	Targets
	How you have worked on this

	Target 1
Link the discussion between paragraphs more coherently
	· Used transition words where appropriate.
· Ensured to organise and structure paragraphs logically.

	Target 2
Continue to consider contesting views from key theorists
	· Used different books from the university library.
· Wider research of literature and journals.
· Researched wider to find contesting views.


Kaitlyn Done - 2003632

ECAD6010: Researching the Learning: what, how, and why am I teaching?
Title: An exploratory case study arising from practice (noticing) and investigated further through identified research tools. The assignment concludes with the identification of an intervention which can be piloted throughout Professional Teaching Experience and evidenced through reflection in the Professional Learning Standards (professional learning standards).


Word Count: 4893
The primary focus for this assignment is to develop research skills by undertaking a case study research approach. The aims of this study are to develop a deeper professional understanding by exploring different approaches teachers use to support pupils with their progression of writing skills and explore how children experience these. The decision to undertake this research stemmed from research and the interest of using talk to support the development of key literacy skills of reading and writing. The school in which the research is conducted will be referred to as ‘School A’ throughout. School A has a particular focus on improving reading and writing skills throughout the school. Therefore, the aim of this research is to gain an insight into pupil experiences to determine whether they are appropriate and worthwhile. In terms of links to the QTS standards, the professional learning standard highlights the importance of continuing professional learning and conducting wider reading and research, (QTS Standards, 2022-2023). Hence the decision to deepen my professional understanding of approaches to teaching and learning. School A is a large Primary School in Pembrokeshire, with a high statistic of deprivation and vulnerability. The school’s curriculum aims to provide learners with opportunities to ‘develop listening, reading, speaking, and writing skills’, (Gelliswick School, 2022, p. 9). The research will explore Foundation Learning, in particular Year 1 and 2 classes. However, the research will mainly be conducted in a Year 2 class that consists of 29 pupils. The class is organised into 4 ability groups for literacy skills in which activities are differentiated to support their learning. Their writing development and stamina would be considered poor, especially since the global pandemic and its impacts on education, hence the focus on developing these skills. The following Research Question will be explored:
‘How do teachers support the development of writing skills in a Foundation Learning Class?’

Through wider reading and research, it has become apparent that literature surrounding writing is limited in comparison to research on reading, (Myhill and Fisher, 2010, p.1), meaning that the impact of writing through pedagogical practice is restricted. Research suggests that pupil progress in writing at primary school age is significantly less than that of reading and other subjects, implying that many children underachieve in this area and fail to attain standards to support academic success in secondary schools, (Department of Education, 2012, p, 7 : Fisher, 2012, p.300). Due to the lack of research, it could be argued that practitioners are not provided with enough knowledge on how to support writing in their practices. Myhill and Fisher (2010, p. 1) define writing as a complex, cognitively demanding task that is linguistically complex and an effortful activity at every age and stage. This emphasises the complexity of teaching and learning writing skills and the importance of developing approaches to improve attainment. In 2015, 12% of pupils in Wales failed to achieve the expected outcome in the language, literacy and communication area of learning, (Stats Wales, 2019). The percentage of pupils achieving as expected decreased by 6% in 4 years, meaning that 18% of pupils underachieved in 2019. Using this as an indicator for pupil attainment, it would suggest that approximately 24% of pupils in Foundation Learning classes will not achieve as expected this year. These statistics highlight the importance of raising these standards and further develop literacy skills. 

To understand how to support writing development, it is paramount to explore literature surrounding this area as this will deepen knowledge and enable one to begin raising the standards. Research suggests that writing ability is determined by the use and understanding of speech, which in turn depends on language acquisition. It indicates that exposure to speech and language allows children to establish an understanding of vital language patterns through which the complex process of writing can begin as it involves thinking and shaping meaning of texts, (Latham, 2002, p. 1 : Graham and Kelly, 1998, p. 7). In terms of deciding the validity and trustworthiness of these sources, Graham, a retired Principal Lecturer and Kelly, a Senior Lecturer in University are both experienced practitioners with expertise in the field. 

