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This book is dedicated to Sir Tim Brighouse, an inspiration to so many teachers and education leaders. His commitment to inclusion and diversity was infectious. He quite simply made me want to be a better leader every time I heard him speak or had the pleasure of talking with him.
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FOREWORD







Inclusion is the celebration of diversity put into action.


Ilene Schwartz





All education establishments are unique in their composition, just as all learners and educators in them are individuals, with their own lived experience, character, motivations and behaviours. Yet wherever the school is and whatever the cohort it serves, we see diversity; they all have this in common.


This A–Z focuses on the various ways in which diversity manifests itself: through the ethnicity of the members of the school community, the languages they speak, their cultural heritage, their class background, their sexuality, their family situation, their gender, their religious beliefs and practices, their economic circumstance, any special educational needs or disabilities they have, any traumas or displacement they may have experienced.


Each and any of these make learners and educators individual and distinct from their peers. This diversity enriches an organisation immeasurably and makes it a fascinating and dynamic environment in which to learn and work. It can also, if we are not careful, result in inequity of provision and marginalisation. It can lead to certain individuals becoming less visible and less well served than others.


Section One explores 26 different faces or aspects of inclusion and diversity, one for each letter of the alphabet. The chapters provide practical suggestions and ideas for implementation in your organisation, drawing on examples of good practice and case studies from some of the many schools and settings in which, and with which, the author has worked during her career in education.


The author refers skilfully to pertinent research and recommends a rich array of follow-up reading. Each chapter ends with an Aside: questions for consideration, prompts for discussion with colleagues, or a quote to reflect on.


Section Two contains resources that the reader may find helpful when striving for inclusive provision in their school. The resources take the form of checklists, audit tools, policy extracts, provocations, questions, forms and activities.


Rachel Macfarlane brings her rich and authoritative experience – as a teacher, headteacher, system leader and education adviser – to the text. Leading us from Ambition and Cavalcade to Xtra and Zero, via Language and Transitions, she also includes a number of great quotations from some unlikely sources!


What she writes with impressive conviction – and provocation – will unquestionably challenge a number of orthodoxies and promote new ways of seeing.


Roy Blatchford, series editor
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ONE



























AMBITION







Ambition is a dream with a V8 engine.


Elvis Presley





A is for ambition and it is the perfect place to start. A deeply rooted and unwavering ambition, shared by all staff and extended to all in the organisation, is the foundation stone of every truly inclusive school.


But what do we mean by ambition in this context?


We are not talking about personal ambition – encouraging every member of staff to seek promotion and aim for headship or fostering an aspiration in every child to become an astronaut or prime minister. I’m describing a collective ambition for every learner (adult and child) to be seen, represented and included; for their needs to be met and for any barriers they are experiencing to be understood, tackled and overcome. An ambition for knowledge and skills gaps to be identified, addressed and closed. For those starting behind their peers to make accelerated progress and to be supported to achieve in line with others, leaving school with the same opportunities and life chances.


There are, of course, many students in our special schools and some pupils with education, health and care plans (EHCPs) in our mainstream schools for whom, due to specific disabilities and profound special educational needs, it is not appropriate to expect the same levels of attainment as for the majority of our learners. But the number of learners who currently fail to attain the age-expected levels at each key stage across our education system is vastly higher than it should be and higher than it would be if we had consistently and truly inclusive practices in all our schools.


Each summer we see around one-third of five-year-olds fail to reach a good level of development (GLD) across the key learning areas in Reception, around a third of 11-year-olds fail to reach the age-related expected (ARE) levels in reading, writing and maths in their key stage (KS) 2 standard assessment tests (SATs), and the same proportion of 16-year-olds fail to attain a standard pass grade in English and maths at GCSE (General Certificate of Secondary Education).


In Obstetrics for Schools (2021), I wrote about how there would be a public outcry and urgent investigations into the tragedy if this rate of failure, in terms of safe deliveries, was experienced in an obstetrics ward. Yet in our society the education fatality rate is not seen as a scandal; the ‘baked-in’ failure is too often accepted as a natural status quo and somehow inevitable. When we look at which learners are failing to reach the expected attainment benchmarks at each key stage, we see that, as well as students with special educational needs and disabilities (SEND), those from economically disadvantaged backgrounds, looked after children, learners of certain ethnicities and those belonging to other minoritised groups are vastly over-represented.


