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One of the most impactful experiences for learners with SEND (special educational needs and/or disabilities)
is to have access to high quality, inclusive teaching. A significant proportion of the needs that teachers
encounter in the mainstream classroom can be met through High Quality Teaching. This means removing
barriers to learning, getting to know and understand individual learners, and ultimately bringing the graduated
approach to life.

The Whole School SEND consortium, hosted by nasen, has published a range of resources, research, and
review guides, which have been successful in supporting school-based professionals to improve inclusive
practice and learning outcomes in their setting. The Teacher Handbook: SEND was commissioned to
complement the existing resources and to answer a fundamental and recurring question: how can we, as
teachers, meet the needs of our learners with SEND?

The practical reality of classroom teaching is that creating an inclusive classroom environment, implementing
reasonable adjustments while planning to meet the needs of all learners is as much about a mindset as it is
about a skillset.

The handbook provides a digest of inclusive pedagogy alongside practical approaches for specific curriculum
areas, as well as understanding and removing barriers to learning that relate to specific areas of need or
support for transition between phases. A useful section on Intersectionality discusses the experience and
overlap of vulnerabilities.

When bringing an inclusive pedagogy to the classroom, the belief that optimising experiences and outcomes
for all learners is the role of all teachers. By collating the practical examples, the underpinning pedagogy and
legislative framework for SEND, the Teacher Handbook: SEND is an essential companion for all teachers.
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The approach we have taken to writing this handbook reflects the approach that is needed to embed inclusive
practice across schools - a shared vision and true collaboration, underpinned by professional challenge and
respect for everyompngisés strengths and exp

This handbook has been developed as a resource for teachers to use over time as they embed inclusive
practice in their classrooms: it is not intended that it is read cover-to-cover. It has been written for both
primary, secondary and specialist colleagues: teaching assistants, teachers, senior leaders and
headteachers. The handbook includes whole-school and whole-class approaches as well as subject-specific
and condition-specific guidance.

We have aimed to bring together, in one cohesive document, the perspectives of children and young people
and their families, teachers and support staff, subject specialists, special educational needs co-ordinators
(SENCOs) and other senior leaders, Headteachers, Educational Psychologists and specialist external
agencies, including speech and language therapists, occupational therapists, mental health workers,
physiotherapists and specialist teachers.

The graduated approach is the golden thread of this handbook, and will support all school staff in noticing,
and being curious about, the children and young people in their classes: their strengths and interests, times
when they are successful and times when they experience challenges to engagement and curriculum
accessibility. The graduated approach, the assess-plan-do-review learning cycle, enables teachers to create
an environment where children and young people can maximise their potential and develop the skills needed
to prepare for the next stage in education and beyond to adulthood.

Throughoutthed oc ument we refer to children and young p:
this reflects their place in the classroom as active participants and the commitment we take as teachers to
ensure all children and young people have access to the adaptations they need to engage with and progress
in the curriculum. We see the curriculum as more than subject-based learning, encompassing the lived
experience of the children and young people in our schools, including supported access to wider opportunities
that promote genuine personal, social, and intellectual inclusion.

We are grateful for the support of the steering group: Tina Harvey, Margaret Mulholland, Julie Greer, Andy
Lole, Elizabeth Denton, Felicity Dewsbery and Vicky Shires, who shared their expertise throughout the
development and writing of the handbook, ensuring all content included stayed true to the intended ethos.
This intended ethos was only achieved through the generosity of many who both contributed their expertise
and provided constructive feedback from concept to creation. Contributors are listed, however there are many
others including families, young people and professionals who provided insight and challenge through the
writing of this handbook 7 a heartfelt thank you from us both.

Amelie Thompson Katherine Walsh
Headteacher and Federation Head of Inclusion MAT Lead for Inclusion

Regional SEND Leader - Southeast England Regional SEND Leader - South Central
and South London England and Northwest London
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Section 1

Understanding

In this section, we will cover:

= Gl s e e

. Your role as the teacher

Relevant legislation

Ofsted

Wider professional responsibilities
Intersectionality

Safeguarding

The language we use with colleagues

your role
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Your role as the teacher

As the teacher of a learner with special educational
needs and/or disabilities (SEND), you have the
opportunity to make a significant difference.
Enabling all learners to do well within our inclusive

school systemisevery teacher 6s

Along with their family you will know your learners best. You will have
noticed when they do well, and when they struggle. You will have a good
idea of what challenges they face in order to achieve as well as they can.
You will know when your teaching is most successful. Each learner with
SEND is an individual, with a unique personality and profile as a learner.
As you get to know them and how best to support them, your knowledge

and skills as a teacher will be enhanced.

The relationships you develop with your learners are key. You will be
their champion and advocate, the person who believes that barriers can
be overcome, and that good progress is possible. You must value
|l earnersé views and
what your high expectations require of them. Your interactions should
reinforce a positive view of high standards of behaviour and effort, whilst
recognising the specific difficulties your learners face. You must show
learners that you care about them, and that their feelings, wellbeing and
progress are important to you. Proactive teaching of social codes or
whole school approaches to teaching good learning behaviours as part
of the curriculum, for example, could lead to more opportunities for
learners to receive praise. This is much more likely to promote positive

behaviour than criticism or reprimand.

opinions, and

Your knowledge about each learner and their needs will be built on
regular ongoing assessments. This will include frequent checks on what
learners have retained from recent and more distant learning. As a result,
your teaching will be based on learners éurrent levels of understanding.
Being an active part of your | ear ner s 6
networks that include their families, and sometimes a variety of
professionals who work with the learner. This will help you understand
and consider| ear nersd®é holistic needs.

them outside of school, or earlier in their lives, may well help you better
understand current difficulties they are facing. You need to use this

information responsibly, being empathic and not judgemental.

When you plan your whole-class teaching, always use approaches that
are effective for learners with SEND. This will provide all learners with
opportunities to learn in small steps, carefully building upon their prior
knowledge. Be explicit with the language you use, providing clear
guidance about what learners are expected to do. Check that the words
you use are understood. Demonstrate what you want learners to do, to
show them what you mean. Consider using physical resources to help
abstract concepts become more accessible and meaningful. Use real-

life examples to which learners can relate. Make sure that you sequence

memories, by making sure that they have the prerequisite knowledge
and skills, ready to apply to new learning. Give lots of opportunities to
practise new learning, so that knowledge and skills are more likely to be
stored i n HenmamemeriessRiovillesegular opportunities for
learners to practise recalling what they have learnt, to help them easily
access this information when it is needed. All of these will contribute to a
good structure and support framework to your teaching, which will enable

all learners to make good progress.

There will be times when some learners, including those with SEND, will
not be able to comply with whole-school rules, or will find it hard to
engage in learning. This may well be due to underlying difficulties they

have, rather than to challenging behaviour. At these times you will need

S U gdspimportant; n e t W adagt svhat is expected, including teaching strategies and learning

activities, so that learners can be successful and continue to feel

included in your class. It is often helpful to gather ideas and get support

K n drom collgagued) ahb carhshase thkirreppprientes dnd éxamples of what

has worked for them. The SENCO, school leaders, and external
professionals all have a role in supporting you in this work. It is helpful to
recognise that you may hold strong feelings, which can be evoked by the
learners you work with and the challenges they present you with. It is
important to talk with colleagues about this when this happens, to help
you reflect on where the feelings may have come from. There are times
when you can gain insight about how learners might be feeling, by

reflecting on the feelings you have.

r leagniog, sorthatyeach hew édka nmakes logical sessg, basedde whatt a n d

learners already know. Be careful to avoid overloadingl ear ner sé wor ki ng
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Relevant legislation

The Equality Act 2010

The Equality Act 2010 protects the rights of groups of people who share

Oprotected ©Foascheast teerpro®died characteristics are:
race, disability, sex, religion or belief, sexual orientation, pregnancy and

maternity and gender reassignment.

In England and Wales, the Act applies to all maintained and independent
schools, including academies, and maintained and non-maintained special
The al so

school s. S ¢ h o dd pspd refdrmaltunite s

Schools must not discriminate and must publish information and equality

objectives to show how they are

dutyd. Schools can take positive

- e.g., low participation in some school activities by particular pupil groups.

Further duties apply specifically to disabled pupils. Schools must:

9 Publish an accessibility plan, covering the physical environment of the
school, access to the curriculum and how information is being made

more accessible for disabled pupils.

T Publish disability information. i
I Make reasonable adjustments so that disabled pupils are not put at a

disadvantage.

Key points for teachers:

9 The definition of disability in the Equality Act is quite broad and includes

more pupils than many of us realise.

I We need to make reasonable adjustments in our classrooms to

remove barriers to | earning and

disadvantaged.

I We also have an important role in making reasonable adjustments to

school policies and practices in every aspect of school life.

I The reasonable adjustments duty requires us to think ahead and plan

adjustments for disabled pupils before they miss out.

This Handbook provides more information on how to put reasonable

adjustments in place in a range of different teaching and learning contexts.

To note: there are duties in the Equality Act that apply to staff employed at
the school and to parents and other users of the school, but these duties

apply differently from the duties to pupils in education.

2P eXChildren and Families Act 2014

and young people with a learning difficulty or a disability that means they
need special educational provision; and special educational provision is
that is

somet hing 6additional to

Pupils with medical conditions are also covered by the CFA.

Schools must:

n t ‘lI]eUsseC htoho 's"s %%?\IS b n?gg?n%¥ PBhS Qeefa
needs identified and met.

r i fferent. f m what i s.no
C?nldren and Families Act, regulations and guidance:

ma k e

Key points for teachers:

9 There are significant overlaps between pupils with SEN, disabled

pupils, and pupils with medical conditions.

1 The more we can do through high quality teaching and inclusive

classrooms, the less we need to intervene for individual pupils.

1 When we make special educational provision for pupils with SEN,

we need to follow the graduated approach.

1 We need to make sure that the way we make provision for pupils

e mMe hildrgn and Harhilies Ace (CEN) Riowides the legad feamayvprk ferq ual it Ywith SEN keeps them involved in activities with their peers.
a c tspeciah edycational degds ESEN). Theaefinition oh SEN mdludeg ¢chigdegrl v ant ag e

This Handbook provides more information on high quality teaching,

inclusive classrooms, the graduated approach and different learner needs.

ro r mal | r
& y p

1 The SEND Regulations 2014 set out the more detailed statutory

requirements under the Children and Families Act 2014.
sure that pupils have their
 The Special Educational Needs and Disability Code of

Practice 2015 provides statutory guidance on the duties in Part 3

1 6Have regard tod the SEN and disabilTity Code of Practice which
_ _ of the Children and Families Act 2014.

explains all the legal duties.

T Publish a wide range of informatioﬂnsu orting Pupils with_Medical Conditions at,School 2017On
SEN provides statutory guidance on school sd& duti es

medical conditions.

1 Make sure that pupils with special educational needs engage in the

activities of theschool t oget her with those who dondét have speci al
t o madkcationaloeeds. di sabl ed pupils arenot Working Together to Safeguard Children

I Make sure that arrangements are in place to support pupils with

medical needs.

Working Together to Safeqguard Children (2018) explains how schools

work with other partners to safeguard all children. In schools we should be
alert to potential need for early help for a child who is disabled and has

specific additional needs or who has special educational needs.

Teacher Handbook: SEND



https://www.legislation.gov.uk/ukpga/2010/15/contents
http://www.legislation.gov.uk/ukpga/2014/6/contents
http://www.legislation.gov.uk/uksi/2014/1530/pdfs/uksi_20141530_en.pdf
https://www.gov.uk/government/publications/send-code-of-practice-0-to-25
https://www.gov.uk/government/publications/send-code-of-practice-0-to-25
https://www.gov.uk/government/publications/supporting-pupils-at-school-with-medical-conditions--3
https://www.gov.uk/government/publications/working-together-to-safeguard-children--2

You need to understand how the inspection

process works, and your role within this.

The Ofsted inspection handbook outlines how

schools are inspected, and what criteria are used

to make judgements.

At the beginning of the inspection school leaders will be asked to explain
how the curriculum prepares learners with SEND for their future lives.
Inspectors will check that the school is both ambitious and realistic in its
aspirations. During visits to lessons, and in conversations with teachers
and subject leaders, inspectors will see if planned learning in different
subjects is sequenced so that teachers know the order in which to teach
specific skills and knowledge. They will ask learners what you have
taught them in recent lessons, how much of this they can remember, and
how well this has prepared them for what they are currently learning on
that day. They will look at examples of work to see if this correlates with

what they have seen and heard about the curriculum.

Judgements are made about how well learners with SEND are
progressing, drawing on a variety of evidence gathered during the
inspection. Inspectors recognise that learners with SEND may have
different starting points to their peers, and that progress will be measured
from this point. It is important that you have accurate knowledge of what
they can do, and what they need to work on next. Personal and academic
development are equally important. Inspectors do not use information
that teachers have gathered through school-based assessments when
making their judgements. However, they will be interested in how you

assess learning, and what you do with this information.

Inspectors will expect you to explain how learnersé individual SEND
needs are being planned for. They are likely to look at some examples

of Education Health and Care Plans (EHCP), and how annual targets

from these are incorporated into lessons. Be prepared to talk about how
you are doing this: how you structure your lessons so that all learners
understand what you are teaching and make progress. Give examples
of what individual learners have learned over time. Use examples of
individual work to illustrate this. Inspectors will be keen to know how well
senior leaders, subject leaders and the SENCO support you in your work,
and whatimp a c t
over time for a few learners with SEND. This can be a useful professional
talking and learning point within the school. Case studies should be brief
and illustrative. They can support useful conversations during the

inspection.

Pupil safety and wellbeing is always at the centre of an inspection. Be

prepared t o answer questions about t h

safeguarding, and how this reduces the risks and protects learners with

SEND in your class.

t his has calatgsimple dasedtudie® ar ni ng.
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Wider professional responsibilities

A t eacher 6sinisoatior. Our taskatéanecan be challenging
at times. However, there is a wider community to support and encourage
us as we learn and develop in the role. This wider community should not
be seen as uniquely a top-down structure, in which highly experienced
teachers share their expertise with teachers new to the classroom. It is a
community for us all to share and participate in, where we engage with
others to ask questions to support our practice and share our learning.
Some of our most meaningful learning opportunities may not come from
a CPD session, but are instead realised through informal professional

dialogue, reflection and shared observations within our own classrooms.

Engagement within the wider community begins during our initial teacher

training; our responsibility is documented within Teache r Standard 8. It

continues throughout all stages of our careers, outlined for Headteachers
within Standard 9.

Our teaching community starts within our own school through the
professional relationships we develop with colleagues in our department
and/or phase and the support staff working within our classrooms.
Effective collaboration across the whole school community is an
essential component towards fulfilling our shared responsibility to
support all learners to maximise their potential. Effective collaborative
professionalism i1 through which we create stronger and better
professional practice together! i involves recognising that our roles and
responsibilities extend beyond our own classrooms. Through this we feel
empowered to ask for help when needed, as well as share our own
expertise and insight, as respected fellow professionals at whatever

stage in our career.

When a challenge or concern presents itself in our classroom, whether it
be how to teach a new topic, or how to meaningfully include all learners,
we can draw on the advice and support from those around us. Do not be
afraid to ask for help. Help can come in a variety of ways. Sometimes
something as simple as a conversation or observation (a colleague
observing your teaching, or you observing a colleague) can enable us to

think differently about a situation.

Actively engaging in the wider professional network is not just for support
when we are faced with challenges but is integral to our continuing
professional development. Teachers Standard 8 sets out that we all take
responsibility for improving teaching through appropriate professional
development, responding to advice and feedback from colleagues. This
does not solely come from within our own schools/trusts. Organisations
such as the Education Endowment Foundation publish Guidance
Reports for teachers with evidence-based recommendations to improve
teaching and learning, amongst other resources including a podcast and

blog. The Maths Hubs Programme, co-ordinated by the NCETM, brings

together professionals in a collaborative national network of 40 hubs,
each led locally by an outstanding school, to develop and spread
excellent practice. The 34 English Hubs offer support to schools to
improve the teaching of phonics, early language and reading in

Reception and Year 1. The Whole School SEND Consortium develops

resources and leads CPD to support teachers and school leaders in
ensuring that every child and young person with SEND can maximise
their potential. This is not an exhaustive list of organisations to support
our practice. There are also local networks and hubs that we can engage
in, and further organisations to support our practice are included in both

Section 5 and Section 7 of this Handbook.
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Intersectionality

Intersectionality is the complex, dynamic way in which the effects of

multiple vulnerabilities combine, overlap or intersect. This deeply impacts

an individual és |l ived experience, i
that they face.

Understanding intersectionality i s not about Knowi
l earners6 multiple vulnerabilities,

the impact of each. It is about understanding that the experience of the

overlap of those vulnerabilitieswillshap e t he | ear aswelld s

as their engagement and participation in education and as a member of

their community.2

Individual’s lived

experience
SEND

' Mental
health

4
3

Exclusion

Ethnic
minority

Poverty
Carer

Social care‘

involvement

Complex, co-occurring needs o r 0si

the risk for individuals. We as teachers are in the best position to meet

thec heedd bfnogr Idarhess b®th byc usihgi pcoachiva rpprioaehes that o  a SC/;OO

prevent those who are at-risk from falling behind academically or

maladagting beha\fio_urall¥ or socjally, and in the present. We can
ng nd olistingo
support = their journe towards dulthood, b
pa?nd thén }/ePVYecta|ng an)(/j
intersectionality as a multi-dimensional approach.

understandin
respo ngd [

WHee reflectibgyon our knowledge of our learners and how to meet their
needs, it is essential to consider how our learners are experiencing the
intersectionality of their needs. For example, a learner with ADHD living
in poverty, with little access to outdoor space and opportunities for
regular physical exercise, will have a different lived experience to the
learner with ADHD who was taken into care at the age of six, following
significant neglect. By taking a one-dimensional approach to the learner
with ADHD and only O0seeingd the
than alleviating, barriers to their learning, engagement, participation and
inclusion. In a similar vein, we might assume access to resources or
protective factors that might not be available to the learner or,
conversely, we might assume that perceived protective factors alleviate
the risk of harm or disadvantage in a way that is not reflected in reality.
Our relationships with - and our knowledge of - our learners is key to this

process.

n

ADHD,

mul t aneoimgeasent er secti ons?®o

/t'g,,,h

705~y

/'I@” d’/)ﬁe b@
&

S}

Living in overcowded housing

The lived experience of the overlapping needs will be
complex, dynamic & individual to each learner

we risk compounding, rather
Each learner with a special educational need is an individual. The lived

experience of the overlap of multiple vulnerabilities will be equally
individual, complex and dynamic. Two of our greatest tools as teachers
when meeting the needs of our learners are curiosity and openness.
We move away from assumption and move towards aspiration and
partnership in the learning journey, by engaging in a process of
understanding, getting to know, and learning alongside our learners.

However, this can only be done in _partnership with the learner and

their families. The | ear ner 6 s Vv oi c e aeenegtrentelt ei r

important in determining the support they receive to ensure they can

effectively engage with the curriculum and meet their goals.
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Safeguarding

As teachers, we have a legal duty to safeguard all
learners in our care and to have an understanding
of the statutory safeguarding guidance

Working Together to Safequard Children and
Keeping Children Safe in Education (KCSIE).

KCSIE I1s ¢l ear t hat

responsibility and that all staff have a

safeg

responsibility to provide a safe environment in

which children can learn.

We know that disabled children and those with SEN are more likely to

experience bullying in school (Anti-Bullying Alliance). There is some

evidence that disabled children may be more vulnerable to abuse than
non-disabled children®. Part 2 of KCSIE sets out that children with SEN
and disabilities can face additional safeguarding challenges and
additional barriers can exist when recognising abuse and neglect in

children with SEN and disabilities. These can include:

1 Assumptions that indicators of possible abuse such as behaviour,
mood or injury
exploration.

Being more prone to peer group isolation than other children.
The potential for children with SEN and disabilities being
disproportionately impacted by behaviours such as bullying
without outwardly showing any signs.

I Communication barriers and difficulties in overcoming these

barriers.

rel at e t o t he

Contextual Safeguarding

In a recent report, the Contextual Safeqguarding Network stated: 'An

extensive evidence base on extra-familial harm [harm that occurs to
children or young people outside their family system] and adolescent
development suggest that peer relationships, school and community
contexts (both online and offline), as well as familial contexts, shape the

welfare and safety of young people.’

For all our learners to experience safety, our safeguarding duty extends
much further than sharing welfare concerns linked to the home/family
context; it requires us to understand whether our learners are
experiencing safety at school, in their interactions with their peers, and
within their neighbourhoods and communities. This also requires us to
reflect on the difference between vulnerability and risk: vulnerability
suggests an increased exposure to the possibility of being harmed i this
can be counterbalanced by a range of protective and safety factors; risk
suggests an exposure to harm and is more immediate. Our response to

vulnerability or to risk must be equally nuanced.

Taking a contextual approach to safeguarding and ensuring the voice of
the child or young person is heard through any process is essential,
especially when working with learners with SEND. This allows us to work

with the child or young person to understand where the actual harm or

c ik qf Bagrsis sigpategd gansl therefareyhowyie £ap wark withfthgm ang

their environment to improve safety and wellbeing. Intervention is then

aboutadjustment s i n the environment and

It is important that, as teachers, we understand that adjustments or
interventions focused on the environment can empower young people
and their families. For example, if several young people reported feeling
unsafe at lunchtime or in the playground, steps would be taken to
understand why this is a particularly vulnerable time or place for young
people and how we could increase safety for them: increased
supervision, removal of any overgrown shrubs that impede/obstruct view,
review of the timetable, the use of safe spaces, etc. A whole-school
approach could be taken to promote the safety of all, for example through

the teaching of playground games.

The Contextual

assessment toolkit and guidance provides a framework to support
schools to self-assess the enablers and barriers to effective safeguarding
responses as well as capture the views of young people, parents and
staff.

Working in partnership with the Designhated Safeguarding Lead and
(where relevant) external professionals, as teachers, we need to be alert
to possible increased risk or vulnerability for our learners with SEND. We
need to actively work in our classes and schools to ensure that our
learners are safe and are experiencing safety throughout their day. We
need to facilitate opportunities and support to ensure that our learners

feel that they can share concerns in a meaningful and accessible way.

Contexts of Adolescent Safety & Vunerability

online / virtual context

Firmin 2013:47
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https://anti-bullyingalliance.org.uk/tools-information/all-about-bullying/at-risk-groups/sen-disability
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https://www.csnetwork.org.uk/en/beyond-referrals-levers-for-addressing-harmful-sexual-behaviour-in-schools
https://www.gov.uk/government/publications/working-together-to-safeguard-children--2
https://www.gov.uk/government/publications/keeping-children-safe-in-education--2

The language we use with colleagues

The language of SEND can be tricky to navigate at times. Labels change
and at times can appear politicised: for example, theuseof6 condi t i ond or
6di sor der 6 autism cangrovde hoorsiof delmate. The truth is,
we cannot and do not always get it right, but within education, we do
have an obligation to use language that is respectful and clear within our
school communities. It is also important to recognise when we do not get
it right and to apologise when we get it wrong. Referring to a learner as
challenging, when the learner struggles to comply in the same way as
others in the class, is not okay. Recognising that the same learner has
needs, which sometimes might challenge the way you feel about that
| ear ner 6 s, isbakdy.aArticating that you do not like that
behaviour is also okay. Inferring that you do not like the learner through

your language or tone is not okay.

Talking to colleagues about learners and their needs is an everyday part
of the job. However, using language that is judgemental or devaluing to
a learner should be checked and amended. Transpose your own name
into the sentences used and see if that makes you uncomfortable. This
can be a good barometer of whether the language being used is
acceptable. O6He just doesndt try! o
who would be upset if anyone were to say that they were not trying

themselves.

Because meeting needs is hard and emotional work, it can be easy to
have an emotive reaction to the frustrations that can arise. Avoid
negative emoti onal reactions by wund
reasons for those feelings at the time. Work with colleagues to agree

checks and balances in your professional conversations. Consider

circumstances that may drive conversations about what a learner (e.g. _

Noah) 6 cannot dod i n t lngto @dentfsilsadditional, r ‘

supportis needed: suchas,®o0 you want me to Iook\\;

INU WUl voo MYV oo VU

plan with you?dor dHave you tried letting Noah look at a print-out of the
slides?6 It may be appropriatetocheck on a col | gefgymuueds wel |l bei ng
feel that their language or tone is a reflection that they are finding things

hard at the moment, particularly when it is out of character.
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Knowledge of the Learne

In this section, we will cover:

How we learn
Pupil voice

The language we use with families

W N E

Working with families

[
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How we learn

Both

established an evidence-based understanding of how

education and psychology research have
people learn. As a teacher it is important to have a
theoretical basis of how people learn, in order to reflect
on your practice and monitor its effects when a child or
ng

developing as expected. The theories described in this

young per sonos | ear ni
section are applicable to all learners and will help you to
better understand the additional needs of a child or young

person with SEND.

Child development theories focus on how children and
young people change over time: intellectually, socially
and emotionally. To understand how individuals are
learning in class, teachers must consider the interaction
and impact of several factors: opportunity to learn
(curriculum, teaching input, assessment), t he |
personal characteristics (age, gender, disposition,
genetics), time factors (growth, maturity, time spent on

an activity) and environment (class, school, local area).!

ear

The interaction of these wide-ranging factors will have

different effects on an individualoé slearning and
developmental outcomes over time. Across all the ages,
udi t thaehers should comssder

whether lack of development is due to lack of one, some

I ncl ng i n

d ooe all oh the comaipopse mantionédoin thee second

paragraph, rather than an inherent feature within the

ng
needs enables you, the teacher, to ensure all learners

learner. Get t i to know your
have access to the best quality teaching within the best

learning environment.

Learning in its simplest terms is the developmental
movement from not knowing to knowing and is applied to
all areas of a human developmental life span. As we will
see from the theories outlined, learning requires
axeasudesto opportunities to learn, a safe environment in
which to learn, and opportunities to practise and succeed
so that learning can be applied to new situations with
confidence and perseverance. Social interaction with
families, friends and teachers is essential during all

stages of learning.

year s o

earner so

strengths and

In this section, we will cover how we learn:

1 Inrelationships with others

1 In interactions with our environment

1 Using cognitive and thinking skills

0]

© O O O

0]

Schema

Working memory

Cognitive load theory

Attention

Shallow versus deep processing

Mastery learning

9 To belearners

o

0]

Metacognition
Mindset theory
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We learn in relationship with others

The pace of development is more rapid in the very early years of life than

atanyot her ti me. Cul tur e, family,

teacher. They play an important role in childhood development,
impactngon a chil dés
priorities and practices in caring for children will influence individual

development and the learning of skills and behaviours.?

Key considerations:

Children and young people learn when they feel safe, secure
and have positive, trusting relationships with their teachers and
peers.

Thechildor y o u n gs remionskipwittd their teachers and
support staff, and the sense of belonging created in a whole
school ethos, acts as a secure base. From here, the child or
young person can explore their learning, knowing they can
return to where they feel safe if something is challenging.

Close and supportive relationships with teachers have the
potential to mitigate the risk of negative outcomes for children
and young people who may otherwise have had difficulty
succeeding in school.

experiences and

Attachment theory

home and community are a childés fi

Developed by John Bowlby,? this theory tells us that a strong emotional

oangh ehysical rbpnd jtoe & primayy fafegiver (Ragenty earery siking,

grandparent) is critical to childhood development. If children have @ood
enoughOcare (sensitive, attuned care which meets their physical and
emotional needs), they feel safe to explore the world in the knowledge
that they have a secure base to return to. With this secure attachment,
children receive and develop a positive dnternal working model of
themselves, others and the world around them. These very early
interactions (food when hungry, warmth when cold, comfort when
distressed) teach the child about adults and whether they are helpful or
not. Therefore, when a child starts school, they will already have an
experience of what adults are like and will come with expectations of

what you, the teacher, will be like. Attachment theory can be transposed

onto the teacher-child relationship.

Distrust
I'm not OK
Adults are not OK

The World
Lack is not OK

of relief

Neglected
Ignored

Still in pain

Need

Hunger
Lonely
Uncomfortable
In Pain

A Rage

Carer doesn’t
Angry

Helpless
Hopeless

respond to
communication

The diagram illustrates the impact of interrupted attachment cycles.

Teachers who are attuned to the social, emotional and cognitive needs of
their individual learners create safe spaces to learn. In the classroom,
securely attached children, through safe learning interactions with the
teacher, build a view of themselves as someone who has potential and
can learn. They will try out new ways of learning and are happy to answer
guestions because their prior experience of doing so has been positive.
Secure attachment relationships correlate strongly with higher academic

attainment, better self-regulation and social competence.*

This attachment cycle can be interrupted for many reasons (e.g.
experiences of loss, socio-economic stressors, child health and disability,
trauma) and children may develop insecure attachments that influence
how they see themselves, others and the world around them. Children
develop different coping strategies to manage these difficult experiences.
For example, learners who are insecure-avoidant may find it difficult to
trust a teacher, focus only on the task, and rarely ask for help because
they have learnt that adults are not helpful to them. This affects their ability
to seek and use feedback because they have learnt to trust only
themselves. Learners who are insecure-ambivalent may be preoccupied
by fears of separation and show attention-needing behaviours from adults
because they have learnt that adults become anxious or cross when things
go wrong. As teachers we k now t hat 6getting

learning something new and that children and adults need to tolerate the
uncertainty we face in any new learning in order to persevere to the point

of knowing.

You will be aware of learners in your classroom who have had very difficult
starts to their lives. However, it is important to understand that research
shows us that even if they have had a difficult early experience and formed
insecure attachment patterns, the power of a good relationship is healing.®
This means that children and young people can, when exposed to a
consistently thoughtful and attuned adult, build a different and new
internalised model of what adults can be (trusting, helpful, calm etc.) and
also what they can be as a learner, for example through access to goals,
hopes and aspirations coupled to an excellent curriculum delivered in an

inclusive classroom.
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We learn in interactions with our environment

Key considerations:

Children and young people observe behaviours that they see in
their environment and try them out. Therefore, the behaviours that
you value, display yourself or respond to in your class, will
influence an i ndividual 0s | e
demonstrate to your class that it is okay to get things wrong when
learning? How do you demonstrate good listening? Do you
demonstrate how to tolerate uncertainty in knowledge when you
do not know an answer immediately? How can you demonstrate
perseverance with a task or building effective rapport?

Teachers who can create a learner-centred environment use
teaching strategies to create a safe space to learn, where
opportunities for all to succeed outweigh failure. Knowing your
i ndi vi du aptior Kneviedge, eacliing the knowledge that
the learner needs to be successful in the next stage of education,
and setting tasks with appropriate challenge and scaffolding to
enable success is skilful. This is the assess, plan, do, review cycle
required for all learners.

Reflect on this statement: a child or young person who grows up
to describe themself as an unsuccessful learner has experienced
lessons without the appropriate pitch, scaffolding and challenge.

