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Title: A critical evaluation and the identification of next teaching and learning steps focusing on a case study of an individual learner or a group of learners, based on an observed critical incident. 
Introduction
This essay will focus on the social inclusion of pupils with additional learning needs (ALN) in the inclusive mainstream school. I will ask whether inclusive pedagogy for learning is, by itself, enough to ensure good outcomes and discuss the role and importance of friendships and peer inclusion for a child with ALN. The question arose based on an observed critical incident with an ALN pupil being excluded or self-excluding himself from group work doing a physical education session. A critical incident is described by Tripp (2012) as something that is made critical by the practitioner’s interpretation of what happened. This means that any situation within the learning environment can be considered critical simply by the way in which practitioner’s critically reflect upon it. 

The role of critical reflection
Critical reflection allows the practitioner to reflect on their own practice in a way that is informed by research. There are several reflective models that a teacher may use and each of these gives a frame by which they can view their own practice. The teacher can then use their reflections to help build the self-awareness, values, and attitudes that they need to perform their role effectively. 
The impending implementation of the new Curriculum for Wales (2021) requires teachers that do more than pass on knowledge to passive learners. The Donaldson report Successful Futures (2015) aims to enable ‘ambitious and capable learners’(p.29, 2015). In order to allow learners to reach these goals teachers need to change the way they engage with and reflect on their own practice. Considering the Donaldson review Furlong (2015) proposed changes to initial teacher education in Wales that are intended to help teachers reach the goals of the new curriculum. In his report entitled ‘Teaching Tomorrows Teachers’, Furlong suggested a complete overhaul of the professional teaching standards and those standards rolled out in 2017 for new teachers. The standards have five key areas for development, pedagogy, collaboration, professional learning, innovation, and leadership (Furlong, 2015 p12). For the student teacher to achieve these standards it is important that they can engage in critical reflection and make it a part of their growing practice. Donaldson argued that teachers need to ‘understand the why and how of teaching as well as the what’ (Donaldson, 2015, p58). Critical reflection using established evidence-based models can help teachers achieve that goal. Lucas (1991)  defines critical reflection as ‘systematic enquiry to improve and deepen our understanding of practice’ (Bassot, 2016, p1) meaning that in order to be truly reflective we must engage with deep thinking in a structured way. Dewey (1933) stipulates that, to engage effectively with critical reflection one must hold three attributes (Zwozdiak – Myers, 2012). These he lists as, open mindedness, responsibility, and wholeheartedness.  Open mindedness he defines as the teacher being willing to learn and be receptive of new ideas. Responsibility sees the teacher take responsibility for their own learning and professional development and wholeheartedness whereby the teacher has enthusiasm and is committed to the role. Using these attitudes, one could approach any of the other critical models that allow for reflection. Kolb’s (1984) experiential learning cycle may be used to reflect on a lesson to improve practice. Kolb’s cycle has four stages, the concrete stage – where the practitioner would experience something, such as a lesson not going well, the practitioner would then engage with the next stage of reflective observation asking themselves what occurred and then analyse that occurrence. (Aubrey & Riley, 2015) This then leads to abstract conceptualisation whereby previous experience would meet new experience and research and thus inform the next stage of the cycle, active experimentation where we apply this knowledge to a new situation. 
By using these models of critical reflection on a regular basis the teacher can prevent becoming stagnant in their practice, as Johns (2004) states critical reflection is the ‘antidote to complacency habit and blindness’(2004, p2) and thus allows the teacher to move forward and help learner reach the four purposes of the new curriculum. 
The school context
In order to follow ethics guidelines, set out by BERA the name of the school will be redacted.
The school is a single-entry form school with an average of 25 pupils per class. It is situated in the local authority of the vale of Glamorgan in the heart of a low socioeconomic community. As such the free school meal (FSM) uptake is 62% which is above the national average of 19% (Estyn, 2017). There is a low percentage of additional learning needs (ALN) pupils at 15% which is lower than the national average of 21%. Most pupils are from a white, welsh background although very few speak welsh at home (2017). The school adopts an inclusive universal provision that aims to include all learners through methods such as ‘collaborative group work, individual and small group interventions and appropriate and reasonable adjustments. The school also has many adapted ‘sensory’ and ‘safe’ rooms. The school previously received an unsuccessful outcome in a 2013 Estyn inspection and was earmarked for closure. However, after a successful campaign from the local community was kept open and received an overall ‘good’ Estyn report in 2017 with the schools care, support and guidance scheme being rated excellent. The school is heavily involved in the local community regularly hosting a ‘pay what you can’ shop and hosting many parent events. 


