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A critical analysis of inclusion strategies in the National Curriculum

According to Topping and Maloney (2005) inclusion in education is where diversity is celebrated and the achievement and participation of all learners that have learning and/ or behavioural challenges are supported. Furthermore, the Department for Education and skills (DfES, 2002 cited in Topping and Maloney, 2005) defined inclusion as the process by which schools and local authorities develop their cultures and practices to include all pupils. Essentially inclusion in education is the integration of every child into mainstream schooling. Every child should be seen and treated as an individual with a right to education, this is supported by Unesco (2005). 
The process of inclusion concerns breaking down the barriers that interfere with the education and development of every learner. The Universal declaration of human rights (2015) states ‘Everyone has the right to education’. Furthermore Unesco (2005) suggests that there are three principles to education that everyone has a right to. The first being that everyone should have access to free and compulsory education. Secondly everyone has the right to be treated equally, to be included and to not be subjected to any form of discrimination. The third principle states that everyone has the right to a good quality education. In the United Kingdom, the government introduced the Special educational needs and disability act in 2002. This act strengthened the right for young learners with special educational needs to be included into mainstream schooling, this is supported by Hayward (2006). 
The Early years foundation stage in England (EYFS) is a statutory framework which aims to provide every child with a secure foundation to their education, including those with Special educational needs (SEN) and disabilities. The way in which this is done is through four overarching principles which recognise that every child is unique and capable of forming positive relationships if given an enabling environment in which individual needs can be met (EYFS, 2017). This assignment aims to critically analyse the strategies used by the National Curriculum to promote inclusion in the Early years foundation stage. 
There is a strong emphasis on individual needs within the EYFS. Teachers working within this framework are encouraged to view every child as a unique person, with differing individual needs (Brown, 2016). The recognition of learning styles is important in the EYFS. Engagement, motivation and thinking are promoted through playing, active learning and creativity (Brown, 2016).  

One strategy used to promote inclusion in the Early years foundation stage is assessment. Assessment in the EYFS is carried out by the teachers and occurs through observations. According to Brown (2016) assessment is paramount to the inclusion of learners with special educational needs and disabilities. This is because it allows teachers to get an understanding of each individual. Brown (2016) suggests that through observation teachers are able to cater to individual levels of achievement, interests and learning styles. The Department for Education (DfE, 2014) support such views and outlines the importance of formative assessment in assisting everyone involved in individual learner development, for example parents and practitioners to recognise learner progress. The aims of this strategy are to ensure that every child is given an equal opportunity to learn and develop as they have their individual needs addressed. 
Regular assessment in the Early years foundation stage promotes inclusion because it allows the educator to keep track of each of their pupils and ensure that they do not fall behind. Additionally, Morris (2001) suggests that assessment allows educators to identify any possible special educational needs or disabilities immediately to ensure that learning is not obstructed. However, Nutbrown et al (2013) suggests that there are contradictions with the inclusive aims of the framework and the requirements for learners to reach academic achievements set by governmental policy. For example, teachers are required to cater to the individual needs of pupils and also develop them to reach a certain level of attainment. Hayward (2006) supports such views and also highlights the dilemma that schools have in producing a fully inclusive environment, whilst hitting the school’s standards agenda which in their view some children with special educational needs cannot contribute to.  Overall the evidence suggests that assessment promotes inclusion in the EYFS as it allows for children with SEN or disabilities to have their learning catered to ensure that they are given the best possible opportunities to develop fully and enjoy their learning. 

