Evaluation of Effective Learning Climates 

There are several factors and influences which make an effective learning climate. When thinking about the environment as a whole to promote effective learning, Bronfenbrenner’s (1979) ecological systems theory can be considered. Peacock (2011, quoted in, Harris, 2018) identifies macro and micro contexts of effective learning climates. The macro context refers to the layout of structures (Harris, 2018), such as the actual school building. The micro context consists of arrangements within the macro contexts such as the layout of the classroom, the number of adults, group sizes, background noise and the balance of child-initiated and adult-led learning (Harris, 2018). When applying Bronfenbrenner’s (1979) theory, it scaffolds all those involved in the creation of an effective learning climate to ensure that strategies are ‘meaningful, diverse, responsive to the evolving demands of the society and that learners are actively engaged in the learning process’ (Male and Palaiologou, 2016, quoted in, Ryan and Griffin, 2018, p, 11). 

The new Curriculum for Wales has four main purposes. These purposes are a constant reference point for practitioners when planning and thinking about pedagogy. These purposes are ‘ambitious, capable learners, ready to learn throughout their lives’, ‘enterprising, creative contributors, ready to play a full part in link and work’, ‘ethical, informed citizens of Wales and the world’ and lastly, ‘healthy, confident individuals, ready to lead fulfilling lives as valued members of society’ (Welsh Government, 2020). These purposes underpin essential skills that all teaching should aim to achieve. ‘Creativity and Innovation’ are skills emphasised by the Welsh Government who state that learners should have a space where they are able to be curious and link experiences and skills (Welsh Government, 2020). This relates largely to using the outdoors as a learning environment as it provides a free space and allows children to have hands-on experiences, make connections and link skills. Another underpinning skill is ‘Personal Effectiveness’ which relates largely to personal, social and emotional development (Welsh Government, 2020). Personal effectiveness can be applied in various ways such as through classroom and behaviour management and specific programmes such as the Social and Emotional Aspects of Learning (SEAL) resource.

This essay will explore and discuss various learning climates. Through research and the study of literature, the effectiveness of learning climates will be critically analysed as well as the consideration of theoretical frameworks which support the strategy. In conjunction, criticisms and drawbacks of approaches will be analysed and practical examples will also be included in the discussion. 

Assessment for Learning

Assessment for Learning (AfL) is 

the process of seeking and interpreting evidence for use by learners and their teachers to decide where the learners are with their learning, where they need to go, and how best to get there (Assessment Reform Group, 2002, quoted in, Zhang and Zheng, 2018, p. 1121).

It differs from assessment that is used to measure or certify and is a type of formative assessment. Formative assessment is the use of everyday assessment to learn about pupils’ understanding so that the teacher can decide how to best help them develop their understanding further (Mansell, James and Newton, 2009). There has been much research over the effectiveness of formative assessment with Black and William (1998) and Hattie and Timperley (2007) publishing important work on the impact of classroom assessments. ‘Embedded formative assessment’ as William (2010) calls it, has considerable potential for enhancing student achievement (William, 2010, quoted in, Husbands and Pearce, 2012). Hattie’s (2008; 2012) work drew importance to effective feedback strategies regarding assessment for learning after an eight hundred meta-analysis review of over fifty thousand studies of influences on pupil learning. She found exceptional effect sizes for successful assessment for learning and feedback strategies (Husbands and Pearce, 2012). The Welsh Government support the use of assessment for learning and adding further to previous research, in 2005-2008, the Assembly Government ran a pilot of a programme which focused on assessment for learning along with developing thinking. They found that there was improvement in learners’ performance which lead to higher quality outcomes, engagement of all learners in their own learning and learners’ abilities to transfer generic skills which lead to greater flexibility. There was also an increase in both teacher and pupil enjoyment (Welsh Government, 2010). However, some of the reviews studied did highlight negative points. William and Leahy (2005) drew attention to the issue that there is a wide gap between assessment for learning theory and assessment for learning practice (William and Leahy, 2005, quoted in, Husbands and Pearce, 2012). This may be due to several reasons. Teachers may confuse assessment for learning with summative assessment which is typically presented in the form of tests and are used to measure, and record progress achieved. Whilst summative assessment can be used to help develop learning, it is not the focus of AfL. This links to the next problem which may be that schools are not providing teachers with efficient training (Cambridge Community, 2020) due to lack of time and funding.

