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Planning for Inclusion
Introduction
Educators have a moral imperative to provide an excellent education to young people, indeed this is reflected in the UNCRC (UNICEF, 1989), and specifically the Salamanca Agreement when discussing the inclusion of ALN learners (UNESCO, 1994). The scope of this report is the inclusion of students with ALN in the new Science and Technology area of learning (Donaldson, 2015) while changes to the ALN code are taking place in Wales (Welsh Government, 2018). It is likely that inclusion of students in the new curriculum at School X will be complex and multi-variate. There appears to be a consensus that schools in Wales must become learning organisations in order to deliver a ‘radically’ different curriculum and provide fully inclusive schools (OECD, 2018). 
Terminology 
A precise definition of ‘inclusion’ has proved elusive. This is an important consideration when reviewing the literature, as inclusion may be referring to slightly different concepts in each instance. This paper is not intended to debate the topic of inclusion, although the author recognises that it is a highly contested topic (Daniels & Garner, 2000), and more recently the trend towards inclusion has been labelled a ‘bias’ (Warnock, 2018).  A discussion of the models of disability and inclusion may be found in Arduin, 2015. This paper will consider ‘inclusion’ to mean the teaching of all students in the mainstream classroom. The present work will focus on the teaching of Science, as almost all students, including ALN students, in School X are taught science in the specialist laboratories. Teaching outside of mainstream classrooms, including inside specialist facilities, is therefore outside of the scope of this paper. 
Under the newly-introduced system, Additional Learning Needs refers to all barriers to learning that a student might experience during the course of their education (Welsh Government, 2018). The introduction of the ALN Bill (Welsh Government, 2018) will replace the term ‘Special Educational Needs (SEN)’ with ‘Additional Learning Needs (ALN)’. This is in an effort to reduce the stigma attached to the former term. The act extends provision to the age range 0-25 and aims to make the process of obtaining support easier for parents. 
There must also be a recognition that students with ALN are not a homogenous group. This paper will not consider the different types of ALN, but instead look at a framework for inclusion of the entire school community in the creation of a new curriculum, namely the School as a Learning Organisation (SLO) (OECD, 2018). 
Context
School X is an 11-16 comprehensive school with a relatively small student body. Many of the students in attendance live in some of the most deprived areas of Wales, according to the Welsh Index of Multiple Deprivation (2014a). Compared to the rest of Wales, School X has a high number of students with reported ALN. At the time of the most recent Estyn report (2016), up to 55% of students had a reported ALN, meaning that the majority of students may have an ALN of some form. At the national level, at KS4 there was a 35.6 percentage point gap between Level 2 attainment in 2015 (Dauncey, 2016). According to Welsh Government statistics (2014a), students with ALN are three times less likely to achieve L2. Furthermore, only a quarter of eFSM (eligible for Free School Meals) students achieve L2 (compared to almost three quarters of their peers) and are two times as likely to have an ALN. Although eFSM does not include all students experiencing poverty, it has been found to be a reliable indicator in Wales (Taylor, 2018). The attainment gap between eFSM and non-eFSM students is widely documented (Taylor, 2018) and is present in School X, with a 22% gap in Science. So, in School X, eFSM and ALN students are interlinked. Inclusion must therefore consider the effects of deprivation and additional learning needs. 
The most recent inspection of School X found various strengths and opportunities for improvement. Among the opportunities is wellbeing, where it was identified than a minority of students are not resilient, and that attendance is low as compared to the family of schools. It indicated that oracy and numeracy skills are underdeveloped by the majority of students. The above is despite the fact that the school has implemented the LNF, skill development opportunities and effective intervention. A criticism of teaching was that lessons were not challenging or interesting enough, leading to potentially avoidable behavioural issues. Leading on from this, teachers were observed as not setting high enough expectations in most cases and that teachers are not adapting lessons to meet ALN well enough. Planning needs to be further improved to target the skills on the LNF. 
It is apparent that the students of School X are among the most deprived in Wales and are therefore among the most vulnerable and needing of support. School development planning must take into consideration these factors when looking at how the school might improve. The following section will summarise the relevant points of the School Development Plan and the Science Departmental Plan for the academic year 2018/2019.
The School Development Plan and the Science Departmental Plan
The school development plan (SDP) includes the following over-arching priorities that follow the reformed ESTYN inspection framework (Donaldson, 2018):
1. Standards – improving standards
2. Wellbeing – improving attendance, improving personal and social skills, reducing exclusions, 
3. Teaching and Learning – Improve general teaching and learning, further literacy and numeracy framework (LNF), use a variety of approaches in lessons
4. Care, support and guidance – Raise awareness of ALN reform, identify training needs, develop person-centred practice, develop individual development plans, ensure six areas of learning are inclusive, follow regional policy, collaborate with local schools and agencies.
