
1600520 

 

 

Reasons for choosing this intervention 

 

 I have chosen to conduct this intervention because I have not yet experienced 

teaching students who have English as an Additional language (EAL). Therefore, I 

wanted to choose research strategies to support this specific group. Additionally, I have 

not been able to achieve the Standard 3.3.5 which is ‘teaching students in a different 

language to their home language’. Resultantly, this is a fantastic opportunity for my 

personal development in discovering possible interventions to support this specific group 

of pupils.  

 

Intervention and Theory 

 

This intervention is grounded in many theoretical perspectives to ensure that 

excellent teaching is provided to enable pupil progression. The Czech pupils that require 

the intervention are transitioning into a new school with limited English language skills 

and so are likely to feel daunted by the experience. Symonds (2015) describes transition 

in school as being “a life changing event” (Symonds, 2015, p.1), whether this be 

transitioning through phases or into a new school environment. During Professional 

Teaching Experience (PTE), a child who was new to the school showed signs of 

reluctance to become involved in sessions. Therefore, this fear could be heightened for 

the Czech students due to the language barrier. Consequently, before any learning can 

take place the children must feel secure and safe in their new environment. The children’s 

well-being and involvement must be monitored, particularly in the early stages of their 

transition because it is at this point that they are at their most vulnerable. Pound (2009) 

reiterates Laevers’ theory, whereby children are scored based upon their involvement and 

well-being in sessions. Following this monitoring method will allow children to be 

observed and assessed throughout the whole school day. This will allow for the children 

to be overseen throughout all aspects of the school day. For example, during PTE 

Laevers’ ‘Leuven Scale’ was implemented in the Foundation Phase to ensure that the new 

child was well integrated amongst peers in the playground.  

 

The intervention should be made specific in its aims and objectives. Lingard 

(2005) echoes this, stating that any intervention must have a clear objective if it is to be 

successful. The teaching assistant that delivers the intervention will, as Vygotsky 
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recommends, model excellent language structure and vocabulary to support the children 

(Pound, 2005). This is so that the children will become immersed in accurate English 

language and a wide range of vocabulary. Furthermore, it is imperative that the 

intervention is held in a “relaxed environment” (Brooks, 2015, p.33) in order to provide 

children with the opportunity to openly talk in a space. Austin (2007) reiterates this, 

explaining that children are naturally drawn to their favoured areas. However, on PTE, it 

seemed that interventions were conducted in a library or kiva because it was the only 

spare space in the school. Additionally, outdoor activities will be implemented in the 

intervention to allow the children to become stimulated by the great outdoors. Pound 

(2005) draws attention to Montessori’s passion for learning outdoors and the abundance 

of stimuli readily available. Thus, the children can develop their oracy skills by 

expressing their opinions and feelings about what they discover when exploring the 

outdoors.  

 

Moreover, the length and frequency of an intervention is another important factor 

to consider. NEPS (2012) suggest that interventions should be in short bursts over a half 

term period to provide frequent support to build on. Conversely, during PTE it was 

observed that interventions did not take place weekly or for a regimented time and instead 

it was sporadically conducted in spare time. Therefore, it is not practical to suggest short 

daily bursts of intervention due to other factors in the school such as guest speakers or 

assembly practice. Alternatively, it might be more productive to conduct a longer session 

once a week so that the children can have a more in-depth learning experience. 

Furthermore, children must be making some progress in the intervention, either 

academically or in their capability to achieve. This echoes what Pound (2009) comments 

about  Dweck’s ‘Growth Mind-Set’, whereby children should be praised on their efforts, 

not achievement, as otherwise children will not want to step out of their comfort zone and 

without active contribution they may potentially fail. As a result, children should be 

praised for their efforts not just their academic success.  