It is important to recognise that between 1987 and 1991, teachers involved with the National Oracy Project explored talk and distinguished that different aspects of talk are critical to both, social experiences and aspects of learning. They discovered that ‘social, cultural, communicative and cognitive aspects of talk’, (Bearne, 2002, p. 10), interlink and this instigated discussion around collaborative talk and its role in sculpting learning. Evidence of great extent suggests that learning experiences derive from collaborative academic talk. Storytelling activities can be used to connect talk with reading and writing, as whole class exploration of texts and group discussions can support pupils in their knowledge and development (Dudgeon, 1998, pp. 1-8 : Corden, 2000, p. 70). 

Corbett, supported by Strong (2011, p. 1) elucidates the difficulty of writing without learning familiar language patterns. He created the ‘Talk for Writing’ approach by which children are exposed to appropriate language patterns that enables them to hear, say, read, explore and write, providing them with the opportunity to build their linguistic repertoire with language required for successful writing. Although it could be argued that their advocacy for using talk to develop writing is biased and therefore not a valid source of literature, Corbett is an educational trainer, having experienced teaching and inspecting, therefore it seems appropriate to have confidence in his work and use it as a reliable source. Additionally, the principles of ‘Talk for Writing’ are based on how children learn through imitation, innovation, and invention of language, enriching them with texts. It allows children to internalise language patterns and provides them with the building blocks of successful writing, (Corbett, 2011, p. 3). 

Notwithstanding the literature asserting talk as the instrument that enables writing development, some would argue that writing emerges from reading as those ‘who read more, write more and write better’, (The Writing for Pleasure Centre, n.d). This implies that teachers who encourage reading uncover models, inspire ideas, and increase vocabulary and linguistic knowledge for children to use in their own writing, increasing their ability, (Clark and Rumbold, 2006, quoted by Department for Education, 2012, p. 9). Literature suggests that for children to become independent readers, they must acquire a knowledge of phonics (Bear, 1964, p. 273). Although Bear discusses the effectiveness of phonics programmes in use since 1920 and this would suggest it is extremely undated and not a reliable source to represent reading and writing development today, the Welsh Government and other sources are avid advocates for teaching phonetic knowledge to support fluency. The reading framework states that a crucial factor of learning to read and write fluently is early teaching of phonics (Department for Education, 2022, p.7). Phonetic knowledge allows children to decode unfamiliar words and comprehend what they read which is vital to become successful readers and writers (pp. 16-17). Conversely, due to the irregular phonological dynamic of the English language, some literature recommends that children should be taught to sight read to begin with and then gradually draw their attention to phonemes in words when a basic knowledge is acquired, (Whitehead, 2010, p. 139 : Huey quoted by Pound, 2008, p.19).

 As mentioned previously, School A has put reading and writing development at the heart of their curriculum, employing different approaches to support this development and raise standards and progress across the school. This has led to the decision to focus on exploring the methods put in place by School A, and how the pupils experience them, to hopefully fill the gap in literature on writing development. 

As mentioned previously, this research will be conducted through a case study approach. Stake (1995) defined a case study as the process of ‘learning about the case and the product of our learning, (p. 237).  There are three types of case study: evaluative, exploratory, and explanatory. Yin (2014, quoted by Yazan 2015, pp. 134-152), explains that exploratory case studies allow one to answer ‘how’ and ‘what’ questions, gaining an in-depth understanding of a social phenomenon. The research will be conducted as an explorative case study, in which the object (pedagogical approaches) will be explored through the lens of the subject (children in Year 2). This research strategy focuses on exploring and understanding a phenomenon within its natural context, (Yin, 1984, pg. 23, quoted by Zainal, 2007, p.2). It allows for an in-depth exploration of perspectives about a particular topic through a small sample detailed investigation, allowing the researcher to develop an understanding of a process or programme, (Simmons, 2009, p.21; Tight 2010, p. 337; Wholey et al. 1994, p. 163). There is a multitude of both, strengths and weaknesses of this qualitative research approach. Case studies provide rich qualitative data based in real life contexts and allows for an insight for further research or development. It allows the researcher to explore a topic in greater detail in comparison to other approaches to research as it is flexible, cost-effective and allows for data to be collected using a range of methods.  However, some limitations of case studies include researcher bias and insufficient sample sizes. The researcher’s perspective could influence how the study is conducted, causing bias and unreliable data as their beliefs may interfere with the objectives for analysis. In addition to this, the process can be time-consuming, and the outcomes may not be an accurate representation of the wider population due to the small sample size, (Dr. McLeod, 2019). Despite this, an exploratory case study will be conducted in the aim of creating opportunities for further research. 

