RCT model the variables for the investigation can be identified:
· Independent variable: Attendance to small group intervention sessions with HLTA.
· Dependent variable: Pre and post examination data to measure academic progress and confidence questionnaires to measure preparation for the examination.
· Control variable: The students in the group that will not attend small group intervention as their intervention strategy. (However, will be attending regular intervention as carried out in the past). 
Sampling
Only Year 11 students who have not sat their core science examination in the previous year will be considered for the sample. This poses some questions surrounding sampling bias. As the selectable sample size is so small, (only 37 students did not enter core science in Year 10) there is a risk that the students are not representative of the whole school or year population (Breckton, 2016). Therefore, to avoid the risk of sampling bias, it is essential that there is a process of randomisation when selecting the sample to take part in the small group intervention. 
Overcoming ethical considerations will be done by using a stepped wedge design (Breckon, 2016). This way randomisation can be ensured, but a randomised control trial can be conducted without a large delay in rolling out the intervention to the whole population. Eventually, the whole population will receive the intervention but with randomisation built into the phasing of the implantation (Breckon, 2016). For this research study, the stepped wedge design works well, not only so there is a control group to make comparisons but also it worked well because of the time and logistical considerations of running an intervention with all of the sample (Cook, 1979). The students in the intervention session are split into samples of similar ability. There are three samples: The first, for students who will be sitting the higher paper and are predicted an A (6 Students).The second sample is for students who are also sitting the higher paper but are on track for achieving a C-B (9 students) and the third sample is for students who are sitting the foundation paper (22 students). In each of these samples the students names are placed in a random name generator and 6 students are selected. Pre-examination data is collected from each of these students. This information is freely available on the schools data sharing software; Go for Schools. Information on the randomly selected students and the cycle of intervention and timescale can be found in Table 2 below.
	1st cycle winter term 2
	2nd cycle spring term 1
	3rd cycle spring term 2 

	Sample 1: Target grade A
	Sample 2: Target  grade C-B
	Sample 3: Foundation paper

	Student 
	Current grade (before intervention)
	Student
	Current grade (before intervention)
	Student 
	Current grade (before intervention)

	Student A
	B
	Student G
	D
	Student M
	U

	Student B
	C
	Student H
	D
	Student N
	U

	Student C
	C
	Student I
	E
	Student O
	E

	Student D
	D
	Student J
	F
	Student P
	E

	Student E
	C
	Student K
	E
	Student Q
	F

	Student F
	E
	Student L
	D
	Student R
	D


Table 2: Data on the random samples of three groups of students. Each student’s current grade is taken from the most recent pre-public examination (PPE). 
Students who are randomly selected for the intervention will then attend a forty minute after school intervention session on Tuesdays and Fridays. These intervention sessions will be run by the HLTA in the science department to avoid any researcher bias. The intervention sessions will focus on explicitly teaching examination skills and will run for the whole of a half term (6-7 weeks). Before the intervention sessions begin, the HLTA will receive some basic training on the aspects of direct instruction and explicit skills teaching which will be delivered by the researcher. The intervention session timetable outlined which skills the students need to learn and revise in preparation for each session (see Appendix 1). These intervention planners were also shared with parents or careers in a home-school agreement. Once the intervention sessions were complete, students took another Pre-public examination (PPE) which was similar to the one completed previously. The students were also asked to complete a questionnaire which aims to rate their confidence pre and post intervention (see Appendix 2). 
A timeline for the methodology is outlined below. 
	Date and time
	Location 
	Action 
	Involved 

	January 
	University of Wales
	Ethics approval 
	University of Wales Trinity St David (UWTSD)

	January 9th 
	School X
	Training of HLTA based on small group tuition strategies and examination skills. Discuss timeline outline with HTLA and confirm schedule. 
	Researcher  and HLTA

	Beginning of January
	School X
	Allocation of pupils enrolled on AQA core science to either group 1, 2 or 3 based on most recent PPE results (pre public examinations).
Banding corresponds to their most recent performance. Professional predications which are accessible by all staff via Go for Schools.  
	Researcher and Head of Science

	Mid January
	School X
	Planning and preparation of teaching resources and materials.
	Researcher

	End of January
	School X
	Selection of sample group (6 only) from group 1 by using online random name generator. 
	Researcher

	Beginning of February
	School X
	Contact parents to outline the timeline of the intervention and gain parental consent for students to attend after school intervention. Also inform parents of the home school agreement, for which a parent or carer should sign weekly to confirm the student has completed independent study at home. 
	Researcher with support from Head of Science

	Beginning of February
	School X
	Beginning of the intervention training conversations with the HTLA which will commence weekly. 
	Researcher and HLTA

	Beginning of February
	School X
	Student before questionnaires. Students rate statements about their confidence and pre-existing revision techniques.
	Researcher and sample students 

	Beginning of February
	School X
	Beginning of 6 week cycle of after school intervention sessions. Running Tuesday and Thursday from 15.10-15.50 in N206 classroom in the science department.
	HLTA and sample students

	March
	School X
	Post intervention core science examination to obtain post exam data for analysis
	HLTA and sample students 

	March
	School X
	Post intervention questionnaires. Sample students are asked to rate statements about their confidence, usefulness of techniques and revision techniques for the future. 
	HLTA, researcher and sample students

	March
	School X
	Analysis of data, statistical measures and conclusions on impact
	Researcher

	March 
	School X
	Presentation of data to senior leadership team, with intention to roll out intervention to other year 11s in the wider sample if impactful.   
	Researcher and Head of Science 