The Critical Incident 
This observation concentrates on a year six class at the above primary school. The pupil observed (Pupil A) had a number of additional learning needs (ALN) mostly of the social emotional and behavioural type (SEBD), this was advised to the observer by the class learning support officer (LSO) who was leading the observed session. This observation can be related to two areas of the four purposes for education as set out by Donaldson (2017). One of them being ‘Enterprising, creative contributors who lead and play different roles in teams effectively and responsibly and are ready to take full part in life and work’(Donaldson, 2017, p29). And the other being ‘Healthy, confident individuals who take part in physical activity and have the confidence to participate in performance, face and overcome challenge’ (Donaldson, 2017, p29)
Pupil A was unable to meet these aspects of the four purposes. He was previously described as having ALN. SEBD pupils are defined as being withdrawn and having difficulties listening to others and joining in in groups(Howard et al, 2017) This creates difficulties in making and maintaining friendships, the barriers that face this pupil are evident in the description and these place a huge barrier to them meeting the four purposes of education. 
 This observation took place during a morning Physical Education (PE) session. The class teacher was on PPA and the session was being run by two experienced Learning support officers (LSO). Prior to my observation it was noted that Pupil A had, at first, refused to go outside to do PE and had been given the choice of the ‘Chill out room or PE’. It was a rainy windy morning and Pupil A did not want to go outside. At first, he stayed in the classroom, but later joined the group on the sports area of the school. There was a lot of noise around the Multi-use Games Area (MUGA) at the time as the grass was being cut and all the children were very excitable. The class had previously been practicing hockey skills individually before moving into groups and being given a rugby ball to practice passing. 
The pupils were asked to form a circle with their group. Pupil A refused to join the team he was assigned to stating, ‘I’m not being on her team’ (Pupil B). The LSO leading the game asked child A to join in. He refused with ‘no, I’m not playing with her’. The LSO then continued with the game letting Pupil A watch from outside the ‘circle’. Pupil A continued to watch the game and pace back and forth. The LSO started using an excited tone of voice and asked Pupil A if he would like to join in now. Pupil A refused at which point Pupil B called out ‘stop being a baby (pupil A), you’re such a baby’. Pupil B was gently reprimanded with ‘concentrate on passing please (Pupil B)’. The LSO continued to use an excited tone of voice while playing the game with the rest of the group. This led to more pacing from Pupil A. He appeared to become upset. He was left alone to regulate his emotions and then stood in the corner of the MUGA with his back to the class until the activity was changed.
 Literature review 
Lev Vygotsky put forward his social learning theory which suggests that development occurs through social relations. According to Vygotsky collaboration and communication between peers can be a ‘bridge’ linking lower order thinking and higher order thinking (Gray & MacBain 2015, p73). Similarly, Piaget says that collaborating with peers ‘enriches the child’s communication skills and fosters intellectual development’. For children with an ALN then, social inclusion is an important contributing factor to their ongoing cognitive and social development. However according to Schwab (2019) children with an ALN have significantly less friendships and fewer social interactions than their non ALN peers. Schwab (2015) found that students with ALN in the Netherlands had fewer friendships than those without an ALN they also felt that they were less socially accepted and had a negative view of their social integration. Worryingly this study found that ‘students with SEN are at high risk of low social participation’.(Schwab, 2015, p78) Roeyers (1995, cited in Theodorou & Nind, 2010) points out that ‘friends make better teachers in play than adults do’(2010, p8) With this in mind, the teacher must find and deliver the pedagogy that allows all children to reach their potential both within and outside of the classroom.
Findings point to many ALN children facing exclusion and rejection when they try and interact with their non ALN peers and this especially applies to children with a Social, emotional, or behavioural disorder (SEBD) (Schwab, 2019). Children with ALN and most especially SEBD are more likely to react to conflict with physical and verbal aggression resulting in poor relationships with their peers. (Thompson and Morris cited in Schwab,2015) Children with SEBD desperately need to engage in social interactions with their peers in order to learn the social skills that they lack and so that peers can scaffold acceptable social behaviour for them. For children with a SEBD there is a clear barrier to them accessing social learning and simply being included in a mainstream classroom is not enough to tackle the many issues that come with having a SEBD. Teachers need to find ways to support the inclusion of the child with ALN within groups of their peers. 