 

Additionally, Shinn et al. (1997) asserts that both student and teacher must 

evaluate the achievement attained by the student to recognise what is working and what 

aspects could be developed further. On the contrary, Brooks (2016) highlights that student 

evaluation is not effective because the children will look to please the teacher in their 

judgement. Therefore, when evaluating the intervention both the student and the teacher 

should evaluate the success of the intervention. Additionally, Richardson (2015) 
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emphasises that teachers already have an extensive workload, and so perhaps conducting 

an intervention is adding too much pressure onto teachers. On PTE, it became clear that 

there was sometimes not enough time or resources to conduct an intervention and 

consequently, the children went without. Therefore, as Pound (2009) notes in her 

discussion of Bronfenbrenner’s theory of ecological system, teachers must seek support 

from wider specialist agencies to create a network to address any particular needs that the 

child may have and. Thus the child will be placed at the heart of the intervention. 

 

 

Transitions and Progression in Schools 

 

Transitions  

One important factor which all children have to experience in their school journey 

is transitioning from schools. Most children will only have one ‘main’ transition which is 

the change from primary to secondary school. PHE (2014) can recognise that any sort of 

transition for a child can be daunting and impact their mental state. Therefore, to achieve 

a positive transition plans must be implemented. Estyn (2013a) compliments one school 

for having created strong links between the primary and the secondary settings. The 

school discovered that students were feeling nervous to begin secondary school and this 

impacted their concentration in the classroom. Their intervention was the creation of open 

days and questionnaires to hear from the pupils what changes were required. Resultantly, 

this has transformed the transition into an effortless movement and relieved the students 

of their worries. Moreover, it is paramount that children are provided with an aspect of 

continuity between the schools. This can be achieved, as CEDC (2000) explain, by 

ensuring that bridging workshops take place between the schools to allow for a continuum 

of teaching styles. Furthermore, schools are beginning to act more like businesses by 

advertising their places in the classroom because parents have more choice of where to 

send their children. For instance, Williams (2018) describes the positive aspects of the 

school in the hope of appealing to new parents for their transition to secondary school. 

Additionally, it is imperative that students should not be discussed as pieces of data 

within the transition process and instead, as the Welsh Assembly Government (WAG) 

(2006) asserts, schools should discuss pupils in a holistic approach which provides 

descriptive information. This is echoed from an observation during PTE, whereby the 

teacher, who knew the pupils requirements, was able to provide the high school with a 

personal reference rather than just their academic achievements. 
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Progression  

It is important that during an intervention children make progress, whether it is 

academic, social or both.  Progression is “the building blocks of students’ learning” 

(Hayward et al., 2018, p.47) which indicates that certain skills need to be developed 

before effective learning can take place. This is echoed by Donaldson (2015) who 

comments that these progression steps allow a greater depth of learning. Resultantly, an 

intervention can allow for students to gain a deeper understanding which will be tailored 

to their specific needs to help them to catch up with their peers and make progress. 

Additionally, Donaldson’s (2015) outlook of the stages of progression is outlined in 

Scotland’s curriculum (2013).  

 

 

Well-being 

 Welsh students should be “healthy, confident individuals” (Donaldson, 2015, p.31), 

however, students will not achieve this if they are anxious. Therefore, children who are 

from a different minority ethnic group might feel segregated from their peers. Arshad et al 

(2012) asserts that teachers must support students in recognising that each person is an 

individual who should be respected. Another strategy which can assist with the children’s 

transition into the school is the use of social stories. Briody and McGarry (2005) both 

state that simple, descriptive stories can provide children with relevant information. 

Therefore, the children transitioning into the school could be supported through 

photographs and simple sentences about the structure of the school day. Moreover, 

teachers should be “monitoring the well-being of the pupils” (GCR, 2018, p.26) in their 

class. This should take place daily to ensure that all pupils are happy. Additionally, the 

financial background of any new pupils must be recognised because this could potentially 

have a negative impact on the pupils. For example, the pupils may want to be absent from 

school if they are not wearing the correct uniform. Also, pupils who live in poverty 

possess “disadvantages and increased vulnerabilities” (JRF, 2016, p.4) and could 

consequently not perform as high as their peers. Living in poverty is a consistent theme 

across the whole of Wales. In Powys, there are 12% of 0-19 year olds living in poverty 

