Based on evidence from current research and policy as well as on data gathered from a group questionnaire, critically discuss an inclusive approach to supporting the needs of a particular group of pupils. Focus on one specific learning difficulty, disability or additional need for your discussion.
Use ICT skills developed within the module to present your findings. 

‘It is unlawful for any education provider, including a private or independent provider, to discriminate between pupils on grounds of race, sex, disability, sexual orientation, gender reassignment, pregnancy and maternity, and religion or belief in admissions, access to benefits or services, exclusions, and in the employment of staff.’ 

						(CSIE, 2018)

The statement above refers to legislation and guidance for inclusive education. It is paramount that all learners are treated as equal and with respect. They all have the right to an education which aims to help children to reach their full potential. 
Donaldson (2015), states that the ‘structure of the new curriculum will be inclusive, with all children and young people making progress along the same continuum, regardless of any additional learning needs they may have.’ It is highlighted that learners with additional learning needs may be slower or quicker at reaching the next ‘progression step’ within their learning, and this needs to be recognised. 
Additional learning needs are diverse and each additional learning need has a unique impact on the learner. Some of these include, attention deficit hyperactivity disorder (ADHD), autism, dyslexia, dyscalculia, mental health difficulties, global developmental delay, cystic fibrosis, down-syndrome and learning English as an additional language. Each one of these affects a learner differently and in a personal way, which is why when trying to achieve an inclusive approach in education for learners, it is important they are listened to and treated with equality amongst a class of learners. 
The Additional Learning Needs (ALN) Code for Wales was drafted in December 2018. It provides statutory guidance for local authorities and governing bodies of maintained schools and educational establishments in Wales and England. The Act, the Code and regulations made under the Act, ‘provide a legal framework to ensure that ‘learners’ additional learning needs are identified early and addressed quickly. It places the learners’ views, wishes and feelings at the heart of the process of planning the support required to enable them to overcome barriers to learning and achieve their full potential.’ (Welsh Government, 2018). 
The document states that maintained schools in Wales have a responsibility to identify learners with ALN as early as possible and to provide the appropriate support to meet the needs of these learners. In addition to this, Foundation Years (2015), state that ‘an early response to a concern and early identification and intervention are key to helping children to reach their potential.’ From personal experience on Professional Teaching Experience (PTE) it became apparent that leaners with ALN had benefitted from support from Special Educational Needs (SEN) Teachers; these teachers were able to provide specialised support to learners which was tailored to their particular needs and this was because an additional learning need had been identified at the earliest possible time. Also, these teachers had developed strong relationships with the children they worked with and were passionate in helping them to achieve their full potential. It was apparent that having a strong rapport with learners with ALN and trust between teacher and pupil was key to establishing a successful relationship as it was clear learners were able to take more advantage of the opportunities provided. 
Currently in Wales, the expectations, experiences and outcomes are being changed and improved upon for young people with ALN. The Welsh Government aims to ‘create a unified system within Wales for supporting learners from 0 to 25 with ALN.’ A programme was published in 2018, which highlights the changes the Welsh Government aims to make. The system aims to ensure that all learners with ALN are supported to overcome barriers to learning and achieve their full potential. One of the aims is to improve planning, delivery and support to learners with ALN – the needs and views of learners with ALN are to be placed at the heart of the transformation process. It also aims to put into place timely and effective interventions which will be monitored and adapted to ensure they achieve the desired outcome. This is being put into place because around 23% of learners in Wales have additional learning needs and it is hoped that a new system will allow professionals to plan confidently and flexibly to support learners with additional learning needs and be fully inclusive for learners in Wales. (Welsh Government, 2018).
The need for change in Wales is necessary when realising how much time is spent on the complex process of obtaining a statement and individual learning plan (IDP) for a learner with ALN. Whilst undertaking PTE, teachers and support staff found the wait for a diagnosis and specific guidance to support a learner with suspected ALN frustrating. It became apparent that it was frustrating as they could not put the necessary support systems into place for learners until a statement had been processed. The Welsh Government aims to make the process much simpler for establishments waiting to obtain an individual development plan (IDP) for learners with ALN than is currently the case with statements of SEN. This will benefit both learners with ALN and the staff supporting the learner. (Welsh Government, 2018).
	Estyn (2018), highlights that in order for schools to achieve good practice, more time should be spent on investing in staff. Staff within schools should be encouraged to increase their participation in the decision-making process for pupils and parents. To build on this good practice schools should aim to become person-centred organisations. As a result of this staff should have a good understanding of the learners’ preferred ways of communicating and this will result in improved relationships between staff and learners and parents. 