Florian and Black-Hawkins (2011) state that ‘students who have been identified as having (ALN) are especially vulnerable to exclusion from culture, curriculum and community of mainstream school’ (2011, p826). Although academic differentiation can aid the ALN pupil’s learning progression, it does not facilitate their acceptance and integration into the society of the classroom.
Florian and Black-Hawkins (2011) describe inclusive pedagogy as ‘a shift from thinking about what works for most pupils alongside additional material for those with ALN to instead providing rich and accessible opportunities for all pupils in the class.’ (2011, p826) This they believe starts with the teacher and how they set up the classroom. ‘Work choice’ (2011, p823) is introduced as one form of inclusive pedagogy whereby the children are given the resources, they need in order to make informed decisions of what level of work they undertake. This would include flexible seating in the classroom so that each group is working on something that is linked to the topic of inquiry while also being linked to different aspects of the curriculum. This not only allows the child to decide the level of their work but also allows them to move between groups and so also contributes to the development of collaborative and social skills. 
Theodorou & Nind (2010) carried out research in an early years setting and describe three types of ways that a teacher interacted with a child who had ASD (Autism Spectrum Disorder) in order to facilitate peer inclusion. These are listed as, the teacher as supporter, the teacher as mediator, and the teacher as active play partner. The teacher as supporter is when the teacher ‘models cooperative involvement and offers occasional commentary’ (2010, p5). This approach allows the adult to scaffold the child’s social experience and can promote social skills for all peers included in the exchange. The teacher as mediator is described as the teacher being present in the background and offering ‘interventions to prevent misunderstanding and exclusion’ (2010, p6). However, the teacher should beware of over interfering in order to allow for the organic development of peer relationships. The teacher as an active play partner is when the teacher actively engages with the children’s play. These methods would allow the teacher to encourage an inclusive environment in the classroom and thus encouraging social development for children with ALNs. However, while they may be effective in a foundation phase classroom, they may not work in higher levels of the education system such as key stage 2 where children are more independent.
 Social constructivism believes that development occurs through social relations (Theodorou & Nind, 2010) and this further highlights the need to facilitate peer inclusion. The importance of peer inclusion for children with ALN can’t be overstated. Frederickson & Cline (2002) point out that vicious cycles are often set up whereby children ‘who have unpredictable reactions are often in turn rejected by their peers and regarded negatively by their teachers’(2002, p442). Research suggests that interventions that focus on drawing peers together have positive effects on outcomes for pupils with ALN’s. In fact, there is reliable research showing the benefits of group interventions in reducing behaviour issues within the classroom (Frederickson & Cline, 2002) 
Bauminger and Kasari (2000) explain social-cognitive loneliness as arising when children don’t have access to social networks and peer groups. This form of loneliness can lead to feelings of exclusion, however, to experience this form of loneliness the child would have to be able to perceive and compare his social status to that of other children. This would require a form of social awareness that may not be present in many children with ALN’s. Bauminger et al’s (2000) study points out that children with Autism may have an ‘inability to comprehend what it means to have or to be a friend’ (2000, p448). Although this study concluded that children with high functioning autism do feel lonely and that children with autism have a desire to be included in peer groups it is worth out that these children may have different definitions of friendship. Bauminger(2000) suggests that ASD children would benefit from teachers ‘facilitating friendship formations and supporting ongoing relationships’ (2000, p454). 