Social-cognitive theories

These theories view learning as an interaction between the child or young
person and their environment. They tell us that children and young people
learn in social relationships (with family, teacher, peers) and their physical
environment (opportunities, language exposure) which both have a direct
effect on learning and learning behaviour. A learner coming to your class
will have observed many interactions and made connections between
what behaviour is acceptable and what is not. Learned behaviours happen
constantly throughout our lifespan becoming more sophisticated over time
as learners begin to observe that some behaviours are only appropriate in
specific circumstances or within specific relationships. Research shows
that adolescents are particularly susceptible to social influence and are

more influenced by their peers than they are by adults.®

Social learning theory

Social learning theorist, Albert Bandura,” proposed that children learn
through observation of others. However, it is not a given that a child or
young person will learn just from observation, they need to give the
behaviour attention, retain that behaviour in memory and then use it in a
different circumstance. The key element to this learning is how the
behaviour they are trying out is responded to. If it leads to a positive
feeling, then the child is motivated to do it again, e.g., telling a toddler
with a smil e, Ifihladetaa negativa feeling,gthed the
child is less motivated to do it again, e.g. telling a toddler with a frown,
6No, hot! &6 when t hey r Ehase Ipositiveo and
negative associated feelings are nuanced and need to be considered
alongside what we know about attachment, therefore teach the learner
what they need to be successful so that they come to understand the
difference between wanted and unwanted behaviours. A child or young
person who has had very little adult attention may well be motivated just
as much by your negative consequence as your positive one, as for this

child or young person, your attention is perceived as positive feedback.

Socio-cultural theory

Social interaction plays a fundamental role in the development of
cognition. Learners can only develop their cognitive skills when
interacting with more knowledgeable others. This forms a bridge
between what they can do independently and what they can almost do,
with the from ot her s;

right help

Scaffolding can be explained as the role that adults, peers and resources
play in supporting the learner to achieve a new skill that is within their
reach. The teacher, or more knowledgeable adult, is tasked with
identifying what a learner can do independently and what they could
almost do, with the support of others, through both formal and informal
assessment as part of the graduated approach to learning. The teacher
then uses their teaching skills to help the learner to stretch beyond it. The
idea of scaffolding may sound simple, but it is a skill that requires
teachers to carefully decide what kind of support is needed to lead to

y o usHccess.dffafagkds outsige,of what a learner is able to almost do, with

we

the support of others, then no amount of scaffolding will get the learner
to their goal, and they will experience failure. If a learner is repeatedly in
this situation and can only reach the goal of completing the task with lots
of adult support, they learn they can only do tasks with support and
become overly dependent. If the task is set at the right level of difficulty
and scaffolding supports the learner to achieve the goal as independently
as possible, they will experience new learning and feelings of success

as they associate their own effort with the success.

The ability to set tasks at the right difficulty level and provide the
appropriate scaffolding in combination is differentiationd and is the
essence of Quality First Teaching. When we experience moments of
success, we are motivated to engage again on future tasks. Success
associated with personal effort and awareness of improving proficiency
bui([ldgltpeI chil<t:i ?{Yogng 6 g g 5 F}egfpagyl —F]h%ircl))glief that they can
learn. This is an important point and goes back to tasks being set that
are too difficult; it is not real successinthec hi | d or y omindg
if the adult does the work for them. By thinking about task difficulty and
the appropriate scaffolding required, the teacher shows that they are
attuned to the individual needs of the learner and creates a safe

environment for them to learn.
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We learn using cognitive

and thinking skills

- Schema

So far in this section about learning theories we have seen how
relationships and the environment into which a child and young person
is placed can affect their learning. We now turn to think about what is
happening in the mind during learning. One of the aims of learning is to
give the child (and adult they will become) the knowledge and skills they
need so that they can apply them to new situations. This places us in the
realms of problem-solving. Cognitive theories help us as educators to
understand what we need to ensure is in place to allow applied thinking
to happen. As you read this section, keep in mind the importance of the
teacher-learner relationship and the learning culture you create within
your classroom and your lessons to maximise successful learning

experiences.

Key considerations:

1 Children come to school with a great deal of knowledge.

9 It is critical to interact with carers in order to share
knowledge about each child.

1 Children explore through patterns or schemas in order to
6fitdé information together

1 New information can be added to existing schemas by a
process of assimilation and accommodation.

Chris Athey directed the Froebel Early Education Project over a five-year

!';:,i' Gy smmnm
) mEmmzy
period during the early 1970s and published findings in her seminal text Nemmwa
. . . . . LA BN B ]
published in 1990.8 Athey and her team were interested in what children ‘

6can dod6 and made 5,000 observation

that, rather than 6f | heryoungchidrehwerem o
60fittingd ideas together through th ef i1
of schema i s: 6a pattern of repeat aj _-"";jjf” ' nce

are assimilated and that are gradually co-ordinated. Co-ordinations lead

to higher | ev el and more powerful schem

conceptual understanding.®

Schemas can be dynamic (moving as i

figurative (static as in a o6linebéo

some cannot be taught. Here are some commonly observed examples:

1 Trajectory/line i moving in or representing straight lines, arcs or
curves

Transporting i moving objects or oneself from one place to another
Enclosing T enclosing oneself, objects or space

Enveloping i enveloping or covering oneself, objects or space

Rotating i turning, twisting or rolling oneself or objects

Creating a line, which gets longer as each object is placed on it

Ordering i placing objects, people or events in order (addition in action as well as equivalence).

= 4 A4 A A -

Going through a boundary i causing oneself or material to go
through a boundary and emerge at the other side
1 Connecting T connecting oneself to objects and objects to each
other
1 One-to-one correspondence 1 placing objects in a one-to-one
correspondence.'?
Children need to become familiar with these patterns in order to
understand concepts, for examplewe can teach children to 6countd in a
rote fashi on, but i n order under st and

t oneddu |l | y 6countingbé6, children

guided opportunities to explore, practise andco-or di nat e 61l i nes 0, 6one to

one correspondencebo6, 6guanti ty6tq 6orderingé and o6éseriationd (small est

biggest).
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We learn using cognitive and thinking skills

- Schema

Using ponies to place on cards making a 1:1 correspondence

(as you do when counting).

Objects that can be sorted in size order

(symbolic of increases in quantity when counting)

T he 06 &nd funtfion of a dinebis also a concept that underpins
understanding of days of the week, the way that time progresses, the

need to queue, and other more complex ideas.

As a teacher, you need to know about what children know and can do to
offer them further resources and opportunities to develop their
knowledge and understanding of the world around them. The wider the

experiences we offer, the deeper the understanding.
Chil drendés schemaséndiffeeentwdyes devel oped

Sensory motor (through actions)
Functional dependency relationships (if | do this, then that
happens)

1 Symbolically (using one thing to stand for another, as in role play
and language)

1 Thinking as something spoken about in the absence of concrete
reminders i however we now know that babies can demonstrate

thinking although they cannot articulate their thoughts.

This is not a linear progression as we draw on our actions all of our lives
to understand.!* Schemas develop in a web-like fashion, as we make
links between learning in school and interactions outside of school.
Children with autism, for example, find familiar knowledge and

experiences within their schemas to be a source of comfort.

With regard to SEND and, specifically, children with autism, schemas are

quite obvious and are currently viewed as positive, providing comfort and
learning for children.*? There are also links within the emotional domain,

which Athey, chose not to follow. However, in a longitudinal study of eight
children, Arnold found that young children unconsciously symbolise
using repeated actions o6f or begnotonf or
understand complex changes and |[|ife
for exampl e, becoming interested i

parents separating.*?
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We learn using cognitive and thinking skills

d Working memory

Key considerations:

Working memory holds a limited amount of information for a
short amount of time whilst mental effort is given to work on
that information.

Information in working memory can be lost when a child or
young person is distracted, or they are over-loaded with
information to work on.

The working memory component, called the central executive,
gives attention to and co-ordinates the visual and verbal short-
term memory information.

To reduce cognitive load, ensure the child or young person has
the right domain-specific knowledge before asking them to
solve problems in that subject area.

Memory theory is useful for any teacher and could take a whole chapter
for itself. Without going into the extensive literature here, we think it is
important to note that there are different kinds of memory other than the
most common ones that most of us are aware of: short-term, long-term
and working memory. When thinking about the strengths and needs of a
learner in your class, classifying a learner as having a good or weak
memory may be too general and not be telling you the whole story. It is

worth building your general knowledge by going to memory models today

when assessing what memory capacity you are seeing in the learners in

your class.

An understanding of working memory is essential to develop effectively
differentiated lessons. Working memory refers to our ability to hold in our
minds a limited amount of information for a short period of time, whilst
carrying out effortful mental processing using the information in both
working memory and drawing information stored in long-term memory.
Working memory is made up of three components: verbal short-term
memory (words and numbers), visual-spatial short-term memory
(images, pictures and location information) and the central executive
(attention control, co-ordination of information from the verbal and visuo-
spatial short-term memory). Information that is held in working memory
is temporary and can easily be disrupted and displaced by other
information. When it is gone it cannot be retrieved, the learner must

source the information again.

Working memory is like a mental page of a note pad on which we can

make verbal and/or visual jottings. Research'* shows that c hi | dr er

working memaory capacity tends to increase over time. Working memory
capacity is measured by a 'digit span test' which presents a series of
numbers to be repeated back, increasing until the child or young person
cannot recall them all. Typically, adults can recall up to 7 items in working
memory, plus or minus two items. This and other tests are explained in

a series of videos called ¢How Working Memory Workséby psychologists

at Bristol University. Research shows that the average 4-year-old can
recall two digits whilst the average 15-year-old can recall four and
sometimes up to five digits. These are averages, however, a rule of
thumb. This is because research shows that there are large differences
in the working memory capacity of children and young people. Despite
large differences in working memory capacity, for all age groups it is
important to remember that working memory is very limited. Further, it
can be negatively impacted by extraneous information, such as noise
and classroom disturbance. Teachers can help all children and young
people, including those with SEND, by designing schemes of learning

and rehearsal that make the most of long-term memory capacity.

Not all remembering relies on working memory; once knowledge and
skills such as riding a bike, reading, following a familiar route home, are

learned to automaticity, they can be accessed without much mental

effort. Thisisbecause these O0itemsd lonf-tedknn o wl

memory. Long-term memory is distinct from working memory, but it is a
vital resource that has the potential to protect and free-up working
memory capacity. Long-term memories form part of the complex, web-
like schemas that children and young people have been building over
time. Teachers can help children and young people to make the most of
their working memory capacity by helping them to learn, to automaticity,
core knowledge and skills so temnat
memory, rather than having to be included in limited working memory

capacity.
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We learn using cognitive and thinking skills

d Cognitive load theory

This brings us onto Cognitive Load Theory proposed by John Sweller.®
This theory is based on the limited capacity of working memory to work
on new information and existing information at any one time (i.e., once
the space has reached capacity, it cannot take in or hold anymore). In
simple terms, if we ask learners to consider too many pieces of
information at once to do a task, they will not be able to. Picture a learner
given the task of tidying up all the PE equipment and putting it in the
cupboard; they cannot hold all the balls and sticks and cones in their
arms at once, and items will fall off. Sweller used cognitive load theory
to illustrate how we can facilitate problem-solving in education by
comparing the novice approach to the expert approach; the expert being
someone who has domain-specific knowledge in the area to which the

problem relates.

If a learner does not have the domain-specific knowledge in their long-
term memory (schemata) to carry out a learning task, they will expend a
lot of mental effort (working memory), and not necessarily reach a
successful conclusion. Think back to what has already been said about
creating lessons that are just challenging enough and scaffolded to
support independence and success. Understanding how working
memory operates and the limit to its capacity is key to creating a safe

environment to learn.

Considerations for your classroom: Cognitive Load Theory and Deafness

Take some time to consider Cognitive Load Theory, specifically in relation to deaf learners. Will their access to language have an
impact on the capacity of their working memory? Consider the process a learner with deafness may go through to understand spoken
language:

Listening: The learner will listen using their residual hearing, hearing some sounds in words.

Lipreading: The learner wi | | watch the teacherdés (or peer 6s) mouth cl o
movement to gather more information about the language being communicated. Whilst sounds may sound very different, there may be
very little difference in the lip shape or movement, as shown in a video lesson by Lipreading Practice.

Calculating: The learner will try to sort out the lipreading shapes that look the same, e.g., m, b and p, and then apply common sense
to fill in the gaps and correct misunderstandings, before finally putting everything together.

Imagine now, that this process is needed to determine the learning objective for the lesson. Some phrases, used consistently, will
become familiar and need | ess processing time, e.g. 0Todteachew
is introducing the learning of the lesson, will need time to be processed and understood. Multiple information channels can overwhelm
cognitive load and can create a barrier to engagement and learning.

How can you make language in your classroom more accessible to deaf learners, so that their working memory capacity is focused on
the content of the lesson, and not just understanding spoken language?
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We learn using cognitive and thinking skills

d Attention

As we have seen, classroom learning requires mental effort. A large part of
this effort involves directing attention to the information necessary to learn
and keeping it there. Attention is like shining a torch into a dark space; the
torch can only light up a limited amount of that space. Our brains cannot
focus on all the information coming to us through our senses. To understand
attention, theorists have categorised different types: selective, sustained,

alternating (switching), and divided (multi-tasking).

Key considerations:

There are different types of attention, many of which are still
developing throughout childhood and into early adulthood.

How can we make learning relatable and meaningful for a
learner to ensure their best attention?

How can distractions be limited in your classroom to help
learners sustain their attention?

How can your lessons be structured so that learners are
focussing solely on one aspect and not having to divide their
attention between multiple tasks?

Alternating

Divided attention is what people sometimes call multi-tasking. The
Khan fof attemtiom h Spoil@mlck enlodel of

attention and our ability to multitask 1 provides an explanation of this. We

Academyos

know from studies that divided attention creates cognitive load. It is
therefore important for you, the teacher, to understand what it is and
when such situations exist in the classroom. When attention is divided
the limited capacity that a learner must use is divided up into smaller and
smaller amounts of attention. This means that the two tasks together will

not be done as well as with single-focused attention.

In daily life and school lessons, children and young people are required
to alternate or switch their attention between pieces of information. Think
about the times when you have stopped independent work to explain a
point. The learner moves their attention from the task in front of them, to
what you are saying or demonstrating, and then back to their own work

where they must apply it in some way.

Once the learner has selected the information they need to attend to,
they have to sustain that attention long enough to process information
and complete tasks. This relates to what we know about working memory
and cognitive load. For all of us, we will find this easier for information
that we find interesting, meaningful, that we feel capable of doing or that
has i mportance to us. How mi ght

be affected if the lesson task is outside of what they can almost do with
the support of others? Or if the scaffold is not sensitive enough to help

them achieve successfully?

Selective attention is our ability to focus on the specific information we
need whilst filtering out the sensory information that we are constantly
being bombarded with. Classrooms are full of distractions: visual images
on walls, sounds inside and outside of the classroom, the temperature of

the classroom, how our bodies are feeling, etc. Theories of selective

attention, by the Khan Academy, explains the current theories on how
children and adults manage to filter out incoming stimuli and focus on

specific information.
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We learn using cognitive and thinking skills

d Processing and Mastery Learning

Levels of Processing

Low Processing Deep Processing

4 4

focus on physical features add meaning and relate to self

How it's remembered How it's remembered
Maintenance rehearsal Elaborative rehearsal

4 &

Keeps information in Encodes and transfers
short-term memory for information from short-term

longer memory to long-term
memory
Poor Memory Better Memory!

Key considerations:

Whether an individual retains information or not depends on how
deeply they have processed the new information.

Selective and sustained attention are required to give time to
processing information.

We all need to be able to switch our attention, but it can lead to
more opportunity for distraction.

Shallow versus Deep Processing

A question that teachers should ask themselves is, Vhy are some
things learnt and retained better than others, and how can we
maximise the former?6 Craik and Lockhart's influential work® proposed
that what a learner retains is dependent on how deeply the information
has been processed. Their @epth of processingdmodel illustrates how
perception of incoming stimuli happens at several levels (think back to
what you now know about types of attention). Firstly, we analyse the
physical and sensory features, such as lines, pitch, tone, brightness.
Next, we match any new input with what is already known, searching our
memory (schema). If we recognise something, the new information then
undergoes some more processing called @nrichmentéor @laborationd’
(when we assimilate or make accommodations to our schema). So, what
the learner remembers depends on how deeply they have processed the
information. When the learner has analysed only the physical features
(for example, sounds in a word, or letters in a word, or the shape of the
word), we call this shallow processing as it will lead to only short-term
retention. However, if the word is encoded for its meaning, the meaning
may trigger associations already known about that word and lead to

deep processing and better retention.

The more techniques that a learner or teacher uses to stimulate deeper
processing, the better the retention will be. One such technique is to use
priming, when learners are reminded of what they already know about a
subject before being presented with new information. In this way
associations can be made, and existing knowledge found, on which to
build.

Mastery Learning

Hopefully from the learning theories so far you have seen the importance
of understanding the children and young people in your class as
individual learners. Benjamin Bloom was an educator working in the
1960s and 1970s, thinking how best to teach children and young people
so mastery is achieved in subjects by all learners. He had noticed that
learners needed to be given the time they needed on learning concepts
to be able to achieve to the level required. This meant that some learners
needed longer than others. As well as being given more time to master
topics, Bloom advocated for formative testing along the way to mastery,
to ensure that gaps in knowledge were picked up and feedback was used

to support learning to the next step. More detail can be found in the

Education Endowment Foundationd s Tool ki t on .Master
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We learn to be learners

We know that learners interact with their environment all the time. The
exploration of theories in this section has focused on the importance of
the relationships between teacher and learner, and the creation of a safe
learning environment that is built around a good understanding of the
cognitive architecture that learners come to the classroom with (memory,

attention, processing). We now turn our attention to thinking about the

ways in which a learnerd ®wn thinking about how they learn can be
enhanced so that they become successful learners. The Education
Endowment Foundation has produced a useful guide: Metacognition and

Self-requlated Learning Guidance Report.

Key considerations:
How do you demonstrate mindset thinking in your classroom?

How does feedback help children and young people manage
their own learning?

How can children and young people develop different mindsets?

Metacognition

Metacognition 1 thinking about thinking T refers to a learnerd s
understanding of their own abilities and their attitudes towards learning
(myself as a learner); what strategies are available to them that they know
to be effective (my knowledge of strategies); and their knowledge about
specific kinds of tasks (my knowledge of this task). When confronted with
a maths problem a learner will think: What is my approach to maths
problems? What do | know about this kind of maths problem? What
strategies can | use? The learner then needs to plan how to carry out the
task by organising themselves, monitoring how they are doing it and
evaluating their performance. This sounds sophisticated, and it is, but this
is not only for older learners, as there is evidence that children as young
as three years old are able to demonstrate metacognition in their approach
to tasks.® Most learners will self-regulate by finding ways of persevering
when they become stuck. This ability will mature over time and can support

further motivation because of the success felt through learning.

Although all learners may well acquire metacognition to some level, it will
not be spontaneous, and it will not be the same for all learners. Therefore,
it is important that learners are explicitly taught the metacognitive
strategies of planning, evaluating and monitoring which is best delivered
through a combination of explicit teacher input, interactive questioning and
feedback. An important theory to support the development of good
metacognition and self-regulated learning in children and young people is

CarolDweckd6s mindset theory.

Mindset theory

Mindset theory was developed by Carol Dweck!® who was interested in
how children and young people coped with difficulty and challenge. She
proposed a theory that learners can develop a @rowth mindsetdor a dixed
mindseto dependent on their response to challenge, which is in turn
dependent on the feedback and response of others. Dweck observed in
her studies that learners with a @rowth mindsetédo not perceive difficulty
or challenge as failure, that they believe that they are on a learning curve,
and that their abilities will develop. Lear ner s with a 6g
persevere with new challenges and show more engagement over time. As
a result, they exert more effort and spend more time over tasks and
therefore develop neural pathways and their skills. They also learn from
criticism and see inspiration in the success of others. Learners with a dixed
mindset® when presented with a challenge, may believe that their abilities
are fixed and avoid feelings of failure by giving up easily. These learners
will show less perseverance and are likely to experience a decline in

performance over time.

We know from social learning theory that children and young people will
behave in a certain way depending on what they observe and how people
respond in their feedback to theirs a n d ot her so behavi
suggests praising wisely, following episodes of teaching and rehearsal that
give learners chances to become successful and proficient i praise for the
process, effort, perseverance and strategies used, rather than
dntelligenced e.g. & like the way you tried out different ways of solving the
problemd Growth mindsets can also be promoted in the way new learning
is presented, e.g. dhis may be difficult right now, butasyoul ear n, vy«
find it gets easierd When learners are struggling, in your feedback, think
about the power of saying ot yetq e.g., in response to a learner saying,
& c a n @you cduldl reframé with &o u ¢ a n Petdor 6tod shyttbak

you haven6t qui yee dotexiptect you to make

learning new thingsé The Education Endowment Foundation guide on
feedback® shows that it can have a very powerful effect on learners, and
more positively when it is linked to the process of the activity or the child

or young persond management of their learning or self-regulation.
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Pupil voice

What is pupil voice? Benefits for learners with SEND

Listening to and acting on feedback from all learners, including learners

, . . . . with SEND, can:
OPupi | participati on ultuse

: : w Build trust and relationships between learners and staff
in schools where all children and young people

w Help staff personalise learning and support based on what

have a voice and have the opportunity to play an e Lo aeny .

active role in decisions that affect their learning w Improve learner engagement and progress
and wel |l beingéo. w Empower learners by giving them opportunities to use their voice
in positive ways

The United Nations Convention on the Rights of the Child w Build confidence and self-esteem of learners.

We can use pupil voice to empower learners by providing appropriate
ways of listening to their concerns, interests and needs in order to

develop personalised educational experiences.

Can pupil voice help challenge unconscious bias?

It i s i mportant t o l'isten to all/l children peoplebds Vvoice

regardless of their age or ability. You could consider working in We can only genuinely commit to listening to feedback from
partnership with learners with SEND and adapt learning and the support learners if we check our own systems to ensure opportunities
you give to incorporate strategies they say help them learn the best. are meaningful and not tokenistic, and that every child and
Pupil voice is not about learners demanding to be heard, nor about young p goicsiseyualy valued.

professionals abdicating their responsibility and authority. Feedback : : i i i i
Consider your experiences as a learner: Consider using pupil voice as a tool to help us check our

from learners can be used in partnership with, or alongside,t e ac her expectations of learners with SEND

expertise, intuition, skills, and experience (co-construction). Did you ever struggle with any aspects of your school work?

_ _ _ w Can pupil voice give us insights about the way our
dResearch increasingly suggests that when children and young people Did you ever feel frustrated, or disengaged with your learning?

_ _ learners view themselves and their learning?
have more agency and are able to shape their own learning and

i i ing? w Can pupil voice help us challenge stereotypes about how
education this can result in benefits for all learners, educators, the D) SRR €3 SR 5 E1e U2E0 el el oo e BRIl pup P g yp

. . : : learners with particular needs behave and learn?
institutionandthe educati on system as a who How might you have felt if they had?
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Pupil voice

Supporting learners to give effective feedback

Planning authentic and meaningful opportunities for learners with SEND
to give feedback may seem daunting. As teachers, we need to think
creatively to overcome barriers such as language and communication.
We would not expect learners to write without being taught how to first.
Equally we need to teach learners to be able to express their views of

their own learning.
Some techniques to encourage learners to give effective feedback:

Learning to give effective feedback is a skill that can develop over time.
Below are some techniques you may wish to use to help children and

young people develop this life-long skKill.

1 Encourage learners to ask questions in class and during

Barrier

How | might overcome it

o1 havenot
before & | am fearful of

getting it

Ensure learners are clear that there are no right or wrong answers when giving feedback. Tell them
that their feedback is really important to you, and you want them to speak honestly. This is particularly
important with younger learners as they can sometimes change their answer if they feel it would

please the adult.

You can help build confidence by sharing questions in advance, allowing time for peer discussions
and by empowering learners to decide how they want to share their feedback with you.

6donot want
f eedback

trust that you will act

or

Learners are more likely to engage with this task if they feel you really value what they say. Stress
how important this task is and explain how you aim to act on the feedback that they share. However,

take care not to over-promise as this can lead to a breakdown of trust and may result in further

interventions. on what | | disengagement.
I Use puppets with young learners to model how they might speak

about their learning.
T ShelERies eees o e cn [ayeeuEy ek i There are numerous ways you can help learners overcome communication and language barriers

other learners and ask them to tell you why one might be more when giving feedback. Some of these include: using an adult or peer as a scribe to record

helpful for teachers than the others. - discussions; creating word banks; sentence starters or prompt cards; using film or photographs;

0 am unsu|
1 Plan opportunities for learners to give feedback, and then ask . . asking learners to draw instead of writing their feedback; giving them sound buttons or voice
wor ds o

them to evaluate what they share. recorders; using graphics for multiple choice responses; or marking themselves on a line of opposite
1 Create opportunities for learners to reflect on their learning in statements (Salmon | ine), e.g. 06l work best wh

class and through the interventions they have. Learners could be all when lam withmyf r i ends 6

asked to consider what they think is going well, what areas they

are struggling with, and where they feel they may need more ) _

Spend time ensuring learners understand the purpose of the task you have set. If the feedback you
support.
. A receive does not reflect the questions that you posed, then you will need to change your approach

' Work collaboratively with learners to agree how to give feedback. 0l donodt wun _ g _ _y P o y _ gey pp

Rulest hat coul d b eBe lonesthbut toerddedansies 6 donot know and the questions that you ask. This may include re-thinking teaching sequences and/or giving

forhelpifyoudonot under st @ndSaytowdyoquest i owant from assurance to the child that what is not known will be taught and rehearsed so that they can be

are feeling about your learningd . successful in the future.
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Pupil voice
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Interview with a secondary learner:

Adult: What lessons do you most enjoy in school and why?

Learner: | like drama, P.E and music mostly because they are active, a n d

Adult: What do teachers do that most helps you learn in class?

Learner: When they send me the PowerPoint ahead of the lesson or print it out, it means that | can take my time on things,a n d |
the same speed ast h e

question for them. My teachers have told me to leave my planner open o n

rest of the cl ass.

Adult: How do we support you with work out of the classroom?

donot

have to do much writing.

donot
dondét | i ke asking for help barceasys
red page i f | want help but

Learner: | go to an English intervention. We sometimes go through what we are going to do in the lesson in advance, and it helps me get prepared.

Sometimes we go over things | have questions about or that | was stuck on. This really helps me as sometimes the teacher goes through (explains)

things too fast or does not give enough explanation for me.

Adult: How do teachers help you with home learning?

Learner:

|l tds hel pful when

teachers my homewor k on

Teams & beensét. | alsof

sometimes used to lose worksheets. Also, one of my teachers sends me an email reminding me to do my homework three days in advance as she

knows | sometimes forget when work needs to be handed in.

Other times that you can capture pupil voice:

1

Ask learners about the progress they think they are making in
their classes and interventions. Consider setting targets together.
Ask learners about their classroom environments to determine
what impact it has on their learning.

Ask learners to take you to the resources or places (walking tour)
in and out of their classroom(s) that most help them learn.

Ask learners to discuss the support they receive in school and at

home. Can they explain what helps them the most?

Things to remember when asking for feedback:

Are you clear why you are asking learners for feedback?

Do learners understand what you are asking them to do?

Have you considered the needs of learners you are seeking
feedback from?

How will you adapt your approach to ensure you can capture
feedback in meaningful ways? What must you be mindful of?
Have you shown learners your questions in advance?

Have you thought about the appropriateness of requests for
feedback, e.g., if learners are not confident?

How will you use learner feedback to inform your planning of new

learning?
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The language we use with families

The language and tone used with families can have a positive impact on
the learner and their family, as well as their teachers. Contacting a family
with a cross tone of voice is unlikely to ever be productive, whatever the
learner has done. Making a family feel responsible for the behaviour of
the learner during the school day is rarely helpful. Describing the needs
of the learner in a structured conversation with regard to the views of the
learner and their family is a more useful platform for planning and

implementing effective provision.

Compare the following scenarios where a teacher needs to give
feedback to the family of a learner in Reception with a global delay. The
teacher has observed that the learner may be expressing frustration that
her .

another learnerwon 6t pl ay wi th

Scenario 1: The teacher calls the parent before the end of the day to

suggest they pop in when the other parents have gone. The teacher

startst he conversation with, 6l 6ve noti c¢
closely to one learner and this has made the other learner feel upset at

times today.6

Scenario 2: The teacher sees the parent on the playground at the end of

a school day, while dismissing the class,and call s acr oss 0
have a quick wor d pl ease?6 When the parent C
their chil d, the teacher adds, OKer i
keeps going up to him, even though we
The t eac hereéistheavopaeraidos dre very different and can

directly impact the outcome of the conversation. In the first scenario,
calling ahead gave the parent the chance to have the conversation with
the teacher in a private manner, without feeling that they are being

summoned in front of the other parents.

After a constructive start to the conversation, the teacher and parent may
be able to think about the learner together. The teacher could continue ¢
would like to encourage Keri to play with one or two other learners, to
build her confidence that other learners are fun to be with too. Does she
talk about other learners in the class at home that she likes? Are you
happy nclude Ker. i n

for me t o i

S ome

S

have

Case Study: The impact of the language we use with families

My son was in Year 1 when the SENCO asked me if it would be OK to put him on the SEND register. She spoke to me in the
playground at morning drop-off. Even though | already had a child with autism and my son had been seeing an Occupational
Therapist, it still came as a shock. | had to work hard to hold back the tears. Ithink it 6s easy to undere
can be to a parent to hear those words i even one already in the system. Knowing earlier that the school had developing concerns
might have softened the way; being told privately with anticipation that this might be hard news to hear would also have helped.

Understanding the experiences of families: One parentds perspec

| often felt that | was carrying an invisible rucksack of emotions, memories and experiences
that | had accumulated along the journey. This sometimes impacted on my interactions

with professionals as past experiences coloured present moments. Where teachers interacted
with me from a position of empathy and understanding rather than judgement, there was a
stronger foundation for an effective partnership. Some of these emotions were:

o ST
mfs'{*"’w\ s

1 Grief of seeing my child not having the life | might have expected her to
lead, or the life | think other people are leading.

Experience of the journey to diagnosis i not always being believed or heard by professionals.
Trauma of appointments and the responsibility of making medical decisions.

Feeling overburdened by the workload involved in the management of the administration linked to all the appointments
and other aspects of support.

Fear of the future 1 will my child be able to manage independently?

The lonelinessof seeing that my chil
has created a feeling of separation between my family and others.

dos devel opment al Sometimnds this s

t ol d her not to! O

Meeting with families is not a transactional process; it is a dynamic process with the child at the centre - it is essential that everyone
is empowered and genuinely heard and it is incumbent on us, as teachers, to ensure that we facilitate the appropriate conditions
for genuine partnership-working. This is our professional duty. Working with families is a rich experience and essential in
supporting the best possible progress for our learners. Teacher standards, the legislation that we work within and the institution
itself set frameworks regarding our professional role and responsibilities. However, it is much more than this and it is essential
that we consider our role in relationship with families. To do this effectively, we must reflect on what we bring to any dialogue - we
must challenge our assumptions and our judgements, bring to light any unconscious bias and reflect on the emotions we might
bring to the discussion.

We are not immune to emotional responses - based on the day that we have had prior to the meeting, based on possible prior
interactions and prior experiences, etc. It is, however, by being aware of our emotional response that we can ensure we take a
strength-based approach i the foundation of partnership-working in the best interests of the child or young person. Any meeting
with a parent is a meeting about their child(ren). It is our professional responsibility to listen and hear without judgement, with
empathy and with a desire to learn from the child's family. To do this is to enrich our practice and the provision we have in place
for our learners.

Teacher Handbook: SEND




Working with families

It is well known that family engagement in their ¢ h i | dleamingdasd
the quality of the home learning environment are associated with
improved outcomes at all ages.! However, the importance of working
with families goes far deeper than this. If we reflect on the importance of
knowing our learners, then the importance of working in partnership with
families is evident. The learner is at the centre of this process, and

education cannot be achieved with the school or family acting in isolation.

