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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.

At this present time, schools within Wales comply with the Special Educational Needs (SEN) Code of Practice for Wales (Welsh Government, 2017). Following this Act ensures that schools within Wales support individuals with learning difficulties who require further provisions to overcome barriers to learning. However, the Welsh Government highlights its vision for Wales “is for a fully inclusive education system where all learners have equity of access of education that meets their needs” (WG, 2017, p.1). Therefore, the proposal of the forthcoming Additional Learning Needs and Education Tribunal (Wales) Act will replace the current Act, requiring schools to propose an inclusive education that is provided to all learners with Additional Learning Needs (ALN) (WG, 2017). This transformation will encompass a legislation framework which will become accessible to individuals between the ages of 0-25 years. Further assessments, planning and monitoring will commence by services working in partnership (National Assembly for Wales, 2016). In this manner, the advocacy of an inclusive curriculum should ensure participation alongside providing high expectations to maximise the individuals’ achievements (Glazzard et al., 2015). Thus, the overall aim is to provide a curriculum that meets the needs of individual learners despite any ALN.   

The establishment of the word ALN accredit learners with both learning or physical disability (WG, 2017). In summary, the proposal of the new Act will target learners who’s needs are greater than their peers as well as individuals with a disability which has been recognised under the Equality Act 2010 (National Assembly for Wales, 2015; WG, 2017). One aspect of ALN is English as an Additional Language (EAL). According to Conteh (2015), the term EAL refers to individuals who present a range of cultures, knowledge and experiences within a classroom. Intensive support is particularly undertaken for learners from ethnic backgrounds as a result of individuals requiring additional support to develop their language skills as they are at a risk of underachieving (WG, 2016). Nevertheless, learners with EAL should not be classified purely from ethnic backgrounds (National Association for Language Development In the Curriculum, 2015). Currently, there are 34,540 individuals in Wales who have been classified as EAL which has continued to rise over the years (WG, 2018). Notably, these statistics suggest that a number of EAL learners are present in most mainstream classrooms. Further statistics highlighted by Department for Children, Education, Lifelong Learning and Skills (2016) suggest that one in ten of the population in Wales come from an ethnic background, hence, teachers need to consider the challenges that they contend in order to assist their learning. 

It is important for all schools to note that learners with EAL may require additional support but may not necessarily have ALN (WG, 2017). Primary research adheres to this with figure one highlighting that the majority of respondents suggest that there is a lower proportion of ALN within learners with EAL. The different response rates of the questionnaire underline that learners with EAL are a diverse group of individuals which will require a variation in the level of support received. Subsequently, five new models have been developed to determine their severity: new to English, early acquisition, developing competence, competence and fluent (DCELLS, 2016). At this present time, statistics remain high within all stages, with figure two emphasising that stage C (developing competence) is the most prevalent stage (WG, 2018). Estyn (2016) suggests that schools require a whole school approach that demonstrates celebrating diversity in order to provide an inclusive education to all learners.
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Celebrating diversity can be achieved by schools and local authorities tailoring their cultures and policies to incorporate every individual (DCELLS, 2016; Glazzard et al., 2015). As emphasised by Donaldson (2015), individuals have the entitlement to education and views of every learner should be considered from the standpoint of the United Nations Convention on the Rights of the Child (UNCRC). Many schools across Wales respect the learners’ values by promoting Articles two, twenty-eight and twenty- nine, known as Right Respecting Schools (United Nations International Children’s Emergency Fund, 1989). As observed during Professional Teaching Experience (PTE), it has been highlighted that learners should have the access to the national curriculum and equal opportunities should be provided for these individuals to achieve their potential. Primary research suggests that the use of the schools’ ethos and policies is a prominent method of immersing learners with EAL in their setting. Hence, learners with EAL should not be viewed negatively due to their race or background. In this case, knowledge and understanding of the learners’ culture should be achieved which may avoid stereotyping (Mistry and Sood, 2015). This is a requirement in the Qualified Teaching Status (QTS) of S1.1 as practitioners need to understand “everyone’s learning needs, maximising potential and demonstrating commitment” (WG, 2009, p.10). Yet, misconceptions continue to arise within educational settings as Conteh (2015) recognises that teachers often provide inadequate support to learners with the belief that learners with EAL will develop their English skills by being immersed in the language. Consequently, this assignment will underpin how an inclusive learning environment can be achieved in order to overcome barriers to learning for learners with EAL. 