Hoffman et al (2021) point out that the focus of inclusive classrooms in the changing European education systems is on social participation. Social participation is regarded as a sign of ‘successful implementation of inclusion in schools’ (2021, p502). Pupils with an ALN carry a high risk of being socially excluded by their peers and so the importance of inclusive pedagogy is highlighted yet again. Kosher et al (2009, cited in Hoffman et al, 2021) point out four dimensions of social inclusion that are important for children with ALNs these are; interaction, peer acceptance, friendships and social self-perception (2021, p503)
There is however some evidence to suggest that children with an ALN would prefer to be friends with other children with ALNs. Hoffman et a (2021) explain Homophily tendency as when an individual seeks friendships with those that they consider like themselves (Lazarsfled and Merton, 1954). This was confirmed in their study where they found that pupils with an ALN preferred to spend time with other pupils with an ALN. Overall though this study concluded that students with an ALN had significantly less friendships than those without an ALN. 
Schwab (2019) points out that children with ALNs are rarely asked for their perspectives on how to make inclusive education work for them. Schwab’s study found that most social exclusion happens in the playground. This is confirmed by Adderley et al (2014) in their study on inclusive practices whereby they found that the playground is of key importance if schools are to be successfully inclusive. The unstructured nature of the playground and playtime may leave an ALN pupil who thrives on routine floundering. Their coping mechanism was to use ‘distancing methods’(Schwab, 2019) such as playing alone. The findings of this study suggested that there was a strong link between an appropriate attitude to problem solving and social inclusion. Therefore, in largely unmonitored environment of the playground it may be difficult for children with limited social abilities to engage in the appropriate actions when faced with conflict, thus resulting in exclusion from peer groups. It was found that pupils with SEBD prefer their inclusion to be the responsibility of every person in the classroom rather than that responsibility resting squarely in their shoulders (Schwab, 2019). This makes the playground by its nature of free play and lack of monitoring an issue whereby non ALN children are not reminded of their role in inclusion.
de Leeuw et al (2019) note the importance of giving ALN children a voice in research in order to gain better outcomes for inclusion within the classroom. They point out that social exclusion and a lack of secure friendships are a predictor for behavioural issues but that a one size fits all approach to resolving inclusion issues is not appropriate. Adderly et al (2014) state that ‘inclusion is a dynamic process that happens at the interface between teacher and the ALN pupil, the ALN pupil and their peers and the ALN pupil and the school environment (2014, p108). That is to say that that methods inclusion should be fluid and constantly updated so that they meet the needs of the individual child. 
Fredrikson & Cline (2015) point out that ‘vicious cycles are often set up where children who react in ways that seem unpredictable and unreasonable become rejected by their peer group and regarded negatively by their teachers’ (2015, p442) Therefore it is important that the teacher is aware of their reactions when faced with disruptive behaviour so as not to further excluded the ALN child from the classroom community. Westwood (2011) points out that ‘problems in achieving acceptance in a social group is just as debilitating as academic failure and results in disengagement from learning.’ (2011, p93) Similarly, Deater-Deckard (2001) states that there is a clear link between problems in peer relationships and patterns of behaviour and thought. Further Deater-Deckard links peer rejection with behaviour problems throughout all stages of schooling as well as depression and anxiety in the later teen years. 
As we can see from the evidence presented so far developing positive relationships can scaffold a child’s social learning and lead to positive outcomes (Gray & MacBlain, 2012). The introduction of a new ALN code in Wales (2021) recognises the importance of this and promotes inclusive education where pupils are ‘supported to participate fully in mainstream education’(2021, p38, 3.2(d) ) and can access ‘common opportunities in ways relevant to their needs and which ensures that they fully belong in the school community’ (2021,p40, 3.12)
There is cause to note, however, that inclusion may not always have a positive effect on all pupils. Deater- Deckard (2001) points out that sometimes peer socialisation can have a negative effect such as the ‘learning and reinforcement of anti-social behaviour’ (2001, p569) There is far more evidence however that peers can also be used as a form of intervention. As with Bauminger’s study (2000) peer intervention in the form of mentoring or tutoring can be a successful way of preventing loneliness in pupils with autism and other ALN’s. 

