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Introduction and Setting Overview
Inclusion can be defined as “a combination of inclusive practices and inclusive pedagogy that supports all learners equitably whatever their age, gender, ethnicity, attainment, learning difficulty, disability, language and background” (Central South Consortium, 2024). Therefore, it could be argued that inclusion is the catalyst for all potential outcomes for learners and young people in educational settings. At School X, inclusion is aligned with ideas around equality, equity and additional learning needs (ALN), as outlined in their two key policies: Equality Policy and Strategic Equality Objectives (School X, 2024) and Additional Learning Needs (ALN) Policy (School X, 2024). It is clear from these that School X believes that being inclusive should underpin everything else within an educational setting and instructs their staff to “Design and deliver an inclusive curriculum” (Equality Policy and Strategic Equality Objectives, 2024, p5). Additionally, School X is currently developing a new ‘Inclusion Policy’ to ensure clarity around what inclusive practice should be for staff and key stakeholders and to make specific links to current legislation and research. 
Situated in the Vale of Glamorgan, School X has 1577 pupils on roll as of October 2025, with the full capacity yet to be reached, due to an ongoing ‘rolling’ year group for the primary provision. Across the 1577 pupils, 3.2% are identified as having ALN, 6.4% as Free School Meals (FSM), 2.1% as English as an Additional Language (EAL), and 0.95% as Children Looked After (CLA). In recent years, there have been significant structural changes for School X. Since its last inspection in 2019, the English-medium school has changed from a 11-19 setting to a 3-19 setting, bringing a myriad of challenges and benefits. This changing landscape has prompted and enabled the school to implement and adapt the school structure with an updated Curriculum Policy in October 2025 to ensure the “totality of student experiences” are considered in staff practices schoolwide (School X, 2025, p2). One of the main outcomes of this that is linked to inclusion is to ensure pupils feel a sense of belonging to the school and their cohort with specific phases and groupings of learners across different year groups. For example, Year 9 is under the ‘Broadening Horizons’ curriculum and Years 10 and 11 are under the ‘Thrive’ curriculum. 
Nationwide changes have also had a significant impact on School X’s approach to inclusive practice in recent years. For example, with changes in ALN legislation due to the ALN Act (Welsh Government, 2021), the number of pupils formally recognised as having ALN has decreased significantly since 2019. Currently, those formally identified with ALN is 3.2%, compared with 8% in 2019 (Estyn, 2019). As well as this, the introduction of the Curriculum for Wales (Donaldson, 2015) and a brand new set of Made for Wales GCSEs being introduced from September 2025 (Qualifications for Wales, 2025), means departments have developed resources and undertaken additional professional development to facilitate pupils’ access to the updated curriculum and qualifications and make it as inclusive as possible. This has allowed the school to reflect the view that continuing professional development for staff in education is vital in ensuring inclusive practice is up to date and relevant to current learners (Florian, 2012, p284).
Great progress has been made across the school and my role as Assistant Leader of English means that I have been heavily involved in developing these new resources and attending training (School X, 2025). It is important that learners at School X leave school equipped and ready for their futures, with outcomes in qualifications that suit their needs and circumstances (School X, 2025). To ensure this, School X has developed a “Curriculum for [redacted name]” that ensures “high quality teaching and effective curriculum design and delivery” to promote this inclusive practice and learning (School X, 2025, p6). This is underpinned by the implementation of the OLEVI Programme to equip staff with advanced pedagogy, coaching, and leadership skills to drive whole-school improvement in teaching, learning, and school culture (OLEVI, 2025). Despite this progress, School X must continue ensuring that inclusivity is at the forefront of its pedagogy in the classroom, wider school environment and in its partnership with stakeholders.

















Inclusive Practice Methods: 
	As Taylor et al. (2017) note, it is common that learners in educational settings are often grouped solely by attainment levels. This is often viewed as a way in which the higher attaining learners can be stretched and additional support can be provided (Taylor et al. 2017). Wilkinson and Penney (2014, p412) also explore how “setting is most prominent in secondary schools and is normalised in several subject areas including mathematics, English and science.” However, growing evidence suggests that there can be negative consequences when grouping learners by their ability. In the English department at School X, most year groups have around eight different mixed ability classes that are taught by subject specialists. This aims to ensure the issues, as outlined by Wilkinson and Penney (2014, p416-417), such as teacher expectations, reliance on support and public stigma that can occur when grouping by ability are minimised.
Despite this, with a significant change in expectations due to the new Made for Wales GCSEs, an ever-growing number of pupils requiring additional support, and fewer resources available, the English department at School X has made the decision to ensure that each year group from Year 8 to Year 11 has a ‘nurture group’. These are smaller classes consisting of pupils with a range of different ALN that allow class teachers to provide more specific differentiated and scaffolded resources, additional support, slower-paced lessons and a more adaptable learning environment. Pupils are identified using the ALN register, previous progress and teacher recommendations and are taught, where appropriate, the same content as the rest of the year group and in the same environment. 
Information provided by Disability Wales (2024) highlights how the ongoing debates around the medical and social models of disability need to be considered when grouping pupils in this way. The social model argues that pupils’ ALN or disabilities should not be looked at as the barrier(s); the learning environment and expectations should be considered the barrier(s) to their learning (Disability Wales, 2024). Additionally, the smaller class sizes of our nurture groups, particularly in Year 10 and Year 11, enables learners to access the same or similar qualifications as their peers, which shows the successful outcomes this grouping can enable. Jepsen and Rivkin (2009, p224) outline how a “reduction in class size raised school average mathematics and reading achievement”. Despite this being undertaken across a whole school cohort, the evidence suggests that smaller classes and groupings can be beneficial for pupils and staff.
 Currently, I teach English to a Year 10 nurture group at School X which consists of twelve pupils with a wide range of different ALN. I employ a myriad of inclusive strategies in my teaching, such as a specific seating plan, targeted 1:1 support from learning support assistants and slower-paced lessons. However, in addition to reflecting on the grouping as a nurture group, I will outline and reflect upon two key strategies of inclusive practice here: the introduction of an extract booklet to teach learners the literary text, Lord of the Flies, and the use of a slow writing approach to write up their essay responses. As these strategies were used in tandem to support the learning, I will reflect on them alongside each other in this essay.
Due to the subjective nature of teaching and assessing English as a subject, I have identified Gibbs’ Reflective Cycle (Gibbs, 2013, p.50) as an appropriate reflective model to evaluate and consider the effectiveness of these strategies. This also allows for a specific focus on several thoughts and feelings-based areas of reflection



