Create strategies to support inclusive classroom practice and a reflection of their effectiveness in the classroom.
Current Debates on Inclusion
Society has changed rapidly over the last few years to become more diverse with changes to social treatment of cultural, religious and ethnicity, additional learning needs, home and organisation structures, gender equality and human rights and social responsibility (Frederickson and Cline, 2009). The Warnock Report (1978) was the cornerstone of more inclusive approach to education adapting terminology to remove names such as ‘handicap’ which portrayed a negative and ineducable term (Warnock, 1978; Lindsay, Wedell and Dockrell, 2020). The report was followed by the education Act of 1971 which explained that students should be integrated into mainstream education with responsibilities to the teacher to ensure that their needs were met, allowing them to become active participants in society and are ready for the world of work (Lindsay, Wedell and Dockrell, 2020). 
Curriculum for Wales written by Welsh Government (2021) is the innovative approach to improving the education system in Wales to be more inclusive and providing all students with a share vision and aspiration of achieving the four purposes of learning (Welsh Government, 2021). This being similar to the values of the Warnock Report but further motivating students to reach their full potential with a reduced focus on grading but more focus on their experiences and developing skills, as well as the emphasis on an multiagency approach working with students and parents in deciding what is best for their education (Lindsay, Wedell and Dockrell, 2020). Curriculum for Wales incorporates the United Nations Convention on the Rights of the Child. This displaying the needs of the child as the main focus when developing the new curriculum especially with regard to Article 23 whereby all children should have opportunities to live a full life and play an active part in the community and also Article 29 the goal of education must develop every child personalities, talents and abilities (Pirozzi, 2016). This again emphasises all children should be treated with respect, dignity and all their needs should be met; this playing a less central role in previous curriculum.  The Curriculum for Wales and the ALN code of practise recognise that some students thrive more effectively by being included in mainstream education rather than being segregated into specialist schools (Welsh Government, 2021). My view is that inclusion is providing equal opportunities for students to participate in all aspects of school life and within the school community. Being actively mindful that all students are supported through their learning journey to achieve their full potential and become a well-rounded individual (Bickel and Bickel, 1986; Massoumeh and Leila, 2012). This aligning with the current developments within the Curriculum for Wales and ALN code which main goal is to achieve a more inclusive curriculum for all students, who can have access to the same opportunities to thrive whether this is academically, through sports or within the general daily life of school. Inclusion allows goals and aspirations to be achieved and not limited. 

Overview of Setting
My setting is a voluntary aided Church in Wales High School within the area of Cardiff which has 1243 pupils; 10% free school meals, 11.6% additional learning needs including 3.9% EAL, 19.7% living in the most deprived areas of Wales (WIMD). ALN within my setting can range from physical, emotional, social, learning and behavioural. The ethos within my setting ensures that within the school we have an inclusive culture where all students need are met with the aim to ensure all barriers to students learning are overcome. The schools’ values of Love, Acceptance, Responsibility and Forgiveness are the key pillars that underpin all elements within school life. This supports the school in fostering an environment of inclusion whereby all students are accepted for their god given talents and there is zero tolerance for discrimination of any kind.
Within my school, open communication between staff, parents and students is essential to ensure all students are supported, encouraged and motivated to achieve their full potential. As teaching staff, we are encouraged to communicate openly with parents directly for positive and negative circumstances, this to provide a full well rounded multi-agency approach. Furthermore, within our school there is a Specialist Resource Base for students 11 to 19 years with more complex autism spectrum disorder (ASD) diagnosis. This is because the needs of the student cannot be met in mainstream education (Estyn, 2021). This challenges the views on that children should be provided with the same opportunities with their needs being met within mainstream schools. Within the specialist resource centre there are smaller class sizes with higher teacher ratios to ensure their needs are met. The positive of it being an attached to a mainstream setting, students often can experience both settings for example they have opportunities to attend subject such as Art or IT if it interests them and socialise with students during mainstream activities and lessons whilst their needs are being met (Pembrokeshire County Council, 2021).

Reflective Practise
Continuous professional development is a core principle to ensure teachers are effective and to ensure students are being provided with the best education (Suryarini and Bahtiar, 2021). Being a reflective practitioner is the core of this, the idea behind the continuous reflective practise is that strategies are constantly changing, and we need to continue to reflect on experiences to ensure that all students. 
needs are met within a classroom (Fakude and Bruce, 2003). According to Schön (1991), reflection can support learning from experiences, feelings, reactions and attitudes then being critical of our practise will allow us to develop our own solutions in different situations rather than being a passive part of the process (Thompson and Campling, 1996). During this study, there will be the implementation of two strategies to create a more inclusive classroom environment. The first strategy will use Gibbs cycle of reflection to discuss thoughts and feelings of students and myself on a continuous experience on implementing tools to create an inclusive learning environment using peer support to create ‘class contracts. Improving classroom environments is seen to greatly improve inclusivity and remove social barriers. Gibbs reflective cycle allows the practitioner to reflect on the situation, evaluate the thoughts, feeling and actions throughout the process to draw conclusions to allow for more effective action throughout the next experience (Sekarwinahyu et al, 2019). This is the most appropriate reflection tool for this experience as considering the thoughts and feelings are essential in making an inclusive classroom environment. 

