Critically analyse the strategies for promoting inclusivity in a given UK curriculum.
By Megan Williams 1807499.

This essay aims to discuss inclusivity within education and how it can be implemented within the Welsh curriculum, specifically in the foundation phase which takes place at age three to seven years old. According to Peters (1999, P.15), inclusion is ‘one of the newest and most controversial terms in education today’ and defines it as ‘a philosophy where the belief is that everyone has a basic right to participate fully in society’. In simpler terms, Peters (1999, P.15) describes it as ‘including disabled students with non-disabled students in every aspect of education, from the same classrooms to the same social activities and support groups’. In support of this, the Welsh Assembly Government (2017, cited in Ware, 2019, P.507) is aiming for a ‘fully inclusive education system where all learners have equity of access to education that meets their needs and enables them to participate’ in their own learning. To highlight the importance of including children, when looking at those who require additional support, Wales has ‘a higher proportion of children’  (Ware, 2019, P.507) compared to England and Northern Ireland however, Ware (2019) claims this statistic is unsurprising due to the link between poverty (where Wales is the poorest nation in the UK) and children who have additional learning needs. 
Furthering this point, the term ‘inclusive pedagogy’ coined by Alexander (2004, cited in Florian, 2015, P.9) aims to ‘replace traditional approaches to teaching children identified as having additional or special educational needs’ who are believed to benefit from different or additional support. This pedagogy also wants to improve ‘the quality of mainstream education’(Florian, 2015, P.9) and was developed from studies which looked at how practitioners are able to teach ‘diverse student groups and achieve good academic attainment results for all’, including pupils with Additional Learning Needs (ALN). Unlike Peters (1999) viewpoint, Florian (2015, P.11) explains that an inclusive pedagogy not only refers to supporting children with ALN but also looks into other ‘interrelated problems of educational inequality’ such as the disproportionate representation of pupils from ethnic minority backgrounds and also the bell curve. The bell curve idea implies that the ‘centre of the distribution as the ideal place where schooling occurs’, leaving the rest to become marginalised, resulting in inequality within education as the teaching strategies will only cater the ‘needs of the most learners’ (Florian, 2015, P.11). Therefore, by using an inclusive pedagogy, Hart, Dixon, Drummond and McIntyre (2004), believes it will help teachers to engage with their students and work out what they can do to support the learner who may need additional help while maintaining a commitment to the whole class, and avoiding situations that mark some students as different. 
To combat this, ‘the additional learning needs and Tribunal (Wales) Act’ (2018) was introduced by the Welsh Government to replace to already existing Special Educational Needs (SEN) Code of Practice. The reason for it being replaced has been due to a result of enquiries conducted ‘by Estyn, the Wales Audit Office and the National Assembly’s former Education, Lifelong Learning and Skills committee’ (WAG, 2018, P.5) who discovered that the system is too complex and often identified children late and hadn’t effectively implemented the  interventions. The SEN Code of practice also references terminology in which WAG (2018, P.5) states ‘stigmatises children and young people’ and that ‘there is an unclear divide between those requiring statements of SEN and those who do not’. Additionally, they found that the Code of Practice was ‘not always applied rigorously’ and was often interpreted differently within local authorities. Therefore, the new ALN and Tribunal Act (2018) uses the new term ‘ALN’  which now encompasses children and young people with (ALN) from birth up until the age of twenty-five, to ensure their needs are identified early, addressed quickly, and their views ‘and feelings are at the heart of the planning process to support them to overcome barriers to learning and achieve their full potential’ (Ware, 2019, P.508). 
As part of this legislation, the Welsh Government (2017) also makes sure that all children are ‘entitled to having an Individual Development Plan (IDP)’ which as explained by SNAP Cymru (N/A, P.5), is for anyone who ‘requires support that is different or additional to that provided as part of the usual or different curriculum’.