[bookmark: _fu1bkpb1dzwn][bookmark: _cmx4kf2ixo9m][bookmark: _1sa2eqs20q00]Reflection: Gibbs’ Reflective Model
[bookmark: _ay1x0tcisiid]Description:
The introduction of new GCSE means pupils are required to write an essay based on the concept of belonging as explored within the novel Lord of the Flies: “Examine how the island setting in Lord of the Flies shapes Jack’s experiences of belonging and his relationships with others on the island.” (WJEC, 2025, p15). This is a non-examination assessment which means the essay is sat in assessment conditions, but pupils know the question and content beforehand and it is internally assessed by the individual centres. 
Achieving an outcome where this Year 10 nurture group could “thrive” as part of School X’s “Curriculum for [redacted name]” posed several challenges, due to pupils’ ALN (School X, 2025, p6). The range of needs in the classroom is vast, with pupils dealing with barriers to their learning within the following categories: behavioural, emotional and social difficulties, autism spectrum disorders, speech, language and communication difficulties, attention deficit hyperactivity disorder, and physical and medical difficulties. Therefore, it was important to consider how approaching the text could be completed in a more appropriate way for these pupils. Tharby (2017, p30) explores how “effective teachers present new material in small steps with student practice after each stage” in order to reduce “cognitive load” and increase retention of information. As well as this, Konrad, Joseph and Eveleigh (2009) explore how the use of booklets can have a positive impact on academic performance for school-aged learners. Supported by this research, I devised a booklet to maximise engagement and understanding. This extract booklet and a slow writing approach were used as methods of scaffolding learning, a support process explored by Wood et al. (1976, pp 89-100), to ensure that learners could engage fully and achieve the best possible individual outcomes. 
To begin, I read the novel with the class, using discussion prompts and low-stakes written tasks as ongoing assessment for learning. When closer reading and analysis was required, the booklet was employed to ensure clarity and the reduction in cognitive load that Tharby (2017, p30) advocates. It was also important to consider how detailed the booklets were to ensure this reduced cognitive load. Paas, Renkl and Sweller (2004, p2), explore how a “reduction in extraneous cognitive load by using a more effective instructional design can free capacity for an increase in germane cognitive load”. Therefore, the most effective booklets need to be clear, organised and include only the key information required to reduce the amount of time learners spend organising their materials and allow them to focus. Subsequently, I identified six key sections of the novel that pupils would need to focus on for their analytical essays (Appendix A). This allowed me to swiftly establish a routine of reading and analysing texts that pupils could clearly identify. The intended outcome was to afford pupils the opportunity to work more independently and have autonomy over their learning. This is not often feasible for pupils with ALN in mainstream education due to the challenges presented. The process of teaching the novel would follow the same pattern and then we would hone in on the key part of the novel, using the booklet containing extracts to annotate and analyse language. 
The next step for pupils was to write up their analysis as their essay draft. We would write an example paragraph together as a class and then pupils would write up their own responses using their annotations and the sentence starters provided in their booklets. This more independent writing process was guided carefully by the implementation of slow writing strategies. Research has suggested that slow writing, when used as a form of scaffolding and as a writing intervention, can be a highly successful method of ensuring pupils write to a higher standard (Literacy Shed, 2017). There is also a growing body of evidence that suggests that slow writing can significantly improve pupils’ writing skills and quality, due to its slow-paced nature (Didau, 2017). Didau goes on to explain that the “idea here is to focus on the process rather than the product of writing in order to encourage a more metacognitive approach to the act of writing” (Didau, 2017). This process can be extremely beneficial for pupils when writing academically, and the metacognitive approach can ensure that pupils are engaging further with the step-by-step process of their writing (Didau, 2017). In addition to this, having tested slow writing for English Language GCSE work previously, I was keen to trial it as a method of support when writing literature-based work. I hoped to ensure that pupils could carefully and slowly construct their analytical essays using the booklet as their stimulus material. Due to slow writing enabling an avoidance of dysregulation when learning, something a nurture group in particular can be prone to due to their varied ALN, it was important that this methodical approach was used (Allison and Tharby, 2015, p148). 
Considering the downfalls of slow writing was important to begin with, as it can be a heavily teacher-led activity that requires more input from the teacher than pupils (Literacy Shed, 2017). Despite this, it has been argued that slow writing should be used not as a replacement for all types of writing, but rather as a method of approaching writing that is to be adapted and used when appropriate (Didau, 2014, p162). This meant that I could adapt and use the slow writing approach in specific ways to suit the class and their essay task. Research has also suggested that slow writing prompts ensure a fixed focus on the writing task at hand (Didau, 2014, p161-162). Due to the nature of the task and class, I opted to adapt the slow writing prompts into two separate forms of instruction to guide learners through their own slow writing process: a handout of sentence starters (Appendix B) and a structure strip (Appendix C).

