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The intention of providing guidance to students through scaffolding is to allow students to develop their understanding of a topic and be confident in addressing the topic either through verbal or written means. The use of scaffolding within education is to allow students to enhance their prior Knowledge to understand and maintain new information. This allows students to accomplish a higher standard of work to what the student couldn’t have accomplished alone (Olson and Pratt, 2000). This investigation provided me with the opportunity to guide students at School X with various scaffolding techniques to improve their understanding of the topic in question in terms of enhancing their literacy and numeracy skills. It is important that students don’t disengage with the subject in relation to their ability to complete activities, for example students may disengage with the subject as the activity is too difficult and students may not understand the topic in question. Therefore, scaffolding is implemented within a lesson to guide students and improve their understanding of the topic in question. In relation to this research, an investigation and intervention has been carried out at School X with key stage 3 classes to identify if various scaffolding techniques can be used to improve students understanding and thus develop their numeracy and literacy skills.

School X is considered to be a “green” category school located in South Wales and currently has 790 pupils whereby 19.4% of students currently receive free school meals (My local school, 2017). In addition, the school was given a rating of “good” during the school inspection whereby there is a high level of support and guidance for students whereby the 502 students at key stage 3 are considered to be ‘above expectations’. Furthermore, the inspection report suggests that the achievement gap between boys and girls needs to be reduced at key stage three with the implementation of extended writing and numeracy skills across the curriculum (Estyn, 2014). During my teaching experiences at School X, it can now be evident especially in Geography, that students are now completing literacy and numeracy assessments in relation to a topic that has been covered in previous lessons. This allowed me to take the opportunity to implement and introduce various scaffolding approaches for students during these literacy and numeracy assessments. My intervention consisted of 250 pupils separated into nine key stage 3 classes whereby 37 of these students have additional learning needs (ALN) and are currently on individual educational programmes (IEPs). The approach to the intervention was to provide scaffolding for whole class improvement whereby the class as a whole, received the same scaffolding techniques, however, this still can be assessed individually. These scaffolding techniques were given to students were during the numeracy and literacy assessment. 

The nature of scaffolding within education was first identified by Wood, Burner and Ross (1976) as a way to support and guide children whilst learning. Within the classroom, scaffolding is the assistance that the teacher gives to students to provide appropriate assistance to complete a task and develop their understanding of a new topic. With this scaffolding in place, when a new activity is introduced, students should be able to complete that task alone. Therefore, scaffolding refers to the teacher supporting pupils with the necessary assistance to allow them to complete a task they would not mange to complete on their own (Hammond and Gibbons, 2001). Burner (1978) gave a true definition of scaffolding whereby it is the required steps to reduce the amount of freedom a student has by carrying out a particular task that allows the student concentrate on a skill that they consider to be difficult. This term was built on by Mercer (1994) whereby scaffolding is a form of cognitive support where the teacher already understands the students’ mental functions and produces guidance that will not only support the student but challenge and extend their understanding of the topic in question. However, it can evident that there are implications with scaffolding techniques within education in terms of the amount of support and challenge given by the teacher. Mariani (1997) examined the potential issues that relate to the amount of cognitive support that is given by the teacher. He identified that students can become frustrated and confused when a task is given which is considered to be of a high challenge whereby there is little support given to the students. This means that students will not be capable of completing such work and reach the standards and success that the teacher is expecting. In addition, if work has been set and is considered to be low challenging and has little or no support, the students are unlikely to be motivated enough to complete the task therefore minimal learning will be done and students will express their little interest in the work through misbehaviour. Furthermore, if the lesson is taught with a low challenge but there is high support given to the students, the learners will enjoy the lesson but will not be pushed enough to further develop their understanding of the topic. Therefore, it is suggested that the teacher needs to incorporate challenges in the lesson which are difficult but provide essential support to allow students to be pushed beyond their capabilities (Hammond and Gibbons, 2001). This teacher interaction with the students will affect their achievement and allow the students to succeed in a task that has a controlled complexity, meaning that this cognitive support will be beneficial for the students learning and well-being whereby the students’ effort of the task will relate to their attention and effort in the classroom. This can be in relation to the scaffolding which has been implemented by the teacher (Mattanah et al, 2005; Fredricks et al, 2004). 
This theory was expanded on which suggested that if the control of work between the teacher and the student is too high it is assumed that the result of the student understanding the topic will be obvious. Therefore, the student will not be challenged enough and won’t have an active role of obtaining the information, meaning connections may not be made. Furthermore, if the scaffolding which has been put in place relates to prior knowledge, this may hinder students to adapt and interpret new information and thus disengage the student from the activity. (Wittwer and Renkl, 2008). In addition, further research suggests that if the level of scaffolding is considered to be low for the student and minimal help is given, students cannot develop their knowledge as they are unable to make a relation to prior knowledge. It is thought that the ‘cognitive load of processing information is too high’ for the student and the teacher has not met the needs of the learner (Wittwer et al, 2010). 