 Another strategy used in the early years foundation stage is to provide support for young learners that have behavioural, social and emotional needs. This is acknowledged in the inclusion development programme (IDP, 2010). Behavioural, social and emotional development is recognised in the special educational needs code of practice (DfES, 2001) as one of the four areas of special educational need. In the early years foundation stage, there are multiple areas of support and guidance for teachers on allowing pupils with these learning needs to develop and integrate into mainstream settings. Through observation teachers can notice signs of emotional, social or behavioural problem and address them early.  In the EYFS teachers can work closely with parents to ensure that their child’s emotional and social needs are being met, or they can bring in a key person. 
A key person is a member of staff within the EYFS that works closely with young learners that have a social or emotional need and acts as a form of positive attachment for them (IDP, 2010). Their role is to ensure that learner needs are met so that their development isn’t obstructed. They do this by building positive relationships with the learners and their families, this is supported by (IDP, 2010). The EYFS places great emphasis on the importance of learners forming positive attachments in school because this means that they are less likely to exhibit negative feelings. This is supported by Prior and Glaser (2006) as they suggest that when someone feels threatened they will look for their attachment figure. Therefore, the key person acts as the attachment figure for learners with emotional and social needs. When they feel uneasy in school they can turn to the key person for reassurance and safety, this is supported by Prior and Glaser (2006). This suggests that a key person is important for young learners within the EYFS that have social and emotional needs to feel included. However, research by Lemos (2012) found that key person’s do not follow the guidance set by the EYFS to form relationships with their learners, and instead rely on more experiential methods. This suggests that key workers feel that the EYFS framework does not give the best guidance on forming relationships.
The EYFS framework uses John Bowlby’s theory of attachment heavily throughout when discussing the inclusion and support of learners with social and emotional needs. The department for children, schools and families (DfCSF, 2008) suggests that for every child to be unique they must have positive attachments to the people around them. Bowlby (1979 cited in Fleming, 2007) suggests that if an adult portrays caring and comforting behaviour to an infant through experiences like play and eye contact, then those infants will develop the confidence to go out into the world. Bowlby (1979 cited in Fleming, 2007) also suggests that one in three children will not have these secure attachments. Through collaboration between teachers, parents and workers from other agencies, the EYFS provides support strategies for young learners that need positive reinforcement through attachments, this is supported by DfCSF (2008).   

The EYFS recognises that on occasions children with SEN cannot fully integrate into the mainstream classroom full time, this is supported by Cooper and Tiknaz (2005). One method used in the EYFS for inclusion of young learners with social and emotional needs are nurture groups. Nurture groups originated in the 1970’s but have grown in popularity in recent years (Hayward, 2006). They are small classes where pupils which have SEN can go to develop their communication, language and social interaction, this is supported by Hayward (2006). Young learners that need a little more assistance can go to nurture groups on a part time basis and have their individual needs met (Hayward, 2006). Nurture groups align with the EYFS framework as they treat every child as unique and dedicate time to individual learning needs. Recent research by Mackay, Reynolds and Kearney (2010) found that nurture groups are effective at improving learners social, emotional and behavioural development. Sanders (2007) supports this view and also suggests that nurture groups lead to better behaviour management practice, more adaptation to teacher processes, fewer permanent exclusions and better overall attendance. Furthermore, research by Izsatt and Wasilewska (1997) found that out of three hundred and eight children that had attended six nurture groups, eighty seven percent of them returned fully into mainstream education. Of this eighty seven percent only four percent needed additional support when reintegrated. This suggests that nurture groups are extremely effective at developing the social and emotional needs of young learners. However, Pyle (2014) suggests that some parents are reluctant to get involved with nurture groups causing communication to break down. When this occurs, it can cause the development of the young learners to be obstructed as communication between parents and carers is important. Furthermore, Cooper and Tiknaz (2005) suggest that a possible criticism of nurture groups is that they allow teachers to get rid of their most difficult pupils thus contradicting an inclusive mainstream environment. However, Copper and Tiknaz (2005) suggest that when learners are in nurture groups it allows for the teacher to make progress with the rest of the class, and the teaching assistant can focus on other learners that may need some help. 