Ambition starts at the top, with school and trust leaders – CEOs, heads, principals, chairs of trust boards and governing bodies. In truly inclusive schools, leaders aspire to achieve as near to a 100% rate of successful delivery as is humanly possible (as measured by attendance, participation in the full curriculum and a range of attainment and engagement metrics; these will inevitably be different for mainstream and special schools).


What leaders who are ambitious about inclusion have in common is a determination to disrupt and eradicate the inequities seen in the knowledge and skills profile of each cohort on entry and a commitment to guarantee that no stone is left unturned in efforts to ensure that every individual is prepared to thrive in their life beyond the institution. As Steve Jobs famously said: ‘Those who are crazy enough to think they can change the world usually do.’


What leads inclusive leaders to have this drive varies from individual to individual. For some it will be because of their own personal lived experience. They may have been the only Black, or Muslim, or looked after, or non-binary, or neurodiverse child in their class and remember feeling different from their peers, invisible or hyper-visible, unrepresented in the curriculum. They may have lived in poverty as a child and remember the sense of self-consciousness, even shame, associated with not having the material possessions that others had.


For some it will be a deep sense of the injustice around the inequalities in our society and a commitment, driven by religious belief or personal moral values, to effect change, in whatever way they can, in their institution. For others, the driver will be as simple as the wonderful feeling that comes with knowing you have done the best job possible; supporting a class to achieve stunning test or exam outcomes or to progress to high-quality further education or university courses or prestigious apprenticeship opportunities.


Inclusive leaders recognise that they have the power, afforded by their status and position, to influence others and to set and steer the culture of the school. And they do not miss any opportunity to do so.


These leaders are skilled at communicating their ambitious vision of great outcomes for all to everyone in the school community: to their staff, to parents and carers, and to the learners themselves. They describe such a compelling future that others are infected by the attraction of the goal. Recognising what motivates themselves to strive for 100% inclusion and success, they help others to identify their own motivators and support them to dare to believe that the ambition of high performance for all is both realistic and achievable.


They share tales of less-advantaged learners achieving great outcomes, in other schools and settings as well as in their own and in wider life. They showcase and augment the stories of learners making exceptional progress and mastering skills they previously struggled with and of prior low-attaining individuals or groups excelling. They dissect the factors that contributed to these achievements and replicate them in their school.


They surround themselves with adults who display a growth mindset, who refuse to place glass (or class) ceilings on their expectations of any pupil or group of learners. They ask well-chosen questions at job interviews to gauge the drive, values and prior track record of applicants. They create the conditions for everyone to fly and provide the support that is needed for colleagues to achieve remarkable outcomes.


They don’t pretend that it will be easy to become a fully inclusive school. They anticipate challenges, blockages and barriers. They help staff and students to manage the frustration and despondency that can set in along the way, when they might have invested considerable time and energy in certain projects, initiatives or pieces of work without seeing any demonstrable impact or gain. They support them to see failures as a key part of the journey to success.


You will never hear such a leader saying ‘This is society’s problem’ or ‘They’ve just got too many issues’ or ‘We’ve tried everything’ or ‘It’s too big a divide/gap for us to impact’. They never give up and they refuse to allow the school or any adult in it to give up on any child either. Their ambition keeps the flywheel turning.


As well as generating a culture of collective ambition in the staffroom and across all teams in the school, ambitious leaders work to ensure that key adults in their pupils’ lives also demonstrate high aspirations for their children. We know that all parents and carers want the best for their children, even when the behaviour of some might not always convey this. But some parents are not as aware as others of the correlation between 100% attendance, test/exam success and ongoing life chances, earning potential, health and even life expectancy. Others want to support their child’s education and to work with the school but are not altogether sure how to do so.


Inclusive schools take very seriously their responsibility to guide and support parents to be confident co-educators. Some make it their business to involve certain parents in their careers education, information, advice and guidance in order to widen their horizons and expand the breadth of options that they may consider for their children.


I recently worked with leaders at Lonsdale School, a special school for pupils with physical and neurological conditions. The school has huge ambitions for its children, as articulated clearly in the headteacher’s welcome on the website:




For all of us who learn, teach and work here, three things in particular matter – belief, ambition and community.


Belief, because we share a vision that shapes each day – to be a safe, caring and open school for each and every one of our pupils, whatever their needs.


Ambition, because we want everyone to reach beyond what they think they can do, to grow and develop throughout their time with us; so that they go on to the next stage of their lives as confident, outward-looking young people who believe in themselves and what they can achieve.