(StC, 2012). However, Powys (2017) assures families that there is an extensive range of 

support available for vulnerable students. During PTE, families were supported by being 

shown how to make an application for free school meals which benefited the families 

tremendously.  
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Children’s Rights  

The Equity Act (2010) states that it is paramount that Wales is a more equal 

country. This is supported by the Salamanca statement (1994) which highlights the 

importance of equal opportunities for all. Therefore, every child should be individually 

monitored to ensure that they are provided with an high quality education. The United 

Nations Convention on the Rights of the Child (1989) echoes this, asserting in Article 

twenty-eight that all children have the right to receive an equal education. The children 

will have their voice valued in the out-of-hours club by using their pupil voice to choose 

which story they want to read, as recommended by the Children’s Commissioner for 

Wales (2017). Kirsty Williams (2017) is placing a high emphasis on the importance of 

children receiving equal opportunities, particularly learners from specific groups. Estyn 

(2012) encourages schools to provide children with opportunities to lead the learning and, 

thus, improve their wellbeing by becoming a valued member of the class. Furthermore, 

schools must provide “good race relations” (WAG, 2002, p.7) which could be extended to 

the parents and wider community who feel worried about the potential of racial abuse.  

 

Stakeholders  

Stakeholders are the group of people and services which all support the running of 

the school which the NCTL (2018) have illustrated in their diagram. As observed on PTE, 

one aspect of the stakeholders is the Governing Body who can provide funding for 

relevant initiatives. Moreover, schools must have the confidence to use their professional 

opinion to recognise and provide intervention. The local authority’s role is a “facilitator 

not as an instigator” (NFER, 2006, p.23). Therefore, it is dependent upon schools which 

intervention they provide for their pupils. However, the local authority can support 

schools by providing them with external agencies for specialist support. Powys (2018) 

offers their schools ‘Language and Inclusion Support Team’ (LIST) which helps schools 

in ways such as supporting “Teaching Assistants to be most effective in delivering 

interventions and monitoring outcomes” (Powys, 2018, p.1).  

 

Creation of the Clip 

 

One question that all educators strive to discover is “What is the key to a 

successful education system?” (McClatchey, 2013, p.1). During PTE, it was clear that 

successful teaching provides individualised support to each pupil. Therefore, a mind-map 
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was created to decide upon which group of pupils to devise an intervention for (Appendix 

A). Before deciding upon the intervention more research was conducted into the groups 

of pupils. Mount Street school (2016), highlights that they have students who require both 

EAL support and are from military families which was an interesting combination. 

Brendel et al. (2013) comments that military children often require pastoral support. 

However, Brendal et al. (2013) writes from an American perspective so this limits the 

accuracy for Welsh schools. Consequently, the intervention will focus solely on English 

as an Additional language (EAL) students. The number of EAL students has risen 

significantly within schools, for example in England where the number of students 

increased from “7.6% in 1997 to 16.2% in 2013” (EEF, 2015, p.5). This rise in EAL 

students is also evident in Wales. A school in Cardiff has “77% of pupils [who] speak 

English as an Additional language” (Estyn, 2015, p.1). Additionally Bronllys School in 

Powys (2013b), where the fictional St Gwendoline’s school is set, has seen a significant 

increase in the number of EAL students. This reinforces that EAL teaching is not 

restricted to cities in Wales, and so all teachers must be competent in supporting EAL 

students. Additionally, Estyn (2018a) writes in their new inspection guidance that EAL 

students must be provided with specialist support provided by local authorities to 

teachers. Therefore, the teaching of EAL students is a current scenario for many teachers 

in Wales, hence the needs for such an intervention to be developed.  

 

One possible intervention to support the students is ‘Get Ready for Learning’. 

