ECAD6007C		2204404
A critical evaluation and the identification of next teaching and learning steps focussing on a case study of an individual learner or group of learners, based on an observed critical incident.

1. Introduction
This assignment will critically reflect upon a critical incident through identifying key areas of interest within the literature review, followed by an evaluation including the next steps in teaching. The Professional Standards for Teaching and Leadership states that “ongoing critical reflection and learning of the teacher and is developmental in prompting further professional growth.” (Welsh Government, 2019 p. N/A). Therefore, an understanding of critical reflection is detrimental for teachers training in Wales with the New Curriculum. 
Historically a ‘critical incident’ was seen as a marked occasion or event that had a significant impact on a person, group of people or society (Tripp, 2012). However, ‘critical incidents’ as we know today within education, are those which may occur regularly or as a singular incident. They may not initially show a significant impact but once analysed deeper they may show broader impacts on pedagogy (Tripp, 2012). Tripp (2012, p. 25), indicates that “incidents tend to be ‘typical’ rather than ‘critical’ at first sight, but are rendered critical through analysis”. A ‘critical incident’ may only occur once in practice, but this doesn’t mean it should be disregarded. Cohen, Manion and Morrison (2018, p. 551) state that “One only has to commit a single murder to be branded a murderer!” and that insight into one incident can reveal a great deal about a situation, person, or group of people. 
Throughout this assignment references to the New Curriculum for Wales will be made with refence to Donaldson’s Four Purposes as stated in his successful futures document (Donaldson, 2015). The assignment will firstly describe what critical reflection is and its purposes, it will then move on to discuss a brief overview of the observations made during a two-day bridging experience in a Welsh Medium primary school, with close regard to BERA (2018) guidelines of anonymity. There will also be a clear reference to literature especially in relation to ‘Inclusion’ and ‘Differentiation’ in the literature review. This will then be followed by an evaluation of the critical incident which will involve discussing the next steps.
2. The role of Critical reflection 
Critical reflection considers isolated or multiple inter-relatable critical incidents and allows practitioners to reflect on and adapt pedagogy and practice as a result. There are different methods and theories used to be critically reflective in practice such as by using Schon’s, Kolb’s and Gibbs ideas on reflection (Zwozdiak-Myers, 2012).  
However, for critical reflection to work the teachers and school leaders themselves must become critically reflective practitioners (Hattie, 2012). Hattie (2012) argues that you cannot expect pupils to be critically reflective of their own work and progress if the teachers themselves do not model this behaviour. Teachers need to not only evaluate whether the intended outcomes have been successfully met, but also how effective those outcomes were for those individual pupils. They also need to justify their actions on why they responded in a certain way and whether their response justified the means (Zwozdiak-Myers, 2012). Petty (2006, cited in Grigg, 2010) also explains that despite teachers being aware of many useful strategies, they need to focus on what strategies will work best and why. Therefore, teachers need to be critical of what strategies they use in the classroom. 
Zwozdiak-Myers (2012) argues that self-reflection is also a key component to empowering student teachers to become critical practitioners, and teacher education should therefore consider this. Additionally, if student teachers are given appropriate feedback and guidance on being critically reflective, they will inevitably become effective reflective practitioners (Beavers, Orange and Kirkwood, 2017 cited in Markkanen, Valimaki, Anttila & Kuuskorpi, 2020). Estyn (2014) pointed out that many staff members observed did not regularly reflect on their practice or welcome feedback from others. 
Bandura (1997, cited in Zwozdiak-Myers, 2012) views self-reflection as a capability unique to humans, whereby individuals can self-reflect and consequently change their own behaviour and way of thinking. Markkanen et al (2020) argue that reflective practitioners effectively manage the classroom environment through purposeful reflections and critical thinking. They discuss how students need empathetic and reflective responses from teachers rather than punitive consequences from actions. Grigg (2010) state that effective critical reflection comes from those who are forward thinkers, who continuously find methods to improve their teaching whether that be by consulting other teachers or through further reading and research. 

