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Special Educational Needs and Immigration/Ethnicity: The English experience

Geoff Lindsay and Sonali Shah
a.
Introduction
In this paper we focus on England. The United Kingdom (UK) has four constituent countries (England, Wales, Scotland and Northern Ireland) but following devolution each has a degree of responsibility for its own laws.  Education is one area where there is no single UK picture.

The term ‘immigrant’ in England is now limited to those who have themselves literally immigrated into the country from another country. As will be discussed below, this reflects two issues: a) the long history of migration and hence presence of 2nd, 3rd, 4th and beyond descendents of true immigrants and b) the view that ‘immigrant’ is an inappropriate term in a socio-political sense to describe those born in England.

1. Population
The UK has a long history of immigration.  This has differed over time with different groups immigrating for different reasons, e.g. 

· 16th Century – Huguenots
· 1930s – Jews from mainland Europe escaping persecution
· 1950s–60s – People from the British Commonwealth, especially Caribbean, seeking employment or actively recruited by ‘the mother country’
· 1960-90 – People from the Asian Sub-Continent, (Pakistan, Bangladesh and India) and those of Asian origin from Uganda (the ‘Ugandan Asians’) thrown out of Uganda by Idi Amin in the early 1970s.
· 21st century – Expansion of European Union and asylum seekers from war zones.

In addition, there have been many other groups escaping persecution, wars or seeking a better life – economic migrants.

‘Immigrant’ is a problematic term as the large majority of, for example, children of Caribbean or South Asian origin are British born. Indeed, a large percentage of young children will have had parents who were themselves British born. The large scale immigration from the Caribbean and South Asian has reduced considerably. Now there is immigration particularly from the extended EU (e.g. Poland, Baltic States) and is on a large scale – these are essentially economic migrants.

Also of importance is that the current immigration is largely of those designated White whereas the past 50 years or so has seen the majority being Black or South Asian.  This has implications for concepts of racism.

2. Data

Immigration

Statistics on immigration are difficult to disentangle as they can confound arrivals/departures to England/UK with immigration. For example, in 2006 there were 104.8 million arrivals but most were visitors and there are no clear statistics on those actually moving to England. Immigration has also shown different patterns over time/group with implications for education and SEN services. For example, immigration of people from the Indian Sub-Continent was largely to a small number of places in England (e.g. Bradford, Southall in London) whereas it appears that the current immigration from Poland, for example, is general across England, and the rest of the UK.

There is currently a dearth of data on immigration. Different government agencies have different responsibilities and there is no coordinated approach. It appears that there has been a substantial immigration recently but accurate data are not accessible. The only reasonable way to access data currently is from schools – they have the children. Some local authorities (LAs) collect such data but national statistics are not robust. There are also issues, as discussed above, concerning children born here. The tradition for, say, South Asian children is to collect ethnicity data by asking parents to categorise their child as e.g. Pakistani heritage. Some LAs are using this approach for specific groups of recent immigrants e.g. those of Polish heritage.

Pupils

In England compulsory education takes place between ages 5-16 years. In addition there is a strong pre-school education system with over 1million children and a post-as school system. There were about 8.1 million pupils in about 25,000 maintained schools but about 6.5 million aged 5-16. These represent 91% of the pupil population of compulsory school age – another 9% of pupils attend independent schools outside the state system which are fee-paying. The data presented here concern those attending state schools and aged 5-16 years.

About 18% of the school population are from a minority ethnic background.

About 2.8% of pupils have severe and complex SEN, as designated by a statement of SEN. This follows a legal process, a statutory assessment.

Most of these with a statement (52.7%) are in mainstream schools.

In addition over 1.33 million pupils with SEN but without statements (11.4% of pupils) are also in mainstream schools.

The ethnic breakdown of the pupil population in maintained schools is presented in Table 1
. This shows that White British pupils comprised 82.0% of those whose ethnicity was known. In addition to Irish groups there were also 2.2% White Other e.g. pupils from the expanded EU.