However, teaching assistants criticised this programme, commenting that the “programme 

was not suited for children with the lowest language skills” (Bowyer-Crane, Fricke and 

Hulme, 2016, p.3). Consequently, deeper analysis into possible interventions revealed that 

the most suited approach for the students at St. Gwendoline’s would be the WAG’s 

(2012) recommended intervention ‘Talking Partners’, whereby learners make “an average 

gain of 18 months” for their grammar and vocabulary (WAG, 2012, p.2). Talking Partners 

aims to provide children with “basic life skills of how to be good communicators” (TPP, 

2015, p.1). The script of the clip outlines the intervention proposed for the school 

(Appendix B). Additionally, the school development plan assesses the current scenario of 

the school (Appendix C) based from the recommendations from the Estyn report 

(Appendix D). Before the intervention can take place the children will sit an English 

language test (Appendix E) to provide an understanding of the specific EAL support 

required. Moreover, by utilising the British Dyslexia Associations (2018) ‘Model of 

Fluency’ the Czech pupils can be categorised as Stage B, meaning they require an 
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extensive amount of language support. Also, the pupils will be tested at the beginning and 

end of the programme using the ‘Renfrew Action Picture Test’ (RAPT). The DfE (2017) 

describes the RAPT format suitable for low EAL pupils. Therefore, this will be an 

excellent method to measure the value added data from the beginning to the end of the 

intervention, which will provide evidence for the teacher’s reflection when evaluating the 

impact of the intervention. Moreover, a study from an English primary school (Demie, F. 

and Bellsham-Revell, A. (2013) revealed that Talking Partners was effective in 

supporting their EAL students. Their students scored 48% in their English test in 2005, 

before the intervention was implemented, and this figure rose to 88% in 2011 after 

introducing the intervention. Additionally, Demie and Bellsham-Revell, (2013) depicts a 

case study which underpins the impact that the ‘Talking Partners’ had on an EAL child’s 

language acquisition. However, this is only from a finite number of schools so the validity 

of the data is weaker. The Talking Partners intervention that will take place in St. 

Gwendoline’s school is detailed in the intervention information (Appendix F) supported 

by an overview of the ten week programme (Appendix G) in order to show the weekly 

progression. Furthermore, the students will be new to St. Gwendoline’s to highlight that 

this is a new scenario for the school to investigate. This has stemmed from a real school 

scenario, in which EAL students had “only recently joined the school” (Estyn, 2017, p.1) 

and indicates that although this is a new group of students, the school must provide 

support for the specific group. Therefore, in the creation of the clip, a school context 

(Appendix H) and pupil context (Appendix J) was created to set the scenario for the 

intervention.  

 

To ensure that the schools inclusive ethos is adhered to, all families will be invited 

to join the after school session. This is to improve the Czech parent’s own English 

language skills but also to encourage all parents to welcome new families into the 

community. Therefore, an English newsletter will be sent home to all parents (Appendix 

K) and a Czech newsletter sent out to the Czech parents (Appendix L). Additionally, to 

embed the Talking Partners initiative into the school, an EAL policy can make the 

practice statutory in the school. Many of the ideas behind the creation of the intervention 

branch from researching into specific EAL policies in schools. Ultimately, EAL students 

must be “provided with the best opportunities to enable them to make progress” (Brendon 

School, 2017, p. 1). St Clare’s school (2017), recognises that EAL pupils’ language 

knowledge is on a continuum and that pupils require teaching tailored to them. 

Additionally, Ysgol Dôlafon (2017) highlights the support that is easily available from the 
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local authority. Therefore, an EAL policy for St Gwendoline’s has been created in both 

English (Appendix M) and in Czech (Appendix N).  

 

To provide the pupils with pastoral support for their transition into the school, a 

guide has been created for each of the Czech students (Appendix O) which will allow 

students to feel confident that they understand the running of the school day. In addition 

to this, during one of the weekly sessions the children will be encouraged to stay behind 

after school. This is to inspire parents to also attend and, consequently, improve their own 

language knowledge so that they can support their children. DfES (2004) comments that 

there is not enough out-of-hours learning taking place, and that it is an effective tool to 

gain more learning time and also to encourage parents to attend. During PTE, extra-

curricular clubs, like coding clubs, were run to develop key skills when they had to be 

brushed over quickly during lesson time. However, on PTE it was clear that many parents 

did not pick their children up from school and so it might be inconvenient to expect 

parents to attend the session. Moreover, the environment itself is an important resource to 

enhance teaching. Donaldson (2015) believes that children are provided with a deeper 

understanding of a skill if the learning is conducted in meaningful and authentic contexts. 