[bookmark: _xwlrxzsmr78s][bookmark: _dehw76cb37v9]Thoughts and Feelings
[bookmark: _sg1yc4wj43gv]Initially, the combination of an extract booklet and slow writing approach promised a successful completion of the essay and understanding of the text. However, personal concerns were that, even with the booklet and the slow writing approach, the challenging nature of the novel and task might lead to disengagement or behavioural disruption. There was also a pressure felt when devising the extract booklet for learners, as there was anxiety around whether the six chosen extracts would truly encompass what was needed. It was clear that, in trying to reduce the cognitive load for pupils, there can be a fine line between ensuring a simplified approach to the text and a watering down of the content. It also felt to me that there was a risk of keeping pupils in their “comfort zone” with “low challenge” and “limited learning” if the booklet and resources were too heavily scaffolded (Allison and Tharby, 2015, p16). Therefore, I ensured that the booklet I designed for learners was free from any extraneous information and contained only what they needed to focus on for their essay (Paas, Renkl and Sweller, 2004), as can be seen in Appendix A.
[bookmark: _5fobskgx91z9]As the methodical approach allowed for pupils to interact with the text via the booklet in a meaningful and engaged manner, these concerns were alleviated. Pupils were able to highlight and annotate directly into their booklets, giving them a sense of ownership and control over their learning. There was an almost immediate sense of relief in the classroom. Pupils seemed to feel enabled to thrive and move out of their “comfort zone[s]” and into their “struggle zone[s]” to ensure that effective learning and progress could take place (Allison and Tharby, 2015, p16). For example, Pupil C explained that they felt apprehensive about studying a full text, but the booklet made it easier for them to manage the content. Pupil D also said that they found it easier to select what they needed from the text. Therefore, it was clear that the implementation of the extract booklet had successfully enabled pupils to explore the struggle zone with “high challenge” and “low stress” that ultimately led to “effective learning” (Allison and Tharby, 2015, p16).
[bookmark: _i1bj77y6fc5]There was also some apprehension at approaching the writing using slow writing, as the pace of the lessons was at risk of slowing too much. Pupils also seemed apprehensive about turning their notes into a full essay. Despite this, it quickly became clear that the pupils enjoyed the slow writing approach, due to the methodical nature of using the prompt questions on the structure strip and sentence starters to form their response (Appendices B and C). Pupil H said they found it easier to get started writing their essay, as they had the prompts in front of them on the structure strip. 












[bookmark: _pyhqs2bjbshi][bookmark: _kwxvs98m9nnf]Evaluation
The outcome of this approach was a completed essay for most pupils that will count towards their final GCSE. Using the methods of a booklet and slow writing had ensured that most pupils were included in the learning and had allowed them to access this piece of work. For the majority of pupils, they were able to produce structured and detailed responses that the booklet and slow writing clearly helped with, as they were able to compartmentalise their learning into more manageable chunks. They were able to turn their discussions and annotations from their booklets into coherent and, at times, detailed and analytical responses (Appendix D and Appendix E). Despite the concerns around the prescriptive nature of the slow writing prompts, pupils were still able to have their own analytical voice in their writing (Appendix D and Appendix E). 
Final outcomes were mixed, but this is to be expected as, despite being grouped specifically as a nurture group, they are still a mixed group in terms of ability and ALN. As Figure 1 shows, most of the pupils were able to achieve their expected grade through the use of this approach. In some cases, due to the clear success of the approach, pupils were able to exceed their overall expected grade, with pupils such as Pupil A, Pupil D and Pupil H getting at least a grade above expected grades. However, the expected grades are still the likely overall outcome, due to the nature of the two-year GCSE course and future external examinations. 
There were also pupils who did not manage to meet expected grades, such as Pupil G, Pupil J and Pupil K. For these pupils, a mixture of low attendance and specific ALN pushed them into their “panic zone[s]” at times, due to the challenging nature of the task (Allison and Tharby, 2015, p16). The slow writing approach seemed to, inadvertently, create additional cognitive load due to their ALN in processing speed issues and dyslexia. As well as this, the rigid structure of the provided structure strips had the opposite intended effect at times and created a cognitive burden rather than a support. This is clearly something that will need to be considered if using the approach in the future.
 It is also important to note that there were four pupils (Pupil E, Pupil F, Pupil I and Pupil L) that, due to circumstances out of our control, ranging from exclusions to school refusal, were not able to successfully complete the essay. 

[image: ]Figure 1: Expected Grades/Final Essay Grades


Analysis
The overall use of the booklet and slow writing can be deemed a success, and these inclusive approaches enabled the pupils to thrive in individual and independent ways throughout the process.
	It could be argued that the use of the booklet adheres to the “social model” of disability, as the intention was to remove the barrier to the pupils’ learning (Disability Wales, 2024, p7). Instead of viewing the challenges and pupils’ potential inability to study the full novel and analyse the full text as the issue, the booklet allowed for a changing of the environment and medium of teaching to remove this barrier (Disability Wales, 2024, p7).
 	On the other hand, there is a critique to be made about the overall set-up of the class itself. Despite the individual successes of pupils, the fact that these pupils are grouped due to their ALN means that there could be concerns around it adhering to the “medical model” of disability that views the individual as the “problem” and not the external factors (Disability Wales, 2024, p5). It could be argued that to be truly inclusive, then pupils should be integrated into the mixed ability groups. Despite this, the nurture group aims to ensure that pupils are awarded additional support which mitigates concerns.
Didau (2017) explores how the process is as important, if not more important, than the outcome and it was clear that pupils were aware during the process of the lessons that they were working and learning in a different way than usual. This could potentially lead to further repetition of these behaviours and skills in other areas of their learning and in the future. A further success of this was the element of metacognitive agency that some pupils developed through the process of completing this task. Marulis, Baker and Whitebread (2019, p6) explore how a process like this can “contribute to children’s agency by making them active in the learning process, rather than just passively responding to external demands or routines”. This was evident when the pupils used the booklet independently as they neared the last few extracts and subsequently began moving away from the scaffolding. By the end of the process, the slow writing scaffolding became less relied-upon and demonstrated how the concept of fading scaffolding is successful in providing that autonomy and inclusivity for pupils. 














