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MULTIVERSE SCENARIO: CHALLENGING STEREOTYPES ABOUT GYPSY 

TRAVELLER PUPILS 
 
The treatment of Gypsy, Roma and Traveller peoples (the acronym GRT will be used for 

expedience) is sometimes described as 'the last socially acceptable form of racism' 

(Derrington, 2005) in the UK. An incident in an East London school in which a Black boy 

exchanged racist insults with a Traveller boy, where the latter was excluded is a salient 

example (Kenrick and Clark, 1999: 174). In addition to the institutional racism affecting 

other minorities, GRTs face an extraordinarily high level of overt discrimination. Save the 

Children's extensive investigation of access to education for GRT children across Europe 

cites numerous examples of deliberate segregation, such as placing children in a separate 

room for a Christmas party (Save the Children, 2001b: 27). Commenting on its findings, 

the report asserts that GRT pupils in UK schools are taunted by classmates, and 

sometimes ignored by teachers (Save the Children, 2001a: 209). It is vital that teachers 

have the knowledge and confidence to challenge stereotypes that lead to this situation. 

 

The more general 'tabloid' stereotypes such as criminality and tax avoidance, emphasised 

by an advisory teacher at the Lincolnshire Traveller Education Support Service (TESS) 

contacted personally, are easily dismissed; 'education' stereotypes such as poor literacy 

and low attendance, which affect our expectations as teachers, deserve analysis. 

 

A 2003 Ofsted report estimated that only 47% of secondary age GRT pupils were 

attending school, and average attendance rates were 73%. These figures might be taken 

as support for the idea that GRT pupils avoid school with parental support, or are 

prevented from attending by parents. This subject is treated at depth in Derrington and 

Kendall's report (2004: 21) on their small but detail-rich longitudinal study of Traveller 

pupils transferring to secondary school. In their analysis the many complex and individual 

reasons for poor attendance emerge. While nomadism and accommodation problems 

have an impact, they seem far less significant than the threat of racial bullying, and the 

fear of children 'losing their culture' in the assimilationist education system. The 

importance of trust between parents, teachers and other agencies in improving retention 

and attendance is emphasised throughout the literature. 

 

The related stereotype that 'Gypsies are work shy' is given the lie; attendance is affected 
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both by pupil's work commitments, and by the lack of relevance of learning experiences 

offered in schools to their career aspirations. The availability of vocational courses was 

valued highly by many GRT pupils and parents (Save the Children, 2001a: 271). Through 

my reading I realised that GRT pupils' maturity and skills (sometimes rare and traditional) 

gained through family work, are almost never valued or even acknowledged in school, 

much like the home languages of bilinguals. I am committed to addressing this in my 

practice. 

 

Literacy, conversely, is valued highly by schools, and by many GRT parents and pupils. 

Danaher et al (2007), drawing on the expertise of many TESS teachers, point out that 

many GRTs have interrupted school experiences that delay their literacy development, and 

often face inappropriate responses. Programs for early years or pupils with learning 

difficulties may be used, or withdrawal from lessons for focussed tuition. Such 

interventions are likely to hinder progress and exacerbate frustration. (Danaher et al, 2007: 

99) 

 

As Save the Children (2001a: 253) point out however, many GRTs attend and achieve well, 

and have supportive and conducive learning environments at home. A refusal to make 

generalisations is a good starting point for inclusion, particularly when working with such a 

heterogeneous group. However, the confidence to challenge racism in any situation must 

come from a deeper cultural and political awareness. Some trainees' contributions to our 

workshop, such as stereotyped views and concerns with the 'political correctness' of 

particular words and images, challenged my expectation that their understanding of and 

commitment to diversity and inclusion would be secure.   

 

In Changing Multiculturalism, Kincheloe and Steinberg interrogate strands of 

'multiculturalism'. For example, their critique of the 'colour-blind' approach which focusses 

on natural equality asserts that failing to recognise difference implicitly promotes 

ethnocentrism, with minorities 'allowed' to participate in the majority culture. (Kincheloe 

and Steinberg, 1997: 10-5) Supporting this, Ofsted (2003) reported that in schools where 

heads saw 'no difference in the way we treat Traveller pupils', self-ascription was very low 

with Traveller pupils feeling discomfort about their identity. (Ofsted, 2003: 20) 

 

I felt that many trainees' questions and responses in the workshop reflected a 'pluralist' 



6 

position, in which diversity is recognised and celebrated as an end in itself. Kinchloe and 