However, if the resources used fit the students understanding, the student will have the correct amount of scaffolding to actively deepen their understanding with the information given. Thus, the student can make relations to the new information with aid of prior knowledge from previous work. If the scaffolding used meets the needs of the learner, they will be able to achieve a deeper understanding of the new aspect which is being addressed (Wittwer et al, 2010). On the other hand, a recent study was carried out by Van de Pol et al (2015) which stated that the use of teacher support through scaffolding is assumed to be effective as there is little evidence that exist of scaffolding within teaching in a classroom. The intervention that was carried out showed that in most cases, low contingent scaffolding support was resulted in student achievement being more successful than to a high level of scaffolding. It was suggested that if high level support was given the time students work on the task in hand was much shorter meaning the student may not have deepened their understanding. Van de Pol et al (2010) concluded that the scaffolding given can aid students to develop their understanding but the effectiveness can be dependent on a number of factors such as the working time and the amount of effort the student may give in a task. This study was in relation to group work whereby the use of scaffolding may not be as effective as scaffolding given to an individual. This will be accounted for in my own intervention whereby a lesson will involve group work where the scaffolding given will be based on the ability of the group. 

Furthermore, the majority of research in relation the cognitive support is mainly based on parent scaffolding were the outcomes for scaffolding on a one to one basis is a lot more successful. In addition to the research carried out by Van de Pol et al (2010), a study was carried out to compare parent scaffolding and teacher scaffolding. Davis and Miyake (2004) concluded that there is a clear difference in the effectiveness of parent scaffolding to teacher scaffolding. The research identified that the parent will have a better understanding of their child and provide scaffolding in an appropriate manner whereas the teacher will have a less understanding of their students and therefore need to adapt their scaffolding approaches. In addition, the environment to which the scaffolding is given is another factor to address as within a classroom (e.g. 30 pupils), the teacher will have a shorter timeframe to address students as individuals and provide the appropriate scaffolding that the learner needs. 

There has been a strong focus of research that is based on work within small groups in the classroom. However, the role of the teacher in these activities has not been addressed as much whereas the focus has addressed on how students react and contribute to group work (Webb, 2009). One such intervention focused on how the teacher can use questioning to initiate discussions for a group which is of high standard. This allowed the research to focus more on how the teacher contributes to the lesson as little consideration has been made on how the teacher can provide scaffolding to students which can allow for a deeper understanding of the topic. It is suggested that the scaffolding used in the lesson needs to target the quality of the support to meet the learners needs rather that the type of support whereby the type of support could not suit the learner (Mercer and Littleton, 2007). To allow the teacher to provide the high quality of support for small groups, the teacher needs to assess the students understanding of the topic beforehand and then set appropriate scaffolding for each group. Therefore, to determine the effectiveness of the scaffolding, the teacher needs to evaluate the students understanding of the topic before setting support for each group which will meet their needs. Furthermore, it is suggested that it is important that the teacher gives enough working time as an individual and not as a group as if the work given has been scaffolded, group work may take longer. It is important to allow the student to process information and develop their understanding of the topic as an individual and not within a group. This will allow the teacher to assess the student as an individual and evaluate their understanding (Chiu, 2004; Duffy and Cunningham, 1996). 

There is a wide range of research studies that closely link to individual learners receiving appropriate scaffolding as it is considered that the student will develop their knowledge more on the task if the attention is focused on the individual. Moreover, students who have been put into small groups may lose their focus on the task in hand and then become easily distracted. This means that the teacher may not be able to identify if the scaffolding which has been put in place is effective or not in relation to the learners understanding and task effort. Therefore, is it essential that the teacher understands when to implement the scaffolding techniques when there is poor understanding from the student and know when to reduce the amount of scaffolding when the student has a more developed understanding (Cohen, 1994; Blatchford et al, 2007; Van de Pol and Elbers 2013). 