Metacognition is used to describe ‘thinking about thinking’ and supports self-assessment which is a main strategic tool used in assessment for learning. The Welsh Government (2010) state it is crucial to develop thinking skills as learners need to be able to think about their learning and reflect on it to further their learning journey. This is needed in a number of areas such as making sense of tasks, knowledge of strategies, how and when to use them and monitoring and evaluating learning from the success of chosen strategies or methods (Welsh Government, 2010). Metacognition needs to happen during the learning process rather than at the end. With it comes self-assessment which is essential. Learners will find it much harder to reach a goal if they cannot understand that goal and assess what they need to do to achieve it (Black et al. 2003). The traffic light system is a classic example of self-assessment. Children can use traffic light colours to show their understanding, green for ‘I understand’, amber for ‘I’m unsure’ and red for ‘I don’t understand’. The labels act as way for children to communicate their understanding and assess themselves. An extension of this would then be to pair up learners to share ideas. This links self and peer-assessment and this linkage can help develop the skills needed for assessment (Black et al. 2003). Peer-assessment, interlinking with group work, is also essential for assessment for learning. This follows the work of Vygotsky who observed that children who worked in collaboration with a peer or group do far better than when working by themselves on a task (Welsh Government, 2010). His Zone of Proximal Development (ZPD) links largely with assessment for learning as they are both about finding out where the learner is now and the next steps to help them progress in their learning. ‘Scaffolding’ is the term used by Vygotsky to describe the process of an individual learning from another and reaching their next step. Within peer-assessment and group work, children able to scaffold each other. Studies have shown that nearly eighty percent of what children learn, are learnt from each other (Welsh Government, 2010). A key finding of Hattie’s (2008;2012) research is that feedback is the most powerful single factor in enhancing achievement. Good-quality feedback is essential, Locke and Latham (1992, quoted in Husbands and Pearce, 2012) explain that feedback allows pupils to track their performance and in relation to their goals, means that they can adjust their effort, direction and strategy as needed. ‘Three stars and a wish’ is an example of effective feedback. The teacher or peer states three stars, which are the things the learner has done well, and one wish, which is something they could improve on. This is based on the research that the ratio of three to one means that individuals are more likely to take advice if there is at least three times as much encouragement as criticism (Welsh Government, 2010).