Steinberg point out that pluralism tends to de-contextualise and de-politicise difference, 

and suggest that this protects 'Western middle-class' values from an uncomfortable 

examination of inequality. The beliefs and practices of other cultures are studied, pride in 

one's heritage is encouraged, minority ethnic role models are admired; but the real impacts 

of 'minority' status on experience are largely ignored. (Kincheloe and Steinberg, 1997: 15-

9)  They argue that a 'critical' practitioner must recognise that power relations shape 

contexts and consciousness, exploring how representations of difference function to 

legitimise claims to resources. Understanding diversity then becomes part of 'a larger 

concern with social justice' (Kincheloe and Steinberg, 1997: 23-6) 

 

The artificial distinction between romanticised 'real Romanies' and pathologised 'itinerants' 

articulated by some trainees, seems to demonstrate pluralism, which is characteristically 

disappointed by the failure of reality to embody exotic images of minority culture. 

The gauje (non-Gypsy) world seems to have less of a problem with Romany people 

if they stay in a folkloric pigeonhole and don't appear to be real people with real 

housing needs, hunger and educational ambitions for their children. 

(Doughty, 2010: 12) 

McVeigh (1997) identifies this false dichotomy as a symptom of 'sedentarism'. Nomadism 

is both celebrated and feared for its detachment from settled communities; both positive 

and negative categories are 'deviant' and essentialised. Teachers need training to 

challenge the sedentarist view of mobility as a problem, as Danaher et al (2007: xix) 

suggest that formal education is structurally sedentarist. Some trainees expressed views 

that flexible initiatives such as distance learning provision were unfair. The Commission for 

Racial Equality (2006: 4) reports that courts have ruled that mobility is a reflection of 

cultural heritage, not a lifestyle choice which can be ignored, while Save the Children 

(2001a: 278) call for the right to nomadism to be explicitly recognised in UK law. These 

issues are linked to the the concept of 'minority rights', which is key to GRT pupils' access 

and inclusion in education. This involves the recognition that some groups have 

characteristics that require additional institutional support, and that the ability to maintain 

cultural identity is a right. (Save the Children, 2001b: 18) As the UK has ratified the 

Framework Convention for the Protection of National Minorities (1998), special intervention 

strategies to support nomadism command constitutional support. 
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Derrington and Kendall (2004: 117) found that some secondary age GRT pupils felt 

awkward about attempts to 'raise awareness' about their cultures in schools, and are more 

concerned with fair treatment. This suggests that such attempts offer stereotypical views, 

or are produced by a school culture in which these pupils are unable or unwilling to form 

positive identifications with both GRT and gauje culture. Our workshop tried to emphasise 

the need to acknowledge the present, lived experience of GRT pupils, but on reflection, I 

feel this should have been a higher priority, as the problem-solving scenarios did not 

provide opportunities for participants to challenge their own stereotypes (see Appendix iii). 

 

In this task my own learning was profoundly enriched by collaboration and teaching. 

Exploring issues at the margins of diversity has made me more critical in inclusive practice, 

fostering a commitment to continuously analyse how the culture we produce in classrooms 

and schools may function to disenfranchise learners, or to empower them by raising 

awareness of diversity, human rights and political power. 
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WORKING WITH PARENTS/CARERS AND OTHER PROFESSIONALS 

 
It might be expected, given that parents, teachers and children must generally share an 

interest in promoting positive outcomes for school pupils, that a natural collaboration would 

arise between all parties. However, despite the stated intentions and rhetoric of policy and 

schools, it would be difficult to find an aspect of the education system more fraught with 

conflict than relationships between home and school. Given that statements of special 

educational need carry a statutory requirement for communication between home and 

school, this has been a particular focus for political attention, exemplified by the 2009 

Lamb Inquiry into SEN and Parental Confidence, which is critical of schools. This report 

will look more widely at the layers of influence on, and issues around parental involvement 

in education in an attempt to illuminate causes of discontent. 

 

In the discussion of her study of parental involvement in schools, Gill Crozier (2000: ix) 

traces the policy framework that underlies the present paradigm back to the 'marketisation' 

of education following the 1988 Education Act, which first positioned parents as consumers 

of their children's education, also identified by Cohen et al (2000) as the advent of a 

politicisation of education. Parental rights of exit, putting schools in competition, led to the 

progressive alignment of government and school policy as appeals to voters. That pupils 

have neither of these rights may explain the lack of attention paid to them as direct 

'consumers'. Crozier argues that parents as 'partners' were as important to New Labour's 

focus on standards as they had been as clients. (2000: ix). 