The approach to how the teacher can provide essential and appropriate scaffolding to the learner can originate from the Zone of Proximal Development (ZPD) as proposed by Vygotsky (1978) to be the main focus point for scaffolding. He defined that the zone of proximal development is the area between the learner successfully completing work independently and where the learner needs to develop their understanding with aid from a peer such as a teacher. This guidance from the teacher should be specific to the leaner and address the understanding through written and social means. However, research studies have approached the theory in different ways whereby the research activities have had different outcomes as they have interpreted the theory in alternate ways (Miller, 1993). The term scaffolding is based from Vygotsky’ theory of the zone of proximal development as scaffolding can reduce the distance of what the learner can understand themselves and what is needed to succeed and develop that understanding further. This is why the scaffolding which is out in place closely relates to the leaners zone of proximal development. Therefore, scaffolding can be defined as the teacher’s role to provide appropriate support to the learner to help them develop their knowledge through various support structures to guide them to a higher level. Thus, aiding the student through the zone of proximal development with an appropriate amount of assistance to the task by which the learner may not have been able to complete as an individual (Chang, Sung and Chen, 2002; Raymond, 2000). It is also stressed that the importance of a student to develop their understanding and expand their knowledge of a topic should not be solely achieved in isolation but instead allow the student to socially interact with other class members and the teacher as leaners especially in primary and secondary education develop their intelligence through a social setting. This scaffolding instruction will guide and aid the student to develop their understanding more efficiently as this social interaction may be coming from an individual with a better understanding of the topic (e.g. teacher) (Bransford, Brown and Cocking, 2000). The zone of proximal development area allows the teacher to identify what the student can achieve as an individual and what can be achieved with assistance from the teacher. The teacher can identify if the student is in the zone of proximal development when the topic or aspect addressed within a lesson is above the current level and skills of the students. This not only helps the teacher to identify that the student needs support but it also inclines the student to go beyond their expected level and improve their knowledgeable skills (Jaramillo, 1996).

The process of scaffolding can involve a variety of processes and ideas to which the need of the learner is met to allow them to succeed and go beyond their expectations. The use of scaffolding engages the learner more in the subject whereby the learner is not forced to listen to the information given to them but instead increase their knowledge through prompts from the teacher. This scaffolding given by the teacher can be considered to be efficient through the work being more structured and precise where the structure meets the needs of the learner and any faults have been reduced. This means that there is an increased amount of time spent on the activity. In addition, the use of scaffolding creates momentum where the learner ‘spend less time searching and more time discovering’ whereby the feedback given to the student will be positive and therefore motivate the student more to learn. This can be in relation to students with a low self-esteem or additional learning needs (McKenzie, 1999).

 In relation with students with additional learning needs, the importance of scaffolding plays a big role as students with additional learning needs may becoming easily disconnected with subject and may feel defeated. This could follow onto the student no longer participating in the subject and refusing to complete work during that lesson. On the other hand, the use of scaffolding has its drawbacks as scaffolding is best suited to an individual and it is incredibly time consuming for the teacher to address each individual with a scaffolding approach to meet their needs. In addition, in relation to individual scaffolding, the teacher needs to implement the correct scaffolding techniques for the learner and that during the task, the work will be more student-led meaning potential mistakes will be made during the process of the activity. The teacher will need to have support in place if this mistake is to arise (Van Der Stuyf, 2002). 

Therefore, the use of scaffolding within a classroom environment has provide myself with the opportunity to address the learning needs of students in each class and provide alternative approaches to each lesson through providing students with appropriate guidance to enhance and develop their understanding of the topic and improve and increase their level of literacy and numeracy skills in relation to the literacy and Numeracy Framework at School X.

Since the recommendations mentioned in the Estyn 2014 report say that extended writing and the use if numeracy skills should be enhanced within the curriculum. These recommendations have been approached through Assessment for Learning (AfL) whereby departments are creating resources and assessments in relation to numeracy and literacy. For example, within the Geography department, at the end of each topic (e.g. development, Antarctica) students are required to complete an assessment through a number of lessons. However, these assessments are incorporated within the lessons whereby the students don’t feel like they are being assessed. In particular the literacy assessments will be over a number of lessons whereby students develop and broaden their knowledge through gaining information which will then be used in a piece of extended writing (e.g. letter to the Indian Government) which then will be assessed and recorded by the teacher as a Level (3-7).  It is evident during my placement at School X that scaffolding is available to students in relation to the numeracy and literacy assessments, however, this scaffolding is not forced onto students whereby the students can choose if they require the scaffolding or not. However, this scaffolding is strongly focused on students that are on Individual Educational Programmes (IEPs),