[bookmark: _Hlk56775483]Positive Behaviour Management 

The Welsh Government (2012) state that ‘promoting effective learning and teaching is paramount to the Welsh Government’s agenda’ (Welsh Government, 2012, p. 3). In order to achieve this, it is essential to ensure that practitioners are equipped with effective skills and responses in the event that negative behaviour occurs and that teachers have the foundational skills to approach their teaching in a way that reduces the chances of a child showing negative behaviour (Welsh Government, 2012). When these two key attributes are achieved, the likelihood of difficulties are more likely to be reduced. Behaviour management and discipline provide aims to help meet the needs of individuals and promote well-being. An important aim of discipline is to enable individuals to respect the rights others. Rogers (2011) explains that these non-negotiable rights are ‘the right to feel safe’, ‘the right to respect and fair treatment’ and ‘the right to learn’ in regards to unfair distraction from others (Rogers, 2011, p. 7). These rights are fundamentally set out in The United Nations Convention on the Rights of the Child (UNCRC) (Children’s Commissioner for Wales, 2020). 
Behavioural theory focuses on the idea that behaviour is the result of learning from the environment and behaviour can be modified by ‘conditioning’ (Aubrey and Riley, 2016). Classical conditioning is when a behaviour is connected by a certain stimulus such as the ringing of a school bell resulting in students packing up their bags. The Welsh Government describe operant conditioning as follows, ‘behaviour is connected and repeated by rewarding the positive behaviour and issuing negative sanctions for the negative behaviour’ (Welsh Government, 2012, p. 4). According to Skinner, the use of rewards was of large importance. He broke tasks down into small steps, each step reinforced and rewarded as it was learnt (Pound, 2006). In classrooms, this is often done through reward systems such as star charts. The Welsh Government (2012) support the use of reward systems and state that rewards, when used to praise positive behaviour, make that specific behaviour more likely to occur again. The ‘Practical approaches to behaviour management in the classroom document’ (2012) goes on to explain that this forms a basis for motivation and is efficient in encouraging children to develop positive behaviour (Welsh Government, 2012). In addition, Moorhouse (2017) affirms that the enforcement of rules with rewards provide children with additional incentives to meet their teacher’s expectations of good behaviour. 
With the rise of the use of technology within classrooms, the ‘Class Dojo’ reward system has become a popular reward system which is conducted online and is used in 180 countries (ClassDojo, 2020). Dean Bank Primary school, a Class Dojo user, explain that children earn Dojo points for demonstrating positive behaviour such as helping others, working hard, and making progress in class. In contrast, children can then lose points for negative behaviour such as breaking the school rules (Dean Bank Primary and Nursery School, 2020). Each Friday, the child who has earnt the most Dojo points is rewarded a certificate in assembly along with other similar incentives for earning points throughout the year. These points can then be spent on various items (Dean Bank Primary and Nursery School, 2020). A key feature of this reward system is that parents can also view their child’s Dojo profile (Class Dojo, 2020). Moorhouse (2017) as previously mentioned, encourages the use of Class Dojo however notes that there can be some negatives to this approach. Students may behave in more positive ways simply just to receive the reward rather than develop any intrinsic value of learning. He also goes on to say that it can create a competitive environment. Difficulties arise when systems are used incorrectly as it can develop issues in pupil-relationships. Some may feel that teachers value confident, more proficient learners more and that their own positive contributions are not valued (Moorhouse, 2017). Moorhouse (2017) is not alone in identifying drawbacks of reward systems. Alife Kohn, who has been considered an important voice in education (Willingham 2009), has spoke of his dislike of rewards and punishments. He claims that both punishments and rewards ‘are ways of manipulating behaviour that destroy the true potential for learning’ (Brandt, 1995, p. 13). It is in Kohn’s belief that rewards can be aversive after a period as it is not enjoyable to have things one desires used as a tool in controlling behaviour (Brandt, 1995). Following this, Kohn argues that rewards can be damaging towards motivation. To support his argument, Kohn goes on to say that there are studies that show extrinsic motivators are not strictly ineffective but can be counterproductive with principles such as motivation and desire to learn (Brandt, 1995). However, he does not note that whilst rewards can reduce an individual’s motivation, this only occurs when motivation was high to begin with (Willingham, 2009). Willingham (2009) challenges Kohn by saying that if a pupil is already unmotivated, offering a reward will not damage their desire to learn (Willingham, 2009). Regarding Class Dojo specifically, whilst it is a very popular resource, there has been little research conducted. As of 2013, there had only been one published study however it had large methodology issues which was a serious weakness (Krach, McCreery and Rimel, 2016). In 2014, Singer published concerns over the system writing that some parents felt it was a shame based tool as others can view pupils profiles and that the system uses ‘flashy’ graphics to ‘bribe’ children to behave (Krach, McCreery and Rimel, 2016, p. 270). Though this study addressed concerns, there has not been a meta-analysis over the effectiveness of the system in the present date. 

