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 that departments have developed new resources and undertaken additional professional development in order to facilitate pupils’ access the updated curriculum and qualifications and make it as inclusive as possible. Naturally, 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 departments are now situated within Areas of Learning Experience and my role as Assistant Leader of English means that I have been heavily involved in developing these new resources and attending training (Donaldson, 2015 and 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 strive to continue ensuring that inclusivity continues to be 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 based solely on their attainment. 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, there has also been growing evidence 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 and access arrangements 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 and their ALN or disabilities should not be looked at as the barrier, instead, 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, allows for 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 still 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. To maximise inclusion for these pupils, 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 considering 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.
The implementation of an extract booklet aims to allow learners in the class and setting to access the new English Language and Literature GCSE qualification. Through this, learners should be able to make progress alongside their peers by supporting them to access the work and break down the barriers to their learning. 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











Reflection: Gibbs’ Reflective Model
Description:
The introduction of new GCSE text, Lord of the Flies, means pupils are required to write an essay based on the concept of belonging as explored within the novel: “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. This type of assessment is also 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. This was something that was clearly important to consider when planning. 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 in their English lessons and ultimately, progress 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. However, 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 these booklets and instruction materials should be minimal 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 needed 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 on the content required. 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, where we would read the full text, stopping for the discussions and small consolidation tasks, 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. Before this, 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). So, it is clear that slow writing 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. In addition to this, having tested slow writing for English Language GCSE work with a class whilst undertaking my teacher training, I was keen to trial it as a method of support when writing literature-based work. In using the method of slow writing, 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). 
Before using slow writing as a method of inclusive practice, it was important to note some of the potential downfalls, 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), so this was deemed helpful in ensuring pupils would remain focused on their essays when writing. 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).
 










Thoughts and Feelings
Initially, there was a positivity to the endeavour, as 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 felt 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). To alleviate these concerns, 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).
The concerns felt around using the booklet quickly passed, as the methodical approach allowed for pupils to interact with the text via the booklet in a meaningful and engaged manner. Pupils were able to highlight and annotate directly into their booklets, which gave them a sense of ownership and control over their own learning. It was clear that 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 to 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).
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. 



 












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. 
Figure 1: Expected Grades/Final Essay Grades
	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
	Pupil D
	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
	Pupil I
	F
	
	

	10X/En2
	M
	Pupil J
	D
	F
	-2

	10X/En2
	M
	Pupil K
	E
	F
	-1

	10X/En2
	M
	Pupil L
	E
	
	
















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 of teaching and learning the novel and essay task. 
	When focusing on the use of the booklet, it could be argued that it is useful as an application of 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 overall successes of individual pupils, the fact that these pupils are grouped together 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 truly include pupils, then the nurture group should not exist and pupils should be integrated into the mixed ability groups, as part of a truly inclusive social model. 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 began to use the extract booklet independently as they neared the last few extracts and subsequently began moving away from the scaffolding. By the end of the essay writing, 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. 
















Conclusions
Overall, the experience of implementing the extract booklet and using the slow writing approach has taught me that, despite best efforts, you cannot cater for every individual need in today’s educational landscape. This is due to the varied outcomes for the pupils in the group. However, it is clear that using methods such as these can definitely work for some and are a way of removing barriers for those with ALN and approaching teaching pupils with a more social model of disability (Disability Wales, 2024, p7) . 
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. 
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.
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.







































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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