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[bookmark: _Toc54697392]Introduction

This assignment is a critical evaluation focussing on a case study of an individual learner, based on an observed critical incident. Richards and Farrell (2010, p.13) refers to a critical incident as an “unplanned and unanticipated event that occurs during a lesson and that serves to trigger insights about some aspect of teaching and learning”. Likewise, Tripp (2012, p.25) refers to a critical incident as an event that “appears to be ‘typical’ rather than ‘critical’ at first sight but are rendered critical through analysis”. A significant number of critical incidents are common events that take place within settings (Joshi, 2018). From the critical incident, key issues will be acknowledged for further research. The identification of the next teaching and learning steps will be discussed with reflection upon future practice. Reflective practice is a central concept in teaching (Harford and MacRuaric, 2008). Engaging within reflection and being open to learning from reflections are crucial to becoming an effective classroom teacher (Poom-Valickis and Mathews, 2013). 
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The ethical guidelines by the British Educational Research Association (BERA, 2018) were followed during this study. BERA (2018) identifies the importance of anonymity, therefore participants were given a pseudonym to keep identities unknown (Roth & Von Unger, 2018). Therefore, the school will be referred to as School X and the child observed will be referred to as Child A. The observation notes were kept confidential and recorded on a secure laptop where a unique password is required to gain access, as recommended by BERA (2018). Therefore, only the researcher and the University mentor will have access to the research notes. 
According to the Estyn (2018) report, School X is a community school situated in rural Tonteg in Rhondda Cynon Taf. School X currently has 424 pupils aged 3 to 11 years, organised into 13 single-age classes and one mixed-age class (Estyn, 2018). The average of pupils eligible for free school meals is currently 10% (Estyn, 2018). School X has identified that approximately 11% of pupils have additional learning needs (Estyn, 2018). According to the National School Categorisation System School X is a ‘green’ school, meaning it is a highly effective school where the least support is required (Welsh Government, 2019). The class observed was a Year 6 classroom of 29 pupils aged 10-11 years. This class was the highest ability out of the two Year 6 classes. The research was initially due to take place over three days, however, due to the Coronavirus Pandemic, the research was reduced to one day.

[bookmark: _Toc54697395]Methodology 

A case study approach can be used to identify a particular event, or phenomenon to gain in-depth research in its real-life environment (Yin; 2013; Taylor & Thomas-Gregory, 2015). Case studies allow for the collection of detailed information in a real-life setting of a group or an individual (Duff, 2008; Flyvbjerg, 2011). This research used a qualitative approach which is commonly known within case study research due to identifying meaning and understanding of an event (Yin; 2016). However, case studies do not significantly contribute to the wider view of a particular phenomenon (Rousseau et al. 2008; Sandelowski & Barrasos, 2007). This is supported by Hoon (2013) who argues that case studies tend to remain isolated. Qualitative data, in particular case study research, leads to questions regarding generalisability to the wider population, due to its sample size (Thomson, 2011). It is important to be mindful of this when drawing up conclusions from this research.
The method chosen for this research project was observations as they allow for live data to be recorded from social situations, including facts, events and behaviours as they occur (Cohen, Manion and Morrison, 2018). Though, Kumar (2014) argues that there may be a change in behaviour when participants are aware of the observations. There is also potential for observer bias due to the observer’s preconceptions (Roller and Lavrakas, 2015), therefore reliance on observer’s impartiality (Queirós, Faria and Almedia, 2017). As a result, it was crucial to remain passive without pre-conceived assumptions. Nevertheless, it is important to consider these points when using observations. 

The chosen method for this research study was a non-participant observation. This refers to when the researcher does not get involved and remains a passive observer (Kumar, 2014). As a result, the research remains independent and non-judgmental (Schnieder et al., 2007). This is supported by Bloomer et al. (2012) who acknowledges the advantage of being an outsider conducting research who is less likely to hold any preconceived attitudes towards the participants. Although, a non-participant observer is refrained from exploring attitudes and perceptions (Cormack, 2013). Moreover, the researcher has to refrain from getting involved, which may become difficult if participants involve the researcher (Bloomer et al. 2012). Nevertheless, for this study, a non-participant observation was the chosen method to gather detailed research, without the involvement and possible influence on the results of the observations. 

The advantage of the researcher’s position as an outsider is
that the researcher might not present with any known pre-
conceived opinions or attitudes about the participants. 
The advantage of the researcher’s position as an outsider is
that the researcher might not present with any known pre-
conceived opinions or attitudes about the participants. 
The advantage of the researcher’s position as an outsider is
that the researcher might not present with any known pre-
conceived opinions or attitudes about the participants. 
A structured approach was used for the observations using a template of questions that were interpreted by Fletcher-Wood (2016). This allowed for a focus during the observation process which helped to gather in-depth detail regarding the observations (Appendix A, B, C, D) and a number of critical incidents (Appendix E, F, G ,H). A structured observation involves gathering information regarding people, settings and interactions in a natural environment (Cohen et al. 2013). The use of structured observations allows for data to be collected and analysed, which can identify possible problems (Kane et al., 2014), in this case, critical incidents. However, as structured observations are very specific in focusing on certain questions, other aspects may be overlooked (Phellas, Bloch & Seale, 2011). 

