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Katy Byrne

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
As required by the Special Educational Needs code of practice, in order to ensure effectiveness in schools, all educators must ensure barriers are removed from children with special educational needs and their individual needs are met (Welsh Assembly Government, 2004). Therefore it is key that schools ensure fairness and inclusive access to the curriculum for all learners regardless of any additional learning need (Cowne, 2003). Consequently, the purpose of this assignment is to critically discus an inclusive approach to supporting the needs of children who have additional educational needs derived from poverty. Poverty is described as “When a person’s resources (mainly their material resources) are not sufficient to meet their minimum needs (including social participation)” by Chris Goulden of the Joseph Rowntree Foundation (2014) and poverty is currently deemed as a special educational need however Shaw et al., (2016) argue that poverty is “both a cause and an effect” on special educational needs. This is supported by Houshyar (2014) who details the effect of poverty on young children and the impact it has on cognitive ability in all areas.  The House of Commons also passed the Child Poverty Act (2010), a national act aimed at reducing poverty by 2020 with the long term goal to completely eradicate child poverty in the UK, further demonstrating the prevalence of the matter of poverty effecting children’s education in the United Kingdom today. As noted by Save the Children (2012, p.21) “Of all the 0-19 year olds in Swansea, 10,789 (23%) live in relative income poverty (households at or below 60% of median income)”, upon discovering this as a collective group we came to the conclusion to further research poverty for this assignment as many of us have had experience in schools located in socially deprived areas and each had an interest in looking at the possible effects this has on children and possible methods to support learners facing poverty. From our initial research we concluded that there were six main area of poverty: 
· situational – which is temporary poverty, 
· generational – where poverty affects two generations or more, 
· relative – where there is an insufficient standard of living, 
· absolute – where there is lack of basic necessities, 
· rural – where there is a lack of facilities,
· urban – where there is a lack of green spaces and possible pollution issues. 
We subsequently decided to individually investigate these 6 areas of poverty (SEE FILE) and from our findings (See file and minutes) ranked the areas of poverty which were most profound within our area and decided to focus on the most prominent three, generational, relative and absolute; these areas we felt we could come into the most contact with while teaching in South Wales. ‘The most widely-used indicator of the number of children who live in relative poverty in Wales is the % receiving free school meals (FSM)” (Egan, 2013:p.4). This pointer was key to the development of our questionnaire as the statistics relating to FSM would allow schooling staff to identify those children facing poverty and following Welsh Government (2018) statistics, Swansea has 6190 children receiving FSM in the 2017/18 school year. From our group research it was evident that poverty affected children in a variety of ways, in relation to mental health, health and wellbeing, behavior, attendance and achievement, EYSTN (2014) supports this as they outline the statistical relation among children facing poverty and low attainment in education. From our on-going research we were able to collectively create a questionnaire focusing on many developmental areas within current schooling in Wales. 