 

While political rhetoric took, and still takes for granted that closer relations between home 

and school are desirable (Crozier, 2000: x), some theorists and researchers have joined 

the chorus. For example, John Bastiani, in a collection of evidence-based articles, (2000: 

20) enthuses about the benefits of parental involvement to meeting school improvement 

targets and the progress of individual pupils. Writing in the same collection Wolfendale 

(2000: 10) finds tension, describing schools as being 'like Janus', implying that targets and 

outcomes are at odds with the requirement to 'satisfy the wider community that they can 

deliver on all criteria'. Bastiani (2000: 22) adds to this, contrasting the short term outcomes 

sought by schools with the holistic benefits parents want and expect education to provide 

to their children. He is adamant that the latter are 'side effects' of a 'partnership' attitude to 

parental involvement fostered by schools in pursuit of the former, citing Brooks et al (1996), 
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but this hardly removes bones of contention. Recognising this, he calls for a 'hugely 

neglected... debate about what schools are for' (2000: 24) 

 

Tension between school and family perspectives are heightened by governmental interests 

and control. Rosalind Edwards (2002: 7) points out that policy context, in terms of regimes 

and their normative values, have been ignored by academics. Considerable explanatory 

power is offered by reflection that in 'liberal' regimes like the UK, the welfare state makes 

no provision for childcare outside schools, and positions mothers as responsible; with the 

state in a regulatory role and the child ignored as a citizen. The stereotype identified by 

Crozier (2000: x) of the 'involved parent', a white, middle-class, time-rich primary school 

mother, is determined by this context, which also contributes to the pathologisation and 

exclusion of working class parents. 

 

Edwards (2002: 10) traces related trends in Western democracies of the familialisation and 

institutionalisation of childhood, which confine children's lives in the spheres of home and 

school. These trends, perhaps manufactured in the interest of governments, are consistent 

with a social policy that views children as 'becomings' rather than 'beings'; as future 

economic resources or at best future citizens. It is at odds with a parallel trend, that of 

individualisation, of engagement in 'projects of the self' which has been extended to 

children (Edwards 2002: 11). This last tension might be mapped onto the tension between 

the Labour initiative to promote citizenship education and the increasingly authoritarian 

measures employed to have parents and children conform to government expectations 

(Crozier, 2000: 93) 

 

Priscilla Alderton (2002: 27) points out that the UN convention on the rights of the child 

identifies rights for the provision of services, for protection, and crucially for citizenship and 

participation. A welfare, as opposed to rights based, model of children's needs, addresses 

provision and protection, but not participation and agency. School and government policies, 

cast in the language of welfare, are structurally inhospitable to children's citizenship. This 

insight has much to offer to the wider debate; particularly in the area of SEN, as Corker 

and Davis (2002: 76) establish in a poignant case study: 'the door is open to stereotypes 

about competency'. Ericsson and Larson (2002: 93) point out that any notion of childrens' 

passivity in home/school relationships is dysfunctional; children have agendas and must 

be acknowledged as agents. In surveying children's views, Alldred et al (2002: 127) and 
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Crozier (2000: 110) found that children want to maintain boundaries between home and 

school, and control over relationships between them. 

 

The Lamb Inquiry, as might be expected of a government report, largely defends inclusion 

policy and guidance and remarks that many professionals are implementing best practice 

with excellent results. Parents, it reports, support the Code of Practice (2001) and want it 

followed in spirit and to the letter (2009: 61). It calls for a stronger voice for pupils and for 

parents, tracing problems to poor communication and dismissive attitudes. (2009: 12). 

 

The findings bear relation to Crozier's study and analysis (2000: 65, 90), which suggested 

that teachers may distance themselves from parents to protect their professionalism, 

undermined by government policy which directs their practice and increasingly places 

them under surveillance. Teachers admitted to Crozier (2000: 123) that they would gloss 

over the truth to satisfy parents and effectively prevent their involvement . She also 

identified a poignant dissonance between two schools and working class parents of their 

pupils, who were seen as indifferent and disinterested in education, while Crozier found 

that they were valued education highly, were supportive of their children, trusted teachers' 

expertise and initiative, and were alienated by the school at every opportunity for 

engagement. This is echoed by Bastiani (2000: 21). 