This small-scale research project will explore the experiences of the following participants: Year 1 and 2 teachers, and 4 pupils in the Year 2 class. In order to ensure a representative sample, a group of learners have been selected, with the support of the class teacher. The participants have been selected from each ability group to provide a deeper insight and wider range of experiences. Each learner will experience the pedagogical approaches differently, therefore the decision to involve learners from each ability group will provide a more realistic representation of pupil perspectives.

The research methods were chosen with the intention of gathering both, qualitative and quantitative data. Qualitative data provides opportunities to explore and understand how people make sense of something and how they experience it, (Merriam, 2009, p.13). In this instance, qualitative data is essential as it will provide an insight of how the participants experience the pedagogical approaches. Aliaga and Gunderson (2000, quoted in NFER, 2013, p.1) describe quantitative data as a process that involves collecting numerical data that provides a statistical representation of something. This will provide the opportunity to explore the perceptions of practitioners through a representative sample. To gather both, qualitative and quantitative data, the following research methods were used: observations, questionnaires and focus groups. Each method had been carefully considered prior to conducting the research due to their extensive lists of both, strengths and limitations.  

There are two major types of observations, participant and non-participant. Kawulich (2012) explains that in participant observations, the observer is also the participant in the setting under study. Non-participant observation involves an outside perspective, observing without interacting with those under study. In this study, a non-participant role has been taken through an overt observation, in which the participants are aware that they are being observed. (pp. 2-3). Observations allow the researcher to access specific aspects of learning that may not be publicly visible. With regards to this case study, observation has provided the opportunity to observe experiences and engagement towards pedagogical principles that the public eye would not necessarily see first-hand (p. 6). Observing is not just overlooking something, but noticing in detail and paying conscious attention, (Cowie, 2009, p. 166). It enables the researcher to collect live data from natural settings and record non-verbal behaviours such as body expression that other research methods may not provide, (Cohen, et al, 2007, p. 396 : Bailey, 1994, pp. 245-246). Despite this, it can be argued that observations can be time consuming and that those being observed may alter behaviours in the presence of an observer (NFER, 2013, p, 15). However, this research method is a vital part of this case study as it can supply relevant context which acts as a baseline for the focus group interviews and other research methods.  The observation schedule (see Appendix B) was carefully designed to collect as much relevant data as possible during the observation. As stated in the schedule, the lesson lasted 40 minutes therefore the pupils were observed every 10 minutes against the Leuven Scale of Involvement. They were observed in the following parts of the lesson: the introduction, whole class description, and twice in their individual writing session. 

Another research method utilized were questionnaires. Questionnaires can be considered intrusive as the respondent is giving up time to answer questions that can be personal to them. It is crucial that the respondents understand that they have no obligation to completing them and that they are able to withdraw at any point, (Cohen et al, 2007, pp. 317-318). Questionnaires can be a highly effective research tool, if the appearance and layout is done correctly, ordering the questions in an appropriate manner, providing clear instructions and not overcomplicating questions, (p. 338). When creating the questionnaire, it was an aim to avoid asking leading and closed questions, however it was necessary to include some closed questions followed by more open-ended ones to provide additional details (See Appendix C). As suggested by Cohen et al (p. 343), a pilot questionnaire was sent out to other student teachers to receive feedback which allowed for appropriate alterations to be made. When considering the use of questionnaires as a research method, it is paramount to consider its weaknesses and limitations. NFER guidelines (2013, p. 15) reflect on the following limitations of this method which include: the possibility of receiving a lack of responses, participants misinterpreting questions, entries can be time-consuming to complete, and there is an inability to ask follow-up questions. These limitations are a risk; however the questionnaire has been constructed in a way that is not time consuming and has provided opportunities for respondents to expand on their ideas. The questionnaire was sent out in advance to ensure that they have time to complete it without any pressure. The questions have been piloted and improved to mitigate the chance of misinterpretation, however there is still a possibility of this impacting the research. Although some limitations may be inevitable, online questionnaires are convenient as it allows the researcher to reach a wide population of respondents that may be difficult to gather data from using other methods, (Allery, 2016, pp. 234-238). To strengthen this argument, the NFER guidelines (2013, p. 15) also highlight the factor that questionnaires provide an opportunity to gather views from a wide range of respondents. As the case study is focusing on pedagogical approaches teachers use, this method seemed useful as it enabled a larger sample of teachers’ views to be gathered and explored. Another benefit, underlined in the guidelines, is the fact that data can be anonymous and easily compared. This aspect is particularly appealing as respondents may be more inclined to participating in the research and answer more openly and honest. This method is useful when collecting quantitative data as the answers can be statistically analysed and used as a representative sample of a wider population. 