The second strategy is to create a scaffolding tool to support student when delivering cross-curricular elements of numeracy. Our whole school focus for this term was to embed age-appropriate numeracy skills across all subjects. Scaffolding is implemented when introducing a concept to support students at the initial stages and after time this process becomes automatic the scaffolding is removed (Nardacchione and Peconio, 2022; Slavin, 2014). The reflective model of Brookfield four lenses to reflect on this experience is the most appropriate as it considers the students, colleagues and wider literature (Brookfield, 1995). This model was most appropriate as during the process of reflection there is a consideration from a variety of different points of view such as colleagues through sharing practise observation, students’ thoughts and feeling based on verbal feedback as well as looking at the theoretical perspective to evaluate and reflect upon how effective the technique is in supporting learners to develop their numeracy skills.  

Inclusive Learning Environment
Additional Learning Needs (ALN) is defined as “A person who has additional learning needs is if he or she has a learning difficulty or disability (whether the learning difficulty or disability arises from a medical condition or otherwise) which calls for additional learning provision” (Welsh Government, 2021). An additional learning need may not just be due to the physical challenges but those with cognitive and learning, communication and interaction as well as behavioural and social development (Welsh Government, 2021).  Through previous years, an additional learning need has been seen as a negative connotation to a person which can have negative physiological effects and limit their thoughts, feeling and aspirations (Manago, Davis and Goar, 2017). The medical model gives the view that the person is different and a 'damaged version' of a human being that should be fixed or cured. It removes their independence as they feel like they cannot function normally as a human being, and they need others to make decision for them because they are incapable or incompetent to do this for themselves. This may make them feel like they don't fit in either society or that they may have to adjust who they are to fit in and be accepted. This can cause someone to have low self-esteem and low self-worth (Massoumeh and Leila, 2012). This can be a barrier for any person to progress and live a fulfilled life. The perception of students within the school setting by staff and other students can be a real barrier to learning and limiting their social growth and interaction. The arrangement of seating within a classroom can limit social interaction within a classroom as students are normally separated and have an additional supporting adult which can also deter social interaction from peers especially in secondary age students (Brock et al., 2015). To challenge this, creating an inclusive classroom environment is essential for students to have a fulfilled and positive learning experience. An inclusive classroom is whereby all students feel valued, supported, and included will remove barrier such bullying, and lack of communication with peers (Therrien, 2021).
The experience occurred during the first lesson of the year with a Year 8 class of mixed ability students with a variety of different learning needs. I created a seating plan for my class considering their needs, personality and achievement.  The aim of this was to try and place students who may have additional learning needs or lack confidence in discussion and partnering them with students who are more confident or have a higher attainment. Furthermore, to create inclusive learning environment I wanted students to create their own set of values in the form of a ‘Class Contract’ as my initial thoughts were if students can create their own rules and values, this could have a positive influence on their behaviour. For this to be effective they needed to understand what this looked like. At the beginning of the lesson, I relayed my basic expectation of how students should behave within my classroom and explained what the term ‘inclusion’ meant.
Students were given time to ‘Think, Pair, Share’ what they thought would make an inclusive learning environment and how they would best learn. Once they had generated their own ideas these were shared with their peers, conversations within the classroom were extremely exciting and students were communicating with each other effectively and with respect. Students’ ideas were built upon by peers and then shared with the class as a whole. Higher attaining learners were able to consolidate their learning through explanations whereby students who lacked confidence or some with additional learning needs were motivated to share ideas and viewpoints through their peers. Responses such as ‘be kind’, ‘feel valued’, ‘not left out’, ‘Respect each other’, ‘look after each other’, ‘everyone should be listed to’. We came up with a list of values within our classroom for our ‘Class Contract’ which was shared with students to signed and it is displayed on the wall. 
During this time, there was an incredibly positive atmosphere, students were positive sharing their ideas. I felt this was a very constructive experience whereby students decided and clarified what they thought were positive and negative attitudes. I felt that they enjoyed that their voices were listened to, and they were empowered by being part of the learning process. Students understanding was much deeper and they felt more included as their ideas as pairs were shared. Most students collaborated well together to share ideas even with students they may not necessarily talk to outside the classroom. However, during the paired discussions, there were some silly comments of things that we could include but they weren’t necessarily appropriate and made some students feel uncomfortable. Also, some students didn’t understand to begin with what is meant by the term ‘inclusive’ which again is something I should have been more explicit about at the beginning of the session. 