Table 1 Percentage of children in maintained schools in England by Ethnic group

	Ethnic Group
	Number of Pupils aged 5
	% of all pupils
	% of known ethnicity

	White-British
	5 191 517
	80,1
	82,0

	White-Irish
	23 963
	0,4
	0,4

	Traveller-Irish
	4 040
	0,1
	0,1

	Traveller-Gypsy/Roma
	6 895
	0,1
	0,1

	Any other white group
	137 756
	2,1
	2,2

	Mixed white & African
	18 908
	0,3
	0,3

	Mixed white & Caribbean
	67 975
	1,0
	1,1

	Mixed white & Asian
	37 064
	0,6
	0,6

	Any other mixed background
	63 908
	1,0
	1,0

	Indian
	141 858
	2,2
	2,2

	Pakistan
	180 203
	2,8
	2,8

	Bangladeshi
	73 779
	,1,
	1,2

	Any other Asian
	48 782
	0,8
	0,8

	Black-African
	129 552
	2,0
	2,0

	Black-Caribbean
	93 121
	1,4
	1,5

	Black-other
	28 038
	0,4
	0,4

	Chinese
	21 692
	0,3
	0,3

	Any other ethnic group
	60 703
	0,9
	1,0

	Unclassified
	150 294
	2,3
	- - - - - - - -

	Total Pupils
	6 480 048
	- - - - -
	- - - - - - - -


Table 2 presents the numbers and percentages of children by primary special educational need
. The two major categories are Moderate Learning Difficulties (MLD: 29.7%) and Behavioural, Emotional and Social Difficulties (BESD: 22.4%). In this table the data refer to those with statements and those pupils at School Action Plus (SAP). The latter have received support from school and other professionals but have not (or not so far) been given a statement of SEN following a statutory assessment.

Table 2 Percentage of Children with SEN (Primary Need)

	Primary Type of SEN
	No of Pupils
	% of Population
	% of Primary Type

	Not SAP of statemented
	5 923 047
	91,4
	- - - - -- 

	Moderate Learning Difficulties
	165 383
	2,6
	29,7

	Behaviour, Emotional & social Difficulties
	124 844
	1,9
	22,4

	Specific Learning Difficulties
	81 277
	1,3
	14,6

	Speech, Language & Comm. Needs
	60 633
	0,9
	10,9

	Autistic Spectrum Disorder
	30 860
	0,5
	5,5

	Severe Learning Difficulty
	24 639
	0,4
	4,4

	Other Difficulty/Disability
	22 791
	0,4
	4,1

	Physical Disability
	21 147
	0,3
	3,8

	Hearing Impairment
	11 819
	0,2
	2,1

	Visual Impairment
	6 485
	0,1
	1,2

	Profound & Multiple Learning Difficulty
	5 735
	0,1
	1,0

	Multi-Sensory Impairment
	769
	0,0
	0,1

	Total at SAP
 or statemented
	556 497
	8,6
	- - - - -

	Total Roll
	6 479 544
	- - - - -
	- - - - -


Table 3 presents the percentages of children by ethnicity and type of school. This suggests a generally similar distribution by ethnicity across mainstream and special schools with some indication that children of Asian heritage are under-represented in special schools.

Table 3 Percentage of Pupils by Type of Schools and Ethnicity

	Ethnic group
	Primary
	Secondary
	Special

	White
	80,7
	83,4
	82,6

	Mixed
	3,7
	2,8
	3,3

	Asian
	8,4
	7,0
	6,7

	Black
	4,6
	3,6
	4,4

	Chinese
	0,3
	0,4
	0,3

	Any other
	1,2
	1,0
	0,8


Table 4 Percentage of Pupils by 1st Language

	First language
	Primary
	Secondary
	Special

	1st Language other than English
	13.5


	10.5
	9.9

	1st Language English
	86.4
	89.5
	90.1


Table 4 shows the distribution by type of school for children whose first language is other than English. Again, it is interesting to note the lower percentage of such children in special schools. This finding is important as it suggests children are not being placed in special schools on the basis of not having English as their first language, and so having greater difficulty accessing the curriculum. Also, the Education Act 1996, which governs SEN specifies that a child does not have SEN just because of language difficulties – that is, simply because English is not the first language.

3. Provisions

Provision for SEN

Making provision for children with SEN is mainly the responsibility of schools and LAs, each of which has specific responsibilities. In addition, health trusts (part of the National Health Service) also contribute to meet health needs and have a significant role in the support of disabled children.

All SEN services are appropriate for all pupils from minority ethnic backgrounds. Also, those LAs with relatively large numbers of minority ethnic pupils may have specific services for them – mostly these will be for children without SEN, as there are more of them, but these services will interact with SEN services.

The provision for SEN services is mostly locally determined. School and LA each receive grant from central government to fund all services, with certain restrictions on what can be spent. However, the increasing tendency is to place as few restrictions as possible on LAs and schools. That is, there has been a reduction in ‘ring-fencing’ finance (limiting it for a specified purpose).

Government also has a programme of specific grants which it might make to a sample of LAs or schools. For example, recent projects to support parents funded about 20 LAs each (out of about 150)
. After the first round of funding, which was ring-fenced, the future allocations which are not now available for all LAs. This approach respects schools’ and LAs’ individual needs and their being best placed to determine priorities. However, it reduces central government’s ability to control, for example, SEN provision development.

Similarly, the provision of information to communities where first language is not English is also largely an LA matter, although interestingly the Welsh Assembly takes a much stronger line in requiring information to be in English and Welsh.