Social and Emotional Aspects of Learning (SEAL) Programme

The Social and Emotional Aspects of Learning (SEAL) programme provides a framework for promoting social and emotional skills with built-in progression for each year group in schools for children aged three to sixteen years. There are five main skills which are focused on, these skills are self-awareness, managing their feelings, motivation, empathy, and social skills (SEAL Community, 2020). The programme is delivered in three waves of intervention. The first wave focuses on a whole-school approach and aims to develop an effective ethos and environment for social and emotional skills to be promoted in. The second wave of intervention involves small, targeted groups for children who are deemed to require additional support in developing their social and emotional skills and includes parental involvement. Lastly, the third wave of intervention is for individual children who may be at risk of developing or are already suffering from mental health issues (Humphrey et al. 2009). SEAL is essentially a curriculum resource. According to TeacherNet (2007), ‘The Primary SEAL resource is intended to build on the effective work that many schools and settings are already doing’ (TeacherNet, 2007, quoted in Shelton and Brownhill, 2008, p. 79). It was was designed to facilitate a systematic approach and should be used as a stimulus rather than a final product (Shelton and Brownhill, 2008). SEAL has many positive aims to help children become successful learners who are able to promote calm and optimistic states which will promote the achievement of goals, ensure they can recover from setbacks and have resilience through difficulties (Csoti, 2009). Programmes which develop social and emotional skills support Wales’ seven core aims based on the United Nations Convention on the Rights of the Child (UNCRC). They relate to promoting and ensuring that children have access to learning opportunities including their social and emotional skills, enjoy the best possible mental health and well-being and have safe home and community that supports their well-being (Play Wales, 2020). 

In primary schools, SEAL is not a standalone subject as it is embedded within the curriculum. At the beginning of each half-term, a whole-school assembly is used to introduce the theme, curriculum booklets help ensure that the learning within the classroom meets the aims of the theme and family work may also be sent home along with some additional group work (SEAL Community, 2020). There are many ways in which social and emotional skills are promoted throughout the curriculum whilst following the SEAL programme. For example, in English, pupils may write about a character’s feelings. In history, pupils may write a diary account of how someone may have felt during an historic event. In science, children may learn how people change and grow and so on (The School Run, 2020). There are also many other ways SEAL may be promoted within the school such as circle time, buddy schemes, rewards and incentives, mindfulness, school councils and special events such as Anti-Bullying Week (The School Run, 2020).

[bookmark: _Hlk57833303]Recent research by the National Institute for Health and Clinical Excellence (NICE) have stated that such work supports great outcomes. These outcomes include a reduction in bullying, improved mental health such as stress and anxiety and higher academic attainment (SEAL Community, 2020). Hallam (2009), from the Institute of Education, found positive feedback from her evaluation which included data from 172 schools involving key stage one and two, headteachers, teachers and teaching assistants. The evaluation found overall that ninety percent had found the programme to be successful overall with all the headteachers who responded, eighty-seven percent teachers and ninety-six percent of non-teaching staff agreed that the initiative had promoted emotional well-being. Eighty-two percent of teachers also agreed that they saw an improvement in pupils’ ability to control their emotions. In addition to this, only forty-eight percent of teachers felt they saw a reduction in bullying, though in contrast, seventy-four percent of non-teaching staff felt that there was in fact an improvement in bullying. This suggests that there may have been a greater impact on the playground and at break times as opposed to classroom behaviour (Hallam, 2009). The evaluation also looked at attainment and eight out of thirteen headteachers agreed that there was improved concentration with forty-four percent of teachers also agreeing (Hallam, 2009). Though a weakness of the programme found by Hallam was that it tended to ‘consolidate the negative identity of a minority of disaffecting pupils’ (Hallam, 2009, p. 329). Barriers were also posed by staff regarding reluctance to address sensitive issues such as grief and by parents with lack of parental involvement (Hallam, 2009). To overcome lack of parental involvement, Family SEAL was created (Wood and Warin, 2014). Family SEAL involves two main parts, an introductory workshop where all parents of the year group are invited to attend and then a series of workshops. These workshops correspond to themes within SEAL and groups of parents will be invited to attend, here they can discuss challenges of trying to promote their child’s social and emotional skills (Wood and Warin, 2014). Overall, Humphrey, Lendrum and Wiglesworth (2013) say that the initiative is more of a preventative one though there are complicating factors to effective implementation. They note that ‘much of the effort expended in universal programmes is on children who are unlikely to develop difficulties’ (Humphrey, Lendrum and Wiglesworth, 2013, p. 249). Furthermore, the low intensity and duration of the programme may not be ‘sufficient to impact upon outcomes for those children who are at risk’ (Greenberg, 2010, quoted in, Humphrey, Lendrum and Wiglesworth, 2013, p. 249). Though overall, they conclude that the approach is positively cost-effective in terms of implementation and that the universal approach which includes all children means that the potential for stigmatising individuals is reduced (Humphrey, Lendrum and Wiglesworth, 2013).