Integration and inclusion often get confused within teacher perception. Inclusion is where everyone is welcomed, respected and feel a sense of belonging regardless of their differences and the system is adapted to ensure all students needs are met (Schwab, Nel and Hellmich, 2018). Integration on the other hand is “placing students with disabilities in mainstream educational institution without adaption and requiring the student to fit in (UNICEF, 2017). Integration within the classroom may result in the student being present within the classroom but they are following a different educational plan with the support of another adult, this could create an atmosphere whereby students feel they are different from their peers (UNICEF, 2017). Previously, the idea of inclusion within my teaching was blurred, the structure of my seating plan unintentionally displayed integration rather than inclusion due to considerations of the assistants being sat next to students for additional support rather than an extra teacher being within the classroom. The change in seating plan to focus more on inclusion aligns with the social model whereby society needs to be educated so they can adapt their views and opinions of all with additional learning needs and their differences are celebrated with confidence (The Alliance for Inclusive Education, n.d.). The fostering of an inclusive learning environment begins with teacher attitude towards inclusion (Avramidis and Norwich, 2002; Norwich, 1994). Teachers are role models to students within their classroom and to create an inclusive learning environment it is essential that it begins with them (Loreman, 2007). The teacher’s negative attitude towards an inclusive classroom whether intentionally or not is believed to stem from increased workload, lack of training and support to meet specific additional needs to provide an inclusive classroom (Center and Ward, 1987; Avramidis and Norwich, 2002; Saloviita, 2019). However, recent studies have shown that with the right level of support and education for teachers the perspective can change, and this will create a more inclusive environment overall as teachers’ knowledge, skills and attitudes shaped the practices within our classroom (Heyder, Südkamp and Steinmayr, 2020; Woodcock and Vialle, 2016). Changing my perspective and educating myself on what is meant by inclusion, I can understand want an inclusive classroom entail. By adapting my practise and the way I manage my classroom and the utilising peer support helped students interact with each other more effectively and they were able to feel more valued within the learning environment and were able to progress more effectively with their verbal responses (Carter et al., 2011).
An inclusive classroom where all students can overcome barriers showed more effective progress. Whether this was socially by students being provided with equal opportunities and their thoughts and viewpoints are listened to as well as providing verbal responses (Schwab, Nel and Hellmich, 2018). This has been shown in the outcome of the strategy used. This had positive impact on students with additional learning needs as they felt that there was a structure in place for them to feel valued but also being able to interact with students. Also, their voice to be heard through the ‘Think, Pair, Share’ activity they were able to express how they felt they should be treated within the classroom and how the environment could ensure they were happy and comfortable. 
To conclude, from the situation I feel like this is an effective strategy to manage a positive learning environment. Students reacted positively to being to part of the process of creating the expectations within the classroom. The ‘Class Contract’ is visible to all students and is referred to in later lessons to ensure that all students are creating a positive learning environment. Some students referred to the class contract  themselves when addressing negative behaviour of other students in the class which became a mechanism for students to create a positive learning environment. This has also created a safe space for all to learn, focus and be happy and to allow a more effective understanding to students on what it may feel like to be excluded. Peer Support using structured seating plans was a highly effective way to improve inclusion and increase the attainment of student with additional learning needs, pupils were able to learn from their peers and able to progress further. 
Moving forward, I will include this in all my lessons during the beginning of term, I will educate students more effectively on inclusion and diversity through videos. This might make it more widespread acceptance of inclusion. I will also go into detail of the importance of expectations and the impact of excluding students to make it more explicit and to explain why we need these classroom rules. 

Supporting learning through scaffolding
Within the Curriculum for Wales there is a requirement to embed core skills across the curriculum, the core skills being literacy, numeracy and digital (Welsh Government, 2019). Teaching these core skills throughout all subject allows students to transform learning and understand their skills in different contexts. Mezirow’s (2000) transformational learning theory suggest that when students think critically about learning from their experiences and they then use this learning to provide solutions to scenarios in different contexts. This can be a barrier for learning to some students especially those with who may struggle with numbers or those with additional learning needs (Fleming, 2018). 
The focus within my school for this term is embedding age-appropriate numeracy skills across all subjects. The chosen skill for my department was interpreting and analysing graphs. The study was done with a Year 7 mixed ability class, this was a challenge due to students within my school being in set by ability for Maths lessons but taught as mixed ability in all non-core subjects. This means that students would have diverse levels of skills and understanding as well as a different coverage of topics depending on their class and teacher. However, the expectation was all students within my class would produce an effective in-depth analysis of a graph. To ensure that all students achieved this outcome a scaffolding tool was created to support students – this presented itself as a flow tool with bullet points help students extract the key information from the graph (see figure 1). 
