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Based on evidence from current research and policy as well as on data gathered from a group questionnaire, critically discuss an inclusive approach to supporting the needs of a particular group of pupils. Focus on one specific learning difficulty, disability or additional need for your discussion. Use ICT skills developed within the module to present your findings.
Introduction
The Additional Learning Needs and Education Tribunal Bill (Wales), which gained royal assent in January 2018 (Welsh Government, 2018) demonstrates a commitment to providing better support to children and young people aged 0-25. This wide-ranging legislation contains 11 main aims and is scheduled to be supported by an ambitious wider programme of reforms, measures, subordinate legislation and an Additional Learning Needs Code, which will sit alongside the bill. The First Minister acknowledged that nearly a quarter of learners experience some form of additional learning needs (ALN) during their early years of education. This bill was a deliberate attempt to provide a radical new approach that would enable all learners to achieve their full potential. The timeframe for implementing the new system is three years commencing in September 2020 with a funding proposal of £20 million to help this transformational project. 
This assignment seeks to consider the position of one specific learning need, dyslexia, and analysis will include a consideration of policy, research and also the views of a group of education professionals, gained through a questionnaire and the views of a headteacher and SENCO (now ALNCO) from a school which has received a dyslexia friendly award.
The need for the Additional learning needs (ALN) transformation programme (Welsh Government, 2018) at a time when the major Donaldson (2015) curriculum change is also being implemented, implies that the current provision in schools is not perceived as optimum in nature. This view is endorsed by the main aims of the transformed system which, if achieved, will:
· ensure that all learners with ALN are supported to overcome barriers to learning and achieve their full potential
· improve the planning and delivery of support for learners from 0 to 25 with ALN, placing learners’ needs, views, wishes and feelings at the heart of the process
· focus on the importance of identifying needs early and putting in place timely and effective interventions which are monitored and adapted to ensure they deliver the desired outcomes
These aims would appear to be crucial in an educational system that supposedly values every child yet around 23% of all learners (Welsh Government, 2018) at maintained schools have SEN. It is acknowledged (Welsh Government, 2018) that overall, the academic attainment of this group of learners is poor compared with the rest of the learner population.  The transformation programme, mirroring the views of Ainscow (2002), recognises the need for future planning to be flexible and responsive. It is anticipated that professionals will become skilled and confident in identifying needs and deploying strategies to help learners overcome their barriers to learning, and the learner will be at the centre of everything. From strategic policy in Wales there is a strong political commitment to ensuring that all schools are genuinely inclusive.
This explicit government approach to a numerically significant group of learners goes considerably further than ESTYN who, within their 2016-17 Annual report, (ESTYN 2017) in the final section on Care, support and guidance, offer just a few words, within one sentence, that refer generically to provision. 
Whilst the Welsh Government aim for the future appears positive, it is nevertheless an important and proactive response to a scenario which is a cause for concern. This assignment will seek to explore findings from research as well as responses from a small, but presumably interested, sample of professionals. Overall, the questionnaire findings appear to reinforce the perceived need for the strands of improvement and transformation put forward (Welsh Government, 2018) at least with respect to Dyslexia. 



Research methodology and some initial analysis of questionnaire respondents 
Research is conducted to solve problems and to expand knowledge (Drew, 1980) and the questionnaire was a systematic method of enquiry that enabled a group of three students to gain additional quantitative and qualitative information from current practitioners across South Wales. 
Both quantitative and qualitative approaches have strengths and weaknesses (Bell and Waters, 2014) and both were considered relevant to gain numerical data (quantitative) and some actual individual perceptions (qualitative).
The questionnaire design took account of Bell (2005), who noted that well-structured, unambiguous questions will help at the analysis stage and this approach informed many of the questions which required respondents to consider a ‘list’, ‘category’, ‘ranking’ or ‘quantity’. (Appendix 1). 
The sample for the questionnaire consisted of primary schools which the three students had either attended on teacher placement, or had a close attachment to, from attendance as a child or as an employee. Questionnaires were sent to headteachers by email with a covering letter co-signed by the University. Piloting was limited, but did take place, with volunteers being asked questions on time of completion and clarity. (Bell, 2005)
Whilst nine schools received the questionnaires there were only nine responses and these were as follows:
Figure 1







