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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.



This piece will discuss the implementation of inclusive approaches to supporting the needs of pupils showing dyslexic tendencies as well as those with a diagnosis.The writer will look at the implementation of supportive techniques and tools, the age of diagnosis, and the benefits to pupils regardless of diagnosis. Through a questionnaire distributed to schools the writer looked to gather first hand insight into dyslexia in the school setting.The survey coupled with recent studies and research can  aid in the creation of a critical analysis of dyslexic inclusivity in the classroom. Analysing the overall effects of whole class approaches to dyslexia inclusion, and the awareness and training on dyslexia among education practitioners. 
Dyslexia if part of a family of neurological difficulties affecting the way in which information is processed, they can occur independently of intelligence. The umbrella term for these are Specific Learning Difficulties (SpLD)  and consist of dyslexia, dyspraxia, dyscalculia, and dysgraphia. Each of these come with their own specific characteristics but have co-occuring commonalities such as memory difficulties, organisational difficulties and time management difficulties. These difficulties  are not, by themselves, signs of a specific specific learning difficulty. Dyslexia itself varies from person to person but will often manifest as difficulties with processing (listening and associating sounds with words), reading, and writing words and letters. (British Dyslexia association, 2019). Dyslexia is estimated to occur between 1 in every 10 people in the uk and currently it is not know exactly how dyslexia is caused only that it appears to run in families, it is thought that it is a combination of both parents genes that affect how parts of the brain develop (NHS,2018).
 The UN Convention on the Rights of a Child(1989) is a treaty written by United Nations on the rights of children across the world. Currently there are 140 signatory countries signed up to the UNCRC, with over 190 countries party to the convention. The convention contains 54 articles that cover all aspects of modern childhood. It states the requirements and rights of each child that inhabits a country. Each article is linked and has equal importance, they must be enforced by both adults (18 years +) and governments. Articles 28 and 29 are significant to this piece as they state the requirement for all children to be given free primary education and that this education must develop their abilities and skills as individuals to the fullest. Article 23 of the convention is more specific to children with Dyslexia as it states that a child with a disability has the right to live a life to the fullest possible with the opportunity to become independent and part of a community. These three articles show the importance of inclusiveness and equal opportunities in the school setting, a child that has dyslexia is equal to all other pupils and must be treated as such without unnecessary exclusion or attention. Teaching practitioners will play a large role in facilitating these articles and ensuring that the child is treated fairly and as equal as possible within the school. Within Wales Practitioners are to comply with the Special Education Needs Code of Practice (Welsh Assembly, 2013) a partner to England’s SEND Code of practice (2014), these documents outline the requirements of education providers and professionals to ensuring the fair and equal treatment of learners aged 0-25. The documents also note the provisions available and the steps taken to receive these provisions or services. Additionally there is the Equalities act (2010), an act of parliament that consolidated and updated several different anti-discrimination acts and regulations. These documents state the legal obligation other than the moral obligation to treat all students equally ensuring inclusiveness and fairness.












The research undertaken in this assignment was carried out as a group consisting of four BA Ed students. The group met regularly and discussed our aims for the survey, this helped the group create a short questionnaire consisting of 25 questions that was to be sent out to various schools across several counties in Wales. The group intended for all persons who may come in contact with pupils within the learning environment that may have shown signs of, or were diagnosed with dyslexia. The group did have a common intended goal of the questionnaire but individual needs and interests required a slightly broader range of questions. The range of questions slightly hindered exploring in-depth into a specific area, which has been limiting to the depth of the research. Personal interest into the level of training received by practitioners was unfortunately cut short due to the needs of the group and ensuring an appealing questionnaire. The group received a good response from recipients with many interesting answers to the extended questions, however the sample size was still relatively small and could not be considered an accurate representation of South Wales as a whole. The research conducted by the group will be compared to larger scale research and knowledge, this will hopefully produce interesting results with the expectation of alining with current research but there may also be the possibility of opposing it. If there are contra-indicatory results from our research there will be opportunity to analyse our practice and possibly give reason for the alternative result. The group received responses from many different roles within the school from teaching assistants and support staff to Additional Learning Needs Coordinator’s (ALNCO) and headteachers (Fig.1). This should give us a good scope of opinions and experience on dyslexia within the classroom. Fig.1. Chart showing the range of job roles from 15 responses.