Table 3:  Plan of work as proposed in ethics approval (2017). Outline of who is responsible and present at each stage of the intervention and the intended outcomes. This plan of work will be run in three separate groups; group 1, 2 and 3 with different randomly sampled students per working group. 
Use of HLTA and researcher bias
Bias is defined as any tendency which prevents unprejudiced consideration of a question (Dictionary.com, 2017). In research, this could occur if there was a systematic error in sampling or collecting data or if there was some kind of selection or encouragement of one outcome over another. Deciding on the bias of a research project is not as easy as stating whether bias was present or not. Instead, it is more valuable to outline where bias has been prevented by study design. It is difficult to completely eliminate bias, especially in a research project working with students in schools and working with young people. However, it is possible to take action and measures to reduce bias wherever it might be avoidable. 
Selection bias can occur when selecting the study group to be part of the sample. As this research study uses three different groups, the risk is, the way that these students were enrolled into the intervention sessions was different between each group. This was reduced by ensuring that all pupils who were eligible for core science in Year 11 were part of the selection process. In this research project, the selection bias is reduced by pooling students into similar ability groups and then selecting six students by the use of a random name generator. Similarly, as this is a randomised control trial there is an unknown outcome. This is an advantage as it can reduce the selection bias (Pannucci and Wilkins, 2010). 
In this research design, it is difficult to consider omission bias. This is because of the nature of the students that were available for the sample. It was impossible to ensure that an accurate representation of the whole student body was seen within each sample. This must be taken into consideration when looking at the impact any findings might have on other students. 
Measurement bias is considered by asking students to complete three post PPE’s to obtain post intervention data. This is to ensure that any extenuating circumstances that could have affected the students on a particular day can be mediated by the other two examinations. This is also similar to the type of examinations the students will sit in the summer in their actual external GCSE examinations. Similarly, to minimise the effects of measurement bias, the questionnaire that the students will be asked to complete before and after the intervention will ask them to measure their confidence in completing their exams against a Likert scale. This can give the students a chance to put their opinion anonymously on a scale. This is advantageous in this research because quantitative data can be collected and analysed. However, there is a degree of social desirability to be taken into account (Likert, 1932). This is especially a problem in educational research as students often want to come across in a positive light to their teacher. In order to reduce this pressure, anonymity and self-administration of the questionnaires is a vital part of the research methodology (Paulhus, 1984). Finally, all intervention sessions will be completed by the Higher Level Teaching Assistant (HLTA) who works within the science department at school X. Leininger (1991) suggests that the researcher should always assess and gauge their relationship with the participants before beginning. As the participants in the sample are potentially students who may have interacted with the researcher, to avoid any bias, an additional adult will be conducting the intervention sessions and the researcher will do no observational research. This will ensure that there is reduced researcher bias and reduced time commitment of teaching staff which can sometimes impact the quality of intervention material.
Ethical considerations 
The researcher’s treatment of students, staff and other participants in the research is very important. Scientific objectivity will be practiced as much as possible with the data usage and interpretations. The bias among data sets will be minimised by ensuring anonymity in the examination data that is collected. Anonymity is also practiced when taking data in the form of questionnaires and pre-public examination data. Any data collected from ‘Go for Schools’, which is the school’s online data handling website will be anonymised. All data taken from this software is taken with permission from class teachers and data manager. 
The intervention sessions will be conducted by another member of staff who is a fully qualified teaching assistant who has up to date records for her right to work in a school. The intervention sessions do not go beyond her normal working hours to ensure there is no extra burden to her work load (BERA, 2011). 
Parents or carers of each of the participants in the final sample will be contacted via telephone to ensure that they get the full and fair information. The parents are required to sign a home-school agreement to ensure they can give informed consent (Walliam, 2011). This is done even though none of the practice in this project goes beyond the remit of normal classroom practice. Students and parents are also informed of their right to withdraw from the intervention at any stage in accordance to guidance from B.E.R.A (British Educational, Research Association, 2011). Once parental consent is obtained and student agreement is acknowledged, students will be asked to attend the sessions twice a week on a Tuesday and Friday. This is checked with other classroom teachers to ensure that no student is missing any extra-curricular activities or clubs that could affect their progress. The only exception to this is, if students have an afterschool detention on one of those days, it has been agreed that they can rearrange the detention to another day of the week. All students have the option of opting out of the intervention session after they have discussed the intervention with their parents and carers. This is to ensure the researcher is obtaining informed consent from each student in the sample. 
Data that is collected before, during and after the research will be stored in a password protected document if digital and a locked filing cabinet if paper based. All paper based data will be destroyed upon completion of the research in accordance with the Data protection Act (1998). 
Dissemination of the project will be provided to a University tutor and a member of the Senior Leadership team within School X. This will be completed with consideration of oversimplification and bias towards particular results (Walliam, 2011).

Results 
Results show that the intervention strategy had different effects on different groups of students. Interestingly, students from the lower ability group (group 3), who were all entered for the foundation paper and had a target grade of between a C and a D, all students in this group met their target grade at the end of the intervention strategy. Students in this group made the most levels of progress. Two students made three levels of progress and moved from unclassified to their target grade of a D (student M and N, from a U to a D). Two students were able to make two levels of progress (students P and student Q, from E to C and from F to D). All other students in this group made sufficient progress to reach their target grade in the post intervention exam data (See table 4, 5 and 6 below).
Results: List of tables and Illustrations. 
	Student
	Target Grade
	Pre-intervention examination data
	Post- intervention examination data

	Student A
	A
	B
	B

	Student B
	A
	C
	A

	Student C
	A
	C
	B

	Student D
	A
	D
	B

	Student E
	A
	C
	A

	Student F
	A
	E
	B


Table 4: Results table from first cycle of intervention. All students had a target grade of A and were entered for the higher paper. Data is taken from a 60 mark past examination question and grade boundaries are calculated using AQA universal mark converter. These grade boundaries are calculated using results of students from across the UK and so are representative of the results that students might get if they were external examinations. 
	Student 
	Target Grade
	Pre-intervention examination data
	Post-intervention examination-data

	Student G
	B
	D
	C

	Student H
	B
	D
	B

	Student I
	C
	E
	C

	Student J
	C
	F
	C

	Student K
	C
	E
	C

	Student L
	B
	D
	C


Table 5: Results table from the second cycle of intervention. All students have a target grade of between B and C and were entered for the higher paper. Data is taken from a 60 mark past exam paper and grade boundaries are calculated using AQA universal mark converter. These grade boundaries are calculated using results of students from across the UK and are representative of the results that students might get if they were external examinations. 
	Student
	Target grade
	Pre-intervention examination data 
	Post intervention examination data

	Student M
	D
	U
	D

	Student N
	D
	U
	D

	Student O
	D
	E
	D

	Student P
	C
	E
	C

	Student Q
	D
	F
	D

	Student R
	C
	D
	C


Table 6: Results table from the third cycle of intervention. All students have a target grade of between C and D and were entered for the foundation paper. Data is taken from a 60 mark past examination paper and grade boundaries are calculated using AQA universal mark converter. These grade boundaries are calculated using results of students from across the UK and are representative of the results that students might get if they were external examinations.
Of the students in the middle ability group 66% of the group reached their target grade in the post-intervention examination data collection. The other members of this group were one grade below their target grade.
Of the students in the higher ability group, 33% of the group achieved their target grade of an A. The rest of the group were one full grade below their target grade, at a B. Of the students in this group two students made two levels of progress (from C to A, student B and Student E) and one student made three levels of progress (E to B student F).
The results from the questionnaire indicate that all of students (100%) lacked confidence in achieving their target grade before the intervention strategy. As evidenced by the question ‘I have confidence that I will achieve my target grade’ where all students ticked strongly disagree. The validity of this data could be questioned as must students are less willing to independently try to improve their grade and are actively seeking teacher intervention. After the small group intervention however, 10 students indicated that they agree with the statement and 6 indicated that they strongly agree with the statement (see figures 2 and 3 below). This implies that some students were able to gain confidence in their ability to reach their targets over the course of the intervention. However, the limited sample size reduces the statistical significance of these findings. 
Figure 2: A graph to show the answers to pre-small group intervention sessions. Question topic surround student’s confidence and thoughts on current intervention. For full questions, see appendix. 