In view of the forthcoming transformational agenda within Wales, it is interesting to note that no headteacher or deputy headteacher returned a completed questionnaire. To gain some insights at this level of senior management an interview was therefore arranged with a headteacher (of ten years) of a school that had gained a Dyslexia Friendly School award. Within this school an interview was carried out separately with the school’s long-established SENCo. 
One major advantage of the interview is its adaptability (Bell, 2005). Questionnaire responses have to be taken at face value, but a response in an interview can be developed and clarified. As will become clear, these interviews added to the evidence base and insights from the headteacher, in particular, should be taken seriously when reflecting on the implementation of the forthcoming transformational agenda. (Welsh Government, 2018)
Fortunately, as depicted in Figure 2, the nine respondents reflected experienced professionals, eight of whom had worked for ten years or more in the primary phase.
Figure 2









The average class size was 25 pupils with some classes having thirty children or more (Figure 3). From the national position (Welsh Government, 2018) this would imply that, on average, there were seven children who could be categorised as having additional learning needs within the majority of classes of the respondents.
Figure 3









When considering Dyslexia, Reid (1998), made the important point that any definition can only be effective if it has widespread agreement within the field of research and practice. He wrote that despite a better understanding, there was still some disagreement. To support this position on disagreement, he referenced and contrasted definitions from the British Dyslexia Association (1997), the Moray House centre for the Study of Dyslexia (Reid, 1996) and the Tennessee Center in the United States (1996). Reid (1998) made the important point that whilst a definition can help to provide some guidance to teachers and researchers, a range of definitions in use may result in some confusion. 
Welsh Government (2012) acknowledged that because research continues to be carried out by researchers in different spheres, including education, psychology, biology, neuroscience and medicine, the focus of a definition can vary depending on the nature of the organisation that generated it.
Currently the definition displayed on ‘The Dyslexia-SpLD Trust’ website (2019), funded by the Department for Education, explicitly references the Rose (2009) report.  Their overarching definition claims that Dyslexia is a learning difficulty that primarily affects the skills involved in accurate and fluent word reading and spelling. 
However, there are five further statements that expand this definition.  These additional statements include the important, but legally loose, statements that confirm that dyslexia occurs across the range of intellectual abilities and that it is best thought of as a continuum, not a distinct category from which there can be any clear cut off points. This definition allows considerable latitude in interpretation which, when considering the future Welsh policy agenda, could see the word ‘tribunal’ becoming of great significance.
Within Wales, a current ‘google search’ top listed the website ‘dyslecsia cymru’ (2019) but this appears to have been last updated in 2014 which could undermine the reliability of the site. More current information from Wales comes from NHS Direct Wales (2019) which reflects the view that there are a range of spheres of influence on the definition of Dyslexia (Welsh Government, 2012). 
Like the Dyslexia-Spld Trust website (2019) this health-based website (NHS Direct Wales, 2019) offers a succinct definition that Dyslexia is a common learning difficulty that causes problems with reading, writing and spelling which it is estimated is present in between five to ten per cent of the UK population. However, it also suggests a number of signs of dyslexia (Appendix 2) that would certainly provide parents with a number of possible questions for a school and teacher. 
When considering theory and evidence, Welsh Government (2012) stated, following their synthesis of available literature, that the phonological deficit theory is the best developed and supported of the theories of dyslexia. The basic premise is that the difficulties manifested in dyslexia (especially those related to reading and spelling) are caused, wholly or in part, by difficulties in the speech-sound (or phonological) system of language. This theory has been widely researched, in the UK, the US and in numerous other countries.
There is unanimous agreement that problems with phonological processing are associated with dyslexia. Phonological processing can be assessed by a variety of tests related to the abilities to perceive, produce, manipulate, analyse and remember the sounds of language. These include skills such as breaking down words into their sound parts or making judgments about them. For example, knowing that ‘cat’ can be divided into its ‘onset’ consonant /k/ and ‘rime’ unit /at/ or judging that ‘cat’ rhymes with ‘mat’ are demonstrations of phonological awareness. 
There is also the need to consider that dyslexia can be severe, moderate or mild. It cuts across class, age and intelligence and therefore all schools will have some dyslexic children. (Pollock et al., 2004)
Analysis of the whole questionnaire reflected a range of responses which appeared, at times, to be contradictory in nature but, nevertheless, there was a general impression that there were children within six classes who had not been formally diagnosed with dyslexia as shown in Figure 4. This is statistically significant when considering that this is just one of several additional learning needs that are likely to be present in every class in Wales. 
Figure 4








