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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.

Children with additional learning needs (ALN) is a phrase that incorporates a large breadth of different learning needs that children may have, with each learning need requiring different provisions and approaches in order to provide all children with the education they deserve. This is supported by the United Nations Convention on the Rights of the Child (UNRCR) cited in Unicef (2017) as they state that the government must do all they can to ensure that children develop to their full potential, whilst having a right to education that develops a child’s personality, talents and abilities to the full.  These rights are significant for all children with or without ALN; therefore, an inclusive approach to teaching children with ALN is paramount within schools. The Welsh Government (2009, 2018a) states that a child with an ALN is a child who has a learning difficulty or a disability which calls for additional learning provisions; furthermore, the child may have significantly greater difficulty in learning than the majority of other children the same age. Wales is currently undergoing changes in order to ensure that children with ALN are supported and included in education. The ALN Code for Wales is currently changing and in the Draft ALN Code for Wales the principles underpinning the new ALN system include: having a rights-based approach; early identification, intervention and effective transition planning; collaboration; inclusive education and a bilingual system (Welsh Government, 2018a). The introduction of the term ‘additional learning needs’ replaces the terms ‘special educational needs’ and ‘learning difficulties and/or disabilities’ which have been previously used (Welsh Government, 2018b). The ALN Code for Wales will go live in 2020 and will replace the Special Educational Needs Code of Practice for Wales (2004) by 2023 (Welsh Government, 2018b). The Welsh Government (2009) suggest that the term ALN provides a much wider scope than the term SEN in order to recognise the diverse and complex needs of individual learners using a more holistic approach. 
In order discuss an inclusive approach to support the needs of a particular group of pupils, a questionnaire was devised and sent to schools for practitioners to complete. Practitioners completing the questionnaire allows for the data gathered to support or counter evidence from research and policies already out there. The questionnaire was devised to gather information about how schools and teachers are inclusive in their approach to teaching children who are considered ‘more able and talented’ (MAT). Children deemed MAT were the chosen group because having all researched and shared information on a different learning need, the group felt that children deemed MAT are not given as much support as children with other ALN. Individually each person in the group was then to gather further information on MAT as an additional need in order to start the process of creating questions. This process is supported by Cohen, Manion and Morrison (2011) as they suggest that gathering questions allows the researchers to anticipate the type and ranges of responses that the questions posed are likely to elicit. By doing this the group began to decide what questions were suited to the purpose of the questionnaire and how questions could be asked appropriately to gather the information needed. The questionnaire devised included both open and closed questions in order for the practitioners answering the questions to be able to provide more information on their own terms. Cohen, Manion and Morrison (2011) support this type of questionnaire as they state that a semi-structured questionnaire containing open and closed questions can be a powerful tool that sets an agenda but does not presuppose the nature of the response. The questionnaire used a range of different question types. However, using Likert scales may have not allowed for the best results in some cases. This is supported by Cohen, Manion and Morrison (2011) who suggest that Likert scales can give crude statistics as words can be interpreted differently making some data ambiguous. For example, one respondents ‘agree’ could be another respondents ‘strongly agree’. The outcome of the results may have also been biased as the majority of the respondents to the questionnaire where from Pembrokeshire despite sending the questionnaire to schools from five different localities (Graph 1). This may have affected the results as different localities may have different policies in place in relation to MAT learners. The questionnaire was completed to adhere with the Government Data Protection ACT (2018), BERA (2018) guidelines, EWC Research guidelines and the University Research guidelines to ensure that the research was ethically low risk. The data gathered was anonymous and participants were informed of relevant information in an accompanying letter which discussed the purpose of the research being undertaken. Graph 1