Figure 3: A graph to show the results of an anonymous questionnaire based on rating the students confidence and thoughts of the small group intervention strategy. All questionnaires were completed after the last intervention session. For full questions, see appendix.
In the post-intervention questionnaire, 100% of students in the sample still indicated that they strongly agree with the statement ‘I need intervention’. However, 95% of students also strongly agree with the statement ‘Intervention is useful’. This difference between pre and post-questionnaires implies that students felt the small group intervention strategies were useful to them.
It is also important to note that throughout the small group intervention strategy, the students answer to the question ‘someone who lives with me helps me with my revision’ did not vary (pre-intervention: 28% strongly agree, 28% agree, 28% disagree, 17% strongly disagree and post-intervention: 17% strongly agree, 28% agree, 55% disagree). This could imply that many students are not provided with at home support for their revision, which can have a negative impact on their progress (Epstein, 1995). It also could suggest that the impact of the home school agreement (see Appendix 3) was not as significant as intended. 
One of the starkest results in the questionnaires however, is to the question ‘I find intervention sessions useful’. In the pre-small group intervention questionnaire 100% of students indicated that they strongly disagree with that statement. However, post-small group intervention, 100% of the students indicated that they strongly agree with the statement. This implies that students found the intervention had an impact on their examination preparation as they thought it was a useful way to spend their time. However, social desirability bias must be taken into account with the qualitative surveys.
Finally, the largest improvement on student outcomes was seen in the third cycle of intervention, although this result could be random. It is also important to note that students from this group had significantly lower grades at the beginning of the intervention. This could imply that this type of intervention has the greatest impact for students with low starting grades. 
Analysis of the validity of the data. 
 When looking at the validity of the results that are taken from any research project, it is important to consider any extenuating circumstances that could have influenced the outcomes. To achieve internal validity in this investigation, that is to state that the results were in fact due to the manipulation of the independent variable, there must be some consideration of the impact of having such a small sample size. As it was impossible to work with the whole wider population in this research project, it is required that the conclusions are generalised to the broader population (Pelham et.al, 2006). When working with young people, it is difficult to consider each member of the sample as a representative of their year group, school, gender and ability as there are so many different circumstances that can affect the students’ progress at any given time. However, for the purpose of this research project, it was essential that students were grouped in this way in order to carry out the planned intervention. 
Similarly, when using examination data as a reflection of student progress there is a risk that that data is just a single snapshot of that student’s ability at that given time. Examination data rarely takes students backgrounds, prior attainment or mistakes in examiners marking into account. However, this is how all educational targets are set for students in schools in the UK and how the pre-examination data targets are produced. On a similar note, many students at school X have access to private tuition which would have been paid for by their family members. Therefore, some of the sample could have had access to additional intervention on top of the school based intervention. This could have had an impact on the results as some students might have had an examination based advantage over others. 
Deciding on whether to amend, accept or reject the hypothesis for the research proposal can give an indication of the meaning of the findings. The hypothesis for this research project is outlined below:
Hypothesis: Small group intervention aids students to feel more prepared and confident in their GCSE science exams and ultimately improves their academic progress. 
This hypothesis can be accepted and the null hypothesis can be rejected because all the students who were involved in the intervention sessions indicated that they felt the sessions were useful as a way of preparing for their examinations. This implies that the students felt more prepared and confident going into their GCSE science examinations. Similarly, all students improved on their examination grade pre-intervention and some students met their target grade. Therefore, this indicated that the sessions improved the student’s academic progress. 
Conclusion
From the results, it is clear that students feel the need to have teacher-led intervention. Many of the students refer to intervention sessions that are run outside of lessons as an essential part of their revision for external examinations. The student attendance was 100% and all students participating in the intervention thought it had an impact on their ability to answer the questions that might be posed to them in their GCSEs. Therefore, students at School X highly regard the use of teacher-led time to prepare for their examinations. This is not consistent with the views of the teaching staff however. Evidence from many teaching staff claim that intervention is often planned last minute and is poor quality. Intervention in the past has involved many students of different abilities together and usually focuses on broad topics that have been covered in class previously. Teachers at School X describe the intervention as time consuming and it can be a strain on teacher’s time and efforts when they already have planned and taught the topics in previous lessons. This is taken from a teacher questionnaire (see table 7 below). 
	Staff responses 
	Student responses

	Intervention is time consuming.
	Intervention is boring.

	Intervention is often poorly planned. 
	I don’t want to go because I work hard in my lessons already.

	It is hard to motivate pupils to attend.
	Some people don’t listen and mess around and that ruins the lesson.

	Students rely heavily on teacher input. 
	Teachers stress me out always talking about exams and revising.

	Students lack independent revision skills. 
	I can catch up and revise on my own.

	Students gain confidence with intervention.
	I only revise when there is intervention.

	They [students] need help to revise and we [teachers] can help them.
	I need intervention, it makes me feel confident that I am gaining the knowledge required for the exam.

	Intervention can be focused and specific for the needs of the pupil.
	Some teachers make intervention sessions that specifically focus on what you need to do to improve.

	Intervention can provide students with examination skills that might not have been taught in lesson time. 
	I enjoy going to more sessions to improve my understanding. 