Certain teaching methods and practical approaches are known to be effective with children with dyslexia and it would seem essential for teachers and teaching assistants to be aware of these.  The transformational project being introduced (Welsh Government, 2018) would imply that good practice is not occurring in an optimum manner which suggests that schools are not as inclusive as they could or should be.
 It is therefore important to revisit and consider ESTYN’s (2018) concern about inadequate provision and ascertain what is needed for a school to be considered inclusive from a theoretical perspective. Questionnaire responses can potentially help to gain some individual insights on this situation.
From analysis of the questionnaire outcomes (Figure 6), teachers generally implied that they felt confident to teach children with dyslexia, but it must be remembered that this is a small sample and that the sample itself might not be representative of all teachers as respondents could have been selected by headteachers.
Figure 6

From Figure 7 it can be seen that the responses to the teaching resources offered to children with dyslexia seemed to be minimal in scope and what appeared most noticeable was the level of responsibility being delegated to TAs. The role of the SENCo can also be an influential one as was reflected in the interview carried out. 
Figure 7 






If there are 23% of children with ALN (Welsh Government, 2018), then every class of thirty primary school children will, on average, contain seven children with various additional needs and of these there will between one and three children with dyslexia, (NHS Direct Wales, 2019). 
Therefore, every class teacher in Wales, will need to be confident in addressing a range of potentially complex needs and utilise a set of known teaching strategies to enable all children with ALN to learn in an optimum manner. It is, therefore, not surprising that some of these needs have often gone unrecognised (Pollock et al., 2004). To what extent a primary school teacher can recognise specific needs and then access specialist knowledge to inform their teaching would seem to be an important aspect of developing and maintaining an inclusive school approach in the future. 
As part of developing an inclusive approach to dyslexia, and in common with many additional learning needs, early identification/detection (Hannell, 2003) can make the treatment of reading difficulties much easier and helps to avoid the loss of confidence and motivation that can easily build up. 
It was clear from the questionnaire results, Figure 8, that a perceived lack of self-esteem is associated with dyslexic children.
Figure 8









There are early warning signs and therefore it is important that an appropriate intervention programme is commenced as soon as possible. This approach is clearly an aim of the proposed transformation programme (Welsh Government, 2018).
When analysing early intervention, it should, as one example, be considered and accepted that a single approach to the teaching of reading is unlikely to work for a whole class of children. For the child with dyslexia who has phonological processing problems there is a likelihood that a young child will appear slow to pick up the basics of letters and their sounds. This will extend to having great difficulty in blending sounds together to make a word. Dyslexic students also find it difficult to remember the appearance of words that they may have seen many times before. This will show itself to the informed teacher with the child having to stop, sound out or guess by using context repeatedly. As has been made clear (Dyslexia SpLD Trust, 2019) children with dyslexia can be of differing abilities and children at the higher end of the learning continuum may have good reading comprehension but still demonstrate poor levels of accuracy. 
The effects on learning can be various for children who are dyslexic, and this can include finding the extended time to read instructions and the limiting of time to complete work that they actually understand. This has clear implications for an educational system that values test results. 
Hannell (2003) provides many strategies for teachers that can help them address the learning needs of the pupils with dyslexia in their class. If early diagnosis has been effective, then there can be a whole school approach that builds upon a range of successful techniques providing consistency of pedagogy and resources. Such an approach is necessary if it is to help children maintain self-esteem and develop an independent approach to learning, reinforced by data collected in the questionnaire (Figure 9).




