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AI Acknowledgement

I confirm that I have not used any AI tools in the research and creation of this assignment. 
I confirm that I have not presented any AI generated materials as my own work. 
I confirm that I have copies of my drafts, notes, and other resources I used, which I may be asked to provide in evidence. 




Examples of AI statements
Example 1: 
I acknowledge the use of Grammarly (https://www.grammarly.com/) on 10 February 2024 to check my work using the prompt(s): 
1. Please check the following text for readability, grammar and syntax. 
I confirm that I have not presented any AI generated text as my own work. I confirm that I have copies of my drafts, notes, and other resources I used before, and after the use of AI tools which I may be asked to provide in evidence. 
Example 2: 
I acknowledge the use of SciSpace (https://typeset.io/) on 7 March 2024 to support my research using the prompt(s): 
1. Please provide me with materials on the biology of the liver. 
2. Please provide me with materials on liver cells. 
I confirm that I have not presented any AI generated text as my own work. I confirm that I have copies of my drafts, notes, and other resources I used before, and after the use of AI tools which I may be asked to provide in evidence. 
Example 3: 
I acknowledge the use of ChatGPT (https://chatgpt.com/) on 13 April 2024 to write my notes into submission format using the prompt(s): 
1. Please write up these bullet points as an essay paragraph at university level. 
I confirm that I have not presented any AI generated text as my own work. I confirm that I have copies of my drafts, notes, and other resources I used before, and after the use of AI tools which I may be asked to provide in evidence. 

Example 4 - acknowledgement of the use of multiple AI tools: 
I acknowledge the use of SciSpace (https://typeset.io/) on 28 June 2024 to support my research using the prompt(s): 
1. Please provide me with materials on the American Civil War. 
2. Please provide me with materials on the reception of Gone with the Wind. 
I confirm that I have not presented any AI generated text as my own work. I confirm that I have copies of my drafts, notes, and other resources I used before, and after the use of AI tools which I may be asked to provide in evidence. 
I acknowledge the use of Adobe Express (https://www.adobe.com/express/) on 24 June 2024 to edit photographic material: 
1. Remove background from Figure 1. 
I confirm that I have not presented any AI generated materials as my own work. I confirm that I have copies of my drafts, notes, and other resources I used before and after the use of AI tools which I may be asked to provide in evidence. 









Slide 1 - Wales has one of the highest child-poverty rates in the UK, and decades of research make it clear that poverty profoundly shapes children’s learning and development. Yet despite this well-established evidence, the dominant measures used to judge school performance, standardised tests, attendance targets, and progress tracking, often take little account of the daily realities many pupils live with. 
These metrics present a narrow picture, frequently reflecting the effects of hardship rather than the quality of teaching or the support schools provide. As a result, schools working with the greatest levels of deprivation are often assessed through measures that overlook the context in which learning takes place.

Slide 2 - Little real things 
When I talk about poverty, I mean not just low income, but the practical, daily barriers children experience, hunger, poor housing, lack of sleep, no quiet study space, or no money for transport. 
 
When I say the “little real things”, I mean the things teachers see every day: 
· a child who hasn’t eaten, 
· a child sharing a coat with a sibling, 
· a child who can’t join an online lesson. 
These things might seem small on paper, but they shape everything about a child’s ability to learn. 
 
Slide 3 - Poverty in Wales 
Around a third of children in Wales live in poverty, and in some communities the proportion is far higher. For many families, schools have become more than places of learning, they now operate as food banks, welfare hubs, warm spaces, and sources of stability for children experiencing significant hardship. Staff routinely support pupils with issues linked to housing insecurity, food scarcity, and poor health, all of which shape children’s capacity to learn long before they enter the classroom.
The Curriculum for Wales places strong emphasis on wellbeing, equity, and whole child development, which is an important step forward. However, the mechanisms used to evaluate schools continue to rely heavily on attainment data, attendance figures, and other narrow performance indicators. 
These measures do not adequately capture the complex realities of children’s lives, or the additional responsibilities schools now carry. As a result, the system often judges schools on metrics that reflect poverty and structural disadvantage rather than the quality of teaching, care, and support they provide.
 