Hence, five of the ten after-school sessions will be outside of the school premises to 

ensure that the children are actively involved by exploring and investigating. This 

philosophy is echoed by the DCW (2007) who assert the importance of children knowing 

their local area so that they are able to make the most of it.  

 

Excellent schools provide students with “exceptional individualised help […] 

makes a significant contribution to their outstanding performance and wellbeing” (Estyn, 

2018b, p.8). This provision is supporting the children to reach their potential. However, 

this source is from a private school, and so its practice is not perhaps realistic with state-

funded schools.  However, it is imperative that the children at St. Gwendoline’s school 

are provided with high levels of support to ensure that the relevant progress is made. 

Furthermore, it is paramount that the children within the intervention are monitored 

across the ten week period. The schools ‘Incerts’ assessment tool (2018) will continue to 

monitor the progression and depth of learning from the students across the curriculum. 

Moreover, to monitor the children’s well-being a form has been created to be filled in by 

the teaching assistant to monitor the children’s well-being and involvement in sessions 

(Appendix P). This will ensure the children’s best interest is at the forefront of the 

intervention. In conclusion, a personal assessment and critical evaluation into the creation 
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of this intervention (Appendix Q) highlights where alterations could potentially be 

considered if redesigning and recreating the clip.  
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Appendix F 

 

Description of my Talking Partners Intervention 
What?  

Talking partners is an oracy intervention which supports children with low levels 

of English language knowledge. It does this by providing children with 

opportunities to contribute to a group discussion in a safe, nurtured environment. 

Before the children embark on the intervention, they will need to be assessed to 

understand their particular needs. This should be done with any written work the 

children have completed along with an internal Language test. The children will be 

scaled from A-E (A being no language at all and E being fluent in English). The 

four Czech pupils have been categorised as being Scale B in their fluency and so 

consequently require the intervention.  

 

Who?  

The four children who are originally from the Czech Republic are the focus group. 

MJ will take on the responsibility of EAL Coordinator to oversee the progress 

that the children make. MJ will also run the Wednesday after school sessions. ME 

will deliver the intervention to the pupils on the Tuesday and Thursday.  

The specialist support from the local authority will be: Language and Inclusion 

Support Team (LIST) and also Imtiaz Bhatti (an EAL Specialist Support worker 

for Powys).  

 

Resources 

The children’s stories will be required for the three weekly sessions. Additionally 

the Leuven Scale form will be required to be completed at the end of every 

session. The RAPT picture cards will be needed at the beginning and end of the 

programme.  

 

Location 

The Tuesday and Thursday sessions will be held on the carpet in Class 3. Half of 

the Wednesday sessions will be held in the school hall. The other half of the 

Wednesday sessions will be held outside of the schools premises. MJ will take the 

children (accompanied by their parents) on an exploratory walk around the local 

area.  

 

Time 

The programme will run for ten weeks (although this is subject to change if, by 

the end of the ten weeks, children have not made as much progress as their 

peers). The Tuesday and Thursday sessions will be from 10.00-10.25am during the 

school day. The Wednesday sessions will be from 3.30-4.30pm.  
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Measurable 

From the children completing the language test at the beginning and the end of 

the programme, there will be measurable data produced to show the value added 

by this intervention. The Renfrew Action Picture Test (RAPT) will be used at the 

beginning and end of the programme to support an understanding as to the value 

added from this intervention. The RAPT involves children describing both orally 

and written the action taking place in a photo card.  

 

Links to WG and Estyn initiatives  

Donaldson wants “healthy, confident individuals” – this initiative will allow for the 

Czech students to feel confident in using the English language.  