Using the outdoors as an effective learning environment

[bookmark: _Hlk57833212][bookmark: _Hlk57833242][bookmark: _Hlk57833914]The Welsh Government say that they lead the UK in its development of outdoor learning and that the Foundation Phase ensures that outdoor learning plays a large and important part within education (Welsh Government, 2009). The Foundation Phase (2015) states that ‘outdoor environments that are fun, exciting, stimulating, and safe promote children’s development and natural curiosity to explore and learn through first-hand experiences’ (Welsh Government, 2015, p. 3). Furthermore, environments should ‘promote discovery and independence and a greater emphasis on using the outdoor environment as a resource for children’s learning’ (Welsh Government, 2015, p. 3). Throughout the framework, there is a constant emphasis on using the outdoors as a learning tool within the different areas of learning. There are a large range of benefits from learning outdoors. It can provide more memorable and stimulating learning experiences whilst also instilling excitement and motivation to learn with growing research finding that it can promote learning across many areas and also promote children’s holistic development and well-being (Harris, 2018). The Natural Connections Demonstration research project involved forty-thousand children, from both primary and secondary schools and both urban and rural schools over a four-year period and concluded with positive statistics. More than eighty-two percent of schools who took part agreed that outdoor learning had improved social skills, health and well-being and behaviour (Pickering, 2018). Whilst there is also evidence on the impact on attainment, Harris and Bilton (2018) point out that there is a lack of clarity and depth regarding achievement. For example, Quibell, Charlton and Law (2017) found a positive correlation between learning outdoors and progress within English, Maths and Science however it was not determined whether this was due to other contributing factors such as small group sizes (Quibell, Charlton and Law, 2017, quoted in Harris and Bilton, 2018). 

There are many different effective aspects to look at when considering outdoor learning. The first to discuss is cognition and experiential learning. The outdoor environment naturally prompts children’s questioning and provides a freedom that they would not have inside, however the learning processes developed outside can be used in the classroom too. By being provided with concrete experiences, children can reflect and modify approaches until they succeed and learn from their mistakes too (Pickering, 2018). This experimental learning was studied greatly by Dewey (1971) and Kolb (1984). They have influenced practices with Dewey’s ‘trial and error’ process outlining risk taking and Kolb’s model of experimental learning, identifying the process of having a concrete experience, reflecting on said experiencing, abstract conceptualisation and then applying what was learnt to different concepts (Harris and Bilton, 2019). For example, a concrete activity could be planting flowers, children are then able to reflect on this together. For abstract conceptualisation, children may have had other ideas about how flowers grow, or it may have interlinked with existing ideas. Lastly, they could then apply the skills used to plant flowers to other areas such as mathematics as they had to weigh seeds and measure out water. This process enables cross-curricular learning. Another beneficial aspect of the outdoors is play. The outdoor environment fosters creativity and development (Pickering, 2018). Indoors, children are most likely to play with made resources however when outside, children use their imagination to play with natural items. For example, using twigs to build a den or making mud cakes. Froebel called play ‘the series business of childhood’ (Pickering, 2018) with the Foundation Phase similarly stating that children learn through first-hand experiences with ‘play providing the vehicle’ (Welsh Government, 2015). Along with Frobel, Piaget was also a large advocate of play. In Piaget’s ideology, play allows children to assimilate stimuli and information from the outdoors into their existing schemas (Coates and Pimlott-Wilson, 2019).