Figure 9








Qualitative questions within the questionnaire revealed a range of responses as evidenced in Figure 10. These reflect a range of personal interpretations to perceived individual needs for children diagnosed as dyslexic. 
Figure 10
	Respondent 1
	DK

	Respondent 2
	larger print more time and space


	Respondent 3
	dedicated staff, differentiated grouping, one to one support


	Respondent 4
	Range of resources allowing children to express their ideas rather than just writing; access to use of ICT to record oracy and record writing (typing); less emphasis on a finished hand written piece of work.


	Respondent 5
	None. 


	Respondent 6
	More use if IT, better and more available IT devices, more use of record devices


	Respondent 7
	Not sure 


	Respondent 8
	Earlier testing, specific resources, more awareness


	Respondent 9 
	More resources e.g. suitable lower level texts for older children, general resources overlays, slanted writing props, ICT resources



It is interesting to note the spectrum of responses provided and whilst showing the limitations of questionnaire data (Bell, 2005) certain responses refer to earlier testing, key resources notably with respect to writing and ICT and dedicated staff.
Whilst teachers often saw the SENCO as the main source of school knowledge, two thirds of the staff completing the questionnaire had not attended training on dyslexia as shown in Figure 11. 
Figure 11








The interview with one SENCo provided an insight as to the wealth of knowledge a trained member of staff could bring to a whole school approach with respect to knowledge of assessment, resources and teaching strategies. Where a school has such knowledge, it would seem better placed to take an active role in the transformational agenda being proposed. (Welsh Government, 2018). How widely this position is replicated across all primary schools is an important question with respect to future training needs and the budget allocated. It is also important to know how the SENCo’s knowledge is utilised in the approach for an inclusive school.
There was, on average, only one respondent per school for this questionnaire and no headteacher or deputy headteacher participated. It is probably reasonable to suggest that headteachers either asked one person to complete the questionnaire on behalf of the school or that only one person did respond per school. Respondents are usually chosen or are happy to complete a specific questionnaire because of personal knowledge or interest. As such, this set of responses might be considered to be unrepresentative but nevertheless at the informed end of the spectrum when considering additional learning needs. Several of these teachers were of the view that there were children in their classes who could be formally diagnosed as having dyslexia. 
The interview with the headteacher of the Dyslexia friendly school also reported a position of a one form entry school having just eight pupils officially categorised with having dyslexia. This is less than fifty per cent of the current minimum percentage put forward by the Welsh NHS (2019). Whilst this school clearly facilitated the learning of these identified children with appropriate materials and teaching techniques mirroring approaches described in detail by Hall (2012) it still became clear that the school was approaching the forthcoming transformational agenda with considerable caution. This was reflected in a series of powerpoint slides the headteacher had prepared to share with her governing body which she also shared with us. (Appendix 3)
Slide 3 reflects an important element of the new transformational approach which will see Individual Education Plans (IEPs) being replaced by Individual Development Plans (IDPs). These IDPs will be legally binding documents, currently only the preserve of statements, which will be phased out and generally are only allocated to under 5% of the school population.  An important part of  forthcoming legislation will see parents having the right to challenge IDPs and whilst it is anticipated that disagreements about decisions about provision will be met at a school level (Slide 8) it is clear that if unresolved by the resolution service the case will be adjudicated at a National tribunal.
Whilst the IDP format is currently being developed (Slide 9) there will be implications for both schools and children (Slide 10). It is anticipated that there will be issues of definition, the process of annual review for all IDPs and associated workload issues. The second bullet point with the words, ‘Where do we draw the line?’ would seem to be incredibly important when considering the government’s priority of addressing the perceived need of 23% of children currently judged to have ALN. 
It is possible that, rather than provide children with the inclusive education they need and deserve, it could serve to limit their access to the diagnostic process which from the questionnaire outcomes (Figure 4) and also from the figures shared by a school acknowledged as being Dyslexia friendly.
Conclusion
This assignment has attempted to demonstrate that there is a commitment within Wales (Welsh Government, 2018) to improving the learning opportunities for children with Additional Learning Needs. However, the very legal framework designed to protect 23% of the pupil population may not actually place them at the centre of the process but see them marginalised for fear of legal ramifications. 
It is be hoped that this gloomy prognosis does not occur. Rather a more optimistic scenario will see schools recognise the importance of screening in early years classes where it can be undertaken by fully trained staff in a sensitive and consistent manner as a continuing process (Hall, 2012). 
There needs to be school protocols for ensuring that children gain access to specialist assessment and diagnosis where necessary and that parents are fully consulted and involved (Reid, 2004) in order that they can be fully involved in any adjustments that are made. This might include a reading programme that has a different emphasis which will benefit from a consistent approach from school and home. 
Creating strong links between home and school should be paramount for all pupils but these would seem to be even more potentially productive when teachers and parents can learn from each other. Children who can potentially be frustrated by learning with a resultant loss of self-esteem at school can also potentially suffer similar frustrations at home. (Mortimore, 2008)  
Rather than be fearful of parents and consider the worst-case scenario, it should be noted that the relatively high levels of reported parental satisfaction have often not been fully acknowledged in policy debates (Lamb, 2012).  Generally high levels of parental satisfaction have been reported in both UK and US studies (Norwich, 2013). 
Just as the child should be seen as being at the centre of the process (Welsh Government, 2018) so, to be fully inclusive schools recognise that parents of children with ALN are keen to obtain guidance (Hornby, 2000)  and may also require support which may extend to access to counselling (Hornby, 1994). 
Whilst schools may see staff training, resources and time as possible demands on the budget set aside by the Welsh Government it will also be important to ensure that parents have access to specialist services to be able to provide informed support that will consistently add to the notion of a rights-based truly inclusive school (Welsh Government,2019) .
Schools need to recognise that they can improve with respect to the training of all of their employees who are involved in pedagogical decisions and delivery of teaching all children. This should be an underlying aim whether considering Donaldson (2015) or the equally important legislation being considered in depth within this assignment. (Welsh government, 2018). All children deserve nothing less and inclusivity should be an overriding aim within this process.