Despite the term ALN being used to incorporate a wider breadth of learning needs, the Draft ALN Code for Wales does not consider children who are MAT to have an ALN. The Draft ALN Code for Wales states that children who are considered more able and talented (MAT) do not have ALN on the basis of their enhanced ability or talent; however, children deemed MAT also require enhanced opportunities and challenge in order to reach their full potential (Welsh Government, 2018a). Therefore, not including children who are deemed MAT in the Draft ALN Code for Wales has surprised many practitioners as MAT children require enhanced learning opportunities and provisions for them to achieve their potential in a similar way that children with other ALN require provisions and enhanced learning opportunities. Despite practitioners being surprised about the non-inclusion of MAT pupils in the Draft ALN Code for Wales, results from the questionnaire showed that all schools have a co-ordinator for MAT pupils and the majority have a school policy for MAT pupils (Graph 2). Co-ordinators and policies would suggest enough is being done to support MAT pupils as DCELLS (2008) state that a MAT co-ordinator should be supporting MAT pupils with strategies to develop and enhance their self-esteem. However, despite schools having MAT co-ordinators and MAT policies Estyn (2018a) found that only a few schools provide well for MAT pupils to enable them to achieve their potential. Graph 2
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The Welsh Government (2018a) suggest that the term ‘more able and talented’ encompasses learners who are more able across the curriculum, as well as those who show talent in one or more specific areas. The Welsh Government (2018a) also state that a child who is deemed more able and talented could have ALN as they may be proficient in one part of their education but have a significantly greater difficulty in learning than the majority of others of the same age in other parts of education. Such statements are contradictory, as one suggests a child should be more able across the curriculum to be deemed MAT, whilst the other suggests that a MAT child may be very proficient in just one part of their education. Regardless of this, a child who is deemed MAT and has ALN is known as ‘dual exceptionality’ as they are MAT but also have one or more learning difficulties (Buttriss and Callander, 2005). Identifying a child as MAT who has ALN is more difficult; as a result of this it becomes more difficult for that child to achieve their potential in relation to their given ability or talent. This is supported by Buttriss and Callander (2005) as they suggest identification is more difficult, resulting in pupils becoming frustrated as their opportunities to achieve are constrained. This can then also lead to negative or disruptive behaviour. 
 The questionnaire results showed that the practitioners between them had twenty MAT pupils in their classes; however, a following question about the MAT pupils having other needs suggested that they only had ten pupils (graph 3). Despite ten pupils not being accounted for, it is clear that dual exceptionality is present in many schools (graph 3).
Nevertheless, children who are deemed MAT may suffer in education just as other children with ALN do. Teachers struggle to deal with the demands of educating classes of children of differing abilities, whilst also trying to ensure every child in that classroom has the resources available to reach their full potential. This is supported by Lee-Corbin and Denicolo (1998) who suggest that presenting challenges and motivating children who are MAT can be a headache for a teacher within a mixed-ability classroom. Despite children who are MAT not being part of the Draft ALN Code for Wales, their situation in a classroom is no different to the children who are included under the ALN umbrella in that document. The Welsh Government (2018a) suggest that the Draft ALN Code for Wales will allow children with ALN to be identified early, meaning that planning support for them will enable them to overcome barriers they may face and achieve their full potential. However, pupils who may be deemed as MAT also face many barriers during their time in education; therefore, they should also be identified early so that support can be given to ensure they achieve their full potential. Children deemed MAT are often overlooked in a classroom as a teacher tries to close the gap in attainment and caters for the needs of other children; furthermore, a child deemed MAT who is under-achieving may still be on par with the average child (Lee-Corbin and Denicolo, 1998). Therefore, the child is still likely to be achieving the expected attainment levels for their age. Graph 3

The Department for Children, Education, Lifelong Learning and Skills (DCELLS) (2008) state that there is no universally agreed definition of pupils who are deemed MAT; however, descriptions vary with the words genius, gifted and bright used often. In Wales the term MAT is used to describe pupils who require opportunities for enrichment and extension that go beyond the normal cohort of children (DCELLS, 2008). DCELLS (2008) suggest the term more able encompasses pupils who excel across the curriculum, whilst the talented aspect encompasses children who show talent in areas and strengths in leadership, teamwork and entrepreneurial skills. With the term MAT encompassing not only children who deemed to be academically able, it has links to Gardiners multiple intelligence theory. Gardener and Clark (1992 cited in Lee-Corbin and Denicolo 1998) suggested that intelligence was multi-dimensional which could incorporate a range of aptitudes or intelligences, learned skills and knowledge, motivations, interests, attitudes and dispositions which could make it possible for someone to succeed in a given occupation or vocation. Despite the term MAT incorporating children who are academically able and/or talented, Estyn (2018a) state that schools emphasise on provisions for ‘more able’ pupils than they do for ‘talented’ pupils. The response from the questionnaire also supports this view as the statistics gathered showed that generally children who are deemed MAT are both ‘more able’ and ‘talented’, whilst only one respondent said the child deemed MAT was just ‘more able’. Despite the majority of children being deemed both ‘more able’ and ‘talented’, half of the respondents believe that their school supports ‘more able’ children better than ‘talented’ children (graph 4). This implies that schools are supporting children academically but not giving children the best opportunity to achieve their full potential regarding whatever their talent may be. Graph 4