The Pen Green Loop
Observations Observations
D g T
Staff feedback Parents feedback
\ Provision in ) \ Provision in /

The Pen Green Loop demonstrates how teachers can work alongside families

to betterunderstanda | ear ner 6 s i ndi vi dual

NHS Ask, Listen, Do

‘A guide to making conversations count for all families' is
intended to help build a mutually respectful partnership built on
trust between families and the school, college or other
education settings.

See Ask Listen Do.

needs.

Case Study: Family Perspective

For learners with complex additional needs, setting up effective,
regular home-school communication channels is essential.
This supports efficient information-sharing and can avoid
situations escalating unnecessarily. Knowing from a parent that
a learner has had a bad night's sleep can totally change the way
that we interact with that child, and therefore the sort of day that
everyone will have. A parent knowing that unkind words were
directed at their child following a missed goal at breaktime can
make the difference between an evening of dysregulated
behaviour, stress and anxiety and an evening where feelings
could be explored, named and worked through. A
communication book can be a useful tool to support effective
and efficient information-sharing. Through the communication
book, you are providing a visual cue and a model to the child of
an effective, trusting partnership between their school and their
family. It is advisable to agree with parents and carers how it will
be used, and what the expectations are in terms of its use. For
example, would they like a short comment daily or only when
something significant has happened? Are there particular
situations when they would still prefer a phone call? Make sure
to agree with families before making adjustments to the way
communication books are set up, when changes are needed. Be
flexible and open to responsive adaptations.

Case Study: Family Perspective

Every parent | know who has a child with SEND feels the need
to be their advocate when it comes to school. As a parent of
three children with  SEND and a school governor with
responsibility for SEND, | see both sides. | see the enormous
and ongoing commitment and hard work put in by staff. | see
how children most in need are rightly prioritised. And | see how
school s c athiggti bud @an semedimeyg do more when
parents are vocal. Even better would be a proactive approach
from schools, encouraging feedback about their provision and
having honest conversations about what is possible. The better
the communication and collaboration, the better the
relationships and outcomes for the children.

Someti mes | 6ve only found out
child when |1 6ve sought feedba
now on a blue fidget cushion or that my daughter was being
allowed to doodle during carpet time to help her maintain focus.
These may feel like small adjustments to teachers but to parents
these are essential nuggets of information in understanding our
children and their developing needs. To not share information is
potentially damaging to the sense of partnership and trust we
need between us. We want to support our children as best we
can!

My son is now in Year 8 and | think that for every school report
heds had there have al ways be
tHe needs t o fHecdouds dnoo reevée no rb edt t
attention, 6 or, now that hebo:
sufficiently organised. | know these comments are meant to be
helpful but to a child with ADHD (and their families), they can be
demoralising, as if the teach
challenges or their own role in supporting them. More
constructive would be acknowledging the challenges by
including information on how the teacher is working alongside
my child to support their focus or their organisational skills.
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Working with families

A relationship built on trust between the family and the school benefits
everyone, but especially learners with SEND and/or other vulnerabilities.
As teachers, we are the driving force in building these relationships. The
time invested at the beginning of our journey alongside a learner lays the

foundation for effective collaboration.

To achieve effective partnership when working with families, it is
essential that families are respected and recognised as experts on their

own children.?

Key considerations for effective partnership

I Be aware of your own unconscious bias and adjust your

interactions if necessary. Avoid judgement and assumptions.

T Make bef or e 6have

positive relationship with the family. Do not wait until you have

cont act y Oou

6concernso6 to share.

9 Listen to and engage with the contributions of families. Be mindful
that some children and young people present very differently at

home to school.

I Be open, honest and transparent with families i parents and
carers have aright to know. Be sensitive when sharing concerns
and seek advice from the SENCO as appropriate. Respect
professional boundaries i for example, we are not health

professionals and do not have the expertise to diagnose!

9 Be mindful of the imbalance between the institution of school and
the family. You represent the institution, and to the family it can

feel as if you hold the power, even if you do not feel that you do!

I Be mindful of any specialist language or jargon 1 establish a

shared understanding of the language with the family.

I Always act and communicate in the best interests of the child or

young person.

t oo

Co-production

Co-production is defined as a strong and equal partnership between the

users and providers of public services to achieve a valued outcome?.

Co-production should not just be reserved for certain processes, such as
the EHCP assessment process or the annual review; it should be
embedded into the fabric of our interactions. Co-production is a process
in itself. If we are to be successful in co-production, learners and their

famiiesneed to O6feel that they have

have a sense of co-ownershipd*
Within a philosophy of co-production:

1 Everyone has something to contribute.
1 Reciprocity is important.

1 Social relationships matter.
B

Basial goptdbytipns arg emepWraggdo u est abl i s h

Co-production at primary schoolia par ent 6s

A good rapport is the key to my daughter being successful in
class. She wants to pleasei even i f thatds r
When she and a teacher have struggled to click, a managed
conversation wher e theyove <
worked well. She struggled for a while with the PE team. They
used the school traffic light system more liberally than class
teachers and this, plus some shouting, would put my daughter
onedgeieven i f it wasnodét direct
for her to engage and manage herself and it became a
downward spiral. The school provided more training for the PE
staff and the SENCO facilitated a talk between my daughter and
the PE teacher. They both came away with a much better
understanding of what the other was experiencing in lessons
and the softer interaction me
by the teacher. It made a positive difference.

part

a

Co-productioni ayoung personés Vi ew

The PATH (Planning Alternative Tomorrows with Hope)
meetings are very helpful to me because they help me set out
my goals for the future and they give me steps to follow to
achieve the goals of what | want to become. The PATH meetings
help plan steps like where | am going to live and what am | going
to do after this course and what skills | need to do this. When in
these meetings, | feel what | want to do in the future is my choice
and that | have control of my ideas.O

These are tough decisions like what | want to do next, however
| am not alone and | have my Mum, Dad and staff who | work
with to help me. The PATH is also a chance to celebrate all the
achievements | have done throughout college and my school
years.O

There are also other reviews where | also get a chance to
change my decision and adapt and contrast my plan as time
goes on. It is flexible and it helps me to understand details of
what | need to do to have greater opportunities for the future and
to achieve the goals | need for my course and for life.

Co-production at secondary schoolia par ent 0 :¢

My son had the most fantastic transition to secondary school
(having had a previous cataclysmic transition mid-way through
primary school). As well as extra pre-visits, he met with all the
significant adults, including a SEND TA who was going to be his

6go tod person. The first wee
and would text me updates. Sh
where he was strugglingtoself-r egul at e or was

now in Year 8 and they meet weekly for lunch. She continues to
support him (and his teachers) with good routines, working
memory issues and any frustr
successful start 1 in part down to him but a significant factor has
been this pre-emptive support. It might look resource heavy (he
doesndét have an EHCP) but it¢
on school resources than the repeated involvement of senior
leaders which we had in the past.
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Section 3

Planning inclusive lesson S

In this section, we will cover:

1. Quality Inclusive Pedagogy
Inclusive teaching and learning approaches
Unconscious and conscious barriers

2. Thelanguage we use with learners
Working with Teaching Assistants

4. Remote education
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Quality First Teaching is referred to in the SEND
Code of Practice as being the first step to
responding to | earnersbo

Quality First Teaching, pedagogy does not exist
without curriculum and vice versa - when pedagogy
Is disconnected from the curriculum and the subject,
then learners might appear 'engaged' but may not
actually be learning meaningfully. For our most
vulnerable learners, careful curriculum choices are
essential i a fine balance between ensuring that our
learners have access to an ambitious, broad and
balanced curriculum as well as ensuring that our
learners have sufficient opportunities to build key
foundational skills to ensure wider access to a
broader curriculum, including opportunities for
over-learning and repetition. These curriculum
choices have to be made against a clear model of

progression in each of the disciplines.

In this section we will explore inclusive pedagogies to

support our high-quality teaching of learners with SEND.
When considering pedagogy i how we teach T it is
essential to remember as the backdrop to any pedagogy,
the curriculum 7 what we teach. The way we teach
supports our learners' experience of the curriculum and
how they access this and consequently make progress.
Conversely, careful curriculum choices ensure that our
efforts are focused on the key foundational skills in any
given subject. This will have the biggest impact on our

learner's ability to progress.

Later in this Handbook, we look at the graduated
approach in more detail. The graduated approach
(assessi plani doi review) is central to all our teaching
practices. Itis crucial that it starts with 'assess'. When we
are assessing our learners formatively, we are getting to
know them as learners and how we can adjust our
practice so that we can break down barriers to learning

that they might be experiencing.

Central to teaching is also how the 'assess i plani do i
review' cycle informs curriculum choices. It is essential
that we know our learners' starting points (through our
assessments) and have a clear idea of the endpoint to
our journey - the endpoint being considered might be a
long-term outcome, at the end of a lesson sequence, or
at the end of a lesson. By understanding our learners'
‘goal’, our learner and our learners' starting points, we
can plan 6the whatodé and

linked to each other. Adjustments and adaptations will be
made continually as we go on this journey in partnership
with our learners and the role of continual formative

assessment is central to this.

The framework of a well-designed and well-sequenced
curriculum to support the effective delivery of Quality First

Teaching is a whole-school responsibility.

Collaboration to achieve this is essential. Seeking advice
from colleagues, such as subject leaders and heads of
department, to understand the curriculum design and
model of progression will support your decision-making
in delivering and adapting your curriculum to effectively
meet the needs of all learners and prepare them for their
next stage, be this in education or for adulthood. The

subject-specific _guidance also gives insight into key

curriculum considerations when planning inclusive

lessons.
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Quality Inclusive Pedagogy

Everybody learning!

When we use the phrase ®uality First Teaching§ we refer to key
principles that underpin best practice. In this section, we will focus on the
principle of inclusive pedagogy, addressing the values, attitudes and
approaches that ensure mainstream classrooms are geared towards

supporting those who find learning difficult.

Inclusive pedagogy is an approach to whole-class teaching that is
accessible to all learners. It should enable learners to keep up, feel
included, progress and be successful. This approach should foster an
open-ended view of each i n d i v ipatentalltdlearn and recognises
the difference between individuals as a given and a strength. It
challenges deterministic approaches that exclude certain learners from
a positive classroom experience because of adverse labelling by ability,

or by diagnosis.

As teachers we can feel disempowered by the expectation to teach

learners with such a variety of needs.

However, we do not need to become experts in every SEND diagnosis
to succeed. We do need to seek to know each learner, to find out how
they learn best, and then seek to create classroom strategies that
maximise their learning. By thinking about quality in this way, mainstream
classrooms can become environments where teachers can plan, teach

and assess for all their learners with equal confidence.

The notion of inclusive pedagogy is not a call for a return to a
model of whole-class teaching where equality is notionally
addressed by providing identical experiences for all. Instead, it
advocates an approach whereby the teacher provides a range
of options which are available to everybody. Human diversity is
seen within the model of inclusive pedagogy as a strength,
rather than a problem, as children work together, sharing ideas
and learning from their interactions with each other. The
inclusive pedagogical approach fosters an open-ended view of
each childbés pPpotential to | ea

Why Inclusive Pedagogy is prerequisite for

Quality First Teaching

We are moving away from an approach that views learners with SEND
as outliers that always need to be catered for and taught differently.
Separating learners with SEND out for numerous interventions or over-
relying on teaching assistants to deliver teaching to a group of learners
with identified SEND, can in fact be detrimental. Evidence tells us the
most important contribution to improved outcomes for learners with

SEND is quality teaching.?

We are also seeing an increase in the co-occurrence of needs exhibited
by children and young people. Research tells us there are increasing
numbers of learners in mainstream who demonstrate complex SEND
profiles due to a number of factors (e.g., better neonatal care and more
complex conditions affecting neurodevelopment).®> More and more
learners have what might have been described as spiky or jagged

learning profiles.

The new Education Inspection Framework (EIF) reflects this shift too. It
no longer looks at SEND as a department or additional provision within
the school, but reviews teaching of learners with identified SEND within
each subject area and every classroom. It requires evidence of SEND

teaching that permeatesc ur r i cul um del i very,

Low Average High

Similarities Similarities

Vocabulary Vocabulary

Knowledge Knowledge
Block design Block design

Matrix reasoning Matrix reasoning

Visual puzzles Visual puzzles

Number memory Number memory

Arithmetic Arithmetic

Symbol searching Symbol searching

Encoding Encoding

There is a new generation of children with complex learning
needs, who do not fit neatly into an understandable category.*

Professor Barry Carpenter

What do we need to change?

We need to focus on academic engagement for learners with SEND to
achieve genuine inclusion and strengthen learner achievement.
Learners with SEND need access to the best teachers and the strongest
teaching. Currently, many mainstream school processes focus on the
social and emotional aspects of inclusivity rather than zooming in on the

teaching and learning process.

Inclusive pedagogy can improve this. Responsibility for effective
teaching and assessment of learners with SEND should not be the
isolated preserve of the SENCO. Teachers are the key to progress.

Teachers are generally supportive of the principles of inclusion, yet
anxious about working with an increasingly diverse range of learners.
Adopting an inclusive pedagogy offers a way of thinking about effective
whole class teaching and meeting the needs of individual learners.
Research has helped highlight the reliance on planning and teaching for
f-hé nt’]aj0|jitypo? Iea?n8r§ WhB %Arnt tfp%ally? dhd then doing something
slightly different for the outliers: those at the top or bottom of the
distribution curve (who are sometimes described as lower or higher
attainers). Inclusive pedagogy highlights the flaws in this teaching, that
default thinking of planning for most of the class and then doing
something additional or different for some. dostdéand &omebthinking
risks limiting our belief in what young people can achieve. Inclusive

pedagogies encourage us to build in, not bolt on.
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Inclusive teaching and learning approaches

Letdbs move away f r o m-akility thinkeng dbgupwhat g

learners with SEND can achieve. Where differentiated lesson planning
leads to learners recognising, they are forever stuck on the red table for
low prior attainers, or consistently given the bronze activities for in-class
compl etion never tnheevegroltdh,e (6osrp itchyebd
we limit expectations of what these learners can achieve. Consideration
of learners with SEND who find learning tricky must be core to planning

and teaching, not peripheral.

It is tempting to talk about the challenge of SEND as a specific
and distinct issue. Yet, far from creating new programmes, the
evidence tells us that teachers should instead prioritise familiar
but powerful strategies, like scaffolding and explicit instruction,
to support their pupils with SEND. This means understanding
the needs of individual pupils and weaving specific approaches
into every-day, high-quality classroom teaching 1 being
inclusive by design not as an after-thought.®

1. Ban the average

Banning the aigeda i sf amavMerportant st
more inclusive approach to teaching. Instead of quickly categorising
SEND

teacher realises the notion of an average, above average or below

learners wi t h as Obelow averagebo6,
average learner is not helpful. The inclusive teacher challenges that
mindset that seeks to predetermine the capacity of each learner,

replacing it instead with a curiosity about what the learner can achieve.

As teachers we should approach teaching with a sense of openness,
looking to be surprised by our learners and what they can achieve. We
cannot develop quality teaching unless (and until) we challenge this

oversimplification.

a® dhihk abodit transforming learners 6 | i

vV €S

Reframe how you approach your role as teacher. It is one that transforms
l i ves, rather than simply O0toppi
RNthe BlRahaduiured dednot bréd&tétmined by innate ability, and that
every learner can make progress given the opportunity. Work with
learners as co-agents in learning. Commit to nurturing trust between you

as the teacher and your learners.

6Success for al |

learn to high levels6®.

eédepends in

3. Difficulties in pupil learning are a professional
challenge

As teachers we can be influential change agents in transforming schools

if we regularly reflect on our pedagogical practices. Look for
improvements that will help all learners reach their full potential. Barriers
to learning simply present an opportunity to develop new ways of

woyking, safper thans a @replgm with ghg leggnerd A complex learner

presents a professional opportunity to learn!

the successfully i nclusive

4. Learners are pilots, not passengers

A study of 4000 fighter pilots to identify t h e
design discovered that on a ten-point criteria, not a single one was the
di

learners in the classroom. Difficulty with maths does not mean a struggle

6average

same on every mensi on. These

in literacy; poor working memory might not mean poor articulation. When
you recognise these spikey or jagged profiles, there is less risk of

labelling and a greater opportunity to identify learner potential.

a s 5. tdsedeficd labelling, more ability profiling

ng

0 ]

Good teaching requires adopting an individual, holistic view of each
learner. Be wary of labelling learners with their diagnosis or behaviour
u_Po knowl| edge. Pl an and teach basec
trait, or by assumptions of what they cannot do, particularly learners with
SEND. Such labels reinforce stereotypes and lower expectations of what
they can achieve. Instead of describing learners with autism as having
difficulties making friends, or dyslexic learners as reluctant writers, profile

learners by what they can achieve and how they can learn.

Catch yourself quietly if you label or limit a learner by the language you
use, but positively reinforce yourself and your colleagues when remarks
are made about what a learner can do (rather than what they cannot).

6. Ask better questions (be a detective in classroom)

Adopt an inquiry mind-set. This is about asking investigative questions
around the learner. What do | know about how this particular child or
young person learns? What are their strengths in maths and how do they
differ in geography? What are successful hooks to get them interested?
What motivates them to learn? What aspects of their learning behaviours
need to be developed? This helps break the cycle of starting with
| earner 0s

guestions about what we know about a di agno:c

7. Catch your learners doing the right thing

si 7 Ngtkge %Olcer'(%riqeros strengths and bu
Catch them doing the right thing o
What do Bui!d this into Catch them Learning to Let it scaffold
they do well? getting it right “e""laege:fi:;

i Let the learner
Find strenghts i mi’:‘ migre Positive understand why Set them up
& preferences OpporiiNuues reinforcement it's working to succeed
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Inclusive teaching and learning approaches

8. Use co-operative learning Being a detective For further guidance please refer to Section 5,

__ Specific behaviour which contains subject specific guidance for the
® Following only part of an instruction. . .
following subjects:

® Finding mental maths distressing!

Adopt an approach to classroom management where learners can learn

together in small heterogeneous teams. Learners encouraging each

other to succeed is inclusive and highly motivational. q Maths
Underlying reasons o Primary Guidance
0. Design lessons that targ et the outliers Working Memory affects: Executive function affects: 0] Secondary Guidance
® Recalling information ® Organisation .
Rather than designing lessons with the majority of the class in mind (back e Recalling words e Planning f English
® Holding on to information ® Focusing o Phonics Guidance

to the difficulty with average), make your prime concern those learners

® Processing new information ® Thinking flexibly

o Primary Reading Guidance
o Primary Writing Guidance
o Secondary Guidance

who are most likely to struggle with what you are teaching. Focus first on
what you want to teach (expectations) and then who to teach. Use

knowledge of your learnerséprofiles to support planning.

1 Drama
, : a o Primary Guidance
6Adapt the mainstBeam t o _ .
10.Useshortcycl e formative asses o Secondary Guidance
be a detective every day 1 Science

o Primary Guidance

Constantly adapt your teaching. Assessment for learning feeds you with .
BB - 2 / o0 Secondary Guidance

the information needed to make small but meaningful adaptations to

teaching. Teaching should be contingent on responses from learners. ' Music
Use formative assessment to gather more evidence about what o Primary Guidance
individual learners can do and how you can build on this. 0 Secondary Guidance
The graduated approach is often applied in schools as a long cycle of f Art and Design
formative assessment, but in fact it is used effectively to support inclusion o Pri mary Guidance
as a micro-teaching tool to inform and adapt teaching in response to 0 Secondary Guidance
individual learners. 1 Physical Education

I Computing

1 Modern Foreign Languages
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Unconscious and conscious barrier

There are mindsets that we might need to change in order to establish

more inclusive daily practices.

Avoid bell-curve thinking

Average Performance 68%

Who do we have in mind when we plan?

Schools often make the mistake of teaching to the perceived majority in
each classroom, to the average learner whose attainment sits in the
middle of the group, and then doing something different for those at either
end of the bell curve. This has led to many learners being excluded from
achieving their potential. The notion of typical or average learners is
systemic. For many years, schools have used lesson plan templates that
contain two very unhelpful boxes - one headed with SEND or Lower Prior
Attainer, and the other with Gifted and Talented or High Prior Attainer. A

good way to avoid this unhelpful thinking is to build the lesson around

Grow teacher confidence

We develop valuable expertise about the learners we teach. Whether a
new or experienced teacher, we can often feel overwhelmed by the
challenge of teaching learners with SEND who struggle to learn. New
teachers believe they lack knowledge of SEND, leaving teachers feeling
deskilled.’® Adopting an inclusive pedagogy can reaffirm our
professionalism by recognising the development of expert knowledge in
the context of our current classroom and knowledge of the learner.
Working with learners, families and professionals to learn more and

problem solve together provides us with deep expertise that is not

the outliers. dependent upon deep diagnostic knowledge.

Inclusive teachers do not assume that knowing more about a condition
will automatically shape how we teach. We use assessment for learning

strategies to build ever stronger evidence of how children and young
This system contributes to the legitimisation of ability grouping
and the provision of additional support, which serves to reinforce
marginalisation of learners with learning difficulties. °

people in our classrooms learn. The knowledge we value is that which

increases our understanding of what works for a learner and supports us

to adapt our teaching to secure better outcomes. SENCOs offer valuable

The language we use defines us support with this, but the teacher remains the member of staff most

knowledgeable about the learnerd gevelopment in lessons - pedagogic
X1 C sg an %Ib P pedagog

When teachers use language such as, 6 | have two tideges | e

. . . . . expertise that has great value and should be shared with other teachers,
with aut i s mitdepersanglises theseslsafers and suggests

the teacher has limited expectations of them. It also indicates they have professionals and the family.
fallen into the trap of believing that every learner with these conditions is ) )
inherently identical. How we describe learners shapes our attitudes A Startmg pomt for Change
towards them. We vary our teaching and respond differently towards

0 aabilgyrthinging 6 o

of this kind reduces the sense of our own power to promote learning and

The recommendations in this section are a non-exhaustive guide for
{hink‘l‘)né ﬁiﬁeﬁentl)? leou(? How V\'/:eI s)ﬁp%éjrt learners with SEND to

maximise their potential. By strengthening teacher confidence to believe

) learnersvi ewed as O6bright 6,
Low Average High

Performers  Performers  Performers
development using our expertise and professional judgement. Instead, we can teach everyone and developing a mindset to see difference as a

seek to understand how each learner is different. Get to know their
strength possessed by all learners, real change can be enacted.

The preoccupation with standardised assessments, league individual strengths, motivations, difficulties, barriers, and how they
tables, and competition, reinforces school structures which are

under pi nned rilvy dbhe hotlons ofdix@d ability?

learn, especially for learners with SEND. This is an imperative quality Inclusive pedagogy supports us to draw upon context-independent

skill that we must continually develop as teachers. knowledge, as well as to develop an inclusive mindset that celebrates
differences in what teachers do through their everyday pedagogy, to

increase the learning and engagement of all children and young people.
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The language we use with learners

The language and tone we use in life is always important, but never more
so than when we are in front of children and young people. We model to
them in powerful ways through the words we say (and often the words
6 Wh y

exasperation can add shame and humiliation to a learner who may

we leave unsaid). have you not start

already have struggled to comprehend the instruction given for any
0 Wh at

task togetherg spoken gently and with a smile, allows a learner to indicate

vari ety of reasons. d & startahis

if they require some help to start.

When planning a lesson, we decide how each task will be scaffolded,
how to break down the task again for the learner, offer additional
resources, show a model of what the intended outcome might look like,
or include an incentive. For a learner with SEND, it may be that their
processing makes it hard to comprehend more than one step of an
instruction at a time. It may be that a learner with SEMH needs finds it
hard to concentrate and focus their thoughts on verbal instruction, whilst
maintaining a hypervigilance on the rest of the class. There will always
be the occasional learner who we know to be capable, who is finding it
hard to start the task. If the task is well structured and interesting, then
t his be be

positive redirection. So, for the learner with SEND who is not focused,

shoul d rar e, or can

the first responsibility lies with the teacher to amend the language and

the tone to engage that child or young person in their learning.

ed

t a cwkolredd bwiotwm tlme déseacber theokodgand

A good skill to learn early on is to put the information-giving words we
need the learner to understand at the start of our sentence. As teachers,
we often rely on talking, and can use a significant number of words over
theccaurse df alesdon. fFoe dorfe learnessphis knayrhelpao iriciease their

vocabulary, but for other learners we will need to emphasise keywords

at the start. 6This is a thought bubbl eb
mdnt @ ss ttahritn kyi onug ®mMdwiedl lefffeces GEEgr
watched the Ilittle film cl idglyrmandt wé€

the piano might be feeling. What | want you to do now, is to get your
English books out, find a sharp pencil, draw a thought bubble and write
what you think would be in his headd You can still use the second set of
instructions, but practise focusing the instruction into short, clear,

uncluttered sentences to share with the class first.

Being careful of the language we choose to use is not the same as

lowering our expectations of language, or only using simple language

with learners. Expandi ng a | earner 6s vocabu

their social capital as well as their learning. We need to consistently
remember to structure new words with explanation, context and practice,
similar to any new | ear mwaynyguuseFthe e =
scratches himself like this, behind his ears. Can you do that? [laughing
Shall t he

picture of a scratchy d o gHaving access to wonderful words should not

toget her]. we say br own,

besomet hing a | earner has to reach
6Gargantuandé can be made just as a: e X i
as Ol argeb6. OWords to get vyolanghteno u't

in a classroom too, helping to embed learning.
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Working with

Teaching Assistants

The SEND Code of Practice makes clear that teachers are responsible
and accountable for the progress and development of the learners in
their class, including where learners access support from teaching
assistants and specialist staff. A core component in lesson planning is
determining how teaching assistants (TAS) can support the teaching and
learning of all learners, including learners with SEND. This section is
going to focus on two key areas: the building of effective partnerships

and the deployment of TAs in lessons.

Building a partnership with TAs

Developing an effective partnership with TAs is a priority for all teachers.

TAs bring a variety of experiences to the role, both personally and
professionally. TAs may have a subject specialism, or a previous career,
hobby or interest that complements the teaching and learning in a subject
or a specific unit of study. Professionally, some TAs have wide-ranging
experiences working in schools, including supporting individual learners
and/or classes across different year groups and/or subjects. These
experiences lead to an acquired knowledge, e.g., teaching strategies and
resource adaptations that can be drawn on to support an individual or a

group of learners.

The importance of an effective partnership between teachers and TAs is
well established; research has demonstrated that the impact of TA
support is linked to the quality of the T A6 s
The E n d o wialeng Best BJsewinTdaahing

Assistants Guidance Report draws on the recent research, including

depl oyment

Educati on

findings from the Maximising the Impact of Teaching Assistants

programme, and provides practical, evidence-based guidance to help all

schools make the best use of TAs.

To build an effective partnership with TAs supporting their lessons, teachers should:

Develop a rapport with the TAs
supporting lessons

Initiate, and maintain, regular
communication

Share information in a timely manner

T

When receiving a timetable, teachers should ask their phase leader or head
of department which lessons will have additional adult support and make a
note of this.

Teachers need to begin to develop a working relationship with TAs supporting
learners in their classes before the first lesson. It is important to take the time
to introduce themselves to the TAs before the summer holidays, or if new to
the school, on the first INSET day.

Teachers should organise a time to have an introductory conversation with the
TA(s) they will be working with and find out if there is any support that the

TA(s) need to support individual learners or certain subject specific lessons.

Teachers need to be mindful that most TAs are not on a salary like teachers,

so their paid time is often only within school hours.

The teacher and the TA should decide together the best way to communicate.
Regular communication will be needed over the course of the year i this could
take place in a brief weekly meeting or emails may be the preferred mode of
communication.

Teachers should ensure communication is not always teacher to TA.
Encourage two-way conversations, where TAs can share questions,

observations and concerns.

Teachers need to provide TAs with information about key learners in the class,
including but not limited to learning needs, recommended teaching strategies,
behaviour approaches, and safeguarding concerns. It is important that any
updates regarding learners are shared without delay.

Lesson plans, worked examples and schemes of work should always be
shared in advance of lessons, with an opportunity for TAs to ask questions
related to the content, teaching plans, scaffolding and success criteria.
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Working with Teaching Assistants

Planning teaching and learning activities that

support all learners

Guidance from the Education Endowment Foundation emphasises the
importance of TAs adding value to the work of the teacher, not replacing
them.! Quality First Teaching should be the first response in meeting the
needs of all learners. When planning lessons, consider the strategic use

of TAs to complement your teaching.

When planning TA deployment for learners with more complex needs, it
is important not to over rely on a TA to support the learner. Excessive or
unnecessary TA proximity can have inadvertent detrimental effects,
including separation from classmates, unnecessary dependence,
interference with peer interactions, insular relationships and the learner
feeling stigmatised. Ineffective TA deployment can impede access to
teacher engagement and high-quality instruction, and at times can

provoke behaviour problems.

When planning TA support in lessons, teachers can consider

implementing co-teaching approaches.?

The following approaches can be used within a lesson - a variety of these
would be used across a series of lessons. When deploying the following
approaches, it is important that teachers are clear on the responsibilities
of each member of staff, particularly which adult will be teaching new
content to learners and addressing misconceptions. These two
responsibilities should always remain with the classroom teacher. This is
crucial to effectively meeting the needs of all learners, as research has
evidenced that increased TA support has a negative effect on an
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One teaches, one observes: One adult leads the lesson and the
other gathers data on the learners. This could be an individual learner, a

small group, or the whole class to better understand learning needs.

Station teaching: Learners are arranged in groups of six i two stations
include facilitated instruction, with remaining stations focused on
independent, partner or small group work. The two stations of learners
receiving facilitated instruction are planned as part of a lesson sequence;
these stations should be planned to meet the needs of individual learners

in a lesson and should change throughout a series of lessons.

Parallel teaching: In this approach, all learners have double the
opportunities to participate in class discussions, as the teacher and TA
split the class into two groups. This approach can be used for part of a

lesson; it is important that both groups have equal time with the teacher.

Alternative teaching: Sometimes, it can be beneficial for one adult to
work with most of the class, while the other focusses attention on a small
group. This approach can enable pre-teaching of new vocabulary to take
place, provide time for misconceptions to be clarified with a small group
of learners or for further support to learners who need extra time to

understand previous teaching.

Teaming: The teacher and TA share leadership in the classroom; both

are equally engaged in the instructional activities.

One teaches, one assists: The teacher leads the lesson while the TA
supports individual learners quietly. The teacher provides guidance to

the TA on which learners to support and the levels of scaffolding needed.
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Working with Teaching Assistants

For TAs to effectively support teaching and learning in line with planned
outcomes, it is essential that teachers provide specific guidance to TAs,
including the lesson plan, names of learners to support, teaching
strategies and success criteria, in advance of a lesson. The Education

Endowment Foundation have adapted a Teacher-TA agreement

template that can be used to communicate specific guidance to TAs.

There will be instances when a TA has a strong rapport with a learner in
your class. This can be for a variety of reasons, such as the TA having
worked with the learner in a previous year group, or through an increased
time with the learner in 1:1 or small group interventions. As teachers, it
the TAOGS
provide high-quality provision in the classroom setting. We need to take

is important we v al u e knowl edge
the time to discuss the learner with the TA, including any interventions
the TA is leading on, to gain a better insight into how the learner is
progressing academically or soci

subject we are teaching. To maximise the impact of any intervention, the
learning that happens in the intervention needs to be generalised into the
teaching of the class i this is true for both academic and social-emotional

interventions.