There are many children in the United Kingdom that come to school without having English as their first language. They are known as English as and additional language learners (EAL). Whiteside, Gooch and Norbury (2016) state that almost twenty percent of the children attending state funded schools in England learn English as an additional language. Every child matters (DfES, 2003) Is an initiative that emphasises the inclusion of children learning English as an additional language. The SEN code of practice (DfES, 2001) states that learners who are developing their English as an additional language do not have an SEN.  The national curriculum provides support and guidance over how EAL learners should be included in the mainstream with no barriers to their learning. The DfCSF (2008) states that teachers that have EAL pupils should provide plenty of opportunities for them to speak their own first language in school. The reason for this is that learners can support their language development by speaking both instead of prioritising one over the other. Furthermore, teachers working within the EYFS have to provide their learners with plenty of opportunities to speak English with their peers and adults. Because the curriculum is based around play and social activities, the EYFS requires teachers to think of practical ways to include EAL learners.  Walker (2011 cited in Arnot et al, 2014) suggests that activities and stories that contain different cultural elements are one method of inclusion. The reasoning for this is that it breaks down cultural barriers between learners whilst also improving English language skills, this is supported by Arnot et al (2014). One method in which children learning English as a second language are included into the EYFS is through role play, this is supported by Guilfoyle and Mistry (2012). The national association for language development in the curriculum (NALDIC, 2006) suggests that role play allows learners to further their spoken repertoire. Batchford and Clarke (2000) support such views and suggest that children’s use of language during role play is more complex than in other activities. 
Although the EYFS framework provides guidance on educating EAL learners, there are some barriers that have been noted within the EYFS. Recent research by Flynn (2013) suggests that some teachers in the United Kingdom have stereotypical views on learner capability depending on their country of origin. Gilborn and Mirza (2000) support such views and suggest that ethnic minorities are sometimes seen as underperforming and their development is obstructed because of this. Furthermore, recent research by NALDIC (2013) found that only forty-four percent of EAL learners achieve a good level of development in the EYFS. 

The Department for work and pensions (DfWP, 2017) states that six percent of children in the United Kingdom are disabled. The Green paper released by the Department for Education and Employment (1997 cited in Topping and Maloney, 2005, p.42) asserted the rights for children with SEN including disabilities to be educated in mainstream schools. Furthermore, the Children and Families act (2014) and the Equality act (2010) secure the rights of children with disabilities to attend a mainstream classroom setting. The acts state that a progressive effort should be made to remove any potential barriers disabled children might experience within a mainstream educational setting. The council for disabled children (CDC, 2008) outlines six key areas which are crucial to the development of inclusion for disabled children in mainstream settings. These key areas mainly focus on equality of access and close relationships with parents and the community. One strategy used in the EYFS to include children with disabilities is an Individual Education Plan (IEP). Suffolk County Council (2011) suggest seven points that an IEP should include. Each individual child should be given three or four short terms goals that are made in collaboration with parents and teachers. This allows for specific needs to be taken into account. Furthermore, the IEP should list relevant activities and resources suitable for the individual child’s specific need. IEP’s benefit learners with disabilities as they allow for participation in mainstream settings but also provide a framework where additional needs can also be met, this is supported by Kurth and Mastergeorge (2010). However, IEP’s have had some criticisms recently. Gross (2008 cited in Wickenden, 2015, p.57) suggests that IEP’s result in Special educational needs co-ordinators (SENCO) getting overwhelmed by paperwork. Furthermore, teachers have noted difficulties keeping up with each learner’s targets. 
The need for IEP’s in the EYFS has also been questioned as Chapman et al (2011 cited in Wickenden, 2015, p.57) suggests that the current education system has become more effective at responding to learners varying needs. Furthermore OFSTED (2010 cited in Wickenden, 2015, p.57) suggests that learners already experience individualised learning, and most learner’s needs are already met before the need for an IEP arises. Overall the evidence suggests that IEP’s can be beneficial to learners with disabilities within the EYFS. However, the overuse of them becomes counterproductive as SENCO and teachers become overwhelmed by the amount of paperwork and planning required. 

Finally, the children and families act (2014) provides certain requirements that must be adhered to for children with disabilities. One of these requirements is the special education needs and disabilities code of practice which states that the views of children and their families must be taken into account, this is supported by Timpson (2014). Furthermore, a focus on inclusive practices must be made by teachers. However, there is evidence to suggest that ethnic minorities that have disabled children are discriminated against and are at a disadvantage when it comes to their child’s education, this is supported by Nind, Sheehy and Simmons (2003). Recent research by Nind, Sheehy and Simmons (2003) found that families from ethnic minorities had more difficulty accessing resources and services for their disabled children when compared to the general population. This suggests that although there are policies in place to ensure the equal inclusion of all children in early years educational settings, that there is cultural inequality in some circumstances when it comes to access and treatment of young learners with SEN and disabilities, and their families. 