 

A welfare model of pupil needs allows teachers to justify rebuffing parental interventions 

through claims of superior, professional understanding of those needs. The Code of 

Practice (2001: 23) is supported by Lamb (2009: 32) in calling for parents to be recognised 

as experts on their children's needs. More progressively, the Inquiry remarks that children 

have expertise on their own needs and can offer simple, practical strategies to meet them, 

on the rare occasions when they are consulted. (Lamb, 2009: 65) 

 

In exploring the different experiences of professionals, parents and children within a policy 

context that applies conflicting pressures to each group, I have come to believe that the 

commitment to 'true, not tokenistic or paternalistic' partnership with parents (Lamb, 2009: 

58) that I hope to realise in my own practice, requires mutual understanding of  

perspectives, recognition of rights, and acknowledgement of the political and ideological 

obstacles to democratic and inclusive partnership. 
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AUTISTIC SPECTRUM DISORDERS AND THEORY OF MIND 

 

Disorganized Children: A Guide for Parents and Professionals is a collection about 

'behavioural and emotional difficulties [linked] with... neurological deficits' (Chowdhury and 

Stein, 2006: 13), with a particular aim to identify and support a group of children with 

'subclinical' symptoms of these disorders. In a chapter on autistic spectrum disorders 

(ASDs), Alex Horne (2006: 80) identifies conceptualisations of the characteristic 

impairments of these. One, investigated (and found insufficient) by Baron-Cohen et al 

(1985) is the notion that autistic people lack a 'theory of mind', that is, are unable to 

appreciate the thoughts, beliefs, desires, intentions and emotional states of others. 

Horne's summary; “These deficits have led to the notion of 'mind blindness' as a 

catchphrase which captures the essence of what is missing in autistic children”; couched 

in the language of a medical model, criticised for example by Bird (2002: 42) and Corker 

and Davis (2002: 73); offers a restricted theory of the autistic mind. This report will attempt 

to consider this subject in terms more allied to the 'social model' advocated by Corker and 

Davis which considers individuals as social actors in cultural context, taking account of 

their agency. 

 

On placement in a school with a high number of pupils identified as having autistic 

spectrum disorders I was concerned to find out how I might improve my ability to work 

effectively with these children. Selecting literature aimed at supporting classroom practice, 

I found a problem-solving approach detailing strategies to ameliorate frustrations 

experienced by teachers and children in the school environment, with varying degrees of 

attention paid to the 'mind' of the latter, perhaps corresponding to the intended purpose of 

the work. 

 

Moyes (2002) offers an approach to behavioural support in which adults collaborate to 

assess and monitor the child. She finds the behaviourist approach, which treats the mind 

as a 'black box' inadequate, and insists that all behaviours be seen as efforts to 

communicate (Moyes 2002: 37, 51). Magnusen (2005: 25), who likewise argues that 

practitioners need a holistic understanding of autism, dismisses the possibility of an easy 

explanation, suggesting that interpretations are founded in the expertise of their originators; 

a language therapist for instance, would consider behaviours, as Moyes does, in terms of 
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communicative intent. While Moyes' framework asserts the need for collaboration with 

parents both to support their confidence and to ensure consistency,  the child's role is 

passive, and needs are considered in terms of welfare. 

 

Magnusen's emphasis on the need for creativity and intuition in teaching autistic children, 

which she regards as both art and science, is mirrored in her detailed examination of ASD 

characteristics from the perspective of Gardner's multiple intelligences (Magnusen 2005: 

54-61). The mind of the person with ASD is thus explored positively, not in terms of 

absences. This is in contrast with Horne's clinical description, but it chimes with a chapter 

in the same volume, on the  subject of dyslexia, described as a  'difference in learning' and  

a 'gift' associated with lateral thinking and creativity. (Bennett, 2006: 117, 123) 

 

Research supports the view of ASDs as enabling. Writing in the Roeper Review, Gregory 

Wallace locates a number of 'savant skills', exceptional abilities explicitly associated with 

ASDs. He explores the subject in depth, challenging the dismissal of savant skills as the 

product of rote memory or excessive practice. (Wallace, 2008: 230-232) Among others, he 

cites a comparative study of autistic savant and typical musicians demonstrating that the 

skills and expressive ability of the former could not not have been learned by a simplistic 

encode and retrieve process. (Miller, 1995) He gives examples of savant skills such as the 

artistic ability of a girl aged 3, which emerge suddenly at a high level of development, 

without instruction. The notion of associated skills and qualities is consistent with Wallace's 

unequivocal description of ASDs as biological in origin, indicating that the neurological 

focus adopted in Disorganized Children is not inherently limiting. 