Table 7: Answers from informal questionnaires completed to get the views and attitudes from 11 staff members from the science department and 11 students from 11 different science classes. 
When looking at the impact of this intervention as a way of improving outcomes for students taking their science GCSEs, it is clear from the data that students still felt like it was a useful exercise to attend the sessions weekly. Most students thought that it gave them more confidence to approach their oncoming GCSEs. Interestingly, the students who benefitted the most from the intervention sessions were in the lower ability group. It seems that the lowest ability students improved their examination grade by the most. 100% of the lowest ability group achieved their target grade. The highest ability students are the group that benefitted the least with only two students reaching their target grade. 
Out of the 24 students who were involved in this research project, only 12 achieved their target grade in the post-intervention assessment. Feedback from the student surveys showed that some students failed to complete their home learning. This means that they had come to the intervention session having done no preparation or prior reading. Feedback from the HLTA shows that the biggest issue with the intervention session is that students were very reluctant to work independently, and were expecting a very teacher led style of session. The fact that many students failed to complete the home learning reinforces that. This is also evidenced by the lack of completed home-school agreement documents that were returned by students. It seems that the students at school X lack the independent learning skills that are so essential for revising. 
In his blog ‘Independent learning in the classroom’, Mike Gershon states that in order for teachers to promote an ethos of independence to the students they are teaching, they must first change their own mind-set. (Gershon, 2016). His point is evident in the classroom. Because of the nature of the teaching profession, it is a normal response for a teacher to offer help and assistance at every stage of a student’s struggle through a challenge. Therefore, it can be the teacher’s own mind-set that causes overexposure to assistance and moulding it into advice for the students. This might also be the reason why the lower ability students were more successful with the intervention sessions, as they are the students who are most likely to lack the independent working skills. In summary, the impact of intervention on student grades has been positive. Students were able to achieve a higher grade in the post intervention examination and many students felt like they had benefited from the sessions. However, when time, resource management, training, planning, feedback and delivery is taken in to account, there is a difficult line between the relative impact of running an intervention session in terms of the time that has been put into planning it. Could teacher time be used more effectively in other ways? A suggestion would be to promote a deeper understanding of independent working skills to teachers and students. There must be a shift in the mind-set of teaching staff from offering too much support. However, perhaps more importantly there needs to be a shift in the mind-set of pupils from that of reliance on teachers and expectation of support. Students must develop greater independence and take ownership of their own learning rather than waiting for the teacher to tell them what to do. This shift in mind-set should be considered when writing school improvement plans. 
Relevance to school improvement.
Thinking ahead, this research should be linked to the findings associated with school improvement planning, and it is important to think about what the biggest impact on the students will be. There would be scope to emphasise the impact of smaller intervention classes on the outcomes of students, but what seems more pressing is the overuse of intervention as a whole across school X. The student’s lack of independent working skills is a significant problem, not only for them, in school going into their GCSEs, but also as a wider issue when they leave the school. This lack of independence not only can have an impact on the student’s ability to prepare and revise for exams, but can also have a detrimental effect on their ability to problem solve and challenge themselves in other areas. On this note, it is also important to consider the implications of teachers offering too much support to students. Many students lack independent thought and enquiry, which is essential for most university courses. Therefore, if, as teachers, we are aiming to provide students with the best possible chance at being successful young professionals, it is essential that we are preparing them for further education or the work place. The culture of dependency and reliance on the teacher is not providing them with those types of skills. Because of this, it is essential that the school is thinking about the shift in mind-set of teachers and students. Therefore, as part of the school improvement, suggestions include training for staff and training for students. Firstly, school X has a comprehensive continuous professional development (CPD) toolkit programme that is organised by staff in line with school improvement objectives.  Staff are required to sign up to six one hour CPD sessions across the academic year. These sessions can range from feedback policy, to teaching students with autism. Teachers can suggest toolkit topics and even run them. On occasion external providers are used to give training to all teaching and classroom based staff. This could be harnessed to train teachers in teaching independent skills to the students. There could be a toolkit on the effective use of small group intervention using evidence from research. There could also be a toolkit on how to teach for students that are more independent. Teachers can share good practice and get ideas to try in their own classes. Secondly, students need to be advised of how to be more independent. These skills need to be explicitly taught and so ‘How to revise’ lessons and other like sessions must be available to the students. It is also important that students are being exposed to more opportunities to be independent. This is up to classroom teachers to organise and encourage.  As well as this, it is essential, for teacher workload, that the students who are being selected are making less than expected progress and are in small groups to maximise the personal provision and impact on student outcomes. Large intervention classes cause an increased workload and can be harder for the teachers to plan for the specific needs of the individuals in the class. Finally, to continue to support students, it is important that they are helped through their revision, and are given assistance with revision timetables and other resources that promote independent working.  These resources should be shared with parents and carers. There also needs to be better communication between the school and parents and carers. It was evident from the student questionnaires that many of them are not offered support and guidance from home and this can have an impact on their ability to work independently on revision and catch-up work. These resources should also aim to be as consistent as possible across subjects to avoid any confusion and to aid collaboration. For there to be a shift in mind-set across the school, it is going to take full collaboration of all staff members. It is therefore essential that there is some accountability measure such as observations and objectives in appraisals. There could be an intervention observation cycle, or learning walk-style observations to give feedback on teaching strategies to promote independence.  An example School Improvement Plan can be found below.

Example of suggested school improvement report
	Key Issues
	Strategies 
	Lead Responsibilities
	September 2017
	February 2018
	July 2018

	Providing consistent, high quality teaching.
	Using small group tuition (less than 6 students) to provide students with a more personalised provision for the student’s needs. 
Avoidance of the over use of teacher led intervention by promoting student independence. Intervention only offered to students who are underachieving. Intervention should take the style of flipped learning. 

	Member of SLT 

To be carried out by teaching staff.
	· Toolkit Training programme 2017/2018 include identified workshops which support teachers in conducting effective small group tuition and where possible are supports by research.
· Intervention observation cycle established and completed during the autumn term to ensure that effective feedback is provided for teachers carrying out intervention. 
· Appraisal objectives for teaching staff to include a relevant aspect of strategies used to ensure students working below progress are catered for. 
· ‘How to revise’ compulsory workshops are held with Year 10 and Year 11 students to promote independence. 
	· Feedback from Intervention observation cycle provided to teaching staff. 
· Intervention selection procedure shared with teaching staff. 
· Consistent revision timetables shared with parents and careers. Expectations of student’s independent revision shared across the school. 
	· Analysis of the impact of less teacher led intervention. 
· Staff surveys completed and results analysed. 
· Meet with academic board to discuss intervention strategy for next year.
· Report to Governors committee in accordance with the Governors compliance calendar 2017/18.

	Consistency in the quality of teaching and learning in every teaching episode
	Embedding F.A.C.E into every teaching episode. 
Feedback- Use of formative feedback to both guide student reflection and improvement and help shape teaching.
Autonomy- Encourage all students to develop the skills to work independently and take pride in the quality and presentation of their learning. 
Challenge- Plan a lesson which stretches and supports students to achieve excellence. 
Engagement- Create a trusting, respectful, low risk learning environment which motivates students to use their minds and experience real, intellectually rigorous work. 
	Member of SLT
	· Toolkit Training programme 2017/2018 include identified workshops which support teachers in all aspects of FACE.
· Lesson study trio’s established and effective working groups celebrated. 
· Updated Teaching and Learning posters to be agreed with academic board and then launched with all staff and students. 
· Appraisal objectives for all classroom teacher and classroom based staff to include relevant aspects of F.A.C.E.
	· School X Teach Meet in Spring 1 term to be structured around F.A.C.E
	· Half-termly report from learning walks shared with staff. Identifies actions then reviewed during the next round of learning walks. 
· Evaluation of the autumn term 2017 lesson study trio’s reports and analysis. 
· Staff survey completed and analysed.
· All teacher observations to be marked good or outstanding. 
· Reports back to Governors committee in accordance with Governors compliance Calendar 2018. Use of classroom artefacts as evidence. 