Inclusivity for a teacher means that they are able to set suitable learning challenges, respond to children’s diverse needs and overcome potential barriers to learning and assessment (Buttriss and Callander, 2005). Being inclusive is essential when teaching children whatever their needs may be; as the inclusivity of lessons can have a large impact on a child’s social and emotional well-being. Social and emotional needs of children should be at the heart of education because children who are unhappy or unsettled will not flourish in school and are unlikely to make best use of their learning experiences, meaning that they are likely to underachieve (Wallace et al. 2010, p. 33). Despite society assuming MAT pupils have little to worry about because they are deemed ‘more able’ or ‘talented’, they have needs that must also be met to ensure that they can achieve their maximum potential.  This is supported by The Freeman studies (1971, 1991 cited in Lee-Corbin and Denicolo, 1998) as they found that some children that were deemed MAT did not achieve their potential due to a lack of emotional support.
The DCELLS (2008) suggests that schools should ensure that they develop an ethos which challenges the negative stereotype surrounding MAT pupils; using effective pastoral systems their personal, social and emotional needs can be met, ensuring that they have the best possible chance of achieving their potential. With the needs of the child being met it is then the determination and stamina of individuals, together with life experiences and appropriate opportunities provided that will bring the potential ability and talents to fruition (Wallace et al. 2010, p. 3). Despite schools having MAT co-ordinators as seen in graph 2, the research gathered from the questionnaire also found that practitioners tend not to support MAT pupils using interventions for their well-being (graph 5). Unfortunately, this may be linked to pressures on schools to achieve certain test scores as Aggleton, Dennison and Warwick (2010) state that some high-performing schools achieve success at the expense of the emotional well-being of some of their pupils. 
Despite some children being deemed as MAT and perhaps finding their work easier than others, many MAT pupils suffer with a lack of self-esteem and confidence. This is supported by Wallace et al. (2010) who suggests that MAT pupils suffer with a lack of self-confidence and self-worth, as they may be in a non-supportive environment because they are deemed to be ‘more able’ than other children in the class, meaning that they receive less support throughout lessons. To be inclusive of MAT pupils they must also receive support within lessons to achieve their maximum potential and avoid suffering of a lack of self-esteem. This links to Maslow’s Hierarchy of Needs (1954, cited in Wallace et al. 2010) as Maslow suggests that feeling good about oneself is an essential component of our social and emotional well-being. MAT pupils have low self-esteem they often feel different to other children and have a poor opinion of their ability which in turn leads to a negative attitude to learning (Buttriss and Callander, 2005, p. 53). 
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MAT pupils may struggle within education socially as their MAT status could mean that they spend time out of the classroom, completing work alone or in small groups. This can have a detrimental effect on a child’s social relationships growing up as they may end up spending time away from their peers. Freeman (1991 cited in Wallace et al. 2010) supports this as he tracked the development of children identified as MAT; he describes that some children deemed MAT felt that they stood out as different from their peers and they found it harder to make friends. Whilst differentiation within the classroom is essential for children to reach their potential and be challenged, singling out groups of children can have a negative impact on their social development. If a child is struggling socially, then their self-esteem and their need to feel accepted will decrease. Furthermore, this can impact on their education and their motivation to learn. This is supported my Maslow’s (1954 cited in Glazzard et al. 2015) Hierarchy of Needs as he suggests that that if a sense of belonging is lacking then it will severely affect a child’s self-esteem. 
If children are unmotivated to learn and work, then behavioural problems may become an issue with that child. A MAT pupil may be unmotivated to work because the work is not challenging enough or because they feel they are missing out on some social aspects of being involved with other children. It is important to get to the root of the behavioural problems with the child so that the behaviour can be addressed in the appropriate way. If a child is unmotivated to work due to lack of challenge, then this can be managed through a means of modifying tasks and activities (Glazzard et al. 2015). When dealing with a pupil who is struggling with their behaviour a teacher must remember not to use negative language towards a pupil as this will only deter the situation and give a child less confidence and motivation to do the work. Glazzard et al. (2015) supports this as they state that a teacher should be a positive influence and that negative language will not support or enhance a child’s self-esteem. 
Including MAT pupils in the classroom and meeting their needs can be done by using relatively simple strategies (graph 5). Although using the National Curriculum can provide differentiation it can sometimes restrict MAT pupils (Lee-Corbin and Denicolo, 1998). Differentiation is evident in all classrooms and is a common method of being inclusive to MAT pupils (Graph). Differentiation can be provided by changing the level, pace, complexity and depth of the task (Buttriss and Callander, 2005). 
Providing extensions in work for MAT pupils is also an inclusive approach (graph 5). Providing an extension may involve asking further questions that challenge the pupils so that they can gain a greater understanding of a topic. This is supported by the DfEE (cited in Buttriss and Callander, 2005) as they state that an extension should raise the complexity of curriculum content and involve pupils in using higher order thinking skills to develop their understanding. In order to achieve higher order thinking skills a teacher can use Bloom’s taxonomy to challenge their MAT children.
By being inclusive of MAT pupils, there is potential that the opportunities and provisions given to them may be of use to other children. As Wallace et al (2010) suggests that providing rich and varied opportunities can allow for all pupils to discover their gifts and talents through use of enriched and extended provisions. Whilst the DCELLS (2008) suggest that there is no universally agreed definition of pupils who are deemed MAT, Gagné (1991 cited in Lee-Corbin and Denicolo) saw ability in terms of potential which could only become a talent if catalysts such as teacher support or provisions are available. Buttriss and Callander (2005) also support this as they suggest that one of the most important aspects in terms of providing provisions for MAT pupils is to provide it in an environment that challenges them but, is also supportive and enjoyable at the same time. By being inclusive, a teacher must remember that MAT pupils are no different to any other children. MAT pupils like any other child, will also thrive in an environment that is caring and allows them to be themselves (Buttriss and Callander, 2005). By being inclusive of MAT pupils and providing them with the provisions they require to be successful, provisions are then naturally enhanced for all children to reach their potential. This is supported by Estyn (2018a) who state that in schools where MAT pupils achieve particularly well, all pupils tend to achieve high standards. 