The teacher was aware of the observations and gave consent. However, the children were not informed about the observations as Oliver (2003) states that participants may be conscious that they are being observed and alter their behaviour. This is supported by the ‘Hawthorne effect’, which refers to the potential change in natural behaviour as participants are aware of being observed (McCambridge, Witton & Elbourne, 2014). Although, some question the impact of the Hawthorn effect as there is no evidence to suggest a change in behaviour due to the presence of a researcher (Parahoo, 2006; Chiesa & Hobbs, 2008). 
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During the observations, there were a number of critical incidents identified (Appendix E, F, G, H). However, I decided to choose the first critical incident (Appendix E) as it was an area of interest to research further. Prior to the observations, Child A was mentioned by the teacher of having Attention Deficit Hyperactivity Disorder (ADHD). The child is new to the school and has been taken out of a specialised unit and transferred into a mainstream school. Child A has a Learning Support Assistant (LSA) with them for the duration of the day. As the observation began the children were entering the classroom. They were expected to sit down quietly and begin the mathematics questions that were ready on their desks. Children sensibly entered the classroom. Although, Child A entered the classroom shouting and using inappropriate language. The child was immediately approached by the class teacher who said, “that is not how you come into my classroom”. The teacher asked the child to leave the classroom, following behind them. In the corridor, the teacher calmly explained to the child that this is unacceptable behaviour and insisted that they walk back into the classroom sensibly. The child walked back into the classroom quietly and sat at the desk. Shortly after the incident, the child’s LSA entered the classroom. 

According to Professor Donaldson, there are four purposes of the curriculum including “ambitious, capable learners; enterprising, creative contributors; ethical informed citizens; and healthy confident individuals” (Donaldson, 2015, p.29). During the critical incident in terms of “ambitious, capable learners who communicate effectively in different forms and settings” (Donaldson, 2015, p. 31), was not achieved by the child as they were not given the opportunity to communicate with the teacher yet were able to follow instructions. In terms of “enterprising creative contributors who think creatively to reframe and solve problems” (Donaldson, 2015, p.31), the child was given instructions to follow and there was no opportunity to solve the problem independently. Nevertheless, the child was able to listen to the teacher, follow instructions and change their negative behaviour, which links to “ethical informed citizens who understand the “impact of their actions” and “respect the needs and rights of others” (Donaldson, 2015, p.30). 

During the critical incident, it was observed that the teacher had clear rules and behaviour strategies within the classroom and the teacher calmly handled the situation. This links with “healthy confident individuals who, form positive relationships based upon trust and mutual respect” (Donaldson, 2015, p.30). Moreover, the incident links with “healthy, confident individuals who are building their mental and emotional well-being by developing confidence, resilience and empathy” (Donaldson, 2015, p.30). As the teacher is helping to progress morals, social and emotional development through guidance and support. All four purposes help to progress the holistic development and achievement of all children. 

[bookmark: _Toc54697397]Literature Review 


The term Special Educational Needs (SEN) is now replaced with Additional Learning Needs (ALN), which includes children with learning difficulties and/or disabilities (Welsh Government, 2018). It focuses on the achievement of all learners with ALN to overcome barriers and reach their full potential (Welsh Government, 2018). Due to this movement, ALN or specifically ADHD will be the preferred terms throughout. After identifying which critical incident would be the focus, a number of areas for potential research arose. As a result of the misbehaviour that was discouraged during the critical incident, classroom management and behaviour management were key aspects identified for possible research. Throughout the duration of the incident, the child’s LSA was not present at the time, this raised questions as to whether the child would have behaved this way if the LSA were present. This acknowledges the significance of the LSA, along with the teacher to support the inclusion of the child with ADHD, which will be studied further. 

Richards et al. (2015, p.1) state that “ADHD is a neurodevelopmental disorder characterised by age-inappropriate levels of inattention, impulsivity and hyperactivity”. ADHD is associated with poor academic achievement and disrupted relationships (Cuffe et al., 2015; Dalsgaard et al., 2015). A number of various literature states that most school children aged 6-14 years with ADHD show persistent hyperactivity, poor school achievement and disruptive behaviour in comparison to their peers, which has a negative impact on academic achievement (Dalsgaard et al., 2015; Erskine et al., 2016). This is supported by a study taken place in mainstream schools in England which found that children with ADHD were more likely to have low attainment in literacy and numeracy, more behavioural problems and less positive attitudes towards school (May et al., 2020). Although current, a limitation to this study was that its sample was in West country schools, therefore not representative to the wider UK population (May et al. 2020). It is clear there are a number of issues that have an impact on the learning of a child with ADHD. 
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Classroom management refers to the teacher creating a structured learning environment through supportive relationships with students (Bear, 2015; Brophy, 2006). When teachers promote a friendly, calm atmosphere, pupils thrive at school (Krane et al., 2017). However, these opinions were taken from a secondary school perspective. Nevertheless, teachers use classroom management strategies to improve the educational outcomes of students with ADHD (DuPaul, Eckert, Vilardo, 2012). Conversely, due to large class sizes and a lack of time, teachers find it difficult to use classroom management strategies within the classroom (Gasstra Groen and Tucha, 2020). Furthermore, many teachers report having limited training in classroom management (Westling, 2010). 