[bookmark: _GoBack]Appendix 1 – Questionnaire
Dyslexia
Please can you answer any questions that are applicable to you and your role within school. If possible, please could one participant please be involved whose role is within a classroom setting. 

Required

1.Do you, as an education professional, give consent for your responses to be used in educational research?

Yes

No

2.What is your role within the school?

Headteacher/ Deputy Head

Class teacher 

1:1

Teaching assistant 

SENCO





3.Years of experience within the primary education sector.

Under 3 years 

3-5 years 

6-9 years 

10+years 

4.In which county is your school located?

Swansea

Bridgend 

Neath Port Talbot 

5.How many children are in your class in total?


6.How many children, in your class, have been diagnosed with dyslexia?







7.What support do you provide for the children who suffer with dyslexia in your class?

Slanted surfaces
Pastel coloured paper
Use of memory games
Extra thinking time 
Intervention groups
Pencil grips 
N/A


8.Do you think there are any students in your class who suffer from dyslexia but are yet to be formally assessed?

Yes

No

Maybe

9.If you answered 'Yes' or 'Maybe' to the previous question, how many children in your class do you think are yet to be diagnosed/assessed and why?







10.What support do you provide the children with, who are yet to be formally assessed?

Meetings with SENCO
Reading Rulers 
Dyslexic friendly resources 
Slanted surfaces 
Guidance and extra support from the T.A 
Use of memory games 
N/A

11.How do you refine these strategies to suit and be appropriate for your class?

12.Has your school provided you with appropriate and certified training to support children with the following ALN? –

Downsyndrome 
Dyslexia 
Dyscalculia 
Dyspraxia 
Autism 
M.A.T children 
EAL 
None of the above

 
	
	Extremely confident
	Very confident
	Confident 
	Somewhat confident 
	Not so confident
	Not at all confident

	Providing support and addressing needs
	
	
	
	
	
	


13.How confident are you, as an individual, providing support and addressing the needs of children with dyslexia?


14.In your own opinion, which of the following are the most challenging aspect of supporting a child with dyslexia?

Disruption in class 
Refusal to work 
Low self-esteem 
Lack of participation in class activities 
Limited resources 
Lack of training on dyslexia 
Poor social skills 

15.Please could you rank the following aspects as to which is the most challenging (1) to the least challenging aspect (7) when supporting a child with dyslexia.
Disruption in class 
Refusal to work 
Low self - esteem 
Limited resources 
Lack of participation in class activities 
Lack of training on dyslexia 
Poor social skills 


16.What area of literacy do you feel that children with dyslexia need the most support with?