When these assessments are given to the students, level descriptors are given before the main piece of extended writing is set and success criteria is given for both he literacy and numeracy assessment. The success criteria will identify the key part of the assessment and what it is addressing whereby the success criteria closely links to the school’s literacy and numeracy framework. For example, the success criteria of the numeracy assessments will show different strands of the numeracy framework to allow both students and teachers understand and identify which part of the framework is being addressed (e.g. the use of scale to determine a distance from one city to another). In some cases, to reduce teacher workload, the numeracy assessment will be peer assessed by the students as the answers to the numeracy assessment are set and strict in relation to the teachers mark scheme. 

The vison of School X is to actively involve students through a variety skill so that every student can succeed in relation to their different needs and abilities. The learning within the school should be enjoyable for all students by giving students high expectations which will include challenges and appropriate support to guide them to achieve their full potential and provide a sense of responsibility within their school and the wider community. Furthermore, staff members need to maintain a professional manner providing and developing motivation, commitment and skills throughout the school’s vision. This is achieved with departments being closely linked together and sharing various professional resources that will aid each other to promote students understanding of work. 

Within the curriculum, there is a diverse range of learning opportunities whereby work can be differentiated to the needs of the learner. It allows students to address a topic on a local, national and worldwide perspective which fulfil the requirements mentioned in the National Curriculum. Even though School X is not Donaldson influenced, the curriculum strongly focuses students to develop their literacy, numeracy skills and become digitally competent in relation to today’s society through not only working as an individual but to work with others to share thoughts and opinions on work within the lesson. Therefore, School X promotes a strong relationship between the teacher and the student to allow the student to reach their expectations with guidance to aid them in their journey in education.

The intervention that is taking place at School X closely relates to the theory mentioned by Chiu (2004) and whereby scaffolding should not be put in place until there is a clear identification of the students understanding and progress of the topic which is being addressed. Therefore, it was decided that observations should be used to initially identify the students’ needs to enhance their understanding and learning. When the learners’ needs have been identified and agreed, the following lesson will use scaffolding techniques which will be implemented to promote whole class improvement. 

The use of observations allows the teacher to collect data which is appropriate and up to date in relation to the topics taught and if used the correct way, the teacher will be able to gain an integrated understanding of what scaffolding needs to be put in place which will be specific for the learners needs. In addition, the use of observation within the intervention allows the teacher to understanding the students more without them noticing that they are being observed whereby the students’ behaviour and approaches to the activities are natural and potentially give no bias (Bryman and Bell, 2011; DeWalt and DeWalt, 2011). The use of observation will provide the teacher with data on how the students interact and approach the topic in question. In addition, it will allow the teacher to check the progress of students when a task is carried out. This will allow the teacher to develop their understanding on the pace by which the student completes the task and if there are any obstacles in the way which may hinder the student from completing the task (Schmuck, 1997). Furthermore, observations within the lesson will allow the teacher to develop various ways to approach the topic in question as different students may need different forms of scaffolding therefore, questions and resources have been created and given to the student to facilitate their understanding. This allows the teacher to receive a better understanding of the requirements for each student to guide them to achieve a high level and outcome in the activity (Bernard, 1994). 

The following intervention is being implemented within the literacy and numeracy assessment for key stage three classes and will follow this procedure. One class will be taught a lesson which will follow normal activities set in place by myself and my subject mentor were there is no scaffolding in place. The only scaffolding used will be through questioning to initiate class discussion. No scaffolding will be used to meet the needs of the individual student. Following on, the same context of the lesson will be taught to another key stage three class whereby scaffolding support will be put in place for learners that require it as each class is of mixed ability whereby only one class has all students on an individual educational programme (IEP).  When this scaffolding has been put into place, further observations will occur to identify if the scaffolding support used has been beneficial for the students. For example, one lesson will involve decision making through group work whereby students need to justify why their chosen solution to the problem is the best in terms of it being sustainable and appropriate. Students will have to justify and explain why the other two solutions aren’t as sustainable and appropriate through group discussion whereby any information gained is noted down. When this activity is completed, the groups will then feedback to the class through questioning by the teacher and note down their information on the solution they addressed. This lesson will not have any scaffolding in place where when the lesson is repeated again to a different mixed ability class, scaffolding will be put to use for each group. Each group is chosen by the teacher whereby any student that is on an individual educational plan (IEP) will be placed with students with a high attainment level and better understanding of the task in hand. The scaffolding given by the teacher will relate to each problem which is being addressed in the topic whereby key words will be given to each group to guide them in group discussion and successfully explain why some solutions aren’t as sustainable and appropriate than others. The assumption is that these key words will deepen students understanding and provide more precise explanations in the literacy assessment which will be completed in future lessons Mercer and Littleton (2007). The class which received no scaffolding will still be assessed as the lessons which follow will have scaffolding in place to improve the students understanding for whole class improvement.