5. Leadership and Management – further develop self-evaluation process

The departmental development plan (DDP) has one main priority
1. To improve the attainment of all pupils

[bookmark: _GoBack]Raising attainment of all students is the common strand running through the School Development Plan and the Departmental Development Plan. School X’s 2018 self-evaluation report highlighted the impact of the GCSE specification introduced in 2016 on Science results, only 28% of pupils achieved a level 2 science qualification in 2018, compared to 39.4% in 2017. Attainment of ALN pupils also dropped, from 25% to 19.3% achieving an A*-C in Science at GCSE. Furthermore, the gap between eFSM and non-eFSM students increased. Level 2 Inclusive (L2) refers to a student obtaining at least 5 GCSEs A*-C or equivalent, including English or Welsh first Language, plus Mathematics. Although not the focus of this report, attendance is a priority in the SDP in School X. In the case of School X, ALN and FSM students are among those with the lowest attendance at the school overall, both groups have 91% attendance. On the other hand, LAC and EAL students are among the highest attenders, with both groups at 96%. 
The School Development Plan Differs from the Departmental Development Plan in a number of respects. The most important, in the author’s opinion, observation that might be made when comparing the two plans is that some of the priorities in the SDP appear to not be translated into actions at the level of the department. Indeed, in the case of priority 4.5 (ensuring 6 areas of learning are fully inclusive of learners with ALN), there is no mention of either the new curriculum or specifically to ALN students in the departmental plan. In terms of timescale, milestones towards success, monitoring strategies, finance and costs, in the Departmental Plan, many of the boxes are empty. It is not clear whether this document will be updated at a later date. The Welsh Government indicates that SDPs are ‘live’ documents, that are open for continuous improvement and updating (Welsh Government, 2014c). 

Many of the actions mentioned in the SDP and the DDP are suggested programs by PiXL. PiXL is a network of secondary schools across the UK led by Sir John Rowling and started as a program to improve London schools, a key point to be made from the case study is that the program was city-wide and was highly collaborative (Kidson & Norris, 2014). PiXL’s strength lies in the network of schools that it represents. Anecdotal evidence leads us to believe that the London Challenge was successful, and it appears that the members of PiXL are more successful overall (Murray, 2013). However, the report looking at the data on the London Challenge gave no indication as to whether the reduction in the attainment gap is statistically significant, and whether the challenge made any difference at all because all the London Schools were already above the national average. Critics have also accused PiXL of gaming the system, by encouraging members to double-enter candidates for exams (Vaughan, 2012). Indeed, much of the fluctuation in the Science results of 2018 were due to the removal of BTEC as an equivalent to GCSE. Although offering BTEC was not specifically a PiXL strategy, they have encouraged schools in the past to look at entering students for alternative qualifications. On the positive side, this means that students do not leave without any qualifications, but there is the chance that the qualifications they obtain are worth very little to employers or future schools. 
The school also invests in literacy interventions, such as graded books, computerised tests, and phonics training. There is evidence to support the effectiveness of phonics interventions in secondary-school age children, but the sample sizes are small (Edwards, 2008). The literacy and numeracy frameworks are the first strands of the new curriculum, closely followed by the Digital Competence Framework. The successful implementation of the LNF, as indicated by the ESTYN report (2016) may suggest that the new curriculum could follow a similar path for implementation. In fact, the school has already conducted and is in the process of developing further RICH tasks (Waters, 2018), and the literacy and numeracy framework has been embedded throughout the current specialist departments through RICH tasks or activities focussed on skills. The belief is that the RICH tasks will form part of the new curriculum that will be offered at School X, although many studies that support RICH tasks are small and cannot be generalised.  

Strategic Planning for Inclusion in the Science and Technology Area of Learning
The school is constrained to existing legislation on the production of the SDP.  The process of the school development cycle is designed to be proactive rather than reactive, it starts with the vision, and the following steps:
· Self-evaluation
· Strategic Planning
· Making improvement/action
· Reviewing impact
According to the Welsh Government (2014), the SDP responds to the national priorities of improving standards of literacy, numeracy and reducing the impact of poverty on attainment. The report highlights that the training of both temporary and permanent staff should be included, and that the SDP should be written for a three-year period. The document should also be a working document, easy to access, refer to, and update.