The IDP includes an action plan which details the child’s likes and dislikes, how to support them and also what strategies are working or haven’t worked well with the child and is usually reviewed annually. The reason for implementing IDP’s is due to the aim of having a more holistic, and child-centred approach which also includes a multi-agency approach to create a partnership between different professionals such as educationalists and those in social services. Implementing this will also mean that staff are able to share knowledge with each other and also future teachers when the child goes into a new class. For example, a child with autism may have sensory difficulties which will be recorded within their IDP for their future teachers to acknowledge and means that they will be able to ‘make reasonable adjustments within the classroom’ ahead of time and also helps the school overall who can adjust ‘their policies, practices, procedures and curriculum that will enable’ the child ‘to benefit from a mainstream education’ (Department for Education, 2009, P.12) as it can potentially alleviate some anxiety or stress the child will already be feeling. By doing this, the child is more likely to stay within their mainstream class which the Department for Education (2009, P.13) states for children with autism in particular, ‘can be extremely beneficial’. Also important to note, if able to, the child will now be involved throughout the creation of their IDP so that their opinion is heard, Ware (2019, P.510) found that an ‘overwhelming majority’ of children were ‘positive about the idea of being involved in preparing their own IDP’ as in the past, ‘fewer than 1 in 5 plans stated how the child’s perspective had been obtained’, indicating that the child was not included, they can also now have an appointee/case-friend to exercise their rights on their behalf. 
Other strategies used to ensure inclusivity within the classroom includes Wales being the first country within the UK to appoint a children’s commissioner and also to incorporate the United Nations Convention on the Rights of the Child ‘(UNCRC) into domestic law’ (Ware, 2019, P.510). The Children's Commissioner for Wales (CCFW) is currently Sally Holland, the role of a CCFW ‘is an independent children’s rights institution’ and was first introduced in 2001 with the principal aim being ‘to safeguard and promote the rights and welfare of children’ (2017, P.4) through the UNCRC which is said to underpin every aspect of work/legislation provided by the CCFW. Holland (2017, P.4) explains that during her research, children in Wales have told her that they feel ‘discriminated against or face additional barriers because of their age, because of their disability, because of their race and or religion, because they are LGBT, or because of their gender’ which is why education needs to become more inclusive. As it is the duty of the CCFW to be the champion of their human rights, Holland (2017) has created a three-year strategic equality plan which outlines engagement as a key factor to overcoming inequality within education as it can be done in a variety of ways to meet the needs of each child. For example, the CCFW and other staff members can engage with children through organisations such as their ambassador programme which are tailored for specific groups of children to help them be included within their education so that they are more likely to stay on in education and reach their full potential. 
In a more recent document, Holland (2018) expressed within her Curriculum Reform paper that children’s rights aren’t a mandatory taught subject, however, the new curriculum called ‘Successful Futures’ has been designed to address this through the implementation of UNCRC articles and having them ‘underpin the basis of the new curriculum’, the reason for this is because Holland (2018, P.1) claims they are already ‘inextricably linked with the pedagogy of teaching’ and encourages inclusivity. Moreover, the new curriculum will have the Four Purposes and the seven Areas of Learning and Experiences (AoLE’s), which according to Holland (2018, P.1), highlights the importance of human rights as they will be ‘overtly integrated across the new curriculum’. It also aims to provide all children with the equal opportunity to learn about human rights within different contexts, for example, ‘from using mathematics as a lens to address questions around equity and fairness, to using the Expressive Arts to encourage an appreciation of the diversity of cultures across Wales and the rest of the world’ (Holland, 2018, P.1). By doing this in almost a cross-curricula approach, it has the potential to achieve a more inclusive education which encourages the pupils to integrate their values of respect and acceptance as part of their outlook on life.