Barriers to education for disadvantaged children
It is evident that children who are living with any type of poverty face barriers to learning, the first barrier being attendance. Unauthorised absence is higher among children from deprived upbringings opposed to those from more middle or upper class backgrounds (EYSTN, 2012 and O’Keeffe, 1993).  Zhang (2003) explains that there are two main reasons for truancy in schools: family circumstances and poor examples by parents or failure by schools to meet learner’s needs. Although many writers provide reasoning behind absenteeism in education many equate to these fundamental reasons. The notion of ‘poor parenting’ creating negative impacts on children’s education is strongly aligned to generational poverty, where the attitude of “fixed intelligence” and “predetermined development” (Deutsch, Katz and Jenson, 1968, p.294) has already been decided as a non-negotiable given within a family or community. This is supported by Bryk et al. (2010) and Urban Ventures (2019) who also understands the difficulty in breaking the fixed mindset shown by those living in generational poverty. In relation to participation in education of children in poverty, Ferragina, E., Tomlinson, M. and Walker, R. (2013) and Tomlinson and Walker, (2009) agree that inadequate parental guidance is a root cause of the lack of active participation in education, this concept is a right strongly argued by the (United Nations General Assembly (1989) who, under article 31 outline the necessity for children to allowed to participate fully in all aspects of their cultural and artistic life. There is also a correlation between the poor health and mental wellbeing and children living in poverty, who link the early lack of cognitive development to depravation which has long term effects on the aptitude during education as well as memory and creativity (Lawson, 2018, Ayre, 2016 and Jenson, 2009), this once again has a negative outcome for these children and apposes one of Donaldson’s 4 core purposes for children to be “healthy, confident individuals” (Donaldson, 2015, p.29). Poverty also has an impact on the behaviour of some pupils within schools, as they are more likely to be disruptive in class, ignore the teacher, pay less attention to their work and distract other pupils (Cox, 2000). This could be linked to the lack of positive role models, structure or emotional support at home which then is again ignored at school (Cox, 2000). Combing the lack of cognitive development and attendance along with behaviour issues in school will, as a result, directly impact on attainment for these learners (Goodman, Gregg and Chowdry, 2010) and by the end of Key Stage 2 these children are around 14 percentage points behind their more affluent peers in national testing (based on 2017 Welsh Government statistics) (JRF, n.d.). Lower attainment levels are strongly linked to low reading ability and many children are entering the curriculum without any reading/recognition skills, this is caused by the lack of early introduction to reading materials at home (Goodman, Gregg, and Chowdry, 2010 and Cassen,and Kingdon, 2007). Possible causes of this could be due to the lack of funds and resources such as books available to parents or the absence of the parent’s time or skill to deliver this material to children. A lower standard of reading is also higher among disadvantaged boys and presents itself as early as the end of the Foundation phase, gender stereotypes concerning reading and lack of stimulating reading materials aimed at this gender only greater increase the gap for deprived boys  (Askew and Ross, 1988 and Cassen, and Kingdon, 2007). A further barrier which would impact self-esteem and mental health, which could sequentially distress the child as a whole (however unrelated to education) is the child being unable to attend out of school clubs that the child has an interest in. This would prevent a child from developing their social skills outside of educational context, allowing them to create alternative friendships and possibly leaving them feeling unfulfilled in an area they have a passion or talent for. It would also further demonstrate to the child their social class separation from their more affluent peers who partake in such activities. 

Questionnaire
Our final questionnaire contained 24 questions regarding the attainment, attendance and behaviour of children suffering from poverty using free school meals as an indicator for this. It was vital that the questionnaire had an even weighting of questions that would both inform our research but prevent the questionnaire from becoming tedious and repetitive. We were also mindful that this would be an additional request for any teachers completing it and aimed to create a concise questionnaire which did not require excessively long responses as to not add to an already high workload (Stuart, 2018). We also needed to ensure that prior to our completion of the questionnaire we were clear on what information we wanted to elicit from it in order to concisely write the questions (NHS England, 2018) therefore chose to focus on the three areas mentioned above. The use of closed questions allowed for answers to be compared and measured using graphs and tables and would allow us to see similarities between research and evidence in practice; these questions allowed for valid and reliable answers (Litwin, 1995). Open questions were also essential in order to gain further insight into methods and interventions used by teachers and schools and would also be vital to influencing the improvements to be put forward as part of this assignment (Litwin, 1995). We had researched the Linkert Scale as part of our group meetings and found that the use of this in some questions would be beneficial as it would allow us to perceive the complexity of attitudes towards a comment or statement (Mcleod, 2008); it is clear that a range of staff roles from different schools and backgrounds would all have varied opinions on the topic. In order to ensure our questionnaire was within ethical guidelines we followed the BERA (2018) guidelines and sent an accompanying letter and completed an ethics form. 
Upon review of our responses to the questionnaire it was noted that the average time was listed as severely higher than our practice attempts, we consequently established that the only feasible reason for this was the starting on the questionnaire and leaving it open on a tab while the device was used for other things. This excessive time could have deterred other individuals from attempting the questionnaire; this however was not a fair reflection on the time taken to complete. We also received feedback from a teacher who completed the questionnaire who outlined that in question 2, we used numbers as a scale, he felt that giving the options in percentage form would demonstrate an overall understanding of the ratio of children receiving FSM regardless of class size (this individual worked in a very small school with class sizes ranging from 10-15 pupils and felt providing numbers would not give an understanding of class size whereas a percentage would). As part of the use of the Linkert scale we included options such as “neither agree nor disagree”, upon reflection it was clear to see that many participants used this option and I felt that we lost out on valuable information and insight into these questions (Blasius and Thiessen, 2001). As part of questions containing percentages, the scale of “0-25%” was used, when anylising the data this option was difficult to evaluate as it was impossible to know if the respondent was choosing the 0% option or not, therefore it would have been a possibility to have a ‘N/A’ or 0% option, to assist with our interpretations. Although the questionnaire was sent to the main school email for each of the 64 schools in Swansea we only received 15 responses, there is a range of reasoning behind this such as the email going straight to junk folder, not being forwarded to members of staff or staff feeling that they did not have the time to complete, just to name a few examples, therefore if we were to re-attempt this process it would have been beneficial to look into the guidelines regarding sending the questionnaire to individuals rather than whole school to further enhance the chances of gaining responses. 