 The literacy assessment will be marked by the teacher and recorded in relation to pupil’s targets however, before the extended piece of writing take place, students will do a first draft of their work in relation to the information and knowledge gained from previous lesson. This first draft will be peer-assessed amongst classmates and in relation to the level descriptors given to students. Students will peer assess each other’s work and provide comments on the first draft which relate to the positives of the piece of work (what went well) and the possible improvements that can be made to that work (even better if). The use of peer assessment allows for more student involvement within the topic and allow students to use their own knowledge to help other students in the class. This will allow students to improve their judgemental skills and provide more relevant feedback as the assessment is marked by their class companions as students will feel more responsible and thus mark their peers work in relation to the teachers’ expectations. The only disadvantage with peer assessment work is that students may feel unequipped to carry out the task and that potential friendships within the class may give bias marking as students will be using the comments made by their peers to complete and develop the final draft (Falchikov and Goldfinch, 2000). Throughout the numeracy assessment, peer assessment will be used in segments where only a certain part of the numeracy assessment will be peer marked. This will allow the teacher to identify any problem in relation to student understanding where scaffolding can be put into place for the remaining parts of the numeracy assessment. These questions are set and the teacher mark scheme will be used to provide students with the answers (e.g. scale, finding bearings and grid referencing will have fixed answers).  
   
Before in intervention was implemented, myself and my subject mentor observed a year 9 class by which they were further ahead in the syllabus than to other classes. The lessons which were taught were observed by my subject mentor whereby feedback was given in relation to possible scaffolding techniques which can be used to support other year 9 classes. This allowed me to critically evaluate the lesson and then adapt the following lessons to meet the needs of the learner for whole class improvement. This processes of identifying the students understanding of the topic first before implementing different scaffolding approaches for student was suggest by Chiu (2004) and Mercer and Littleton (2007) as it is key to notice the needs of the learner first before implementing any scaffolding strategy as there may be cases where the scaffolding support given may not be useful for the learner and thus will not provide any additional help to deepen their understanding of the topic in question.

A lesson carried out for a year 9 class addressed the problem of a particular area by which development was needed. Students in this lesson needed to use their decision-making skills and evaluate each possible solution to the problem to identify if it was a sustainable and appropriate way for that problem. Firstly, the students had to complete the decision making as individuals whereby five problems were given and three potential solutions for each problem was given. Students needed to evaluate which solution best suited the problem and justify why the other solutions aren’t as sustainable and appropriate in terms of development (the problems are in relation to a village in India that requires development). Once the student completed that task, students were required to add up their score (10 being more sustainable, 30 being least sustainable) to allow students to identify if the solution they choose to the problem was the best one. Many students did achieve a perfect score in relation to the possible solutions but in some cases, students became confused over some aspects of the solution and needed an explanation to clarify what the solution means. To overcome this problem, scaffolding support was used for students who found it difficult to identify what the solution is about. This support was done through the use of picture prompts whereby the pictures provided a visual representation of the solutions. This allowed students to identify if that solution was the correct one to implement in relation to the problem to develop the area in question. Once the decision making was completed as an individual, students were placed into groups of 5 whereby each group focused on one of the problems and discussed as a group the best solution for that problem in terms it being appropriate and sustainable for the village. In relation to the other solutions, students were required to justify why the other solutions aren’t as sustainable or appropriate and address how these issues may affect the village in a social, economic and environmental way. This activity was completed to a good standard, however in relation to feedback from the teacher, it was suggested that they use key words in relation to the topic should be used. Therefore, when this lesson was repeated with another class, each group was given key words in relation to their problem and solutions. The outcome of using this scaffolding support resulted in students addressing and discussing the solution in a greater depth meaning that more students gave a better task effort. This completed the activity to a high standard by which when students discussed their solutions to the problem to other groups, these groups were able to takes notes which explained the best solution and justified why the other two solutions won’t be as sustainable for the village in question. These notes taken during class discussion included questioning by the teacher which allowed students to deepen their understanding of the topic and extend their answers using connectives (e.g. therefore, as a result). This class discussion and note taking was key as the work shared by the groups will be used in relation to the assessed piece of extended writing which is to write a letter to expresses their concerns of the problems and provide potential solutions. This lesson was also observed by my senior mentor and the feedback given to me allowed me to further address this activity for another class. It was thought that the groups should only have three students. The reason for this is because there are only three solutions to the problem given. This would mean that each student in the group will have a specific solution to address which meant that if there was more than three in a group, some students in that group may not contribute to the activity and therefore not developing and extend their knowledge of the topic. In addition to this feedback, it will allow more than one group to address a problem, therefore groups which addressed the same problem would be able to share their ideas and explanations to other groups addressing the same problem. In conclusion, the form of scaffolding that was used in this lesson allowed students to complete the activity to a higher standard whereby students were able to justify and give reason to why one solution was better than the other. 