An important consideration, particularly in primary and special schools,
is the planning and organisationofa T AOG s
plan for key points of both individual lessons and the school day, where
When

met abl e, it

learners need additional support (e.g.,
TAOGs ti

talk through the timetable together, with the teacher highlighting both the

transition times).

overseeing a

key times and responsibilities at these times, with their TA. The class
teacher and TA should also discuss and formally timetable when key
interventions can take place for individuals or groups of learners within

the class.

t Teathersanéet ® .
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Scaffolding appropriate support for learners

When planning lessons, teachers should always provide guidance to TAs
on how to support individual learners in lessons. TA support needs to
scaffold a pupil &s

Framework for Teaching Assistant-Pupil Interactions* adapted by the

Education Endowment Foundation as illustrated in the image below, is
useful for both teachers and TAs; it is particularly beneficial when
learners are answering questions independently, both during whole class
teaching and whilst completing independent tasks. Teachers should
model the use of the scaffolding framework to TAs in both circumstances.
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In most situations, teachers should plan for the TA to first observe the
learner, allowing the learner time to self-scaffold as they initiate and
begin to engage with a question or task. If, after a few minutes, the
learner has not started the task, or has initiated the task but then begins
té) éT‘ng&er, {hé’Jl T!}Atsho(ﬁldh ugetthe ¥ra¢n8wortk f %rgvpde‘z3 an ap%r%porliate
level of support to the learner. TA support should always start with
prompting, only moving on to other strategies if the learner, after an
appropriate wait time, continues to struggle to engage with the learning.
Both prompting and clueing encourage a learner to complete a task
independently. If a learner requires further support after prompting, and

then clueing, the TA can model a task.

t he

It is crucial that after the model, the learner has the opportunity to

complete the modelled task independently, with the TA solely observing

| ear ni nhg Scaffoldinge n ¢ ehe lkea@ngre Coirdetithgeshotiltl idecused rarely, ds it does not encourage

independent thinking from the learner.

A common misconception within the framework is the difference
between prompting and clueing. Prompts are generic and can be
applied across tasks, as they do not include words specifically
about a task (for example, &h a t do you neect¢
0 Cl uei nepstnoregpeaxificisupport to a learner. Clue words
contain a key piece of information to help learners work out how
to move forward. For example, when adding a two-digit and one-
digit number using an open number line, the TA may clue a
learner and say, &Whic h number s houl dheyuseu
of 't he wo rnthke® thisiqudstiom & clue, as it prompts
the learner and reminds them of the method to complete the task.

Reflecting on TA deployment

Ther e

strategies may work better in different subjects, or with different groups

i ssizetfils-ad d neappr oacho

of learners. You should continually reflect on your deployment of TAs in
lessons, and the impact the TA support has regarding the learning of all
learners, including those with SEND. This reflection should include both

feedback from the TA and the voice of the learner(s) a TA is supporting.
TA

A framework that you can use to reflect on the deployment of TAs is a

survey within the Teaching Assistant Deployment Review Guide.®> The

survey has a series of questions that you can use for reflection; these
guestions can also serve as a useful framework for further discussion
with senior leaders to ensure that TAs are prepared for their role and
deployed effectively in both individual classrooms, departments and

wider school life.

Teacher Handbook: SEND
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Remote education

This section will outline the steps you can take to ensure all learners can
successfully engage with work set for completion at home without

generating unacceptable additional workload.

1. Understand where each learner is within the
curriculum

Before sending any work home we need to refresh our understanding of
ourl e ar spedifisl@arning needs and learning gaps. Having identified
specific areas of the curriculum where individual learners may have
learning gaps, we then ensure that learning materials and teaching
attend to these. To preserve successful strategies an open and honest
discussion should take place between yourself and the learner to agree
how these can be transferred into a period of remote learning.
Demonstrating to the learner and their family that you understand their
specific strengths andt h e i n dlearning pradile @ this early point
will help to maintain the essential relationship throughout a period away

from school.

2. Understand the home learning context

The second step is to understand the specific home learning context for
your learners. It is important to understand the physical space available,
the technology and internet access, and the availability of adult support.
This conversation will be crucial and must be conducted in a respectful
and non-judgemental manner. It is important to be mindful that some
families may feel vulnerable sharing private details about their home set-
up. There will be many legitimate reasons for this, and humility and
openness will be crucial to maintaining the vital family relationship. You
should never make assumptions about the home context of your learners
and should seek to plan lessons and create materials that will work in as

many home environments as possible.

3. Ensure lessons and materials are inclusive by
design

Using the information gathered in sections 1 and 2 you should ensure
that you are setting work that builds in as much support as possible. For
example T use well designed document templates so that visual
information is presented in a clean manner that supports learners with
visual processing needs. Using a style guide may help ensure all
materials are well designed. Consider recording a voice memo track to
accompany written work, as well as writing explanatory content, to

support learners.

4. Recreate high quality teaching in a remote context

Whilst the location of learning may have changed, the role of well-planned
teaching to facilitate learning remains. Remember the features of high-

quality teaching, e.g, Rosenshi nedls principles

Begin a lesson with a short review of previous learning

=

Present new material in small steps with student practice after
each step

Ask many questions and check the responses of all students*
Provide models

Guide student practice*

Check for student understanding*

Obtain a high success rate

Provide scaffolds for difficult tasks

Require and monitor independent practice*

=A =4 =2 =4 =4 A -4 4

Engage students in weekly and monthly review.

Some of these elements are easier to secure. Those marked with an
asterisk will require innovative thinking. By utilising the range of remote
tools available, many of these features can be replicated. Remote direct
contact time should focus on checking understanding and guiding
learners through activities and tasks, and not be limited to providing

exposition.
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Remote educati

on

5. Be flexible

Some learners have additional needs which include regulation and/or

sensory stimulation. A home learning environment where environmental

barriers are reduced may play to the strengths of some learners. As such
it may be appropriate to take a flexible approach to prescribing specific
time spent on work and the precise timing required. Consider how you
communicate with individual learners i emails or recorded messages may
be preferable to real time. Be mindful that some learners may enjoy
working from home more than in school; supporting a strong and positive

transition back into school will be necessary in these instances.

6. Maintain the teacher/learner relationship

The relationship between yourself, the learner and their family is a crucial
element in successful teaching and learning. In a remote learning context
this relationship must be nurtured and developed over time. Agree and
keep to a contact schedule, utilising the preferred contact method and
times for the family. When engaging with learners and their families it can
be easy to fall into a pattern of either discussing academic progress or
emotional wellbeing. You need to ensure that both are covered
authentically and not rushed - focusing on the learning that is currently
taking place, setting up future activities and supporting learners to reflect
on how well they are doing within themselves. In a secondary context it
may be harder if you have multiple classes to maintain regular contact
with all your learners. The form tutor might take on a lead role with some,
but in this instance, you might consider providing home room style drop-

in sessions to all learners.

7. Seek feedback and refine

As part of catch-up discussions with learners and families ask about what
is working well and what could be improved. Have the confidence to ask

learners for feedback and refine your approaches over time. You might

feel vulnerable asking these questions but should embrace constructive
feedback as an opportunity to develop and improve the effectiveness of

your teaching.

8. Hold on to responsibility

You are responsible for the learning and progress of all your learners. You

should work with the SENCO and draw_on your TAs to support your

learners. You will know your curriculum sequence and subject domain,

and therefore should lead the teaching for every learner.

You can successfully deliver remote education by understanding each

learner6 s uni que home | earning conte

curriculum. By working in partnership with learners and their families and

taking a problem-solving approach, the disruption caused by time out of

school can be minimised.

9. Build on the parent/carer and child relationship

Remote learning can be a source of additional stress for families, but it
can also be an enjoyable experience. Some learners with SEND can
benefit from the reduced internal conflict of operating in two environments

each day, with different sets of rules. Be respectful of parental approaches

to managing remote learning for their child.

Xt

Case Study: Remote Education

Jamal has missed significant periods of education due to a range
of medical conditions. Access to high-quality online resources
support effective home education with a rigorous, individualised
approach.

When unable to attend school, Jamal receives a weekly timetable
on a Thursday for the week ahead. This date was agreed with his
family. It allows them to view the material and come back to the
teacher with any questions before the start of the week. The weekly
timetable aligns with the weekly plan for the class, Jamal's own
individual educational targets, and next steps identified through the
teacher's feedback and assessment.

Jamal is working below his peers due to high levels of missed
schooling, so accesses the appropriate learning objectives in
maths and reading. He starts his day on a personalised spelling
programme, on an app. He then completes his maths using the
White Rose online resources. The reading activity is also set at his
reading level, using online book-banded resources and physical ©
books that are sent home. He accesses Oak National Academy
online lessons that line up with the classé $opic area - writing is
based on this, and links to the broader curriculum, which Jamal
focusses on directly in the afternoon.

There is an identified time each afternoon when the teacher can
communicate 'live' with Jamal to give any specific teaching input
around any misconceptions, identified in work he has submitted
and/or in response to queries. This is also an opportunity to share
news from the class to ensure that Jamal remains connected. At
key identified times in the week, other learners from the class join
the call to support and promote continued social contact;
appropriate social games are facilitated at these times. He finishes
the afternoon with a physical activity programme. Jamal also has
access to weekly speech and language and music therapy
provision as outlined in his Education Health Care Plan. To
complement this direct (virtual) provision, additional support is
identified through the Oak National specialist offer.

The teacher receives completed work and gives daily feedback in
addition to the identified time to speak ‘live’. The weekly timetable
is adjusted based on the daily marking of the work.
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Creating an inclusive
environmen t

In this section, we will cover:

1. Barriers to learning and reasonable adjustments
a. Classroom environment
b. Teaching routines and practice
c. Resource implications for learners with SEND
2. Supporting learners with sensory needs
The language learners use
4.  Transition

=
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Barriers to learning and reasonable adjustments

Barriers to learning can be effectively addressed by

thinking carefully about

the moment they enter the classroom (and the
school), through each stage of a lesson and through
their transition to the end of the lesson and out of the
room. Although there are individual differences
between all our young people, some basic
approaches will help everyone, including staff.
Primarily we are trying to create a feeling of safety, a
holding environment, a secure base from which to
learn. This feeling of safety is just as vital in
secondary schools as it is in primary schools,
special schools, alternative and Early Years
provisions. Safety is felt through the physical design
of the room, the nurturing of positive relationships,
the availability and accessibility of resources, and

the structures and routines for learning.

Classroom Environment

The classroom environment can have a huge impact on the senses and
nervous system, and therefore on learning and progress. Research into

what have b e c o me k n €lever ClRassroodms' gives interesting

guidance on three particul ar
quality), appropriate levels of stimulation (complexity, colour), and

opportunity for individualisation (ownership, flexibility).

This section considers good practice in creating a classroom
environment that enables all children and young people to learn. By
6classroom environment 6 we ar e
environment i the chairs and tables, the displays, the layout of the room

I as well as the emotional containment of the space.

areas

Room layout

The layout of the room needs careful thought: how learners are grouped,
accessibility to resources and parts of the room (such as coat and bag

hangers), and visibility of whiteboard and displays. It may be appropriate

a help station, or an individual working area. It can be illuminating to ask

learners themselves for input on these things.

The surrounding area beyond the classroom should also be considered.

For example, consider the likely noise from nearby communal areas or

r eSPOElS greupdy outpidg; smelst fiom thepcanteep; hupkaqwg gdults

passing by from a visitorsoé or
unsettling and become barriers to learning unless acknowledged or
managed appropriately. If you notice something is impacting a learner in

your class, you should raise your concern with school leaders.
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Barriers to learning and reasonable adjustments

Displays

It is important to achieve the appropriate level of stimulation in the
classroom i a range of colours that is neither bland nor overwhelming
and displays which are useful and not excessive. It should be clear to
anyone entering the room what purpose the areas and displays serve.
Have a colleague or learner do a walk around your classroom,

highlighting anything that might be obstructive or unclear.

Displays can be empowering and practical if they are genuinely
functional for reference and scaffolding. It can be both supportive to
learners and a great help to you and support staff if things like key

language, speaking frames, and writing scaffolds are strategically

: : . _ themselves.
placed, without being overwhelming in number. In some contexts, it
mi ght be beneficial to display t ti metable or daily routine. OWor ki
wall sé& can be val uanbnber ofivays: a sugporstet t i ng i n

learners, a useful record for staff, and an insight for visitors. It can also
be extremely helpful to allocate certain areas to certain types of work -
for example, a creative writing wall, or an academic writing corner, where

displays, resources and relevant materials are easily accessible.

An area dedicated to emotional wellbeing is equally valuable in early
years, primary and secondary settings. All age groups can find it helpful
to see visual representations of feelings, with corresponding vocabulary,
to help them express how they are feeling. Make acknowledgement of
feelings part of the lesson routine; this will help to address emotional
barriers to learning at different stages and enable learners and the

supporting adults to identify what scaffolding is needed to move forward.

Groupings

When considering groupings and positions in the room for each learner,
consider what their individual needs may be in terms of feeling safe and
comfortable. For example, if a young person has become hypervigilant
through difficult life experience, they will struggle to feel safe if they have
their back to a door or have a restricted view of the room. Others will feel
comfortable if they are tucked away in a space that has a restricted view,
which perhaps feels more private and separated. It is imperative to know
learners well enough to make these decisions safely and avoid triggers.
Such information about individuals can usefully be gathered from

families, staff who have worked with them before, and the learner

Closely Observed Interactions

| am observing three five-year-old children playing with modelling dough. An adult is sitting with them and is allocated to a disabled child
who is one of the three. Paula uses a wheelchair but is supported in a specially constructed chair at the table, so that she is at the right
height. In addition to her physical impairment, Paula has epilepsy and must be monitored carefully as it is proving difficult to balance her
medication.

Two of the children are interacting quite a bit, leaning into each other, pointing, talking about their models constructively and, by invitation,
adjusting each otalktethe@adultandtoeadulstalks {6 thesmy Paula addresses the adult, and the adult addresses her.
Not once in the 30 minutes do the two children interact with Paula, not once does Paula address either of them.

Later that aft er noemasheiflailed thadPaulansanciidedrin the eldsd: her daughter is happy, has friends, loves
going to the school.

Reflection: Paula needs to be carefully monitored by an adult. However: Does this mean the adult has to sit beside her all the time? Could
the adult move away from the table and still monitor her? Has anyone noticed the dynamics around the table? Has anyone reflected on
the potential impact? How will this play out as Paula grows up? If the adult was aware of the dynamics, could she actively promote
interaction between the children?
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Barriers to learning and reasonable adjustments

Emotional impact: relationships and belonging

It is also helpful to consider the classroom space in terms of attachment
patterns of young people. (For further information, please refer to

Attachment Theory). For example, some young people avoid asking for

help because it makes them feel exposed and vulnerable. It can be very
helpful to make resources accessible through displays or allocated areas
where it is possible for these learners to be directed through a general
instruction to the class, so that they can access what they need

discreetly, or through a peer.

Behaviour systems, rewards and sanctions are another area needing
careful thought, particularly with regard to possible emotional responses.
The key here is to try to avoid any possible triggering of shame, which
can lead to challenging behaviour or to shutdown, which in turn can
become a barrier to learning. Shame can be triggered by both praise and
admonishment, particularly if publicly expressed. Reducing shame does
not mean removing rewards and sanctions. Rules and expectations
should be clearly communicated, displayed, regularly referred to and
discussed with young people, so that they are understood and agreed

(or at least accepted).

Paramount is the focus on positive attuned relationships, in which
learners are less likely to feel shame when they are praised or
admonished. If adults are predictable, empathic, kind and nurturing,
learners will usually recover more quickly from feelings of shame. We
cannot be perfect and will make mistakes! However, openly normalising

our emotional responses will help young people do the same.

It is also important to keep in mind that school systems often implicitly
assume that positive attention automatically leads to better behaviour,
when for some learners positive attention is suspicious, and they have
learnt not to trust it. These learners can be much more comfortable with
negative feedback. It can help to point out pragmatically why a particular
aspect of their work is good or praise a characteristic indirectly or

collectively.

The classroom needs to be a calm, safe place where trust is built through
positive relationships, aiming to give vulnerable learners a different
experience of the world i where mistakes are a reparable and normal part
of life, and their teachers and peers can be trusted to accept and help

them. This will not happen easily for all learners, but we can aim for it.

A fundamental part of this is making sure all learners in a class know that
they are thought about and that they belong. Apart from inclusive
curriculum content and involving all learners in lessons as much as
possible, we can demonstrate this through how their work or pictures are

displayed, or how personal interests or heritage are represented - when

they are comfortable with this. For older learners or those uneasy about

their photo on the wal/l, simply

powerful message of inclusion.

Case Study: Olivia joined the school in Year 2 having been taken into long-term care due to significant neglect. She joined a class
where there were established friendship groups and a number of children who themselves struggled with change and found it difficult to welcome
and accept a new child into the class. Olivia was keen to please and be accepted. Due to the significant neglect, she had experienced she had
missed key developmental milestones and had a disorganised attachment style. She was keen to engage in play with the other children but
was not confident and did not have the social skills to initiate play appropriately. Her early childhood experiences meant that she was happy to
engage in any behaviours that would result in any attention and would therefore engage in activities that other children would laugh at. One
child in the class, themselves also vulnerable linked to recent experiences of witnessing domestic abuse, quickly identified this, and regularly
encouraged Olivia to engage in behaviours that others would laugh at and this child would create games for the whole class around this. Olivia
became the target of daily 'playground games' that most of the class engaged in where Olivia was called names, singled out and that reinforced
her negative sense of self. The child leading the bullying behaviours appeared to enjoy the feelings of control and to take pleasure from seeing
Olivia upset.

This developing situation was quickly identified by support staff in the playground. However, Olivia did not recognise immediately that she was
being targeted and would seek out these games since it resulted in the attention she was craving. A meeting was called involving Olivia's social
worker, foster carer, class teacher, key worker (identified member of support staff), designated teacher for LAC (SENCO) and link deputy
headteacher. A multi-faceted plan was put in place:

1 Therapeutic support for Olivia to support her to develop a more positive sense of self

1 Meeting organised with the child displaying bullying behaviour, their parent/carer and their domestic abuse support worker i the child
was accessing family therapy externally and this support was further extended to address some of the concerns raised by the situation

1 Small group intervention with a focus on developing social and play skills (initiating and engaging in positive play) in place both for Olivia
and for the child leading the bullying behaviours

1 Increased supervision in the playground so that identified key workers could facilitate structured positive play opportunities for Olivia and
the children in the class during playtime

1 Whole-class delivery of PSHEE exploring and teaching about positive, healthy friendships

Initially daily monitoring check-ins, to support Olivia in identifying when inappropriate behaviour towards her was taking place

1 Identified buddy for Olivia including key activities that they would engage in together, e.g., buddy reading in reception, to increase Olivia's
experience of positive relationships and positive attention

=

A holistic approach involving support for Olivia, the child(ren) engaged in the bullying behaviours and the whole class resulted in positive long-
term outcomes. The bullying behaviours ceased quickly due to the targeted direct intervention in the playground. However, more importantly,
in the long term all children involved accessed appropriate support and when the direct support in the playground was taken away, the children
had all generalised positive play skills and social interaction skills. There have been no further incidents of bullying in this class to date.
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Barriers to learning and reasonable adjustments

Teaching routines and practice

Classroom routines and consistent pedagogical practice are integral to
creating the optimum conditions and environment for learning. The
beginning of term will be a crucial time to ensure rules and routines are
clear and embedded into lesson time, but all transitions, including
endings, are important times to ensure learners know what is happening
and what is expected of them, so that the routine is as predictable as
possible. This is fundamental for many learners with SEND, or

attachment difficulties, or who have suffered trauma.

As teachers, we might consider a specific routine for each lesson, day or
week to create further predictability, according t o.
Primary settings may be more likely to do this, but it is equally helpful in
secondary settings. For example, English lessons may start with reading
together on Mondays, vocabulary work on Wednesdays, and story-
writing on Friday; in science there might always be a practical activity on
Fridays, and so on. Equally within lessons, routines such as starter, main
task, then review are as important for emotional regulation as for
cognitive scaffolding. Some learners may also benefit from a reduced
number of different activity types to avoid anxiety. For example, two or

three types of lesson starter or review could be regularly rotated.

Changes to routine are sometimes inevitable but recognising which
learners will interpret this change as a disruption will help to reduce
hei ght ened rkmaexp oaatdaahderusefdl, particularly
towards end of term, or after a fire drill, for example. Learners who find
change to routines difficult can rehearse some planned strategies for

& n e x p e mdmentsd

It can be helpful to consider our use of the room and any TAs who we

A

work with; where to stand on learners & e ar wherygjving instructions.
It might include how to move around the room to support learners during
lessons. A calm, positive voice and clear, non-threatening body language
are vital in creating the nurturing, attuned relationships that are key to
learning. Non-verbal signals might be established for regular instructions
such as becoming quiet before listening or packing up at the end of a
lesson. Many young people (and adults) are sensitive to noise and loud
voices, so specific guidance about an appropriate volume of noise during
gifierr?né[ tlypsesé of ta}]slés é:a(? Sbe helpful, as can varying the noise levels
during a lesson - for example, planning in some quiet time to read, to

think before discussion, or to reflect after a group task.

It is helpful to create predictability in the presentation of stimuli and
reference material too. For example, there might be an area of the board
or screen where key language is always displayed, particular colours
associated with instructions, prompts and targets, or a specific way to

organise different types of information.

Although individual teachers can make a difference in these areas, even
more powerful is when there is a consistent approach across the school.
For example, when effective strategies and approaches are shared, and

therefore a learner can embed these in their daily learning.

Resource implications for learners with SEND

As with the layout of the classroom, both design and organisation of
resources needs careful thought. Resources that are accessible, both in
their position and in their comprehensibility, can empower learners to
develop metacognition and autonomy. Minimising unnecessary workload
and maximising time efficiency is also at the forefront of resourcing!
d i thskse and then

collaborating to design effective resources, will help everyone. It is always

Understanding learners 6 needs i n
better to observe and discuss learners 0
expending time and energy in resources that are either already available

or cannot be used again.

Reflecting on the curriculum - and across the curriculum - often highlights
the similarities between tasks and types of thinking and can lead to useful
whole-school approaches to resourcing, such as for literacy scaffolds or
vocabulary learning. Where there is a familiar layout, format, or colour
scheme across the school for scaffolds, learners are much more likely to
feel contained, and to make links and embed the learning strategies we
are teaching them. When creating or assembling resources for learners
with very specific needs, it may be helpful to include their former teacher,

family and the learner themselves.

As mentioned with regard to areas for learning and classroom displays, it
can be helpful to share resources with other colleagues and with learners
to test them out and make sure they are easy to follow. Similarly, it is
helpful to test out organisation and labelling of resources on colleagues

and learners to reflect on where they are best placed.

Regarding stationery, pens and so on, it can, again, be useful to consider
possible emotional responses i for example, some learners might find it
difficult to share, or might feel anxious about different items being mixed
together. Others will benefit from being involved in ordering and tidying
resources, as a way to emotionally regulate. Most learners (and teachers!)
will feel more regulated if resources are organised and clearly labelled,
and this will generally reduce anxiety, which is one of the most common

barriers to learning.

Teacher Handbook: SEND
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Supporting learners with sensory needs

Sensory Systems

There are eight senses that we consider when thinking about sensory
processing difficulties, but everyone responds to sensory information

differently. There are five sensory systems that are more well-known:

1. Touch/tactile refers to light touch, such as a tickle, or a deep
touch, such as a firm squeeze. Generally, light touch is more
alerting and deep touch is more calming, but this is not the case
in all circumstances or situations.

2. Taste/gustation refers to what we taste. We all have tastes that
we like, and others we do not. Some people are more sensitive
to taste, finding some stronger and/or others which are not strong
enough to notice. Both can influence the experience of eating.

3. Sight/vision refers to the things that we see around us, including
lights, colours and text. Some people can be overwhelmed when
they have too much to look at, others may not notice visuals
around them.

4. Smell/olfaction refers to what we smell. For some of us, some
smells can be too strong, or not strong enough to notice.

5. Hearing/auditory refers to what we hear. We have all noticed
some learners who cover their ears at the presence of sound i

for some, sounds can be incredibly overwhelming.

Three other sensory systems are less familiar:

1.

Interoception are the feelings we experience inside our body
such as being hungry, thirsty, hot or cold.

Proprioception is what makes us aware of position and
movement of the body, for example if your arm is behind your
back you know it is there, not because you can see it but because
you can feel it. The receptors are found in our skin, joints and
muscles.

Vestibular is what tells us where our head is in space if we are
upright or bent over. It is also what causes motion sickness. The

receptors are located in our inner ear.

Sensory Processing

Sensory processing is the way that our bodies take in information
through our senses, and how this information is organised in our central
nervous system (brain and spinal cord) for us to be able to understand,

react and interact appropriately with the world around us.

1 Sensory Modulation is the ability to respond appropriately to
sensory information and remain at an appropriate level of
alertness for daily activities.

1 Self-regulation is the ability to increase or decrease levels of

alertness in response to different sensory information.

In learners with sensory processing needs, these predominantly smooth
functioning pathways are interrupted due to learners being over-
sensitive, under-sensitive or both to input from their senses. As a result,
trouble managing this information affects the | e a r rbehavibie and

participation at school.

Winnie Dunn created a model to explain how this sensory processing
could translate into observed behaviours.! The table on the next page
gives a basic outline of how sensory processing affects a learneré s

of alertness and what behaviours they may present with.

Teacher Handbook: SEND
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Supporting

learners

with sensory needs

Sensory processing profiles and possible
associated behaviours...

Sensory Sensitive children and young people tend to be
hyper-alert to sensory input but do not try to change their
exposure actively.

They may be:

1 Easily distracted by people walking around the classroom
(staff and learners)

1 React badly to loud or sudden noises

1 Become easily upset by other people walking around/near
or touching them

Children and young people with low registration of sensory
input may find it difficult to initiate tasks.

They may:

1 Take longer to respond to requests or instructions
1 Be slower to start tasks given to them
1 Stay focused despite significant distractions

Sensory Avoiding children and young people tend to be more
sensitive to input too but tend to do something actively about it.

They may:

1 Isolate themselves in class or avoid group work activities

1 Hear background noises and ask for explanation/
clarification thereon

1 Refuse to wear certain clothing/costumes

Sensory Seeking children and young people tend to be under-
sensitive to input and try to use their behaviour to actively
increase their exposure.

They may:

{1 Stand too close to others in line

Walk with loud, heavy steps
Consistently touch people and objects
Chew on non-food items

= = =

Some strategies to try in the classroom...

=2 4 48 & & a8 -2 _a _a -9

Position the learner facing away from seeing people coming in and out of the class

Support the learner walking at the back of the line where possible

Reducing the amount of exposure to bright colours or lighting by positioning the learner further away from posters or lamps in class
Weighted vests or blankets can make the learner feel calm; this will often be identified in partnership with the Occupational Therapist
Fidget toys or stress balls can help calm learners

Sucking on a bottle or through a straw can promote deep breathing which is calming

Chewing on something tough/chewy can be calming

Ear defenders help learners who find auditory input difficult to process

Have a &mellybbag to provide a positive smell for those learners sensitive to smell

@&almingdcorner in the classroom (that can be accessed as and when needed)

Everything needs to be bigger, bolder, brighter, louder for them to register, so:

= =4 a4 A& -8 A = =4 a4 —a -4

= 4 4 —Aa -4 -4

Position the learner closer to bright colours and posters

Support the learner walking in the middle of the line where they can have input from their peers
Use sudden movement/sounds to attract the | e a r ateemtiéns

Active movement breaks such as jumping, pushing, pulling can help

Movin 6 s i t s carugérmoeement while remaining seated

Provide clear explanations on unexpected or background noises with reassurance
Allow for periods of lone working in class or in smaller groups

Position the learner at the back of the line

Gradual exposure can help a learner get used to the senses they are avoiding

Ear defenders help learners who find auditory input difficult to process

Have a &mellyébag to provide a positive smell for those learners sensitive to smell

Provide frequent movement opportunities including helping to pass out resources and books

Movement breaks that are very specific such as 10 star jumps or 2 laps of the field to prevent over-stimulation
Provide exposure to bright colours and moving objects if appropriate in class
Position the learner in larger groups and the middle of walking lines

Movind sit cushions allow for movement
Theraband on the legs of chairs gives feedback while seated

whil e seated
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Supporting learners with sensory needs

Strategies to Scaffold Learning

Environment

A sensory smart classroom is where the classroom environment is set
up to meet the needs of the learners. It is helpful to complete sensory
observations in the classroom to understand how learners are

experiencing the environment.
Things to consider when setting up a sensory smart classroom include:

1 How bright the natural and artificial lighting is, can some of the
lights be turned off for a more calming/soothing light?

1 What is the sound like in each part of the room and how can you
better control it, e.g., using a visual audio meter, such as the Too
Noisy app or a light system to indicate the level of noise in the
classroom?

1 Playing music to the class can provide more consistent sounds
and can be used to change the level of alertness.

1 Having a @almingbcorner that is covered (low stimulation) that all
can access can provide a safe space for learners who are feeling
overwhelmed and may otherwise attempt to leave the room or
display negative behaviour.

1 Having resources readily available (such as fiddles/fidgets for

learners who need more stimulation) to maintain attention.

Movement breaks are specific sensory activities that a whole class/
individual can engage in to help prompt regulation. It is recommended
that learners participate in movement breaks frequently through their
lessons to prompt better attention to tasks, and support sitting posture. If
the correct activity is engaged in, it can help to regulate sensory needs.
For some learners these breaks are vital for them to attend, but all
learners will benefit from movement breaks. They could include star
jumps, chair push-ups, deep breathing, touching thumbs to fingers. Visit

GoNoodle.com for more ideas.

Resources

There are a range of resources and programmes that can support
sensory input. Specific Sensory Programmes that could be helpful in a

whole class setting or for individuals:

1 The ALERT Programme supports the understanding of how an

individual responds to different stimuli; and creates a language
for learners to be able to express and explain their sensory
needs. It uses the image of a car engine to describe three levels
of arousal. Different sensory strategies are trialled and the learner
notes dow their engine feelséin response to each. At the end

there is a clear list of resources that help the learner to regulate.

1 Zones of Reqgulation is a systematic, cognitive behavioural

approach used to teach learners to self-regulate their needs as
well as emotions and impulses, in order to meet the demands of

the environment and be successful socially.

1 Sensory Circuits is a sensory motor skills programme that helps
to set learners up for a school day by providing a range of sensory

input.
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The language learners use

Strategies to consider when responding to a heightened learner:

it is important for us to take the ti
up6é6 the most. This is not a questic
simply to help us r ecWegaigsaantee thata Ac h i

learner in our class with social emotional and mental health needs will

intuitively hone in on this trait.

As Dreikurs? established, the behaviours of children and young people
have an impact on the adults around them. Revenge-seeking behaviour
can cause disgust or anger in those witnessing this; for example,
withdrawal of a learner can result in frustration. Having the knowledge
that these are common emotional reactions can enable us to find
strategies to overcome our natural feelings, or at least be prepared for
them. But, however skilled, trained and strong we are feeling, everyone
has a weak spot, where the arrow can pierce the armour. For many of us
in schools, it is the things learners say to provoke a reaction that really

hits the spot.