Our questionnaire results
Of the 15 responses we received for our questionnaire, 87% of responses stated that poverty affected some/children in their class, with the remaining 13% answering inconclusive; however with all respondents answering 1 or more in the previous question regarding free school meals it implies that in fact all respondents are in fact in contact with children dealing with poverty in some form. 

Figure 1. A column graph depicting the responses regarding a question about types of poverty


Figure 1 depicts the responses from the questionnaire regarding the type of poverty children are affected by in their class, the range of responses demonstrates the complexity of the poverty issue in Wales. With relative poverty having the greatest response it is key to understand that many children are possibly suffering socially as this type of poverty prevents families and children from having ‘luxuries’ such as holidays, day trips and activities. Although children suffering with this poverty still have the basics for everyday life they would still be missing out on social interactions related to said luxuries.















Figure 2. A pie chart depicting the responses regarding a question about the affects poverty has on children’s schooling


Figure 2 depicts the responses regarding the schooling areas most affected by poverty, all respondents choose one of the options for the above question therefore outlining the detrimental affect poverty has. This evidence comes to an agreement with ESTYN’s report (2014) of the areas affected by poverty. This clearly evidences that the issue of childhood poverty disturbing areas of life beyond money, it is also clear that these setbacks and worries are passed onto children who then carry the burden. 

Figure 3. A column graph depicting the responses regarding a question about the areas of learning children struggle with most.

Figure 3 depicts the responses regarding the areas of learning and experience that respondents felt children receiving free school meals struggled with the most which again supports the research regarding lower attainment levels for children receiving free school meals. It should be noted that no respondent chose “Science and Technology” for this question, however it is common for those children facing poverty to have ample amounts of up to date technology devices at home and therefore would be likely to struggle with the use of them while in school. 
Figure 4. A pie chart depicting the percentage of children receiving FSM who attend 1 intervention group

Figure 4 depicts the percentage of children to the class of the respondents who receive free school meals and are also part of 1 intervention group; all respondents answered yes to this clearly inferring that children receiving FSM require additional support in at least one area of the curriculum. 
Figure 5. Table of comments in reference to a question about poverty no longer being recognised as special educational need. 
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Figure 5 is a table of comments in relation to the removal of poverty as a special educational need, response 5 states “Understanding poverty is essential in a child’s education-many children with ALN are from deprived areas and this needs to be considered with planning and teaching those children” which is supported by Kerr, Dyson and Raffo (2014) who recognise that in order to best educate and create relationships with pupils, especially those who are feeling excluded due to an issue such as poverty, staff need to understand where the child is coming from to better understand their actions and processes. They also state that the use of ‘area based initiatives really engage those children suffering from relative and urban poverty. 