3. Observation (School & Class context)
BERA (2011) stated, that the methods used for any research should be appropriate for its purpose. In this assignment the purpose was to observe a critical incident or more than one critical incident within a classroom setting. Therefore, the appropriate method for this research was the use of observations and field notes. Bodgan and Binklen (1992 cited in Cohen, Manion and Morrison, 2018) argue that observations are used to help formulate research questions. Markkanen et al (2020) state that a diaries or field notes are the most regularly used tools when observing.
The observations and field notes of this study were conducted in a Welsh Medium Primary school. When considering these observations, field notes and the writing of this assignment it was important to recognise that BERA (2018) states that all participants and institutions have a right to anonymity. Therefore, the name of the school, staff or any pupils will not be disclosed during this assignment. Pole and Lampard (2002) express the use of appropriate pseudonyms. These will be used to ensure that no identities or institutions are unveiled such as ‘pupil A’, ‘pupil B’ and ‘school A’
The Welsh medium primary school observed during a 2-day observation period had approximately 400 pupils aged 3-11 (SchoolGuide, 2022). This is quite a large Welsh primary with 16 classes, meaning that each year group takes up 2 classrooms. According to SchoolGuide (2022), 12.8% of pupils are eligible for Free School Meals in comparison with the 18% reported by Estyn in 2017 (Estyn, 2017). 
The year group observed was Year 2. This included two inter-related classes next door to each other with 20 in Class A and 18 in Class B. The classroom I was allocated to was Class A, however both classes and class teachers regularly collaborate and do tasks with the pupils in both classes. Their ‘ability groups’ are a mixture of pupils from both Class A and Class B. There were 2 pupils with IEP’s one with a physical impairment and another with Autism Spectrum Disorder (ASD). There were also 2 pupils with undiagnosed Additional Learning Needs. 

4. Critical incident 
The critical incident observed was an amalgamation of the information presented in Appendix 1 and 3 relating to ‘Child A’. The critical incident being that the classroom environment provided many barriers to this child’s learning. Child A is a child with a form of ‘Hereditary Spastic Paraplegia’ which is a physical disability that affects the ligaments and muscles in the child’s legs (NHS, 2019). Appendix 1 describes an incident where Child A was very disengaged during ‘carpet time’ when the teachers were providing the pupils with the daily schedule. Child A remained disengaged in Appendix 1 until Teacher A initiated a class reading activity where they all needed to act as the ‘Gruffalo’ every time the teacher read the word ‘Gruffalo’ from the book. Child A was very engaged in the activity to the detriment of their own physical energy as they pushed themselves to ‘keep up’ with the rest of the pupils. Appendix 3 shows examples of where Child A was unable to access the ‘darpariaeth parhaus’ activities and a teacher led task due to their physical disability. 
In Appendix 1 the activity was an interactive activity that was used to support language and reading skills. It was also an activity that can be linked to the ‘Health and Wellbeing’ ‘Area of Learning and Experience’ (AoLE) as the teachers used physical activities and movement to make stories memorable. In the statement of what matters It states that “Developing physical health and well-being has lifelong benefits” (Hwb, 2022, p N/A). It also has links with the ‘Expressive Arts’ as it allowed pupils to act out and express how they thought the ‘Gruffalo’ would look, sound and act.  The New Curriculum for Wales supports cross-curricular/cross-disiplinary planning for lessons and activities (Hwb, 2021) which was evident within this classroom activity. There is also clear links with the Four Purposes (Donaldson, 2015). Donaldson (2016) and Gately (2020 cited in Knight and Crick, 2022, p. 262): 
“the curriculum should be designed to help al children and young people to become (i) ambitious capable learners, ready to learn throughout their lives (ii)enterprising, creative contributors, ready to play a full part in life and work (iii) ethical, informed citizens of Wales and the world and (iv) healthy confident individuals, ready to lead fulfilling lives as values members of society”
The overarching purpose that was observed with Child A in both Appendix 1 and Appendix 3 was being a “healthy, confident individuals, ready to lead fulfilling lives as values members of society” (Donaldson, 2015) . This was seen in the way that they were clearly showing that they had built “their mental and emotional well-being by developing confidence, resilience and empathy” as they were an active and confident member of the class. They showed high levels of resilience by their sustained efforts to take part in the activity in Appendix 1. They also showed “the confidence to participate in performance; face and overcome challenge” (Welsh Government, 2015, p. 1). However, it was clear that they couldn’t “take measured decisions about lifestyle and manage risk” (Welsh Government, 2015, p. 1) as they overexerted themselves and were showing stubbornness and unwellness to stop even when it was clear their body was overworked. In Appendix 3 it was also clear that Child A was unable to be an independent learner as they required additional help to access the materials, resources and the environment to complete tasks. They also showed a lack of ‘resilience’ and ‘confidence’ when they were complaining they were feeling unwell when they found the activity difficult to access, rather than explaining the situation and asking for help.
5. Literature review
The critical incidents observed in Appendix 1 and 3, raised questions regarding inclusive pedagogies, inclusive classroom environments and differentiation. All of these will be discussed within this literature review. 
5.1 Inclusion and Additional learning needs (ALN)
To fully understand the issues pertaining to inclusion within mainstream school settings, we first need to consider what ‘inclusion’ and ‘inclusive practice’ really is. Runswick-Cole (2011) believed that due to individual beliefs on what inclusion is, there is no one size fits all definition. The 1978 Warnock report introduced the notion of inclusion/integration by beginning to gently remove some of the barriers pupils with Special Educational Needs (SEN) had in relation to accessing general education (Wearmouth, 2012). However, the 1981 Education act saw the implementation of more inclusive practices within mainstream education (Smith, 2018). Hodkinson (2016) pointed out that pupils with any Special Educational needs should be included emotionally, socially and culturally in education not just physically in the same environment. 

