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Inclusive Classroom Practice
Identify and discuss up to three strategies that you have implemented in your teaching to support inclusive practice.
The Salamanca Statement (1994) states that every child has a fundamental right to education and must be given the opportunity to achieve and maintain an acceptable level of learning. This statement is supported by UNICEF (2021), who agree that through inclusive education we are effectively giving all children a fair chance to learn and develop the skills that are needed to thrive. Inclusive education is best practiced by removing barriers to learning. Ainscow et al (2006) recommends that inclusive practice is a process of which barriers are identified and removed to promote participation and achievement of all learners. Grigg (2010) supports this when saying inclusive practice has the potential to reduce fear and prejudice whilst promoting respect and understanding. Despite many definitions of ‘inclusive education’ and statements justifying that inclusive education suggests the assumption of all learners having the right to learn in the same place (Schuelka, 2018), Portelli (2018) argues that the concept of ‘inclusion’ is problematic and suggests an ‘us/them’ dichotomy. Graham and Slee (2006) suggest that “talk of ‘including’ can only be made by those occupying a position of privilege, and that by suggesting learners are to be ‘included’, we are contradicting the aims of ‘inclusion’ (Graham and Slee, 2006, p.20). The Additional Learning Needs Code (Welsh Government, 2021) argues against these ideas of implied segregation by saying all learners are to fully belong to the school community. Furthermore, a statement made by the European Agency (2003) consolidates the idea of inclusion, by saying that what is good for a learner with additional learning needs, is good for all learners (European Agency, 2003, p.33). UNESCO (2017) outline the message of inclusive education simply, that every learner matters, and matters equally (UNESCO, 2017, p. 12).
The Additional Learning Needs Code (Welsh Government, 2021) aims to ensure that children and young people’s additional learning needs are identified early and addressed quickly to enable them to achieve their full potential. However, it does not focus on meeting the needs for every child (Knight and Crick, 2020). Therefore, it is vital the curriculum considers inclusive education. The Welsh Government (WG) recommend that by implementing inclusive practice within our pedagogy, we can ensure that all children have a sense of belonging, value, representation and equal opportunities to thrive (Welsh Government, 2012). Within Donaldson’s report, it was confirmed that for our education system to be inclusive it is to be understandable and accessible for all (Donaldson, 2015). Through this recommendation, The WG have defined their approach to inclusive education as ‘a process through which all pupils access common opportunities in ways relevant to their needs and requires the active involvement of all concerned’ (Welsh Government, 2016, p. 4). The WG have committed to ‘transforming the expectations, experiences and outcomes for learners with ALN’ (Welsh Government, 2020, p.10) and this can be seen through raising the achievement through access, participation, learning processes and outcomes (European Agency for Development in Special Needs, 2014).
The Additional Learning Needs Code for Wales (2021) states that maintained schools have a key role to play in identifying ALN and in delivering ALP to support learners with ALN. Thus, it is the school’s responsibility for identifying and meeting the needs of most of their pupils who have ALN. The strategies implemented which will be reflected upon within this assignment have taken place within a primary school in a suburban area of Southwest Wales. The school has 210 learners on roll, 77 children have been identified to have an additional learning need, 10% of which have a statement and/or IDP and therefore have additional learning provision. The WG express that inclusion of pupils involves much more than the placement of a child or young person in a mainstream or a special school, (Welsh Government, 2016). The inclusive ethos is evident through the school culture by all learners being taught together in a supportive environment and there is no specialist teaching facility. Coe (2020) suggests a supportive environment is one which promotes interactions, relationships, motivation, competence and autonomy. This is reflected within the universal provision across the school setting. Armstrong., Spandagou, and Armstrong (2010) discuss the origin of inclusion, suggesting inclusion advocates for students and challenges restrictions to access and participation by existing models of integration. Through my reflection, I will consider whether inclusion or integration is taking place within my setting and what action I can take to challenge the restrictions faced by learners to ensure the full development of human potential and sense of dignity and self-worth, and the strengthening of human diversity (United Nations, 2006).
Jasper (2013) suggests reflective practice is a keyway to learn from our experiences. Therefore, I have chosen to use Jaspers (2013) reflective model to reflect upon two strategies I have implemented in my practice to promote inclusion. Through a systematic enquiry to improve and deepen my understanding of practice (Lucas, 1991), I will use the ERA model of reflection (Jasper, 2013). I will consider my experiences, then, reflect in order to seek ways of seeing the features of the experience in a different way and then action taken for the purpose of learning more about them (Jasper, 2003).