Person-centred practice is defined as, ‘the learner is central to any decisions which relate to their learning and feedback is sought from the learner recurrently.’ (House with No Steps, 2018). Working towards achieving person-centred practice is a common theme in recommendations for best practice for supporting learners with ALN. It is important that the learner is at the heart of any decision making and it is crucial their input is valued throughout the process. 
The document also recommends the need for schools to share their methods of best practice, resources and strategies with other schools. 
Another recommendation for good practice is to ‘increase parent participation in their child’s learning and needs.’ It is important to help parents understand how to support their child. The engagement of parents in information sessions is recommended and schools could provide them with resources to help them gain more knowledge in how to support their child. (Estyn, 2018).
	The United Nations Convention on the Rights of the Child (1989), was ratified by the Welsh Government in 2004. ‘The rights to which all children and young people under the age of 18 are entitled to are set out internationally in the United Nations Convention on the Rights of the Child (UNCRC)’. (Children in Wales, 2014). 
Article 28 states the right every child has to an education and article 29 states the right every child has to an education that develops their personality, talents and abilities to the full. Every child in education who has an additional learning need has these rights. 
There are many schools in Wales that have become a ‘Rights Respecting School’. ‘There are four key areas of impact for children at a Rights Respecting school; wellbeing, participation, relationships and self-esteem.’ Evidence suggests that schools that achieve the award see improvement in children’s respect for themselves and one another. It suggests that it has ‘helped children embrace diversity and overcome prejudices.’ The writer undertook PTE at a Rights Respecting School and noticed that the school took pride in achieving the award and worked hard to continually make learners aware of their rights. Additionally, learners enjoyed any engagement with learning about their rights and it was thought that learners held more respect for each other, regardless of disability, ethnicity, gender or religion because of the award. (UNICEF, 2019). 
The topic chosen by the group, to research an inclusive approach and gather findings in the form of a research questionnaire is English as an Additional Language (EAL). This topic was chosen because it was felt that all group members had some experience in working with learners with EAL on PTE. It was also felt that there was scope for gaining knowledge on an interesting topic where there would be examples of good practice and also limitations in achieving this. 
Learners with EAL, use a language other than English, as their first language. Learners with EAL are usually only exposed to their first language during their early development and they continue to use this language at home and in the community. (Department for Education and Skills, 2007).
Some models of inclusive education that would benefit learners with EAL would be to include the learner in regular classroom activities so that they are immersed in learning the curriculum and the English language. Learners are exposed to English in the form of communications with peers and class teachers/support staff. It may also be beneficial to the learner if one to one support is sometimes provided to give more in depth support in teaching English as an additional language. (Chaurasia, 2014). This approach was used on PTE: a learner with EAL was involved in all classroom activities in order to immerse him in the English language and include him in the classroom activities with his peers, where he could learn and improve on communicating with them. This proved to be beneficial to his peers too who tried to support him in joining in with them and gave him encouragement. His classmates learnt to respect him and some made a great effort to make him feel welcome in activities such as outdoor play. Twice a week, he would be provided with one to one support from a teacher who spoke English and his first language. The teacher carried out heavily resourced activities to stimulate the learner using visual aids and she explained that using resources that the learner could touch and smell really helped in engaging him in learning English. FluentU (2016), suggests that a multi-sensory approach is one of the best ways to learn languages and that memory retention of vocabulary is much higher when learning through a multi-sensory approach.  
On the other hand, there are challenges in providing these kinds of support to learners with EAL. Employing staff into schools who are sufficiently qualified to support learners with EAL. It is essential that staff who are directly supporting these learners have a qualification in English language and literacy. (FluentU, 2016).
‘EAL learners face a triple challenge in their learning. They have to acquire both colloquial and academic English; they must develop the knowledge, skills and understanding of that curriculum; they must also overcome the culturally-bound aspect of schooling. EAL learners, particularly new arrivals, may struggle in these three areas for a while as they learn to catch up with their peers.’ (NALDIC, 2009).
It was also observed on PTE that the learner mentioned above who was learning English as an additional language, sometimes presented signs of finding it difficult to overcome the culture of school life as he tried to fit into the class and socialise with peers. As mentioned above, most of his peers included him in activities and play, however there were one or two that were confused and weren’t sure how to communicate with him. The teacher displayed good practice by encouraging him and the class to mix and always gave him the opportunity to speak up in lessons if he wanted to. It was observed that this built his confidence and over the duration of PTE, the pupil engaged more and more with his classmates and staff. 