By being inclusive in education, the opportunities should arise for children to reach their potential. However, when children underachieve there is normally more that one single cause for their underachievement (Wallace et al. 2010). In order to help MAT pupils achieve their potential, Wallace et al. (2010) state that most schools have appointed coordinators who are responsible for identifying and monitoring the development of MAT pupils. This is also supported by evidence gathered from the questionnaire (graph 2).
Some schools struggle to cater for MAT pupils because of their learning styles and the way that they think is different to standard school culture. This is supported by the Department for Children, Schools and Families (cited in Wallace et al. 2010) as they suggest that schools can be more inclusive by developing a wide range of pedagogical strategies that will enhance teaching and learning across a wide range of cultures, thinking styles and interpersonal interactions. 
MAT pupils require additional support to achieve their potential but, it is not always possible in a classroom environment to ensure that they receive the contact time needed. It can therefore be beneficial to try and build some parental support. This is supported by Bloom’s (1985 cited in Lee-Corbin and Denicolo, 1998) research as he suggests that parents are crucial to the enhancement of ability. However, care must also be taken not to apply to much pressure on a child as it may result in some emotional problems for the child and result in under-achievement. A teacher can try to gain the support of parents by showing them the value they can have. Fortunately, as teachers and parents generally work towards a common goal which is for the child to achieve, it is normally quite a harmonious situation (Lee-Corbin and Denicolo, 1998). On the other hand, unfortunately some MAT pupils may struggle with motivation or support from home with regards to achieving their potential. Sometimes the child’s aspirations may be low because their family have a lack of experience in education or the child and the parents may both lack knowledge of career opportunities (Wallace et.al 2010). Such problems may lead to the child to becoming unmotivated as they may perceive school learning as irrelevant to life, especially if their family have had negative experiences of school themselves. In this situation it is perhaps even more important to be inclusive and build relationships with the child’s family to support them in supporting their child’s academic abilities or talents. This is supported by the Department for Education and Schools as they suggest that schools should communicate with home to ensure that learners are safe, healthy, enjoying their learning and are achieving well (Wallace et al. 2010, p. 14). Estyn (2018b) also support this as they state schools should communicate effectively with parents so that they know how they can support the education of their more able or talented child. However, unfortunately Estyn (2018b) also informs that many schools do not pay enough attention to engaging parents of MAT children to be partners in their children’s learning.
Teachers are under increasing pressure to meet the needs of every child in the classroom as budgets decrease and support staff are becoming a thing of the past. Furthermore, it is apparent that the needs of MAT pupils have not been met recently as Estyn (2011, 2018b) state that most MAT pupils are not challenged enough and provisions vary too much across Wales. Estyn (2011, 2018b) further support this as they also state that support from local authorities to develop provisions for MAT children have been inconsistent and received little attention in recent years. Additionally, the lack of support from local authorities means that schools are then unclear on how to be inclusive of all pupils whilst also meeting the needs of MAT pupils who may require extra opportunities or provisions to achieve their potential (Estyn, 2018b).
Meeting the diverse needs of a classroom is not a simple job for any teacher. However, at the core of meeting the diverse needs of a classroom, children must feel valued and comfortable in their learning environment. Meeting a child’s social and emotional needs are at the forefront of helping a child achieve their potential. Maslow’s (1954, cited in Wallace et al. 2010) hierarchy of needs supports this as he suggests that children need to feel safe, loved, accepted and good about themselves before they can self-develop. Nurturing a child’s emotional development is essential because without feeling those common needs the child will struggle to develop feeling of self-worth. Unicef (2017) support this as the rights of a child state that whilst every child has a right to education, education is intended to develop the child’s personality, talents and mental and physical needs to their fullest abilities. An inclusive approach to learning is also supported by the Well-being of Future Generations Act, as the aim is to improve the social, economic, environment and cultural well-being of Wales (Welsh Government, 2015). By improving those aspects of well-being, children’s needs can be met as Wales aims to achieve a more equal Wales, where society can fulfil their potential no matter what their background or circumstances (Welsh Government, 2015). Being inclusive and ensuring a child has the provisions and support available to reach their full potential is not only good practice but essential as it links to the rights of a child which states that as much as possible should be to ensure the development of a child (Unicef, 2017). 
Despite research from Estyn (2011) showing that education for MAT pupils has not been fully inclusive, it is becoming clear that there is an increased emphasis on the need for education to be inclusive for all learners. This is supported by Donaldson (2015) as a principle of Successful Futures is for the curriculum to be inclusive, encompassing a high-quality education for every child. Donaldson (2015) suggests that Successful Futures will be inclusive as children will be able to all progress along the same continuum regardless of any learning needs they may have. Furthermore, all children have needs that need to be met to ensure that they feel like they are learning in an inclusive environment. Children regardless of their physical, intellectual, social, emotional or linguistic conditions including both disabled and gifted children should be accommodated by schools (United Nations Educational, Scientific and Cultural Organization, 1994, p. 6). 
Unfortunately, the demands on schools to deliver average attainment results seemed to be a priority at the expense of children’s well-being. However, education is not just about a child’s attainment, as Ofsted (2009, cited in Aggleton, Dennison and Warwick, 2010) state, schools must support the needs of children beyond attainment as they have a statutory responsibility for the well-being of pupils. With this in mind, by being inclusive of all children’s needs is essential in order for them to achieve their potential. 
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How Practitioners Support and Challenge MAT Learners