There were many points the writer wished to investigate within this piece, each will be explored in turn.They will all affect the inclusiveness of dyslexia within the classroom and the outside factors  that may have an effect such as diagnosis, teacher training, and the use of a wide range of support provisions. The first of these points is issues with the age of diagnosis and what are the repercussions of poor diagnosis. During teaching practice the writer anecdotally heard from practitioners of the difficulties teachers face while seeking a diagnosis for dyslexia. 
Although the signs of dyslexia start early and are noticeable from a young age our results (Fig.2.) suggest that there is a long delay in diagnosis with some children having to wait years, one response even expanded on their answer and noted the difficulty of getting a full diagnosis. This response mirrors Jenny Thompsons report (2010) into dyslexic interventions. Thompson states the difficulty of getting a full diagnosis is due to the nature of dyslexia and the way in which it manifests itself. These difficulties are shown in our results with only a small minority of learners displaying signs of dyslexia actually receiving a diagnosis [Appendix 1.1]. The difficulties are present on a continuum and the decision on what is a significant problem is subjective. There is also significant difficulties with diagnosis, currently there are two prominent methods for diagnosis. The oldest is discrepancy criteria, this method measure for any significant differences between a child’s wider cognitive skills and their reading ability. The discrepancy method is build upon the works of Harris & Sipay, (1975) on the field of reading. This method was once the core and most widespread method of diagnosing learning difficulties. In a report from the Institute for research in learning disabilities (Warner,1981) the use of discrepancy criteria is advised despite its flaws, as it is (at the time) the only way to measure the discrepancy between achievement and ability, which according to Aram, D. M., Morris, R., & Hall, N. E. (1992) is fundamental in the diagnosis of a learning disability. This method unfortunately relies on the child building up a large discrepancy in areas of learning before diagnosis which causes late intervention, something the next method opposes. The second method is Response‐to‐Intervention (RTI) and is an early intervention multi-tiered approach to providing services to learners at varying degrees of intensity. The approach monitors student progress and adjusts instructions or intensity of services continuously using progress monitoring data (NASET LD Report #5,2006). The NASET promote the use of RTI alongside other assisting systems as a way to ensure effective Specific Learning Difficulty diagnosis and intervention and note the benefits of RTI over Discrepancy Criteria. The benefits in their opinion are; the ability to differentiate between Specific Learning Difficulties and general academic issues, the ability to differentiate the response to interventions and instructional changes, the accuracy of identification across the IQ scale without discrimination. While RTI appears the better option of the two there are still many flaws, firstly the levels and intensity of interventions are subjective there are no clear guideline on what is appropriate. Additionally there is sometimes over-identification of underachievers as some learners will naturally struggle to match their peers. This may suggest that best practise would be a combination of both methods (Crouse, 2017). Fig.2. Chart showing the range of ages where a child has been diagnosed. 15 responses.















Welsh Assembly research into dyslexia  in 2012 writes that the age of diagnosis is lowering with more and more screening being carried out at ages 5-7, but asserts that there is difficulty with diagnosing at a younger age with the best screening methods still returning a high relative number of false negatives and false positives. This difficulty my factor into the decision to postpone diagnosis until later years. This is shown in our research (fig.2.) with very few pupils being diagnosed between ages 5-8, and then a large jump in diagnosis at 9-11. Additionally over 20% of respondents reported no diagnosis or difficulty obtaining one. In a publication by the International Dyslexic Association (2017) they note the the social and emotional effects of failure to diagnose and treat dyslexia quickly, they suggest that pupils will become socially distant due to the fear of public failure and embarrassment and thus furthering their difficulties as they look to avoid the issues rather than seek alternatives or aids. The Rose Report (2009) notes that the majority of calls the British Dyslexia Association receives is from anxious parents who were concerned of the time taken for their child to receive treatment or services. The impact of literacy difficulties on future success has been reported by the House of Commons Education Committee (2018) that a third of young people in Pupil Referral Units and Alternative Provision (AP) have SEN, and that pupils with poor reading skills are far more likely to become truant in school (National Literacy Trust, 2014). If these statistics are correlated, missing pupils who suffer from  undiagnosed or untreated literacy issues will have negative lifelong effects and that there is a link between literacy and behaviour. 