4. Support measures

There are a range of approaches to SEN support. Firstly, every school has a Special Educational Needs Coordinator (SENCO). This is normally a teacher who oversees all SEN matters.  The role is interpreted widely: in some schools it is a senior manager while in others it is a teaching assistant (TA) – a concern is that this important role may increasingly be carried out by TAs. Consequently, the influence of SENCOs has been variable. To address this, the government has introduced regulations so that from September 2009 all SENCOs must be qualified teachers. The SENCO is not necessarily the person providing support, especially in larger secondary schools. Other teachers, TAs and learning mentors may provide direct support.

The LA may also employ specialist SEN Support Teachers. These are organized centrally by the LA and visit schools, run courses and support teachers, pupils and parents. Again the role varies between LAs, but also between types of SEN. For example, support teachers for hearing impaired children in mainstream often do a good deal of ‘hands on’ work with the pupils as well as aiding mainstream teachers.

The development of TAs and Learning Mentors has been used by many schools to bring in members of minority ethnic communities to be engaged with the school. These jobs have no formal qualifications, unlike teaching, and so appropriately experienced people can be employed. This has a number of benefits. It increases community presence and the opportunity for teachers to learn more about the communities they serve, in providing role models for pupils; it may also provide translators. This approach to some extent counterbalances the relatively low numbers of teachers from minority ethnic backgrounds who have so far been trained – an increase in training/recruitment is a priority.

5. Assessment

Assessment of minority ethnic children for SEN

All statutory assessments follow the legal requirements, regardless of ethnicity. In addition, there are technical issues mainly concerned with accessing and ensuring valid and reliable assessments, e.g. when the professional does not speak the child’s language. This is a major challenge in England with some LAs having 100-150+ languages. Translators are often in short supply and, in any case, the use of translators impacts on the assessment process. Parents can also be used but this method has its limitations, using someone who is emotionally very close to the child.

The use of nonverbal measures of cognitive ability has a place – this approach is also used with hearing impaired children but nonverbal and verbal cognitive ability are conceptually different: they are not synonymous or directly comparable.

Newly arrived children (immigrants) will not typically be assessed formally on arrival in a school. However, some LAs have support for children with specific languages that are prevalent in that LA. Hence, if the LA has a known level of immigration from a particular country there may be attempts to skill up staff, form links, perhaps even make visits, to improve the LA’s ability to deliver a good service. In the past, for example, LAs with high proportions of children from Pakistan created language centres attached to mainstream schools where new arrivals could learn the basics of English prior to absorption into mainstream. However, these were not SEN provisions.

As noted above, the statutory assessment for children with severe and complex SEN is governed by law. It is part of a system described in the government’s guidance
 :

· School Action: the school working with the parent assesses and makes provision

· School Action Plus: the school’s support is supplemented by input from outside professionals (e.g. educational psychologists, speech and language therapists)

· Statutory Assessment: intended for only about 3% with most severe and complex needs, this is a legally defined process of assessment.

· Statement: children considered to have needs which require provision not normally available may be made the subject of a statement.  This is a legal document that specifies needs and provision to meet those needs.

Parents have the right to appeal to the First Tier Tribunal (Special Educational Needs and Disability)** if they are not happy with the way the child’s SEN have been addressed. This could be in terms of assessment (e.g. an LA refusing to assess), or the type of provision proposed or a refusal to make a statement and hence special provision.

This system is generic and there is no specific system for pupils from minority ethnic groups or who are immigrant.

Inclusion

The government has had a major policy initiative to support pupils in mainstream schools and to develop inclusive education (e.g. Inclusive schooling: Children with special educational needs (Department for Education and Skills, 2001b) and Removing Barriers to Achievement (Department for Education and Skills, 2004). This policy is embedded in a rights perspective, that is, it is driven by a view of the right of a child not to be segregated but, on the contrary, to be in mainstream. Lindsay (2007) has recently conducted a major review of inclusive education/mainstream finding no compelling evidence for its superiority (or inferiority). The values driven policies based on rights have had an important impact and one to be welcomed in principle but Lindsay (2003, 2007) argues that it is also essential to base policies on evidence as well as beliefs and ideology. There are indications that this is recognised by government.  There are now major training developments underway for those undergoing initial teacher training and those in practice – the latter is the Inclusion Development Programme.
This issue is no less relevant to the approach to children from minority ethnic backgrounds. It is very easy to be seduced into developing approaches that are judged to be appropriate based on certain values (e.g. all should be in mainstream) and not examine evidence. As one example, the concern about possible over-representation of Black children in special education will be presented.