Community, because that’s what gives us our identity …





Leaders at the school have worked hard over many years to ensure that every child has a high-quality placement to progress onto at age 18 and the necessary skills to live independently or semi-independently post school. In certain cases, a key aspect of this work has been in persuading the parents along with potential employers and higher education (HE) providers to have the same belief in and ambition for the students as the staff (and the students themselves) have. So, the school development plan currently has a targeted focus on building parental aspirations and beliefs for their children and actions to influence the perceptions and limiting assumptions of some of the institutions that the learners progress to.


In the following example, leaders from a primary school demonstrate ambition for a member of staff, in this case a midday supervisor, from a racially minoritised background.




WINDERMERE PRIMARY SCHOOL


In the autumn of 2017, senior leaders of Windermere Primary School approached one of the school’s Bangladeshi parents to see whether she would be interested in applying for a midday supervisor vacancy, her youngest child having just started school. She was successful in her application and her firm but fair interactions with pupils at lunchtimes meant that, when one of the class teaching assistants was absent, she was offered the opportunity to gain some in-class experience. She enjoyed this and expressed interest in any future vacancies.


When a vacancy arose, colleagues helped her to complete the application form to the required standard. Although she lacked teaching assistant (TA) experience and would require some support and additional training for the role, leaders used their knowledge of her commitment to the school and the skills that she brought with her to ‘sanction’ her appointment. In this role, she is not only a successful adult role model for pupils of colour, but she has also encouraged other racially minoritised members of staff to put themselves forward when opportunities arise. The majority White staff have benefited from the cultural diversity that this appointment led to.







ASIDE


Ambition is like love, impatient both of delays and rivals.


The Buddha


10 questions to consider




	What motivates you to be ambitious for all learners?



	How do you support your peer educators to maintain a belief in the potential of all learners to achieve great outcomes?



	How ambitious are all teams and all adults in your school/trust for all learners?



	How do you know?



	Are there any individuals or groups that need to be challenged or supported to be more ambitious?



	What steps might you take with them?



	Think about a recent time when you could have challenged someone to raise their level of ambition but didn’t. What could you have done differently?



	What stopped you?



	What can you do to address that?



	When was the last time you shared a story with a colleague or pupil of ambitious goals being reached? What was it and what was the impact?




























BELONGING







I am human because I belong.


Desmond Tutu





Our yearning to belong is one of the most fundamental feelings we experience as humans.


In psychologist Maslow’s hierarchy of needs, the need to experience love, friendship, a sense of connection and belonging sits immediately above the need for basic necessities – food, water, warmth and personal safety. In fact, chronic loneliness has been shown, in many cases, to lead to poor health and early mortality. Maya Angelou famously said: ‘I long, as does every human being, to be at home wherever I find myself.’


In his book Belonging (2021), Owen Eastwood says that ‘To feel a sense of belonging is to feel accepted, to feel seen and to feel included by a group of people.’ He explains that when we experience belonging, we feel calm, safe and less anxious. This in turn enables us to trust others, to communicate with them better and to cooperate in a team at a higher level. We become more empathetic when we have a strong sense of belonging and our mood improves. In short, belonging is ‘a necessary condition for human performance’ (26).


Pupils who don’t feel they belong in their class, year group or school are likely to be fragile and nervous learners, finding it harder to work in teams, to trust others and to accept feedback. Their energy and focus will be sapped by the trauma of navigating social situations; they are prone to feel the weight of external scrutiny and judgement and all of that will detract from their ability to perform at their best.


As educators, we have amazing powers to convey a sense of belonging and connection to learners who are floating adrift. And this can have enormous impact, especially on underserved and vulnerable learners. The following two examples illustrate this.


Hashi Mohamed is a highly successful barrister, broadcaster and author. Yet as a child he experienced great disadvantage and dislocation. One of 12 siblings in a Somali family living in Nairobi, Hashi’s life was rocked by the death of his father in the early 1990s. He and three of his siblings were sent to London to live with an aunt. Thousands of miles from his mother and enrolled in a primary school in Wembley that felt very alien to everything he knew and had experienced in his life thus far, Hashi struggled to make connections.