Often, we can respond to and manage the thrown chair, the pinched or
punched arm, or the torn page, but the language learners use in anger
and frustration can be hard to defend against. Swearing, blaspheming,
threatening and insulting language can all appear personal and hurtful.
Homophobic and racist language also have the added dimension of
being against the law. How can we respond to the communicative
function of bad language when we know that the words being used are
unacceptable in society? How do we protect other learners from the

aggression in these words?

Bad language is communicating a need in the same way as a scream,
or a book thrown across a table. The meaning is rarely the directive
expressed in the words. Logically you know that the learner throws the
book for other reasons; because they are frustrated, do not understand
the task, are fearful they cannot do their best, are worried others are
Obettero, or perhaps have been

actions. The same thought process needs to be applied to bad language.

Not easy, but possible.

1 Presentanexternalcaim-i f you donot feel i1t inside, you may need to

1 Be mindful not to be drawn into the situation as a willing participant in the drama that is being played out. Stop and reflect
before responding i consider the outcome you want (de-escalation) and which approach is most likely to achieve this.
Remember there will be time to reflect on the behaviour once everyone is regulated.

to avoid emitt.i t h e e mmostaie seeking. Méke sute that loa acknowiedge vretahasn e

t hat do

heard what you said. | understand that you are feeling upset. However, it is important we express our frustrations respectfully

T Try ng

been said,andinanon-j udgement al way make it <cl ear y ou not

and appropriatelyo.

1 De-escalate the behaviour of using bad language in the same way you would with other anti-social behaviours: try distracting,

refocusing, engaging, or showing interest in somethingthe | ear ner i s interested in, for
amazing new dinosaur that scientists found, 10l print it
1 Offertake-uptimeinanage-appr opri ate way, e.g. Ol can henot thhapp yy,oul e
in the corridomlwiutmhhetrise¢ atnidme m@t you are upset. Shall we
it through?o

T Try to redirect the | earner, for exampl e, 6Use your word
expletives, but worth atry!),or61 woul d | i ke to help. Tell me how | <can do

If these strategies do not work, ensure the impact of the language on other learners is reduced. This may mean moving the learner
from the class, but it is important that the learner does not begin to seek removal by using bad language. Work with the learner to
find a safe place within the class, too, where there could be some table tasks, or use some sensory materials to support calming.
In a secondary school context, work with the learner to identify a safe space within the school where the learner will be able to

access the support that they will need to be able to regulate before reflecting and repairing.

When the learner is not heightened, work with them to find alternatives to upsetting language, like a code that you will both

know stil/l expresses the | ear nerlt@lsoinpor@e to tedch new vosabutary ind thé do@ah s

u p s ¢ code, ensuring systematic rehearsal and praise when the learner and other learners in the class achieve.
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The language learners use

It is important not to forget the other learners who are witness to the
languageand can be affected both by the
reactions. Choose your moment and plan for it i reassure the learners
that they know what language is acceptable and appropriate. In a
secondary school context, together with the learner, reflect on their
support network and rehearse how to use this network in providing
support, for example, who might be able to help them notice their own
triggers. Remind the learner about calming strategies that have been
effective in the past, with examples, as this may give a memory to interrupt
the next time the learner is emotionally heightened. In a primary school
context, without the learner in the class, perhaps let them know that this
bad language is a way in which this learner is asking for help and that the

adults in the school will all support the learner to learn better ways to

express themselves. Remind them they are all part of the support network.
I f it is appr opr i-esteemn (ite.phow does this keamem er 6 s
respond to praise?), then you could encourage others to help notice

positive language and nominate the learner for class rewards.

It may be appropriate to put proportionate sanctions in place. Racist and
homophobic language will need to be recorded in line with school policy.
However, for the learner who is constantly seeking the safety of adults,
changing behaviours is the prime goal, rather than shaming or
entrenching offensive language to gain adult attention. Spotting the
positive language and praising that specifically (with lots of warmth) can

help to refocus the child or young person over time.
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Transition

The importance of successful transitions Transition: Entry to Reception

Transitions in education, for most learners, coincide with major Transitions from early childhood and education settings to reception Experiences of transition between educational levels can be a critical
developmental changes. For some learners the timing is out of kilter, an class mark a very significant phase in the lives of young children. The factor for future school success, while negative experiences can produce
event they are not quite ready for, perhaps leaving them feeling propelled experience of a childés transiti on lastmg diffi@lties rléadirigc ta| dogrer i edysational aperformance.2t e r
into a system they find difficult to adapt to. their future learning, education and life chances. This is more so the case Furthermore, it is well documented that paying particular attention to

By adopting a more unified approach to transitions across educational for children with a special educational need and or disability, who live in individual and meaningful transitions has a significant effect on the
settings we can sustain continuity of learnersdexperiences over time. families characterised by complexity, or who are experiencing poverty, | e ar akdlity b smanage change.

This will significantly improve educational achievement and social and disadvantage and social isolation. Teachefs- Ca_” help to ?repare their Promoting the participation of early childhood, education and care
emotional development.! learners to be ready for a successful transition into reception by being

o . . . » : ractitioners, teachers and families in the transition process, and the
proactive in their teaching and providing lots of opportunities for pupils to P ’ P ’

: : exchanges they have, are considered to be key factors in ensuring
rehearse their learning.

successful transitions.® For further information and resources, see:

A good start for all: sustaining transitions across the early years.

Case Study

A parentdéds view on the transition to Reception

Sammy is an adopted child who was removed at birth. She is summer-born and was born prematurely. She presents as very confident and
sociable. When she is anxious, however, she busies herself so as to distract herself from the concern that she has. This can result in quite
dysregulated behaviours that affect her attention and concentration. She learnt at an early age to rely on herself and does not like asking

for help.

As she transitioned into primary school, the concern was that she would be anxious and would therefore find it hard to settle and concentrate.
This might also be heightened through her refusal to accept help. It was recognised that change and the unknown adults would be the
source of stress. Pre-visits to the school were therefore arranged for Sammy to familiarise herself with the environment and get to know
the members of staff better. This was focused very much on building a trusting relationship. A transition book was created that could be
read with Sammy over the summer period. Opportunities to feed back to her parents, initially on a weekly basis and then fortnightly,

were set up to support the transition. It was agreed that Sammy would bring one transition object from home into school.

By the time Sammy started in reception, she had an established relationship with two members of staff. Her parent had also been able to
explicitly model on the visits a positive relationship with and trust in the school staff. Within two weeks, Sammy was confident to ask for help

and is now actively seeking it out if needed.
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Transition

Transition: Key Stage 2 to Key Stage 3

Case Study

A day in the life of a Year 6 learner

Year 6s enter the school each morning in a highly familiar
setting. Many Year 6s have been attending the school for
multiple years and they are familiar with the layout, the people,

the sounds, the routines, the behaviour expectations, etc.

Year 6 learners will transition around the school together as a
class i their teacher will bring them to the lunch hall, and when
they finish eating will have an extended play time with peers
(lunch and play are usually 60 minutes in total). In Year 6
learners also benefit from a morning play break i between their

first two subjects they will have a 15-minute break to play.

Most lessons are taught in the same classroom, and learners
have access to their form teacher throughout the school day.
Classrooms will have visual timetables outlining the day that
teachers will reference, and learners can refer back to at
different points. Whilst Year 6 learners may have different
teachers for specialist subjects, it is likely that they have had
these teachers for multiple years, as primary schools will usually
have one PE teacher and one music teacher who teach across
all key stages. This consistency of staff, including form teachers
delivering lessons across multiple subjects, enables teachers to
gather a holistic understanding of each learner. This facilitates
personalised learning targets, scaffolding, and a flexible

approach to meet individual needs across the school day.

Case Study

A day in the life of a Year 7 learner

As the Year 7s arrive through the school gates with 1200 other
learners, the first thing they must do is find their way to their tutor
room for the start of the school day. Learners are checking
planners and timetables to make sure they have the right
equipment and books for the day. With 17 different subjects,
learners have a two-week timetable with their lessons varying
each day. During registration learners are checking the app on
their phones to tick off completed homework and view how many
positives they have received from teachers. The start of the day
is important for Year 7s as they prepare for the school day,
receive notices and attend a weekly assembly. On the bell the
Year 7s then make their own way across the school to their

individual classes.

Break and lunchtimes are busy around school. Learners may
have been in different classes to some of their friends, and they
arrange meeting points to catch up over break and lunch.

Year 7s have over 15 different subject specialist teachers. Some
teachers they will see more frequently than others and it takes a
longer time to build relationships and get to know all their
teachers than it may have at primary school. When Year 7
learners first arrive at their lesson, they are given exercise books
they are responsible for which they must remember to take
home and bring back to each lesson.

The case studies highlight the differences in a school day between

Year 6 and Year 7. Primary and secondary schools need to work

together to facilitate successful transition for all learners.

Primary schools should consider:

T

What habits and learning routines do we need to teach learners
before the transition? Activities can be planned in a fun way i for
instance rename the classrooms in the school and have Year 6
learners follow a timetable from lesson to lesson, as they would
in secondary school.

What information about individual learners will benefit their
planned provision at secondary school? Over the course of
primary school, a holistic understanding of learners is gained i
academically, socially, behaviourally. How can this information be
shared with the secondary school?

Which learners will need a more personalised transition? Will
some learners benefit from planned interventions, such as
mentoring in Year 6, extra visits to the school, or a transition book
they can refer to over the summer break?

What information can support learners and their families to
choose a secondary school? Many schools will have learners,
and families of learners, come back to speak to Year 5 and Year
6 learners and families.

Which learners are the only person from their school transitioning
on to a specific secondary school? Feeder schools often have
planned transition protocols, but how can you prioritise
communication with unfamiliar schools to ensure a successful

transition?
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Transition

Transition: Key Stage 2 to Key Stage 3

Secondary SENCOs will strive to find out everything they can about all

incoming Year7sinot just those on their
Any information from primary schools can support the transition, and in
some cases this information can also aid the initial graduated approach

once the learners are attending the new secondary school.

To prepare for a successful transition, secondary schools should

consider:

1 What information can we provide to learners and their families to
support their secondary school choice?

1 Which staff attend transition open afternoons/evenings with
learners and their families? Is there an opportunity for families to
meet with, or hear about provision from, the SENCO and Head of
Year 77?

I What information do learners and their families need to know
about our school before the first day? How can this information
be communicated in an accessible manner?

I What information do we need to know about incoming learners,
and when do we need this information by to prepare for and
implement a successful transition?

I What can we offer to support the successful transition of learners
with additional needs? Which member of staff is best placed to
visit individual learners at their primary school?

1 How do we communicate information about incoming learners to
all teaching and learning staff?

1 How will we communicate with families of Year 7 learners i and
how will we communicate this to them? Many parents and carers

ng their -ofhand

or pick-up, which will not be the case at secondary school. It is

are used to seei
important that communication opportunities and methods are
communicated to families ahead of the transition to secondary

school.

pr

Mid-year transitions

Careful consideration needs to be given to supporting the transition of
l@amersywhae hedincabal néwssch8dEddrt viRug throught ae academic year.
Learners will have to learn a lot, quickly, in a time when they are likely to

be feeling lonely and/or overwhelmed.

Whilst most schools, as standard practice, host a meeting with a member
of the senior leadership team to welcome the learner and their family, it
is also important for learners to meet key members of staff before they
begin their first day. It could be that the transition meeting with a member
of the senior leadership team is held before or after school so that the

classroom teacher or form tutor is able to attend the meeting.

For all learners, it is important for a member of staff at the outgoing and
incoming schools to have at minimum a phone conversation about the
learner to gather information about their strengths, interests and
challenges. For learners that you know will be attending in advance of
their start date, the school can create a transition booklet, or offer the

learner a tour of the school in advance of their start date.

On the first day itself, it will be important for the learner to have a peer
buddy to show them around the school. At secondary school this may
include a peer in their tutor group who has a similar timetable to them. It
will also be important that the learner has an identified key adult that they

are able to speak to if they have any questions or concerns.

Transition: Key Stage 41 Key Stage 51 Securing Good Transitions

Securing a strong transition into Key Stage 5 before a learner starts Year 12 is key. Teachers should start by understanding the interests

and aspirations that a learner has for their future. The easiest way to do this is to ask them and take genuine interest in their goals. An

authentic interest will build rapport between teacher and learner and help build a strong foundation for the partnership through Key

Stage 4 and into Key Stage 5.

Key Stage 4 teachers can support a strong transition into Key Stage 5 through:

1 Asking their learners what they would like their new teachers to know about them and their learning before their new course

starts.

1 Proactively using this information by sharing successful approaches and strategies with Key Stage 5 teachers.

1 Highlighting areas of the curriculum that may require additional consolidation or revisiting with Key Stage 5 teachers.

Key stage 5 teachers can support a strong transition through:

f Reachi out to the

ng

l-cefafrn edi sacnuds shiaovn nlge fao réek i tchke

cour se St ¢

1 If there is a SEN Support plan or EHCP in place, discussing with the SENCO, subject leader and learner how this will translate

into a new course and key stage.

Maintaining an open channel of communication with the learner, their family and other professionals.

Adopting a problem-solving approach with the learner if new barriers to learning emerge, and swiftly addressing any issues.

Avoiding making assumptions about labels or past attainment i offer a supported fresh start.
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Transition

Case Study
The Transition to Further Education

John is a young man with autism and selective mutism and has an
EHCP. In Years 10 and 11, he spent all his lessons in the SEN
department, as this was the only area where he would engage in
learning. John expressed an interest to his carer about studying
Football Coaching at college. The SENCO approached the
Additional Support Team to discuss course options and what
support John would be able to receive. In the January of year 11,
members from the college Additional Support Team attended
Johndés Annual Review and dis
would look like. The transition package involved a member of
Additional Support going to school to get to know John and act as
a key person, prior to John attending college. This was followed by
regular visits to the college to become familiar with the site, staff
and areas of study. The first visit occurred during half-term, when
the college was quieter, with follow-up visits occurring during
normal operating hours with other learners present.

These visits continued until June, when John and his family were
invited into college for a transition day. The PATH (Planning
Alternative Tomorrows with Hope) model was used to enable John
to draw and visualise what he wanted to do without having to
verbalise, followed by a discussion on the support accessible to
John when he started in September.

John also attended the summer transition programme at the
college, where he had the opportunity to meet other new learners
and take part in activities and events such as football matches, arts
and crafts and offsite visits to the beach and parks, facilitated by
the Additional Support team.

This approach to transition enabled John to start in September with
an awareness of where he could go when he became
overwhelmed, who the staff working with him were and who his
peers were. During his time at college, John attended all classes
face-to-face, facilitated football coaching sessions at a local school
and progressed from Level 1 to Level 3 qualifications in Sport.

Transitions within a school day

The SEND Reflection Framework identifies a range of transitions. This

section focuses on the everyday transitions that we experience

throughout the day.

There are a number of transitions in our day before our working day has
even started i getting up out of bed, leaving the house, changing train...
And this is before we even consider unexpected transitions i somebody
coming into our classroom unexpectedly in the morning when we are
quickly finishing our marking, an impromptu staff briefing being called,
not being able to find our mug for our cup of coffee. Each transition is a
disruption and also a source of sensory stimulus and possible overload.
We manage these transitions most of the time since we are regulated or
know how to regulate ourselves. However, imagine when you are late for
work and then discover that someone has used up all your milk so you
cannot have your cereal as you normally would. Suddenly this disruption
becomes significant, a source of stress and a source of dysregulation.
This, in turn, can result in us engaging in other behaviours i swearing
loudly in our professional place of work, snapping at a colleague. We are
dysregulated, we are no longer thinking rationally i the limbic system in
our brain is no longer online and we are being driven by our amygdala.

We soon switch our limbic system back on and recompose ourselves.

But what aboutt he | ear ner whoé

9 finds it difficult to regulate because they cannot filter all the
sensory stimuli in the classroom?

1 has experienced sensory overload or who has been threatened
in the corridor or playground before your lesson?

9 struggles with reading and therefore focused significantly more
than other learners during the text-heavy whole-class input and

is exhausted when the group task starts?

Letds i magine our
glasses are full, and when presented with another transition or change 1
however small i the glass overflows. The cause is not the trigger; the
causeiseverything else they have
events). Now imagine the learner who arrives at school with a full glass.

How do they manage change?

In a school environment, many of these everyday transitions and
changes arenotinthelear ner s 6. Thepwtanoé i n t he
t eacher 0.9t theyrcanrbe h source of significant stress and
disruption. As teachers, it is our duty to support our children and young
people to learn, and a key part of this is to reduce stress so that our
learners are in the best possible position to learn and to attend to the
learning. When transitions and change are a source of stress for our
learners, we can work with the learner to identify the difficulties and make
adjustments to reduce these. When a transition is expected, we can
prepare our learners. When a transition is unexpected, e.g., a fire drill,
we can work with the learner and support them to regulate. We do this in
relationship with the learner, through our knowledge of the learner and

with unconditional positive regard for the learner.

When we know that there is a certain period that is a trigger for learners
around transition and change, we can prepare together with the learner

for the storm ahead. Beacon House's Supporting Transitions is a free

resource with tips on how to support your most vulnerable learners.

Itis always important to focus on the outcome. If a source of stress is the
transition to assembly, what is more important 7 their attendance in
assembly or their access to the next lesson? Could the learner instead
watch the assembly virtually in their classroom? If a source of stress is
them changing places to participate in group work, do they need to move
or can other learners be moved to their table? When needed, we can
then take incremental steps to support the learner to manage these

transitions over time.

Teacher Handbook: SEND
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https://www.sendgateway.org.uk/resources/send-reflection-framework
https://beaconhouse.org.uk/wp-content/uploads/2019/09/Supporting-Transitions-2.pdf

Section 5

Subject -specific Guidance

In this section, we will cover:

Maths Music

91 Primary Guidance
1 Secondary Guidance

English
9 Phonics Guidance

1 Primary Reading Guidance
1 Primary Writing Guidance

1 Secondary Guidance

Drama
1 Primary Guidance
1 Secondary Guidance

Science
M1 Primary Guidance
9 Secondary Guidance

1 Primary Guidance
1 Secondary Guidance

Art and Design
91 Primary Guidance
1 Secondary Guidance

Physical Education

Computing

Modern Foreign Languages i Secondary Guidance
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Primary Maths

Planning Inclusive Lessons

Influenced by teaching methods seen across the world, maths planning
has adopted a mastery approach, with the lesson objective planned to
ensure all learners are able to engage in the learning, no matter their
prior attainment levels. The overall objective of mastery is to ensure each
learner is confident with a concept, before moving on to the next. Where
previously maths lessons may have been differentiated across learning
objectives and tasks, with the mastery approach, most learners will be
working towards a common outcome, with teaching and learning tailored
and scaffolded to meet individual needs. Some learners may require a
more personalised approach, including specific learning outcomes and

provision to develop foundational skills.

Where possible, the whole class should be working on the same material
and tasks should not be differentiated, but instead increase in difficulty
and depth. Learners will have increased self-esteem as they work on the
same tasks as their peers, as well as a more secure understanding of a
concept. The aim of the lesson becomes about all learners meeting the
selected objectives, and opportunities for deepening the learning
presented as and when learners are ready. This involves applying the
taught knowledge in different contexts and developing a long-term

understanding which can be adapted to answer a variety of problems.

Instead of differentiating through task, those who require extra support
should have additional input prior to the lesson, be part of more focused
group work to go through an activity, and/or additional opportunities to
Wh e n

prior attainment within the area of maths, as some learners will have

practice. pl anning | essons, it

strengths and learning gaps within the subject and should receive more
focused support only when needed. In addition, it is beneficial to provide
resources or visuals which could support these learners in meeting the

same objectives as their peers.

Mastery includes the use of resources and representations to help
learners see the structure of the maths; learners with SEND may require
the support of these resources for a slightly longer period but should be
scaffolded to develop independence in engaging with the mathematics

without the resource.

Planning should be reactive to the needs of the class, and although it is

beneficial to have an aim for t he
progress should be reflected upon daily and the subsequent lesson
should be adjusted to ensure the specific needs of the learners are being
This in
before teaching moves on.

met . turn | eads to more of

Once the learner is confident using
concrete resources, a similar maths
problem should be presented to
them with visuals

Concrete, Pictorial, Abstract (CPA)

This method of teaching and learning uses objects and pictures to ensure
a learner has understood an abstract mathematical concept. As maths is
intangible, it is beneficial to introduce a concept with the use of concrete
resources, e.g., blocks or counters. This helps to apply an abstract idea
to practical resources, encouraging the learner to make connections
between the two. Once confident with the concrete resources, the learner
can then move to using pictures and diagrams to support their learning,
end. ?fb.the week or un'ht, |l earners
before finally being encouraged to try the same maths questions without
the scaffold. As the learner moves from concrete to pictorial to abstract,
it is important they are given the opportunity to compare representations
t he th ass b.de'hng. é?(.ecure() wi th a conc
from each stage, to aid them~in making connections and develop a
secure understanding. Although some learners may not feel they need
concrete resources or visual prompts, all learners should be encouraged
to go through this process as a bridge to working in the abstract, to help

them make connections and deepen their mathematical understanding.

Once the learner is confident using
pictorial representations, a similar
maths problem should be presented
to them with just numbers

N\ Y
N\

N\ /.
SN\

' Concrete ' Pictorial

Using physical
objects, such as
blocks or counters,
to solve
mathematical
problems.

Introducing a
hew concept

mathematical
problems.

Using images and
drawings to solve

' Abstract

Using numbers to
solve mathematical
problems.

~——

If the learner lacks confidence
when solving maths with pictures,
return to using concrete resources
to support learning.

If the learner lacks confidence with
just numbers, go back to using
visual representations to support
learning.
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Primary Maths

Creating an Inclusive Environment

Maths lessons should not be silent. It is important learners feel able to
work independently, but they should also work well alongside their peers.
The best maths learning happens when learners can talk through their
ideas with a teacher or a partner, and therefore it is good to encourage
this productive discussion during lessons. When planning opportunities
for talk, ensure that all learners have the support they need to access
these discussions, which could include scaffolding such as sentence

frames, visual support and/or peer partners.

It is also important all learners have had the opportunity to use concrete
resources, such as bead strings or counters, to support their learning.
Often this works best if a concept is introduced with concrete resources
readily available for the entire class to use. Once learners have been
shown how to use the equipment to support their learning, they can
decide whether they wish to use it or not. Learners may need the support
of the teacher in making this decision i some may cling to the resource
for security, whilst others may feel embarrassed to use the resource if

other learners are not.

As maths is a subject whereofte n t here is an 6éobjectiyv

answer, learners can lack resilience or confidence in their own ability if
they feel as though they are consistently getting things wrong. Learners
can also lack resilience and confidence due to having large gaps in their
learning. It is important to ensure learners are given equal opportunities
to learn core knowledge, so that they are less likely to make mistakes.
Learners can also benefit from a culture where mistakes are embraced

and viewed as a part of the learning process.

Linked to this, it is useful to point out, carefully, wh at a &éwr ong

a question could be, as this helps learners with lower confidence to

demonstrate their understanding and develop their reasoning.

Curriculum Considerations

Key Stage 1

w Learners should have 1 to 1 correspondence when counting.

w Learners should develop automaticity in addition and subtraction
facts to and within 10.

w Ensure | earners have a concept
can describe the relative sizing of number.

w Encourage learners to represent numbers in many different ways,
in pictures, as a calculation, in words.

w Ensure learners can explain the place value of 10s and 1s.

w Use resources such as tens frames, Numicon and base 10 blocks

confidently, to support learning where needed.

Key Stage 2

w Ensure learners are secure with all times tables (by end of Year
4), as this acts as a foundation for other maths concepts.

w Learners should have secure understanding of place value, up to
10,000 and beyond.

w Learners should begin to apply their knowledge of number and

written methods to reasoning problems.

The Main Principles of Mastery

The core principle behind mastery is that learners should
develop a secure and long-term knowledge of mathematical
concepts through carefully planned lessons, which gradually
and strategically build on prior learning. This teaching style
should be constantly revisiting and building on prior learning,
helping to make connections and develop depth of
understanding.

NCETM have broken down the key principles of mastery into
five strands: Coherence, Representation and Structure,
Mathematical Thinking, Fluency and Variation. These are
useful to consider when planning a unit, to ensure all elements
of mastery are covered.

Teacher Handbook: SEND
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Primary Maths

Strategies to Scaffold Learning

How can | support learners who struggle to retain vocabulary?

w

Be conscious of the range of vocabulary learners are exposed to.
There are often several different words for one mathematical
concept (e.g., add, sum, total, plus). Learners will need these words
to be defined each time a new one is introduced and may need
guestions to be rephrased to understand their meaning. Learning
should be documented in the classroom and referred to within and

across lessons, for example on a working wall.

Before a concept is introduced to the whole class, take time to
familiarise chosen learners with new vocabulary and its meaning.
This will give those learners greater confidence, as they feel

confident when this same idea is introduced to the whole class.

Use of visuals and actions can help to remind learners of the
meaning of a word, or how it links to a mathematical symbol.

How can | support learners who struggle to access lessons

because of literacy difficulties?

w

If solving word problems, consider deploying an adult or pairing a
learner with a confident peer to read the questions aloud to relieve

the pressure of decoding the language.

Some | earners may benefit
that after a question is read, the learner has an image to refer to.
Thi s

and decide what they need to work out, so that they can solve the

can enable a | earner

word problem.

Use of concrete resources and visuals is extremely important in

helping learners to access questions.

Ensure worksheets are laid out clearly and learners are not
overwhelmed with a page of questions. Some learners may require
different resources, which could include plain paper or enlarged

square paper, to access set work.

from

How can | support learners who need additional time to develop

conceptual understanding?

w

t oingbseed

Use intervention time to play games that consolidate a new or tricky

concept with an adult.
Use pre-teaching to give some learners a head-start.

Have clearly laid out worked examples for these learners to refer

to when working independently.

Ensure tasks are scaffolded so that the learner can focus on the
planned objective, for example prewrite information which is non-
essential to the learning (date, learning intention), so the learner

can focus directly on the skill being taught.

Use representations learners are familiar with to transfer and
connect similar ideas. For example, in Year 1, they use a tens
frame that shows ten ones is equal to one 10, and then in Years 4
and 5 a tens frame could be used to show ten tenths is equal to 1.

‘A)’
6drawingé6 t EEhEEEER S
the info R I e

1 know this is true because

<

[ already know that .... { ! '

502 wt adding
S

How can | support learners who struggle with number fluency?

w

w

w

Help learners to practise fluency outside of maths lessons, e.g.,
during transitions the whole class could count in 5s as they move

from the carpet to their tables.

If a particular fluency skill is required in a lesson (e.g., recalling the
5 times table), ensure learners practise this skill at the start of the
lesson. During the retrieval practice, if needed, learners can have
concrete resources or visual support, such as a times tables square,

to remind them of number facts.

Use games as part of regular intervention, to practise basic number
skills and help retain fluency facts. Examples of maths games can

be found on

L o e
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Primary Maths

How can | support learners who struggle with attention?

w When modelling, encourage learners to make jottings, or copy

each step out, onto a whiteboard at the same time.

Be flexible with how you deliver your input. It might not always be
necessary to have all learners involved at once. Some learners
could be completing an accessible activity independently at tables,
whilst others are listening to the teaching input, and then they
swap. This helps to keep inputs focused and short, maintaining the

attention of those who struggle.

Give learners a target number of questions to do i when working

towards a goal, learners are more likely to be focused.

Use behaviour-specific praise, where you specifically identify what
the learner has done well, to motivate learners and encourage their

sustained attention to the task.

Incorporate somequesti ons which appeal t
for example making questions about a particular character they

like. This will help to maximise engagement and motivation.

How can | support learners who struggle with change and

transition?

w Establish routines and expectations early in the year, ensuring
certain transitions, activities and games are repeated regularly to

increase familiarity.

To inform assessment and planning, ask the learner how they

found a concept or lesson, at the end of a session.

Set a target amount of work to complete and prepare learners by
giving a 5-minute warning before the end of the activity. Allow them

to take a few extra minutes to finish off if they need it.

How can | support learners who lack confidence in their own

mathematical ability?

1 Send home photocopies of successful pieces of work to share with

parents/carers.

I Pose open-ended questions to the class, which have multiple

answers. Ensure all learners have equal opportunities to answer.

0 60dheOut 6 i s a
Learners are presented with 3 different numbers on the

great exampl e

board and are asked which is the odd one out and why.

lesson. If the learner can see they are on track as they are
completing a task, this will motivate them to keep going and will
boost their confidence. Using this method also means you can
correct and explain any mistakes as they happen, helping learners

avoid embedding misconceptions.

9 Ask learners to be a help in the lesson preparation process, e.g.,
selecting images which will be used in the maths lesson or asking
to set up resources. This will help the learner to feel more

comfortable as they begin the lesson.

The guidance in this document supports planning for learners
with SEND by highlighting the most important concepts within
the national curriculum so that teaching and targeted support
can be weighted towards these. For further guidance, please
refer to Teaching mathematics in primary school.

Case Study

A child in Year 1, who did not have secure number sense,
struggled to access the curriculum as they could not order
or compare numbers between 1 and 20.

An intervention was set up where the child spent five minutes a
day with a suitably qualified adult, working on ordering
numbers. Some of the tasks included rearranging number
cards, counting objects around the school, and spotting the
missing number on a number line. It was found that this short,
sharp intervention and daily focus on this one skill helped to
improve their fluency and in turn, their access to the curriculum.

There is no O6righté answer t t
is accessible to all members of the class. Answers could
include 610 is theeoddodéosneheubnlbycau
multiple of 56 or 08 iitdotdwohe odd one out because
circleso. Being able to give 2an ancwar no matt ar t_he
o a Ieacprp]plg@tya @elpgt%vgligalteglgleiaré\(?rs. Case Study
1 Mark | earnersdé6 work in the momen Achildin Year 6 struggled to access lessons alongside the

peers in his class; in maths, his individualised learning
targets were aligned with the Year 3 curriculum.

At the beginning of a new topic, in line with a mastery approach,
his teacher reflected on his individual targets and prior
attainment while planning the whole-class lesson. This process
demonstrated that the child did not yet have the foundational
skills needed to access the planned work in line with his peers.

To plan learning activities for the learner, aligned to the topic,
the teacher then used formative assessment to identify
particular skills within the topic as areas for the child to develop,
e.g., adding multiples of 10 to any given number. Planning for
the child then followed a format where he had focussed input
from the teacher early in the week. He then repeated a similar
activity independently for the following few lessons, with a
review at the end of the week. Alongside planned learning
activities, the child had the opportunity to play maths games
alongside an adult or peer to build on foundational maths skills.
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Secondary Maths

Planning Inclusive Lessons

When learners begin studying maths at secondary school, we need to
set them up for success. Getting to know the learners in your classes is
key. It is equally important to have a thorough understanding of the Key
Stage 2 maths curriculum, including the progression of skills, teaching
methods and resources. Reading the primary maths guidance in this
Handbook will give you a concise overview of the primary curriculum,
including the mastery teaching approach. Many of the strategies and
resources outlined will prove incredibly useful at secondary. Of particular
importance is the Concrete, Pictorial, Abstract (CPA) method of teaching
and learning, which will continue to benefit learners throughout
secondary. With Teaching for Mastery, it is important that our teaching:

91 Develops both conceptual understanding and procedural fluency so
that learners do not have to remember isolated procedures and
algorithms.

1 Builds, and builds on, firm foundations, so that time is spent securing
key mathematical knowledge before moving on to the next content.

1 Draws attention to the structures within mathematics and the
connections between different mathematical concepts as this

ensures that cognitive load is reduced (for all learners).