The final research method utilised are focus group interviews, (See Appendix D for the transcripts). When conducting interviews, literature suggests that listening skills, eye contact, types of questions and silences are vital, (University of Leicester, n.d, pp. 1-3). It is pertinent that the researcher maintains good listening skills throughout, showing a true interest in responses, encouraging participants to answer the questions. This suggests that disengaged interviewers will receive a lack in enthusiastic detailed responses as participants may be reluctant to openly share ideas. This source also demonstrates the use of open questions, allowing the participants to speak freely, contextualise their answers and avoid any prompting for further explanations. Focus groups can offer an insight into attitudes and experiences which are easily compared in a way that other methods cannot, by gathering a multiplicity of views at one time. Focus groups also provide the social setting in which participants can freely communicate and interact with each other, highlighting important areas and opposing views (Gibbs, 1997, p.2 : NFER 2013, p. 14). Although this method can be highly effective in qualitative research, some limitations should be considered. According to NFER guidelines (2013, p. 14), focus group interviews can limit the number of questions asked. This could be because the number of responses and interactions with others would impact the time. It is important that the interview is not time consuming, ensuring that the participants do not lose interest, asking a limited number of questions and providing a space for interaction. Morgan (1988, quoted by Gibbs 1997, pp.3-4) suggests that the researcher is impotent in terms of controlling the interview. Although they can ensure that the conversation remains focused and relevant throughout, the researcher must allow the participants to discuss ideas and thoughts together. This could impact the data as the participants may not be provided the opportunity to fully express and voice their views in comparison to one-to-one interviews. Another limitation is the long process of writing transcripts and analysing the data. However, with all limitations considered, this method can be successful in gathering information from a representative sample simultaneously and allow the researcher to ask probing questions, granting individuals to expand on their answers and provide meanings (University of Leicester, n.d, p.3). The questions were carefully considered to ensure that the pupils understand what they are being asked thus allowing them to answer accordingly.

In terms of ethical considerations, the British Educational Research Association (BERA. 2018) guidelines have been adhered to throughout the research process to ensure that the research is considered ethical, (see Appendix A). The participants were asked for their voluntary consent prior to any research being conducted to ensure that the participants are informed of what is involved in the study. As the participating learners are ages 6 and 7, they are not yet at the age of consent, it was crucial to ask the learners for their assent and consent from their parents to educational research, (pp. 9-10). The BERA guidelines highlight the importance of being transparent and honest with participants to ensure that the data collected is appropriate and to support the welfare of the researcher. Therefore the participants were made aware of the research and their involvement in the study, ensuring that they fully understand what they are participating in, (p. 16). They were made aware of their right to withdraw, (p. 18), and pupils used their thumbs to represent their feelings throughout. In addition, they understood that they would be audio recorded and could discontinue from the research at any time (as stated in the ethics form – Appendix A). Any anticipated risks were outlined prior to research and steps were taken to address and mitigate them as much as possible, (see Appendix A Section H). In terms of confidentiality and anonymity, the pupils understood that the audio recordings will be stored safely and deleted at the first opportunity, as stated in the ethics form. The participants understood that all names would be redacted and any details that may indicate their identity will also be concealed. This is to ensure that the guidelines of privacy and data storage are obeyed, avoiding any harm arising to the participants and researcher, (pp, 21-22). In this instance, the participants will be referred to as ‘Child 1’ and ‘Teacher 1’ etc.