Forest schools are a prime example of outdoor learning, they focus on raising children’s confidence through small tasks and nurture personal, social, and emotional skills with the use of group work (Harris, 2018). Often set in designated woodland areas or ‘wooded areas’, forest schools provide children with hands-on experiences which encourage them to explore and challenge themselves. They also enable children to take risks in measured, safe ways. (Welsh Government, 2009). Sessions are led by forest school trained practitioners and children take part in tasks such as fire-lighting and basic wood carving (Harris, 2018). Harris (2018) notes that as children move from the classroom to the outdoors, the learning space changes as they ‘cross cultural borders, move from one set of practices, norms and expectations to another’ (Harris, 2018. p. 225). He suggests that this ‘novelty space’ can have positive effects. By learning in a new environment with new structures, dynamics and expectations, children can learn in new ways. Whilst skills can be transferable to the classroom, rather than focusing on aims, teachers may focus more on child-initiated holistic learning. This can provide a contrast from a classroom where there are set targets to meets and curriculum pressure (Waite, 2011, quoted in, Harris, 2018).

Addressing curriculum pressure, it has been identified as one of the barriers to outdoor learning along with lack of time, teachers’ lack of confidence in utilising the outdoors, safety and cost and access to resources (Marchent et al. 2019). To overcome barriers, it has been recommended that schools are provided with clear, evidence-based guidelines (Marchent et al. 2019). In support of this this, Humberstone and Stan (2011) also suggest that after review of Rickinson et al.’s (2004) meta-analysis of outdoor learning research, that one issue to be improved regarding outdoor learning is a better understanding of ‘how to improve and deepen the research-based understandings of the outdoor learning process’ (Humberstone and Stan, 2011, p. 530).

The role of Parental Partnerships

The recognition for the importance of parental partnerships is increasing as a large amount of research shows that strong parent-teacher relationships can benefit children’s learning and development. However, whilst this importance is recognised, building, and maintaining relationships continues to present challenges and barriers (Murray, Mereoiu and Handyside, 2013). In the past, home and school have been distinctively seen as two separate things (Ryan and Griffin, 2018), though over the years, parents have become more involved with their children’s education. Contributing to this is the choice of schooling there now is, such private and academy schools in England, along with more transparency of schools’ inspections and performance (Ryan and Griffin, 2018). Therefore, parents have become more critical and developed a stronger position to schools, this has lead to more addressing of both issues and disappointing attainment results to teachers which could lead to negative impacts on the parent-teacher relationship (Oostdam and Hooge, 2013). Parental involvement can take many forms such as good parenting at home, contact with schools, participation in school events and ‘good models of constructive social and educational values and high aspirations relating to personal fulfilment and good citizenship’ (Ward, 2009, p. 50). Though when looking at ‘involvement’, this can vary in both terms and context. For example, involvement in children’s learning in the widest sense, reading with their child or participation in school activities (Ward, 2009). With this in consideration, teachers and parents will differ in their perceptions. Ward (2009) explains that teachers are most likely to think of involvement as school-based activities whilst parents usually look at the term in a broader way such as participation in groups in the community, not in the actual school (Ward, 2009). 