Behaviour management focuses on the development of positive relationships through rights, responsibilities, preferred behaviour and consequences to certain behaviours (De Nobile, London and El Baba, 2015). The behaviourist theory “view the environment as the major influence on learning and behaviour” (Mann, 2011, p.62). Furthermore, behavioural approaches change the behaviour by reinforcement and/or punishment (Chaplain, 2016), this was demonstrated during the critical incident when the teacher told the child their action was unacceptable behaviour. On the other hand, Skinner (1961) referred to ‘operant conditioning’ which explains learning as the relationship between stimulus, response and reinforcement. Furthermore, Skinner (1961) argued that the emphasis should always be on the positive reinforcement, rather than the punishment of unwanted behaviour. A cognitive approach tries to change the thinking behind the behaviour to reinforce a different outcome (Chaplain, 2016). Using a cognitive-behavioural approach can help to reduce disruptive behaviour in the classroom (Chaplain, 2016).  

Establishing clear rules and having expectations of children within the classroom will help to create a positive learning environment and enable children to reach their full potential. This is supported by Vijayan, Chakravarthi and Phillips (2016) who argue that not following classroom rules leads to the disruption of teaching and learning. Although, this study was conducted in Malaysia, therefore may not be generalisable to the wider population. Furthermore, a positive teacher-student relationship and effective classroom management can prevent disruptions (Bear, 2015; Obsuth et al., 2017). It is clear that classroom management and behaviour management are crucial aspects to promote positive teaching and learning. 

A number of studies have argued that student behaviour is a major source of stress for teachers (De Nobile, McCormick and Hoekman, 2013; Mulholland, Cumming & Jung, 2015). More specifically, teachers find it difficult to manage behaviours of students with ADHD (Kos, 2008; Ohan et al., 2011) due to a lack of knowledge and confidence when dealing with their behaviour (Honkasilta et al., 2016). On the other hand, Blotnicky-Gallant et al. (2015) found that teachers had more positive than negative views regarding ADHD. There was a significant connection between teachers’ beliefs about ADHD and their use of behaviour management strategies (Blotnicky-Gallant et al., 2015). Moreover, a study by Fabiano et al. (2009) found strategies such as reward charts and deducting points when necessary was more effective for children with ADHD, rather than more simple strategies such as verbal praise. However, Kern and Clemens (2007) argue that verbal praise for appropriate behaviour can result in positive behaviour. Although, it is important to acknowledge that this is source is dated. 

Certain teaching methods and task structure can be beneficial to students with ADHD, which include reducing the duration of tasks, providing a choice of activity and breaking it down into smaller sections (Raggi and Chronis, 2006; Daly et al., 2007). This is supportive of the behaviourist approach, which focuses on giving explicit and direct instructions, including simplifying activities for children to understand (Algahtani, 2017). The literature acknowledges that there may be concerns regarding behaviour management due to a range of teacher’s attitudes. However, various teaching approaches can help to overcome these barriers to enable full participation within education. Overall, it is clear that classroom and behaviour management are key to supporting inclusion.  

[bookmark: _Toc54697399]Inclusion 

A broad view of inclusion relates to all children being entitled to equal access to all educational opportunities, intending to reduce barriers of children (Booth and Ainscow, 2011; Kaulina, et al. 2016). Whereas, Toye, Wilson and Wardle (2019) argue that the purpose of inclusion is to increase the educational experience of children with ALN, specifically ADHD within mainstream schools. This is supported by the Salamanca Statement which marked the movement of ALN pupils within schools and advocates the inclusion and equal opportunities of all (UNESCO, 1994). Conversely, Richdale and Hay (2006) argue that school for children with ADHD can be one of the most challenging and problematic experiences. Although, it is important to acknowledge that this source is dated. Nevertheless, Huerts and Embrechts (2008) argue that there are barriers to the inclusion of children with ADHD who often struggle academically and socially within school. In contrast, Honkasilta et al. (2016) argue that children with ADHD can also have positive relationships and behaviour within school. 
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Florian (2008) states that the teacher is the driving force to inclusion and is the person who makes the most difference. Moreover, teachers’ attitudes and behaviour towards inclusion are crucial to inclusive pedagogy, specifically the use of inclusive teaching practices (Florian and Rouse, 2009; Wilson et al., 2016). Some studies show that teachers have positive attitudes towards inclusion, viewing it as enjoyable (Ojok and Wormnaes, 2013). 