[bookmark: _59ld7lhq6jip]Conclusions
[bookmark: _jqug5f2o8b8q]Overall, the experience of implementing the extract booklet and the slow writing approach has taught me that using inclusive teaching methods can help to support pupils and can be a way of removing barriers for those with ALN. They also allow for an approach to teaching pupils with a more social model of disability (Disability Wales, 2024, p7) . 
[bookmark: _yumtrov7cxwi]As mentioned previously, the English department at School X ensures a nurture group for Years 8-11, but this seems to be causing a tension between the social model, due to the removal of the barriers for pupils using the booklet, and medical model of disability (Disability Wales, 2024). By separating the twelve pupils in the Year 10 nurture group into one class, and one room, it could be argued further that pupils are being identified as a problem, and not being grouped appropriately. Despite this, the successes outlined earlier suggest that, whilst their grouping aligns more with the medical model, the pedagogy in the classroom is more social. This is due to the scaffolding and routine of the booklet and slow writing approach that pupils became used to when approaching this task. The methodical approach helped to reduce the problems around the potentially challenging task and, overall, helped to avoid pushing pupils into their “panic zone[s]” (Allison and Tharby, 2015, p16), something that would have likely happened had pupils been grouped in mixed ability classes like the rest of the cohort. 
[bookmark: _d83kjnbhne3s]Tharby (2017) outlined that smaller, more methodical steps should be taken and that these would benefit pupils, however, some of the approach was still too steep a learning process for some pupils such as Pupil G and Pupil J, due to individual ALN such as processing speeds. Therefore, it would be useful to think about what could be done to mitigate this and how that steep learning could be addressed and enable those pupils to thrive and fulfil their potential.
[bookmark: _nepuy3aixihx][bookmark: _1s2k9cr23hc1]Finally, it is clearly important that inclusive practice is adaptive. As pupils will be moving through the school into Year 11, the heavy scaffolding for such tasks must be adapted, due to the pressures of GCSE-level work. For example, what succeeds in helping a Year 10 nurture group today must be gradually reduced as they progress into Year 11 to ensure they do not become too dependent on heavy scaffolding. This is especially important when pupils start to prepare for their summer exams.















[bookmark: _9wabacdr73j1][bookmark: _dh73whrzrp2t]Action plan
In future, approaching a task such as this would benefit from a number of considerations. It would be important to consider whether an approach like this would also benefit the rest of the cohort by implementing this approach across the mixed ability classes too. Additionally, further differentiation for individuals in the class would be beneficial. For example, instead of a standardised scaffolding approach, where all pupils receive the same sentence starters and structure strip, I would move to a more choice-based approach with several options for pupils to choose from, furthering learners’ metacognitive skills by allowing learners to have more autonomy in their own learning.
	It would also be important to ensure that pupils are monitored more closely to avoid pupils entering the “panic zone” (Allison and Tharby, 2015, p16) to protect their wellbeing and mindset towards the learning environment. This could be achieved through employing more frequent, low-stakes assessment for learning such as a traffic light system at the end of each slow writing session. This may allow for a more immediate understanding of how pupils are feeling during the process of writing their essays. This might also help to alleviate barriers for individuals like Pupil G and Pupil J by enabling me to provide more reactive support due to their processing speeds.
As well as this, I also think it would be important and beneficial to include an element of student voice in the process. This would aim to allow pupils to influence the choices made and the learning process and would allow them to develop the metacognitive approach that was touched upon in this process. This would allow, as the lessons progress, for the pupils to become more self-sufficient and to lead their own learning. For example, pupils could identify which of the slow writing prompts or sentence starters they find most useful which should help support the metacognitive process by allowing them to think carefully about how they work and learn more closely. 
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Appendix A - Extract Booklet 
Text extracted from: Golding, W. (1954) Lord of the Flies. London: Faber and Faber.

Lord of the Flies NEA Extracts
ENTRY 2027
Key Moments to Focus On: 
·  Chapter 1 - Jack’s arrival on the island and character introduction 
· Chapter 1 and 3 - Jack’s failed hunting attempts
· Chapter 4 – the mask
· Chapter 9 – the feast/rejection of Ralph as leader
· Chapter 9 – dance and Simon’s death
· Chapter 12 – Jack’s Final State (Rescue)