During professional teaching practice there was also talk amongst staff on the limited availability of quality training for teachers and education providers on dyslexia, some practitioners noted their difficulty with adapting their lessons for pupils. This again was all anecdotal and the writer wished to research it further.  
Tory Whaley M.Ed has written in an article (2014) on the Lexercise website that teachers are the initial gatekeepers of the diagnosis pathway, they misunderstand many signs or hold misguided beliefs that delay the steps taken towards a diagnosis. She concludes that poor training on dyslexia has caused many pupils to slip through the gaps.This is in agreement with the No to Failure study (Dyslexia-SpLD Trust, 2009) where they found that over 55% of children screened as at risk of dyslexia were not already on a Special Educational Needs register. According to a Driver Youth Trust Report (2019) over 91% of teachers that responded to their survey thought that there was significant barriers to receiving an effective level of training on identifying and teaching children with dyslexic characteristics. With 1 in 4 believing that there is no appropriate training available for the support of Special Education Needs (SEN) pupils. These reports and finding show a significant failure to educate and inform most teachers on successfully identifying at risk children and are corroborated by the findings of Ross(2017). This may also correlate with the age of diagnosis, if teachers have received poor training on correctly identifying dyslexia or its characteristics then they may not begin a pathway for an at risk child to receive additional aid or support. The late diagnosis will then occur when the child has developed significant discrepancy in their abilities which highlights their difficulties. The No to Failure (Dyslexia-SpLD Trust,2009) study suggests further actions to combat this. The report advocates for compulsory Specific Learning Difficulties training during initial teacher training, something that current teacher training programmes do not include. A 2008 OFSTED Report stated the important role that the local authority has on Specific Learning Difficulties, the authority will provide the funding towards services and training for new teachers. There is often difficulty in providing these services, either the authority lacks funding or the school cannot schedule time off for all new teachers to receive training. There was also a lack of monitoring following the training to ensure progress or that all new teachers had attended. In our research (Fig.3.), out of 15 respondents 3 reported that they had received no training on dyslexia. If these statistics were true for the whole of Wales it would mean that 20% of teachers or learner support workers have no training on dyslexia whatsoever. This may mean that hundreds of children are remaining undiagnosed or unreported due to the lack of awareness. These statistics also show that schools would be failing to meet the base level of the DCSF (2008) suggested tier system with all teachers receiving good core skills in the teaching of pupils with special educational needs.
Unfortunately due to the constraints of the group work and the need to ensure an effective questionnaire the writer was unable to add additional questions on this topic. It would have been intriguing to enquire into the quality of the training received by the respondents of our survey and compare to the findings of the Driver Youth Trust Report. Additionally there is a call for a higher standard of teacher training The Rose Report (2009) outlines a need for education practitioners to be trained in providing support for pupils with dyslexia as they deem the current level of training insufficient in providing pupils with high frequency interventions in class. 
Fig.3. Chart showing the level of training received by respondents (15) 













Personal interest pushed the reasons behind this aspect of research. The writer wished to investigate the supportive techniques used by practitioners on pupils with dyslexia and whether these techniques are used with the whole class or with individuals only. 
It has been reported that there are issues with in class provisions, some schools will have greater funding available to use towards Specific Learning Difficulties. This variability in provision creates a lottery where some pupils will receive far greater support based solely on their location (Rose Report, 2009). There is call for school leaders to provide far more in-class provisions towards Specific Learning Difficulties if schools and local authorities cannot ensure SpLD specialists in all schools then physical provisions must be provided for practitioners to use as in-class interventions reducing the need for  trained intervention specialists (Driver Youth Trust, 2019). Our results (Fig.4.) do show that education specialists use a varied arrangement of physical resources and provisions for SpLD learners but it also shows that these are mostly used on an individual only basis. These techniques align with those suggested in the Department for Education (2017) SEN Support research document. This document also suggests using techniques across the whole class where appropriate to aid inclusivity and offers some suggestions. Dyslexic friendly reading materials and fonts, varying colours for titles and dates are a sample of the techniques and provisions that can be used with the whole class. They note the minimal disturbance to normal teaching but a large benefit to those in need. This is mirrored by our results (fig.5.) where over 90% of the respondents reported that these techniques had a positive impact on the class as a whole, the other 10% noted no effect on the class. One respondent also elaborated that the SpLD techniques used also benefitted non-SpLD pupils. Interestingly there is some opposing research on the benefits of coloured overlays to learners with dyslexia (Henderson, Taylor, Barrett and Griffiths, 2014) Fig.4. Chart showing the range of provisions used and how they are used.
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Fig.5. Chart showing the responses to the question on whether these provisions impacted the whole class (15 responses)