On the other hand, some findings show neutral attitudes and even negative views towards children with ADHD (Savolainen, et al., 2012). Moreover, Florian, Black-Hawkins and Rouse (2017) argue that schools were reluctant to become more inclusive as they were worried about having a negative impact on academic achievement. However, more recently, schools have realised that inclusion is essential for the academic achievement of all (Florian, Black-Hawkins and Rouse, 2017). Certain barriers to inclusive education include a lack of teacher knowledge, confidence and training (Alquarini, 2012; Chiner and Cardona, 2013; Roman, Topkin & Mwaba, 2015). Moreover, there is a lack of consistency across schools due to different policies and training available (Florian and Rouse, 2009). As a solution, greater knowledge and understanding of ADHD is needed to gain more positive attitudes towards inclusion of all pupils, which can be achieved through training and collaboration of staff (Toye, Wilson and Wardle, 2019). Fundamentally, the role of the school and teacher is paramount to the inclusion of all children, especially those with ALN.   
[bookmark: _Toc54697401]The role of the LSA to support inclusion

A study in the UK focused on teachers and teaching assistants’ perspectives which found that LSAs have more knowledge and positive feelings towards children with ADHD, in comparison to teachers, therefore crucial in helping to promote inclusion (Greenway & Edwards, 2020). Even though this is a very recent study, the specific sample of participants in the research will have an impact on the results. Nevertheless, headteachers argue that LSAs are essential for inclusive practice and teachers argue they reduce workload and stress (Blatchford, Russel & Webster, 2012). The significance of the role of the LSA in helping to support children’s learning, links with Vygotsky’s ‘zone of proximal development’ (Smagorinsky, 2018). This model is used to identify what a child is capable of learning, focusing on what a child can do with scaffolding from an adult and what the child can achieve independently (Smagorinsky, 2018). 

It is clear that the LSAs role is fundamental to learning. However, it is argued that children with ALN, are increasingly taught by LSAs rather than their teacher (Giangreco, Doyle and Suter, 2013). Additionally, LSAs reduce pupils’ independence, which decreases opportunities to form relationships with others and achieve individual success (Webster & Blatchford, 2013; Lauchlan & Greig, 2015). It is reported that LSAs struggle with behaviour management (Abbott, McConkey and Dobbins, 2011) and have inadequate training to work with ALN children (Karhu, Närhi & Savolainen, 2018). Nevertheless, this research acknowledges the importance of the role of an adult to support inclusion, overcome barriers and enable children to reach their full potential. 
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Reflective practice and critical reflection are used interchangeably and involve the examination of practice (Fook, 2015). Reflective practice changes individuals and their actions (Ghaye & Lillyman, 2010), identifies the reasoning behind aspects occurring (Johns, 2013), intending to improve practice in the future (Fook, 2015). Tripp (2012) argues that reflective practice is essential for professional development, however, without critiquing practice, existing patterns may be reinforced. Brookfield (1998, p.197) refers to critically reflective practice where practitioners see practice through four lenses, “the lens of their own autobiographies as learners of reflective practice, the lens of learners’ eyes, the lens of colleagues’ perceptions and the lens of theoretical, philosophical and research literature”. Critically reflecting on practice helps to view aspects through various perspectives, to influence future practice (Brookfield, 1998). 

In terms of the autobiographical lens (Brookfield, 1998), if a similar situation were to arise in my practice, I would be inclined to approach the child individually and speak with them alone. This would help to avoid embarrassment and others getting involved within the classroom. In terms of my own experience as a child, I would have preferred to have been approached discretely if I were to do something wrong. The thought of being spoken to in front of the whole class brings anxiety and embarrassment. In future practice, I could stand by the classroom door and greet every child as they walk in, this may help to remind children of what is expected of them when entering the classroom. Additionally, classroom rules could be reminded to all pupils to promote positive behaviour, as Vijayan, Chakravarthi and Phillips (2016) argue that not following classroom rules leads to the disruption of teaching and learning.

In terms of the learners’ view (Brookfield, 1998), Child A may have not realised they were acting inappropriately, so may have been confused when approached by the teacher and told it was unacceptable. It could be possible that Child A behaves in this way at home, with no consequence, therefore deeming it as acceptable behaviour. In terms of my future practice, I will establish positive teacher-parent relationships to understand boundaries and keep the child’s best interests at the core. Establishing a positive parent-teacher relationship may help to improve the child-teacher relationship. Which could overall help to improve behaviour through the development of positive relationships (De Nobile, London and El Baba, 2015). 