The first experience I will outline using Jasper’s ERA model (Jasper, 2013), will refer to two early years learners, Learner A and Learner J. Both learners have individual development plans (IDP) maintained by the school and receive additional learning provision (ALP) in order to meet their needs. Learner A has a diagnosis of Autistic Spectrum Disorder (ASD), and Learner J has a diagnosis of Global Developmental Delay (GDD) and a pending diagnosis of ASD. Both learners were expressing limited spoken language and were observed to have few interactions with their peers. Both learners were observed by 4 members of staff to only be accessing the same resources and areas within the classroom and were not expressing their wants and needs verbally to peers or adults. The National Council for Special Education (2020) suggests that communication is an essential part of everyday life whilst also being a fundamental human right. Both learners were observed to not expressing their feelings and making choices whilst also having limited social interactions with the class. 

The Salamanca Statement (1994) emphasises that inclusion and participation are an essential human right. However, upon reflection, it could be said that Learner A and Learner J were not having their human rights met due to them having limited opportunities to communicate with adults and peers due to their limited spoken vocabulary. And, as stated in the Additional Learning Needs Code for Wales (2021), the onus is upon us as practitioners to identify and meet the needs of the learners. It became apparent that the communication being used in the setting with all children was only spoken language. The spoken language used by adults was being tailored to the individual’s needs, it was flexible, responsive and differentiated (DfE, 2017), however only verbal communication was evident in the setting, which Learner A and Learner J had limited access to, therefore creating a barrier for them. The DfE recommend that to support early language development and communication, settings must create a ‘language rich’ environment (DfE, 2017). I then began to reflect upon the environment, which is the setting for 30 children aged 3-5, spread across a space of 3 rooms. The WG suggest we should continually monitor and review the effectiveness of the learning environment and adapt accordingly (Welsh Government, 2022). I then recognised that inclusion was evident through all learners being together (Shuelka, 2018), however the recommendations from Coe (2020) were not being reflected within the physical environment as there was limited opportunities to support interactions, relationships and autonomy for non-verbal/pre-verbal learners. Coe’s view is mirrored by UNESCO (2005) by agreeing inclusion is a process of addressing the diverse needs of learners to increase participation.

The WG draws attention to the importance of learning environments being communication rich (Welsh Government, 2022), and that they should focus on promoting and developing communication skills. This highlighted to me that the setting was offering opportunities to promote and develop communication skills through play-based learning and teachable moments, however both approaches required some level of spoken language, which Learner A and Learner J were not accessing. The WG reinforce the importance of communication, referring to it as fundamental for children to understand and make themselves understood (Welsh Government, 2022). Learner A and Learner J were observed to not be understanding spoken language, and not making themselves understood, this resulted in a need of changing the environment to make it more visually communication rich and communication friendly. One strategy for supporting accessibility to experiences and understanding through a nonverbal and visual method, is using symbols (Widgit, 2006). 
As a result of my reflection, I decided to create a communication friendly environment through introducing a communication board into the classroom. Widgit describes a communication friendly environment (CFE) as an environment which enables learners to develop by reducing or removing barriers to communication (Widgit, no date). Communication interventions, as described by Bond et al. (2016) and defined by Wong et al. (2013), are those focused an individual’s ability to express wants, needs, choices, feelings or ideas. Therefore, supporting the introduction of the communication board strategy. Creating a CFE would not only benefit Learners A and J, but the whole class, supporting the idea that ‘what is good for a learner with additional learning needs, is good for all learners’ (European Agency, 2003, p.33). The Salamanca Statement (1994) supports that schools must recognize and respond to the diverse needs of their students and accommodate different styles of learning and teaching. Therefore, an alternative method of delivery through non-verbal communication was introduced to meet the diverse needs of the learners. This method was a communication board, made up on laminated, removable, relevant symbols which either offered instructions, resources, emotions and choices of play. The board was situated at child height, with the aim to be that children could touch or remove the symbol they wished to use to communicate their wants and needs, and for adults to use the symbols to aid their communication with the child. The DfE agree that a wide range of resources and visual aids promote cognitive development, whilst also suggesting a child led approach instils a love of learning (DfE, 2017). Grigg (2010) matches this idea when saying good practice enables children to undertake activities both set by an adult and by explore the world themselves. The communication board offered the opportunity of autonomy and choice, as it visually showed learners options available to them and gave them choices of where they could explore and learn. When deciding upon the symbols to use on the communication board, it was important to choose content that mattered to the children (Inclusive Education and Autism, 2007). The symbols represented relevant vocabulary, and allowed the opportunity for active participation, for students to direct their learning and provide challenge and interest ((Inclusive Education and Autism, 2007).  Learner A and Learner J have been taught to use the communication board through authentic teachable moments, as have the rest of the class. Most learners in the setting are now aware of the purpose of the communication board and have been observed using it to communicate their wants and needs, but also to support Learner A and J to express theirs. Referring to Coe (2020), the communication board is now offering an opportunity to support interactions, relationships and autonomy for non-verbal/pre-verbal learners within the environment. Unlu (2017) defines an inclusive classroom as an environment which supports all learners, this is now being reflected through a communication friendly environment. Through the communication board, an inclusive provision now provides access to all learners (UNESCO, 2005). 
