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	Target
	How I have addressed it in this work

	Be more critical and sceptical of the literature to create more persuasive arguments.

	I have aimed to be more critical of literature, finding arguments in both agreements and disagreements, weighing these up against each other. 

	Focus on 2 or 3 strategies in-depth. 

	I have aimed to be more focused on specific aspects in depth.

	Consider specific AfL approaches.

	I have implemented this where appropriate within the assignment.






ECAD5011- The Learner: Who am I teaching? 
Choose an intervention that supports the learning and development of a pupil/group of pupils. Reflect critically on its potential and the possible challenges that may arise. 
Word Count: 2910
This assignment focuses on Emily, a 9-year-old year 4 pupil at School X and will analyse an intervention to be used to support her progression, in areas of development. A pseudonym and anonymisation have been optimised to protect her privacy, aligning with Article 16 of the United Nations Convention on the Rights of the Child (UNCRC) (UNICEF, 2025) and BERA’s Ethical Guidelines (2024).
Emily’s pupil profile (Appendix A) highlights cognitive challenges, such as:
· Focus and attention- Difficulty sustaining concentration.
· Following instructions- Struggles with multi-step directions.
· Task completion- being easily distracted, leading to unfinished work.
· Emotional response to mistakes- Intense reactions leading to hindered learning. 
· Transitioning between tasks- Difficulty shifting between activities.
[bookmark: _Int_cesNv4UT]These difficulties could be closely linked to emotional well-being and environmental factors. Maslow’s Hierarchy of Needs (cited by Cherry, 2025) suggests that unmet physiological and emotional needs, such as sleep deprivation and separation anxiety, may impact her readiness to learn. Bronfenbrenner’s Ecological Systems Theory (cited by Bradbury & Swailes, 2022, p20-21) further emphasises how interactions between home, school and social settings shape development. Arguably this could indicate that addressing these external influences is essential to achieve progress in cognitive skills. 
Emily’s success with prior 1:1 settings agrees with Vygotsky’s Zone of Proximal Development (Bates, 2023, p.48), highlighting the importance of guided learning. Without structured support, Erikson’s Psychosocial Development Theory (cited by Bates, 2023, p.191) warns that repeated struggles at this stage can lead to undermining of self-esteem and motivation. Consistent scaffolding and positive reinforcement could therefore be essential in preventing disengagement. Gardner’s Multiple Intelligences Theory (cited by Bates, 2023, p.85) further supports a strengths-based approach, suggesting that utilising Emily’s creativity and passion for animals within interventions may enhance engagement. 
Rather than solely isolating Emily’s cognitive challenges, a holistic approach may offer deeper insight into her needs. An Auditory Memory Enhancement intervention is recommended, as this may not only target cognitive development, but can also be adapted to address her broader challenges. 
The writer observed this intervention during PTE2, where a child was withdrawn from morning assembly for 1:1 support with an intervention teacher. It was noticed that most of the school's interventions were conducted during this allocated time, due to the high availability of staff to cater to these while children where not attending mainstream lessons. Research on neuroplasticity has explored that the ability to reorganise and form new neural connections, appears to exhibit a circadian rhythm (Frank, 2016). Furthermore, research suggests that the levels of neuroplasticity run through a 24-hour cycle, with notable peaks observed during the dark phase when melatonin levels increase, implicating this hormone in playing a role in the likeliness of modulating neuroplasticity (Pharamacol, 2018).  On one hand the school are optimising the time available to free staff to cater to interventions, an argument may also be made that the allocation of a morning intervention is not the optimal time to be the most effective in the absorption of what is aimed to be taught, this has been explored by Goldstein et al,.(2007).
Emily’s noted success within smaller, nurturing environments, could imply that an intervention utilising a 1:1 ratio would be highly beneficial for her. A trained Teaching Assistant (TA), with ongoing support, may enhance the effectiveness of the intervention, allowing for greater progress within a specific timeframe. 
This concept can be seen as aligning with findings from the Headsprout Early Reading (hereafter referred to as HER) study (cited by Watkins, 2016), which compared two schools:
· School A- The TA received initial training, plus ongoing support. 
· School B- The TA received only initial training. 
While both groups recorded progress, pupils in School A demonstrated notable greater improvement, suggesting that ongoing professional development for TA’s enhances the effectiveness of an intervention. Sceptically, the difference was not astronomical and both schools achieved steady progress. A broader study across multiple schools would be necessary to determine whether continued TA support is essential for long-term success if initial training alone suffices. 
According to the Education Endowment Foundation (EEF)(2021), interventions which are delivered by teachers are more effective than those delivered by teaching assistants. However, this can pose a significant expense, which some schools may struggle to provide due to available finances. Delivering interventions through teaching assistants or volunteers may offer a more cost-effective method, although the impact on progress may be lower, or require more time for a certain level of progress to be achieved. Another factor which would need consideration if the use of teaching assistants is employed, would be the necessary and continued training required to be effective, as was observed within the HER study.