He had difficulty conforming with the school’s expectations and exhibited behaviours that led to him narrowly avoiding exclusion. On transition to a secondary school with significant challenges, things were no better. But as the summer holidays of Year 7 loomed, Hashi’s form teacher saw how vulnerable he was to going off the rails during the six-week break and took him under her wing. She invited Hashi and some of his classmates to help her redecorate the form room over the summer, taking them to a DIY shop to choose paints, rollers and brushes. Not only was she reinforcing a tangible connection with these boys but she was enabling them to create their own, personally designed physical space where they would feel a strong sense of belonging during the following years.


Katriona O’Sullivan is now a successful academic – a lecturer at Maynooth University with a PhD from Trinity College, Dublin – but she grew up in abject poverty in Coventry, a child of parents who were alcoholics and heroin addicts. Her home had no soap or towels and the fridge was usually bare. She and her siblings lacked toothbrushes and were not taught how to wash. They slept in unlaundered bedding and went to school in the clothes they had slept in. As a smelly, neglected child, Katriona had no friends at school and stood out as different from her peers. But she had a wonderful teacher, Mrs Arkinson, who saved her. In her biography, Poor (2023), Katriona writes:




I loved Mrs Arkinson and I knew she loved me. Her eyes said so. The way she helped me said so. The pat on my head, the hand on my shoulder, the encouragement and rewards. When Mrs Arkinson was pleased with you, you felt like you could survive forever on that small nod or pat on the head. It was like she pushed confidence into you. (27)





Inclusive schools value teachers like Hashi’s form tutor and Katriona’s Mrs Arkinson. They spotlight, showcase and celebrate those adults (and students) who work hard to forge relationships and ensure that everyone feels a sense of belonging.


It is easy to assume that most learners will naturally form bonds in classes and groups, without the need for adult intervention. After all, humans are social animals and we like to spend time with each other. On the flip side, of course, we feel social exclusion keenly and fear rejection terribly. Some readers, like me, will recall the terrible dread of being left till the end when team captains were asked to pick team members for games in PE at school. Thankfully, I don’t see that practice in schools these days.


Sadly, we are pre-programmed with a tendency to gravitate towards those who are like us – for example, those of the same race, class, religion, culture. We feel most comfortable mixing with people whose lives are familiar to and understood by us, with whom we have obvious connections – such as postcode, career, education. This can lead to adults and students from under-represented backgrounds (the student from the housing estate in a class of children from affluent families, the sole young carer in the group, the child from a racially minoritised background in a cohort which is majority White, the only Muslim teacher in the staffroom) feeling less included or even isolated.


If learners do not gain a sense of belonging from their school, they will inevitably seek it elsewhere. The concern is that they might find a sense of belonging in a gang or other group with dangerous and unhealthy values and practices.


Hashi needed his form tutor to engineer a situation whereby he would not fall in with ne’er-do-wells over a long and unstructured summer holiday. Katriona needed a teacher who would ensure that this unkempt child was included in group work. Mrs Arkinson also ensured that Katriona was given a supply of toiletries and clean underwear and encouraged her to shower each morning in the changing rooms before school started.


The good news is that a sense of belonging can be fostered through a myriad of small behaviours which cost nothing and take no time – praise, smiles and encouragement. In Poor, Katriona reflects: ‘I have always found fuel in achievements – anything where I could follow steps and receive praise’ (O’Sullivan, 2023: 60).


Great and inclusive institutions create a strong sense of belonging and togetherness.


Some time ago, I heard the broadcaster and writer Gyles Brandreth being interviewed on the radio. He spoke about his school days as a teenager at Bryanston School, a progressive independent school in Hampshire. He explained that at the end of each evening, after dinner and some free time, everyone at the school – students and staff – came together for a short assembly in the main hall. Once it was over, the staff would form a line at the door and the students would process out, shaking the hand of every member of staff as they did so.


Brandreth reflected that this was a hugely symbolic and powerful ritual. It was a way of reinforcing the sense of family at the school and the importance of the relationships between those who formed the community. Whatever might have happened during the day was laid to rest; if a student had had an altercation with a member of staff or received a sanction, the handshake at the close of the day reestablished the connection and sense of belonging to the school family.


While most schools would be unable to replicate this ritual exactly, the practice of greeting the class at the door and making eye contact with each learner is one powerful routine for conveying a sense of belonging. I spoke with a primary teacher recently who had introduced a daily ‘huddle’ for her class, akin to those used by sports teams. She enthused about the impact it had had on the more isolated and potentially marginalised members of her class.




ASIDE


The Hawaii State Education Department has produced a Learner Outcomes Framework. This has, as one of its goals, a ‘focus on developing a strengthened sense of belonging in schools and amongst learners’.