According to Rutherford (2009), planning theory may be applied in the first instance to decide whether or not the organisation is ready for change, before implementing a potentially costly plan. As Ainsley (2012) mooted in his article on leverage, we must aim to have the most impact through our actions. However, there is an inherent variability in the way that schools conduct self-evaluation making it difficult to compare progress between schools. Furthermore, according to Barrows (2009), organisations often fail to conduct thorough analysis of their organisation, spend too little time developing strategy, then lack the strategic actions that should follow the strategic planning, and do not allow time to review the strategic plan at regular intervals. Analysis often starts with the application of an instrument such as a questionnaire, but care must be taken in their implementation as their purpose may be easily misunderstood if not designed properly (Faddar et al., 2017), although the study had only 20 participants. A larger study in Australia of LEAD questionnaires (Antoniou et al., 2016) found the questions to be valid, but their study included mainly independent schools so is not directly applicable.
When compared to the previous National Curriculum (2008), Successful Futures (SF) is described as a ‘radical’ change in direction of the Welsh Education system (Donaldson, 2015). Where the current curriculum prescribes a list of key topics and skills to be taught, the new curriculum places greater focus on the four purposes, and the six areas of learning than on traditional academic subjects. According to Kirschner and colleagues (2006), cognitive science indicates that learners benefit more from teaching in the traditional bodies of knowledge as opposed to project-based or discovery styles of teaching, and that the lowest achievers need the most support. However, experience cannot be used to predict the future and new pedagogies are being developed, such as ‘connectivism’ (Siemens, 2005). Connectivism recognises the centrality of technology to modern life, much like the new curriculum, and its precursor the Digital Competence Framework (DCF, Welsh Government, 2018). It could be argued that the new curriculum is better-suited to learners with ALN than the current system, this is because all learners will be on a continuum, which will incorporate the IDP to a greater or lesser extent. 
Education seems to be looking always for the next best thing, now the ‘learning styles’ are widely derided, but at the time were regarded by many educators as a good way to tailor education to individual learning styles (Scott, 2010). There is a danger that in the not-too-distant future that we will be looking back on the four purposes of learning in a similar light as they are also based on individualised learning. Critics of the new curriculum claim that it is highly idealistic and lacking practical and pragmatic steps for implementation. It is up to the stakeholders of schools to “take ownership” of the curriculum. In essence, the curriculum will be custom to each school, and adaptable to each student. It is like the new Scottish curriculum (Brown, 2014; Wallace & Priestly, 2016), where science teachers are directly involved in creating the new curriculum. This sounds great in principle, and as some pioneer schools have found it is successful up to KS3, however, it comes to a head with GCSE specifications at KS4. There is perhaps a catch-22 with the new curriculum development, that until teachers know what students will be assessed on, they cannot design the curriculum, but until the assessors know what to assess, they cannot design the exams (Arad Research & ICF Consulting, 2018). Until the impasse is broken, schools must take huge leaps of faith with their curriculum design and have the confidence that their students receive an excellent education despite the prospect of poor grades at the end.
Due to the lack of published research on the implementation of the new Welsh curriculum, this paper draws on the experiences of different schools and educational systems, but these studies cannot be fully replicated in School X. Many studies also consider small groups of students or samples, meaning that it is difficult to draw general conclusions from the data. 
Concurrently with changes to the curriculum, there has been a reformation in the way ALN is managed in the education system. ALN is the new term for SEN provision in Wales. There is an assumption that because the current SEN system has not been reformed for 30 years, that it must ‘not (be) fit for purpose’ (ALN act Memorandum). Indeed, the views of parents of children in the current SEN system in Wales express how the system is ‘adversarial’ and it is incredibly difficult to obtain the support the student needs (Dauncey, 2016). Current thought on the issue might argue that the system will never be truly ‘fit for purpose’ but needs to move into a state of constant self-improvement following the School as a Learning Organisation (SLO) model (OECD, 2018).  The introduction of an IDP which will follow students from the ages of 0-25 and the integration of this plan into other relevant plans for a child’s care will go some way to improving the current system where the needs of children are decided at set points. However, there is ambiguity as to who is responsible for updating the plan, and how much will this add to the workload. On the other hand, there is scope within the new curriculum that this may be automatically incorporated as every student will have their own ‘learning journey’ (Donaldson, 2015). In a small study on the changes to SEN policy in England over the last 20 years, Lehane (2017) found that despite the reform, the system was still experiencing many challenges despite moving towards more person-centred-practice. 
Divergence of the English and Welsh education systems is discussed in Brent & Ellison (2001). A summary of actions taken by the Welsh Government from Devolution up to 2010 can be found in Reid (2010). Efforts in England to make the teaching profession supported by research have been criticised as making teachers research-led or uncritical consumers of research (Godfrey, 2017). 