Welsh Government (2016, p. 2) state that “inclusion is a process by which schools, local authorities and others develop their cultures, policies and practices to include all children and young people” where each pupil in relation to their needs can “access common opportunities”. This places “the onus on schools to adapt their organisation and their ways of responding to both meet the needs and value the development of all children and young people in all areas of school life.” (Welsh Government, 2016, p. 2). However, this should not come at the expense of effectively educating the other students in the environment (Welsh Government, 2016)

Inclusion comprises of making sure the needs of all pupils are met, whether they are ‘neurotypical’, ‘neurodiverse’ or disabled. Smith (2018, p. 150) state that there are four main categories of SEND now known as ALN. These are “cognition and learning needs; behaviour, emotional and social development needs; communication and interactions needs, and finally sensory/or physical needs”. 

5.1.1 Inclusion and classroom environment: 

The social model of disability is at the forefront of inclusive education, which aims to remove any barriers that may affect how people with ALN are accepted into society (Howard, Burton & Levermore, 2020).  One barrier to inclusive education within mainstream education is the classroom environment (Knight & Crick, 2022). The need for all children to be educated in diverse and inclusive classrooms is embedded in New Curriculum which states the importance of building “ethical, informed citizens of Wales and the wider world” (Welsh Government, 2015).  This is especially important when there are 422,300, 16 to 64 year olds in Wales with some form of disability (Welsh Government, 2022a), and in 2021 19.5% of all pupils in maintained schools had some form of ALN (Welsh Government, 2021a). Approximately 7% of all pupils with ALN have a form of physical or medical difficulty. The New Curriculum for Wales and the ALN code of practice now acknowledges and has created a new system to support children and young people ages 0 to 25 with ALN (Knight & Crick, 2022; Welsh Government, 2021b). 