In conclusion, the EYFS provides guidelines and strategies for early learning settings to be inclusive. Firstly, through assessment, teachers and SENCO are able to address SEN quickly and cater their teaching and learning environments to the differing needs of their learners. However, the pressure on schools and teachers to hit certain attainment targets can affect the overall inclusivity of the educational setting. Secondly when it comes to the inclusion of learners with behavioural, social and emotional needs there are nurture groups. Although they can be overused by teachers, evidence suggests that they are extremely effective at developing social and emotional needs and allowing learners to reintegrate into a mainstream setting. Thirdly the amount of EAL learners in the United Kingdom is increasing. The provisions for them to be included into mainstream settings are based mainly through resources and activities. Research suggests that role play is a key method of developing EAL learners. Furthermore, activities involving themes from different cultures help to break down barriers within the classroom. However recent research shows that EAL learners in the EYFS are not performing as well as learners that speak English as a first language. This suggests that there are still barriers to the inclusion of EAL learners in early years settings. Finally, Individual Education Plans (IEP) are a strategy used in the EYFS to integrate disabled learners into the mainstream, as well as developing their additional needs at the same time. The usefulness of IEP’s has been questioned as SENCO and teachers have suggested that they can be overwhelming and counterproductive. However, they can be effective when used correctly and only when necessary. Overall each of the strategies analysed are effective but there is room for improvement, for example cultural barriers in the form of discrimination and stereotypes need to be improved. 







Reference List 
Arnot, M., Schneider, C., Evans, M., Liu, Y., Welpley, O and Tutt, D. (2014) School approaches to the education of EAL students. https://www.educ.cam.ac.uk/research/projects/ealead/Fullreport.pdf (Accessed: 30.11.17).

Brown, Z. (2016) Inclusive Education Perspectives on pedagogy, policy and practice. Oxon: Routledge.

Council for disabled children. (2008) Council for disabled children inclusion policy. https://councilfordisabledchildren.org.uk/sites/default/files/field/attachemnt/inclusion_policy.pdf. (Accessed: 2.12.17). 

Cooper, P and Tiknaz, Y. (2005) ‘progress and challenge in nurture groups: Evidence from three case studies’, British journal of special education, 32(4), 211-222. 

Department for children, schools and families. (2010) Inclusion Development Programme Supporting children with speech, language and communication needs: Guidance for practitioners in the early years foundation stage. http://idponline.org.uk/downloads/ey-slcn.pdf. (Accessed: 2.12.17).

Department for Education. (2014) National curriculum in England: framework for key stages 1 to 4. https://www.gov.uk/government/publications/national-curriculum-in-england-framework-for-key-stages-1-to-4/the-national-curriculum-in-england-framework-for-key-stages-1-to-4#inclusion (Accessed: 30.11.17).

Department for Education. (2017) Statutory framework for the early years foundation stage. https://www.foundationyears.org.uk/files/2017/03/EYFS_STATUTORY_FRAMEWORK_2017.pdf (Accessed: 30.11.17).

DfES (Department for Education and Skills) (2001) Special Educational Needs Code of Practice. London: Stationery Office. 

Fleming, T. (2007) ‘Parents, partnerships and community: attachment theory and adult learning’, SCUTREA. University of Belfast 3-5th July. 

Flynn, N. (2013) ‘Encountering migration: English primary school teacher’s responses to polish children’ Pedagogies: an international journal, 8(4) 336-351. 

Gillborn, D and Mirza, H. (2000) Educational inequality. http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.110.7249&rep=rep1&type=pdf (Accessed: 30.11.17). 

Guilfoyle, N and Mistry, M. (2012) ‘How effective is role play in supporting speaking and listening for pupils with English as an additional language in the Foundation Stage?’ International Journal of Primary, Elementary and Early Years Education, 41(1), 63-70. 

Hayward, A. (2006) Making Inclusion Happen. London: Paul Chapman Publishing.

Iszatt, J and Wasilewska, T. (1997) ‘NGs: An early intervention model enabling vulnerable children with emotional and behavioural difficulties to integrate successfully into school’. Educational and child psychology, 14(3), 121-139. 

