 ‘Create strategies to support inclusive classroom practice and a reflection of their effectiveness in the classroom’
Current national policies play an integral role in gauging the importance that society places on inclusion and diversity in education. Inclusion, to me, means that every pupil regardless of their individual background or needs is supported and allowed to flourish in an educational setting. Research states that inclusive classroom practice should ensure that “all learners have access to quality education tailored to diverse needs.” (European Agency for Special Needs and Inclusive Education, 2014). Therefore, I believe that all children have the best possible chance of success when they are taught in an inclusive classroom by high-quality teachers, as opposed to isolated groups based on pupil’s needs such as academic ability or preconceived ideas of socio-economic backgrounds, such as eFSM (Eligible for Free School Meals).
[bookmark: 12]The Welsh Government has implemented many changes in recent years in attempt to ensure that all schools in Wales are continuing to support all learners. Alongside changes to the special education policy, which argued that schools should implement a more pupil-focused approach, WAG (2021) agreed that “Learners with ALN should have access to a curriculum that is flexible and tailored to their individual needs”. Indeed, it has long been suggested that there is an increased recognition for the need for Initial Teacher Training (ITT) to include a “special education element” (Warnock, 1978) and one that is compulsory so that the importance of a diverse classroom practice is instilled in teaching practice from the very conception rather than it being a consideration that must be met later on when teaching. 
Overview of Setting
My current education setting in Llanelli, has a strong spirit of embracing diversity and promoting an inclusive learning environment for our pupils. Of the estimated 851 pupils on roll, 35.4% of pupils are eFSM, which is used as a national marker for levels of deprivation, 42.1% of pupils are identified as having Additional Learning Needs (ALN) and 6% of pupils speak English as an Additional Language (EAL). Provision for pupils with ALN is a particular strength of the school where “nearly all staff have a secure understanding of these pupils’ needs and support them effectively.” (ESTYN, 2023, p. 8). The teachers at my setting are passionate about inclusion and in line with the Welsh Government’s updated ALN guidance, our system relies on the “knowledge and experience of the teaching staff” (Welsh Government, 2021), which echoes the national expectations. Similarly, the Additional Learning Needs and Education Tribunal (Wales) Act 2018 (ALNET) is unique to Wales and has the ambition of a more inclusive curriculum alongside the national Curriculum for Wales reform, where SNAP (SNAP Cymru, 2018) states that “all learners [should have] moved onto the new framework by August 2025.”
Additionally, our school values of respect, honesty, kindness and inclusion reiterate the importance of our holistic educational approach. While pupils in Year 10 and 11 are ‘set’ on ability, pupils in KS3 are placed in mixed-ability classes where our EAL and ALN pupils are taught in mainstream classrooms but are also supported in our ‘Cyfle’ unit. By combining a child-centred approach in our Additional Learning Provision (ALP) with strong community ties with our primary schools, we are able to ensure that all stakeholders are responsible for ensuring inclusivity in the classroom. Ainscow (2020) claimed that it was “essential” to involve all necessary parties related to the child’s learning as they “can be helpful in bringing new thinking”. This is a method that I whole-heartedly agree with however, I do recognise that community engagement, a high staff turnover and pupil disengagement can impact the effectiveness of a collective stakeholder contribution.
Moreover, when a school truly becomes an inclusive environment, it is believed that all learners can benefit from a range of students being taught in the same classroom. As Schuelka (2018) states that when schools integrate all learners, they can implement “inclusive polices [that] promote high outcomes for all students.” Furthermore, self-reflection is a key aspect of professional development and after reviewing the terms ‘inclusive’ and ‘integrated’, I will be reflecting on the practice I have observed in my setting. 