A hurdle in teaching secondary maths is the need to dispel the myth for
the learnerswhosay,® c an 6t 0 @he seifrdaewmight have been
reinforced over a number of years due to, for example, a frustration
stemming from an insecure understanding of foundational skills, negative
feedback (answers marked as either right or wrong) or a combination of
both. Encour age | ear ner shuildiegoregtdlar dppontunides
where all learners experience success, e.g., starting a lesson with
guestions they mastered in a previous lesson. Plan regular opportunities
to practise prior-learning i if we are not regularly practising a skill or
concept that learners will be required to recall and apply, we can be

setting them up to fail.

by

Make the learning engaging and memorable T incorporate a range of
activities into lessons and provide opportunities for learners to apply their
skills to different contexts, including opportunities to reason and solve
problems. Ensure that sequences of questions and tasks start with
familiar contexts so that learners build confidence before attempting
increasingly challenging questions. Errorless learning is a teaching
strategy that can support learners who lack confidence in their own
mathematical ability - at the start of a task the teacher plans two-three
guestions that the learner is able to confidently answer, before they then

move on to questions that gradually increase in challenge.

When planning, think carefully about the outcomes within single lessons
and across a series of lessons. Review the prior attainment of learners
within the specific area of maths; some learners may have strengths and
learning gaps that require more focused support or, conversely, greater
opportunities for challenge in certain areas of study. Consider if there are
any misconceptions that may need to be addressed in the lesson: How
will you clarify these? What scaffolding, including concrete resources, will
learners benefit from? Be aware of exam concessions (e.g., extra time,
reader, scribe) that learners are entitled to and ensure they are reflected

in the classroom environment.

Case Study - To support a learner in Year 7 with dyslexia and
dyscalculia, the teacher developed the following provision:

1 Word mats associated with the topic being taught.

1 Worksheets and homework included worked examples
and scaffolding.

1 Use of a reader pen in lessons.

1 Slides were printed out ahead of each lesson so that she
could take notes, without needing to copy all information

1 The teacher asked questions directly, rather than in front
of the class, to check for understanding.

1 Pre-teaching of maths-specific vocabulary, with flash
cards sent home for revision.

1 Opportunities for over-learning.

Creating an Inclusive Environment

Always greet learners at the door and welcome them into the classroom.
Creating a calm and purposeful atmosphere starts with clear, consistent
routines and expectations that learners are familiar with, e.g., a starter
activity set up that they complete upon arrival into the classroom to help

learners transition to maths.

Consider how the classroom looks and is organised. For learners, ensure
everyone can participate in all elements of the lesson and access
resources easily. For teachers and support staff, it is important to be able
to move around the room to support learners without causing distraction.
Displays should be relevant to the learning, with key words and
supporting visuals clearly displayed. However, it is important to keep the
area immediately around the board (or focal teaching area) uncluttered
attention is not

sot hat | earner so

Ensure that learners have access to the correct equipment and
resources to complete tasks. Support learner confidence and resilience
by modelling to all learners how to use resources effectively. Encourage
all learners i and prompt specific learners where necessary i to access
the resources they need, rather than only giving resources to certain
ng
classroom which has a variety of resources for learners to access,

learners. A's an exampl e, havi an o)
including number lines, bead strings, dienes, numicon sets, concept
maps etc. can be a creative way to give learners access to the resources
they need without singling particular learners out. There can also be
specialist equipment in this area, such as protractors, and compasses,
and everyday resources (scientific calculators, pencils) for learners who
forget to bring them. Finally, carefully consider the workbooks that
learners use. Increasing the size of the squares can support learners in
keeping their workings neat and accessible, e.g., 1cm instead of 5mm
squares. For some learners, using blank paper rather than squared
paper can give them the space to visualise, jot down their workings-out

etc. in a less restricted way.

Teacher Handbook: SEND
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Secondary Maths

Curriculum Considerations

Key Stage 3

Learners are expected to build on their Key Stage 2 knowledge and
develop fluency, mathematical reasoning, and competence in solving
increasingly sophisticated
primary to secondary by reviewing their learning from Year 6 and using
resources and representations they are familiar with in lessons to
continue to support the development of understanding of mathematical
structure, introducing new models only when the previous one reaches
its limit of applicability. Include frequent opportunities for learners to
practise numeracy skills to continue developing these, as number
underpins the rest of maths. Progression should be based on the security
t hat

stage in their mathematical learning. Learners need to be able to select

of l earnersd6 understanding so
the skills and calculation strategies they need and use them accurately.
These skills and strategies need to be transferable; learners need to
apply their mathematical learning in other subjects, e.g., science and
geography. Including examples from real-life and other subjects within

maths lessons will help learners to do this.

The major shift in Key Stage 3 is from additive reasoning to multiplicative
reasoning. By the end of Key Stage 3, learners need to have a strong
understanding of calculations involving negative numbers, decimals, and
fractions as well as basic algebra. In tandem with developing
automaticity with facts and methods, all learners should be taught to
utilise these strategies to solve problems in familiar and unfamiliar
settings. Learners will build on skills developed at Key Stage 2 and
develop greater confidence with multi-step questions and problems,

encountering increasing complexity as they move towards Key Stage 4.

Key Stage 4

In Key Stage 4 learners consolidate and develop their knowledge from

Key Stage 3. The Programme of Study covers the full range of material

pr obl e msinclud&umptipedGCEE Mathsaguatifieatiosn.GProdrassion is expedctednfor f r o m

the majority of learners through the six main topic areas i number;
algebra; ratio; proportion; and rates of change; geometry and measures;

probability; statistics.

The increased literacy demands need to be addressed so that the work
continues to be accessible to all learners. Not only does there need to
be a focus on subject-specific vocabulary, but also a focus on the
language of exam-based questions. In lessons, take the time to decode
thte Par?gﬁage?er.g?, [ rr1 © 8 ﬂ X d ;[ a?t imcosv,e
roots of
i s x when vy, we gre asking the sameottiing 1 but learners
may not realise this due to the different vocabulary used. Some learners
may benefit from the pre-teaching of vocabulary in advance of the
lesson; all learners will benefit from learning how keywords link together,

e.g., equation and equals, and regular revision of keywords.

It is important that learners understand that revision of taught content is
best done through practising related questions. Short, regular tests which
require learners to utilise not only mathematics that has been learned
recently, but mathematics from previous units is helpful in ensuring that

learning is transferred to long-term memory.

to the nex
w h What anwe ¢he a s
t hwh ajtu aalr e tti ltes 6s 0 16U toi rWhels

Strategies to Scaffold Learning

How can | support learners who struggle to access lessons

because of literacy difficulties?

1 When planning lessons, think about the literacy demands,
including written instructions and word problems. Make a plan for
how you will mitigate the impact: e.g. the use of visuals, breaking
the learning down into more manageable chunks, supporting
learners to create visualisation of the scenarios being presented,
resources (e.g. reader pens), or support from an adult or peer,
(e.g. small group work with a teacher or support staff, partner
work, or a signal where the learner can let you know they need
help).

1T e Becopscious of ghe range of vocabulary learners are exposed to
t h'l'etheaetprae fften seyepalgdifferent words for one mathematical
concept. Some learners may benefit from pre-teaching, or access
to concept maps with visuals and/or concrete resources within a
lesson. Use displays to reinforce key vocabulary and working
walls to draw attention to the most important within the current

series of lessons.

1 Avoid having learners copy from the board. Print out slides ahead
of the lesson that learners can have access to. This will
encourage them to make notes, without needing to copy

information from the board.
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Secondary Maths

How can | support learners who need additional time to How can | support learners who struggle with attention? How can | support learners lack confidence in their own

develop conceptual understanding? mathematical ability?

1 PI an breakséaor movement breaks throughout the lesson i

' When introducing new concepts, break the concept down into this can support the focus of all learners. You can also use f Be aware of how learners respond to praise. Start small i e. g.

smaller, more manageable chunks, and give learners a chance

to practise each small step before moving on to the next.

movement as part of your assessment for learning: standing or

sitting; moving to the front or back of the room; etc.

positive comments in books, 1:1 feedback. Remember some

learners may not like receiving praise in front of their peers as it

1 Plan lessons using the Concrete, Pictorial, Abstract method: 1 Set a target number of questions for learners to answer, so they draws attention to them. If unsure, talk to the learner, and come
introduce a concept with the use of concrete resources so that have a set target to work towards. This can be further supported up with agreed ways that you can tell them they are doing well.
learners gain an understanding of the structure of maths. using a visual timer. Employ errorless learning strategies i start independent tasks
Learners can then move to using pictures and diagrams to : : . . i -

gp g f Set questions that are linked to learnersdinterest or use real-life with questions that you know the learner(s) has mastered. Early
support their learning, before finally being encouraged to try the examples, e.g., cooking, sport, gaming, money. For some success will build their confidence and resilience in trying more
me math ions with h ffold. Consider r r : : : o : :
SRR R S s Gl Al il e learners this can increase their motivation and engagement. challenging problems later in the lesson or task.
used, as a limited set of resources and models effectively and _ _ o _ . "
1 Ensure task instructions are visible; learners that struggle with Use intelligent variation of practice questions within lessons to

across a range of contexts is more helpful than employing a
diversity of resources and models.

9 Intelligent variation of practice questions within lessons: when
giving learners a set of questions, make small changes between
questions (e.g., expanding brackets: 5(x + 2), then 5(x + 3), then
5(2x + 3) instead of 5(x + 2) then 3(3x i 7)).1

Intelligent practice and variation

Work through practice questions and answers with the class
and draw attention to the key features of the questions. Ask
about the connection between the questions, how learners
might work out one answer from another question, or why two
guestions have the same answer, etc. This variation helps
learners understand the structure of a concept through
intelligent practice.

attention may require access to instructions throughout the task.
Instructions can be broken down into a checklist that they can
work through over the course of a lesson.

How can | support learners who struggle with change and

f

transition?

Greet learners at the door and welcome them to the classroom.
A personal greeting from a familiar adult will support their

transition to the lesson.

Have a consistent structure to lessons, supported by a visual
timetable. Refer to the visual timetable as you move through
different parts of the lesson. Establish routines and expectations
at the start of the school year, in partnership with the learners,
and reinforce these as the year goes on. Some learners may
need reminders of expectations after time away from school (e.g.,

school breaks) i this is something that will benefit all learners.

build up the level of challenge slowly: make small changes
between each question; ensure that there are explicit links
between each of the questions so that the learner understands
the skills they are applying to each question and how they are

related.

Be explicit in telling learners what they are doing right. So often,
answers can be marked right or wrong. If a learner gets a problem
wrong, review their workings and identify steps that they have

done correctly. Build on this, showing them what to do next,

i nstead odorfy sagqainmgbé .6 As an-themreis mp |

only one right answer. The learner may work it out and say 130.2.
In this instance, the learner has multiplied correctly (42 x 31); the
misconception came when putting the decimal place back in T
they confused the rules for multiplying decimals with adding

decimals.

Address the misconception, but also acknowledge the part of the

problem the learner did correctly.
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Phonics

Phonics is key foundational knowledge. Phonics is one of the essential
building blocks when teaching learners to read as well as spell. The study
of phonics teaches learners that letters (graphemes) are a code for the
sounds (phonemes) in spoken language. With the teaching of phonics,

children are systematiclly taught:

9 letter-sound correspondences (GPCs, or grapheme-phoneme
correspondences)
to read words by blending sounds from left to right

to spell by identifying sounds in words (segmenting spoken words).

Phonics is taught from Reception to Year 2, providing an opportunity for
learners to build on their skills and progress each year. It is vital that a
school has a clear and consistent approach to the teaching of phonics.
A whole-school policy should clearly map out the teaching expectations
and journey for each year group, allowing learners to build upon their
knowledge each year. Changing the approach between teachers or year
confusion and sl

groups can |l ead to

Throughout Reception and Key Stage 1, learners need consistent
teaching of phonics through daily structured lessons, with additional
opportunities across the school day to practise applying their learning in
different curriculum areas so that their knowledge becomes secure and
embedded. A
knowledge facilitates independent reading and tasks across the

| e arty eoridependemtly bpply their phonics

curriculum. Phonics knowledge can also be applied to spelling. By
hearing and segmenting the phonemes in a word, a learner can select
the correct graphemes to write a desired word. In some instances, a
phoneme will be represented by more than one grapheme. Over time, a
|l earner 6s

growing familiarity

support them in selecting the

There will be times that a learner incorrectly applies a previously taught
grapheme-phoneme correspondence (GPC); this makes for a key
teaching moment. The application of phonics knowledge should always
be praised, however it is essential that we also reinforce the importance
of accurate spelling. Take these opportunities to talk through the GPC
selected with the learner and understand why they selected the particular
GPC. Review the GPCs that the learner has been taught, and model to
the learner how they can apply their phonics to accurately select the
correct GPC in future opportunities. Be mindful of exception words that
either contain an unusual GPC or one that has not been taught yet and
be explicit in the teaching of these words. Learners should still use
phonics to spell all of the known GPCs within the word but may refer to
a word bank for the tricky GPC.

2P
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Planning Inclusive Lessons

Phonics is a precise and structured lesson that is taught discretely each day
from Reception to Year 2. Before Reception, learners should be immersed
in stories, rhymes, songs and poems to support their understanding of

language.

From Reception onwards, the consistency of the rigorous pattern of
phonics lends itself to being a highly inclusive lesson. The structure, pace
and repetitive nature of lessons enables learners to apprehend the next
steps and work within the clear boundaries. In order to maximise the
learning potential and outcomes for all learners, there are a number of

things that a teacher should consider.

How should a phonics lesson be structured?

Phonics is a systematic and str-uct t
teach i practise i apply' process for teaching a new grapheme-phoneme

correspondence provides consistency and rigour. Learners can
anticipate the next steps, providing clear and safe boundaries for their

engagement and focus.

How do | plan an interactive phonics lesson?

Plan lots of opportunities for speaking, spelling words, and reading.
Phonics is a very interactive lesson. Learners need opportunities to listen
to phonemes, say phonemes and apply them to reading and spelling.
The lesson lends itself to learners responding as a whole class (e.g.,
saying sounds together,), working with partners (e.g., watching each
ot her formini

pronounce phonemes, or

a finger) or independent activities (e.qg., letter formation in the air, reading

. (fa[i)tions etc.). Teachers should make efficient use of time so that all

learners are involved for as much time as possible. Learners also need
opportunities to test different strategies, in line withthes c ho ol 6s c |

phonics programme.
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Phonics

How do | teach learners to enunciate the sounds?

Be aware that some learners may find it difficult to enunciate phonemes
accurately. Plan for plenty of opportunities to model and practise
enunciation. Describe the mouth and tongue movement to say the sound
and consider providing mirrors to allow learners to watch themselves
saying the sound. Where possible, adults can support learners to say
and then hear the sounds in words when segmenting and blending.
Provide opportunities to decode words of differing length to meet the
needs of all learners, as well as words that contain the new phoneme in

different positions.

Which words should be read or written?

Planning the words for reading and writing in a phonics lesson needs
careful consideration. Plan opportunities for learners to apply their new
GPC knowledge in different positions within words, e.g., owl, prowl, cow,
and to words of different lengths. Learners should read words and/or
sentences which contain only the taught GPCs or common exception
words which have been planned and introduced. Similarly, learners
should only write words which contain the taught phoneme-grapheme

correspondences.

Phonics provides a golden opportunity for teaching new vocabulary.

Teacherss houl d plan to use Vv oc a bscurrant
topic or particular interests, where possible. Some learners may benefit
from pre-teaching of the new vocabulary to help prepare them for the
lesson. Teachers should also plan to apply new vocabulary at a sentence
level where possible. It is important to model the application of words in
context. Any word cards with new vocabulary can be easily added to a

working wall after the lesson.

When considering vocabulary, it is also important to be aware of the
precise terminology in phonics. When planning, teachers must ensure
they are aware of the GPCs, alternative graphemes and alternative
phonemes in order to plan accurate lessons. The nuanced learning must

be explained accurately and modelled carefully.

What physical and contextual information needs

considering?

Carefully consider the seating arrangement for the lesson. Teachers
must consider how well learners can see the flashcards/word
cards/whiteboard that display the graphemes and words. Having a
smaller set of resources for an individual to use can be supportive.
Learners also need to be able to
hear their voice when they are enunciating. Phonics require lots of
accurate modelling. This will support learners to say the sound correctly
when they are practising and applying. Some learners may take part in

only some of the lesson; ensure that these learners can leave the carpet

safely for their next input.

becauw
becaus

c B patgh fhemcarefullytfhe leaming-c her 6 s

How are phonics lessons resourced?

The right resources are important in making sure learners get the quality
and quantity of practice needed to secure their learning. Phonics is a
fast-paced and interactive lesson. Teachers must carefully plan the
resources that will help learners with the intended learning, e.g.,

phoneme frames, word cards, phoneme fans, whiteboards and pens etc.,

1 Phoneme fans are great for revising previously learned sounds
and providing AfL opportunities for grapheme-phoneme

correspondence.
1 Phoneme frames support segmenting to spell.

9 Sound buttons support blending to reading. Teachers must be
mindful of overreliance on pens and letter formation. Learners

can still build and read words without writing them.

1 Magnetic letters, letter cards, phoneme cubes etc., can be
supportive of learners who find pen grip and handwriting
challenging. Alleviating the pressure of letter formation allows
learners to focus on applying their phonics knowledge. For these
learners, it is critical they have discrete opportunities to practise
handwriting at other points in the school day.

9 Teachers may also choose to print some whiteboard slides for
individuals so that they have an exact replica of the input in front

of them for their own use.

9 Teachers should also plan to use concrete resources in their
phonics lessons as they would in a maths lesson. Concrete
resources can be more meaningful than pictures and allow
learners to learn new vocabulary, thus giving the application of

phonics more purpose.

i Itis good practice to make the resources available to the learners
after the lesson, so that they have continued opportunities to
practise applying their skills. This is particularly true in play-based

settings where learners have independent learning time.

Teacher Handbook: SEND
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Pho nics

Creating an Inclusive Environment

An inclusive phonics environment will have plenty of opportunities for
learners to practise their phonics skills and learn to apply them
independently, both through play and adult-directed tasks. A working wall
with the sounds and high-frequency words (HFW) being taught that week
will support learners to recall and apply their new learning across the
curriculum. There should also be a display of previously learned sounds
to support learners in recalling and applying all the GPCs they have
learned over time. These resources will need signposting to learners and
regular modelling of how they can be used in reading and writing lessons

and across the wider curriculum.

An inclusive phonics environment will be reading rich. There will be
opportunities for learners to apply their decoding skills at a sentence
level, phrase level, word level and initial sound level. Some of these
opportunities will be in books, while others will be resources and games.
Teachers will plan for learners to read specific texts that allow them to
apply their new phonics learning. It is good practice to use a mixture of
hand-written and typed resources so that learners are exposed to

different types of fonts and text.

Learners need to be encouraged and supported to apply their phonics
skills at every opportunity. As an example, when learning to segment
sounds to spell in writing, the teacher can model and practise
segmenting and blending skills with learners through daily routine

activities, e.g., Spy Talk to get your c-oa-t.

Assessment

How do | use AfL in a phonics lesson?

Assessment for Learning is vital for giving targeted, on-the-spot support
to help a learner achieve their next steps. During a phonics lesson, the
teacher will have opportunities to hear learners say individual sounds,
match phonemes to graphemes, read words and write/build words.
These opportunities will be indicati ve of a
set and provide opportunities to correct misunderstandings. There will
also be opportunities to assess their skills: blending, segmenting, and
decoding accuracy and automaticity. However, when the whole class is
interacting (saying a sound or blending to read) it can be difficult to hear
Wher e

them more clearly, or build in opportunities for individuals to model to the

i ndividual voices.
class as part your practice. Support staff can also be used to identify any
gaps or misconceptions. These assessment points will feed into the
planning for the next whole-class lesson by indicating, for example,
which GPCs need revising at the beginning of the lesson, or a need to
di gr aAmyhwseaker aspects
can also be addressed within the lesson or before the next one so that

practise r eading O0shd

learners are ready to access the next lesson.

How do I use AfL in small groups or independent tasks?

Listening and obser vi ng wi | | provi de
and ability to apply their skills. When reading, listen to them match a
phoneme to a letter and enunciate it clearly; ensure that they are saying
one sound for every phoneme in the word and use these opportunities to
correct any misconceptions, e.g.,r eadi ng
than a

rat her di graph, or

the classroom resources to correct the mistake themselves.

|l earner 6s

possi bl e,

i nsight

6tho as t wo

confusing

Teaching Considerations

EYFS

1 Provide plenty of phonics resources in the reading area and
writing area to help make phonics links within literacy explicit.
1 Be consistent with resources, i.e., the same sound mats used in

carpet time as at tables, with the same pictures.

S p ¢ cProlide plenty 8f BpYdrténiied Pr learners to explore instruments

and listening activities to develop phonological awareness.
1 Encourage learners to listen in the outdoor area and explore the
environmental sounds.

9 Teach phonics through adult-led games and independent tasks.
get down to the | earnersd |l evel t

Key Stage 1

9 Phonics is taught discretely, daily. Further opportunities are
provided every day for pupils to practices what they have been
taught.

1 A working wall that is used and updated daily, alongside lessons

PO Rat ir'glclludoesn HF\?Vé, (%PCS, key skills, and new vocabulary.

1 Consistent use of resources, i.e., use of the same sound mats
across all curriculum areas.

9 Adults support phonetically plausible attempts and use the same

vocabulary and questioning from phonics lessons to support in

i n reading/writingtasksn er 6 s knowl edge
1 Segmenting and blending skills are modelled throughout the
curriculum.
single phonemes

6b6 and 6do. Support | earners t
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Phonics

Strategies to Scaffold Learning

How can | support learners who struggle with attention?

9 Carefully consider the pace of the lesson. A fast-paced lesson will
keep learners alert and active i but ensure they have the time and
support needed to be accurate with enunciation or skills application.

9 Interactive lessons provide opportunities for learners to engage in
different ways. In phonics, learners will be vocal when practising
saying sounds, decoding and reading. There will also be opportunities
for letter formation and writing.

9 Use specific, targeted questioning to challenge and support learners.

How can | support learners who are resistant to mark-making

or who have poor fine motor skills?

Phonics is a tool for learning to read and spell. A reluctance to mark-make
or form letters may not be indicative of difficulty with GPCs. Learners will
be introduced to letters and mark-making opportunities. Opportunities to
develop fine motor skills can be encouraged through play and targeted

support:

9 Include a finger gym or fine motor skills station in your classroom
with activities such as pegging, threading, using tweezers to
complete intricate objectives.

9 Provide opportunities for mark-making on different scales and with
different media.

1 If alearner is reluctant to write, reduce the reliance on whiteboards
and pens in phonics lessons and consider using magnetic letters or
phoneme cubes to build words. However, learners will need to be
taught how to form letters and use phonics for spelling.

Provide specific targeted support with handwriting.
Praise all attempts at mark-making and point out specific successes

and next steps.

Case Study

A child in reception with ASD and vision impairment, who
is largely non-verbal.

She worked with 1:2 support and benefitted from visuals,
consistent routines, and repetition. To support phonics
learning, the teacher developed provision that included:

1 Joining in with revision and teaching sections of lessons
on the carpet with support, as she enjoyed listening to
the sounds with peers.

1 Having access to a quiet, distraction-free space - this
enabled her to accurately recall grapheme-phoneme
correspondences with increased consistency.

1 Using concrete resources to match initial sounds to
graphemes.

1 Using magnetic letters to build and read CVC words to
match concrete resources.

Taking part in sound hunts in the outdoor area.

A focus on fine motor skills with peers to develop her pen
grip.

Case Study

A child in Year 2 with ADHD.

He had excellent recall of grapheme-phoneme correspondence during specific phonics lessons and assessment but worked with such
speed that errors were frequent when segmenting to spell and decoding to read. He became frustrated, distracted and even distressed
by perceived inability to overcome a challenge.

To support him, his teacher ensured the following provision was in place:

1
1

Structured, interactive lessons to support his attention needs.

Increased opportunities to come forward to the interactive whiteboard to model success to the class. This is something he enjoyed
and was important to raise his confidence in the subject.

Tone of voice: he was confident to apply his knowledge when correcting errors, but only when errors were highlighted in a
calming, light-hearted manner by a familiar adult, e.g., reading the misapplication of a grapheme in a funny voice so that they
could spot the error and 6éown ito.

Personalised grapheme-phoneme correspondence table taped on the desk with a GPC to focus on each week.
Personalised learning targets, with a focus on one phoneme to apply accurately during writing lessons.
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Primary Reading

Why is Reading so important?

The impact of being able to read extends beyond simply having a set of
skills. The benefits of being able to read, and of being a reader (one who

enjoys reading and chooses to do it) are far reaching, such as:

A Neurological: reading helpstodevel op t he

increases their memory function.

A Educational: as well as giving the learner access to text-based
learning across all subject areas and in all lessons, reading

improves attention spans and leads to better concentration.

A Psychologically: reading helps children to grow in self-confidence
and independence. Reading offers a greater insight into human
nature and decision-making; through the texts they read, learners
develop a greater understanding of the world around them, and a

better sense of self.

A Socially: being a reader i ncreases
among their peers as well as their self-image and self-confidence.
Reading also develops a better understanding of other cultures and

can lead to better community participation.

A Linguistically: learners develop richer vocabulary, correct
grammar, improved writing, better spelling, and articulate verbal

communication.

In their Literature Review, The Impact of Reading for Pleasure
and Empowerment, The Reading Agency found that reading for
pleasure can result in increased empathy, improved
relationships with others, reductions in the symptoms of
depression and dementia, and improved wellbeing.!

Creating an Inclusive Environment

Within the classroom, there should be a range of texts which meet the
needs of all learners. These should also be well organised to support
learners with browsing and making choices. Teach learners, especially
those SwhobfipdaitI n;lore é:hnalganging and feel less confident, how to

| earner O

navigate book areas/corners and where to find the texts they will be able

to and will want to read.

Consider using your most qualified adults to work with the learners with
the greatest need. In addition, ensure that they have daily reading with
adult support. It is essential that they are reading matched books and/or
with an adult as much as, if not more than, their peers. Where learners
are having additional intervention to support with phonics, these should

be in addition to daily reading, not in place of it.

Make modelled, shared and peer talk core to your reading. Talking
through any important background knowledge necessary to understand

t hige tekt, SoR éxanfdle theé histdriea$ dnd deogréiphical sBtting for a story

can help | earnersb

Consider the physical environment and making displayed print
accessible to all learners. Ensure that print which forms part of classroom
displays are words that learners have been taught to read or are words
that will be taught. Print could be displayed through a key word wall which
is built up as learners are explicitly taught new words. Topic-related
vocabulary that has been taught displayed on a working wall will support

learners with both reading and writing these words.

Ensure that print on display is decipherable by using dyslexia friendly
fonts or handwriting, and by ensuring writing is appropriately sized. In
addition, think about how words can be organised to support learners,
for example using different colour backgrounds for different word

classes, or organising words in alphabetical order.

comprehensi on.

Involve and give families regular feedback. Developing and extending
independent practice at home is important to improving reading. Families
may find it harder at home to support learners with additional needs;
sharing information about strategies and approaches used in school will

support them.
Teacher reading aloud

Planforclass6r eaaldouds ® and di scussions

reading fluency access to age-appropriate texts. Hearing texts beyond
their fluency level will also ensure that these learners are having
opportunities to extend their vocabulary. Giving learners the opportunity
to listen to a story without the printed text can support their engagement

by freeing up their working memory.

Teacher Handbook: SEND
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Primary Reading

Planning Inclusive Lessons

We read for a range of reasons: for fun, for excitement, for relaxation, for
information, amongst many others. Enjoyment and purpose should be at
t he ng

providing a range of reading activities which are fun, exciting, relaxing,

hear't of |l earnersodo readi pr o

informative experiences.

To become skilled readers, learners need to be explicitly taught the
phonic code and practise applying it. Learners should develop all aspects
of fluency, including the expression needed when reading aloud. In order
to comprehend what they read, learners need to know about the content,
i.e., the background knowledge, be familiar with any complex vocabulary
and also know about the genre, e.g., if it is a mystery story. Learners also

should be taught about the way different printed texts can be structured.

Throughout the primary phase, learners should be part of reading
lessons which follow the sequence of deach, practise and then apply6
Teachers should share the learning objective or reading strategy. They
should model this through reading out loud, but also through thinking out
ng t he

Learners should have the opportunity to practise within a scaffolded and

loud, explicitly model | i
supported environment where they are able to receive feedback which
supports them with achieving and progressing. Learners should then
apply teaching through independent practice. Once learners have
mastered the phonics code, allow them to frequently revisit texts that
have been taught. Through the re-reading of familiar texts, learners will
build sight vocabulary, develop reading fluency, and deepen their

understanding.

These reading lessons should form part of a wide and varied reading diet
which makes reading enjoyable and purposeful. This could include
further activities such as listening to texts being read out loud, sharing
texts with peers through paired o r bu d d yeading sessions, and

opportunities for reading during other curriculum lessons.

Reading Motivation and Engagement

Learners will be motivated to read if they are successful in reading
activities; reading texts which are too challenging is likely to result in
vedusing onotivation &s sach, it is esseihtial that larners aresaccardietyo u g
assessed and, during daily reading lessons, are reading texts which are

closely matched to their phonic knowledge.

As well as reading books closely matched to their phonic knowledge,
learners also need to have opportunities to self-select and be guided by
a teacher to books that they are interested in or that will broaden their

reading experience and expose them to different authors. These books

Research illustrates that it
(e.g., language, decoding skills) that are important for their

reading attainment, chil drent
important... In other words, to become successful readers,
children need theé O6skilld anc

When struggling readers are not motivated to read, their
opportunities to learn decrease significantly).3

can be read by an adult if theydo n o't match with the | earnerds phonic
knowledge. Ensure texts in the c¢classroom wil/l appeal to the | earnersbéb
interests; a wish-list of topics, genres and authors could be created with VAP b Py s

the class.

Plan for activities which reinforce the content of reading and engage the
learners: if learners have read a story about leaf-boats, consolidate this

with an experience making leaf-boats; if they read an information book

r e a d e raldost makiognpastae doresolidate dhis with the expesienee sof making

pasta; if learners read a story about a panda, and want to know more
about them, consolidate this by reading with them further information

about pandas.

Pairemidadyéoreading is an enjoyabl e
the least able (tutee) and the most able (tutor) within the pair. This
strategy can be used to support learners with accessing whole class
texts, such as during lessons in other areas of the curriculum. It can also
be used to build confidence and deepen text understanding when the
learner is able to take on the role of tutor within the group; this can be

made possible through pairing learners with younger readers.
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Primary Reading

Reading and Phonics

It is widely agreed that reading involves far more than decoding
words on the page. Nevertheless, words must be decoded if
readers are to make sense of the text. Phonic work is therefore
a necessary but not sufficient part of the wider knowledge, skills
and understanding which children need to become skilled
readers and writers, capable of comprehending and composing
text.4

For learners in the early stages of reading, and not yet secure in their
phonics knowledge, daily phonics teaching at their phonics level is
essential. To become readers, learners need to know how the letters of
the alphabet represent the sounds in words both individually and in
combinations, and they need to acquire the skills which enable them to

read words through blending these sounds together.

Guidance on teaching and supporting learners with developing phonics

skills is within the Phonics section of this Handbook.

Curriculum Considerations

Key Stage 1

T

In Key Stage 1, learners should be part of daily reading lessons
in which they are reading texts closely matched to their phonic
knowledge.