Ways of measuring impact of improvement strategies.
Whilst the process of implementing strategies in line with the school target is a large task, what can be considered more important is measuring the impact of these strategies. There is no value in setting up intervention without fully considering and measuring its impact on the improvement of the school. In this case the improvement on student outcomes. 
There are two main ways schools receive feedback strategies: externally; from Ofsted, Local Authorities, Fishers Family Trust data or RAISE online, or internally; from lesson observations, work scrutiny, reports from line managers and student feedback. Both are ways to assess the relative impact of said intervention as a way of improving student outcomes for examination preparation. Goe, Bell and Little (2008) outline the ways that teaching can be evaluated, and these are used as examples in this school improvement report. 
One aspect of the school improvement plan is to implement small group intervention for students instead of large class intervention. In the plan, it is proposed that there should be a training session for Heads of Department on how to effectively carry out small group intervention, and the best ways of selecting students for the intervention. Although measuring the impact of teacher training is very difficult (Flecknoe, 2002), the impact of this could be taken by asking staff to firstly evaluate the effectiveness and delivery of the training session and any resources made available to them. Following this, a staff questionnaire could be circulated to obtain feedback on whether selecting fewer students for intervention helps their workload and has a greater impact in terms of time management compared with student impact. 
One of the most important aspect of the School Improvement Plan was the idea that intervention is only provided to students that are significantly below expected progress in order to reduce numbers. Therefore, a large part of the plan is making the rest of the students more independent with their revision. One way to do this which has been suggested in the plan is to provide centralised revision timetables and ‘How to revise’ workshops for Years 10 and 11. The impact of these strategies could be measured by firstly seeking student feedback on the usefulness of the revision timetable, and then ultimately asking parents and carers to comment on the changes that students have made to their revision or home learning schedule. This way, impact data can be collected from two important stakeholders of the school. 
Another important way of obtaining feedback to measure impact is by observation. There is evidence to suggest that observation from senior leaders or inspectors has limited effect as a progress or impact measure (Sutton trust, 2014). However, there is a positive narrative about the impact of peer observation. Especially when teachers have control over how the information or feedback from the observation is used or shared (Goldstein et al, 2007). The plan outlines the need for observation trios, which would be responsible for provided feedback to teachers on their teaching of intervention. These trios could be set up consisting of members of staff from different faculties across the school. This could be advantageous as it can promote cross faculty sharing of good practice. It also promotes a culture of feedback and continuous development. The trios could be responsible for setting up learning walks to their respective departments in order to give feedback to teachers during their intervention classes. Although there is some evidence to suggest that lesson observations are not the most reliable way to measure impact or progress of teachers (Sutton trust, 2014), they can be a useful way to start a collaborative and collegial exercise within a school. The observation should not focus on grading, but more on good practice and ways to improve. Importantly teachers are in control of the use of the feedback and can use this feedback to further improve their intervention sessions.  It is a way of measuring whether the intervention is being conducted to a high standard, which has been a problem with intervention in the past. 
Another important aspect of measuring the impact of the intervention is ensuring that there is specific information that can be presented to the academic board and governors. This means, to increase reliability, information should come from both qualitative sources and quantitative sources. In the proposed School Improvement Plan, it is suggested that impact of these interventions is feedback to some key stakeholders. The academic board consists of members of teaching staff in key middle and senior leadership roles. The governing body are also a key stakeholder in the school and therefore a key player in the school improvement process. 
One way that this type of information can be collected is by teacher self-report. This can take the form of surveys, teacher logs or interviews. In this context, the best way to perform teacher report is likely to be in a survey form. This is taking into account teacher work-load and time effectiveness of collecting sufficient impact evidence. This teacher self-report could be completed in the form of an online survey, which is emailed to all teaching staff that are carrying out intervention. This is a quick and effective way of collecting a large amount of information that can be used to report back to stakeholders. The information collected should be considered carefully however because self-report analysis of any kind can suffer from social desirability bias (Sutton trust, 2014). 
Finally, it is suggested that classroom artefacts can be used as a way of measuring impact. These artefacts can be in the form of lesson plans, assessments, assignments or students work. The work that is completed by the students in the intervention session can be used as a way of measuring the quality of the intervention strategies and also can be used to present to governors or academic board within school. 
Concluding remarks.
School improvement planning is both complex and challenging. It requires school leaders to look at all aspects of the school that are affecting the students. It requires careful consolidation with multiple stakeholders and establishment of clear processes that everyone can understand without creating confusion or a morass of paper work. Therefore, careful consideration of impactful intervention and strategies is essential for any school carrying out school improvement planning. In this report, identification of the problem was undertaken by considering an issue facing the science department. Intervention was a time-consuming, resource-consuming task that had minimal evidence of impact. Therefore, by looking into research on intervention strategies, small group intervention was selected as an appropriate strategy. The results indicate that students feel that intervention is an important part of their learning process. However, many teachers feel as though it takes away from independent revision skills. This has an important place when discussing school improvement as if students feel they need teaching support to revise, the school has not properly prepared them to be independent learners. In conclusion, it is clear that personalised intervention can have a positive impact on students’ confidence and ability to answer examination questions, and it is essential that teachers use this information to think more carefully about how they will plan for the students that are in most-need of targeted intervention before their GCSE’s. This will reduce teacher work-load, improve student outcomes and ultimately improve the way leaders look at encouraging autonomy in the school. 



References 
· Armstrong, J. S. (1982). The value of formal planning for strategic decisions: Review of empirical research. Strategic Management Journal, 3, 197-211.
· Bell, M., Cordingley, P., Isham., C. & Davis., R., 2010, Report of Professional Practitioner Use of Research Review: Practitioner engagement in and/or with research, Coventry,CUREE, GTCE, LSIS & NTRP. http://www.curee‐ paccts.com/node/2303 [accessed 14 February 2018]
· BERA,(2011). British Education Research Association. Ethical guidelines for educational research. Availble at: https://www.bera.ac.uk/wp-content/uploads/2014/02/BERA-Ethical-Guidelines-2011.pdf?noredirect [accessed on 14.02.18].
· Blanchford. D, Edmonds. S and Martin. C (2003). Class size, pupil attentiveness and peer relations. British Journal of Educational Psychology. Vol 77 pp 15-36.
· Bobic, M. P., & Davis, W. E. (2003). A kind word for Theory X: Or why so many new-fangled management techniques quickly fail. Journal of Public Administration Research and Theory. Vol 13, pp 239-264.
· Breckon. J (ed) Roberts. I (2016). Using Research Evidence. A Practice Guide. Nesta, Alliance for Useful Evidence.
· Bryson, J., & Roering, W. D. (1987). Applying private-sector strategic planning in the public sector. Journal of the American Planning Association. Vol 53, pp 9-22.
· Burns, M. K., Appleton, J. J., & Stehouwer, J. D. (2005). Meta-analytic review of response-to-intervention research: Examining field-based and research-implemented models. Journal of Psycho-educational Assessment. Vol 23 pp 381–394.
· Cheng, E. (2011). An examination of the predictive relationships of self-evaluation capacity and staff competency on strategic planning in Hong Kong aided secondary schools. Educational Research for Policy and Practice. Vol 10, pp. 211–223

· Cook TD, Campbell DT (1979) Quasi-experimentation: Design and analysis issues for field settings.  Boston, MA: Houghton Mifflin Company.