Chapter 1 – Introduction of Jack
The creature was a party of boys, marching approximately in step in two parallel lines and dressed in strangely eccentric clothing. Shorts, shirts, and different garments they carried in their hands; but each boy wore a square black cap with a silver badge on it.
Their bodies, from throat to ankle, were hidden by black cloaks which bore a long silver cross on the left breast and each neck was finished off with a hambone frill. The boy who controlled them was dressed in the same way though his cap badge was golden. When his party was about ten yards from the platform he shouted an order and they halted, gasping, sweating, swaying in the fierce light.
The boy himself came forward, vaulted on to the platform with his cloak flying, and peered into what to him was almost complete darkness.
"Where's the man with the trumpet?"
Ralph, sensing his sun-blindness, answered him.
"There's no man with a trumpet. Only me."
The boy came close and peered down at Ralph, screwing up his face as he did so. What he saw of the fair-haired boy with the creamy shell on his knees did not seem to satisfy him.
He turned quickly, his black cloak circling.
"Isn't there a ship, then?"
Inside the floating cloak he was tall, thin, and bony; and his hair was red beneath the black cap. His face was crumpled and freckled, and ugly without silliness. Out of this face stared two light blue eyes, frustrated now, and turning, or ready to turn, to anger.
"Isn't there a man here?"
Ralph spoke to his back.
"No. We're having a meeting. Come and join in."
The group of cloaked boys began to scatter from close line. The tall boy shouted at them.
"Choir! Stand still!"
Wearily obedient, the choir huddled into line and stood there swaying in the sun. None the less, some began to protest faintly.
"But, Merridew. Please, Merridew . . . can't we?"
…
Merridew turned to Ralph.
"Aren't there any grownups?"
"No."
Merridew sat down on a trunk and looked round the circle.
"Then we'll have to look after ourselves."
Secure on the other side of Ralph, Piggy spoke timidly.
"That's why Ralph made a meeting. So as we can decide what to do. We've heard names. That's Johnny. Those two--they're twins, Sam 'n Eric. Which is Eric--? You? No--
you're Sam--"
"I'm Sam--"
"'n I'm Eric."
"We'd better all have names," said Ralph, "so I'm Ralph."
"We got most names," said Piggy. "Got 'em just now."
"Kids' names," said Merridew. "Why should I be Jack? I'm Merridew."
Ralph turned to him quickly. This was the voice of one who knew his own mind.
"Then," went on Piggy, "that boy--I forget--"
"You're talking too much," said Jack Merridew. "Shut up, Fatty."
Laughter arose.
"He's not Fatty," cried Ralph, "his real name's Piggy!"
"Piggy!"
"Piggy!"
"Oh, Piggy!"
A storm of laughter arose and even the tiniest child joined in.
Jack spoke.
"We've got to decide about being rescued."
There was a buzz. One of the small boys, Henry, said that he wanted to go home.
"Shut up," said Ralph absently. He lifted the conch. " Seems to me we ought to have a chief to decide things."
"A chief! A chief!"
"I ought to be chief," said Jack with simple arrogance, "because I'm chapter chorister and head boy. I can sing C sharp."
Another buzz.
"Well then," said Jack, "I--"
He hesitated. The dark boy, Roger, stirred at last and spoke up.
"Let's have a vote."
"Yes!"
"Vote for chief!"
"Let's vote--"
This toy of voting was almost as pleasing as the conch. Jack started to protest but the clamour changed from the general wish for a chief to an election by acclaim of Ralph himself.
None of the boys could have found good reason for this; what intelligence had been shown was traceable to Piggy while the most obvious leader was Jack. But there was a stillness about Ralph as he sat that marked him out: there was his size, and attractive appearance; and most obscurely, yet most powerfully, there was the conch.
"Him with the shell."
"Ralph! Ralph!"
"Let him be chief with the trumpet-thing."
Ralph raised a hand for silence.
"All right. Who wants Jack for chief?"
With dreary obedience the choir raised their hands.
"Who wants me?"
Every hand outside the choir except Piggy's was raised immediately. Then Piggy, too, raised his hand grudgingly into the air.
Ralph counted.
"I'm chief then."
The circle of boys broke into applause. Even the choir applauded; and the freckles on Jack's face disappeared under a blush of mortification. He started up, then changed his mind and sat down again while the air rang. Ralph looked at him, eager to offer something.
"The choir belongs to you, of course."
"They could be the army--"
"Or hunters--"
"They could be--"
The suffusion drained away from Jack's face. Ralph waved again for silence.
"Jack's in charge of the choir. They can be--what do you want them to be?"
"Hunters."
Chapters 1 and 3 – Jack’s failed hunting attempts
Chapter 1
They were in the beginnings of the thick forest, plonking with weary feet on a track, when they heard the noises--squeakings--and the hard strike of hoofs on a path. As they pushed forward the squeaking increased till it became a frenzy. They found a piglet caught in a curtain of creepers, throwing itself at the elastic traces in all the madness of extreme terror. Its voice was thin, needle-sharp and insistent; The three boys rushed forward and Jack drew his knife again with a flourish. He raised his arm in the air. There came a pause, a hiatus, the pig continued to scream and the creepers to jerk, and the blade continued to flash at the end of a bony arm. The pause was only long enough for them to understand what an enormity the downward stroke would be. Then the piglet tore loose from the creepers and scurried into the undergrowth. They were left looking at each other and the place of terror. Jack's face was white under the freckles. He noticed that he still held the knife aloft and brought his arm down replacing the blade in the sheath. Then they all three laughed ashamedly and began to climb back to the track.
"I was choosing a place," said Jack. "I was just waiting for a moment to decide where to stab him."
"You should stick a pig," said Ralph fiercely. "They always talk about sticking a pig."
"You cut a pig's throat to let the blood out," said Jack, "otherwise you can't eat the meat."
"Why didn't you--?"
They knew very well why he hadn't: because of the enormity of the knife descending and cutting into living flesh; because of the unbearable blood.
"I was going to," said Jack. He was ahead of them, and they could not see his face. "I was choosing a place. Next time--!"
He snatched his knife out of the sheath and slammed it into a tree trunk. Next time there would be no mercy. He looked round fiercely, daring them to contradict.

Chapter 3
Jack was bent double. He was down like a sprinter, his nose only a few inches from the humid earth. The tree trunks and the creepers that festooned them lost themselves in a green dusk thirty feet above him, and all about was the undergrowth. There was only the faintest indication of a trail here; a cracked twig and what might be the impression of one side of a hoof. He lowered his chin and stared at the traces as though he would force them to speak to him. Then dog-like, uncomfortably on all fours yet unheeding his discomfort, he stole forward five yards and stopped. Here was loop of creeper with a tendril pendant from a node.
Jack crouched with his face a few inches away from this clue, then stared forward into the semi-darkness of the undergrowth. His sandy hair, considerably longer than it had been when they dropped in, was lighter now; and his bare back was a mass of dark freckles and peeling sunburn. A sharpened stick about five feet long trailed from his right hand, and except for a pair of tattered shorts held up by his knife-belt he was naked. He closed his eyes, raised his head and breathed in gently with flared nostrils, assessing the current of warm air for information. The forest and he were very still.
At length he let out his breath in a long sigh and opened his eyes. They were bright blue, eyes that in this frustration seemed bolting and nearly mad. He passed his tongue across dry lips and scanned the uncommunicative forest. Then again he stole forward and cast this way and that over the ground.
Only when Jack himself roused a gaudy bird from a primitive nest of sticks was the silence shattered and echoes set ringing by a harsh cry that seemed to come out of the abyss of ages. Jack himself shrank at this cry with a hiss of indrawn breath, and for a minute became less a hunter than a furtive thing, ape-like among the tangle of trees. Then the trail, the frustration, claimed him again and he searched the ground avidly. By the trunk of a vast tree that grew pale flowers on its grey bark he checked, closed his eyes, and once more drew in the warm air; and this time his breath came short, there was even a passing pallor in his face, and then the surge of blood again. He passed like a shadow under the darkness of the tree and crouched, looking down at the trodden ground at his feet.