A case study of the application of one-page profiles to all students in a Carmarthenshire school was highlighted by Welsh Government guidance on the application of person-centred practice (2015). School X is already creating one-page profiles with its ALN students, this could be extended to include the entire student body. A key point of the case study was the Twilight training event where examples of one-page profiles were shared, and thus the quality of the output was improved. However, the One Page Profile was developed by a consulting company – Helen Sanderson Associates, and no research has been conducted on their effectiveness. The case-study was also looking at a Primary School. 
Educators have a moral imperative to provide an excellent education to young people, indeed this is reflected in the UNCRC (UNICEF, 1989), and specifically the Salamanca Agreement when discussing the inclusion of ALN learners (UNESCO, 1994). Besides the moral imperative, there is also evidence to support the implementation of inclusive schooling. A longitudinal study comparing separate or mainstream classes for SEN students in Norway found that inclusion had a positive effect on the attainment of the students (Kvalsund & Bele, 2010). The authors found that ability grouping has no proven benefit. Furthermore, inclusion had no negative impact on other students and may have provided some benefits. 
A cross-cultural study of dyslexia in the French and Welsh education systems found that teachers are not involved in creating the Individual Education Plans in either country. In Wales this is the responsibility of the AENCO. Teachers also complained of a lack of communication between teachers and outside agencies which hindered their ability to support learners with dyslexia.
In the USA, Nobles et al. (2012) found a correlation between attainment, organisation criteria and organisational structures. According to Hargreaves (2014), strategic changes also need to occur at the school system level in order to close the attainment gap for the most deprived. Fullan (2014) emphasizes the importance of the leadership team when implementing school reforms, indeed ESTYN rated leadership good at the school, as well as self-evaluation and provision for ALN in the last inspection (2016). The main area of improvement identified in terms of strategic planning was to increase detail and specificity of objectives. 
It has been argued by the OECD that in order for the new curriculum to be implemented, schools must first be learning organisations (2018). The OECD report asserts that there are more difficulties for secondary schools in becoming learning organisations due to the limited amount of collaboration between departments. There is a lack of research, however, into applying a business model to a non-profit organisation such as a school (Wai Yin Lo, 2004). In 2018, Harris and Jones summarised the developments of applying the SLO model and found that there is a lack of clear guidance on how to set-up, run, and sustain a school as a learning organisation.
An early report on the impact of the Central South Wales Challenge (CSWC) has found limited success in terms of grade improvements, although improvement has been reported as being faster than in the other regions of Wales (Hadfield & Ainscow, 2018). The CSWC provides collaboration in groups, partnerships and hub schools, there was a reported increase in staff collaboration between schools. The coexistence of collaboration and competition appeared to hinder the expected gains of the CSWC, and identified accountability needs and top-down policies as threats to future collaboration. Another area of research that is yet to be explored is the relationship between schools and ERW.
A key document for planning is the WAG (2017) action plan, which outlines the roll-out of the new curriculum. The Mission Statement goes on to discuss inclusion and how government policy is designed to remove barriers to learning for all students, the main strategy to achieve this is to widen the Pupil Development Grant (formerly known as the Pupil Deprivation Grant).  We should note that this document refers to ACE – Adverse Childhood Experiences, a term that would include ALN.
The Inclusion in Action Model (Ekins & Grimes, 2009) argues that students should be fully involved in processes of inclusion and that all staff, from Governors to Teaching Assistants need to be fully aware of school development processes in order for them to be successful. The model uses self-evaluation at its core with the aim of removing barriers to learning through a cycle of data tracking/analysis, setting targets and providing services or interventions. A drawback of self-evaluation found in a study of the Irish and Icelandic school systems was the sheer amount of data that schools collected and could not meaningfully analyse (McNamara et al., 2011). However, in the case of Iceland, when support was offered to help teachers understand the data, schools began the process of self-improvement. A key difference between the two systems, in Ireland (like Wales) the self-evaluation is ultimately reviewed by an external body, whereas in Iceland the education system is responsible for the quality of education. The authors asserted that teachers need training in how to conduct self-evaluation reports.
 
Recommendations
The overall strategy for ensuring that inclusion is embedded in the new curriculum is the adoption of the model of a school as a learning organisation (OECD, 2018). 
Strategies to enhance inclusion in the new curriculum may include (the order is not an indication of priority or weighting):
· Consider implementing a long-term plan, with at least three years planning in advance (WAG, 2014). 
· Include LSAs in CPD. (McLachlan & Davis, 2013).
· Further collaboration at the local level, within School X and schools in the local area (Hargreaves, 2014). 
It should be noted that this report has been written by a trainee teacher who has been at School X for a limited time. Therefore, a lack of experience will impact on the relevance of the recommendations. On the other hand, the fact that the researcher is both an insider and an outsider will give new perspectives on issues at the school (McCormack-Colbert et al., 2017). Furthermore, this based on the literature available at the time of writing.
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