· Creswell, J.W., (1999) Mixed–Method research: Introduction and Application. In: Cizek, G.J. (ed.), Handbook of Educational Policy, 455–472. San Diego, USA: Academic Press.
· Data Protection Act (1998) [online]. Legislation.gov.uk [28.06. 2017]. 
· Davies, B. (2003). Rethinking strategy and strategic leadership in schools. Educational Management and Administration. Vol: 31 pp 295-312.
· Department for Education (2001). Special Educational needs. A code of practice. Department for Education and services. 
· Department for Education and Ofsted (2005) A new relationship with Schools: Next steps. London DfES
· Department for Education (2017) About us. National priorities. [online]  Available at: https://www.gov.uk/government/organisations/department-for-education/about. [14.05.17].
· Department for Education (2013) Local leaders of Education Programme. Department for Education [Online]. Available at: http://www.education.gov.uk/nationalcollege/lle[Accessed on 22.02.18].
· Dörnyei, Z., (2007). Research Methods in Applied Linguistics. Oxford: Oxford University Press.
· Educational Endowment Foundation (2018). Teaching and Learning Toolkit. Feedback.
· Elbaum, B., Vaughn, S., Hughes, M. T., Moody, S. W., & Schumm, J. S. (2000). How reading outcomes of students with disabilities are related to instructional grouping formats: A meta-analytic review. Contemporary special education research. Vol: 105 pp120-129.
· Epstein, J (1995) School/family/community partnerships. Proquest. Bloomington 75
· Flecknoe, M (2002) Measuring the impact of teacher professional development. Can it be done? European Journal of Teacher Education. 
· Fletcher, A. (2005). Meaningful student involvement guide to students as partners in school change. [Online] Avail be at: http://www.soundout.org/MSIGuide.pdf. [15.07.17].
· Flutter J.,& Rudduck,J  (2004) Consulting pupils: what's in it for schools London, Routledge Falmer, 162.
· Foorman, B. R., & Torgesen, J. (2001). Critical elements of classroom and small‐group instruction promote reading success in all children. Learning Disabilities Research & Practice. Vol:16 pp 203-212. 
· Francis and Taylor (1978). The epistemology of action research. Acta sociologica. Vol: 21 pp 2-12
· Fuchs, D and Fuchs L.S (2005). Responsiveness to intervention: a blueprint for practitioner, policy makers and parents. Teach Exceptional Children. Vol: 38 pp 57-61
· Fuchs, G Fuchs, J and Hollenbeck, S (2007) Extending responsiveness to intervention in mathematics and first and third graders. Learning Disabilities Research and Practice. Vol: 22 pp 13-24.
· Gersten, R., Compton, D., Connor, C. M., Dimino, J.,Santoro, L., Linan-Thompson, S. (2009). Assisting students struggling with reading: Response to intervention and multi-tier interventions in the primary grades. A practice guide. Washington.
· Gershon, M (2016). Independent learning in the classroom. [Blog].Mike Gershon consultancy. Available at: https://mikegershon.com/independent-learning-classroom/. [accessed on 15.07.17].
· Gill, T. (2013). Early entry GCSE candidates: Do they perform to their potential? Research Matters: A Cambridge Assessment Publication. Vol: 16 pp 23-40.
· Goldstein, J. (2007). Easy to dance to: Solving the problems of teacher evaluation with peer assistance and review.American Journal of Education, 113(3), 479-508. 
· Goe, L., Bell, C., & Little, O. (2008). Approaches to Evaluating Teacher Effectiveness: A Research Synthesis. National Comprehensive Center for Teacher Quality. http://files.eric.ed.gov/fulltext/ED521228.pdf
· Gorard, S., Taylor, C. (2004). Combining Methods in Educational Research. Maidenhead, England: Open University Press.
· Greenfield, R., Rinaldi, C., Proctor, A., and Cardarelli (2010). Teachers perceptions to a response to intervention (RTI) reform effort in an urban elementary school: a consensual qualitative analysis. Journal of Disability Policy Studies. Vol: 21 pp47-63
· Griffiths, A and Burns, M (2012) Outstanding Teaching: Engaging Learners. Outstanding teaching. Crown house publishing. 
· Grigg, R (2016) Big Ideas in Education: What Every Teacher Should Know. University of Wales Trinity St David. Crown House Publishing. 
· Halachmi, A. (1986). Strategic planning and management: Not necessarily. Public Productivity Review. Vol: 40, pp35-50.
· Hammer P.C, Shobo. Y., Meharie, A., Hixson. N (2012). A response to intervention. An introduction. West Virginia Department for Education Office for Research. 
· Hammer, Johnson, RC, Crain TL, Bodner T, Kossek EE, Davies KD, Kelly EL, Buxton OM, Karuntzos G, Chosewood LC and Berkman L (2012) Intervention effects on safety compliance and citizenship behaviours. Evidence from the work, family and health study. Journal of applied psychology. Vol: 101 pp 190-208.
· Hannan, A., Enright, H. & Ballard, P. (2000). Using research: the results of a pilot study comparing teachers, general practitioners and surgeons, Education-Line Internet Collection, Leeds. http://www.leeds.ac.uk/educol/documents/000000851.htm [accessed 14 February 2018]
· Hattie, J.A. (1987). Identifying the salient facets of a model of student learning: a synthesis of meta analyses. International Journal of Educational Research. Vol: 11 pp187-212. 
· Hattie, J and Timperley (2006). The power of feedback. Review of Educational research.77 pp81-122. 
· Hattie, J. & Timperley, H. (2007). The power of feedback. Review of Educational Research. Vol: 77 pp 81-112.
· HMI report. Improving schools (1994). Improving schools. Sage publications. Vol 17. 
· Hopkins. D, Hargreaves A, Lieberman A and Fullan M (2005). The practice and theory of school improvement. International handbook for educational change. Springer. Netherlands. 
· Hounsell, D. (1987). Essay writing and the quality of feedback. In: Richardson, J.T.E., Eysenck, M.W. & Warren-Piper, D. (eds) Student Learning: research in education and cognitive psychology. Milton Keynes: Open University Press and Society for Research into Higher Education.
· Ingersoll, R (2003). Who Controls Teachers’ Work? Power and Accountability in America’s Schools. Cambridge, MA: Harvard University Press.
· Johnson. B and Turner, L (2003). Data collection strategies in mixed methods research. Sage publication editing. 
· Labour (2017) The labour manifesto. [online] Available at: http://www.labour.org.uk/page. [accesed on 15.07.17]
· Lea, M. & Street, B. (1998). Student writing in higher education: an academic literacies approach. Studies in Higher Education. Vol 23 pp157-172.
· Leininger, M. (1991) Culture care, diversity and university: a theory of nursing. New York: N.L.N
· Leithwood, K. (2007). What we know about educational leadership. In J. Burger, C. Webber, and P. Kleinck (Eds.), Intelligent leadership: constructs for thinking educational leaders (pp. 41–66). Dordrecht, Springer.
· Levin, B. (2010). Leadership for evidence-informed education, School leadership and management 30(4), pp303-315 
· Levin, B., Cooper, A., Arjomand, S. & Thompson, K.(2011). Research Use and Its Impact in Secondary Schools: Exploring Knowledge Mobilization in Education, Canadian Education Association.
· Lezotte L and Jacoby, B (1990). The school improvement process based on effective schools research. A guide.
· Likert, R. (1932). A Technique for the Measurement of Attitudes. Archives of Psychology, Vol: 140 pp1–55.
· MacBeath, J. (1999) Schools must speak for themselves: The case for school self-evaluation. Routledge, New York, NY.
· MacBeath (2005) Consulting pupils. A toolkit for teachers Cambridge. Pearson publishing

· McLaughlin, M. W., & Talbert, J. E. (2006). Building school-based teacher learning communities: Professional strategies to improve student achievement. New York: Teachers College Press.