 

According to Darold Treffert around 10% of individuals across the autistic spectrum exhibit 

savant skills, but there is evidence for more general advantages. Pamela Heaton cites 

research showing that 'non-savant' autistic individuals have superior sensitivity to pitch and 

timbre, and have unimpaired perception of musical structure and emotional expression 

(Heaton, 2009). This supports the anecdotal accounts throughout Magnusen's work, and in 

Gardner who notes outstanding numerical, musical and artistic aptitudes in autistic 

children (1999: 39). 

 

Valuing and building on strengths is a focus of individual education plans written for 

children with SEN. These also take account of children's agency, including personal long 



13 

and medium term aspirations. I found these documents extremely useful on my placement, 

enabling me to apply strategies suggested by Magnusen and others, seeking to motivate 

learners by engaging with their abilities, preferences and  self-image. 

 

How practitioners view children's minds must determine their classroom approach. A view 

of autism only as a cluster of impairments may lead teachers to focus on what they cannot 

do with these children, subtracting from their vocabulary of techniques and restricting 

opportunities for learners. The utility of a positive conception is clear, as teaching 

strategies are suggested by the aptitudes uncovered. Magnusen's call for creativity is 

rooted in this possibility for teachers to extend themselves and the possibilities for every 

child. 

 

Chowdhury and Stein (2006) describe 'disorganised children' as a homogeneous group, 

casting doubt on the validity of the idea that their symptoms are caused by subclinical  

neurological 'deficits' associated with a wide range of different conditions including ASD 

and dyslexia. An alternative interpretation might be that every brain is unique, and that 

every individual could be placed somewhere on a multitude of neurological spectra. Taking 

this view may be a step in enabling a reflexive stance on the part of practitioners, 

empowering them to include learners in the construction of the classroom as a democratic 

social space. 
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APPENDIX I 

SEMINAR SESSION PLAN 

Challenging stereotypes about Gypsy Traveller pupils 

30 minute workshop 

Objectives 

To raise awareness of common stereotypes and misinformation about GRTs and 

To build the confidence to challenge them in education contexts 

Outcomes 

Determined by participants 

Preparation and Resources 

A4 Myth loop cards, Scenario cards, post it notes, presentation with multiverse scenario 

Students should be sitting in tables of about 6 people 

Pre-Starter (5 minutes) 

Facilitators introduce session and ask participants to consider what they want to get out of the 

session – their personal learning objective(s). We give each person 2 post-it notes and they write 

their LO on the first one. Meanwhile, we distribute loop cards to each table. 

Starter (10 minutes) 

Facilitators explain the activity and give groups 2-3 minutes to discuss their myth. Mention that all 

information will be available on blackboard. 

Questions: 

Have you heard this? 

Would pupils/other teachers believe it? 

What do you know about it? 

After discussion time the first myth is read out and the group offer their thoughts. The “answer” is 

read out by the next group, who read their myth and so on until finished. Facilitator chairs to 

maintain pace. Meanwhile, other facilitators distribute scenario sheets 

Main Activity (15 minutes) 

Facilitators explain the activity and go through the first example. Give a timing (5 minutes?) for 

first discussion, informing that groups will snowball after this. 

Differentiation: explain that guide questions on sheets can be ignored 

Snowball for second discussion (5 minutes) 

Spokespeople/random participants report their ideas to the group. 

Finishing: Thank participants and ask them to complete second post it note with their real 

outcome(s), sticking both together on the wall. 
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APPENDIX II 

MYTH-BUSTING LOOP GAME CARDS 

“Gypsies are not a ‘real’ ethnic 

minority” 

Truth: Gypsies, Romani Peoples and Irish 
Travellers are recognised as ethnic minority 
groups protected under the Race Relations 

Act 1976 as amended by the Race 
Relations (Amendment) Act 2000. They are 
defined as such by their distinct and various 

cultures, languages (such as Romanes, 
Gammon or Shelta) and histories that span 

hundreds, in some cases thousands, of 
years across Europe and America. 

 

“Gypsies are work shy” Truth: Gypsy Roma Traveller cultures 
involve a strong work ethic, and Gypsies 

often start work young, with traditional skills 
passed down through generations. 
Discrimination and lack of formal 

qualifications make it difficult to access the 
labour market, and many prefer self-

employment. Roma from Bulgaria and 
Romania, like other immigrants from these 
countries, are restricted to self-employment 

unless they have a work permit as highly 
skilled/seasonal agricultural workers. 