Similar to the UNCRC articles, ‘Article 2 of the UN Declaration on Human Rights Education and Training’, there are three key elements of implementing a rights-based education. These are ‘Learning about human rights’, referring to acquiring the skills, knowledge and understanding about their rights, secondly ‘Learning through human rights’ which aims for children to develop ‘respectful values and attitudes’ as previously mentioned, and lastly, ‘Learning for human rights’ which looks at ‘the motivation of social action and empowerment of active citizenship to advance respect for the rights of all (Holland, 2018, P.5). By implementing these key elements, UNICEF along with Holland (2018, P.5) believes it can change behaviour to reflect human rights values as it encourages ‘children and young people to use rights as a frame of reference in their relationships with others’ while also encouraging them to better their skills at forming arguments and cooperation so that they are able ‘to examine their own attitudes and behaviours and, ultimately, to transform them in order to advance respect for the rights of all’ so that there’s a more inclusive society in the future.  
To support how being taught about children’s rights can benefit and promote an inclusive education, there is evidence provided by UNICEF (2014) on their Rights Respecting Schools (RRS) which are already implementing the UNCRC into their curriculum. Additionally, UNICEF also created the Rights Respecting School Award (RRSA) in 2004 which provides help for the school on how to integrate the UNCRC alongside their framework. The RRSA can apply to primary and secondary schools who both need to complete two levels of the award and then have an external assessment before receiving the certificate if the standards set by UNICEF are met. 
To understand if this strategy works, UNICEF (2014, P.34) conducted a study into their RRS to evaluate and assess how being in rights-based school impacts a child education in terms of academic attainment and also emotional wellbeing, referring to social skills and understanding. They discovered that pupils were able to demonstrate an increase of ‘awareness of caring for one another and reducing the escalation of conflict’ particularly within the playground due to the ‘support from peer mediators and playground pals who contributed to increasing safety, happiness and wellbeing’. Additionally, pupils were more likely to be actively engaged in school campaigns which focused on ‘upholding or defending the rights of others’ and how they should have ‘respect for the rights of others globally’ (UNICEF, 2014, P.34), this can link back to organisations such as school ambassadors as explained by the CCFW and also one of the Four Purposes which encourages children to become more ethically informed global citizens. Furthermore, UNICEF (2014, P.35) found a positive improvement in how children within these schools could ‘demonstrate positive attitudes towards inclusivity’ as well as diversity as when the children could understand their rights and participate in decision making such as through ‘school and class councils and RRSA ambassadors’, it would lead to better attitudes which had been reported by staff in each of the thirty-one schools who were included in the study. The schools also reported a positive change in how children from different backgrounds such as ethnic minorities or religious backgrounds felt more included, this was discovered through interviewing the children and staff members which also revealed that children were more likely to challenge ‘imposed stereotypes or prejudice’ (UNICEF, 2014, P.35) if presented with it. 
Furthermore, during a report conducted by UNICEF in 2007 looking into the relationships within schools and how included children felt in their school environment, there was evidence for the UK being the poorest rank. Despite this, when UNICEF (2007, P.36) conducted the same study in RR schools, they claim ‘almost all pupils reported feeling respected by their peers and commented on the improvement in this over the last few years’. The 2007 report also discussed how RR schools are more likely to participate in workshops based on citizenship and emotional wellbeing which lead to a decrease in incidents of bullying in all thirty-one schools due to the increasing awareness and communication children have attained from the rights-based framework being implemented. This emphasises the previous point of how assisting children to incorporate the UNCRC values ‘is a concrete way to prevent bullying and discrimination and to promote inclusion and respect for diversity’ (Holland, 2017, P.7) as human rights set the tone for good interpersonal relations and teaches children about making informed decisions.