It is important to recognise that learners with EAL have individual language learning needs and that learners with EAL are learning a language and a curriculum. Learning English as an additional language should not always be equated to having an SEN teacher. The Key (2015), recommends that schools should develop an ‘EAL learner profile’ for each learner with EAL, so that his or her progress can be carefully monitored and intervention can be offered as needed. It is important to provide ‘high quality’ teaching to learners with EAL so that they are able to reach their full potential. (The Key, 2015).
As a group, we researched the topic of English as an additional language and devised a questionnaire to send out to schools in Wales in order to gather findings. We hoped to gather responses that could be compared and contrasted with one another and could also be compared with the literature already out there on English as an additional language. 
We used more than one method to collect data on this topic. Triangulation between literature, research and practice was used to capture different dimensions of the topic, English as an additional language. In numerous group meetings, we shared what we had found in the literature on EAL and were then able to research and discover EAL in a broader sense. We then embarked upon visits to a special unit/school to broaden our understanding of ALN provision beyond mainstream schools. The experience of attending a special school for the day was an invaluable one for the group and it was really beneficial to see the different inclusive approaches used to support the learners with different additional learning needs. It was apparent, during the visit, that learners had strong relationships with their teachers and enjoyed attending school. Whilst at times, staff were challenged by the learners, it was clear to see that both teacher and learner learnt from each other constantly. The learners’ voice was heard and this helped staff to understand what support would suit the learner. The experience was an excellent example of best practice as it was apparent that staff always strived to put the learner first in their education. 
‘The Data Protection Act (2018) regulates how people’s personal information is used.’ Whilst gathering and interpreting the findings of the questionnaire we made sure we adhered to the Data Protection Act (2018) and we intend to dispose of any work relating to the questionnaires within 6 months. (Smart Survey, 2016). When sending out our questionnaire it was important for us to stress to the responder that their answers would remain anonymous and any information included in the questionnaire would be kept confidential. We made sure to use a statement explaining that responders should not to disclose any names of staff or pupils in their answers to maintain confidentiality. 
During the process of creating our questionnaire, we had to fill out and submit an ethics form. ‘Meeting ethics standards ensures researchers act in good faith and protects the integrity of the resulting data.’ When designing our questionnaire we made sure to use questions that weren’t biased. We also added a statement of consent that each respondent had to agree to before completing the questionnaire. (Travis, 2017).
Some of the benefits of using a questionnaire to gather findings include how it allowed us to try and obtain data from a large scale of schools. We sent out the questionnaire to many schools all over Wales. We hoped that this may allow for a varied set of responses from staff that had different experiences and methods in working with and supporting learners with EAL. The findings were easy to analyse and the responses provided statistical and individual data. 
However, there were disadvantages to using a questionnaire; some responders may have had different interpretations of the questions asked. On reflection, some questions asked in the questionnaire made it easy for respondents to give an impersonal response. 
Again, on reflection, undertaking an interview with a teaching professional could have given a much more personal take on working with and supporting learners with EAL, however this wasn’t possible due to the groups’ commitments. (Debois, 2019).
 In the questionnaire, we included questions that were both open-ended and closed. The open-ended questions meant we could gather qualitative data. Some of the benefits of obtaining qualitative data include having more authentic answers because the responder is able to freely express themselves whilst remaining anonymous. (Assignment Box, 2018).
We included closed questions so that we could obtain quantitative data. This meant that statistics could be drawn from the data and any trends or themes could be identified. The analysis of the statistics is likely to be reliable and statistics and numerical data are easily comparable with the literature. (Lancaster, 2018).
Below is a critical analysis and comparison of the literature and data gathered from the questionnaire. Experiences on PTE are also sometimes highlighted to back up some of the literature and data. Tables and graphs have been produced on Microsoft Excel to present some of the data gathered from the questionnaire:
Parsons (2018), states that it is helpful for learners with EAL, when starting at a new school, to be given a ‘buddy’ who ‘can speak the new arrival’s first language, but it is more important that they are empathetic and have the necessary emotional intelligence.’ When asking the following question shown in Figure 1, we wanted to find out whether schools in Wales continued to develop and support learners with EAL first/home language in school. As shown in the chart (Figure 1), 67% of schools said that they do not continue to support their first language despite what the literature suggests. It may prove to be more inclusive to the learner to still support their first/home language, however 22% of schools stated that they did continue to support it and this is promising.