Kurth, J and Mastergoerge, A. (2010) ‘Individual Education Plan Goals and Services for Adolescents With Autism: Impact of Age and Educational Setting’, The journal of special education, 44(3), 146-160. 

Lemos, M. (2012) Positive beginnings? The role of the key person in early years adult-child relationships. https://ore.exeter.ac.uk/repository/handle/10036/3849. (Accessed: 2.12.17). 

Morris, E. (2001) Special educational needs code of practice. https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/273877/special_educational_needs_code_of_practice.pdf (Accessed: 30.11.17). 

National Association for Language Development in the Curriculum. (2013) EAL Achievement. https://www.naldic.org.uk/research-and-information/eal-statistics/ealachievement/ (Accessed: 2.11.17)

National Association for Language Development in the Curriculum. (2006) NALDIC response to the Rose review of the teaching of reading and the NLS. https://www.naldic.org.uk/Resources/NALDIC/Home/Documents/NALDICresponsetotheRosereview.pdf. (Accessed: 2.12.17). 

Nind, M., Sheehy, K. and Simmons, K. (2003) Inclusive Education: Learners and Learning Contexts. London: David Fulton Publishers Ltd. 

Nutbrown, C., Clough, P and Atherton, F. (2013) Inclusion in the early years. 2. London: SAGE. 

Prior, V. and Glaser, D. (2006) Understanding attachment and attachment disorders: theory, evidence and practice. London: Jessica Kingsley Publishers. 
Pyle, A. (2014) Exploring parents’ and children’s perceptions of nurture groups and the ways in which they impact upon parent-child relationships. http://roar.uel.ac.uk/3945/1/FINALTHESIS-_ALI_PYLE%5B1%5D.pdf (Accessed: 30.11.17). 

Sanders, T. (2007) ‘Helping children thrive at school: The effectiveness of nurture groups’ Educational psychology in practice, 23(1), 45-61. 

Suffolk County Council. (2011) Support for early years foundation stage settings. www.suffolklearning.co.uk/suffolklearning_images/users/Early_Years_Team_CYP/Guidanceforfolder.pdf. (Accessed: 2.12.17). 

The Department for Work and Pensions. (2014) Disability facts and figures. https://www.gov.uk/government/publications/disability-facts-and-figures/disability-facts-and-figures#general-demographics  (Accessed: 2.11.17). 


The Department for Work and Pensions. (2017) Work, health and disability green paper: improving lives. https://www.gov.uk/government/consultations/work-health-and-disability-improving-lives/work-health-and-disability-green-paper-improving-lives (Accessed: 2.12.17). 

The national Archives. (2014) Children and families act 2014. http://www.legislation.gov.uk/ukpga/2014/6/contents/enacted. (Accessed: 2.12.17). 

The national Archives. (2010) The Equality Act 2010. https://www.legislation.gov.uk/ukpga/2010/15/contents. (Accessed: 2.11.17). 

Timpson, E. (2014) Early years: Guide to the 0-25 SEND code of practice. https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/350685/Early_Years_Guide_to_SEND_Code_of_Practice_-_02Sept14.pdf. (Accessed: 2.11.17). 

Topping, K. and Maloney, S. (2005) The RoutledgeFalmer Reader in Inclusive Education. Oxon: Routledge.

UNESCO. (2005) Guidelines for inclusion: Ensuring Access to Education for All. http://unesdoc.unesco.org/images/0014/001402/140224e.pdf (Accessed: 30.11.17). 

United Nations. (2015) Universal Declaration of Human Rights. http://www.un.org/en/udhrbook/pdf/udhr_booklet_en_web.pdf. (Accessed: 2.11.17). 

[bookmark: _GoBack]Whiteside, K., Gooch, D and Norbury, C. (2016) ‘English Language Proficiency and Early School Attainment Among Children Learning English as an Additional Language’ Child development, 88(3), 812-827. 

Wickenden, J. (2015) ‘How effective do teachers perceive individual education plans to be for informing planning in the early years foundation stage and key stage 1’, THE STeP Journal, 2(1), 55-63. 














































2