“Gypsies don’t pay taxes or contribute 

to society” 

Truth: Despite this common misconception, 
Travellers living on council sites or private 

land pay council tax, rent and other 
charges. Furthermore, Gypsy Roma 

Travellers, self employed or otherwise, pay 
employment taxes like everyone else. They 

have at least 600 years of heritage in 
Europe, and have contributed to metal and 
wood-craft, trade, husbandry, agriculture, 

the arts ! Their storytelling and music is part 
of the rich culture of Europe. 

“Gypsy communities are often 

responsible for high crime rates in 

areas where they settle” 

Truth: There is no evidence that Gypsy 
Roma Traveller groups have any more 
involvement than any other group in 

criminal activities, as shown in police figures 
in the UK. Proportionally, Gypsies are 

actually under-represented in our prisons. 
Many Travellers feel they have been 

criminalized by laws created to curtail their 
traditional lifestyle. 
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“Gypsies are unclean” Truth: Gypsy culture is built of strict codes 
of cleanliness, with different bowls being 
kept for washing different articles such as 
best china, clothes, etc. Animals are not 
allowed into the living space as they are 

perceived to carry disease. Many consider 
customs which involve allowing domestic 

pets into the house to be dirty. 

“Gypsy, Roma and Traveller groups are 

distinguished principally by their 

nomadic lifestyle. There is no such 

thing as a house-dwelling Gypsy” 

Truth: In Ireland and the UK, about 50% of 
Gypsy Roma Travellers are permanently 

settled, and many live in houses. This 
proportion extends to 90% worldwide. 

Others are nomadic or semi-nomadic. There 
are still some traditional caravans (or 

‘vardos’), but it is usual for Gypsy Roma 
Travellers to live in a modern ‘trailer’. Actual 

Travelling is often seasonal, for example 
confined to summer, or avoided in winter. 
Gypsy Roma Travellers have a nomadic 

heritage but this is made unfavourable by 
prejudice and legislation which inhibits 

access to ‘green lanes’ and council/private 
sites. 

“Gypsy parents don't want to send 

their kids to school, and the kids don't 

want to come” 

Truth: Most value literacy and school 
learning as part of education. Many 
recognise the decline of traditional 

employment and the need for their children 
to gain formal qualifications. However, many 
also feel that education presents a threat to 
their children’s identity and values and are 
disinclined to expose their children to anti-

Gypsy Roma Traveller hostility and bullying. 

“Real Gypsies are distinguished by 

their traditional and romantic 

lifestyle” 

Truth: In reality, this kind of ‘positive 
stereotyping’ can be as unhelpful as more 

overt kinds of prejudice. It supports the 
perception that there are two types of 

Gypsy in this world: the ‘good’ ones who 
exist in a folkloric fairytale age; and the ‘bad’ 

ones who impinge upon our society with 
real housing needs, hunger and educational 

ambitions. Cultural sensitivity means 
acknowledging present lived realities and 
critiquing stereotypes which conveniently 

choose to side-step them. 
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APPENDIX III 

SCENARIO CARDS 

 

You set a class homework to bring in a news story 
that you intend to do some work with in the lesson. 
Someone has brought in an article about a local 

incident: “Gypsy Arrests over Lincoln Child 
Abduction!” 

 

How would you feel? 

How would you react? 

What action(s) do you think you should take? 

Would your response be different if you knew there were 

Gypsy/Roma/Traveller pupils in the class? 

 

 

A parent calls you to say they have heard there 
Are “Gipsies” in your clAss And they don't wAnt 

their child mixinG with “those dirty trAvellers.” 

 

How confident would you feel dealing with this yourself? 

How would you respond? 

What further action(s) could you take? 
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you Are usinG ‘the rAGGle tAGGle Gypsy’ As A text 
in year 7. When discussing attitudes to the 

characters you find most of the children “side 
with” the lAdy And the Gypsies. one Group sAys 

“Gypsies Aren't like this todAy, my dAd sAys they 
just live on benefits and live in caravans just to 

Avoid tAxes.” 

 

How would you feel? 

How would you react? 

What action(s) do you think you should take? 

Would your response be different if you knew there were 

Gypsy/Roma/Traveller pupils in the class? 

  

You are covering a geography lesson with a year 
8 group, and one pupil is persistently disruptive, 

distracting others despite all your efforts. 
Eventually you send her to the “sAfe hAven”. As 

soon As she hAs left, Another pupil sAys: “she 
doesn't mean it, Miss, she's just like that because 

she's A trAveller.” 