A branching question was included for those that selected ‘yes’ to the question asked in Figure 1. The question was, ‘How do you support learner’s first/home language development? We thought that this would be useful to ask as it gave us an opportunity to see what staff in schools do to support it. Some of the responses to this included, ‘using key phrases from the learners first/home language.’ Using conversational greetings and integrating them into classroom ‘routines to develop inclusion and positive relationships between the children’. It is encouraging to know that teachers are using inclusive approaches within their classrooms for children with EAL.
	Figure 2 below, shows a graph that specifies the ways in which schools support learners with EAL when they first start there. Responders were able to choose more than one answer.
The graph shows that 29% of the schools who took part in the questionnaire support new learners with an individual education plan. 25% of partaking schools undertake an initial assessment on learners with EAL starting at their school. In addition to this Kidston and Solomon (2018) suggest that creating a learner profile for learners with EAL that specifies who the learner is, what ‘previous education they have had, their level of literacy in their first language and how proficient they are in English.’ They state that it is important to make sure that any insights or information gathered is passed on to all teachers that the child has contact with. This method of assessment ensures that staff can understand where the learners ‘are with their learning, where they need to go’ and what ways will best support the learner in order to give them the best chance of achieving. (Kidston and Solomon, 2018).

Figure 3 shows data on how schools promote inclusion of learners with EAL within the whole school. Responders were able to select the answers that applied to them and these included displays, including EAL within the school ethos and family intervention support. The option, ‘family-intervention support’ was only selected once. The Bell Foundation (2017), discusses the importance of engaging with parents of learners with EAL as this will help parents to better understand how to support their child with their learning of English and the curriculum and as a result they will become better equipped to support their child’s learning at home and be more aware of the importance of parents evenings. This research shows that this may be crucial in supporting learners with EAL.

According to The Bell Foundation (2017), increasing the use of visual resources and making verbal communication more visual may be very effective ways of teaching learners with EAL. Out of the nine respondents, seven stated that they found visual learning strategies as the most beneficial for learners with EAL and the other two stated they found audio learning strategies the most beneficial for learners with EAL. However, no respondents selected kinaesthetic as an option. All of the respondents provided additional comments to their answer with many of them stating that picture books and flash cards were found to be effective.  Another stated that they found learners with EAL benefitted from learning through vocabulary building, specifically beginning with nouns. 
Hutchinson (2018), suggests that more funding should go into prolonging support for learners with EAL and that learners with EAL joining schools in the later year groups ‘take far longer in achieving full academic language proficiency.’ One of the questions asked in the questionnaire was: ‘How many hours of specialised support is provided to learners with EAL per week?’ The most amount of hours that learners with EAL are provided with specialised support each week, based upon the questionnaire was between one and two hours. Although the research doesn’t state how long this support is provided for, it may be beneficial for learners with EAL joining schools in Wales in later year groups to receive support for a prolonged period to ensure the chance of achieving full academic language proficiency. 
Drummond (2014), suggests that one of the main principles of teaching learners with EAL is to ‘get learners to work with partners and in small groups using English for a specific purpose rather than out of context.’ Figure 4 shows that respondents also supported this view with 27% of them using group work to support learners with EAL and 13% of them using paired activities to support learners with EAL. It may be that the 47% of respondents who chose to select ‘individually’ support, may have been referring to the learners being supported individually by teachers and support staff.