Taking the position as a non-participant observer meant that during the observation there was no involvement on my behalf. Looking back, I would have liked to have spoken to Child A after the incident, to gain an insight into their attitudes and feelings. This has informed my future practice, as I have acknowledged the importance of establishing a positive teacher-student relationship, as research suggests this can prevent disruptions within the classroom (Bear, 2015; Obsuth et al., 2017).
Focussing on a theoretical view (Brookfield, 1998), Skinner (1961) had an emphasis on positive reinforcements and discouraging negative behaviour. During the critical incident, the negative behaviour was acknowledged and the child was told this was unacceptable behaviour, which resulted in a consequence of having to leave and re-enter the classroom. If a similar situation were to arise in my practice, due to Skinner’s (1961) views, my intention will be to highlight the positive behaviour, once the child has followed instructions and acted appropriately. This is supported by Fabiano et al. (2009) who found that using strategies such as reward charts were effective for children with ADHD. Although, the literature states that teachers find it hard to manage the behaviour of students with ADHD, (Kos, 2008; Ohan et al., 2011), along with a lack of knowledge and confidence (Honkasilta et al., 2016). Therefore, during my future practice, I am keen to develop a deeper understanding of ALN through training opportunities, first-hand experiences whilst on my teaching practice and team-teaching opportunities. 

Child A normally has an LSA with them for the duration of the day, however, they were not present at the time of the incident. The literature argues that children with ALN are increasingly taught by LSAs rather than teachers (Giangreco, Doyle and Suter, 2013). In the future, I will make sure to equally spend time with children with ALN, as I think it is crucially important that they have equal opportunities to be taught by the class teacher. With Vygotsky’s view of the importance of scaffolding and the zone of proximal development (Smagorinsky, 2018), in future practice I will make sure to give each child the appropriate level of support until they are confident independently. Additionally, the support of all children, along with those with ALN will be paramount, especially due to the knowledge that ADHD is associated with poor academic achievement (Cuffe et al., 2015; Dalsgaard et al., 2015).
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To summarise, teachers are recognised as the driving force to inclusion (Florian, 2009), which links to the leadership of the professional standards (Welsh Government, 2019). There are varied perspectives in terms of teachers and LSAs views regarding children with ADHD, with LSAs having more positive views (Savolainen, et al., 2012; Greenway & Edwards, 2020). It is argued that ALN pupils spend more time learning from LSAs who lack training and skills to enable them to reach their full potential (Giangreco, Doyle and Suter, 2013). Working collaboratively is needed to increase the knowledge of ADHD to gain more positive attitudes towards inclusion (Toye, Wilson and Wardle, 2019), this links with collaboration in the professional standards (Welsh Government, 2019). Innovation can be achieved through focusing on positive reinforcements to promote good behaviour within the classroom (Skinner, 1961), with the hope to improve outcomes for all pupils. Additionally, teachers report having limited training in classroom management (Westling, 2010), suggesting the need to develop pedagogy through attending courses and keeping up to date with current research. 

One of the elements to pedagogy for professional learning includes reflective practice where practitioners critically reflect on current practice to improve and develop future practice (Welsh Government, 2018). By engaging in professional development, teachers will be innovated through exploring new approaches to teaching and learning (Welsh Government, 2019). This case study has helped to inform my practice and professional development by reflecting on practice and identifying the next steps for teaching and learning. The next steps included having clear rules to prevent disruption (Vijayan, Chakravarthi and Phillips (2016); establishing positive relationships with pupils and parents (De Nobile, London and El Baba, 2015); using positive reinforcement techniques (Skinner, 1961); the importance of scaffolding learning (Smagorinsky, 2018) and promoting a positive inclusive environment to increase the academic achievement of children (Florian, Black-Hawkins and Rouse, 2017). Overall this links to the teaching standards to promote equality and inclusion, strategies to promote good behaviour and maintaining an up to date knowledge of professional duties (Welsh Government, 2011). 

To conclude, it is important to note that there were a number of potential critical incidents observed that could have been investigated further. Furthermore, the critical incident was specific to that individual classroom, which would have varied within different classrooms in a range of schools. 
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Several studies report that the impact of the Hawthorne
effect is often overplayed, with no compelling evidence to
suggest that the behavior of the participants changed when in
the presence of the researcher, with most professionals being
too busy to maintain a behavior that is radically different
from their normal behavior for any length of time (Mulhall,
2003; Pincombe et al., 2003; Parahoo, 2006; Chiesa & Hobbs,
2008). The longer the researcher spends in the observation
ﬁeld and begins to blend in, the less signiﬁcant this effect
becomes (Turnock & Gibson, 2001; Pincombe et al., 2003;
Leonard & Masatu, 2006; Chiesa & Hobbs, 2008).
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
29/09/20 – Year 6: 9:00-10:15

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

Maths addition lesson – finding the missing numbers. 