Kirsty Williams wants to ensure that schools are providing equal opportunities for 

all of their students.  

Estyn’s new inspection guidance requires specific groups of students to show 

progress. As outlined in our Estyn report, there is a necessity to create an 

intervention to ensure the EAL pupils make good progress.  

 

Cost 

Training: £1500.00 

Assessment pack: £167.50 

Renfrew Action Picture Test: £35.50 

Talking Partners Best Practice CD: £25.00 

Two days of supply cover: £300 

Total Cost: £2028.00 
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Appendix Q 

 

Critical Evaluation of my Clip 

Positives  

Overall, I am pleased with the outcome of my clip because I think I have achieved the 

learning objective of answering the who, what, when, where, why and how of my 

intervention. I am glad I used a Power Point presentation to support my clip and enhance the 

statistics and key references mentioned. Without explicitly naming theorists, I believe I have 

alluded to their theoretical perspectives and embedded them into my intervention. From 

analysing the Estyn background reports, I have chosen a specific group of pupils that are 

prominent in many schools. Therefore, this intervention might possibly be used once I am 

qualified. However, as I currently have not taught any EAL students during my Professional 

Teaching Experience, I thought this would be an interesting area of research to conduct. 

Furthermore, it links to the Standard 3.3.5 of teaching students whose language spoken in 

school is different to that at home. I would therefore, like to use this research in my 

Professional Development Profile in achieving the Qualified Teacher Status. Within my clip 

itself, I have ensured that although I have found critics that support my view of implementing 

Talking Partners, I have also discussed the possible limitations of such an intervention. 

Therefore, I believe I have shown the practicalities of implementing this intervention into a 

school.  

Areas for development  

I am disappointed that although I did contact a school to observe EAL provision at the 

beginning of the module, they were unable to fit me in due to a busy schedule. I would have 

liked to have viewed a school, but instead of dwelling on my disappointment, I decided to 

ensure that I researched incredibly widely to gain various perspectives of EAL provision. In 

my reading, although I have read widely, I think in hindsight that I would have liked to have 

read more journals to balance the literature analysed. Moreover, my script for the video was 

lengthy and, as such, I did have to speak quickly to ensure that I met the ten minute deadline. 

I hope that even though I spoke quickly, I did not confuse my audience with the information 

about the intervention.  Additionally, I made the choice to not begin filming until after the 

penultimate lecture to ensure that I had all of the content from the lecturers. Perhaps I could 

have left more time to film my video; however, I think that my choice to wait outweighed any 

negatives for not doing so. In addition to this, I chose to record my clip in its entirety rather 

than smaller pieces and editing them together. This is because I have previously been 

criticised for not executing the editing to a high enough standard. Therefore, I thought my clip 

would appear completed to a higher standard if filmed in one smooth video.  

Moving forward 

To ensure that I would not have to speak too fast in my video, I need to become more 

concise in my writing. This would allow me to speak at a slower pace and, thus, take my time 

in expressing my ideas. Furthermore, as mentioned earlier, I believe that I need to read from a 

wider literature base, for example from journals, to ensure that both past and present 

perspectives are considered. Finally, when writing an essay I would write a first draft and 

after any lectures, add to the content with relevant information. Therefore, I should take this 

on board in regards to a video. I could have filmed the video earlier on, which would ensure 

that I had something to hand in, and then if required at a later date, re-filmed the clip with an 

updated version of the script. I think this would have made me feel less pressure that 

everything was being finished at the last minute because I am usually very conscious of 

finishing first drafts in advance of the deadline.   
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Link to Youtube Video of my clip 
 

 

https://youtu.be/E5ZmSMrdhxE 
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     STUDENT FEEDBACK FORM 

 
This section details the extent to which the assessment criteria are demonstrated by you, which in turn 
determines your mark. The marks available for each category of skill are shown. Lecturers will use the space 
provided to comment on the achievement of the task(s), including those areas in which you have performed 
well and areas that would benefit from development/improvement. 