When completing my ITT, I observed a MFL lesson where a story was read aloud to the class by the experienced classroom teacher, and pupils were asked to visualise the story with drawings in the margin to summarise key plot points. Pupils were handed a printed version of the story with a blank space for their drawings. However, in the class there was a visually impaired pupil with a teaching assistant (TA) and rather than adapt the lesson or resources, the teacher instructed the pupil to tell their TA what they wanted to be drawn for them. TA support in a classroom is invaluable but “TAs should supplement, not replace, teaching from the classroom teacher.” (Education Endowment Foundation, 2025). On reflection, this teacher most likely believed that they were involving all pupils, and this lesson was ‘inclusive’ but rather, I now believe it was ‘integrated’. This pupil was not actively involved in their own learning despite being in a classroom which celebrated ‘inclusivity’. They were simply present in the classroom. Perhaps on reflection, this was not the fault of the class teacher, as Coffield (2013) states, “senior leaders become steadily more and more remote from the research literature as they get further away from initial teacher education”. Certainly, in this case, true educational inclusive change requires individual teachers to reflect on their own practice and continually develop their teaching. 
Reflective Practice Models
Therefore, by using Gibbs’ reflective theory (1998) I will attempt to evaluate strategies I have implemented in my teaching practice. I did initially consider using Brookfield’s Four Lenses Model (Ndebele, C. 2014); however, I eventually decided on Gibbs’ (1998) as I wanted to focus on my own professional development by reflecting on my practice and I believe that the ‘feelings’ aspect would allow me to be more personal in the analysis of my findings. Also, Gibbs’ theory would allow me to be more proactive in implementing the outcomes of my reflection in later tasks as they would be personalised to my teaching experience.
The first strategy I used was by implementing Bloom’s Taxonomy of questioning (Bloom et al, 1956). I embedded higher-order language prompts into activities and promoted a common language to be used when responding to the GCSE-style questions. I chose this class as it has a wide range of needs and reading ages and I hoped that by frequently using the same language that all pupils, especially ALN pupils, would be more confident when it came to their exams. Also, by providing higher-order language prompts and a common language in the classroom, I was able to track the progression of pupils’ responses in both their verbal and written contributions. 
Description
Firstly, with my Year 10 class we are following the new WJEC GCSE English Literature and Language course, it has been developed with the aim of, “integrating language and literature, literature can become more accessible to a broader range of learners.” (Qualifications Wales, 2023). All my lessons have always started with the same key activity; an Activating Prior Knowledge (APK) task. Therefore, I wasn’t asking pupils to change their routines but rather, change how they respond to a task that they were already familiar with. However, an issue that stems from this is that “the extent to which children engage prior knowledge varies greatly.” (Tay, 2018). Consequently, I intended to blend Bloom’s Taxonomy of Questioning (Bloom et al, 1956) into the APK activities, as question stems, that were provided to learners (Appendix 1). 
Bloom’s Taxonomy (Bloom et al, 1956) refers to a “classification system” (Nair and Narasimha, 2013) of questions that are posed to pupils in lessons that vary in complexity. The six stages of complexity are knowledge, comprehension, application, analysis, synthesis and finally, evaluation (Bloom et al, 1956). These six stages increase in complexity, and it is expected that Year 11 pupils can respond to the highest ‘evaluation’ style question in their GCSE exams. Bloom et al (1956) found that a classroom teacher asks, “questions in the knowledge category 90% to 90% of the time.” (Nair and Narasimha, 2013). While these questions are not inherently unhelpful to pupil progression, it has been found that they do not stretch pupils’ understanding of a topic. Consequently, I hoped that this strategy would support ALN inclusion as the APK tasks were not set as a test and as Kamenetz (2015) explains, pupils who have varied needs and require more support in the classroom, often perform poorly in tests, compared to their peers, due to external issues such as support from home and socio-economic backgrounds. 