UK schools, trusts and local authorities would do well to follow this example.


Laurance Haines School in Watford, part of the Inclusive Multi Academy Trust (MAT), is a good example of a school which has focused on ensuring that everyone feels a sense of belonging. Two years ago, leaders joined a race equity programme that I was leading. At the first seminar, Professor Paul Miller from the Institute for Educational & Social Equity was presenting and he used the mantra of ‘I see you, I hear you, you belong’ to illustrate the point that when children of colour see adults in their school who look like them, with the same ethnicity and heritage as them, they feel seen, heard, represented.


The Laurance Haines leaders were inspired by this. Headteacher at the time, Seb Gray, explains what happened next:


Following the opening seminar of the Great Representation programme with Professor Paul Miller, we took inspiration from his mantra. It was agreed that the statement would be adapted slightly and adopted as the mission statement for the Equality, Diversity and Inclusion work across Laurance Haines School and the Trust. ‘You see me, you hear me, I belong’ continues to shape the curriculum and support a sense of belonging for staff, children and parents. It was even translated into community languages, made into a song that the pupils at the school recorded and performed for Paul Miller when he visited the school!


The head’s welcome on the school website now reads:


Welcome to Laurance Haines School. Our school population is a reflection of the rich cultural diversity of the community. As an Inclusive school, we aim for all children and staff to connect with the statement, ‘You see me, you hear me, I belong’. A nurturing ethos drives all aspects of school life which alongside our curriculum helps prepare children for life in a rapidly developing world, whilst ensuring academic success. In February 2017, we were the first school in the UK to receive the National Nurturing Schools award in recognition of the outstanding and inspirational work that our staff do in embedding nurturing principles.


How might you plan systematically to strengthen the sense of belonging in your school, among learners of all ages?

























CAVALCADE







As though the gay cavalcade and martial music, and the glittering helmets and the prancing steeds were still accompanying the wayfarer to his journey’s end.


Charlotte Riddell, The Banshee’s Warning





A few months ago, I was travelling between two meetings in Central London. I decided to walk rather than take the Tube. Striding confidently from the Embankment towards Parliament Square, I came face to face with metal barriers across the pavement and road; a police cordon was blocking my route through Westminster. What seemed like a straightforward and quick journey had suddenly become more complex.


As I contemplated how I would get to my destination and whether I was going to be late, several police motorbikes came into view, headlights flashing. Close behind was a convoy of chauffeur-driven limousines, complete with tinted windows and armoured plating, with more police escort bikes taking up the rear. The cavalcade swooshed past effortlessly and disappeared rapidly into the distance on the empty road. Presumably it was escorting a top politician or some other VIP or dignitary.


As I turned back and headed for the Tube, I reflected on how different it must be for those with great privilege and status to travel through heavily congested cities with such speed and ease, never having to plan to avoid the possibility of arriving at their destination late or in a somewhat dishevelled state.


Children in the UK experience a 12-14-year journey of formal education between the ages of 4 or 5 and 16 or 19. But the journey is very different for different learners. The journey of the advantaged, supported by their families, is a bit like the passage of a VIP through London, surrounded by a grand cavalcade of service personnel. For many, passage is smoothed by the knowledge, confidence, actions, resources, connections and advocacy of their parents and others around them. They are provided with the equivalent of a police escort from the moment of their birth: love, warmth and milk; visual, physical and mental stimulation.


A couple of years later, the parents of the well served seek out the best pre-school provider for their child, consulting Ofsted reports and parent groups. They read with their child at home and engage them in regular dialogic talk to extend their vocabulary. The knowledge and skills that the child has gained through this support ensure a smooth transition to school. They arrive in nursery toilet trained, able to dress themselves, do up buttons and tie their shoes laces, to recognise letters and words, to learn with and from others.


Through primary, the advantaged are helped at home with their reading fluency, spelling and times tables, supported with homework tasks, and given the resources to produce beautiful projects and artwork. If they experience friendship troubles or there are blips in the quality of education provided by their school, their parents have the confidence and articulacy to make representation to the head. They know how to secure a meeting with the special educational needs and disabilities coordinator (SENDCO) to discuss any emerging special educational need or mental health concerns. They take their child to museums, galleries, castles, the seaside and concerts. They enrol them for music lessons and sporting fixtures, with instruments, kit and equipment supplied. Weekends and holidays are filled with enriching experiences. And then, ahead of public tests, private tutors or tuition classes are arranged and practice papers sat.