Slide 4 - What Government Assessments Miss 
The problem is that government assessments measure things that are easy to count, literacy scores, numeracy levels, attendance, but not the factors that affect those results. 
A hungry child will struggle to focus, but the test result only shows “below expected”. 
A child in temporary housing may be late every day, but attendance data records “unauthorized absence”.
A pupil who is a young carer may miss homework, but the system reads that as “lack of effort”. 
The assessment doesn’t ask why. It simply records the outcome. 
So while the government acknowledges poverty, it doesn’t fully adjust the tools used to evaluate schools serving the poorest communities.

Slide 5 - Media Treatment 
The media often reinforces this disconnect. Headlines talk about “failing schools”, “poor results”, or “low attendance”, without considering the context. 
There is occasional reporting about uniform poverty or children relying on free breakfasts, but these are treated as human-interest stories rather than systemic issues. 
This shapes public perception making it easy to blame the school, the teachers, or the parents, instead of the underlying inequalities.

Slide 6 - What Research Tells Us 
Academic research increasingly documents that standardised test results are driven as much by children’s family circumstances as by the quality of schooling they receive. Large umbrella and systematic reviews show a persistent, sizeable association between socioeconomic status (SES) and academic outcomes, with mediators such as home cognitive stimulation, stress, and school–neighbourhood contexts explaining much of the gap. 
Recent empirical work also suggests that rising income inequality and changing family-resource patterns have strengthened the influence of parental background on GPA and early achievement, underscoring structural drivers beyond classroom instruction.
Qualitative and mixed-methods studies add depth: researchers use the phrase “hidden curriculum of poverty” to describe how chronic stress, shame, and the mental-health burdens of economic insecurity are internalised by children and are largely invisible to standard assessments yet powerfully shape engagement and performance.
In response, there is growing advocacy for context-sensitive assessment frameworks that treat context not as error variance but as essential information, anchoring judgments in learners’ lived circumstances, using multiple measures, and privileging formative, teacher-informed evidence alongside standardised scores. Such approaches are gaining traction across education and related fields as a means to make assessment fairer, more diagnostic, and more useful for targeting supports. 
Slide 7 - International Comparisons 
International evidence shows that Wales is far from alone in rethinking the role of standardized testing. 
Finland, for example, deliberately uses minimal high-stakes assessment and instead prioritizes wellbeing, formative feedback, and deep professional trust in teachers. Studies of Finnish schooling consistently attribute its equity and outcomes to this low-testing, high-trust model (Sahlberg, 2021).
Scotland has also been re-evaluating its national assessments. Concerns about fairness, workload, and the limited diagnostic value of standardized tests, particularly for younger children, have prompted ongoing policy reviews and adjustments to the Scottish National Standardized Assessments (Priestley & Minty, 2022).
New Zealand, after a decade of operating a highly data-driven system under National Standards, formally abolished those standards in 2017 when national evaluations showed they disproportionately penalized schools in low-income communities and narrowed the curriculum (Thrupp & White, 2022). The country has since moved towards more holistic, locally informed assessment practices.
Across these systems, a common pattern is emerging, standardized tests perform poorly in high-poverty contexts, where they tend to reflect socio-economic conditions rather than the quality of teaching or the richness of learning. As a result, more countries are adopting context-sensitive assessment approaches that support equity, wellbeing, and teacher judgment.

Slide 8 - Conclusion 
To wrap up my presentation, poverty remains the biggest barrier to learning in Wales. 
The everyday “little things” hunger, tiredness, anxiety, lack of resources, have huge effects, yet go unseen in assessments. 
If we want a fair education system, we need to measure what really matters. 
Until we recognize the lived experiences behind the data, our assessments will remain incomplete, and our most vulnerable children will remain unseen. 
Thank you.
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