Looking specifically at how the Foundation Phase will be applying these strategies to create a more inclusive framework can be seen throughout the WAG (2015) Foundation Phase document. As explained earlier on, this stage in the curriculum occurs from the age of three to seven years old which is a crucial time for children as they need to feel included and secure within their classroom to attain attachment bonds and further their cognitive development, it’s also important to note that their ‘learning develops more rapidly than at any other time’ (WAG, 2015, P.3). Increasing attachment bonds, as explained by Bowlby (1958) can help children develop their confidence and have ‘pro-social relationships’ which according to the National College for Teaching and Leadership (2014, P.9), is qualities needed to create promote positive engagement for children to learn, if a child fails to feel included and not develop good bonds, it can result in feelings of exclusion, making them exhibit behaviours such as being withdrawn and not being able to focus on schoolwork. Therefore, the curriculum at this stage should be adjusted to meet the needs and developmental ability of the child rather than age and should have a holistic outlook onto each child’s development as a way of promoting ‘equality of opportunity and values and celebrates diversity’ (WAG, 2015, P.3). For example, due to the Equality Act (2010), schools must now take on the responsibility to ensure that all children, including those with disabilities, ethnic minorities, religious backgrounds and those part of the LGBTQ community are protected from discrimination and are given equal opportunities by developing inclusive approaches such as encouraging participation to ‘prepare them for life as global citizens’ (WAG, 2015, P.3) which was also encouraged by Holland (2018) and the Four Purposes. Therefore, this legislation makes schools take on the key role of reducing ‘environmental and social barriers to inclusion’ (WAG, 2015, P.5) so that each child has the opportunity to reach their full potential. For children with ALN in particular, the guideline sets out how they can offer this by improving ‘access to the curriculum, make physical improvements to increase participation… provide information in appropriate formats’ (WAG, 2015, P.5) which can refer to having a collaborative approach amongst teachers, the child and the child’s caregiver.
In support of this, Boyle, Scriven, Durning and Downes (2011, P.73) explain that by practitioners adapting their lessons and using inclusive pedagogy such as ‘direct instruction, cognitive strategies and co-operative learning’, it will allow practitioners to implement inclusive strategies easier and the effect will be long-lasting. For example, by following Vygotsky’s theory, practitioners can teach children to build on their skills through scaffolding which creates more independent learning, this is commonly used within the foundation phase because of the Zone of Proximal Development (ZPD) which refers to what a student can learn from others, such as their peers and more specifically, with peers who are more able than them which is what will be occurring within an inclusive classroom of children from all different backgrounds. According to Boris (1995, P. 81), ZPD can have a ‘significant impact on the teaching of students with disabilities’ in particular, this is because Vygotsky’s view on disability is that their differences only become ‘abnormal’ when brought into a social context such as a school environment, however, within their own environment where they are surrounded with children of the same ALN, ‘there is no perceived disability’. Therefore, by assessing each child through IDP’s, it helps determine their ZPD which will aid in creating a more inclusive atmosphere for the child.
Additionally, Boyle et al. (2011, P.75) state that having a range of diverse strategies already in place can make children feel more included and indicates that doing this causes little disruption to the pupils but rather enhances their learning as well, however, although inclusive practice can be extremely effective, it cannot operate in isolation- ‘it requires collegial support’ which was also emphasised by Holland (2018) and WAG (2017) in terms of having collaboration amongst different practitioners, the child and their parents.  
In conclusion, an inclusive classroom and school ethos will give children of all backgrounds equal opportunities where they feel supported and that the curriculum is conducive to each of their needs. Having an inclusive classroom can benefit every child, ranging from those with ALN to those whose first language isn’t English, even though they have different needs, the strategies can still help in terms of their social skills which both children may be suffering from which is leading to the feelings of exclusion from their peers. This approach to teaching also increases children’s understanding and tolerance while emphasising the need to respect one another. By children feeling as though are included they will become more confident which increases their independence and furthers their cognitive development.  
Other than the children themselves, encouraging inclusive pedagogy’s can lead to staff being more aware of how to support children to feel safer and included within their education through consistently having good communication with the child and caregivers (as explained previously in IDP’s). Having open conversations with children about how they can express how they feel will create a safer and inclusive environment as the child is more likely to tell a practitioner about any barriers, they feel they are experiencing and how to overcome it. This was a major theme within the RR schools who focus a lot on how to deal with conflict and dealing with different types of people so that they can solve the issue and potentially establish friendships, leading to a more inclusive class. Therefore, due to the positive impact RR schools have seen by becoming more inclusive to children’s needs, it will be interesting to see how well schools will improve with the new curriculum which is also aiming to become more inclusive. 
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