Removing a pupil from their mainstream classroom for an intervention should involve careful and informed consideration, weighing the pros and cons, as this may have unintended negative effects on their overall classroom progress and engagement. While the intervention may target specific academic needs, it risks isolating the student from valuable class interactions, potentially lowering motivation and engagement. This has been explored by Hans Brugelmann in his paper ‘On risks and side effects of educational interventions’ (2019), which also emphasises that if an intervention does not align with a pupils intrinsic desires, educational goals, or preferred methods of engaging with education, it may reduce their interest in school and contribute towards feelings of disengagement, or stigma, curriculum entitlement and possibly repeatedly missing key learning due to a regimented intervention (Gregory et al,. 2021). The rest of the intervention's procedure follows working through a worksheet, an example of which can be observed in Appendix A. The intervention process utilises the 1:1 LSA, who will secure a quiet, secure environment for Emily to work in. The task shall be introduced in a relaxed manner, allowing for the LSA to check in with Emily’s emotional and physical well-being. before introducing Emily to the steps of the task. The instructions will specifically be delivered verbally in a small, concise manner, allowing the pupil to process these. The pupil must listen to a list of colours first, patterns of four to five, before then being allowed to reach for the coloured pencils to colour in the sections of the worksheet. Emily will be given no prompting from the LSA when she is recreating the patterns, self-marking will be done with Emily at the end of the intervention. The focus of the intervention, whilst mainly focusing on auditory memory and working memory, strategies implemented such as allowing brain breaks, providing a calmer environment, could be implemented by the teacher in the classroom.   
It is worth bearing in mind that whilst examining Emily’s pupil profile, that a potential argument could be made to begin querying whether there is an underlying diagnosis contributing to some of the behaviours noted. For instance, according to the Attention Deficit Hyperactivity Disorder (ADHD) Centre (2025), Emily potentially may be displaying signs of ADHD-C (Combined Type), This is where there is a mixture of both the inattention and hyperactive-impulsive traits of the condition, resulting in a child displaying difficulties with focus and attention, hyperactivity and impulsivity simultaneously. 
Though this may be one potential explanation for Emily’s observed behaviours, other diagnoses may also fit the criteria, the appropriate routes of reporting this along to the Additional Learning Needs Co-Ordinator (ALNCO) would have to be followed for this to be investigated by qualified professionals. 
Schools have a legal obligation to identify pupils who may need additional support or adjustments, as outlined within ‘The Additional Learning Needs Code for Wales 2021. This code ensures accountability by setting clear guidance on procedures and timescales, whilst prioritising the pupil’s well-being. It also mandates active communication is maintained throughout the process with the child, parents and guardians, encouraging a collaborative, transparent and pupil-centred approach. 
Following the concerns of Emily’s behaviour highlighted within the One Page Profile, further investigation may be required. However, this could also be a temporary period of instability within the pupils’ development, which requires appropriate support and interventions. Schools provide universal provisions to offer support as needed, this was observed during PTE1 and PTE2, where staff observations and regular reviews were conducted to assess when interventions are not only necessary, but also to determine their effectiveness. 
The Curriculum for Wales (WG, 2024) emphasises a holistic, pupil-centred approach to learning, this aligns with the ALN Code 2021 by ensuring that all learners receive the necessary support to progress. The Progression Steps provide a flexible framework, which allows educational professionals to assess each pupil's development at an individual pace, reinforcing that no student is left behind. By implementing regular assessments and observations staff can identify when additional interventions are required and track the efficiency of closing the highlighted learning gaps. This aligns with Estyn (2024), which highlights the importance of stringent assessment strategies to identify and address barriers to learning. 
In Emily’s case, integrating the Progression Steps approach would ensure that any challenges she faces are identified early, allowing for a targeted support plan to be implemented which aligns with her individual learning journey. This can be seen as reinforcing the curriculums commitment to inclusive, adaptive education, ensuring that all learners are given equal opportunity to achieve their full potential. 
In Appendix B, an observation of the intervention in PTE2 can be examined, within the body of the session, there are regular movement breaks allocated to the pupil, the type and time allotted for these vary from pupil to pupil, depending upon their needs. These can be referred to as ‘brain breaks’, this could prove beneficial for Emily during the intervention. It has been argued that brain breaks whilst not only allowing a pupil the opportunity to step away from a monotonous task which they may lose interest in, the opportunity of combatting this with brain breaks encourages a pupil's curiosity, motivation and increases productivity (Terada, Y. 2018). The Integrated Services for Learning (ISL. 2025) appear to agree with the benefits of allowing brain breaks, specifically when pupils may be displaying potential signs of ADHD. In comparison, articles (cited in TeachSimple, 2025) have explored the potential drawbacks of brain breaks, if these are not adequately handled the corresponding negative impacts can lead to a disruption of productivity and the momentum of learning. Hence calling for careful consideration placed upon the professionals to determine how to balance this. This would be achieved in Emily’s circumstance, by the LSA carrying out the intervention being personally aware of Emily as an individual, or by conversing with the class teacher, to determine when and how this strategy may be implemented in to achieve its utmost beneficial impacts. By considering the length of the break, when to initiate this, how often, as well as the type of break. On PTE2 it was observed that some pupils engaged in a quick ‘Simon Says’ type of game, others would need a more gross motor movement break such as going for a brief walk. The importance of considering the individual in the practice plays a key role in its element of success. 
Another key reason for selecting this intervention for Emily is the nurturing impact of praise being utilised to reinforce the positive behaviour and boosting of self-confidence. Praise, praise and more praise are a fundamental aspect of this approach, as it simultaneously encourages desired behaviours, fosters a sense of achievement and motivation regarding the pupils learning journey. 
Research by William & Mary (2018) emphasises the importance of praise in promoting attentiveness and appropriate classroom behaviour, which are considered essential for achieving effective learning. Be recognising and reinforcing positive actions, professionals can engage a pupil before their attention drifts, whilst effectively shaping desirous behaviours. 