Reflection 
Taking into account the evidence outlined above it is clear that Pupil A of the critical incident was engaging in what Schwab (2019) called distancing methods in order to cope with a situation that he felt excluded from. It is also relevant that the incident took place outside in a situation that was not in the normal structured space of the classroom. Going forward in my own practice I will attempt to employ strategies such as introducing smaller groups so that any children with ALN’s do not feel overwhelmed. It would also be helpful for pupils with ALN’s of the SEBD type to possibly set up a buddy system. This would allow for the ALN child to have a ‘safe’ person in the less structured activities outside the classroom and at playtime. This would also give the ALN a child a role model to scaffold positive social behaviour. Not only would this type of collaboration help the ALN child deal with incidents of peer exclusion but according to Vygotsky’s learning theory the more able peer would reinforce their own learning by verbalising solutions to problems gaining further insight by discussing situations and issues with the ALN pupil (Gray & MacBlain, 2012). There is also evidence to suggest that this type of inclusive strategy could decrease loneliness for the ALN child (Collet et al, 2020)
Florian & Black-Hawkins (2011) point out that peer inclusion starts with the teacher and draw attention to the importance of the teacher actively encouraging collaboration. In the situation of Pupil A I would attempt to make a smaller group that includes his aforementioned ‘buddy’ in order to encourage this collaboration and enable inclusion.  
Schwab (2019) draws attention to the importance of an inclusive and sympathetic teacher noting that ‘if a teacher responds negatively to the disruptive behaviour of a pupil with SEBD their peers are more likely to view that pupil negatively’(2019,p6). In fact, it was found that children with SEBD preferred to seek support from their teacher when excluded but lack of trust stood in the way (Schwab, 2019) Therefore, it is vitally important that the teacher of an inclusive classroom builds trusting relationships with pupils and ensures that all pupils feel safe and nurtured in the environment that they create so that the pupils can actively engage in inclusion. 
Conclusion 
To conclude it is evident that peer inclusion within the whole school context is vitally important for the outcomes of pupils with an ALN. The most effective inclusion strategies involve peer integration and peer support, but the pupils should be actively encouraged to collaborate by a teacher that is committed to ensuring the classroom is inclusive and as such is aware and in control of any reactions they may feel towards disruptive behaviour. This is where reflective practice will help the teacher to consistently improve their practice and lead to better pupil outcomes not just for ALN pupils but for the whole classroom. 
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Appendix 1