Alongside secondary research, the methodology of a questionnaire was used to collate primary data. The proposal of a questionnaire provided opportunity to receive information with a focus on how an inclusive education is provided, outlining provisions held to overcome barriers to learning within mainstream education. A questionnaire is an effective way to conduct research as it is a functional way to obtain large amounts of information (LeLoed, 2018b). Nonetheless, Gillham (2007) recognises the difficulties of a questionnaire as respondents cannot express their views proficiently in writing and may misinterpret each of the questions asked. Despite this, undertaking a pilot study prior to sending questionnaires out to schools was produced in order to ensure that the respondents understood the questions (LeLeod, 2018b). This intensified feedback on the design and terminology used in the questionnaire by encouraging responders to be critical, which resulted in a few changes being made. Providing a covering letter alongside the questionnaire was essential in order to address the purpose of the questionnaire. This highlighted that the respondents’ confidentiality was sustained by complying by the university guidelines and the General Data Protection Regulation Act (2018) (WG, 2019). 

Positively, using an online methodology initiated immediate responses which could be analysed, contrasting to paper based questionnaires (Watt et al., 2002). Altogether, a total of fifty-seven questionnaires were distributed to schools across South Wales with a correspondence rate of 16%. On reflection, it is thought that a small response rate was due to a lack of time provided and the shortfall of questionnaires delivered by hand. Bohns (2017) recognises that requests made by person is thirty-four times more successful than the compliancy rate of sending a request through email. Effectively, it is believed by the group that this method of delivery facilitated the high response rate from school located in Swansea. This is as a result of hand delivering the questionnaire to three schools previously appointed as our placement schools for our PTE. As implied by Burton et al (2008), building trust and relationships is the foundation of this process to achieve respondents. Effectively, it has been recognised that the information analysed from the questionnaires will be biased from the view point of schools within Swansea County Council, with 67% of respondents working within. 

The structure of the questionnaire was composed to include twenty-two questions in order to ensure that the time taken to complete the questionnaire was manageable. Several closed questions were used in the questionnaire in order to receive qualitative feedback that could be compared. This was mainly delivered through the use of a Likert scale to discourage the use of a frim answer (Burns and Grove, 1997). Yet, Valerie et al. (2012) disputes the use of a mid-point within a rating scale as this provides respondents the opportunity to neither show their agreement or disagreement. Consequently, the validity of these responses may be unreliable with respondents providing answers which are social desirable answers, responses seen to be socially acceptable (Kaminska and Fulsham, 2013). Opposingly, LeLoed (2018b) remarks that providing a significant number of closed questions minimises the quality of responses as they cannot express their views. In consequence, a number of open ended questions alongside closed questions were used to allow respondents to express their views in their own words which gained a deeper understanding of EAL (Valerie et al., 2012). However, unlike the use of closed questions, one respondent declined to provide additional information to the prior question, by writing “no” in the box provided (see appendix one). Ultimately, research by Valerie et al. (2012) suggests that respondents favour the use of selecting an answer than provide a written response as written responses require a greater investment of time. 

The topic of EAL was elected as studies expect learners with EAL to rise, emphasising that the support provided will be permanent within mainstream education (WG, 2015a). According to National Association for Language Development in the Curriculum (2015), the potential progression rate from stages A to stage E is ten years. In this case, developing our own knowledge and understanding of EAL was found essential with learners with EAL are found within most mainstream classrooms. Furthermore, identifying learners’ level of attainment and supporting learners with EAL is a professional conduct highlighted in two QTS standards: S3.2.5 and S3.3.5. Brentnall (2015) declares that 38% of trainee teachers are unable to find evidence against these standards which could impact their teaching to learners with EAL as a result of no prior experience. Fulfilling these standards during PTE has been found difficult due to a shortage of support, diminishing the use of an inclusive approach. Contrastingly, the Welsh Government (2009) acknowledges that practitioners are not required to teach learners with EAL to achieve these QTS standards. 