 

How would you deal with the comment? 

Would you behave differently if it were your own class? 

What further action(s) could you take? 
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APPENDIX IV 

 
PLANNING AND RESEARCH 

 
Extract from email sent to group members 
 
they have a romantic lifestyle 
answer: 
I want to get across (and please help me to do it better) the idea that 'positive stereotyping' 
is unlikely to be helpful – it will not serve in response to any incident – and that cultural 
sensitivity means acknowledging PRESENT LIVED REALITIES (and therefore includes 
political awareness); “As a writer of residence at the Marsaryk Uni in Brno in the Czech 
Republic, I was told that the problem with the Roma was not 'our Gypsies', but the Slovak 
Gypsies, many of whom moved to the Czech lands to fill labour shortages after the second 
world war. The gauje (non-Gypsy) world seems to have less of a problem with Romany 
people if they stay in a folkloric pigeonhole and don't appear to be real people with real 
housing needs, hunger and educational ambitions for their children.” (Louise Doughty 
2010 “The Terror of History” Amnesty Magazine issue164 pages12-17) I remember 
reading a story as a child in which a group of gypsies were up to no good because they 
were ‘not real Romanys’ and my Dad has repeated a similar idea ‘they’re not real 
Romanys, they’re just gypsies’. These spurious categories seem to function as a 
distinction between nice, traditional, ‘romantic’ gypsies who are frozen in time, and actual 
GRTs who have similar needs and aspirations, and are subject to the same conditions as 
everyone else. For a suitable imaginative reference see the ‘Raggle-taggle gypsy’ in the 
traditional song/poem I read as a very young child 
http://www.kinglaoghaire.com/site/lyrics/song_350.html and which my mother often refers 
to, saying she has ‘gypsy feet’. She often says, half serious, ‘let’s just drive to the airport 
and go somewhere’. I think many people envy the romantic, nomadic lifestyle image 
located in the ‘real Romany’ character, and that this envy, and disappointment in actual 
gypsies who don’t inhabit the image (because it’s not possible!) can be an affective (and 
subconscious) source of prejudice. The song was printed in a book of traditional poems for 
children, including many of a fairytale character. I was actually surprised, in primary school 
at the age of about ten, to learn that GYPSIES EXIST. 
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APPENDIX V 

TASK FOUR POINTS FOR ACTION 

What do I want to do next to develop my practice? 

Gain first hand experience of working with Gypsy Roma Traveller pupils and forging links 

between families and schools. 

Improve my knowledge of their cultures. 

Get a deeper insight into other areas of diversity such as Islamophobia and behaviour 

issues, which I have not yet researched or discussed with other trainees 

 

How will I do this? 

Take part in activities to promote better outcomes for this group, perhaps on an enrichment 

placement or otherwise through volunteering opportunities, work with Gypsy Roma 

Travellers and TESS workers. 

Continue to explore media produced by, for and about Gypsy Roma and Traveller groups 

Explore the workshop resources produced by the other groups, and take opportunities to 

discuss their reading and insights with them. Seek out media produced by, for and about 

other minority groups. 

 

What is my timescale for this to happen? 

During the course of this year, perhaps including the Summer, I expect to build a broader 

and richer knowledge of Gypsy Roma Traveller cultures through research and contact with 

communities. 

I hope that as an NQT I will be able to work with others to develop citizenship resources 

and other activities to promote diversity and political understanding. 

 

How will I know if I have been successful? 

By the time I take up my first post I will have experience of working with Gypsy Roma 

Traveller pupils and will be able to explain how this impacted on my practice and 

understanding. 

By the end of my induction I will be able to explain how I improved outcomes for pupils by 

enhancing their cultural and political awareness. 
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APPENDIX VI 

ISSUES FOR PARENTAL PARTNERSHIP 

 

“Elisa” has a diagnosis of ADHD and takes regular medication. Teachers nonetheless 

struggle to manage her tendency to interrupt, walk around the room and chatter during 

lessons. Occupying Elisa with a textbook to read while waiting for a task is a helpful 

strategy, as despite being placed in the lowest set with other children with behavioural and 

learning difficulties, she is inquisitive and intelligent, producing by far the best written work 

in the group when on task. Her mother is single and very young, and avoids parents' 

evenings and other formal contacts with the school. 