Series 1	Extra Curricular Activities	Independent Tasks	Questioning	Extension Tasks	More Challenging Work (Differentiation)	Self Assessment	Interventions for Well-being Support	High Quality Feedback	Assessment for Learning	Other	2	6	3.5	5	6	0	3	5	1	Series 2	Extra Curricular Activities	Independent Tasks	Questioning	Extension Tasks	More Challenging Work (Differentiation)	Self Assessment	Interventions for Well-being Support	High Quality Feedback	Assessment for Learning	Other	Series 3	Extra Curricular Activities	Independent Tasks	Questioning	Extension Tasks	More Challenging Work (Differentiation)	Self Assessment	Interventions for Well-being Support	High Quality Feedback	Assessment for Learning	Other	Ways of Supporting or Challenging MAT Learners


Number of Practitioners



The Number of Respondents from
 each Local Authority

Local Authority	Pembrokeshire	Carmarthenshire	Bridgend	4	1	1	Local Authority


Number of Respondents



Does your school have any of the following?

Does your school have any of the following?	MAT Co-ordinator	MAT School Policy	Both	None	1	0	5	0	

Which of the following apply to any of your MAT pupils?

Column3	ALN	English Additional Language	Eligible Free School Meals	Medical Issue	None	2	3	2	1	2	Different Needs


Number of Children



More is done to support the 'more able' than the 'talented' - To what extent do you agree?

Sales	
Strongly Agree	Agree	Neither Agree or Disagree	Disagree	Strongly Disagree	1	2	2	1	0	

2