There was noticeably a few missing techniques and provisions this may be due to our small sample size or it may be an indication of services and provisions given by the local authorities. No respondents reported the use of visual supports that accompany verbal instructions within the classroom. The visual supports will ease the difficulty and anxiety that comes from following verbal instructions (Foster-Cohen, S. and Mirfin-Veitch, B., 2017). Our results oppose those conducted by Coffield et al (2008) where they found, from research conducted in schools around the Swansea area, that the most common ways that teachers supported dyslexic learners were by explaining tasks clearly, with repetitions if necessary and clearly formatted support sheets. These  auditory and visual techniques supported the learner in understanding but still left them unsupported with writing. The combination of these results implies that there is often areas where practitioners will focus their support of dyslexic pupils. Given that dyslexia exists on a spectrum and that each learner will have different needs this may be a non-issue as the practitioners may simply be addressing the needs of individuals. 
An additional support system that was not reported was ‘KWL’ grids these grids break down what a pupil ‘Knows, Wants to know, and Learned’. The grids are a form of note talking support that aids in deeper thinking and processing as well as aiding in pupils recollection by giving them notes to rely on (Carr & Ogle,1987). KWL grids are suggested as a tool to promote thinking and assessment for learning by the Welsh Assembly (2010) and also as a tool to aid learners with dyslexia by the Rose report (2009). Our results (Fig.6.)would suggest that this technique is not used at all, but from personal experience of various schools this technique is common across many schools. This may be due the practitioners being unaware that KWL grids are a supportive technique for learners with dyslexia and as such did not report it as one. KWL grids could be thought of as highly inclusive as it is a support system that can be carried out with the whole class that will benefit all including the learners with dyslexia. 
This research would suggest that practitioners use a large and varied array of techniques and provisions to support pupils with dyslexia but this support is mostly on an individual only basis and not as a whole class practice. It would be interesting to investigate further the benefits of the  wider inclusion of techniques such as KWL grids that are supportive to pupils with and without dyslexia but have larger benefits to those with dyslexia. These techniques and systems may reduce the feeling of isolation by being given additional support separate to their peers. Using some dyslexia support in general teaching practice may support learners with the characteristics of dyslexia but struggle to gain a diagnosis due to the complex nature of dyslexia(Elliot & Grigorenko, 2014)Fig.6. Image of the additional answers received noting the provisions used that were not mentioned in the previous question.
















Within the inclusive approach to teaching learners with dyslexia there was three areas the writer wished to investigate. These areas have shown themselves to be complex and varied, experts and researchers have struggled to agree on exact methods to aid and diagnose learners with dyslexia. However there appears to be some common best practices across many reports and writings (Henderson, Taylor, Barrett and Griffiths, 2014; Rose,2009; Elliot & Grigorenko, 2014). Taking into consideration the social and psychological issues that can be caused from having dyslexia, it would seem to be of great benefit to promote the use of class wide supports that assist both learners with and without dyslexia.Current research explored above and the responses from the questionnaire show that inclusive approaches have an overall positive effect on a classroom as well as a benefit to the learners with dyslexia without alienating them with individual supportive provisions. This will allow the pupil to feel wholly part of the class, learning using support systems that others without dyslexia are also using to their benefit.
The controversial book by Elliot & Grigorenko (2014) ‘The Dyslexia Debate’ corroborates much of the research in this piece. Firstly they highlight the difficulty in gaining a dyslexia diagnosis due to large variations in severity and complications with the many signs of dyslexia.They debate the need for an umbrella term in dyslexia and whether there is greater need for a more precise diagnosis of the issues a child faces.They note evidence that shows the greater benefit of early interventions regardless of diagnosis that correct issues before they become greater, citing the need for more response to intervention practices that will focus on aiding and correcting individual issues. They state that the ‘myth’ that treatments for a learner with dyslexia will all be the same is false and that the term dyslexic does nothing for supporting a learner or giving an indication of their needs. It is here where issues may arise in their eyes, if learners are failing to receive a diagnosis they then may fail to receive appropriate support, but then treating a learner as you would all of those with dyslexia may not produce positive results either. 
Rose’s (2009) suggestions of greater teacher training standards will work alongside the suggestions of Elliot and Grigorenko where teachers will be sufficiently trained to aid and support learners in intervention practices within the classroom without the need for outside or specialist support, save for extreme cases (Rose,2009; Elliot & Grigorenko,2014). The class practitioners will then be in a better position to address individual issues as they arise and support learners accordingly without the long gestation period of diagnosing dyslexia. This coupled with the inclusion of Supportive systems that will aid the most common signs of dyslexia across the whole class, may create an environment where pupils who show characteristics of dyslexia feel supported, included and less anxious. 

Word count- 3735.
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Appendix.1.1Graph showing the number of learners each respondent has interacted with that have shown dyslexic tendencies.
Number of children interacted with.
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Graph showing the number of the above learners that also have a diagnosis for dyslexia.
Number of children with a diagnosis.
Number of respondents 
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