 

Generic Assessment Criteria  

M
a

rk
s

 

a
v

a
il

a
b

le
 

M
a

rk
s

  

a
w

a
rd

e
d

 

1. Engagement with Literature Skills 
. 20  

I have read an extensive range of relevant literature relating to transition and 
progression in schools. In my file, I have annotated every piece of literature with my 
thoughts and ideas. I have varied the literature from grounded theoretical 
perspectives (like Vygotsky) to specific policies and practice (Estyn 
recommendations). Additionally, I have shown how my intervention will be effective 
through triangulating the theory, with policies and current practice. I have made 
every effort to ensure that I have followed the Harvard Referencing Guidelines 
correctly and so consequently have referenced accurately.  

  

 

2. Knowledge and Understanding Skills 
 20  

I believe I have shown a clear and wide understanding of the key aspects relating to 
pupil progress. Also, I have illustrated how my ideas have developed from a range 
of ideas to honing in on my specific intervention. For my chosen intervention, I have 
highlighted that there might be potential limitations when implementing this 
intervention. In doing this, I have offered alternative solutions or viewpoints to 
consider.  

  

 

3. Cognitive and Intellectual Skills 
 20  

I have stated the reasons behind why I have chosen this particular intervention, e.g. 
there are a growing number of students who require this sort of support. Also, it is of 
personal interest to me as I have not experienced teaching students with English as 
an Additional language of Professional Teaching Experience in my first two years 
and so I wanted to conduct some research into this area in case I didn’t come 
across any students in this particular group on my final PTE. Also, I have not been 
able to achieve the Standard 3.3.5 of teaching students where their home language 
is different to the language they are begin taught in at school and so I thought this 
research could perhaps become a piece of evidence indicating my newfound 
knowledge. Additionally, I have backed up my intervention with tried and tested 
practice, and have the data to justify this improvement for my intervention. The 
aspect which is an original idea (going on an outdoor walk as part of the 
intervention) is back up with theoretical evidence about the importance of outdoor 
learning (Montessori). I believe that I have been convincing in the whole of my 
proposals for the intervention through backing up all of the aspects with relevant 
evidence. I believe I have made a very good link to current and future practice also 
(Donaldson). In my video, I have spoken about evaluating the potential impact for 
the students and also acknowledged that it is unlikely that all students will make the 
same progress. Finally, I have noted where, in my research, the author of some of 
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the articles might change the aspect of the article, for instance, where I have found 
research out about English schools, I have mentioned this to ensure accuracy.  

 

 

4. Practical Application Skills 
 20  

I believe that my clip targets the specific audience of governors/staff, e.g. there are 
no theorists in explicitly in my video, yet I have used their research to underpin my 
practice. I have included a small aspect of Donaldson in my video as it is current 
and I think that staff would like to know how this intervention links to Donaldson 
(because it is so imperative in schools presently!). I think that the tone of my voice is 
appropriate from the perspective of a teacher and presenting to fellow professionals. 
I have kept my language formal and academic. I think I have shown a clear 
knowledge of the intervention with a specific aim. I have looked into the practicalities 
and limitations that might arise when integrating this intervention into a school with a 
whole school approach. I strongly believe that I have addressed the who, what, 
when, where, why and how in my presentation to the governors. 

  

 

5. Transferable Skills for Life and Professional Practice 
 20  

I have ready very widely to provide myself with a larger platform of background 
knowledge. However, I have carefully selected the relevant information to put into 
my file and to consequently mention in my video. I have used formal language in my 
presentation. In my reading, I believe that through my annotations on my articles 
show my thought process in selecting and devising my intervention. I have 
accompanied the articles with longer pieces of writing which have been written in an 
academic way. A bibliography can be found at the back of my file.  

  

 

 

Assessment Mark (Assessment marks are subject to ratification at the 

Exam Board.  These comments and marks are to give feedback on module work 
and are for guidance only until they are confirmed. ) 

Late Submission Penalties (tick if 
appropriate) 

% 
Up to 1 week late (40% Max)  

Over 1 week late (0%)  
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