Chapter 4
Jack was standing under a tree about ten yards away. When Roger opened his eyes and saw him, a darker shadow crept beneath the swarthiness of his skin; but Jack noticed nothing. He was eager, impatient, beckoning, so that Roger went to him.
There was a small pool at the end of the river, dammed back by sand and full of white water-lilies and needle-like reeds. Here Sam and Eric were waiting, and Bill. Jack, concealed from the sun, knelt by the pool and opened the two large leaves that he carried. One of them contained white clay, and the other red. By them lay a stick of charcoal brought down from the fire.
Jack explained to Roger as he worked.
"They don't smell me. They see me, I think. Something pink, under the trees."
He smeared on the clay.
"If only I'd some green!"
He turned a half-concealed face up to Roger and answered the incomprehension of his gaze.
"For hunting. Like in the war. You know―dazzle paint. Like things
trying to look like something else―" He twisted in the urgency of telling.
"―Like moths on a tree trunk."
Roger understood and nodded gravely. The twins moved toward Jack and
began to protest timidly about something. Jack waved them away.
"Shut up."
He rubbed the charcoal stick between the patches of red and white on his
face.
"No. You two come with me."
He peered at his reflection and disliked it. He bent down, took up a
double handful of lukewarm water and rubbed the mess from his face.
Freckles and sandy eyebrows appeared.
Roger smiled, unwillingly.
"You don't half look a mess."
Jack planned his new face. He made one cheek and one eye-socket white,
then he rubbed red over the other half of his face and slashed a black bar of
charcoal across from right ear to left jaw. He looked in the pool for his
reflection, but his breathing troubled the mirror.
"Samneric. Get me a coconut. An empty one."
He knelt, holding the shell of water. A rounded patch of sunlight fell on his face and a brightness appeared in the depths of the water. He looked in astonishment, no longer at himself but at an awesome stranger. He spilt the water and leapt to his feet, laughing excitedly. Beside the pool his sinewy body held up a mask that drew their eyes and appalled them. He began to dance and his laughter became a bloodthirsty snarling. He capered toward Bill, and the mask was a thing on its own, behind which Jack hid, liberated from shame and self-consciousness. The face of red and white and black swung through the air and jigged toward Bill. Bill started up laughing; then suddenly he fell silent and blundered away through the bushes.
Jack rushed toward the twins.
"The rest are making a line. Come on!"
"But―"
"―we―"
"Come on! I'll creep up and stab―"
The mask compelled them.
 
 Chapter 9 -The feast/rejection of Ralph as leader
Before the party had started a great log had been dragged into the centre of The lawn and Jack, painted and garlanded, sat there like an idol. There were piles of meat on green leaves near him, and fruit, and coconut shells full of drink.
Piggy and Ralph came to the edge of the grassy platform; and the boys, as they noticed them, fell silent one by one till only the boy next to Jack was talking. Then the silence intruded even there and Jack turned where he sat. For a time he looked at them and the crackle of the fire was the loudest noise over the droning of the reef. Ralph looked away; and Sam, thinking that Ralph had turned to him accusingly, put down his gnawed bone with a nervous giggle. Ralph took an uncertain step, pointed to a palm tree, and whispered something inaudible to Piggy; and they both giggled like Sam.
Lifting his feet high out of the sand, Ralph started to stroll past. Piggy tried to whistle.
At this moment the boys who were cooking at the fire suddenly hauled off a great chunk of meat and ran with it toward the grass. They bumped Piggy, who was burnt, and yelled and danced. Immediately, Ralph and the crowd of boys were united and relieved by a storm of laughter. Piggy once more was the centre of social derision so that everyone felt cheerful and normal.
Jack stood up and waved his spear.
"Take them some meat."
The boys with the spit gave Ralph and Piggy each a succulent chunk.
They took the gift, dribbling. So they stood and ate beneath a sky of thunderous brass that rang with the storm-coming.
Jack waved his spear again.
"Has everybody eaten as much as they want?"
Jack spoke again, impatiently.
"Has everybody eaten as much as they want?"
His tone conveyed a warning, given out of the pride of ownership, and the boys ate faster while there was still time. Seeing there was no immediate likelihood of a pause, Jack rose from the log that was his throne and sauntered to the edge of the grass. He looked down from behind his paint at Ralph and Piggy. They moved a little farther off over the sand and Ralph watched the fire as he ate. He noticed, without understanding, how the flames were visible now against the dull light. Evening was come, not with calm beauty but with the threat of violence.
Jack spoke.
"Give me a drink."
Henry brought him a shell and he drank, watching Piggy and Ralph over the jagged rim. Power lay in the brown swell of his forearms: authority sat on his shoulder and chattered in his ear like an ape.
"All sit down."
The boys ranged themselves in rows on the grass before him but Ralph and Piggy stayed a foot lower, standing on the soft sand. Jack ignored them for the moment, turned his mask down to the seated boys and pointed at them with the spear.
"Who's going to join my tribe?"
Ralph made a sudden movement that became a stumble. Some of the boys turned toward him.
"I gave you food," said Jack, "and my hunters will protect you from the beast. Who will join my tribe?"
"I'm chief," said Ralph, "because you chose me. And we were going to keep the fire going. Now you run after food―"
"You ran yourself!" shouted Jack. "Look at that bone in  your hands!"
Ralph went crimson.
"I said you were hunters. That was your job."
Jack ignored him again.
"Who'll join my tribe and have fun?"
"I'm chief," said Ralph tremulously. "And what about the fire? And I've got the conch― "You haven't got it with you," said Jack, sneering. "You left it behind. See, clever? And the conch doesn't count at this end of the island―"
All at once the thunder struck. Instead of the dull boom there was a point of impact in the explosion.
"The conch counts here too," said Ralph, "and all over the island."
"What are you going to do about it then?"
Ralph examined the ranks of boys. There was no help in them and he looked away, confused and sweating. Piggy whispered.
"The fire―rescue."
"Who'll join my tribe?"
"I will."
"Me."
"I will."
"I'll blow the conch," said Ralph breathlessly, "and call an assembly."
"We shan't hear it."
Piggy touched Ralph's wrist.
"Come away. There's going to be trouble. And we've had our meat."
 