 

I feel that Elisa might be able to flourish in a more stimulating environment matched  to her 

cognitive abilities. She says she finds science boring. Lesson activities are mainly copying 

text and diagrams. The school sees Elisa's mother as unconcerned with her education as 

she avoids contact, but this may be an unfair interpretations. She may fear possible 

judgemental attitudes, and sensitive outreach could dispel these worries. Advocacy for 

Elisa is needed. Discussions with her mother might help Elisa and her teachers to identify 

strategies to help her to manage her behaviour so that she could move to higher sets. 
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APPENDIX IX 

TASK FIVE POINTS FOR ACTION 

 

What do I want to do next to develop my practice? 

Develop my confidence in applying inclusive and democratic principles in working with 

children, parents and other professionals 

 

How will I do this? 

I will constantly bear these principles in mind and continue to read academic literature 

dealing with political aspects of education. I will maintain a strong political awareness 

through engaging with different media. 

I will engage in discussion with colleagues, parents and professionals on how best to take 

account of others' agendas and intentions in teaching including those of children. 

I will regard parents and children as experts and positively solicit participation from them in 

my work 

 

What is my timescale for this to happen? 

By the end of my PGCE I will be able to suggest how I can engage children in constructing 

a more democratic classroom and how I allow structured windows of freedom to 

encourage creative thought. 

I will also be confident in communicating with parents about their children 

 

How will I know if I have been successful? 

I will be able to advocate confidently for a child, parent or colleague. I will be able to 

explain my political views with respect to collaboration in educational contexts. 
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APPENDIX X 

SOCIAL DEMANDS OF THE SCHOOL DAY 

 

• Greet peers on the way into school and make small talk and social conversation 

while waiting, at break and lunch times and on the way out of school. This may involve 

abstract time concepts like 'weekend' which may be difficult, and the discussion of 

personal interests. The use of humour may be difficult to understand. The pupil may be 

ridiculed or bullied for inappropriate social behaviour 

• Line up on leaving the room and outside classrooms with appropriate behaviour. 

These may be stressful transitions particularly for tactile-defensive pupils. Rules about 

talking may be made unclear by others' talking 

• Respond to greetings and small talk with adults in different roles, who may have 

different expectations 

• Respond to questions in class. It may be very hard for pupils with ASDs to know 

when they are expected to raise their hand. It may take time to process the content of 

questions and turn-taking may be a challenge. 

• Appropriate social behaviour during pair discussion, group work, practical activities 

may be challenging as there are so many different expectations and hidden rules. 

• Queue for lunch, choose food, politeness with staff. A routine for this may be 

needed. 

• Choosing where to sit at lunch. 

• Participation in team sports involves awareness of others and ability to predict their 

actions and emotions 
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APPENDIX XI 

NON-VERBAL COMMUNICATION 

During a ballroom dance class, practising a sequence just learned with a partner 

 

1. The teacher indicated by modelling that we would start from the top 

2. My partner gained my attention by tapping my arm 

3. She informed me that my starting position was wrong by a gesture of her head and 

expression 

4. She smiled and raised her eyebrows indicating I had made a suitable correction 

5. My partner repeated a wrong movement she had made with exaggerated 

clumsiness by way of apology 

6. I laughed and imitated myself in similar ridiculous fashion by way of reassurance 

7. We both smiled and nodded while dancing to express pleasure at getting the moves 

right 

8. The teacher smiled and nodded to express pleasure at our progress 

9. We winked at each other and made self-confident faces to celebrate success 

attained through teamwork. 

10. In response to an apology for an accidental kick, my partner waved her hand rapidly 

while laughing and shaking her head to indicate no blame and no harm done. 
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APPENDIX XII 

A VISUAL SCHEDULE 

Devised for two pupils in a year 11 class, displayed on the OHP on entry. 
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APPENDIX XIII 

TASK SIX POINTS FOR REFLECTION 

What do I want to do next to develop my practice? 

Increase my confidence in devising and implementing strategies to support pupils with 

ASDs across the 'ability range' 

 

How will I do this? 

Observe students in other subjects such as English, ICT, music, art, maths and humanities. 

Speak to other teachers about strategies they have found effective generally and for 

particular students. 

Compare experiences with fellow trainees and continue to read around the topic 

Experiment with classroom techniques 

 

What is my timescale for this to happen? 

During the latter part of my placement I hope I can further these aims considerably, and 

can continue to develop throughout my career 

 

How will I know if I have been successful? 

I will experience increasing success in working with children with ASDs; they will be more 

focussed, on task and communicative in my lessons. I will be able to detect and describe 

progress they have made in terms of knowledge understanding and skills in my lessons. 

 

 