Using Bloom’s Taxonomy (Bloom et al, 1956), I implemented various question stems in an attempt to deepen pupils’ understanding of the text. From the four activities displayed (Appendix 2) the question stems range from simply applying previous knowledge in the how many… style question to a more evaluative skill in the of the scenes… question posed. I initially gave pupils a choice as to what two questions they chose to answer and then after a few weeks, I included more of the high-order skills such as evaluate. This was due to the issue that the more difficult questions that pupils must answer in an exam, aren’t always prepared verbally in class. This was found in research by Shah and Khan (2020), “Questions at the analysis, synthesis, and evaluation levels were sporadically asked, which could potentially limit the cognitive growth of the students.” I found that even when pupils chose to opt for a lower-order question, all pupils were still exposed to higher-order vocabulary and the verbal responses of their peers. Due to “an essential feature of learning is that it creates the Zone of Proximal Development” (Vygotsky, 1978). This theory explores that pupils will grow in confidence and gradually improve their knowledge and their potential knowledge based on their peers’ responses and the responses from those around them in the classroom. While the impact of the Zone of Proximal Development (Vygotsky, 1978) varies for each pupil, the exposure to a wider vocabulary and responses was still achieved. Similarly, Allan (1999) believed that peer relationships were vitally important to inclusion in the classroom and that inclusion requires much more than simply having ALN students present in the classroom. Hence, while I may have provided the initial question stems, my main focus was on the interaction that pupils were having with one another and how these might develop both their confidence and understanding. 
Feelings
As I began to reflect on my use of Bloom’s Taxonomy and the Zone of Proximal Development, I questioned how comfortable pupils felt when contributing in my classroom. For example, how comfortable they were in sharing their responses with the class or with reading an extract aloud. As an English teacher, I see my classes seven times a fortnight and have a strong understanding of the pupils’ needs, often simply because I see the pupils more frequently. This is opposed to perhaps other subject teachers who see their classes less and therefore have fewer opportunities to observe the interactions of peers in their classroom. Burton and Goodman (2011) reiterate this and state that for ALN pupils in particular, the feeling of safety and security in the classroom is paramount and these pupils will often perform better in environments where they feel safe. Resultingly, routines and the use of the APK tasks became an assumption that pupils had when they entered the classroom. I found that after I implemented this, pupils were more relaxed and become more familiar with the expectations I had of them. I am also aware that English can be a daunting subject, particularly for pupils with ALN, as there is little scope for more practical work and it requires pupils to be more static, often sat behind a desk. Also, when completing both reading and writing assessments, the classroom is very quiet, and this isn’t and environment that is supportive to all ALN learners. This was taken into consideration when I reflected on the inclusivity of the activities in my classroom.  
Practically, I also noticed that pupils’ written responses began to use common language in the form of the initial prompts that I provided for pupils. I was also aware that a number of pupils in the class were occasionally withdrawn from mainstream lessons for spelling and reading interventions. This was a concern I reflected on as it was apparent in some of the pupils’ responses, those pupils that had missed the common language prompts from previous lessons. As the Education Endowment Foundation (2025) state, “Pupils are often withdrawn from their usual classroom for interventions” and that the intervention should, at the very least, assist the learning that is going on in the classroom. Therefore, on reflection, when discussing the intervention support with both the pupils and their TAs, pupils were initially present for the first fifteen minutes of every lesson so that all pupils had access to the same common language and were present when listening to their peers’ responses. 
Evaluation
As Nehring et al (2010) state, "Reflection is a critical component of professional growth” and by implementing changes to my teaching one at a time and allowing sufficient time to reflect on the changes, it should allow me to best support all learners in my classroom. Using Rosenshine and Meister’s (1992) principle of “scaffolding”, it was my intention to heavily lead discussions using the sentence prompts over the first two weeks of lessons and then gradually reduce my input. Therefore, allowing pupils to learn through trying. By “modelling” (Rosenshine and Meister 1992) how I wanted pupils to verbally respond to the higher order questions, pupils’ confidence did increase as expected, “Scaffolding gradually decreases as learning process unfolds and students become proficient”. (Rosenshine and Meister 1992). However, this did require more teacher-led input than I initially predicted and where poor attendance was also a concern, using the APK activities from last lesson’s learning, was an issue as not all pupils grasped the task in the first few lessons. This meant that it was initially difficult to track progression as pupils missed different tasks at different times. To overcome this, I provided recap sheets to pupils with their peers’ responses from the previous lesson so that all pupils had access to the common language. 