· McNamara., G and O’Hara J (2012) From looking at our schools (LAOS) to whole school evaluation- management, leadership and learning. The evolution of inspection in Irish schools over the past decade. Educational Assessment Evaluation and Accountability. Vol: 24 pp. 79–97

· Meuret,D., Morlaix, S (2003). Conditions of success of a school's self-evaluation: Some lessons of an European experience. School Effectiveness and School Improvement. Vol:14 pp. 53–71.

· Mintzberg, H. (1994). The rise and fall of strategic planning. New York: Free Press

· Morrow. V & Richardson. M. (1996) The ethics of social research with children. Children and society. Vol: 10, pp.90-105.

· Mount, H (2015). It is time to say no to our pampered student emperors. The Telegraph. 

· National College for Teaching Leadership (2005) School self-evaluation: A reflection and Planning Guide for School Leaders. 

· X.info.Facts and figures(2017). [Online] Available at: http://www.X.info/factsandfigures. [accessed on 15.07.17].

· Noom, M.J. (1999). Adolescent autonomy: Characteristics and correlates. Delft, The Netherlands: Eburon.

· Nye. B., Hedges L.V and Konstantopoulos S (2000) The effects of small classes on academic achievement. The results from Tennessee class size experiment. American Journal of Educational research. Vol: 37 pp 123-151.

· OECD (2009) Creating effective teaching and learning environments: First results from TALIS. OECD Publishing Paris.

· Ofsted (1995) Class size and quality of education (London HMSO).
· Ofsted (2009) An evaluation of National Strategy intervention programmes. Ref 070256. Kingsway London. 
· Ofsted (2016). The office for standards in education and children’s services and skills. Strategic plan. [Online] Available at: https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/523729/Strategic_priorities_May_2016.pdf  [accessed on14.05.17].
· Pannucci, C, Wilkins, E,G (2010) Identifying and Avoiding Bias in Research. Plast Reconstr Surg. Vol: 126 pp 619–625. 
· Patton. M.Q. (1997) Utilization -focused evaluation: The new century text (3rd ed.)Sage, Thousand Oaks, CA 
· Paulhus, D. L. (1984). Two-component models of socially desirable responding. Journal of personality and social psychology. Vol: 46 pp 598- 620.
· Pelham, B. W.; Blanton, H. (2006). Conducting Research in Psychology: Measuring the Weight of Smoke, 3rd Edition.  Wadsworth Publishing.
· National centre on response to intervention NCRTI, (2010) Response to Intervention. An Introduction. Literature reviews. State WS. S
· Schein, E.H. (2001) Leadership and organisational culture. New York: wiley.
· Slavin, R. E., Lake, C., Davis, S., & Madden, N. A. (2011). Effective programs for struggling readers: A best-evidence synthesis. Educational Research Review. Vol: 6 pp1–26.

· Stacey, G (2012). The ofqual blog. Gov.uk. [Online]. Available at https://ofqual.blog.gov.uk/author/g-stacey/page/3/ [accessed: 12.06.17].
· Sutton Trust (2014). What makes great teaching? Review of the underpinning research. Available at http://www.suttontrust.com/wp-content/uploads/2014/10/What-Makes-Great-Teaching-REPORT.pdf [Accessed on 25.02.18]. 
· Swaffield,S and  MacBeath, J (2005) School self-evaluation and the role of a critical friend Cambridge Journal of Education. Vol: 35 pp. 239–252

· Swaffield, S (2013). Support and challenge for school leaders: Head teachers’ perceptions of school improvement partners. Educational Management Administration & Leadership. [Online]. 

· TES (2013) Schools have taken student voice too far. 2339 pp20.

· Vanhoof J, P. Van Petegem, S. De Maeyer (2009). Attitudes towards school self-evaluation. Studies in Educational Evaluation. Vol: 35 pp. 21–28.

· United Nations Convention on the Rights of the Child (1989) UN General Assembly Resolution 44/25
· Wang.C., Finn.J. (2000) (eds) How small classes help teachers do their best (Philadephia PA, Temple university centre for research in human development.
· Walliman. N (2011). Research Methods the basics. Abingdon, Oxford: Routledge.
· Welsh Government, llywodraeth Cymru (2014) School Development Plans. Guidance.

Appendices 
Appendix 1: Timetable of revision for each intervention strategy based on specific examination skill. 
	Name:

	End of Year Target: 
	Grade Achieved:
	

	B1: Core Biology 

	Intervention timetable 
	[image: ]Next Steps…

	Content                                            Skill
	

	 B. Defense mechanisms and investigating microorganisms.
	Tailoring your answer to the exam question
	Revise: Responding to change, hormones and reflexes

	B. Hormones and reflexes 
	Answering long answer questions and QWC questions 
	Revise: Genetic engineering and cloning

	B. Genetic technologies
	Compare and evaluate, stating two sides of an argument
	Revise: adaptation, pyramids of biomass and natural selection.

	B. Adaptation and Natural selection 
	Using Key scientific words in exam answers. 
	Revise: Atoms, elements, compound and chemical equations

	C. Chemical Equations 
	Using calculations and showing clear working out. 
	Revise: Extracting metals, metal uses and issues

	C. Metals
	Reading and extracting information from long pieces of text
	Revise: Fractional distillation and fuels, alkenes and Alkanes.

	C: Products from oil
	Time management strategies in exams. 
	Revise: Structure of the Earth, gases in our atmosphere.

	C: Structure of the Earth and our changing Planet 
	Interpreting data from tables and graphs
	Revise: Radiation, Convection, conduction and Specific heat capacity

	P. Specific heat capacity
	Using formulae 
	Revise: Energy, conservation of energy and energy efficiency. 

	P. Energy efficiency 
	Using formulae and thinking about units 
	Revise: Generating electricity and Waves 

	P. Renewable energy sources 
	Answering long answer questions and QWC
	Revise: Electromagnetic waves and communication

	P. Electromagnetic waves
	Using diagrams in exam questions 
	Past paper

	 Teacher Comments




	









	Parent/Carer comments 



















Appendix 2: pre-intervention questionnaire
Small Group Intervention- teaching exam skills
A reflection of previous intervention. 