The children were not sat in ability groups. The children all had maths questions to answer as soon as they came into the class. The sheet of questions were all maths questions that they had covered before that included, addition, subtraction, minus numbers and finding the nearest value. The maths lesson then started with writing problems on the board and getting the children to work in pairs to figure out the problem. The teacher would then go over the answers as a whole class. The teacher used the 'white rose' programme to introduce 'bar models'. This was the first time the children had been introduced to this method and they found this very difficult. The teacher said he would revisit 'bar models' the next day as the children did not really understand. The reason for introducing 'bar models' was due to the teacher saying the children rely heavily on the column method of addition.



	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

When the children entered the classroom they were aware of what they had to do. They came in, went to their tray to get what they needed for the day and started to complete the morning maths task. The whole class were sat in rows facing the front. There was a calm atmosphere in the classroom. As the children came in the teacher would say "sh" in a calm quiet manner. This helped to settle the children and all seemed to focus on the task. As the maths lesson went on the children seemed engaged and wanted to learn. The teacher was teaching the whole class, however, the children were encouraged to talk to their 'shoulder partner' occasionally. If the noise level would get too high the teacher would then say "sh" again calmly and the noise would decrease.




	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

The objective of the lesson was 'WALT: Subtraction using column subtraction'. The children knew to copy this objective into their books. It was unsure if children were aware of this objective or if they were just familiar with writing a sentence into their book for maths. The teacher would pick on the children to see if they needed help or if the knew certain answers. Some children did find the lesson difficult as 'bar models' were new to them. However, constant support was given by the teacher.








	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

Prompts were not available for the children within the classroom apart from different terminology for 'addition, subtraction and multiplication'. However, the teacher was a constant support for all children. The teacher would not wait for children to raise their hands if they were stuck, instead he would check in with children by picking on them. The 'white rose' programme was used to aid teaching through videos and questions. The teacher would also go through the answers on the board.





	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

The teacher would continuously attempt to engage the children through picking on them to see if they were stuck, ask which question they were on or if they knew a particular answer. On one occasion the teacher asked a question and then said: "Oh I wanted to see more hands up". This tried to encourage more children to participate. If a child did not know the answer the teacher would ask the other children "Who can help?".






	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

The children were familiar with the column method for addition, however, the teacher stated that they rely too heavily on this. Therefore, he introduced the 'bar model' method. The children found this difficult and quite confusing. The teacher picked up on this and so said he would revisit this method the following day. The teaching picking on children to check-in or see if they know an answer is a form of assessing their knowledge and understanding.






	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

A child with ADHD came into the lesson and disrupted others. The teacher sent the child out of the class to come back into the class in a calm way. This led me to consider the importance of clear rules within the classroom and trying to reinforce positive behaviour. 

The environment was very positive and there was a calm atmosphere. The teacher engaged all learners by picking on children who seemed disengaged or quiet. The teacher was also there to help and guide the children if they were stuck. The teacher would also constantly check in with children to check which question they were on. He was very reassuring and told the children not to worry if they find the concept difficult.
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
29/09/20 – Year 6: 10:40 – 11:30

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

The children had to create a poem on the theme of space and then the school. The children were not sat in ability groups. The children had to work in pairs to discuss ideas for the poem that would be written as a whole class. The objective of this lesson was not just poem writing but specifically to focus on alliteration and abstract nouns. Children had visited abstract nouns prior to this lesson. The teacher now wanted to see if the children could use abstract nouns when creating a poem. The children were told to copy the first part 'The planet of' off the board. Children would then use their own abstract nouns to create a poem. The children worked independently then provided feedback to the whole class.





	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

The children seemed to settle quite quickly. Whilst the children had a discussion with the person next to them regarding different words from space, the teacher played the 'Star Wars' theme tune. The children immediately got excited and began their discussion in partners. It was unclear at this point if all discussions were on topic. The children were encouraged to respect when each other were talking as they were reminded to not talk when someone else was.  There were opportunities for discussion and then independent work was completed. 






	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

The teacher communicated the objective of the lesson which was to write a poem about space, which later followed by a poem about the school. The children also wrote the learning objective 'WALT – draft a list poem' into their books. The children had lots of ideas about space and different abstract nouns. There were always reminders on the board of the sentence structure for children to copy. The theme of space seemed to excite the children. On the wall of the classroom, there were descriptions of nouns, verbs and adjectives.








	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

The teacher said to the children "Tell the person next to you what the task is". This helped to create a clear understanding of what the children had to do. Children were told to refer back in their books to remind themselves of abstract nouns. The teacher was guiding the children through the whole lesson.






	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?

When the children were working in pairs the teacher would constantly be reminding them that they will need to feedback to the class. The teacher would encourage the children to 'sit up smartly'.









	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

The teacher would walk around the classroom to listen to discussions. The teacher would also pick on children, so they all had to participate.  








	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?