Removing barriers faced by deprived children 
Following the research and our questionnaire findings I suggest that schools ensure they use an inclusive approach for all learners regardless of special learning needs (Dyson, 2004 and Cowne, 2003), this will ensure fairness for all across the curriculum and focusses on providing a personal education for all (Teaching and Learning in 2020 Review Group, 2007), which encompasses the purpose of Donaldson’s Successful Futures proposed curriculum (Donaldson, 2015). There is great importance on ensuring a personalised education for all learners, however “this demands active commitment from pupils, responsiveness from teachers and engagement from parents” (Teaching and Learning in 2020 Review Group, p.3, 2007 and Cassen and Kingdon, 2007) in order to ensure its effectiveness; Cowne (2003) also supports co-operation between all relevant parties for the best possible practice. This process will recognise the differences in all pupils, identify their strengths and create solutions for their weaknesses. Some of the outcomes of personalised learning plan is to reduce attainment gaps for all and the use of assessment that will influence further teaching and learning, this is strongly linked with assessment for learning (AFL) techniques which require teachers to identify where the learner is and create a plan to help move the learner forward, successful AFL also aims to, alike the Vision 2020 document to utilise assessment for beneficial outcomes. It is also vital that disadvantaged children are not segregated via expectations either, or that leeway is made for them based on this; expectations should be made for all and irrespective of special educational need (Cowne, 2003). Furthermore it would also be beneficial to incorporate the Montessori Method (Montessori, 1991) into day to day teaching, allowing teachers to tailor the curriculum to the class and individual pupils by using observations to inform them of what would best encourage intrinsic motivation; inspiring learners to thrive and learn by using methods that best suit them. All teachers will get to know their pupils very well, therefore using this insight to help shape the curriculum will appeal to the children’s interests and almost defiantly motivate them to participate. This will then fail to feel like ‘learning’ as they are doing so through a medium that they enjoy and they then become more involved in their learning (Askew and Ross 1988). Cowne (2003) also notes that differentiation is key to the success of all learners as it allows achievement to be attained by all regardless of attainment level (Oldcastle Primary School, n.d.). In order to support parents and encourage their participation at home, ESTYN’s (2015) best practice suggests that extra support sessions for parents are a key avenue to explore in order to try and break barriers between school and home, these process could help overturn the fixed mind-set of those suffering generational poverty. These sessions can help upskill parents in numeracy and literacy in order to boost their confidence to help support their children academically with homework, develop cooking skills to inspire healthy eating at home for all the family and possible budgeting support to help families on low incomes to utilise their money more effectively. It is also good practice to incorporate parents into the planning of the curriculum termly to have input on the current topic but to also show strong bonds between the children and school, this process will allow parents to be up to date with current matters relevant to their child and class (ESTYN, 2015). Every school is also elegible to apply for the Welsh Governments ‘free breakfast’ scheme (End Child Poverty Network Cymru, 2011), if schools were to become part of this scheme this would ensure that children start the day with a healthy breakfast, therefore releasing the pressure on parents to fund this meal; this scheme would also assist with time keeping and absenteeism as it would encourage parents to bring their children into school. With regards to interventions, Cowne (2003) emphasises the importance of early intervention if it is noted a child is falling behind or requires extra support, this again is vital for disadvantaged children, who, from evidence and research are more likely to struggle with literacy. Clear behaviour policy is vital to ensure no “low-level disruption” disrupts the majority of the class and differs times away from the learning (Monk, 2014). Clear guidelines set throughout the school with clear expectations and consequences will ensure continuity and promote a no tolerance attitude and boost the level of behaviour throughout the school for all leaners (DCSF, 2009). There would also be a benefit to discussing the matters of poverty and disadvantaged children and families within class time and possibly assembly’s this would allow for understanding among the whole school; the exploration of the divide between poverty and wealth is also a factor of Education of Sustainable Development and Global Citizenship (ESDGC) document, which requires all children to understand the elements of ESDGC and the impact they have on their area, country and the world. In addition, operating INSET days in such a way that children with special educational needs can take teachers on learning walks to best explain what else is needed for them to improve their learning (Cowne, 2003). Finally, to ensure the right support is being provided, there are plans in place to help support children with ALN and staff are competent in meeting these needs, all staff need to ensure they have the correct and relevant training in place to do so, this includes upskilling and retraining, this will ensure that all staff are confident with what is required of them with the knowledge that the whole school has the same message and information from this training (Cowne, 2003 and Cheminals, 2012). 

Conclusion 
To conclude, it is vital that a whole school inclusive approach is encompassed by all in order to ensure accessibility of the curriculum for all learners regardless of any special educational learning need. If the theory of a growth mind-set (Dweck, 2012) were to be introduced to all learners at an early age it should help irradiate the notion of being ‘stupid’, this constant re-assurance while at school will push the boundaries that have possibly set in some children’s home life; with emphasis on hard work and persistence to achieve their goal, not a standardised goal, will encourage learners to work for themselves. This will develop the theory of a ‘good-learner’ (Claxton, 2005) opposed to a ‘smart student’ and again reinforce individual learning and Donaldson’s (2015) continuum of learning. However, with the implementation of the new code of practice for Additional Learning Needs (Welsh Government, 2018), poverty will not be seen as a special educational need, this will boldly impact funding and stretch resources. It is clear that this issue presently has a lot of uncertainty surrounding it however any issues related to poverty will not disappear because they are no longer deemed as a special educational and the children facing these issues will still require support throughout their education.
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Areas of learning children recieving free school meals struggle with the most

Series 1	Expressive Arts	Health and Well-being	Humanities 	Languages, Literacy and Communication	Mathematics and Numeracy	Science and Technology	0	5	0	7	3	0	



Percentage of children receiving FSM currently part of 1 intervention group

Percentage of children receiving FSM currently part of interventions	0-25%	26-50%	51+%	7	5	3	

The types of poverty respondants felt affected their class

Series 1	Generational	Relative	Absolute	Rural	Urban	Situaltional	N/A	8	10	4	1	6	4	1	




Aspects of childrens schooling most affected by poverty	Attendace	Attainment	Behaviour	Physical well-being	Mental well-being	All options	4	3	4	3	5	9	
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