Using Brookfield’s four lenses, the first being the auto biological lens considers my experiences, reactions and feelings on what happened during the implementation of this strategy. I found that students seemed to progress well during the lesson, students were able to use different areas of the flow tools to break down the graph into small manageable chunks to be able to extract relevant information. Students’ reactions were positive, and they were able to tackle the challenge successfully due to the level of support and the structure of the tool. As it was the first-time students engaged with the tool it took more than the expected time to create an in-depth analysis in a structured paragraph but with practise, I feel the process could be much quicker. From assessing their work, students’ level of detail within their analyses was much more extensive than previously seen from all students, they were able to extend their answers, justify responses using numerical reasoning and provide a response in a logical order. 
Considering from the perspective of the students within the class, I felt that there was an increase confidence at writing a detailed analysis of the graph and the expectation of the how in depth the analysis needed to be. Some students required additional scaffolding to understand the key terms presented in the flow tool to ensure that they were able to achieve the desired outcome, I feel the tool could be adapted to provide more support through questions to consider. From discussions with students, they reiterated that they felt more confidence in their analysis skills, and they felt their numeracy skills overall improved. They felt that they were able to achieve the desired outcomes with the right level of support and they liked how it broke the analysis into chunks. Some responses said that it was very time consuming and that they did not need to ‘plan’ their paragraph with the flow tool and preferred a success criterion when writing their analysis paragraph, this may mean that some students feel limited by the tool. 
My colleague observed the delivery of this task and commented on the effectiveness with students who were all able to break down the large task question and come up with an analysis of the graph. Even though the flow tool took time my colleague felt that in time this would be quicker and that some students may not need to use the tools as they progress because they would be able to remember the structure and use this in their analysis across all subjects. Furthermore, he felt that all students were able to progress to a competent analysis with confidence as well as communication between all groups of learners to ensure that a similar outcome is achieved.
From a theoretical perspective, providing a level of scaffolding to support students achieve a similar outcome of other within the classroom allows this feeling of inclusion (Nardacchione and Peconio, 2022). Vygosky’s (1978) zone of proximal development understand the difference between a student’s level and what they could potentially achieve to create a more authentic learning opportunity (Morcom and MacCallum, 2012). This was evident when using this technique as students were able to move their knowledge and understanding by using this tool to improve their numeracy skills. Wood et al. (1976) explains that scaffolding is used to allow students to achieve a goal which originally perceived as unattainable without assistance. These work alongside each other to ensure that the curriculum and lesson content is inclusive to ensure all students achieve the overall goal. Due to the nature of this class including students with a variety of different numeracy needs, all students were able to achieve the overall goal with the support tool. Especially with each part of the analysis ‘chunked’ into smaller more manageable tasks in order not to overwhelm student. Chunking is an active learning strategy which reduces cognitive overload allowing better recall (Fountain and Doyle, 2012). This supported by Wilson and Devereux (2014) who said that the smaller tasks can be structure to be able to support the completion of the main (Nardacchione and Peconio, 2022). Peer support also played a crucial role in ensuring students were able to complete the task to their full potential as they were able to break down the task further than the scaffolding tool and explain in their own words. 
Evaluation of strategies
Overall, the strategies used were effective in creating an inclusive classroom environment whereby students feel supported through their learning. From my findings social interactions with peers is the main driver of an inclusive classroom. Whether they are intentionally through the peer support and the creating of classroom contracts but also unintentionally during the scaffolding task when students were working through the task together. During the ‘Class Contracts’ task students used ‘Think, Pair, Share’ as a structured way to support peer interaction within the classroom, I feel that the ‘class contracts’ allowed students to provide their point of view on what they valued within the classroom environment and how they could feel included and their voice has been heard. Peer support was also key within the scaffolding tool even though the tool broke down the analysis into more manageable chunks’ students communicated with each other to complete the task, further developing their knowledge and understanding. I feel that creating an inclusive classroom environment is essential to ensure peer support can be done effectively. Students having the opportunity to share their voice during the ‘Class Contracts’ task allowed students to lead their own learning but be part of creating a culture of acceptance and understanding on how everyone within the classroom should be treated. This activity has now been used within all my classes. 
The scaffolding tool to support cross curricular numeracy skills was highly effective to support students to create a comprehensive analysis of the graph provided. After, breaking down the various aspects of the graph into smaller more manageable chunks students were able to identify the core aspects of the data and then provide a comprehensive paragraph of what they found. This tool allowed nearly all students to complete the activity with all students being able to understand the core parts of interpreting data. My colleague who observed the tool during a sharing practise observation was able to see the benefits of how this supported the learning of students. To which the tool has now been adapted to be used through the department and across the school to support numeracy skills across the curriculum. 
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