Chapter 9 - Dance and Simon’s death
The hunters were looking uneasily at the sky, flinching from the stroke of the drops. A wave of restlessness set the boys swaying and moving aimlessly. The flickering light became brighter and the blows of the thunder were only just bearable. The littluns began to run about, screaming.
Jack leapt on to the sand.
"Do our dance! Come on! Dance!"
He ran stumbling through the thick sand to the open space of rock beyond the fire. Between the flashes of lightning the air was dark and terrible; and the boys followed him, clamorously. Roger became the pig, grunting and charging at Jack, who side-stepped. The hunters took their spears, the cooks took spits, and the rest clubs of firewood. A circling movement developed and a chant. While Roger mimed the terror of the pig, the littluns ran and jumped on the outside of the circle. Piggy and Ralph, under the threat of the sky, found themselves eager to take a place in this demented but partly secure society. They were glad to touch the brown backs of the fence that hemmed in the terror and made it governable.
"Kill the beast! Cut his throat! Spill his blood!"
The movement became regular while the chant lost its first superficial excitement and began to beat like a steady pulse. Roger ceased to be a pig and became a hunter, so that the centre of the ring yawned emptily. Some of the littluns started a ring on their own; and the complementary circles went round and round as though repetition would achieve safety of itself. There was the throb and stamp of a single organism.
The dark sky was shattered by a blue-white scar. An instant later the noise was on them like the blow of a gigantic whip. The chant rose a tone in agony.
"Kill the beast! Cut his throat! Spill his blood!"
Now out of the terror rose another desire, thick, urgent, blind.
"Kill the beast! Cut his throat! Spill his blood!"
Again the blue-white scar jagged above them and the sulphurous
explosion beat down. The littluns screamed and blundered about, fleeing from  the edge of the forest, and one of them broke the ring of biguns in his terror.
"Him! Him!"
The circle became a horseshoe. A thing was crawling out of the forest. It came darkly, uncertainly. The shrill screaming that rose before the beast was like a pain. The beast stumbled into the horseshoe.
"Kill the beast! Cut his throat! Spill his blood!"
The blue-white scar was constant, the noise unendurable. Simon was crying out something about a dead man on a hill.
"Kill the beast! Cut his throat! Spill his blood! Do him in!"
The sticks fell and the mouth of the new circle crunched and screamed.
The beast was on its knees in the centre, its arms folded over its face. It was crying out against the abominable noise something about a body on the hill.
The beast struggled forward, broke the ring and fell over the steep edge of the rock to the sand by the water. At once the crowd surged after it, poured down the rock, leapt on to the beast, screamed, struck, bit, tore. There were no words, and no movements but the tearing of teeth and claws.
Then the clouds opened and let down the rain like a waterfall. The water bounded from the mountain-top, tore leaves and branches from the trees, poured like a cold shower over the struggling heap on the sand. Presently the heap broke up and figures staggered away. Only the beast lay still, a few yards from the sea. Even in the rain they could see how small a beast it was; and already its blood was staining the sand.
Now a great wind blew the rain sideways, cascading the water from the forest trees. On the mountain-top the parachute filled and moved; the figure slid, rose to its feet, spun, swayed down through a vastness of wet air and trod with ungainly feet the tops of the high trees; falling, still falling, it sank toward the beach and the boys rushed screaming into the darkness. The parachute took the figure forward, furrowing the lagoon, and bumped it over the reef and out to sea.

Chapter 12- Jack’s Final State (Rescue)
A naval officer stood on the sand, looking down at Ralph in wary astonishment. On the beach behind him was a cutter, her bows hauled up and held by two ratings. In the stern-sheets another rating held a submachine gun.
The officer nodded, as if a question had been answered.
"Who's boss here?"
"I am," said Ralph loudly.
A little boy who wore the remains of an extraordinary black cap on his
red hair and who carried the remains of a pair of spectacles at his waist,
started forward, then changed his mind and stood still.






















Appendix B - Structure Strip 
	POINT
 ·         Jack is presented as ________
·         Golding presents Jack as a  ________ character in Chapter _...
·         The character of Jack can be said to be __________ when_____.
	POINT
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·         Golding presents Jack as a  ________ character in Chapter _...
·         The character of Jack can be said to be __________ when_____.

	EVIDENCE
 ·         This is suggested when Golding writes “_____________________”
·         The reader can see Jack as  ________________ in the line “_______________________”
·         This is evident when…
	EVIDENCE
·         This is suggested when Golding writes “_____________________”
·         The reader can see Jack as  ________________ in the line “_______________________”
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	LANGUAGE ANALYSIS
·         The use of _(technique/word class) “evidence” suggests that ____________ because___________________
·         Golding uses the __(technique/word class)__”evidence” to_____________
·         Here, Golding uses_____________
·         This may make the reader feel __________ as it shows Jack to be________
·         This is important because ________
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·         This may make the reader feel __________ as it shows Jack to be________
·         This is important because ________

	AND/OR
CONTEXT LINK
·         This could show how Golding's novel reflects the post-war anxieties about...
·         The social context of the British public school system helps explain Jack's initial desire for...
·         Golding's choice to depict Jack in this way could be an allusion/reference to…
·         Jack’s behaviour and sense of belonging at this point in the novel can be read as…
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·         This could show how Golding's novel reflects the post-war anxieties about...
·         The social context of the British public school system helps explain Jack's initial desire for...
·         Golding's choice to depict Jack in this way could be an allusion/reference to…
·         Jack’s behaviour and sense of belonging at this point in the novel can be read as…
 

	CHALLENGE:
Alternative Reading. Could Jack and his sense of belonging be seen in an alternative way here?
·         However, Jack’s __________ could also be considered as a sign of_____________________
·         Alternatively, this could also show Jack as_______________ because _______
	CHALLENGE:
Alternative Reading. Could Jack and his sense of belonging be seen in an alternative way here?
·         However, Jack’s __________ could also be considered as a sign of_____________________
·         Alternatively, this could also show Jack as_______________ because _______





Appendix C - Sentence Starters
Sentence Starters
 
Chapter 1
 
In Chapter 1, when Jack is first introduced in the novel, Jack is…..
This is shown when… “…………………………” which suggests…
The word/technique further shows…
This may reflect the context of….
 
Later in Chapter 1, Jack attempts to hunt and kill a pig. However, he fails to do this because…
This is shown when the writer says “…….”which suggests…
The word/technique further highlights…
This may reflect the context of….
He is angry at himself because.. which shows….
 