Also, as previously mentioned, the impact that APK tasks have on pupils varies significantly due to pupil recall and their working memory (WM). While there is a great deal of research regarding pupils’ working memory, there is currently limited research regarding pupils with ALN and their working memory.
There is little research examining the relationship between working memory and academic performance in autism, with a significant need for research to explore the role of working memory in classroom performance. (Trezise, et al. 2014)
The study conducted by Trezise, et al (2014) was focused on the impact of WM on pupils with autism and Down Syndrome, and while this isn’t specifically linked to the learners in my classroom, as stated earlier, a truly inclusive learning environment is one where all learners can thrive and feel accepted. As an area of professional development, when I am exploring new inclusive strategies to implement in my classroom in the future, WM and the varying recall of my learners will be a key consideration. 
Before analysing the pupils’ progression using the modelled APK tasks, one barrier I faced was Learned Helplessness (Raufelder and Kulakow 2022) from a small minority of pupils. Learned helplessness refers to the idea that pupils who have often experienced failure will assume that they will always continue to experience disappointment and will therefore not apply themselves to new tasks out of fear of failure. Due to some of the poor reading ages in this class, unfortunately, a number of pupils did have a defeatist attitude to the new higher-order question stems. In particular, there were two boys who showed unwillingness to attempt the common language. However, when I collected their books, their written responses did in fact use this high-order common language. When I discussed this with pupils, I reiterated that it was a new task for all learners and while some were reluctant to express their responses verbally, the main aim was to use it in their written responses. Therefore, this was an unexpected barrier but one that will be explored when I adopt new teaching strategies to promote inclusivity in the future. 
Analysis
The theory of Learned Helplessness isn’t a new phenomenon but one way I wanted to challenge this was by allowing pupils a choice when selecting their questions in the APK tasks. However, after reading Hassan et al., (2018) who stated, “there is generally a ‘right’ and ‘wrong’ choice” when teachers provide pupils a choice of activities in lessons. I became aware that while I might have assumed in my planning that I was allowing pupils agency in the classroom, I was in fact limiting the questions that they could respond to. Similarly, I reflected that I was deciding what pupils needed to recall from their WM, rather than pupils self-reflecting and deciding what previous knowledge was relevant. However, I decided not to change this task as I didn’t want pupils to become aware of their perceived choice and how limited it was. Instead, I observed that through the steady increase in their confidence over the weeks, more pupils were willing to choose the higher-order questions independent of my input. The TA in class was also able to observe not just the growth in pupils’ confidence but the development of a common language in pupils’ responses. More than academic outcomes, I wanted to improve the inclusivity in my classroom and the increase the confidence of ALN pupils when responding to higher-order GCSE-style questions. Deci, Koestner and Ryan (1991) stated that “The experience of choice seems to be a necessary condition for the maintenance or enhancement of intrinsic motivation.” Nevertheless, suggesting that choice promotes individuality and nurtures difference in the classroom. Also, supporting the pupils who experienced learned helplessness, to be more resilient in the classroom. 
The influence that choice had on pupils was interesting to observe, especially when I considered the social background of pupils in the classroom. For instance, a key outcome that I noted was that the pupils who regularly completed their homework and weekly spelling lists were happy to attempt the higher-order questions, despite the potential of failure. Opposingly, pupils who did not complete their homework regularly were less willing to answer the higher-order questions. This could be due to a number of factors but most predominantly in this case, these pupils were lacking parental engagement, compared to their peers. As Manzon et al. (2015, p. 17) state how pupils who have experienced or are currently experiencing Adverse Childhood Experiences (ACEs), such as domestic issues and ALN, “Can highly and adversely affect their educational performance.” Thus, as I mentioned previously, when I provided pupils who were absent in the previous lesson with summary of their peers’ responses, I chose to address this. I did so through the pupils’ perception of choice and how I slowly increased the complexity of the questions posed. Eventually, this group of pupils began ‘choosing’ the higher-order questions a the lower-order questions became less frequent.