A PISA study in 2012 identified that there was an effective impact on children’s educational outcomes when positive parental involvement was present (Ryan and Griffin, 2018). Grigg (2015) speaks of the strong evidence which show a correlational between good parent-teacher relationships. Gains include improved school attendance, lower instances of negative behaviour, higher academic attainment and increased motivation and self-esteem (Grigg, 2015). Doing educational activities at home also raises children’s academic success, by taking part in homework and reading, it incorporates teachers’ goals at home (Oostdam and Hooge, 2013). Much research has shown that reading to children improves their linguistic development (Leseman et al. 2007, quoted in, Oostdam and Hooge, 2013). Clear communication is needed between teachers and parents to discuss learning goals so that parents can get involved at home however this can be difficult for parents who have negative feelings towards school such as anxiety and dislike for the educational system and authority, which can in turn, have negative effects on their child’s learning. This can be resolved if teachers are aware of any issues and are able to have open discussions with parents (Beckley, 2012). Bronfenbrenner (1979) suggests that ‘in reciprocal relationships the balance of power gradually shifts in favour of the developing person’ (Rouse and O’Brien, 2017, p. 60). When discussing parental partnerships, it is important practitioners do not view nor do parents feel that they are seeking help. Practitioners must recognise the capability and expertise that parents can bring to their child’s education as they are the child’s ‘most influential and important first teacher’ (Rouse and O’Brien, 2017, p. 60). Effective communication includes taking parents’ views into consideration, suitable communication methods such as meetings and letters and informing parents of changes and progress to their child’s education (Grigg, 2015). Drawing on parental expertise, it is a strategy used by schools to build parental partnerships. Parents with different areas of expertise can share their experiences with the class. For example, parents who are nurses, firefighters, members of the police force and postal workers can enhance children’s learning. Not only can parents with professions come in, parents who may have visited different places or have different cultures can also come in to share experiences with the children. Of course, schools must do this in an appropriate way and ensure that a speaker has a valid Disclosure and Barring Service before doing a session. This approach ensures that parents feel that their contributions are valued, and pupils will also see the positive parent-teacher relationship (Ryan and Griffin, 2018). Furthermore, some strategies for building parental partnerships include home/school diaries, meetings, newsletters, workshops, texting services, and invitations to attend school events (Grigg, 2015).

Wheeler et al. (2009) says it can sometimes be tempting to blame lack off attendance and communication on parents themselves, however this assumption needs challenging (Wheeler et al. 2009). Desforges (2003, quoted in Wheeler et al. 2009) describes reasons as to why there may be a lack of involvement such as lack of time, mental health, and disability, being a single parent on low income and pressure from work. Parents also may lack in confidence when it comes to education. The Parental Involvement Project showed that eighty-four percent of parents were involved in their child’s learning when offered flexible options. It was also found that it may be due to lack of information from schools (Wheeler et al. 2009). Studies have also shown that when there is a strong partnership, teachers do not make assumptions about parents (Grigg, 2015). In addition to assumptions, parents may learn that practitioners may not always be an advocate or consistent in terms of their own family values, therefore there may be disagreements. Disagreements and tension may also occur when working with other professionals and the practitioner must, as some parents view, ‘take sides’ (Murray, Mereoiu and Handyside, 2013).

Through analysing each climate, it is clear to see that an element of upmost importance is children’s well-being. Much research discussed through the course of this essay, including the Natural Connections Demonstration (Pickering, 2018), research from NICE and Hallam’s review of the Institute of Education enquiry regarding SEAL has shown that work which promotes children’s well-being has positive effects on academic attainment. Though there has been criticism as to what specifically raises achievement and debate over the role of other influences as highlighted by Quibell, Charlton and Law (2017, quoted in Harris and Bilton, 2018), the evidence concludes that regardless of other micro factors within the macro system, work which raises the self-esteem and confidence of children concludes positive results. Strategies promoting well-being also supports the Welsh Government’s four purposes and the skills that underpin them. Going forwards, the implementation of the new Curriculum for Wales will enable schools to become more flexible within teaching and require teachers to use more initiative to support children (Welsh Government, 2020). Learning climates are complex and strategies are effective when practitioners have a good understanding of research and knowledge-based teaching. To implement them successfully, practitioners must make ‘active connections between ideas from research’ (Husbands and Pearce, 2012, p.12). 
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