	
	(Please tick.)
	Strongly agree
	Agree
	Disagree
	Strongly disagree

	1 
	I feel confident I can achieve my predicted grade in core science
	
	
	
	

	2 
	I have enjoyed the intervention sessions in the past
	
	
	
	

	3 
	The past intervention sessions have been useful
	
	
	
	

	4 
	I need  intervention sessions
	
	
	
	

	5 
	The resources provided are useful in intervention
	
	
	
	

	6 
	I complete the work at home before and after
	
	
	
	

	7 
	Someone who lives with me (mum/sister/dad etc.) helps me with my revision
	
	
	
	

	8 
	I am confident when answering long answer questions
	
	
	
	

	9 
	I am confident when answering questions with data
	
	
	
	

	10 
	I know how to revise on my own
	
	
	
	

	11 
	I know which skills are tested in exams
	
	
	
	

	12 
	Which sessions would you like to do? Circle the top 3. 
· Answering long answer questions
· Using data tables 
· Using graphs 
· Using equation sheet
· Underline/circle command and key words
· Using diagrams 
· Compare and evaluate sessions
· Using time/ revision strategies



Small Group Intervention- teaching exam skills
A reflection of the last terms core science intervention. 
	
	(Please tick.)
	Strongly agree
	Agree
	Disagree
	Strongly disagree

	13 
	I feel confident I can achieve my predicted grade in core science
	
	
	
	

	14 
	I have enjoyed the intervention sessions
	
	
	
	

	15 
	The intervention sessions have been useful
	
	
	
	

	16 
	I would do the intervention again
	
	
	
	

	17 
	The resources provided are useful
	
	
	
	

	18 
	I complete the work at home before and after
	
	
	
	

	19 
	Someone who lives with me (mum/sister/dad etc.) helps me with my revision
	
	
	
	

	20 
	I am confident when answering long answer questions
	
	
	
	

	21 
	I am confident when answering questions with data
	
	
	
	

	22 
	I know how to revise on my own
	
	
	
	

	23 
	I will use most of the skills we have learned in my exam
	
	
	
	

	24 
	Which sessions did you find the most useful. Circle the top 3. 
· Answering long answer questions
· Using data tables 
· Using graphs 
· Using equation sheet
· Underline/circle command and key words
· Using diagrams 
· Compare and evaluate sessions
· Using time/ revision strategies

	25 
	What did you like most about the sessions?






	26 
	How do you think we could improve the sessions?







Thank you for taking time to fill this in.




Appendix 3: Home school agreement for students and parents/careers. Dates to be changed accordingly. 
Home-school agreement
Miss ** | Year 11 core science | 7/11/16-----22/12/16
As part of preparation for year 11core science examinations, the science department is holding small group tuition classes after school on Tuesdays and Fridays. The sessions will run for 40 minutes and they focus on providing students with the necessary skills to answer exam questions. The tuition will run for the rest of this half term and there is an expectation for throughout the duration of the half term students should be revising topics at home. For each session to run smoothly, it is essential that they complete pre-revision on the topic provided in the table below. 
Once the student has completed the expected revision, you can sign the table to confirm that they will be coming to the session prepared. 
Thank you for your support. 
	STUDENT NAME:
	



	Session
	Task
	Due Date
	Done
	Signed

	1
	Revise: Responding to change, hormones and reflexes
	November 11	☐	

	2
	Revise: Genetic engineering and cloning
	November 15	☐	

	3
	Revise: adaptation, pyramids of biomass and natural selection
	November 18	☐	

	4
	Revise: Atoms, elements, compound and chemical equations
	November 22	☐	

	5
	Revise: Extracting metals, metal uses and issues
	November 25	☐	

	6
	Revise: Fractional distillation and fuels, alkenes and Alkanes.
	November 29	☐	

	7
	Revise: Structure of the Earth, gases in our atmosphere.
	December 2	☐	

	8
	Revise: Radiation, Convection, conduction and Specific heat capacity
	December 5	☐	

	9
	Revise: Energy, conservation of energy and energy efficiency. 
	December 9	☐	




[bookmark: _GoBack]
Pre intervention questionnaire answers 

Strongly Agree	1. Confidence 	2. Enjoyment of intervention	3. Usefulness of Intervention	4. Need for Intervention	5. Resources in intervention 	6. Homework completion	7. Home support	8. Confidence answering long answer questions	9. Answer questions with data 	10. Confidence knowing how to revise 	11. Preperation for exams	0	0	1	18	18	8	5	0	0	0	5	Agree	1. Confidence 	2. Enjoyment of intervention	3. Usefulness of Intervention	4. Need for Intervention	5. Resources in intervention 	6. Homework completion	7. Home support	8. Confidence answering long answer questions	9. Answer questions with data 	10. Confidence knowing how to revise 	11. Preperation for exams	0	0	5	0	0	10	5	0	5	10	6	Disagree	1. Confidence 	2. Enjoyment of intervention	3. Usefulness of Intervention	4. Need for Intervention	5. Resources in intervention 	6. Homework completion	7. Home support	8. Confidence answering long answer questions	9. Answer questions with data 	10. Confidence knowing how to revise 	11. Preperation for exams	0	0	2	0	0	0	5	0	3	4	4	Strongly Disagree	1. Confidence 	2. Enjoyment of intervention	3. Usefulness of Intervention	4. Need for Intervention	5. Resources in intervention 	6. Homework completion	7. Home support	8. Confidence answering long answer questions	9. Answer questions with data 	10. Confidence knowing how to revise 	11. Preperation for exams	18	18	10	0	0	0	3	18	10	4	3	Question topic 


Number of students 




Post Intervention questionnaire answers

Strongly Agree	1. Confidence	2. Enjoyment	3. Usefullness	4. Need intervention	5. Resource usefulness	6. Home learning 	7. Support at home	8. Long answer questions confidence	9. Revision confidence	10. Prepared for exams	7	18	18	17	10	3	3	18	18	17	Agree	1. Confidence	2. Enjoyment	3. Usefullness	4. Need intervention	5. Resource usefulness	6. Home learning 	7. Support at home	8. Long answer questions confidence	9. Revision confidence	10. Prepared for exams	10	0	0	1	5	5	3	0	0	1	Disagree	1. Confidence	2. Enjoyment	3. Usefullness	4. Need intervention	5. Resource usefulness	6. Home learning 	7. Support at home	8. Long answer questions confidence	9. Revision confidence	10. Prepared for exams	1	0	0	0	2	10	4	0	0	0	Strongly disagree	1. Confidence	2. Enjoyment	3. Usefullness	4. Need intervention	5. Resource usefulness	6. Home learning 	7. Support at home	8. Long answer questions confidence	9. Revision confidence	10. Prepared for exams	0	0	0	0	0	0	8	0	0	0	Question topic


Number of Students
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