Conclusion
Moving on to the final stage of my reflection before the action plan. I found that taking the time to reflect on my teaching practice genuinely very helpful in ensuring my classroom was a more inclusive environment, especially for ALN pupils. I decided to review the idea of choice and learned helplessness when I was planning my lessons. The pupils responded well to the gradual removal of scaffolding, and many felt confident to attempt more difficult questions as more lessons passed. However, a strategy that I want to review when I teach this class their next assessment is the Zone of Proximal Development (Vygotsky, 1978) as many pupils were considering the views of their peers, but I feel I could do more to utilise pupils’ views. This is an area that I’m particularly interested in, especially the potential it has in the school’s mixed ability KS3 classes. By considering this strategy in detail, I intend to amend my seating plans and embed verbal responses more frequently in lessons such as asking pupils to repeat their responses but including a key word in their response. As Chiles (2023) argues, “encouraging pupils by questioning them further on their ideas is a great way to tease out extended responses.” This repetition of key vocabulary combined with the Zone of Proximal Development and listening to responses, I hope will have a positive impact on pupil progression. 
Additionally, as previously mentioned, the difference between a class being inclusive and integrated has also been a key part of my reflection. While I had previously assumed that as a school, we are highly inclusive, I think in some areas we are simply integrated and following procedures as opposed to implementing strategies that will truly help all learners. A new responsibility of mine in 2026 will be attempting to ‘close the gap’ between eFSM and non-eFSM learners and an area of this will also include the disparity in results between eFSM ALN and non-eFSM ALN learners. Through this, I intend to complete weekly drop-in sessions for pupils with their form tutors to complete pupil voice activities and establish a working party so that all staff are aware of the difference between an integrated and inclusive curriculum.
Action Plan
Moving forward, I intend to continue using Bloom’s Taxonomy in my APK tasks to develop pupils’ understanding of new concepts. Similarly, I hope to consider the influence of choice and how it impacts pupil progression because at its core, that is pupil-led. In essence, what questions pupils decide to answer from the selection provided to them is an individual choice, therefore I hope to raise pupils’ confidence too, so that they want to deepen their knowledge.
With my intention of establishing a working party, the main barrier will be staff engagement and willingness to implement new strategies in their classroom. My objective is to present a staff seminar whereby I will ensure that all staff are familiar with the ALN pupils and their needs in their classroom as well as the eFSM pupils. This will be with the intention of equipping all teaching staff with the knowledge necessary to create an inclusive classroom environment. The difficulty will be with what staff intend to do with this knowledge. To monitor this, I will be completing termly staff forums with the ALNCo to support any gaps in teaching and to aid in implementing new strategies by sharing best practice. 
Finally, through our weekly professional development sessions I will be compiling a bank of higher-order question stems that can be used across all areas of learning. In doing so, I hope to create a school-wide common language when answering GCSE-style questions, and I hope this will have two effects. Firstly, I hope to increase pupil confidence as they will become accustomed to the familiar language and will therefore hopefully more comfortable in responding to the questions. And secondly, I hope to eventually improve pupil responses in the new English Literature and Language GCSE qualification. Both outcomes will of course be gradual, but I intend on tracking this throughout this academic year and completing the same process next year with the same classes to hopefully track progression. Finally, this reflective process has assisted in my teaching practice but also in my role as Head of Year 10. In terms of my professional development, I have included an aspect on ALN inclusive provision in my Year 10 vision for the year and I intend to do the same next year. 
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Appendix 1 (Bloom et al, 1956)	
[image: Bloom's taxonomy (Bloom et al., 1956)  ]







Appendix 2: APK activity that was displayed to my Year 10 class
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