Despite the shortfall of respondents, the feedback received was reliable with 100% of responders identifying one or more learners with EAL within their class. Prior group predictions expected teachers who have experienced supporting learners with EAL are likely to have greater confidence than those who have not. Ultimately, analysing the data received suggests that there is no correlation between the respondents’ experience and their confidence when supporting learners with EAL (see figure three). Nevertheless, one responder being a Teaching Assistant (TA) alleged that she was very confident when working with learners with EAL despite the lack of experience. Observations from PTE suggests that learners with EAL require one to one support which can develop their confidence. Through one to one support, the TA developed a deeper understanding on different strategies to help the learner with EAL. The Institute of Education (2009) adheres to this as the role of a TA alongside the classroom teacher can positively affect the learner having opportunity to aid their learning and social development. Responses from question fifteen suggests that 78% of respondents believe that supporting the learners individually is effective. Nevertheless, the learner should not become dependent on the support provided by the TA (Crosse, 2007). However, due to the shortfall of respondents, this response can be viewed as unreliable as it does not provide a holistic view of TA’s working with EAL, hence, additional responses from a range of roles is required. Yet, further improvements to ensure that every practitioner is very confident has been outlined in the forthcoming Act by the Welsh Government (2017) which advocates that practitioners will be provided the sufficient skills to support individuals with EAL. With this skills and knowledge, practitioners will be able to support learners with EAL within an inclusive environment (DCELLS, 2016). 

Figure 3: 
Respondents’ confidence based on years of experience supporting learners with EAL
	
	Years of experience supporting learners with EAL (years)

	Level of confidence 
	Less than 1
	1-2
	2-3
	3-4
	5+

	Very unconfident
	0
	0
	0
	0
	0

	Unconfident
	0
	0
	0
	0
	0

	Neither unconfident or confident
	1
	0
	0
	0
	3

	Confident
	0
	0
	0
	0
	4

	Very confident
	0
	1
	0
	0
	0



Providing a holistic approach for inclusion within schools comes as a result of effective training and support proposed to members of staff (Welsh Assembly Government, 2008). Analysing primary data suggests that the majority of respondents receive training from their local authority (see figure four). Despite the shortage of funding received by schools, the delivery of funding received by the Welsh Government can reduce the teachers’ responsibilities by the employment of EAL specialists and bilingual TA’s (WG, 2017). As emphasised by Crosse (2007), bilingual TA’s can support learners whilst in education, having the ability to interpret what is being said. Positively, administering this support can allow learners with EAL to be included in mainstream education which could positively affect their outcomes with support in provision (WG, 2016; WG, 2017). Additional research into supporting meeting learners needs identified provisions funded by the Welsh Government. The Ethnic Minority Achievement Unit (EMAU) supports 1,500 learners of EAL, providing £1.2m to schools within Swansea County Council (Swansea Council, 2018). Despite this, the Welsh Government (2014) suggests that funding received by schools is diverse as a result of schools receiving funding adjacent to the number of learners with EAL within their school. Analysing primary data suggests that only one respondent receives funding from the Welsh Government with 56% of respondents unaware of the funding received. Thus, acknowledging the support provided to schools was found difficult as a result of the use of closed questions throughout.
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Further accessible training indicated by 22% of respondents was received by their school. Responses from question nineteen discloses that respondents who receive training from their school are unsatisfied with the support achieved, compared to individuals receiving training from their local authority. This is in accordance with research by Armstrong et al. (2010) who suggests that teacher training strategies delivered by schools do not provide the necessary skills and knowledge. This has been considered as a result of training received is too theoretical, reducing the opportunity for practitioners to learn by observing other practitioners (Armstrong et al., 2010). Previous predictions anticipated respondents to be highly satisfied with the training received with a number of respondents demonstrating their confidence when working with learners with EAL (see figure five). Consequently, the British Council (2014) suggests that the absence of consistent support to practitioners is one of the factors that influence the large group of individuals with EAL. Arguably, the Welsh Government (2017) discloses that an ALN co-ordinator (ALNCos) in each educational setting will support practitioners alongside learners, similar to the current position of SEN co-ordinators. The role of the ALNCos can assure that an inclusive environment is provided by teachers being supported and learners’ needs are met (WG, 2017). However, observations from PTE further acknowledges that the shortage of training is also inadequate in special school provisions.
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An inclusive environment can bridge the gap between attainment delivered by learners with EAL. Prior observations during PTE suggest that one factor effecting the learners’ achievements amongst those of ethnic minority backgrounds is as a result of living in poverty, particularly schools located in Swansea. As recognised by the Welsh Government (2016), learners who are living in poverty are at a disadvantage as a number of learners have not experienced prior education. Egan (2013) suggests that poverty and attainment are interlinked as living in poverty can disadvantage learners by up to one school year. In this case, the Welsh Government (2015b) aims to increase attainment shown by providing schools a Pupil Deprivation Grant (PDG), administrating above £1000 per learner. This encourages a whole school approach, providing sufficient support to learner with EAL as the Welsh Government (2010) emphasises that learners should not be at a disadvantage as a result of living in poverty. Further findings by DCELLS (2016) highlight that additional funding for parental engagement activities is provided by the PDG, encouraging the involvement of parents within their children’s education which can positively affect the learners’ well-being. 