The teacher gets down to the children's level when he is talking to them. He talks in a calm, clear way. "Lips closed, if you talk I will politely ask you to leave". The teacher would also said to one child "I can't hear you because you are shouting at me".  
The children would put their hands up to answer but the teacher would also ask children who looked disengaged or were quiet for answers. The children overall seem happy and interested. However, not all participate until being picked on.
The teacher was really enthusiastic which seems to grab most of the children's attention. The teacher uses positive reinforcements including praise.
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
29/09/20. Year 6: Welsh 1:50 – 2:05

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

The teacher would pick on children to answer questions in Welsh. He would also encourage the children to ask the questions back to himself. The main focus was to acknowledge if children could understand the questions being asked and also to see if they could remember how to construct a sentence in Welsh themselves. This session focussed on the present and past tense to answer the questions; what is your name? where do you live? who do you live with? what is the weather like today? what was the weather like yesterday? what did you do at the weekend? what is your favourite food? what do you like doing? After the lesson, the teacher explained to me that he gets the children to practice Welsh every day.





	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)

Some children seemed alert as the teacher was picking on children to answer questions in Welsh. Instead of giving the children to opportunity to offer to participate, all children had to be listening, otherwise, they would not be able to answer the questions. However, some children seemed disengaged, this could be due to the time of day. Some of the children seemed to struggle to remember the correct responses so the teacher would support them. The teacher would sing some of the questions and answers to try and make children remember the sentence structure with the correct response.






	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

The learning objectives were not discussed with the children as this was a short oral session. The teacher explained that the children practice Welsh orally for around 15 minutes per day. The teacher would pick on children to answer questions in Welsh and also ask the question back to the teacher.







	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

All children are encouraged to participate. If the chid was unsure how to respond the teacher would help them. Within the class, there was a Welsh display with Welsh phrases to help the children.







	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?


The teacher would randomly pick on each child instead of going down the rows in tern. Therefore, the children would not know when it would be their turn so may be inclined to listen and concentrate. The children had in front of them a sheet with 30 Welsh phrases on and how to answer each question. However, the sheet was in all in Welsh, which made it more challenging for the children if they were referring to the sheet.









	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

Through picking on individual children in a random order, this helped the teacher to identify who was confident in asking and answering questions in Welsh.








	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

The teacher was aware of the questions that the children were struggling with. He then decided to sing the questions and get all of the children to join in. This made it fun for the children and which would help them to remember the question in Welsh. The teacher would also encourage the children to have a go, and would often say "it doesn't matter if you get it wrong, we all make mistakes". I think this is important when teaching to make children aware that it is normal to make mistakes and we learn from them. 

At the end of the day when dismissing the children the teacher went up to each table and whispered "please can you all put your chairs on the table, and walk to get your things ready to go home". All children remained calm until instructed to get ready to go home.
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OBSERVATION / FIELD NOTES
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
29/09/20. Year 6. R.E: 2:05 – 2:55

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).

The children were familiar with churches. They had previously learnt about the 5 pillars of Islam. Therefore, the teacher introduced mosques in today's lesson. The children watched a video on mosque's so that the children could compare them to churches.





	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)


Overall, the children don't seem as engaged as they were this morning. This could be due to them being tired and this session is at the end of the day. The teacher asked questions and the children raised their hands to answer. The children made notes on the video. The children discussed in pairs the similarities and differences of churches and mosques. However, some conversations were off-topic. The teacher then brought the children back to complete the activity as a whole class.






	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?

The objective of the lesson was spoken to the children, they did not write this down. Videos were used to support the learners understanding.






	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 

Children seem to be aware of their responsibilities in the classroom and what is expected of them. The children seem to be tired this afternoon.







	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?


Working in pairs, both children are expected to contribute to the discussion. If the children are speaking when they shouldn't be the teacher would just pause. The classroom would eventually go quiet when the children realise the teacher is waiting.








	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?

The teacher was reverting back to the work they had completed on a church. The teacher would remind children of their previous experiences of learning about Christianity. The teacher picks on children and asks them questions to acknowledge their understanding.







	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?

I noticed the classroom atmosphere was a lot quieter, not as many children wanted to participate. Not all children would contribute so the teacher would pick on children to make sure all were contributing. One child looked extremely tired and disengaged.
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	29/09/20 – 9:00am
Year 6 class
Maths Lesson
Incident between a child and the teacher. 

At the very start of the maths lesson, the teacher lays out a sheet with questions on for the children to complete as soon as they enter the classroom in the morning.

The child observed is 10 years old and has Attention deficit hyperactivity disorder (ADHD). The child has been taken out of a specialised unit and transferred into a mainstream classroom. The child is new to the school, it is his 5th week within the class. The child has a statement and also a 121 support for the whole day. I was told that the child struggles to communicate with other children and does not know most of the names of their peers in the class. The child finds it hard to play with the other children. A book record is kept of the child regarding any incidents that occur to feedback to the parents. The child's ability is low compared to others in the class. The child is said to be more behaved in the morning, however, this was not the case today. The child seemed very distracted and would often go outside of the class with the 121 for a break. 