Armstrong (2012) mentioned that pupils with ALN should be placed in an unrestrictive environment. Bronfenbrenner (1975, cited in Besio, Bulgarelli, & Stancheva-Popkostadinova, 2016) shows the importance of appropriately structured environments that correlate to the cognitive development of the children. Conversely Brodin (2005 cited in Besio, Bulgarelli, & Stancheva-Popkostadinova, 2016) believes it is the activities and objects in the classroom themselves that should provide the differentiation to support their development and motivation. 
The Welsh government (2022b) ‘Implementation and Practical Consideration’ document provides guidance on ‘effective environments’, which states that the classroom environment doesn’t just mean the indoor environment but also the outdoor environment. This is promoted in the Professional Teaching standards (Welsh Government, 2019) with its notion of ‘blended learning’ and the use of all areas within and outside of the school for learning,. Welsh Government (2022b) state that the learning environment also encompasses the ‘emotional climate’ of the classroom and the way diversity is celebrated. It should promote communication skills, emotional wellbeing, motor skills and provide opportunities for scaffolding by providing appropriate challenge and inspiring them to engage in self-motivated learning.  Hattie (2012) agrees with this but states that to create such environments that are also inclusive, teachers need to be aware of effective pedagogy and what will or won’t work for their learners. They also need to ensure that the classroom environment is a place where there’s an awareness of disabilities and allows pupils to identify their own strengths and weaknesses (Jones, 2006). 
As for the physical environment itself Bucholz and Sheffler (2009) mention that arranging the classroom is one of the first things teachers do at the beginning of each school year such as table arrangements. They also mention how the physical environment can have a significant impact on pupils and the ownership they feel over their class. Therefore, the class needs to be appropriately organised to reflect the pupils in it at the beginning of the year (Fox, 2003). Burgstahler (2008) argues that pupils should be able to easily manoeuvre their environment and have access to all the materials they need. If pupils cannot do this the schools have a responsibility to make appropriate adaptations such as the addition of ramps or handrails (Fox, 2003). In chapter 11 of Glazzard, Netherwood, Hughes, Neve and Stokoe (2019) they list several effective strategies regarding many different ALN’s such as:
· displays with clear fonts and the use of appropriate background colours for pupils with Dyslexia, 
· visual timetables and low arousal display in classrooms with pupils with ASD
· visual class rules on display for those with ASD and Social, emotional and mental health needs 
· use of fonts and font sizes as well as contrasting and clear displays for those with visual impairments. 
· Seating plans that help those with visual or hearing impairments. 
It is clear there are many classroom environment strategies that can be used to facilitate those with ALN. It is up to the teachers to find those that work for the individual pupils in their classrooms. Alston and Sobel (2021, p. 42) argue that when looking at the classroom environment “we need to balance the often conflicting demands of the curriculum, school policy, the needs of the children and the physical limits of the room”. Such as the need for ‘working walls’ and displays as they are difficult to manage in an inclusive setting to allow all pupils to have physical access to them. Alston and Sobel (2021) argue that as sometimes ‘less is more’ and the clarity of information displayed is more important than how it looks.  
5.1.2 Differentiation:
Alston and Sobel (2021) argue that inclusion does not mean equality nor does differentiation. Equality as defined in the Cambridge dictionary is “the right of different groups of people to have a similar social position and receive the same treatment” whereas equity is defined as “the situation in which everyone is treated fairly according to their needs and no group of people is given special treatment” (Cambridge University Press, 2022, p. N/A). Differentiation is the process where the equity of students is considered not their equality. According to Alston and Sobel (2021, p. 87) providing a mixed-ability class with the exact same tasks and resources would be “pedagogic failure”. Bailey (2010) asserts that you can make sure pupils are equally provided with what they personally need to build upon their capabilities, but this would still be different for each pupil. Swift (2001, cited in Bailey, 2010, p. 115): 
“what matters is not that people have equals shares of good things. Nor is it even that people have equal opportunity (or access to) good things. What matters, if we think about it, is that everybody has enough or that those who have least have as much as possible, or that people who most need things take priority.”
Glazzard et al (2019) argue that inclusive teachers are never fixed to certain pedagogies and philosophies of teaching, instead they are always adapting themselves to suit the ever-changing needs of each pupil in the class. They can do this by differentiating tasks. This ensures pupil engagement through continuous professional development and reflection. 
Ofsted are moving away from the wording ‘differentiation’ and beginning to use ‘adaptive teaching’ instead. They relate to the methods used by teachers to ‘adapt teaching’ to ensure that all learners meet the learning intentions no matter what their abilities are by doing things such as: breaking down tasks into smaller more achievable steps; giving varied levels of adult support (teachers and classroom assistants); using simplified concise language and effective questioning strategies (NASBTT, 2020). ‘Differentiation’ allows teacher to consider that pupils don’t begin in the same place and to plan accordingly in order to adapt a student-centred approach to learning (Sousa & Tomlinson, 2018). It also has links to Vygostky’s ideas of the ‘zone of proximal development’ where he believed that pupils learn when they are met with challenges appropriate to their knowledge and development (Maynard and Thomas, 2009; Sousa & Tomlinson, 2018).
Knight and Crick (2022) argue that an inclusive Welsh Curriculum allows all pupils to develop within the four purposes, where all pupils are given opportunities to progress in a way that’s suitable for their aptitude, age and ability and considers any ALN the pupils may have. This essentially encompasses the ideology behind differentiating within classrooms. The Curriculum for Wales focusses on progression steps which allows for teachers to differentiate tasks in conjunction with what stage the individual learner is at. Progression steps in Wales range from step 1 to 5 (Welsh Government, 2021c). However, the onus on delivering a diverse and inclusive curriculum is now placed upon schools, which could lead to incontinences in inclusive pedagogy. Despite this in Ofsted’s School inspection handbook its noted that they will look closely at inclusive practices within schools and see if the school’s curriculum is effective in meeting the needs of all pupils with ALN. They also focus on ensuring that teachers adapt their teaching methods to suit the needs of the classes too (Ofsted, 2022)