Moreover, Pim (2012) recognises that alternative factors being social and emotional development may influence the individuals’ disengagement in education, putting them at a risk of social exclusion. As a result, learners who present these factors often show poor behaviour, often unattended school and are at a high risk of being bullied as they are vulnerable (WG, 2016). Responses from question sixteen detail a range of levels of attainment achieved by learners with EAL which may come as a result of many factors affecting their learning. Nevertheless, the majority of learners with EAL are advanced in other areas of learning other than English. The British Council (2014) suggests that the learning of subjects is likely to become inclusive when the learners’ interest and their level of attainment are acknowledged. However, providing activities that are appropriate can be found difficult by practitioners with a diverse group of learners taught. Therefore, learners with EAL may find it difficult to learn English as they are not able to apply their interest and prior knowledge to the subject (Cummins, 2001). 

Further analysis discloses that a number of learners with EAL perform well in mathematics as respondents demonstrate that this is one of their highest attaining areas of learning. The Bell Foundation (2017b) suggests that this is as a result of mathematical symbols being universal, therefore, learners with EAL should not be considered as poor attaining within all subjects. Grosjean (2010) complies with this as he suggests that bilingual learners outperform monolingual learners in a number of cognitive tasks. Thus, an inclusive environment can be achieved as a result of learners provided challenging but attainable goals (Hattie, 2012). On the contrary, feedback provided by one respondent recognises that this question requires to identify the attainment of one particular learner with EAL (see appendix two). In this case, the validity of this question may be unreliable as it does not highlight the attainment of majority of learners with EAL. On reflection, revision suggests that further considerations to provide a level descriptor would have encouraged accurate results as practitioners’ contrast in views. Likewise, considerations to identify the learners’ stage of EAL would have enhanced the research gathered, allowing us to compare individuals categorised at the same stage. 