The cyclical nature of reflection enables us to move forward as practitioners and often we do not only stop at one reflective cycle (Jasper, 2003). As a result of completing this first cycle and using the knowledge and understanding from the initial reflection, as a team of staff we are now interpreting communication barriers in a different way. The communication board has progressed from being in 1 of the 3 rooms, to 2 of the 3 rooms and now staff wear symbols around their necks to promote a transportable, communication friendly adult within the environment. As a result of learners responding quickly and effectively to the first communication board, it seemed appropriate to develop the CFE. The impact of this action has been measured by Learner A and Learner J being able to locate the board, respond to symbols and put symbols together to communicate. Most children in the setting can identify the symbols on the board and have been observed to be using the symbols to communicate with Learner A and Learner J, therefore promoting inclusion and not just integration.
The second experience I will outline using Jasper’s ERA model (Jasper, 2013), will still refer to Learner A and Learner J, but also consider the whole class. Learner J was observed during their on-entry assessment by four members of staff to be seeking proprioception sensory feedback. Learner J was observed to be jumping up and down on chairs and tables, swaying side to side, climbing on high surfaces and then jumping down. Furniture and resources were being broken and Learner J was potentially putting themselves at risk of harm. The staff then observed a wider range of learners, around 10% of the class, to be showing similar behaviours. All the children who were seen to be seeking this feedback and demonstrating such physical movements and patterns, had recently turned 3 years old and it was their first time in a school setting. The staff in the setting were trying to discourage this play, and instead encourage learners to demonstrate and develop these movements in the outdoor environment which lends itself to more physical and risky play. 

Laurie (2017) recommends that pedagogy should meet the diversity of learners’ needs and that inclusive practice should not create barriers for students or groups of learners. When reviewing the physical environment to monitor and review the effectiveness of the setting (Welsh Government, 2022), it became clear that within the indoor space there was limited opportunities to meet the learners gross motor needs, and that through staff discouraging such movements and patterns, we were not meeting the diversity of the learners’ needs and were in fact putting a barrier in place for the learners to develop their physical body and childhood schemas (Laurie, 2017). The WG suggest an effective environment should offer opportunities for children to develop their gross and fine motor skills (Welsh Government, 2022). The indoor continuous provision offered opportunities to develop the children’s fine motor skills whilst the outdoor provision offered opportunities to develop gross motor skills and for the children to challenge themselves physically (Welsh Government, 2022). The opportunities and experiences for the children to develop gross motor skills and to physically challenge themselves outside were not being mirrored in the indoor environment, and therefore the children were seeking opportunities to challenge their physical body in other ways. Estyn (2020) recommend that schools must adapt their curriculum to ensure teaching and learning matches each pupils’ abilities and needs, from this recommendation I decided to implement a strategy to promote and develop gross motor skills within the indoor provision. The WG express that children have a natural need to move, be moved, manipulate and repeat movements as a part of their development (2022). The indoor environment therefore must offer more opportunities for learners to move their bodies in a range of ways, through a strategy that would redefine and coordinate movements through repetition and variety (Welsh Government, 2022). During this reflective cycle, I had the opportunity to engage with the rest of the staff in the classroom to ask for advice and feedback (Brookfield, 1995). Using this additional reflective lens, I was able to highlight the concerns staff had regarding the observations they had made and together innovate a solution to the problems being faced in class such as furniture and resources being damaged and broken and healthy and safety risks. 