Reading
Writing 
Spelling 
Oracy 


17.Which of the following areas of well-being is most affected for a child with dyslexia?

Relationships with others 
Communication with others 
Independence 
Low self-esteem
Expressing themselves and their feelings 


18.In your professional opinion, how does the effect on well-being impact the child's education?


19.Which factor affects the self-esteem of a child with dyslexia the most?
Peers
Teachers
Parents
Themselves 


20.How are the parents of the children with dyslexia consulted and involved in the planning of the educational development of their child?


21.Within the classroom setting, would you say that the children with dyslexia are often more disruptive than those without a dyslexic diagnosis?

Yes

No

Sometimes
 
22.From your professional experience, which of the following is the most common error in literacy for a child with dyslexia?
Poor spelling
Poor handwriting 
Poor formation of letters 
Mispronunciation of words when reading 
Being clear and understood in oracy tasks (speaking) 
23.In your own opinion, will Donaldson's new curriculum, 'Successful Futures' (2022), offer an inclusive approach/education for children with dyslexia? Please provide reasoning for you answer.



24.Do the children in your class with dyslexia, suffer across the curriculum or more so in Literacy?

Cross-curricular 
Just literacy 
Unsure 

25.Please could you rank the following subjects, 1 (the hardest) - (the easiest) to provide support for and teach a child with dyslexia? 
History 
Science 
Literacy 
Music 
Art 
P.E 
Welsh 
ICT

26.How inclusive is your learning environment? Please rate between 1 (not inclusive at all) - 5 (very inclusive)

27.As inclusion is a process, what changes would you make to your own classroom to ensure it is more inclusive?

28.What 3 things would you further implement in your own classroom to provide an inclusive physical environment?
Submit










Appendix 2
Signs of dyslexia usually become apparent when a child starts school and begins to focus more on learning how to read and write.
A person with dyslexia may:
· read and write very slowly 
· confuse the order of letters in words
· put letters the wrong way round – such as writing ‘b’ instead of ‘d’
· have poor or inconsistent spelling
· understand information when told verbally, but have difficulty with information that’s written down
· find it hard to carry out a sequence of directions
· struggle with planning and organisation
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A bar chart to show how many respondents  think  they have children yet to be diagnosed with dyselxia, in their class. 


Yes 	No	Maybe 	6.0	2.0	1.0	Answers 


Number of repsonses



A pie chart to show how confident the respondents feel to supporting and teaching children with dyselxia. 


Not so Confident 	Somewhat Confident 	Confident 	Extremely Confident 	2.0	1.0	5.0	1.0	

A pie chart to show what support or resource is provided for the child with dyselxia. 


Reading Rulers 	Pastel Coloured paper 	Support from T.A.	Other 	1.0	1.0	4.0	3.0	

A cluster chart to show which area of well-being is most affected for a child with dyselxia

Self - esteem 	Independence 	Relationships with others 	5.0	3.0	1.0	Area of well-being 


Number of respondents 



A pie chart to show which affect of dyslexia is most difficult to deal with when supporting a child with dyselxia. 


Self - esteem 	Independence 	Relationships with others 	5.0	3.0	1.0	

A bar chart to show how many respondents have had training on dysleixa. 

No 	Yes 	6.0	3.0	Answers given 


Number of respondents 



Cluster chart to show the roles of the participants from the questionnaire

Teacher	SENCO	Teaching Assistant 	One to One	Deputy Head / Headteacher 	6.0	1.0	2.0	0.0	0.0	Roles within School



Number of participants



Pie Chart to show the amount of experience the respondents have in the Primary School sector


1-2 Years 	3-5 Years 	6-9 Years 	10 + Years 	0.0	1.0	0.0	8.0	
1-2 Years 	3-5 Years 	6-9 Years 	10 + Years 	

A bar chart to show the amount of children in the respondents' classes. 


Respondent 1 	Respondents 2,5,7,8	Respondent 3 	Respondent 4	Respondent 6	Respondent 9	25.0	30.0	6.0	33.0	23.0	26.0	Respondents


Number of children in class
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