Responses from question ten detail a range of ways used to provide inclusion to learners transitioning between schools (see figure six). This graph implies that 67% of respondents provide an initial assessment to learners with EAL. Glazzard et al. (2010) reinforce that initial individualised assessments are beneficial as practitioners acknowledge the support required for learners to overcome any barriers of learning. Crosse (2007) claims that providing an inclusive environment should commence immediately, as he suggests that learning cannot take place when learners are unhappy in an environment. The well-being of learners with EAL is important as The Bell Foundation (2017a) suggests that several learners have been forced to seek refuge for several reasons. Likewise, the QTS of S2.4 emphasises that practitioners should identify factors affecting their learning, thus, provisions to develop their well-being is critical if required. Maslow’s (1943) theory of hierarchy of needs adheres to this as he suggests that learners are required to achieve their basic needs of psychological and safety prior to progressing to higher level of needs (McLeod, 2018a). Effectively, outcomes of this assessment can produce an Individualised Education plan (IEP). 78% of respondents suggests that this method is used which allows the individual with EAL and their parent or guardian to express their emotions, beliefs and opinions, allowing them to appeal if required (WG, 2017). Vygotsky (1978) highlights within his theory of Zone of Proximal Development (ZPD) that learners are required appropriate assistance to allow learners to achieve a task. Therefore, through the use of an IEP, an inclusive environment will be achieved as the practitioner can support the learners’ ZPD by scaffolding their learning, providing a superior other or allowing the individual to work in a group (Vygotsky, 1978). 
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Moreover, parental engagement has a significant effect on the learners’ academic performance (DCELLS, 2016; WG, 2017). Responses from question twenty reveal a range of strategies used by schools to promote parental engagement (see figure seven). The most prominent method highlighted was the use of a translator and letters sent home in the learners’ first language which provide inclusion for the parents and learner. Positively, parental engagement can develop the learners’ attainment as the Welsh Government (2016) suggests that parental engagement has six times more influence on the individuals’ attainment than the influence of schools. Notably, respondents demonstrated that practitioners lack confidence when communicating to parents of learners with EAL (see figure eight). It is suggested that parents are not provided the sufficient amount of support which one respondent demonstrated the support provided to parents are “next to none” (see appendix three). Crosse (2007) suggests that parents being aware of the different strategies used can allow them to support the learning of their child, allowing them to support their learning which can only be delivered through the use of communication. 
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Responses from question twelve (see figure nine) confirm that the use of visual learning aids to be the most beneficial strategy to support inclusion for learners with EAL. As implied by Mistry and Sood (2015), practitioners need to be mindful planning for activities for learners with EAL, identifying which resources they will use to support their learning by considering the learners cultural, linguistic and educational needs. This has been supported by Woods (2013) who suggests that learners with EAL should have the opportunity to learn independently and practitioners should only provide support when required. Common examples of visual learning aids identified in question thirteen were pictures and interestingly, one responder highlighted the use of Makaton (see appendix four). According to The Makaton Charity (2015), Makaton helps learners with EAL as this helps them understand what has been said. On the contrary, 22% of respondents believe that audio as a learning type is the most beneficial strategy for learners with EAL. Although these respondents did not list examples of the auditory strategies used, secondary research suggest that auditory strategies are beneficial as it enables learners to develop their language proficiency when listening to auditory above their level (EAL Teaching Strategies, 2018). In consequence, learners will develop their confidence to use English within the classroom, allowing them to become inclusive as a result of understanding frequent words. On the contrary, Jenkin (2018) suggests that learners with EAL develop a deeper understanding of English when it is written. Nevertheless, the different resources identified should be unique to the learner as resources should motivate learners (Mistery and Sood, 2015). This suggests that further respondents would have provided a holistic view of beneficial strategies used for a number of learners with EAL.
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Developing the learners’ first language alongside English is critical as Conteh (2015) suggests that language learning is a gradual process and therefore the first language should be supported. Cummins (2001) recognises within his Dual Iceberg Theory that learners are not required to learn a concept in both languages. Therefore, developing the learners’ first language will allow learners to apply their knowledge to help them achieve a task. It is important to recognise that only 22% of respondents disclosed that they support the learners’ first language which was extremely lower than anticipated which may have come as a result of lack of support provided to practitioners. These respondents highlighted that they promote the learners first language by using key phrases. Cummins (2001) recognises the importance of developing their first language is important for inclusion as he suggests that learners develop their language used for communication prior to developing their language used for education. This can develop the learners’ confidence as a result of the familiar use of language used (Crosse, 2007). Nevertheless, research suggests that learners of EAL outnumber individuals who do by three times, thus, a number of practitioners find it difficult to support the different languages spoken by learners with EAL (Conteh, 2015). Yet, as researched by Hall et al. (2001), learners with EAL are not necessarily fluent in both languages, thus, they need both languages to communicate. Consequently, introducing the learners second language will not interfere (Cummins, 2001; Garcìa, 2009). 