In addition to these daily reading lessons, in Year 1, and if
appropriate, in Year 2, learners should be accessing daily
phonics les s on s , wher e teaching

individual phonics knowledge. Phonics groups may need to be
streamed, and learners with a higher level of need may need
small group focused teaching. During and outside of phonics
teaching, learners should have opportunities to apply their
phonics knowledge and skills to reading texts which are matched

to their phonics level.

Learners should also be hearing stories being read out loud,
developing their knowledge of language patterns, text structures
and broadening their vocabulary, in addition to developing their
enjoyment. Re-read class favourites to help them learn the
rhythms and tunes of language and to develop their knowledge
of syntax which will support with reading skills. Becoming familiar

with texts will also deepen their understanding.

Key Stage 2

I Once learners are secure with the alphabetic code, they should

read books which are an age-appropriate level. For learners who
have not cracked the phonics code, books should match their
phonic knowledge until they can read familiar words speedily and

unfamiliar words accurately.

Feohleamhers in ey Stage 2 with gapssndheir phonics knowledge,
continuation of phonics lessons at their phonics level are key to

enabling them to read new words and increase reading fluency.

During daily reading lessons, explicitly teach individual reading
comprehension skills, e.g., asking questions, drawing inferences,
predicting, or summarising (refer to the National Curriculum for
age-related-expectations for individual year groups). Explicitly
teach these through defining each skill and modelling during
reading aloud and thinking aloud. For learners to be able to
effectively apply reading comprehension skills, they will need to
have background knowledge, vocabulary knowledge and
grammatical knowledge, as well as knowledge about the

structure, genre and form of a given text.

Learners should listen to texts being read aloud by adults,
continuing to develop their knowledge, and understanding of

language and broadening their vocabulary.
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Primary Reading

Using assessment to identify barriers and

target teaching and support

I Regular assessment is essential to ensure that learners are
reading at the most appropriate level i a text which is too tricky
can result in frustration and unwillingness, whilst one that is too
easy means that learners are not developing through learning

new words and concepts.

T Assessment should al so be wused
strengths and weaknesses. Running records can be used to
assess fluency and decoding ability, and word reading strategies
and comprehension can be assessed through verbal discussion
around a text or using verbal or written questions during reading.
Use assessment information to target teaching and focus support

on the needs of the learner.

9 If you are using other adults such as support staff or volunteers
to extend learnerséopportunities to read, ensure that they are
made aware of the needs of the learners and are given training

and specific strategies or lesson structures to use during

;

-

interventions.

Case Study

At the end-of-year assessment point a Year 3 learner was assessed in reading at working significantly below age-related-
expectations. The | earner appeared to be oO0readingd by memor i so0ks ghet
was accessing. The pupil was also very reluctant to participate in any reading-related activities. She had previously received
an intensive daily 1:1 reading intervention where some progress had been made but had not resulted in her internalising key
reading skills to support her progression towards fluency.

The reading lead worked with the class teacher to ensure provision was carefully informed by an assess-plan-do-review cycle. This
involved a phonics assessment and a benchmarking reading assessment. The learner was assessed as reading at blue book band level
(end of autumn Year 1 level) with relatively good sight vocabulary and comprehension, but with poor decoding skills. The phonics
assessment identified she required additional teaching in phonics at phase 3 level (Letters and Sounds).

During the following year her teacher implemented several strategies:
1 Access to a range of appropriate books matched to her level.
1 Phonics intervention at her phonics level three times a week.

91 Access to the teaching part of whole class reading lessons at her year group level so that the learner could listen to a skilled
reader modelling and continue to develop her listening comprehension and extend her vocabulary.

1 During the independent part of the whole-class lesson, access to texts at her instructional level, regularly reading 1:1 with an
adult.

I n addition, her teacher created a box of Ospeci al b o ohadpdevidusly
read. She accessed these during the independent reading part of whole-c | as s | e s s o nreadirmyfodpl ¢ asium@g 66 t i
reading at her level and through revisiting texts, she was able to improve her fluency and experience reading success. She also showed
greater enthusiasm when participating in reading activities.

By the spring term in Year 4, she had progressed to reading at purple book band level (Year 2 autumn term level). Whilst she was still
reading below age-related-expectations, she had made significant progress in two terms.

When supporting learners in the early stages of reading, whatever their year group, it is essential to use strategies that are suitable to
the |l earnerodés devel opmental stage to support t he nbartieos torfearkirg bgng
experienced by a learner is the starting point of any provision. Working alongside colleagues with greater experience of strategies used
to support early readers was empowering in the confident implementation of appropriate provision.
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Primary Reading

Strategies to Scaffold Learning

How can | support learners who struggle with developing

fluency (including phonics knowledge and word recognition)?

T

Where learners are not yet secure with phonics, their phonics

knowledge must be assessed. Phonics teaching can then be

correctly pitched for devel opi

and skills such as blending for word reading. Use the same scheme
or approach which is used for whole-class teaching in EYFS and
Year 171 this will support learners with making links and building
on prior phonics knowledge.

Whilst phonics should be the first strategy for common exception
words, if learners have difficulty retaining words consider using
precision teaching interventions or flashcards. Games can be used
to engage learners such as Bingo, Pelmanism (matching pairs) or
Snap. Learners could also have further opportunities to consolidate
through playing these games during break or playtimes.
Consolidation can also come through learners being able to
independently revisit through accessing word mats on their tables

or accessing these words on display in the classroom.

ng

How can | support learners who struggle with comprehending

texts (including vocabulary, reasoning, and print-concepts)?

9 Talk about the book before reading; make predictions and ignite

Re-reading taught or familiar texts is key to building | ear ner s 6

confidence; have a box of taught or familiar books for individual
learners to independently revisit during reading lessons, reading

for pleasure, paired reading or if reading with volunteers.

Ensure that learners have sufficient practice in reading, and re-
reading, books matched to their phonic knowledge so that they can

build up their bank of words that can be read speedily.

Identify and pre-teach tricky or new words i find them in the book
and tell the learner to look at them carefully. Write them on a
whiteboard or on a flashcard and practise reading them before

reading the text.

f

prior knowledge by talking about what they may already know
alout the gerwre) thelauthmywdr ettteigbeoksdhiey havé read with &
similar or the same setting. Making links with other books will
support learners with understanding the text they are preparing to
read, whilst making predictions will support with building enjoyment
T they will want to read on to find out what happens next!

Practise deepening comprehension of shorter extracts of the text,
e.g., looking closely at small chunks such as sentences or
paragraphs to discuss between reading. Discuss reading at
smaller intervals, e.g., after each sentence or paragraph, rather
than at the end of a chapter; looking for inferences and authorial

word choices within sentences rather than inferences related to

broader reading such as characters

Giving learners opportunities for re-reading following book talk will
deepen their understanding as they will be able to give greater
attention to the meaning.

Support readers with understanding and retaining new vocabulary

by pre-teaching new words prior to tackling the text.

Have class dead-aloudsdwhich gives all learners access to age-

appropriate texts. Plan for discussions at key points which will

deepen all l earners6 understandi

out | oud wi | | al so extend | earner sao

Use drama and role-play activities to enable learners to explore the
meaning of text through first-hand experience thereby deepening
their understanding. Drama and role-play also provide engaging

activities which are accessible to all learners.

vocabul

Wl i ==

Teacher Handbook: SEND




Primary Reading

How can | support learners who struggle with attention?

1

Wherever possible and practical, allow the learner choice in the
reading material, e.g., choosing a text from a selection of texts.

Use props or guides to support learners to focus on following the
print in the text in front of them. This could be a lolly stick,
cardboard pointing finger or a reading ruler.

For younger learners, using story sacks or props representing
characters or objects in the story can support with maintaining
attention, as well as deepening understanding.

Sharing the reading between the learner and the adult
supporting, e.g., taking turns on alternate pages, will help if the
learner has difficulties with reading stamina as well as

maintaining focus.

Timetable reading sessions so they are short and frequent; some

learners may benefit from multiple shorter sessions each day.

Where reading sessions are required to be longer, plan for
regular movement breaks. This could be a palm press at the end
of each page, a hand massage at the end of each double page,

ten chair presses at the end of each chapter, etc.

How can | support learners who struggle with change and

transition?

T

T

In advance of the lesson, show learners the book they will be
reading; draw them in through reading the blurb, making real life

connections or connections with texts they have already read.

Al ways begin the | es siothis asuldtbe
listening to the teacher modelling reading, talking about a book
together, or re-reading a familiar text that the learner feels

confident with and can be successful with.

Have a clear teach-practise-apply model to reading lessons and
ensure that lessons always follow this structure; the learner will

feel more confident if there is a familiar routine to lessons.

With a fiction text, always finish the book, either within the lesson,
or across a sequence of lessons. If the lesson is using an extract
and the learners are engaged, make time to read the text outside
of the lesson; it is frustrating for readers to not be able to complete
a book, and find out what happens in the end. The reading for

enjoyment is also lost if the text is not read completely.
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Primary Writing

Planning Inclusive Lessons

Teaching writing is an opportunity to be playful T with language, with
grammar, with ideas. Through the use of rich texts to stimulate writing,
teaching new words and grammar in context and writing for purpose,
learners become independent, creative writers and thinkers. Throughout
the primary phase, language-rich classrooms are vital to this. In addition,
learners need opportunities for oral rehearsal and to develop their
thinking out loud i with a partner, in small groups and in whole-class
teaching. Use this as an opportunity to model back the correct grammar
or to up-level | e a r taerguageso that they are exposed to and have
opportunities to explore high-level vocabulary and different sentence
structures. Be playful with language i learners will make mistakes, but
they will experiment and enjoy the effect words can have. Always write
for purpose so that what learners are writing is rooted in context and
meaning. In the EYFS, this could be writing a letter to the pirates who
stole their construction toys to ask for them back; in Year 6 it may be
from Charles Darwin recounting his travels and discoveries. Use pictures
and actions to support oral rehearsal, embedding new learning and
reinforcing new language. For example, use story maps to retell stories,
with consistent symbols for story language. You can even draw them top

to bottom, left to right and add punctuation to support early reading.

Creating an Inclusive Environment

Language is critical to learning, but disparities are stark, as 5-year-olds
with poor language skills are five times more likely to be unable to read
well at age 11 (National Literacy Trust). Creating a vocabulary-rich
classroom is vital to closing the gaps and enabling future attainment. Key
questions and vocabulary linked to what you are currently learning
should be displayed in your class. You can then refer to the vocabulary
on your working walls when you are speaking and when you are
modelling writing. This will encourage learners to use the vocabulary
displayed to support their independent work. Adding visuals to key

vocabulary ensures all learners can access it.

Work to create a culture where mistakes are part of the learning process
and are even celebrated. For example, if learners have been using
adjectives to describe a monster, as well as asking them to identify their
most powerful one, ask them to share their worst (and model doing this
too). If you do this sensitively and build acknowledging and sharing
mistakes into your practice, learners will feel safe to experiment and try

things out because they will see that trying, making mistakes and using

them to move forward is part of learning.

Teaching Considerations

Key Stage 1

Key Stage 1 builds on the foundations of the EYFS, developing and

embedding basic skills in writing.

1 Ensure learners are secure with finger spaces, capital letters and full
stops.

1 Always model writing, then shared writing and then independent
writing.

1 When modelling, use actions for these basic skills (such as through
kung-fu punctuation).

9 Orally rehearse sentences, counting the words on your fingers, and
encourage learners to do the same.

1 Model your thinking process, including using phonics to segment
words or referring to the working wall for ideas.

9 To support with segmenting words, model drawing sound buttons
and then sounding out the word, pointing to each one.

9 For learners who need support to separate words in a sentence and
write one at a time, say the sentence and draw a line for each word

as you do. Repeat the sentence, pointing to each line as you go.

Key Stage 2

In Key Stage 2, continue to model writing and embedding basic skills.
This is a time also to model terminology and grammar, drip-feeding it into
your modelled and shared writing.

1 For example, when asking learners how to make their setting
sound scary, repeat back the words or phrases they use and
identify their word class: firou said the wind was whistling spookily.
Spookily i the adverb describing your verb i makes the night
sound very eery.o

1 Aswell as discussing terminology, share your thinking process and
encourage learners to do the same, making choices about words
and sentence structure, reflecting on choices, and editing to up-

level or improve vocabulary, grammar and punctuation.
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Primary Writing

Strategies to Scaffold Learning

How can | support learners who are reading below age-related

expectations?

T

Securing the basics of pen grip, letter formation and spelling allow

learners to be able to focus on composing a piece of writing.

For learners not secure with phonics, this should be a priority.
Learners should have plenty of practice writing using the
phoneme-grapheme correspondences they know and using the
letter formation they have been taught. This can be most easily

provided through dictation activities.

Use picture and word banks of key vocabulary. When learners
are doing extended writing, make sure that they have word banks
of key topic words with pictures to match. This will support them
to find and use adventurous and topic-related language. Ideally,
the words for these word banks will be the ones you have
generated together in skills lessons and added to your working
wall, so they will be the ones learners have already begun to use
and explore.

Use the school marking code or symbols to remind learners of
key skills, e.g., if they need to remember spaces between words,
you could draw a little hand symbol at the top of their page to
remind them or give them a simple reminder sheet of what makes

a good sentence.

Use story maps with actions. Story maps are an excellent way to
develop early reading skills and support learners with oral
rehearsal. If you draw your story map from top to bottom, left to
write, learners can point at each symbol as they retell it. Use the
same symbols and gestures to match each time, e.g., A for next,
so that learners develop their independence and confidence

retelling stories and using story language

Case Study

A learner in Year 6 with dyslexia, a very imaginative and enthusiastic writer, whose writing could not be read without
mediation and who could not always read it back herself because she missed words, blended them together and made
multiple letter substitutions, struggling to hear and write the dominant sounds in words.

The learner was encouraged to:

1 Identify key words that she would need to spell and then look them up in her spelling dictionary, when sharing ideas with a peer

or adult.

=A =4 =4 =4

sentence, pointing at each word.

Use the working wall (with word and picture banks) to identify key topic words or phrases.
Box up her ideas to help organise her thoughts into a clear beginning, middle and end, when beginning to write.
Look at the first section of her writing and orally rehearse the first sentence, counting the words on her fingers.

Write one word at a time. Midway through and at the end of the sentence, pausing and reading back from the beginning of the

To begin with, the adult would model these strategies, but independence increased over time.

How can I support learners who struggle to retain vocabulary?

1

Identify new, interesting or useful words in a text or topic together
(e.g., in the plenary of the first lesson looking at a new text) and
add them to the working wall together. Refer to these words and
model using them in your teaching and encourage learners to use

the working wall in their independent writing.

Rehearse new words. Practise saying them together in a high
voice, a low voice, a fast voice, and a slow voice. Come up with
an action together (or use a Makaton action), then say the word

and show the action to reinforce.

New vocabulary should be planned for and taught in context.
Model using new words in a sentence and give learners time to
practise them in context. For example, give them time to answer

a question and share their answer.

How can | support learners who need additional time to

develop conceptual understanding?

1 Pre-teach. For example, if you are starting a new text on a

Monday and know a learner will need more time to process it, find
time for them to read it (ideally with a peer or an adult) on the
Friday before. This allows them to explore it in their own time, ask
any questions they may have and then be the expert when the
class reads it on Monday.

Create links in learning in different areas. For example, if you are
learning about the Antarctic in geography, read related texts,
|l earn about a penguinbés | ife

text about it in literacy, represent its life cycle through dance in
PE. Also, make links to what learners have previously learnt 1 did
they learn about the life cycle of a frog the previous year? This

helps to embed learning.

Make learning multi-sensory, e.g., if you are learning a new

concept or piece of vocabulary, read it, draw it, write it, act it out.
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Primary Writing

How can | support learners who struggle with attention? ; ; -
Key takeaways to support learners with SEND in writing

1 Break the learning into chunks. Ensure you mix teacher talk with —~ The following strategies scaffold learning for all ages and

stages:

partner talk, opportunities to write ideas on a whiteboard, and

feedback through gesture (e.g., show me on your thumbs if you Communication-friendly strategies:

agree or disagree; wiggle your fingers if you could up-level my
i Use gestures

adjective).
1 Give learners movement breaks. You can build this into your Il Ma_lke it visual: add pictures to word banks to help all
: \ children access them
class routine; they help everyone to concentrate, e.g., before [
starting a teaching session, choose two or three short OT warm- I Allow thinking time: always allow thinking time when you
ups to do together (such as rolling your shoulders 5 times, chair asl_< a que_stlon, even before children talk to their partner
. . . . (think, pair, share)
presses, piano fingers). Add these into independent learning
when learners are writing for an extended period. For learners A - 1 For those who need it, keep language simple and short
who need additional movement breaks, build in opportunities to | f When children need further support, offer forced choices,
the lesson. Could they hand out exercise books? Sharpen their - or use gap fills to scaffold them.
pencil? How can | support learners who struggle with change and Model your thinking process: as teachers, we often ask
w u w u Wi . . . . :
Build in opportunities to develop attention and listening skills with N questions. While these are important, it is also important to
. transition? model your thinking process, and to model wondering or
your whole class. For example, when feeding back an answer, . - ) ) )
0 " . . o o _— _ _ imagining. This removes the pressure of a question for a child
telllearners thatyou  wi as them to share tfhHavea dearroutineand use wsoats westpport. For example, while still allowing them to develop their thinking.
To start with, practise this with s shaetheevisualdiraesablé a0 thesstar of eachllayaRefer bagkta t 0 s
your favourite colour?). Increase the complexity of questions over it throughout the day: ONow we have I|literacy, next handwriting and
time. When asking learnerst o ret el | a story i n pafitrer, tpH aty i0tgyésioscyr,|sbhanedhsdvith lebrhersc h a n
whoosh 6 : one partner begins retell i ngndchangkthe timéable witlytbeth. gi ve a

signal, the other person takes over and continues. You will need 1 Give learners warning. For example, if they will need to tidy up for

19 PTG 1 751 lunch, give them a five-minute warning. Then, count them down.
This means they know how long they have to finish and are
prepared to stop. For some learners, it will be helpful to give them

a five-minute sand timer so they can visualise this.

1 Allow learners time to complete work. They may really want to
finish what they are doing i it can be very frustrating if your story
is missing its ending! Find time later in the day or soon after (e.g.,
for early morning work the next day) where they can finish. Keep
their book open and an whiteboatrdese t heydve made on a

they know that itdés in your mind.
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Secondary English

Planning Inclusive Lessons

Share the bigger picture

Sometimes the skills that are learnt in English can seem abstract to
learners, so sharing where the learning is heading can help learners to
understand why they are learning a specific skill at a specific time. The
most common time to do this is at the start of a lesson, where you can
not only share what you will be learning in that lesson, but also why you
are learning this. This may link to specific exam papers, an assessment,
wider life skills or current news and events. You can also share the bigger
picture at other points, for example before a specific task, or at the start
of a term or academic year.

Modelling

Modelling how to write an answer can help learners understand how to
approach their own answers. Use sentence starters in your own example
that learners can then use in their answers. It is important to not only
model how to complete a specific task, but also your own thought
process. Speak your thoughts aloud as you are writing, e.g., explaining
why you have chosen a specific adjective or explaining how you are
searching for the best quotation. This can help learners understand the
metacognitive process behind answering a question, as well as how to

write an answer.

Reviewing Learning

A review activity which revisits the previous lesson can be a helpful way
to remind learners of their previous learning, particularly if you are

looking at a text that will span over numerous lessons.

Creating an Inclusive Environment

Resources

Think carefully about the design of any resources that you use and
ensure it meets the individual needs of learners with SEND, such as an
increased text size or an accessible font. Ensure that resources are
designed with the end goal in mind; if you are asking learners to annotate
a text, have you left a wide margin to give room for this? Can you double

space the text to allow for room to write annotations?

Guided groups

Guided group work can be an effective way to help learners with SEND
access the learning. Set the whole class off on a task, then gather a small
group of learners to work with you. You can then support and guide them

in their work, addressing any issues or misconceptions.

Vocabulary

Dealing with unfamiliar vocabulary can be a particular barrier in English.
Before you teach a text, identify vocabulary that may be challenging to
learners. Depending on the needs of your learners, you could then pre-
teach these words or provide a glossary for learners to use as you are
reading. As a longer-term strategy, it can be useful to spend some time
teaching the etymology of words, particularly looking at Greek and Latin
root words. If learners understand that the Greet root dydrémeans water,
they can then make an educated guess that hydrate means to take on

more water.

Curriculum Consideration

Spiral Curriculum

It can be helpful to think of the English curriculum as an upwards spiral;
learners will be covering similar skills in each year group; however, the
challenge level needs to increase as learners move through the years.
Plan the component knowledge that learners need to master in order to
perform a complex composite, like writing an introduction to a Gothic
story. Make sure the curriculum introduces it sequentially and learners
get the chance to practise it and revisit it. Also ensure there are
opportunities to apply this knowledge in more complex contexts.

Key Stage 2 to Key Stage 3

It is worth familiarising yourself with the Key Stage 2 curriculum to
understand what prior knowledge Year 7 learners will have and where
there may be gaps to address. The Key Stage 2 curriculum has a strong
emphasis on reading comprehension but less on analysis of language.
There is also a focus on drafting and editing, which is not as much of a
focus at Key Stage 3. When you have identified these differences, you
can then ensure that your curriculum spends some time building upon

and retaining prior learning whilst addressing the gaps.
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Secondary English

Marking and Feedback

Marking work is an important element of English; it allows learners to get
individual feedback on their work and understand how to improve.
However, it d 0 e s n 0 t-consumwmg Live onarking in
lessons can be very useful; target a few key learners each lesson and as

you look at their work, write comments and next steps.

When marking the work of a whole class, think about how you want
learners to respond to your feedback. It might be that whole-class
feedback is appropriate, in which case you may not need to write many
individual comments on each piece. Or you may divide learners into
groups depending on their next steps. This strategy also enables you to

do focused guided work with particular learners.

Finally, use clear language in your feedback that learners will
understand; if you are using Tier 2 vocabulary, make sure you have
explored this previously with learners, so they understand what you want

them to do in terms of next steps.

Strategies to Scaffold Learning

How can | support learners who struggle to access lessons

because of literacy difficulties?
ti me
I Sentence starters can be used to guide learners through

independent writing tasks. Use the same sentence starters for the
same activities and/or question types, then you can gradually

remove these to promote independence.

1 Some learners will benefit from verbally rehearsing answers

before writing them on paper.

1 Pre-reading a text before the lesson can help learners to access
the work. Familiar adults, e.g., families or support staff, may be
able to pre-read a specific chapter with a learner to check their
understanding, which will help them access the work in your

lesson.

9 Abridged texts, and in some instances graphic texts, can support
learners to access more challenging texts. There are some
fantastic examples available that can eitherbereadina | e a

own time, or extracts could be used in lessons.

How can I support learners who struggle to retain vocabulary?

1 Reuvisit Tier 2 vocabulary often to remind learners what it means

in English (e.g., analyse, describe, evaluate).

I Teach etymology. Learning the Greek and Latin root words, as
well as prefixes and suffixes, can help learners to decode

unfamiliar Tier 1 vocabulary and support with spelling.

9 Identify key Tier 1 vocabulary from a text and pre-teach this

before reading.

1 Identify key Tier 2 and Tier 3 vocabulary for a term/topic and

create a glossary for learners to refer to if they get stuck.

rner 6s

How can | support learners who need additional time to

develop conceptual understanding?

1 When looking at writing, encourage learners to base their work
on real-life experiences. Using a specific memory/event can be a

good starting point.

1 Use the pre-teaching of vocabulary to help develop conceptual
understanding. Explore new words by considering real life

experiences/previous learning.

How can | support learners who struggle with attention?

9 Think about how you can chunk your lessons into manageable
sections. If you are reading a long text, pause at certain points
and complete a quick review activity. If you are writing an

extended piece, add in review points.

1 Provide learners with an overview for the lesson and identify

clear, manageable goals throughout the time of the lesson.

1 Whenyoureallyneed| e a r atentiengor example during task
explanations, explain how long you will talk for and what you are
expecting, e.g. @ am going to talk for two minutes to explain the
context of the text, so | need you looking at me for the next two

minuteso
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Secondary English

How can | support learners who struggle with change and

o Case Study
transition?
Molly is a learner with a diagnosis of autism. She has an EHCP, and whilst she had TA support in English lessons in Key Stage 4,
{1 Start each lesson with a review activity based on previous she was often reluctant to accept help. Molly struggles with cognitive overload and would sometimes hide under the table in lessons as
learning. This can help learners to change their mindset from the a coping mechanism. Molly often misinterprets Tier 2 words in a question, and in lessons would write pages of an answer that was not

previous subject to English relevant to the question asked. She also struggled with the transition between lessons.

To support Molly, various strategies were put in place:

1 At the start of each term, a bigger picture was shared with the class, helping Molly to understand what she could expect in
lessons.

1 Keep familiarity by using the same language and sentence 1 Reviews were in place at the start of each lesson to support the transition into the English environment.

i Share the bigger picture so learners know where they are
heading.

structures for answers.

=

Resources were designed considering cognitive load, with tasks being broken down into manageable steps.
1 Clear guidance was given to Molly for each question type for the English GCSE - initially this consisted of sentence starters, but

How can | support learners to develop independence? these were gradually removed to develop independence.
1 Whole-class modelling.

el Ralvisteli Ao AU I s T el 1 Vocabulary was explicitly taught in the context of English, especially Tier 2 vocabulary.

hi iti h . Thi ill help | . . . .
processes behind writing that answer. This will help learners Molly was able to sit her English Language and Literature GCSEs and was awarded her target grade in both.
understand the metacognitive approach behind writing their own

answer.

i Consider how in the term/year/key stage you will gradually

remove scaffolding and support for learners.

1 Instead of giving learners an immediate answer when they get
stuck, teach them the skills needed to allow them to answer the
question themselves. It can be helpful to model what you would
do, e.g., use a dictionary, look in your glossary for the term, look

back at previous work.
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Primary Drama

Drama education varies substantially from school to school, due in large
part to the subject being present only as part of the English programme
of study, rather than a subject in its own right. The primary National
Curriculum refers to the study of drama i n relati on

development of spoken language and identifies that learner oracy greatly
impacts reading and writing attainment. Yet, the impact that the study of
drama can have on any given learner is vast, as it arms them with an
array of transferrable academic and social/emotional skills that will follow

them well into adulthood.

Drama has the potential to greatly impact learners with SEND
in the primary school environment, but care must be taken to
not assume automatic accessibility because of the inclusive
nature of the subject. Teachers, as with all subjects, must
consider the specific needs of the pupils and make adaptations

to address these.

How can drama benefit learners with

difficulties?

literacy

Inference Development

The primary National Curriculum expects learners to be able to draw
inferences such as
from t he jandtogustifyithese mférences with evidence from the
texd. For rmaay leanerspthis is not a simple ask, and for learners who
struggle with literacy, this can feel insurmountable i some learners will
be trying to juggle the range of reading skills whilst simultaneously trying

to decode the words in text.

At its core, drama focuses on the exploration of characters and the
situations that they find themselves in. Utilising drama strategies such as
role-play, thought tracking or hot seating, enables learners to put
themselves in the metaphorical shoes of a character and consider how
they themselves may feel or respond in given scenarios. For many this
can be a transformative experience, that allows them to gain a deeper
understanding of a text, that others may gain through reading, thereby

supporting the development of inference skills.

The flexible nature of drama as a tool for exploration also means that it
can benefit learners at any stage in the reading process. Consider how
powerful it could be, if used prior to reading a text, rather than after. If

learnerscane x pl or e as stuateom tAreaughamaginative play in

advance, teachers are provided with a tangible reference point to use in
discussion with those that struggle with literacy. The focus then shifts

from solely wusing the | anguage t

using their experiences as a basis. They are then, with careful support,

able to make the important || inks

and the o6l anguage on the pageb.

0 i n thaughts,iamdgnotivels a r

a

bet ween

Justifying Opinions

% tkeél ragp,ect fOfedéa]m? r?tadg ’is the evaluation and analysis of
performance work. Through this, learners develop their capacity for
explanation and providing justifications to support their conclusions, as
well as their critical thinking and problem-solving skills. This might begin
in Key Stage 1 with a simple identification of what they enjoyed, but as
learners progress through the key stages, this can slowly move towards
a deeper analysis of performance skills or directorial decisions, such as
the use of space and levels to convey meaning. This process greatly
benefits learners who have difficulties with literacy, as the discussion-
based approach allows them to hear model responses from peers, as
well as feedback from the teacher, which they can use as a basis for
constructing their own responses. The verbal nature of this can remove
the initial barrier that some learners face when they put pen to paper, but

over time, it can contribute to a growth in confidence and self-esteem.

As they become more confident in this skill, teachers are afforded the
opportunity to weave in more challenging vocabulary or sentence
structures, thus supporting learners with literacy difficulties to make
progress. Furthermore, as the evaluation of performance work can be
subjective, it provides the opportunity for discussion and debate. The
ability to articulate and justify arguments or opinions developed through

these activities will hold learners in good stead not just in reading or

Wrifin®, Rvhefe hihits dre ekp@ed t8 eMibtieR work fordmprovereht bt " S

throughout their lives.

the o6experience in the
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Primary Drama

Standard vs. Non-Standard English

By exploring a range of characters from different contexts, learners are

Emotional Intelligence

Social stories and comic strip conversations are common tools utilised to

Confidence Building

The charity Scope identifies that learners with SEND can struggle to stay

given the opportunity to exper i mentsupportt lbarnéra with uSENDe Explordtivev stratggiest Bueh @sqthea | i tmyptivated in school for a variety of reasons, including frustration at their

and variety of | anguagedo that

t hey

aonseieneexcoriasr erdorum dheatrd; can alse heavalymbleemethade fars i d ewn progress or a lack of confidence and self-esteem. The study of

how the pr ot agoni sStreenChildBienrddrvis,espedke h e r @xploding situations in response to the social and emotional needs of

in contrast to other characters within the text or perhaps to those in other

texts the learners may have explored.

To ask learners who struggle with literacy what vocabulary is considered
formal or informal, standard or non-standard can be very difficult, as
some will require a great deal of support to identify meaning in the first
instance, let alone the specific context within which certain words should
be used. But,
0 s uppor istakeseedvironmewt, learners can be guided towards a
consideration of how these can be appropriately applied to given
situations and thus how to modify their own speech to meet the needs of
varying contexts and for different audiences/purposes.

How can drama benefit learners who struggle to

participate in social situations?

Drama is a natural part of life. Many learners engage in fictional/make-
believe scenarios during play even before formalised schooling. This
process provides learners with a way to explore their own sense of self
in relation to others. Even when assuming a role different to themselves,
learners consider morality, looking at what is wrong and what is right, as
we |l | as how to solve the
important to consider how drama in school can be used to support
learners in exploring difficult issues, express their emotions and develop
lifelong skills such as self-reflection or empathy, in a structured and

supportive environment.

re
through an oppoféeédnang

O6probl emé6 within their pl ay. t i s

learners who struggle to engage in social situations. Establishing a
fictional scenario where learners have to consider how a character might
be feeling and having them vocalise this in the conscience corridor can
be a powerful tool for building empathy and/or understanding of how
people behave or respond in a social situation, particularly as each child
will find different ways to verbalise these emotions. Hearing these
sponses ca]n have a posmve |m|pactnoré Iﬁagngrse asI thr?y néay %e Sal%lle
to assouate these Wlth thelr own experiences, or in some instances, the
way it is phrased by a peer may resonate with them more than a

conversation with an adult.