Record 1 
	Date and time, year group: 22/09/21  1pm Year One 
 

	Where and When: Context of the observation – subject/AOLE, general classroom context 
 
Observation took place in a Year 1 classroom at around 1pm. Pupils had recently returned from their lunch break. A few pupils were chosen by the teacher and asked to attend certain areas of the classroom to practice certain things, such as practicing writing on the whiteboard or working with the teacher on a focused maths task. Others were given a range of choice and could use any of the continuous provisions that were available both inside and outside the classroom, such as water, building blocks, arts and crafts or a music area. The teacher and three other members of staff were on hand to assist the children should they need help.
 
 
 
 

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work) 
Pupil A and Pupil B decided to practice their writing on the white board. They had a list of ‘tricky words’ that they should have been practicing. Pupil A instead began drawing on the whiteboard with pupil B quickly joining in. They did this for approximately five minutes, when the teacher noticed that they were off task she reminded them of the “tricky words” that they should be practicing (won’t, don’t etc) and got interrupted by another pupil. Both pupils carried on drawing. The teacher returned and sat with them and said, ‘I’ll write them on the board again for you’. Pupil A began copying the words the teacher wrote. Pupil B said ‘No, I want to write my own words’. The teacher then suggested the pupil write her sounds down instead. The teacher retrieved a ‘sound mat’ and stuck it to the board and spent approximately one minute sitting with the pupil showing her how to write the sounds. The teacher then left Pupil A and Pupil B to work independently, Pupil A went to a different table to take part in arts and crafts while Pupil B continued working on writing her sounds on the whiteboard for the rest of the observation. Anytime the teacher walked past she gave praise at the ‘lovely writing’ that pupil B was doing.
 
 
 
 
 
 
 
 

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider? 
 This incident raises questions on the ways that one to one support, however brief, can have a positive effect on a pupil learning. I will ask the question, Did the positive praise that Pupil B received for her writing add to her concentration? This can be linked to Vygotsky’s theory of the ‘more knowledgeable other’ as the social aspect of the one-to-one intervention seemed to help with Pupil B’s concentration and understanding of the task. I believe that changing the task was an example of child led learning. I will also ask the question, why did Pupil A, who had appeared to listen to the teachers first instruction to practice ‘tricky words’ lose interest in the task so much quicker than Pupil B who at first had seemed reluctant to follow instructions. Was allowing Pupil B to choose her own form of practice more effective than giving a set task? And in helping and giving one to one attention to the more ‘challenging’ child was the experience of the apparently more able ‘pupil A’ negatively affected?
 

	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here) 
  
It was a very busy environment with staff and pupils constantly walking through the room. Just behind the whiteboard were three other pupils at a table doing arts and crafts, cutting and making ‘headbands’ for each other. The children on this table however were not overly loud and their noise didn’t seem to distract Pupil A and B at the whiteboard a few feet away. This was also an afternoon session where the pupils at this age may be feeling tired. The teacher had given the pupils a choice of what activities they could do. The pupils were aware that they would shortly be going to the hall to ‘do PE’ as the class LSO walked around the room reminding them at regular intervals. The classroom had a teacher and three LSO’s supporting the children. 
 
 
 
 
 
 
 
 
 


 
 
 
 
 
 
 
 
Record 2 
	Date and time, year group: 9 am 23.09.21 Year four
 

	Where and When: Context of the observation – subject/AOLE, general classroom context 
 
This observation took place during the start of the school day. The classroom was busy with children coming in at staggered times due to covid rules. Registration was about to take place. Upon entering the classroom, the children were told to wash their hands and get their reading books the teacher used the phrase ‘hands and books’ as a reminder to each child. Most children were wandering around freely choosing books. It appeared that there was a flexible seating plan with each child appearing to sit with a friend. There were fewer pupils in than normal due to a Covid outbreak at the school. The teacher called the class to gather for carpet time where each child sat on the carpet in front of the teacher as she told them of their task for that morning. This practice seemed unusual for KS2 and when asked the teacher explained that a more ‘nurturing environment’ seems to work better for that particular class.
 
 
 

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work) 
 Pupil A who was identified by the class teacher as having ‘additional learning needs’ and being ‘high tariff’ entered the classroom and was told ‘hands and books’ (sanitise hands and get a reading book). Pupil A did sanitise hands but proceeded to then open his lunch box. The class teacher asked him to put his lunch box away. Pupil A ignored this request. The teacher then asked Pupil A to come and help her with the register. Upon being asked Pupil A put away his lunch box and went over to sit with the teacher to help. After a few minutes Pupil A once again became distracted and started to disrupt the class ‘carpet time’. At this point the class LSO approached pupil A and asked him to come and help her set the tables up for the next task by lighting candles. Pupil A happily obliged and followed the LSO letting the teacher conduct the rest of ‘carpet time’ with no disruptions. Pupil A then spent the reminder 
 
 
  
 

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider? 
This incident raises questions about the nature of inclusion when the pupil is distracted and taken out of the classroom at regular intervals during class discussion and focused tasks. I would ask what positive and negative effects this technique has on the pupil. Why is distraction used as a tool for children with ALN. It appeared to work and solve the problem but does it work in the long term?
 