Overall, the method of triangulation of research has granted a deeper knowledge and understanding of learners with EAL in Wales. Having acknowledged barriers to learner that affect learners with EAL will encourage effective future provisions to commence to be performed by each member of the group, a requirement disclosed within QTS S1.1. Thus, future PTE will provide learners a “meaningful education which will foster independence and inclusion in society as a whole” (WG, 2010, P.3). Upon revision, further development of our knowledge could have been achieved in this field through the use of distributing a greater number of questionnaires by hand to other local counties, allowing us to compare the provisions in place for learners with EAL. However, above challenges, the British Council (2014) suggest that leaners with EAL provide opportunity for other learners to become aware and respect other cultures. This is beneficial as learners can become ethically informed citizens, proposed in the new curriculum by Donaldson (2015).
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Appendix

Appendix 1: 
Example of a response given to an open-ended question
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Appendix 2: 
Feedback highlighting improvements to the considered for the question focused on attainment 
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Appendix 3: 
A respondent highlighting the inadequate support provided to parents of learners with EAL
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Appendix 3: 
Responses provided to identify a list of strategies used which are beneficial for learners with EAL
[image: Screen%20Shot%202019-04-27%20at%2019.35.27.png]























Satisfaction of training provided to practitioners 


Not at all satisfied	Not so satisfied	Somewhat satisfied	Very satisfied	Extremely satisfied	0.22	0.22	0.45	0.11	

Transition of learners into schools 


Induction	A buddy	Translator support 	Welcome pack	Pre-admission support	Whole class assembly 	Initial assessment	Individual Education Plan	Phased start 	3.0	3.0	3.0	1.0	0.0	1.0	6.0	7.0	0.0	Method of provision 


Number of respondents 



Stratergies promoting parental engagement


Letters are translated 	Interventions in school	Induction meetings 	English language lessons	Translator	Online translator	Unsure 	3.0	0.0	2.0	0.0	5.0	2.0	1.0	Method of support 


Number of respondents



Level of confidence shown by practitoners communicating with parents/guardians of learners with EAL


Very unconfident	Unconfident 	Neither unconfident or confident 	Confident 	Very Confident 	0.34	0.44	0.22	

Beneficial learning stratergies for learners with EAL


Visual 	Audio	Kinesthetic	Reading/Writing 	0.78	0.22	

The proportion of ALN within learners with EAL

56%

Yes, same proportion of ALN within learners with EAL as monolingual learners	No, higher proportion of ALN within learners with EAL	No, lower proportion of ALN within learners with EAL	0.33	0.11	0.55	

Statistics of  learners with EAL in Wales


Stage A	Stage B	Stage C	Stage D	Stage E	6770.0	7070.0	9170.0	6725.0	4805.0	The different stages of EAL


Number of individuals 



Training recieved by practitioners 


The school	Local Authority 	Partnership programmes 	External companies	None 	2.0	5.0	0.0	0.0	2.0	Training provider 


Number of respondents 
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13. Please list the strategies you use to implement the learning with reference to the
previous question

9 Responses

T Name. Responses

1 anonymous No

2 anonymous Visual aids with English and polish translation
3 anonymous Visual prompt cards and cues

4 anonymous Pictures with home language and English.

5 anonymous Flash cards

picture and word vocabulary e.g. to show pencil, chair etc topic related

6 us
anonymou .
Sometimes a bit of Makaton, and visual demonstrations. Use the
7 anonymous
of the RWI program to aid early reading.
8 anonymous Vocabulary buiding starting with nouns

9 anonymous Picture books, catalogues
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23. Thank you very much for taking the time to complete the
questionnaire. If you have any further comments to enhance
our research then please provide them here.
4 Responses

[ ———

Attainment question only allows for one attainment
level to be recorded. | have 2 EAL learners of

anonymous completely different acadentic abilties and
therefore this question is far too generic and
cannot be accurately recorded
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20. What support is provided to parents/guardians of learners
with EAL within the school?

9 Responses

IDT  Name Responses
Letters sent home are translated’, Induction
anonymous ;
meetings °]
2 anonymous ['Via translator’]
3 anonymous ['Letters sent home are translated’Via translator’]
Letters sent home are translated’,‘Induction
a anonymous ;
meetings °]
5 anonymous ['Unsure "]
6 anonymous [translator if available '
['Next to none. Some parents use their own
7 anonymous :
translator devices on phones.’]
8 anonymous ['Via translator’,"Via online translator °]

anonymous

['Via translator’]