Benson-Goldberg and Erickson (2021) highlight that praise is most impactful when it is immediate, specific and enthusiastic. However, studies have also suggested that certain types of praise can have an unintended negative effect, potentially undermining a pupil's motivation. Dependent upon the context, praise may inadvertently harm a pupil's self-esteem, or contribute to a sense of entitlement, or narcissism (Dewar, 2024). 
In order to mitigate these risks, it is crucial to ensure that praise is meaningful and directed towards the effort, progress and specific achievements made by Emily, rather than generic, or subjective affirmations. Instead of vague statements such as, ‘I think you did really well,’ which places an emphasis on the educator's opinion, praise should highlight concrete accomplishments. This approach can assist pupils like Emily to build authentic self-confidence, reinforcing a positive cycle with engagement, achievement and personal growth. By fostering a growth mindset, where success is linked to effort and perseverance, explored by Carol Dweck (fs.blog, 2025), praise has the potential to become a powerful tool in encouraging resilience and intrinsic motivation in learning. 
In this 1:1 intervention Emily will be required to listen to verbal, slow-paced instructions and then colour in the worksheet according to the pattern may be highly beneficial, particularly when there may be an underlying diagnosis of ADHD. This approach supports working memory, cognitive flexibility and attentional control- key skills that help pupils stay focused and engaged in their learning. 
Cognitive training techniques have been shown to improve working memory, which is believed to be crucial for following instructions and retaining information. M. Shrestha et al,. (2020) explores research which suggests that these interventions may not always lead to noticeable changes in ADHD symptoms, others have highlighted their effectiveness in helping children develop stronger attention skills. Even if a formal diagnosis is not present, structured activities like this can provide valuable cognitive benefits by encouraging skills such as active listening, improving memory retention and promoting self-regulation. 
The slow-paced nature of the activity can ensure that a pupil is not overwhelmed, an aspect which has been mentioned within the Pupil Profile (Appendix A), allowing them to process information more effectively. The 1:1 support can potentially create a safe and controlled environment where progress can be monitored, adjustments made to suit the individual's needs and attention patterns can be more closely observed. However, a notable challenge this may pose, is the availability of space within a school, many interventions tend to be carried out where space is available in the moment, such as corridors, or empty classrooms. The BBC News (2023) reported incidences where interventions have had to be carried out within cupboards to combat the lack of space to deliver 1:1 sessions. Potentially the selection of the location could lead to a pupil feeling anxious, unfocused, or posing safeguarding risks for both the pupil and staff. Consideration would need to be given when designing the intervention for Emily and whether there is a calm, quiet setting it can be delivered in for the intervention to have the most positive impact, as opposed to obstacles faced when hosting an intervention within a corridor and encountering disruptions.
By addressing Emily’s cognitive and emotional challenges, the proposed 1:1 auditory memory intervention aligns with the holistic approach to learning, recognising that both cognitive and emotional needs must be met to foster academic success. Aristotle stated, “educating the mind without educating the heart is no education at all” (cited by Pal, 2021). This philosophy resonates with Emily’s situation, where her struggles with attention, task completion and emotional responses suggest an intervention that nurtures both intellect and well-being.
The intervention is designed to provide tailored support in a suitable environment, allowing Emily to develop skills such as attentional control and working memory, vital to her educational growth. Positive reinforcement and specific praise will help build her self-confidence, keeping her engaged. With 1:1 support from a trained LSA, Emily can work at her own pace, fostering self-regulation and cognitive flexibility. This aligns with Vygotsky’s Zone of Proximal Development, where guided learning bridges what Emily can do independently and with support.
However, regular monitoring and review of the intervention are required, with feedback from the class teacher, intervention LSA and parents, alongside whole-school assessments. This will ensure adjustments can be made if necessary. The involvement of the ALNCO and external agencies, should further investigation be required, will ensure a comprehensive approach to supporting Emily’s needs.
While the intervention addresses immediate cognitive needs, potential underlying conditions, such as ADHD, should be recognised and assessed. Consultation with the ALNCO or medical professionals may be required. The intervention must also avoid isolation, ensuring Emily maintains peer engagement to support motivation. Regular brain breaks and a calm environment will help mitigate these risks.
The goal is to support Emily’s academic wellbeing, while boosting her self-esteem, motivation, and resilience. A holistic, collaborative approach involving Emily’s family and school team will provide the necessary support for Emily to reach her full potential. As Aristotle suggests, education should nurture both the mind and the heart, fostering a well-rounded learner prepared to thrive academically and emotionally. It should also be considered whether this intervention could be implemented across the school in various formats. Inclusion is mainly associated in ensuring that pupils with an identifiable developmental delay have equal access to education, usually through the application of adjustments or interventions. Though Artiles (2020) explored the concept that this also has a reverse meaning, allowing pupils who are not identified to have access to interventions that benefit their progression. This universal method of interventions could be utilised by offering the auditory memory enhancement intervention in class, as a 5-minute warm-up, with a teacher leading. Even though the body of this assignment has focused on Emily, others may gain benefits from this. During PTE2 a Rapid Reading intervention was observed, when questioned, the LSA stated that this was allocated to all Year 3 pupils, with the aims of improving reading speeds. Alternatively, if a class LSA is available, small groups could engage with the intervention suggested for Emily, this method could be more practical as it can overcome the barriers of isolating a pupil from the curriculum and peers, as well as the economical difficulty of allocating one member of staff to carry out 1:1 interventions. 






