Following on from that lesson, students were required to provide a first draft of their letter. Before this took place, I had the opportunity to provide students with essential information which needed to be included in their first and final draft. This was approach by students creating a layout of a letter in relation to a model answer. This model answer was broken down into segments whereby students drew each part (boxes) and noted down what part of the letter its addressing. This was time consuming and the presentation of students’ layout of the letter varied greatly. Therefore, scaffolding was put in place whereby the layout of the letter was already made for the students. Each segment of the letter was broken down into segments whereby when the model answer was read out, students were able to add the appropriate information that they wanted to use for their final draft. This scaffolding support improved the presentation of the work and allowed students to clearly identify what part needed addressing as they wrote down what they should include into each segment.

Once the first draft was completed, the students had the opportunity to do peer assessment in relation to the first draft. At first, students knew the process of peer assessment as it is carried out within other subjects (e.g. English, History), however students struggled to provide a level and feedback as they weren’t confident enough with their own knowledge to mark the piece of work. Therefore, level descriptors were given to students before the peer assessment took place where the level descriptor identifies and explain the requirements for that particular level to be achieved. When the level descriptors were used, students were more confident to provide appropriate feedback to their peers in relation to the positives of their first draft and potential improvements that could be made to allow the student to provide work which will be a higher standard and level.

Consequently, it is important to address how these different segments of the letter are written and this was a concern for me and the teacher for a year 9 class whereby every student is on individual educational programmes (IEPs). These IEPs are documents identify the additional leaning needs of each student and provide possible suggestion on how the topic should be approached for them. With this in thought, it was required before the final draft that students use their connectives (‘so what’ chain) to build and answer to one of the problems and its effects on the people in the village. In relation to a low ability class, students found it difficult to begin the task and develop their answer with the use of connective words. Therefore, scaffolding support was out in place whereby a diagram was given to the students. This diagram (flow diagram) essentially allowed the students to break down each part of the answer into manageable parts where the answer was represented in a visual manner. For example, the first box will address the problem then an arrow leading onto the next box would be the connective word (e.g. as a result) which will guide the student to explain the implications of that problem. This process was repeated and allowed students to provide an in-depth answer and deepen their understanding of the problem which then can be used for their final draft.

One issue that arose in relation to the first and final draft is that some students struggled to structure their work in relation what they should include. Even though the letter layout was given to students for them to annotate as a guide for their final draft, the structure of sentences seemed to disengage students from the work as many students struggled in terms on how to approach the final draft in relation to sentence structure. Therefore, scaffolding was given to students in the form of structure slips. These structure slips broke down each part of the letter which included sentence starters (e.g. I would like to share my concerns, there are a number of problems the people face such as…). As a result, the structure slips allowed students to write their final draft of the letter more confidently in relation to the layout they followed and completed as the structure slips provided sentence starters for the students to develop their work. These structure slips were not forced on the students, they had the opportunity to use one if the wised to. However, after the peer assessment, if I believed that the student would struggle to develop an in-depth piece of extended writing I would suggest that the structure slip should be used. In conclusion, students that felt that they weren’t confident enough in their final draft and used the structure slip, their final piece of work was of a higher standard and quality whereby some students moved up a level in relation to the mark scheme. 