Advantaged learners are highly likely to transition smoothly to secondary school, supported by key adults who ensure that they have a full set of uniform and equipment items and have been prepared thoroughly for the demands and challenges ahead. They will have a quiet place to study at home, a desk and light, 24-hour-a-day access to the internet, their own device, a printer with a ready supply of paper, an array of stationery items to help with organisation of their work and craft equipment for art and D&T (design and technology) assignments. This is what is often referred to as the ‘home advantage’.


As teenagers they will have access to field trips and enrichment activities, residentials and outward-bound challenges. Showing sporting and/or musical skills after years of club membership, private lessons and coaching, ferrying to festivals and tournaments and top-quality kit, they may well represent their school in sporting fixtures and/or play in the school orchestra. Often socially adept, articulate, self-assured and confident, they are likely to become leaders, councillors, prefects and school representatives.


The well-served are likely to benefit from informed parental advice and strong advocacy when it comes to GCSE options choices, exam tier entries, exam re-marks and KS5 course decisions. Their family’s network of connections will aid them in securing prestigious work experience placements and internship opportunities which, in turn, will bolster their CVs and UCAS (Universities and Colleges Admissions Service) applications. Their family will likely have the resource and the capacity to take them on visits to universities they are interested in applying to.


I am not for a moment trying to imply that every learner from a middle-class and affluent background has all of the advantages described in this illustration – and I recognise that there can be stresses and pressures experienced by children whose parents have high aspirations for them and who, on the surface, may seem to ‘have it all’ – however, many children have a lot of these privileges and travel through their educational journey smoothly as a result of the robust cavalcade around them.


Compare that with a learner whose parents cannot afford private tuition, music or sports lessons, a laptop, printer or Wi-Fi. Whose home is not stocked with a supply of coloured paper, highlighters, scissors, glue, and who does not have their own room or desk. Or whose home is a room in a bed-and-breakfast hotel, hostel or a caravan. Or a learner whose parents did not go through the UK schooling system or were underserved by school as learners themselves, who are anxious about approaching teachers and do not have the confidence to navigate the education system to make representation on behalf of their child or the level of literacy/articulacy skills to put forward a persuasive case to the headteacher.


Or the learner whose parents have no time, or resource or capacity to help them at home with learning activities, to have a discussion about their learning at school, to attend parent consultations or assemblies, to wash their uniform, to read and respond to communications from school, to provide money for trips and charity events, to assemble food ingredients and objects for show and tell.


A learner might be caring for a sick or disabled sibling or a parent with mental health needs. A learner may not have any parents. A learner may have absolutely no ‘police escort’ to surround them as they navigate their way through their 14-year education journey.


The cavalcade surrounding the advantaged allows them to perform at a high level in a range of disciplines at school and to catch the eye of teachers and leaders. This can result in them being labelled as ‘highly able’ or ‘high aptitude’ (hopefully no longer ‘gifted and talented’). But should it?


Would we describe the prime minister as gifted at moving around Central London at speed and talented at arriving exactly on time to every appointment? Of course not. We appreciate that this is the work of the entourage around the prime minister – booking the vehicles, checking the tyres, oil and petrol, liaising with the police about traffic restrictions, planning the journey and so on.


Yet when a sports teacher watches a girl with an impressive top spin on the cricket pitch or a music teacher hears a boy perform a Chopin nocturne with technical flair, they may not see the hundreds of hours of coaching and lessons, the weekly taxiing to fixtures, festivals and competitions, the thousands of pounds spent on a piano and sheet music, sporting equipment and lessons. And they may not think, ‘What would it take for my learners without that service at home to be supported to perform to a high standard on the sports pitch or on the stage, so that they too shine as sportspeople and musicians?’




ASIDE


Who provides the cavalcade for the underserved learners? The answer must be us, the educators.


Discussion activities:


•  Focus on a specific underserved learner in your school/trust/setting who you know has no cavalcade out of school to support them. Agree on three ways in which staff could play the role of police escort to them.


•  Think of another underserved learner whose parent(s) would like to provide a police escort for them but are not currently as skilled at doing so as many other parents. How could you help them to play their part in the cavalcade with more impact?


•  Could those from your school/trust who have benefited from having a strong cavalcade themselves provide part of the cavalcade for their less-advantaged peers? How could you affect this?
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