Ethnic Over- and under-representation in SEN

This has been a cause of great concern for over 30 years in England and US. In the 1970s, for example, there was evidence of an over-representation of children who were then immigrants from the Caribbean Islands into England being placed into special schools for children designated at that time as being educationally subnormal (the comparable term now is having Moderate Learning Difficulties). There was a great outcry and two government committees conducted inquiries.

A recent study
 examined the total pupil population in English state schools (about 6.5 million) and found a much more complex situation. Briefly, the pupils from any particular minority ethnic group being designated as having a SEN, or a particular type of SEN, varied in a complex fashion. A few conclusions provide a flavour.

First, there was a substantial variation between different minority ethnic groups with respect to socioeconomic disadvantage. For example, whereas 14.1% of White British are eligible for free school meals (FSM), this was the case for 30% of Black Caribbean and 43.8% of Black African pupils, with the two Traveller groups particularly disadvantaged (half to two thirds) – see Table 5.

Table 5 Socioeconomic Disadvantage by Minority Ethnic Group

	Ethnic group
	% of Free School Meals

	White British
	14,1

	Black Caribbean
	30,0

	Black African
	43,8

	Mixed White & Black Caribbean
	32,8

	Mixed White & Black African
	28,8


Second, once the influence of socioeconomic disadvantage, gender and age had been taken into account, the likelihood of pupils from different minority ethnic groups having SEN showed interesting patterns. This can be demonstrated (Table 6) by the use of odds ratios. Compared with the likelihood of White British pupils having SEN, the percentage of Black children was not substantially different. Indeed, there was a lower likelihood (odds Ratio) of Black Caribbean pupils (0.85:1) and Black African pupils (0.47:1) having Moderate Learning Difficulties than White British pupils. However, Black Caribbean pupils were still 1½ times more likely to be considered to have Behaviour, Emotional and Social Difficulties.

Table 6 Odds Ratios for Moderate Learning Difficulties

	Ethnic group
	Unadjusted OR
	Adjusted OR

	Black Caribbean
	1,32
	0,85

	Black African
	0,84
	0,47

	Mixed White Black Caribbean
	ns
	0,68

	Mixed White Black African
	0,76
	0,5


Pupils of Pakistani and Bangladeshi heritage were less likely than White British pupils to have a range of different types of SEN. However, Pakistani pupils in particular, were about 2½ times more likely to have hearing impairment; visual impairment and Profound and Multiple Learning Difficulties.

This is a comprehensive study with complex findings. However, the importance for the present discussion is to stress the complexity of the relationship between SEN and ethnicity.

Listening to young people

The past 100 years or so has seen a much more concerted approach to engage and listen to the voices of young people with SEN themselves. Studies such as those by Shah (2005, 2007) who interviewed disabled high flyers and young disabled people in school, and the large scale study by Lewis et al (2005) are important initiatives to ensure young people are heard. This is not simply a ‘politically correct’ notion. On the contrary it is seen as fundamental to any quality assurance system – listening to the consumer as a means of helping to determine improvements. For example, Shah has shown the impact of education on subsequent career success and the relative impact of type of provision. She argues that on the basis of her interviews, that

· Special education = support

· Mainstream education = challenge

· Support and challenge = achievement

However there are still barriers as shown by this interview with Sunny who would be an actor but was disadvantaged in education.


“…. Drama schools didn’t accept disabled people. When I was a kid, they didn’t. I wrote to drama schools up and down the country and every one told me to get lost, ‘You’re a cripple, you’re in a wheelchair’. I didn’t get to become an actor until I was 27. So it basically took me about 12 years to achieve my childhood ambition….”

These studies have mainly focused on disability and SEN, but have revealed the importance of listening to young people.

Conclusions

In England, the focus has recently been less on immigrants than British born minority ethnic pupils. Although the basic systems for these and White British pupils are essentially the same, language and cultural factors can influence take up of provision and access, for example, because of language barriers. At present, there is a new set of concerns relating to immigration of children from other countries, primarily either Eastern Europe or countries in conflicts or wars: each group presents some common but also some different challenges, for example the latter group includes traumatized young people and/or their parents.

The future development of SEN and ethnicity will be within an essentially inclusive education system but there is a need to undertake more, and especially more systematic research to identify good, appropriate practices. As indicated by the studies briefly mentioned here we argue that there is a need for different types of research, using both quantitative and qualitative methods to examine the rich complexity of the SEN-ethnicity interaction.
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� 2005 statistics


� These statistics are collected by the Government’s Department for Children, Schools and Families from schools via LAs.  Schools may specify the primary and secondary type of SEN for each child with SEN.


� SAP – pupils at School Action Plus


� see Lindsay et al 2007a, b


� SEN Code of Practice: DfES, 2001


* The SENDist produces an annual report of its work: www.sendist.gov.uk/FormsGuidance/annualReports


� Lindsay, Pather & Strand, 2006
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