It is understood that teacher-researcher positionality could have an impact on the pupils’ participation. Kirby (2020, pp. 811-828) explored consent and dissent in school contexts, to which the article highlights the common fear among children that they must oblige to what the teacher says. This indicates that teacher-researchers have a positionality in which pupils may give assent as they feel obliged, when truly they would rather not participate. Therefore, throughout the process it was made explicit that the pupils could withdraw at any time, and they would not be in trouble for doing so. As previously mentioned, the pupils were asked numerous times if they were happy to carry on and they used their thumbs to agree or disagree. 

To report data and analyse methods, the following processes were utilized. Qualitative data was coded through a thematic analysis approach and managed appropriately to allow for a comparable analysis of responses, (Braun and Clarke, 2006). This process was used to avoid researcher bias as the data could ‘speak for itself’, generating its own themes. Thematic analysis is a 6 staged process for analysing and reporting themes and ideas within data, (p. 79). The first stage consists of becoming familiar with the data, involving repeated reading, and searching for meanings. The second and third stage involve generating initial codes and searching for themes within the data. The fourth and fifth stages review these themes and allows the research to define and name them. The sixth and final stage involves a final analysis and producing a write-up to explain the data, (pp. 87 – 93). This method allowed for an immersive understanding of the qualitative data collected and provided opportunities to compare.

To report and present quantitative data, visual representations were created to allow for a clearer and easier understanding. Bar graphs and pie charts provide a coherent illustration of results, condensing statistics effectively to communicate findings, (U.S. Department of Health and Human Services). These representations were utilized to represent statistical data from the questionnaire, demonstrating the responses which has allowed for a comparable analysis. With regards to the credibility of the data itself, as the pupils involved are active participants within the context it was essential to allow their responses to determine the results, avoiding any bias or assumptions about the topic explored, ensuring research dependability and confirmability. The pupils were debriefed prior to the interview to ensure that they fully understood what is being explored, which allowed them to provide rich data about the topic, corroborating transferability, (Bloomberg and Volpe, 2019). 

Through the processes carried out to report data as previously mentioned, key themes arose from both, the focus group interview and questionnaire. The primal finding is that the teachers use many different pedagogical approaches to support the development of writing in Foundation Learning classes. School A uses a whole school approach to support the development of reading and writing skills, through 2 schemes; Pie Cobett’s ‘Talk for Writing’ and Ruth Miskin’s ‘Read Write Inc’ scheme. All respondents of the questionnaire recognised the importance of developing writing skills, in which Teacher 1 and 2 described it as an essential lifelong skill, recognising the importance of laying foundations early on to develop later learning, (see Appendix E). Question 5, (see Appendix F) asked if they use Talk for Writing in their class, to which 100% of respondents answered ‘yes’. The teachers were asked why they use it, to which the common theme is that when it is used correctly it can be highly effective. Teacher 2 described talk as ‘vital at all parts of a young writer’s process’, recognising the importance of collaborative talk to generate ideas, suggesting that learning occurs through social interaction which is favoured by many. Mercer and Littleton (2007, quoted by Knight, 2020, p. 2), explains that cultural and social interactions mediate cognitive development and learning, indicating that talk can be used effectively to develop ideas and understanding. As shown in appendix G, the main themes surrounding the pupils’ experiences of Talk for Writing were enjoyment and confidence. When asked if they enjoyed the sessions, each pupil responded enthusiastically. The responses to question 2 highlight their understanding as to why they do ‘Talk for Writing’. Similar to the teachers’ responses, the pupils recognised the fact that it supports them in their writing and will be beneficial to them in the future. The pupils’ responses to this question included ‘it helps us learn… and know how to write stories’, and it allows them to ‘write and read’, which supports the literature that suggests talk allows children to explore and understand language patterns and exploring texts within group contexts can support knowledge and development in reading and writing, (Corbett, 2011, pp. 1-3 : Dudgeon, 1998, pp. 1-8 : Corden, 2000, p. 70).