	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
The child came into the class shouting and said loudly "oh my god". The teacher then replied to the child "that is not how you come into my class". The child was sent out of the classroom and the teacher followed. The teacher explained to the child that it is not acceptable to come into the class this way and use this type of language, therefore insisted they walk back into the class sensibly. The support staff for the child had not yet entered the classroom. The child then came back into the class quietly and sat at the desk. Once the LSA entered the classroom and sat with the child, they did seem to settle. However, soon into the lesson the child seemed distracted. The child would often throw their pencil on the floor, frequently ask to go to the toilet and repeatedly say they were unable to complete the work. 

The fact that the teacher instantly told the child to leave the classroom and walk back in sensibly showed the child that this was unacceptable behaviour. This incident made me think of the clear rules that the teacher has within the class and the expectation of children to follow these rules. I thought about the impact of having clear rules and behaviour management strategies within the classroom. This also leads me into thinking about the child being in a mainstream classroom. Lastly, I thought about the impact of the support staff to support inclusion. Along with the teacher in helping to progress holistic development, specifically social skills and confidence.
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.



Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	29/09/20
9:05am
Year 6: 10 and 11 year olds
Maths lesson 
Teacher and all children 

As the children came into the class, they were aware of exactly what they need to do. Go to their trays to get their morning maths book, pencil case and sit at their desk. On their desk is a morning maths sheet with questions for them to complete individually. The sheet of questions were all maths questions that they had covered before that included, addition, subtraction, minus numbers and finding the nearest value. The children were not sat in ability groups.












	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	As the children enter the classroom the noise level gradually increased. The teacher notices this and begins to repeatedly say “shhhh”. As the teacher continues to say this quietly, in a soft calming voice repeatedly the talking seems to stop until suddenly the room is silent. The teacher would whisper to the children and would never raise his voice or shout. 

I started to think about the impact of not shouting or raising your voice in the classroom. Which led to me thinking of the success of this classroom strategy. I also considered if this approach has an impact on learners emotional, health and well-being. I thought about the impact of shouting at children on their overall well-being and if this would impact them into adulthood. I started to question whether teachers should shout at children. There was mutual respect between the children and the class teacher, he didn't feel the need to have to shout. Some schools have a no shouting policy.




Overall I had a good experience. It was my first time being in a year 6 class since I was in school which was slightly daunting as the majority of my experience is within Foundation Phase. It was good to see the school day, just wish we had more time at the school. I was conscious that I had a lot of observations to do so wish we had had more time for me to get more involved and see the classroom over a period of days.  Due to the Corona Virus Pandemic, it is quite different as the desks are all facing forward and the teacher was teaching at the front formally for the majority of the day.
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	29/09/20
10:45am
Year 6: 10 and 11 year olds
English lesson
Teacher talking to the whole class. One child observed due to an incident arising. 

The objective of the lesson was to create a poem on the theme of space and then school. The children were not sat in ability groups. The children needed to work in pairs frequently to discuss ideas for the poem. The teacher supported the children with writing the first poem. The children would then write a poem individually about the school and share with the rest of the class. The children seemed engaged, especially with the theme of the first poem being about space. Most children were keen to share ideas and feedback to the class teacher. 







	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
During the English lesson, the teacher had asked for children to give suggestions on which abstract nouns could be used in the poem about space. One child shouted out an answer to which the teacher replied: "I can't hear you because you are shouting at me". The child immediately sat up straight with their hand in the air and finger on their lips. The teacher then chose another child who had their hand up to answer the question. 

This lead to thinking about the use of classroom rules and how effective they are in classroom management. It also made me think about if children are sitting with their hand up and fingers on lips does this mean they are engaged, should children have to do this to promote positive behaviour? I also thought about children having a voice and if there is a need for children to behave this way to be noticed by the teacher.
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CRITICAL INCIDENT IDENTIFICATION RECORD

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	29/09/20
2:25pm 
Year 6: 10 and 11 year olds
R.E lesson 

Teacher teaching the whole class. One child, in particular, was disengaged. 

Children did not seem as engaged as they were this morning during the Maths and English lessons. This may be due to the children being tired which could have resulted in them losing concentration.  






	What happened? A detailed decription of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
I noticed a child in the class is staring into space in front of him. The child was sat at the back of the classroom at the end of the row. He looks extremely tired, his eyes were starting to close and he looked as though he is going to fall asleep. The teacher noticed this and gets the children to sit up straight, turn to the person next to them, shake their head and make a silly face to 'wake themselves up'. 

This incident firstly made me think about the child's home life and if they had enough sleep the night before. It made me consider how a lack of sleep could have a negative impact on their concentration levels and overall learning. I also thought about the fact the child was so far away from the front, could this be impacting his learning? The tables are now in rows and front-facing due to the coronavirus. It made me question whether the child needs to be at the front of the class to participate more. It also made me question whether getting the children to shake their head and make a silly face to wake themselves up actually works gets the children more engaged. As a result, I questioned whether children are more engaged during the morning than they are during the afternoon. 
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