6. Reflection/evaluation and next steps
When looking at the critical incident in Appendix 1, Schon’s (1987) ‘reflection in action’, was clearly observed in practice. ‘Reflection in action’ refers to making on the spot decisions to respond to a scenario that arises (Zwozdiak-Myers, 2012). Tickle (2000, cited in Zwozdiak-Myers, 2012) caution the use of ‘reflection in action’ as you’re unable to foresee the effects of your response and it’s likely that you’ve missed out key information that could’ve helped inform your judgement. Teacher A was seen reflecting in action when they decided to get everyone to stand up rather than sit down during the story, which resulted in higher levels of pupil participation. The teacher then saw that Child A might have difficulties and instantly tried to resolve it by giving that child further instructions, which was to sit down on their walking frame instead. However, due to the whole class being engaged in the pre-proposed activity of standing and acting this essentially contradicted the second reflection made, as Child A didn’t want to feel left out. However, this is not seen as a negative, as Child A showed enjoyment in the activity and therefore had a sense of positive wellbeing. It also showed that Teacher A is a capable teacher who was able to think intuitively and try and remove the barriers as soon ad they saw them (Zwozdiak-Myers, 2012). Schon’s second form of reflection is “reflection on action” where you reflect after an incident has happened by using reflective strategies and former research to inform your ways forward. 
Approximately 20% of all pupils in mainstream schools have some form of ALN therefore I believe its important to have a broad knowledge of ALN and the ways to implement inclusive practices to suit pupils. In a class of 30 pupils this would mean that at least 6 pupils would have an ALN. In relation to Child A it was clear that the classroom was set out and well thought of by teachers A and B in both Class A and B. It allowed the child to manoeuvre around the class effectively with some minor barriers. However, the main obstacles were those imposed by the building itself such as steep ramps, steps to get in and out of the class and heavy doors which are used for fire purposes. I also acknowledge that it is impossible for educators to have thorough knowledge of all ALN’s that pupils could possibly have in their classrooms and all the strategies to support these pupils. I do believe that it is a teacher’s responsibility to research into any ALN that they have in their classrooms and undertake any training they need to help further their understanding. Pedagogy is the overreaching component in the Teaching standards and ensuring the pedagogy suits the pupils in a class is imperative to support pupil achievement. 
Conversely to Besio, Bulgarelli, & Stancheva-Popkostadinova (2016) beliefs noted in the literature review, the Child A was not limited in their willingness to participate in all classroom activities, however their physical capabilities itself was the barrier. Child A showed substantial motivation to participate to the detriment of their energy levels. They overly exerted themselves to have an active part in the activity with their peers. This would also be something to consider when educating those with physical impairments as the need to participate may in fact be a barrier. It could mean that one overexerting activity in the morning such as the one shown in Appendix 1, could impact their energy levels and participation levels for the rest of the day/session. Which could effectively impact their education. However, Besio, Bulgarelli, & Stancheva-Popkostadinova (2016) point out that many researchers such as Pavlov have indicated the importance of physical activities and play on the development of the brain. They regard an individuals relationship with the physical world as being imperative in developing relationships, logical thinking and so on. Consequently, children with physical impairments therefore may have limited development in these areas, resulting in lower self-efficacy and self-esteem. Additionally, they mention the correlation between motor impairments and neurological disabilities and the child’s willingness to participate. 

7. Conclusion
This assignment focussed on one critical incident regarding a Child A who has ‘Hereditary Spastic Paraplegia’. The critical incident allowed for further investigation into literature regarding inclusion, inclusive practices and differentiation using literature. It also resulted in further research into the Curriculum for Wales, its four purposes and its AOLE’s. There were also clear links to the Profession Teaching standards.
It is clear from the literature review that it is important to ensure that not only should the classroom environment be appropriately organised for all pupils of all needs. But appropriate and achievable learning objectives should be made for all pupils, to ensure positive pupil outcomes and achievement (Glazzard et al, 2019). Dweck (2006) state that teachers need a growth mindset to create an effective supportive teaching environment for all learners. They need to ensure that the environment suits all pupils needs in the class whatever their ALN may be. 
It has been clear from reflecting on the critical incidents observed in a Welsh medium primary school that teachers and trainee teachers are always learning and always adapting their pedagogy to suit the class and the needs of the pupil. It was also apparent that there is a grave need for practitioners to be reflective in order to ensure that all learning objectives are met by all pupils (Hattie, 2012). 
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