To gain a deeper insight into the pupils’ experiences, they were asked to share their feelings about creating actions as a whole group to retell the story. When thinking about their emotions towards sharing ideas with the whole class, the pupils described mixed emotions, (see Appendix H). Child 2 explained that they feel nervous ‘if Miss picks me to do it in front of the class and I do something wrong… it’s not good’, indicating that ‘cold calling’ may not be an effective inclusive strategy. During wider reader, a case study revealed that 59.6% of students reported that cold calling increased their anxiety due to the fear of judgement and negative evaluation by others, (Cooper et al. 2018, p. 13). This suggests that cold calling in collaborative group discussions may not be beneficial in terms of its impact on pupil self-esteem and motivation. Contrary to this, Dallimore et al (2005, p. 24) recognised the reluctance of teachers using cold-calling in the fear that students will feel victimised and humiliated, however their research suggests that cold-calling does not have an impact on their comfort in participating and it is dependent on the learning climate itself, (Dallimore et al, 2006).

Another key finding is that pupils have different experiences of the Read Write Inc (RWI) scheme used in the school (see Appendix I). The majority of responses were that they do enjoy the process, however child 3 explained that they ‘have to do the same thing everyday’, implying that the scheme is repetitive and boring. Although literature suggests that acquiring phonetic knowledge is beneficial to understanding the English language, and RWI claims to teach phonics in an ‘interesting way’, (University of Gloucestershire, 2017, p. 18) perhaps this has not quite been achieved. Although the focus group consisted of a small sample of pupils and may not be an accurate representation of all, the opinion of child 3 proposes the idea that other pupils may experience the scheme in a similar manner. Therefore, perhaps a variety of methods can be used to make the sessions more interesting and enjoyable for the pupils.

To conclude the findings, the majority of the pupils have positive experiences with the pedagogical approaches used. In terms of developing an intervention to further support writing development, I do not think this is necessary. As mentioned in the observation schedule, (see Appendix B), the pupils’ books demonstrate the impact of the pedagogical approaches already in use. The pupils have improved tremendously in comparison to the work produced prior to the use of the schemes, which suggests that they are in fact worthwhile. However, research suggests that improved self-esteem and motivation can raise academic standards and success, (Fleetham, 2006, p. 7). Although the pupils demonstrated an overall positive experience, some pupils described emotions of low self-esteem. Therefore, a recommendation of some alterations towards approaches may be beneficial to ensure that the pupils are enthusiastic towards learning, encouraging pupil motivation and self-esteem which may support pupils raise standards in their writing development.

In terms of the reliability of the methods utilized for collecting data, the use of questionnaires may not be considered a reliable method. Although it was sent to the practitioners in advance, asking for voluntary completion by a deadline, the lack of responses made it difficult to analyse the data. Due to this, the findings cannot be used as a representation for the wider population of teachers, meaning that the validity of the data has been impacted. In terms of focus group interviews, this research method was effective in collecting data as the group dynamic allowed pupils to speak more freely and express their feelings. Therefore, I think that the data collected from the focus group interview is valid and can be generalised to represent a wider population of pupils. In saying this, some pupils struggled to understand the meaning of some questions asked, therefore it is critical to consider the questions from the pupils’ perspective to ensure that misinterpretations are avoided. Additionally, due to my positionality, I struggled to avoid supporting the pupils in their answers and help them explain things. The observation allowed for a clear insight into pupil experiences and provided a context for the focus group. It also created an opportunity to view pupil participation, allowing one to observe body language and expression towards the experience, in a way that interviews cannot. 

With regard to this case study informing future research, I would like to explore the impact of cross-curricular themes in learning, using different research methods that may be considered more valid and credible. This study will be taken forward as I can explore how these pedagogical approaches translate into other areas of learning. In terms of the QTS standards (2022-2023), exploiting subject disciplines in areas of learning are part of the ‘Pedagogy: Advancing’ strand, in which the research study has provided a deeper understanding of pedagogies and disciplines which can inform practice and support achieving this standard.
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