In Chapter 3, Jack attempts to hunt again and fails again, however this time we see that he has changed and is adapting to the island setting and seems to belong on the island much more than before. He is described as………which shows he is…..The word/technique……further highlights….
He is also described in more animalistic terms, for example…………..which shows…..(explain more than one quote here)
He also has changed his appearance which is seen when it states “………………………” This highlights……..

  
Chapter 4
 
Reminder: Jack chooses to paint his face to camouflage himself for hunting, using the ‘paint’ he finds on the island. His identity changes into something new and it is suggested that his behaviour will continue to change now too – becoming more animalistic and savage.
 
In Chapter 4, Jack decides to…
The text states…. “…………………………………….” which shows Jack is…………….. The word/technique……further highlights….
 
The mask allows Jack…
This is shown in the quote “……………………………………” which suggests…… The word…………… emphasises……
 
With the new identity of the mask, it is suggested that Jack’s behaviour will change too, leaving the rules and restrictions of home behind shown when Golding states “………………………..” which shows…
 
  







Chapter 9 – Part 1
 
Points to consider:
 
·         Jack now has the power and authority he wanted on the island – this is the place he feels he belongs in the group. 
·         His identity as a leader is built on leading through aggression and fear. 
·         This section demonstrates the differences in leadership between democracy and dictatorship in the way Jack and Ralph try to lead the boys on the island.
 
 
Sentence starters:
In Chapter 9, the reader is shown how Jack has power and authority on the island. The text states…. “…………………………………….” which shows Jack is…………….. The word/technique……further highlights….This is also shown when…
 
Jack’s identity as a leader is developed into someone who leads through fear. This is demonstrated when Golding states “……………………………………” which suggests……
The word…………… emphasises……
 
This chapter demonstrates the differences in…
For example, when Golding states “………………………..” it is suggested that…
Another example is……
This may reflect the time period Golding is writing as…
 
CHALLENGE – Link to modern context
As well as this, Jack’s rejection of democracy may also be relevant to modern readers as they might see how it reflects…
 





















  
Chapter 9 – Part 2 Simon’s Death
 
Points to Consider:
· Jack provides the group with a sense of belonging that Ralph couldn’t through the ritual dance during the storm. Jack has control of the boys and power over them.
· Jack continues to leads through fear of himself and the threat of the ‘beast’ which ends in the death of Simon.
 
Sentence Starters
Towards the end of Chapter 9, Jack…
The text states “………………………………” which suggests Jack is…… 
The word/technique… further highlights… Golding also uses pathetic fallacy here which could reflect…











Chapter 12
Points to Consider
·         Jack has been stripped of the authoritative identity he achieved on the island.
·         With the arrival of the naval office, it marks the return to civilisation and the destruction of Jack’s sense of belonging.
Sentence Starters
The arrival of the naval officer… 
The text states”…………………………………” which suggests Jack is………………….
The word…..further highlights/emphasises…….
 
















Appendix D - Pupil C Essay Extract 
[image: ]



[image: ]Appendix E - Pupil H Essay Extract




2

image3.png
|1 "B .
o in? how the tSlend Settiod in lord of the
LALCS ShafPS Jacks exPaienteS Of bewandind N
WiS (elabionships itk others on the ISietd.

|laCk ana hiS_Cholc ofe Presented s NefeatAres”

it meens theb thed are V‘“LM—“—M

ok the wre ‘out Of Puce’ oS ——

(oumtd w180 en 2

| e
®  |pureiiel (n€S end dressed in Staoged ucm...(;,mmmﬂ,

, ohih comtd be thak thed |ooe ormd~ Ve

| Comid_cemind the reeder ob 2. I

N

S
[ T ke back also been knomn as SThe bed e _

WIL,MM theg Lohicn S aus;/taurm 5 o PocselFul
A \agﬂ Leader’ 16 he i3 avte o centrelf rhu( the tex b fhen

v Stabes Shis cop badde s Soden'’ wat coriier in
ke \-v_y\—b 55 thal bhe m{rw daave e Sllute
) gq.u ich th<n Comk mean that Jeck (5 mece
Uﬂ'{é i Portant hat evecdone V.A ohitn Coold Sug8estS )
0 Controns theps b S Goldhen ber d9e (oA _enlso .
her he i3 RS of cvelune cuithinthe chal

7,AIJ'\4 ) e





image4.png
o

Throughout the novel the reader sees how jacks realationships and the sence of

 belonging change as a result of being on the isiand changesfack from head of

choirto nuyﬁ Jack atthe start of the novel is presented as head of the ohoir a child
 jack. How ever being in

f the

obsessed with orders and his new position as savage h

his new enviroment jacks power has gone to his head and jack has to n?ﬁa

leader of the hunters in order o be satisied or is thirst of controlr and power. the
boys spiit n to 2 groups.This change in character .;\Menea goldings concemes

following ww2 that el is always presented within hyrians .

In chapter 1 we first see jack as part of the nm::?)éys marcmyﬂ creature was

e island in two parallel lines the

¢; party of boys mpving across the isiand across
M word "marchirig" suggest the group s like an army witch mayﬁnd the reader of

69

WW2 they are dressed up in smart clothing.

They have silver badges but jack has a golden on witch s}m{s« he is the the group
leader there marching mayHink to the public school and how they follow the strict

w&,‘ rules and they might expect the island to be the same as their school .




image1.png
Prifysgol Cymru
Y Drindod Dewi Sant

University of Wales
Trinity Saint David




image2.png
Group Name Sex (Name |Expected Grade |Lord of the Flies Essay Grade [Variance
10X/En2 M |Pupil A |D C +1
10X/En2 M |Pupil B |D D 0
10X/En2 F  |Pupil C|D D 0
10X/En2 F  |PupilD|D C +1
10X/En2 M |Pupil E |D

10X/En2 F  |Pupil F

10X/En2 M |Pupil G|D F -2
10X/En2 M |Pupil H|E D +1
10X/En2 M |PupilI |F

10X/En2 M |Pupil ] |D F -2
10X/En2 M |PupilK|E F -1
10X/En2 M |Pupil L [E