 
 
 
 
 
 
 
 

	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here) 

The morning routine of the classroom was well practiced, and all the children seemed to have an understanding of what was expected of them. The teacher welcomed each of them individually and informally.
The ‘next task’ that the pupils were readying for was a literacy assessment. There were two ‘disruptive’ children in the class Pupil A and another. Both were taken outside of the class for the assessment and sat on high tables with a ‘tealight’ candle on to promote calmness. The classroom was a calm and peaceful environment with minimal displays. Pupil A did not stay within the class for the explanation of the assessment, the teacher later told him of the writing task one-to-one. He did not complete the assessment.
 
 
 
 
 
 
 
 


 
 
 
 
 
 
 
 
 
 
Record 3 
	Date and time, year group: 
 Year 6, 9.30am, 23.09.2021

	Where and When: Context of the observation – subject/AOLE, general classroom context 
 
This observation took place during an outside PE session within a Multi-use Games Area (MUGA). The class teacher was not present, and the class was run by two LSO’s. The class had previously been practicing hockey skills individually before moving into groups and being given a rugby ball to practice passing. It was a rainy, blustery morning.
 
 
 
 

	What happened: a detailed description of the critical incident (the more detail the better to refer to in your later work) 
 
The pupils were asked to form a circle with their group. Pupil A refused to join the team he was assigned to stating, ‘I’m not being on her team’ (Pupil B). The LSO leading the game asked child A to join in. He refused with ‘no, I’m not playing with her’. The LSO then continued with the game letting Pupil A watch from outside the ‘circle’. Pupil A continued to watch the game and pace back and forth. The LSO started using an excited tone of voice and asked Pupil A if he would like to join in now. Pupil A refused at which point Pupil B called out ‘stop being a baby (pupil A), you’re such a baby’. Pupil B was gently reprimanded with ‘concentrate on passing please (Pupil B)’. The LSO continued to use an excited tone of voice while playing the game with the rest of the group. This led to more pacing from Pupil A. He appeared to become upset. He was left alone to regulate his emotions and then stood in the corner of the MUGA with his back to the class until the activity was changed.
 
 
 
 
 
 
 

	Areas of possible exploration: what you think could be” under the hood” in these incidents? What avenues of research could you consider? 
 
 From this incident I will investigate the effectiveness of Physical education and team sports as a tool of inclusion for pupils with ALN specifically those with social, emotional and behavioural difficulties. Was there a more effective way of including Pupil A in the group during the session? And how effective was it for this particular pupil to be left to regulate his own emotions. Are group sports a good opportunity for pupils with SEBD’s to learn new and valuable skills? Are there certain techniques that could help a pupil with these difficulties join in and feel valued? This will allow me to focus my research on techniques of inclusive practice and start to think about how I can apply these techniques in my own practice.
 
 
 
 
 
 
 

	Notes: any details you can note (is it a busy environment, is it after lunch, are there lots of distractions, are directions made explicit - the more you can refer to the better here) 
 
This was a morning PE session. The class teacher was on PPA and the session was being run by two experienced LSO’s. Prior to my observation it was noted that Pupil A had at first refused to go outside to do PE and had been given the choice of the ‘Chill out room or PE’. It was a rainy windy morning and Pupil A did not want to go outside. At first, he stayed in the classroom, but later joined the group on the sports area of the school. There was a lot of noise around the Multi-use Games Area (MUGA) at the time as the grass was being cut and all the children were very excitable. Pupil A had previously taken part in individual activities where the children were divided into 4 lines and each child took turns practicing ‘hockey’ skills. 
 
 



 