Appendices
Appendix A
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This is Emily. Emily is 9 years old and is a Year 4 pupil in School X. She has a little brother called Jonas who is in Year 1 within the same school. 
Emily enjoys school and is normally very happy and eager to engage with work. Though it has been noted that she struggles to remain on one task focused and stay within her seat. Emily particularly loves arts and crafts and can apply her focus intensely on her creations. Sometimes, Emily gets into trouble for her behaviour, there have been incidents when she doesn’t listen to instructions and instead runs off, goes into the staff cupboards, or other things of interest. When warned of consequences, Emily doesn’t appear to care and continues in their behaviour, this has resulted in a few detentions. 
Emily has a few friends, who are very caring towards her, she always has someone to play with at playtime. Though seems to get too silly, which is received poorly by peers, such as when playing tag, gets too physical and will start shoving people, gets so excited she tends to be able to not calm down. When this occurs, her friends will tell her they don’t want to play, Emily will then be quiet and take herself away from peers. She will not be willing to engage for an extended period of time. 
Emily is a fantastic helper in the classroom, always eager to take part and earn DOJO points, she is caring and shows compassion when someone is hurt and sad. She also has an incredible knowledge about animals and wildlife, she says she wants to be a zoologist when she grows up and explore the world. 
When Emily focuses on a piece of work and it goes wrong, or she makes a mistake, she has an extreme emotional reaction, she becomes so sad saying ‘I ruined it. It’s ruined.’ That she will then rip up her work, throw items off her desk. The class teacher tries to intervene, if warnings are given for consequences, Emily becomes more destructive and has resulted in flipping tables or lashing out at staff. However, when an adult tries to intervene through non-confrontational methods, by talking to her, coaxing her to calm down, this is more positively received. 
Emily regularly checks-in in the mornings at a low scale, usually less than 5. She says this is because she misses mummy and daddy who go to work, Emily is usually dropped off by Grandma. 
Mum has expressed concerns over Emily’s behaviour at home, stating that Emily seems to be always overly excited. She will go from sitting quietly with a book to running through the rooms. One of the hardest situations within the home is that Emily struggles to go to sleep, stay asleep and get back to sleep when wakes up. Mum says that Emily says she is constantly sad because she misses people, family, or pets. Even if she has seen them that day, she is distressed when they leave, even if its weeks afterwards. 
Physical Development:
· On track with gross motor skills, can jump turn, partake effectively in physical lessons.
· Is part of a gymnastics and dance group after school.
· Dresses herself for PE lessons and after swimming. 
Cognitive Development:
· Struggles to focus for long periods of time.
· Struggles to follow instructions that are more than 2 points long.
· Shows clear understanding in lessons, such as spellings, readings, time, maths, but struggles to stay focused in lesson. 
· Reads independently on her on time. 
Language Development: 
· Is very confident in expressing her thoughts and opinions. 
· Has a wide range of spoken language and will go in detail in explaining her work, though there will be a few pauses and interruptions.
· When Emily becomes upset or angry, she will scream and shout, sh will talk in a ‘baby-like’ manner
· Emily can be very descriptive in her explanations and recall details of events. 
Emotional Development:
· When encounters problems or mistakes in work, can become distressed and destructive. Behaviour can escalate to violence. 
· Sometimes when Emily is told ‘no’ to something, she will run away, shout, cry etc. 
· Thrives on 1:1 interactions and engages eagerly. 
· Expresses frequent sadness over missing family members, pets etc. 
Social Development:
· Has friendships, though struggles to maintain these.
· Is very caring of others. 
· Is eager and wants to be part of groups.
· Can be shy in new tasks and refuse to join in.
Appendix B
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During your observations of individual/small group interventions, please complete the following:

INTERVENTION 1
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Further reflections:
Colouring auditory memory games.
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Teacher asked 'can you touch the colours after I have finished talking?' Yes. Reminding pupils of the
rules. Teacher say a pattern of colours, pupil is to then recall these and colour these in order on the
worksheet.

Hand on table to begin.

Movement breaks allowed between each set, used in a fun, interactive manner such as hands on your
head, finger on your nose etc. Teacher stated this would be a judgement call whether to incorporate
this with some pupils, for example one pupil with ADHD requires more gross motor movement breaks
and will go for a short walk instead.

Teacher gives no indication or prompts while pupil selects the colours fo create the pattern that has
been verbally given.

Question 5 was increased to five colours for the pupil.

The pupil was also offered a Super Star Challenge- the colours were given in Welsh.

Pupil is given the offer to mark her own work. Ticks for right .C for mistake.

Teacher asked the pupil how confident they were with
their Welsh colours. This was checked by writing the word
on the table and using pencils to match up, offering a
physical and tactile representation. This was recapped
before checking the Super Star Challenge.

Pupils was asked to reflect on their work and say what they
thought went really well and what was tricky.

‘What column had the most ticks? Column 3. Why? What do
you notice?'

Pupil was guided to notice that the colours were ina
repetitive pattern.

The session ended with the pupil interacting with an iPad
game called Mastering Memory, which offers both auditory
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| Answers

| Answer 10

and visual mastery of memory. Ll : T =
The need for this intervention had come through the | i e :‘FT*L*WJ ‘
educational psychologist. | id j‘r‘—%

Every session the pupils targets are recorded. The targets | “* [~ ‘w;‘r:ff = 1
are recorded in the Additional Support Plan (ASP). For [ (*ltr:\g% |

example aim might be to achieve 4/4 correct. These targets are observed to determine if they are
being met, during a review meeting if these are seen as being to easily achievable the targets may be
increased to be more challenging to keep the pupil progressing. Such as increasing the number
sequence, working memory etfc.
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