In the questionnaire the following question was asked: ‘Please state the attainment of learners with EAL in the following areas of learning.’ The group was interested to obtain data on this because it was thought that it would improve understanding in which areas of learning learners with EAL achieved lowest at and this in turn would help us understand which areas of learning learners with EAL generally need most support with. The data showed that learners with EAL were high achievers at Maths and Numeracy whereas the data also showed that learners with EAL attain lower in Language, Literacy and Communications. During PTE, it was found that the learner with EAL did achieve highly at Maths and Numeracy, however, the learner was quite a high achiever in the Welsh language also. It is important again, to recognise that every learner is unique and whilst learners with EAL generally do achieve highly in Maths and Numeracy, this will not always be the case. 
	On reflection, working within a group was beneficial. The group was able to work effectively and in a timely manner. Different perspectives from people in the group meant that we were able to work together in deciding what we wanted to find out from the questionnaire. The writer felt the group worked collaboratively to make decisions. It was felt that working collaboratively had a positive impact on their individual performance within the group. The group showed respect for one another and were able to share ideas and learn from one another. 
The writer attended all meetings with the group and contributed to thinking of suitable questions to include in the questionnaire. Research was undertaken by the group on the chosen topic and this helped to produce a questionnaire that would obtain useful data in finding out some inclusive approaches to supporting learners with EAL. 
One limitation was the limited amount of responses. Unfortunately, only nine responses were received and this meant the range of data was likely to be limited. By having a low response rate, it could mean that the results are affected by non-response bias. By only receiving a small sample of completed questionnaires, the results only applies to a small number of schools and the group did aim to receive a larger scale of data, as this would have been less biased and would have provided the group with more varied answers and data. (Readex Research, 2019).
This was disappointing, however thanks to including open-ended questions, many of the respondents provided extra information in comment boxes and this proved useful when analysing the data. 
Another limitation was that the questionnaire wasn’t filled in by a broad range of staff. It would have been beneficial to have data from head teachers and fellow student teachers as the responses may have been more varied. The questionnaire was filled in by seven class teachers and two teaching assistants.
On reflection, there may have been questions in the questionnaire that weren’t relevant in gaining data on inclusivity and support for learners with EAL. Possibly, more focus should have been upon finding out what schools do to ensure cultural and social inclusion for learners with EAL. These are some potential gaps in the research and obtaining data on these would have improved our own knowledge for future Professional Teaching Experiences. This module helped to improve understanding of the QTS standard S1.1. It has helped to improve ‘understanding of the diverse learning needs of learners and how to provide the best possible education for them to maximise their potential, whatever their individual aspirations, personal circumstances or cultural, linguistic, religious and ethnic backgrounds.’ (Welsh Government, 2009).
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Figure 1 - Do you continue to support the learner's first/home language development in your school?


Yes	No	Other	2	6	1	

Figure 2

Induction 12%	3	A buddy (Teaching Assistant or pupil) 13%	3	Translator support 13%	3	Welcome pack 4%	1	Pre-admission support 12%	0	Whole school assembly 4%	1	Initial Assessment 25%	6	Individual Education Plan 29%	7	Phased Start 0%	0	Other 0%	0	


Figure 3 - How do you promote inclusion of learners with EAL within the whole school? (Please select all that apply)



Include EAL within the school ethos	Whole school policy	Displays	Family intervention support	Access to in-class translator	Other	7	7	4	1	0	1	

Figure 4 - How are learners with EAL supported in your school? (Please select all that apply)


Individually	In pairs	In groups	Whole class	Other	7	2	4	2	0	