As a result of this reflection, I acted by introducing a physical development area into the continuous provision. This decision is supported by The Salamanca Statement (1994) which encourages early childhood provision to be orientated to promote physical development. PITT (2018) and Bromley (2019) agree that to make an impact, there must be effective communication between teachers and support staff. Together, the staff and I mapped out the area and considered where it would be best located, and the resources needed. Using our observational notes and the children on entry assessments, we concluded the main schemas being displayed in the environment were trajectory, rotation and transportation (Welsh Government, 2022). The area was set up in a carpeted space and offered universal resources such as a trampoline, tunnel, sensory footpath, pogo stick, wobble board, hoops, a seesaw and spinning chair. These items were chosen based upon observations made by the staff and movement patterns that had been seen such as jumping, spinning, rolling and throwing. The DfE agree that the physical environment for learners needs to be child lead with age-appropriate equipment (DfE, 2017). The physical development area could be considered as ‘child led’, as the resources chosen for the area were decided upon the movements the children were repeating which were observed by staff. Children need opportunities to develop a wide range of fundamental movement skills (Welsh Government, 2022), and the physical development area in the continuous provision now offered this opportunity in the indoors. The purpose and routine of the area was explicitly taught to the children, along with the symbols that mattered to support the understanding of the spoken language (Inclusive Education and Autism, 2007). The physical development area is considered a part of universal provision and now provides an environment for all learners to explore, practice and consolidate a range of physical movements (Welsh Government, 2022). Warnock’s views support the universal provision by agreeing inclusion is being involved in a common enterprise of learning where everyone can learn best (Warnock, 1978). The impact of the physical development area was measured by staff observing whether the ‘spotlight children’ from the concrete experience were accessing the physical development space, and whether these children were still seeking gross motor movements in other areas of the classroom. It was concluded that the 10% of children discussed, including Learner J, were no longer damaging furniture of putting themselves at risk of harm, and they were actively using the physical development space either alone or with a friend. When staff could see Learner J or other learners seeking sensory feedback from gross motor movements, they would encourage the children to visit the physical development space to gain feedback in a safe and structured way. Overtime, the same group of learners have been observed to be using this new area within the provision usually on arrival to school, and during ‘tidy up time’.

Jasper (2003) identifies one of the fundamental stages of reflection to be exploring alternatives. After this first cycle of reflection and acting within my own classroom, I began to widen my view of physical development across the whole school setting. After observing learners in Key Stage 2, it was apparent that some learners were seeking gross motor movements during lesson time and displaying ‘disruptive behaviours’ through seeking sensory feedback. The behaviours included: kicking chairs, swinging on chairs, running around tables and sitting on the floor. The Salamanca Statement (1994) emphasises that every child has unique characteristics and learning needs and that as a school we should be designing programmes to take into account the wide diversity of these characteristics and needs. The children in Key Stage 2 were having timetabled and structured opportunities to physically develop their bodies in line with the curriculum, but physical development was not a part of their continued or universal provision. Again, using the additional reflective lense of Brookfield (1995) I liaised with class teachers to identify the learners who were ‘moving’ the most during lesson time. These children were then offered the opportunity to take part in a group Sensory Circuit. This structured physical activity aimed to burn off energy and improve physical health and fitness whilst offering the opportunity to move, breath and learn relaxation exercises (Welsh Government, 2019). Ainscow (2020) suggests inclusive strategies should be informed by evidence regarding participation and achievement. The children, who were taking part in the Sensory Circuit twice a day, every day, then began to show more engagement during directed teaching time and commented they felt ‘ready to do their work’. However, the Sensory Circuit has not been offered to every child in the school, only the ones identified by the class teachers as ‘needing it’. This, therefore, poses the question whether this intervention is inclusive as it does not consider all children, and therefore, what changes could be made so that it does.
To conclude, Schuelka (2018) commends inclusive practiced for its positive outcomes for all children, both with and without barriers to learning. This is reflected through Donaldson’s (2015) report through encouraging practitioners to set high expectations for all. Additionally, the ALN Code is underpinned by principles of inclusive education as it states the need of identifying and addressing needs to enable learners to achieve their full potential (Welsh Government, 2021). Through my reflection and reflecting with staff, we have fulfilled one of the key requirements from the ALN Code of which all teaching practitioners will are to be involved in supporting learners with ALN and enabled us to develop and identify ways of providing appropriate access for children in the setting person (Welsh Government, 2021). Inclusion is the active involvement of all concerned to respond and meet the needs and value the development of all children in all areas of school life (Welsh Government, 2016). The word ‘all’ is inclusive and suggests we should not be separating the needs of other learners to the needs of children on the ALN register. The strategies I have introduced in the early years setting are universal to all children and therefore considered inclusive, however my approach in Key Stage 2 is only being targeted to a specific group of children. This could suggest inclusive practice is not consistent throughout the whole school setting at this current time. Through continuous reflective cycles, I will aim to develop inclusive practice across the school. European Agency (2011) suggest all teachers should see diversity as a strength and a stimulus for their own further learning, therefore my practice will ongoingly change to respond to the needs of the learners within the setting.
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