When there was no numeracy and literacy assessments in place, I had the opportunity to provide various scaffolding approaches in relation to the theory of the topic (before the assessment took place). Within these lessons, activities were set out to which I could identify if a student is in the zone of proximal development. When this was identified scaffolding support was out into place to aid and guide the student to deepen and develop their understanding and thus expanded their knowledge of the topic (Vygotsky, 1978). For example, within a lesson a term was given to students by which they had to discuss and provide a definition for that term. Firstly, the students struggled to provide definition as this was a new key word which was being addressed therefore the answer given were vague and not in detail. As a result, when the new term was given, picture prompts were shown on the board to initiate discussion between students. In addition to this as the answers given by the students varied, another scaffolding approach was taken whereby the definition to the term was given on the board but there were particular words within that definition which were missing. Students had the opportunity to try and provide those words to complete the definition. However, students still found it difficult to provide a ‘true’ definition of the term. This led to me providing key words on the board that relate to the missing words in the box. When this scaffolding was put in place, students clearly understood and provide the correct term with use of the key words given. This process was repeated for other terms whereby students will have the same ‘true’ definition for the term allowing them to broaden their understanding of the term and what work may follow in relation to that term. 

In relation to the literacy assessment which was an extended piece of writing (letter), the use of verbal scaffolding played a big role when students completed their first draft of the letter. This was discussed with my subject mentor whereby repeating the key aspects and term that needed to be addressed in the letter should be used more often. This encouraged students to use these key terms within their letter. These terms were repeated verbally numerous times throughout the lesson with examples given for guidance in a verbal manner. If students were still struggling to understand what needed to be included in their letter, I would direct them back to the letter layout and question them in relation to the criteria and information needed for the letter. If students briefly wrote down the points they were going to address in the letter on their layout, I would provide them with ideas through questioning by which students responded in a positive way and added more detail to their layout of the letter.  
[bookmark: _GoBack]
In some cases, the use of verbal scaffolding to explain concepts and terms to students weren’t as effective as first thought. For example, I had the opportunity to introduce a new topic to a year 8 class (Rivers) whereby key terms needed to be addressed to allow students to develop their understanding of the topic. Even though the use of ‘filling in the blanks’ on a term was successful, in terms of this new topic it would disengage the students and potentially they would lose interest in the new topic. Therefore, scaffolding was put in place for whole class improvement and understanding through the use of animations and videos. The use of animations and videos attracted the students more to the subject and allowed them to discover the term themselves rather than copying the term in their books from the whiteboard. This approach proved to be successful whereby the animations, videos and examples for each term allowed the student to deepen their understanding and thus broaden and enhance their knowledge of the new topic. In addition, I had the opportunity to provide support to the whole class through explain aspects of the topic through diagrams. It was suggested that providing sample diagrams for students to use will not only reduce the time students spent on the task (drawing diagrams will be time consuming) but it will provide students with a high-quality example given by the teacher for them to follow and annotate. This proved to be successful as students had the ability to annotated and provide key terms in relation to the topic (Rivers – Drainage Basin and River Features). However, to reduce the workload produce by the teacher through worksheets and diagrams, I had the opportunity to allow students to draw their own diagrams in relation to another aspect within the topic and scheme of work. The diagram was initially shown on the board; however, this diagram was drawn again by the teacher on the board for student guidance if they struggled to draw the diagram. This allowed the outcome of the task to vary whereby students had the opportunity to clearly provide a diagram with appropriate annotations in relation to the example given by the teacher. The use of students following an example by the teacher allow them to not only provide a high-quality example by themselves as they would need to follow that work in following lesson but deepen their understanding of the topic through identify terms in a visual way.

In conclusion, the theory to which that the teacher needs to identify if the student requires scaffolding or not beforehand has been addressed in this intervention. I can be concluded that when scaffolding is implemented for a student, they are able to move out of the zone of proximal development and enhance their understanding of the topic in more depth. In relation to the scaffolding techniques used in this intervention, the outcome of all scaffolding support given to students when needed was successful and positive whereby the scaffolding allowed students to deepen their understanding and expand their knowledge of the topic addressed in the lesson. However, some scaffolding techniques which were put in place considered whole class improvement, where a limitation here could be that some students may not need to scaffolding required and possibly hinder them more. Students may not need the scaffolding and already have the ability to deepen their understanding of the topic. With this in thought, scaffolding is best adapted to suit the individual rather than a class because different students have different approaches to learning and if strict support is given to these students it may hinder and obstruct them from developing their understanding.    
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