Alternatively, having learners act out the scenario in a forum theatre
style, allowing them to pause the action, make adaptations to how
characters react within the situation and see the impact these changes
have, is an engaging way for teachers to address the concept of choice
and consequence. As the scenario develops, the learners can see cause
and effect and again make links with their own behaviours outside of the

drama bubble.

Following up either of these models with a discussion allows the learners
to support their choices with reasoning, whilst carefully considered
questioning from the teacher will help them to see how this learning might
be applied to their own lives. As well as developlng social/emotional
skills, activities such as these support the development of key skills such

as listening, collaboration and mutual respect.

drama can greatly support learners to combat these feelings and have
positive experiences across their primary education. The development of
skills such as diaphragmic breathing, vocal projection and enunciation
supports learners in communicating clearly, but for some learners with
SEND, this can lead to a feeling of self-assuredness as their opinions are
heard, understood, and counted. In addition, the study of drama supports
learners to consider their physicality and the way they hold themselves.
Through a deeper understanding of this, e.g., posture and gait, learners

can be encouraged to stand or sit taller which studies have shown can

have a subliminal impactona per sonds confidence.

Strategies provided in the secondary drama guidance can
also be applied in the primary classroom to ensure
learning is scaffolded to promote effective learning for all.

herefore
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Secondary Drama

Planning Inclusive Lessons

Learners gain a great deal from the study of Drama. It is an opportunity
for them to explore the world around them, develop a critical eye and
learn to adapt their voices and bodies to varying situations, thus holding
them in good stead for a wide range of future experiences. Inclusive
teaching of the subject therefore is essential in ensuring that all learners

can achieve and benefit from the skillset that the subject has to offer.
Reflect the Learners

The drama curriculum, and therefore lessons planned by the teachers,
should be relevant to the learners in the school, particularly in Key Stage
3 where the initial foundations of the subject are established. The use of
rich and engaging stimuli, including written texts, music, images, and
current affairs, should represent the learners in terms of interest, culture,
ethnicity, and experience. By doing this, learners are reflected in their
studies and are more responsive and open, which may lead to higher
guality outcomes. As this engagement is established, teachers can then
incorporate other stimuli which reflect different communities, supporting

a deeper understanding of the world.
Modelling

Occasionally, despite understanding a set task, some learners are not
sure how to actualise it which can lead to feelings of inferiority or apathy.
This can be overcome by planning time dedicated to modelling activities
to the learners, either by the teacher or a peer, so that concrete examples

are given and can be used as a basis to develop work.

Creating an Inclusive Environment

Responding to the environmental needs of the learners is pivotal in
ensuring that all can access the learning. Unlike many other subjects,
drama utilises a fluid classroom layout, where tables and chairs are used
either as props, or in written work lessons. This poses some difficulty for
learners that require routines and structure. To support these learners,
teachers should establish clear routines, seating plans and classroom
management strategies and, importantly, maintain these. In addition,
classroom displays or media that create sensory experiences (such as
lighting or music) can be a source of distraction for some learners. These,
however, are essential in the study of drama and so getting to know
learners 6 and

potential triggers adapt.i

For some learners, they may enjoy drama, but the mere idea of
performing in front of others is exposing and creates a sense of anxiety
which can manifest in refusal to work or poor focus. For vulnerable
learners, this concept requires them to make themselves even more
vulnerable to their peers, particularly where performance work may
mirror their own experiences. As a teacher, identifying this and putting
into place strategies such as all learners performing at the same time,
encouraging mistakes and/ or
can, over time, support learners in developing their confidence to perform

in front of others.

Literacy skills are essential for the study of drama, from the
deconstruction of plays using inference to explore character motivation,
to evaluations of directorial intent and audience impact. Therefore,
learners who struggle because of literacy difficulties may require a range
of strategies to support them in overcoming this barrier. Classrooms
should be language rich with regular opportunities for learners to explore
new vocabulary and apply this contextually, thereby diminishing
differences between groups of learners. For many, it would be beneficial
to develop these skills orally overtime before expecting it to be committed

to paper.

It is essential that teachers consider learners with physical disabilities as
well as cognitive ones. The study of drama focuses on the use of body
and voice to convey meaning but teachers should ensure that
reasonable adjustments are made to enable all learners to access the
learning and be able to perform. For example, a learner with dyspraxia
may require support with gross and fine motor skills prior to a rehearsal

of a movement piece performed in unison.

Curriculum Considerations

these is vital

Key Stages3hi ng t o

Drama is in the unigue position of not having a National Curriculum
framework to follow in Key Stage 3. This, therefore, affords schools,
departments, and teachers the opportunity to be responsive practitioners
that adapt the learning to the varying needs within the student body, both
academically and socially. For some learners, drama experiences in
primary education will have formed a solid foundation for study of the

subject, whilst for others their experiences may be limited to performance

acknowloppdrumitess uche s aWBembl N€s api latlie€sdve

interesting challenge for drama teachers when developing a curriculum
that considers the varying levels of experience within a cohort, the
educational needs of the learners, as well as the requirements of their
school 6s selected St age 4

Key speci

For many, Key Stage 3 will introduce learners to a wide range of dramatic

styles and genres such as mi me, com
as a foundation for the use of body and voice in performance. This
supports learners in developing the necessary control to adapt to the
needs of the piece, in preparation for Key Stage 4 study and beyond.
Learners will need regular opportunity to perform and receive peer and
teacher feedback to make progress in this area, but with this comes the
need to build a positive relationship with the learners whereby they feel

safe to experiment and make mistakes, as mentioned above.
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Secondary Drama

Learners should begin to develop their use of explorative strategies to
support them in the investigation of social situations or examination of
play texts, as well as how drama media impact the audience. Learners
should be given the opportunity to embed this learning through devising
performance pieces and the opportunity to evaluate their work and that
of others, analysing the application of drama techniques and media. In
relation to this, learners that struggle with literacy, such as structuring
arguments or inference will require a range of strategies some examples

of which are outlined later.

Key Stage 4

Drama at GCSE varies across exam boards, but the principal focus is
building upon the learning undertaken in Key Stage 3 and applying this
to specification requirements. With regards to performance skKills,
learners will focus on developing further control and being able to make

choices independently in conveying their character(s).

Additionally, there should be a greater focus placed on the analysis of
performance work both professional and peer, exploring the directorial
intent within these. Learners should consider concepts such as
symbolism in the use of stage properties, costume, lighting, and sound
as wel |l as the actordés use of
audience. Where in Key Stage 3 this may have been mostly verbal, there

should now be a focus on this in written form.

body

Strategies to Scaffold Learning

How can | support learners who struggle to access lessons

because of literacy difficulties?

1 Where a text may be used as a stimulus for the development of
performance work, providing this in advance for learners who
may require time to process it, allows them the opportunity to
explore this in preparation for the lesson. Therefore, lesson time
is devoted to the intended learning objective, rather than the
understanding of the text.

91 Developing inference skills through short games and activities
(particularly in Key Stage 3) supports the development of
deductive skills. These literacy skills can then be applied in the
exploration of a text, such as character relationships, and
eventually lead to exploring more complex concepts such as
symbolism and directorial intent.

1 Providing speaking frames scaffolds verbal evaluations of
performance work and allows learners to structure clear and
accurate sentences that use subject-specific terminology. If this
is repeated regularly, learners will, over time, be able to apply the

sentence structures independently.

1 For extended written work, learners may require lessons
dedicated to &low writingd This strategy involves teachers
modelling a paragraph sentence by sentence, using input from
the learners and demonstrating their thought process as a writer,

and voice to convey meaning to
such as how to apply key vocabulary or how to link sentences
back to the initial point. Learners are then given the opportunity
to develop their own version of this piece, with a slightly different
focus, applying their learning with the support from a worked
example on the board, key vocabulary word banks and other
relevant resources. By its nature, this strategy takes time, but the
benefit to learners who struggle with literacy can be extensive, as

they are shown the process of writing.

How can I support learners who struggle to retain vocabulary?

1 For subject-specific terminology it is important to physically
demonstrate these through modelling and allow learners to put
them into action, thus providing concrete experiences to

contribute to understanding.

1 Regularly model the use of key vocabulary in sentences so that

learners can hear them being used in the correct context.

I Use questioning to recap the meaning of key terminology on a
regular basis and actively encourage learners to apply terms in
class discussion and written work, so that they become part of

thelearnerb s everyday | anguage.

1 Display key vocabulary on a working wall for learners to access
each lesson or display terms that will be used in the lesson on the

board for learners to refer to.

91 Provide rewards for the correct use of key vocabulary in context,
taking into consideration your knowledge of how learners respond

to public praise. For some, the praise may need to be in private.

How can | support learners who struggle with change and

transition?

9 All learners benefit from clear expectations and routines.
Establish routines as early as possible with classes and maintain
these. For example, when learners arrive, where do they sit? Will
there be a task/question for them to consider at the start? How
will you get their attention during practical work? Having these in
place allows learners to feel secure in their learning environment
and know what is expected of them, particularly where these may

not be established outside of school.
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1 Share changes to routine in advance with learners who struggle

with these. Drama lessons can vary in nature, for example one
lesson may begin with a short recap discussion whilst the next
will begin with teacher in role, using music and lighting to set a
particular atmosphere in exploration of a character or to create
awe around a new topic. Where lessons, particularly the start of
lessons, deviate from the usual routine, it is important to provide
notice to some learners, thus supporting them in managing

feelings of anxiety and to self-regulate.

For each task, provide clear timings with resources to support
such as music, countdowns and/or visual timers on the board.
This allows learners to expect the transition to the next stage of
the lesson or task.

How can | support learners who struggle with attention?

1 Depending on the objectives of the lesson, learners are often

required to focus on an activity for a prolonged period. This is
particularly true when rehearsing for assessed performances,
which requires frequent repetition or watching others, or when
completing written assessment pieces under controlled
conditions. For many learners this can be difficult, but for those
who struggle with attention can lead to significantly reduced
productivity, distraction of others or in the case of some, complete

shutdown.

Provide all learners with planned movement breaks in lesson
routines. These can be a quick drama game or physical warm-
ups that allow learners to expel built-up energy and refocus on
the task.

9 Ensure task instructions are visible. Learners who struggle with

attention may require access to these throughout the task to
check that they are on track/meeting expectations. These could
be displayed in a simple and clear format on the board, so that
they are easy to follow and learners know where to find them.
Additionally, it may be useful to have these printed out for all
learners to refer to, particularly if working in an area of the
classroom that may not have clear sight of the board.

Ask learners to repeat back what they have heard to ensure
learners are listening and have understood tasks/feedback. Pre-
warn learners that this will take place so that they are expecting
this strategy. It is, however, important that teachers use their
knowledge of individual learners to ascertain if this is suitable. For
some learners this may act as a trigger for becoming withdrawn
and exacerbate an already established barrier to learning rather
than supporting them to overcome it.

Break learning into smaller @hunked6 tasks. The structure of
lessons could move between teacher talk, practical activities and
peer discussion ensuring that each activity has a clear and

manageable intention.

Consider your learning environment. Using your knowledge of the
individuals in your class, you may note that there are points of
distraction in your classroom which may need to be

minimised/removed.

Often in drama, particularly with exploration of a text, there may
be a number of explorative strategies to be employed. In
instances such as these, a practical activity can be layered over
time. For example, starting with the addition of a still image to
mark a particular moment in the scene, then, once this has been
achieved, adding thought tracks to explore different charactersé
perspectives. This provides learners with a structure to their
exploration and, similar to chunking, each layer builds on to the

last to form the desired final product.

How can | support learners who need additional time to

develop a conceptual understanding?

 Model, model, model. It is important to use modelling when

teaching a new concept, so that learners can see concrete
examples. For instance, learners can often struggle with thought-
tracking when first introduced, so demonstrating several good
examples in context and having learners critique poor examples
(again modelled by the teacher) scaffolds the learning and
provides examples that can be used as a basis for their own.
Equally important is for learners to physically see/hear the
thought process of the person modelling, so that they can apply
similar thought processes in the future.

Explorations of text or preparation for performance can often
focus on characters @eelings/emotions. Some learners will find

this difficult as they are unable to relate to certain situations or

may struggle with understanding peop| e s emoti ons.

learners with this, visual representations of emotions coupled with
various synonyms for these can be displayed in the classroom
and referred to in teaching. In addition, making comparisons
between the situation being explored and more relatable

experiences may help learners to empathise with the character.

Repetition is key. The delivery of a lesson where a new concept
is taught is the first step to developing conceptual understanding.
Learners will benefit from revisiting and repeating ideas over a
series of lessons and putting these into various contexts to

strengthen their grasp.

Much of drama is group work and the use of heterogenous
grouping (mixed attainment) allows learners to learn from each
other and, for those who struggle to develop conceptual
understanding, the opportunity to explore these with peers
through modelling, discussion etc. can be more impactful than

teacher talk.
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Planning Inclusive Lessons

Learning in science involves children and young people building their
knowledge of important concepts and procedures. When learning new
content, learners must connect this to what they already know. This
means that it is important that learners develop secure understanding of

previously taught concepts and procedures.

When planning lessons, it is important to consider learners with SEND.
Carefully consider the objective of each individual lesson; what
specifically do you want pupils to learn? How can you present new
information in a way that all learners can access? How can complex
ideas be broken down into simpler parts for pupils to learn and practice?
How can you focus | earner 6s
learners could observe and explore a stimulus to hook them into the new
learning. This could be an object, a model, or an image. You should
encourage learners to ask questions about their learning and build in
opportunities for small group and whole-class discussions. Oracy-led
sessions, with visuals to support the access of all learners, can enable
you to build on and extend youave
an additional adult in the lesson, plan their role and share their
responsibilities with them in advance. Further guidance on how you can

deploy additional adults is provided here.

attenti

| e aexperence i alssson.ent i f i c

Creating an Inclusive Environment

Carefully consider the classroom i can all learners access the

environment? Consider learners with sensory impairments and physical

disabilities.

In creating a conducive learning environment, it is important for each
lesson to follow on from prior learning, this can be both from the lesson
before, or the academic year before. The curriculum can enable this by
making sure that key concepts and procedures are systematically
developed over time. Identify possible misconceptions that learners may
have, and plan for how you will address these in the lesson. It is also

important that curriculum plans try to pre-empt misconceptions by

makingsare tohtent istaught ic alogicad order? Crdate ppp@tundies ol e ,

pre-teach, providing some learners with the opportunity to learn new
vocabulary and concepts in advance of a lesson in a small group setting.
Pre-teaching opportunities can also support learners who struggle with
transitions or engaging in whole class teaching sessions, as it can
prepare them for the learning and practical elements, they are likely to
thinking. | f

Meticulously plan, and always test practical experiments before the
lesson. Use your practice to create step-by-step instructions, which you
can then modify with visuals and/or more precise steps for learners
needing additional guidance. Make sure learners understand the
purpose of each step and that they can link scientific content to what they
are doing. The instructions can also be useful for additional adults
lesson, increased confidence when

supporting the giving them

supporting the learning.

you

Curriculum Considerations

Working scientifically is an important goal of science education. It

i mproves a | earnerds cognitive,

becoming more inquisitive and interested in the world around them. Skills
that are underpinned by scientific knowledge range from making
predictions and asking scientific questions, to drawing conclusions and

interpreting data or information collected.

As learners progress through each key stage, their knowledge of the

methods, processes and nature of science is developed and deepened.

Key Stage 1

Key Stage 1 learners should regularly experience first-hand practical
activities to explore and spark their interest for the topic Scientific enquiry
weaves throughout the whole of the Key Stage 1 curriculum, so practical
activities should be considered which support and develop their
understanding of scientific ideas. Secondary sources such as books,
photos, videos and simulations should be used to help children and
ygung people learn and make sense of the scientific content.

Key Stage 2

In lower Key Stage 2, learners should now be encouraged to broaden
their scientific view of the world around them through exploration,

discussion, testing and developing ideas.

In upper Key Stage 2, learners begin to learn about more abstract
concepts which support learners in comprehending and predicting how
the world around them works. Learners should continue to build on the
foundational skills of exploration and talking about their ideas; asking
their own questions; analysing functions, becoming methodical when

identifying relationships and interactions.
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Primary Science

Strategies to Scaffold Learning

How can | support learners who struggle to access lessons How can I support learners who struggle to retain vocabulary? How can | support learners who need additional time to

because of literacy difficulties? develop conceptual understanding?

1 Begin each lesson with a review of the vocabulary learnt in the

9 Provide topical word banks and picture cards that the learner can

point or refer to when explaining scientific processes.

I Ask teaching assistants to collate word/picture banks on a mini
whiteboard/paper with the learner during the teaching input to

support their independent learning activity.

1 Scaffold learning to make it accessible for all, e.g., if writing up
the method for their experiment, a learner with writing difficulties
could verbally explain for you or a teaching assistant to scribe,

note-take or film explaining their answers.

How can | support learners who struggle to access lessons
because of numeracy difficulties?

1 Scaffold learning to make it accessible for all, e.g., when creating

data tables for an experiment, learners with numeracy difficulties

could create a pictogram.

Employ manipulatives and resources used in maths lessons to

support learning in science.

Bring abstract concepts to life through concrete resources and

comparisons.

previous lesson.

Provide word banks that are accessible throughout the science
topic. Encourage learners to tick the words they feel confident
with to help target language that still needs support, e.g., when
learners can independently use a word in a sentence. This could
also encourage and motivate the learner to use language they

have yet to use.

Refer to language regularly during lessons and, where applicable,
throughout the school day, as this will embed the vocabulary and

build stronger links and associations.

1 Provide pre-teaching opportunities for learners to hear

vocabulary prior to the lesson, to support their access and

engagement in whole-class teaching.

Plan small group teaching opportunities, for example whilst
learners who have already met an objective are doing enrichment
activities independently, dedicate time to conference with and/or
provide additional learning opportunities for learners working

towards the learning objective.

Provide learners with worked examples to use as a model whilst

completing independent work.

Progression of scientific knowledge across Key Stages:
Electricity

Early Learning Goal:

Children know about similarities and differences in relation to
pictures, objects, materials and living things.

Year 4:

Recognise some common conductors and insulators, and
associate metals with being good conductors.

Year 6:

Compare and give reasons for variations in how components
function including the brightness of bulbs, the loudness of
buzzers and the on/off position of switches.

Teacher Handbook: SEND




Primary Science

How can | support learners who struggle with attention?

1 Create a working classroom environment that is calming and

simple, e.g., clear routines, organised workspaces.

I Use preferential seating and proximity to engage all learners i
have learners who struggle to concentrate at the front of the
class, or plan for a teaching assistant to encourage the learner to

participate and maintain focus.

1 Pre-expose learners to the equipment and nature of the lesson
(especially for experiments and practical lessons) to spark

engagement and interest in the upcoming lesson.

1 Plan movement breaks and classroom jobs (e.g., handing out

materials) for individual learners.

How can | support learners who struggle with change and

transition?

f Science doesnot al ways fdrmmat and w
structure, so prepare learners in advance by explaining how the

lesson will run.

I Use visuals (e.g., now, next, then boards or visual timetables) to
segment the lesson into manageable chunks that are achievable

for the learner.

9 Think about the individual learner I some learners may be highly
motivated if they know something in advance of a lesson. Show
them an object, or picture about the lesson, as detailed in the

case study.

t

Case Study
Supporting a learner with autism in mainstream Year 1 science lessons

One of the | earnerdés targets was to initiate and sust ai ow, Mektt
Then board (NNT) was created and implemented across all areas of the school day to help structure lessons and supportthe | e ar n
engagement in modified tasks aligned to the Year 1 curriculum. The NNT had three images for tasks and activities T with some being
6demandsd (tasks that had to be completed), and s ome orgomplétedr
curricular tasks.

Planning: For science lessons, the teacher and teaching assistant (TA) talked through the expectations and planned outcomes for the
lesson, and how these would be communicated to the learner. Some visuals were consistent, though sometimes the teacher and TA
agreed language and visuals for more specialised tasks (e.g., when the class went on a learning walk in the local area to observe the
changing of the seasons). Tasks wer e devsedndmostavere pfannkd totake about filie
mi nutes to complete. When the NNT was first i mplemented, tsdh
towards his target and was consistently able to complete the five-mi nut e ttahsekn, 6 tthaes k6 on t he NNT be
so that the learner was extending his attention to curriculum tasks, completing two five-minute tasks before the preferred activity.

Implementation: At transition, when the learner came in from morning play, the teacher greeted the learner and walked with him to the
back of the classroom to quietly discuss the lesson 1:1 whilst the TA settled the rest of the class on the carpet. The language staff used
was familiar to the learner, and consistent across all adults in the classroom: dNow you are sorting the animals into groups, next you will
draw the animals into your chart, then you can have five minutes free time to create your favourite animal with the Legodi the teacher
pointed to pictures on the NNT board whilst reviewing the parts of the lesson. The teacher would then prompt, &/hat are you going to
do now?6 Once the learner was set up with his task, the teacher would work with other learners, checking in with the learner regularly.
As each task was finished, the learner enjoyed taking the picture off the board i it provided both a sense of achievement and motivation,
as he knew he was moving closer to his desired activity. The teacher or TA would prompt the learner, & ou have finished sorting the
anmal s, well done! L & whatsishappeniegnéxtt®@ pi ct ur es
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Creating an Inclusive Environment

In science, all learners should be given the knowledge they need to
develop their understanding of the nature, processes and methods of
science and be able to carry out different types of enquiries to answer
scientific questions. Teachers should prioritise getting to know the
learners in their classes by observing learning behaviour and speaking
with them about their subject and ways in which teaching staff can

support their learning.

The classroom environment should be one where learners feel safe to
make mistakes; more than most subjects, science lends itself to allowing
learners opportunities to learn through guided scientific enquiry.
Learners should be guided to develop scientific knowledge and
conceptual understanding through working scientifically and the specific
disciplines of biology, chemistry and physics. As scientific learning is a
process, it is critical for teachers to ensure the set-up of the classroom
enables all learners to engage in the lesson. All learners need to be able
to see the teacher comfortably (e.g., consider the direction learners face
and chair and table height) and have a clear space to complete individual

work.

In creating an inclusive environment, consider not only the physical
space, but also the structure of your lessons. Greeting learners at the
door of each lesson is the beginning of the development of your
classroom environment. This is a key strategy for teachers to employ and
is of particular benefit for learners who struggle with confidence in the
subject. Providing structure enables all learners to engage effectively 1
tell learners what will happen in the lesson at the start i this can be as
simple as talking through a slide identifying key parts of the lesson, and
the approximate length of each. At the start of each lesson, a teacher
should ensure key vocabulary is reviewed, bringing learners back to
where the learning left off at the end of the previous lesson. Throughout
each lesson, ensure that key information and resources learners need to
apply and understand the matters, skills and processes are available and

presented in an accessible manner.

Curriculum Considerations

Key Stage 3

The principal focus is the understanding and application of new scientific
content. By the end of Key Stage 3, learners are expected to know, apply,
and understand the matters, skills and processes specified in the
relevant programme of study. Working scientifically is of particular

importance and should be incorporated throughout the course.

Learners should ask questions and develop a line of enquiry based on
observations of the real world, alongside prior knowledge, and
experience. Learners should have opportunities to select, plan and carry
out the most appropriate types of scientific enquiries relating to the
material they study, paying attention to objectivity and concern for

accuracy, precision, repeatability and reproducibility.

Key Stage 4

The principal focus is to build upon and deepen scientific knowledge and
the understanding of ideas developed previously in the subject

disciplines of biology, chemistry and physics.

The sciences should be taught in ways that ensure learners have the
knowledge to enable them to develop curiosity about the natural world,
insight into working scientifically, and appreciation of the relevance of

science to their everyday lives.

Learners should be taught essential aspects of the knowledge, methods,
processes and uses of science wi t h aspwecks ngf so
incorporated throughout and clearly related to substantive science

content in the programme of study.

Strategies to Scaffold Learning

How can | support learners who struggle to access lessons

because of numeracy difficulties?

T

Modethi nkd al oudd

balancing equations.

w h esolve pblems, &..,r at i

Provide pre-teaching opportunities for mathematical processes.
Provide learners with worked examples in relevant lessons.

Numeracy learning mats: outline common calculations and

processes for learners to use as a reference.

In Key Stage 4, learners could be provided with cue cards or a
poster outlining the key physics equations, for reference and
frequent practice at home so that they can be learned. Inclusion
of visual cues to aid equation recall has shown to be very effective

for some learners.

How can | support learners who struggle with change and

transition?

T

entiﬂf

One-to-one input: for learners who struggle with transition
between lessons, develop a routine for entering the classroom
with the learner. This could be a brief 1:1 check-in with the
teacher or a learning support assistant. Alternatively, there could
be a familiar task for the learner to engage with, as all learners

enter the classroom.

ICoCnceitsF Ilan)g%age: clear learning objectives should be written in
a way that enables tangible achievement, eg., i n physi c
understand that energy can be transferred from one store to

nstead be wroi

anot her o shoul d i

transfersacross ener gy storeso.

Supportive transitions: provide clear instructions at transition
points, both orally and in writing, e.g., on an interactive
whiteboard slide, including information about equipment and

timings, to support learners.
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Secondary Science

How can | support learners who struggle to access lessons

because of literacy difficulties?

1 Model scientific explanations: learners can be given sentence
starters for written explanations, or to bring in more challenge,
teachers can provide learners with lists of key terminology to

include in their responses.

1 Deploy additional adults effectively: some learners will need to be
taught explicitly how to decode the language used in scientific
texts. This could be delivered by the teacher or a specialist TA as
part of small group work within the classroom setting during a

comprehension task.

9 Plan questions, and effective answers, in advance of lessons:
teachers and TAs should demonstrate the level of scientific detail
required in verbal and written responses, prompting learners with
open questionss u ¢c h Wl g ? &Whoart 6ef f ect woul

when learners state facts. Some learners will benefit from having

access to planned questions in advance or having an opportunity

to answer in a 1:1 or small group environment.

Command Words

Describe

Write facts, events or processes in an
accurate way. If it is describing a graph
trend, add numbers to your answer.

i.e. looking at a trend in a set of data,
an experiment you carried out, the
process involved in the reflex arc.

You must Compare a number of
things just as in a Compare question.
You must use your own knowledge as
well as information in the question.

You must give a balanced answer for
both sides of the argument.

State the scientific reasons for some-
thing happening.

The points must be clearly linked in a
logical and coherent order.

Will normally include the word...
Because/ Due/ Therefore

You must apply your knowledge to a
new situation.

Make sure keywords from related
topics are use appropriately

There is often more than one
correct answer

How can | support learners who struggle with attention?

1 Personal experiences and interests: engage learners through
relevant examples, or work linked to their interests e.g. in physics,

use a video of UsaiateavBragespées. r aces

9 Learning checklists: provide learners with checklists for tasks.

1 Behaviour Specific Praise: provide acknowledgment and
encouragement to learners, at a rate of four positives to every

constructive comment.

1 Movement breaks through classroom responsibilities: give tasks
within the classroom to provide movement opportunities during

lessons, e.g., handing out glassware during practical activities.

1 Minimise distractions: eliminate distractions wherever possible,
thinking carefully about the individual learner, including what
distracts them, and adjust seating plans accordingly.

d this have?b0

Challenging misconceptions

Learner: Respiration happens in the lungs.

happ
Learner: It happens when we breathe in oxygen, we need
oxygen to respire.

Teacher: What is the function of respiration?

Teacher: Whatdoy ou mean by 6it

Learner: To release energy.

Teacher: Do only lung cells need energy?
Learner: No, all cells do.

Teacher: So, where does respiration take place?
Learner: In all cells.

Teacher: Okayso | et s go back to vy
of O6respiration happens in t
lungs?

Learner: Wel, t he | ung cell s wil/ r

take in oxygen for other cells to respire.

Teacher: And what is the process of taking in air which
contains oxygen into the lungs called?

Learner: Breathing.

t

(0]

Write down all the
numbers you're given in
the question and find the
formula that fits.

ormula

Rearrange the formula to
find the value you are
looking for.

édifange

Write down all the numbers
with their units.

nits

Substitute the values you
need into your rearranged
equation.

ubstitute

Calculate your answer.
Make sure it is rounded to
the correct number of sig-
nificant figures. Give the
units of your answer.

alculate
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Secondary Science

How can | support learners who struggle to retain vocabulary?

1

Develop understanding: when teaching new vocabulary, explain
meaning through breaking down the word to help learners see its
etymology.

Repetition: regularly expose learners to complex terminology.

Use of word banks: give learners key words as standard in every

lesson. Ensure learners understand the meaning of each word.

Effective use of learning walls: create posters for display in the
classroom that outline terms and definitions that are used when
working scientifically, e.g., reproducibility vs repeatability. Refer
regularly to learning walls while teaching and answering
guestions, e.g., ook again at the meaning of independent
variable, and think about it he

How can | support learners who struggle to develop

conceptual understanding?

1

Concrete examples: use models of scientific concepts and
examples i some learners require concrete tangible examples
used wherever possible for the abstract concepts, where these
are not possible computer animations can be employed to

support learning.

Real-life experience: consider ways to enable learners to observe

the scientific concept taking place.

Challenging misconceptions: ensure that colloquial phrases are
challenged and clarified each time they are used both in class
discussions and written work, e.g., 6r es pi r ati on

l ungsdé. During class discussi

however it is important that all learners hear the misconception
and understand why it is inaccurate. In planning lessons,
teachers should pre-emptively clarify misconceptions, through
displaying common examples and exploring them through class

discussions.

var.i

happe

ons

tt
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INDEPENDENT VARIABLE / UNITS

Describe: Give the pattern shown and any changes in the rate.
Add some numbers from the graph. Use some of these suggestions

to help structure your description.
® As the independent variable increases, the dependent variable
increases/decreases.

® This change happens at a constant rate/faster after z (units)/
exponentially/with fluctuations.

Explain: Use science to explain why the data follows this pattern.
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Primary Music

Planning Inclusive Lessons

Music is a unique and powerful form of communication that can change
the way people feel, think and act. It combines creativity with emaotion,
enabling personal expression, reflection and development. As well as
creating a sense of group identity and togetherness, music enables
personal expression, encourages emotional development, and can foster

links with the wider world.

Through the primary phase, music teaching and learning should offer a
progression of skills and include opportunities to appraise, compose and
perform. In order for music education to be accessible and inclusive for all,
teachers need to anticipate potential barriers for individual learners and

consider ways of minimising these to ensure participation.

For some learners, music can be a medium to break down barriers that
may exist in other curriculum subjects. The nature of the subject allows
freedom and flexibility in musical expression, preferences and
performance. This is beneficial, not only for musical development, but for
the growth of self-confidence and for the fostering of creative flair in all

learners.

Creating an Inclusive Environment

Where possible, music should form part of the culture of a learner6 s
primary school experience. Beyond discrete music lessons, assemblies,
performances, and other curriculum areas can provide opportunities for

exposure to a wealth of musical experiences.

Curriculum Considerations

Across both key stages, learners should be encouraged to perform, listen
to, review, and evaluate a wide range of music from different genres.
This is a key part of their primary experience as it supports the
development of personal preferences, respect for the opinions of others

and appreiciation of the impact that music can have on mood.

Considering this, ensuring that all aspects of learners 6 i nvohvement

music education is as inclusive as possible, is paramount. Music can
form an effective method of communication, so including it as part of
repetitive routines such as the attendance register, number and phonics
learning, as well as other daily routines, can provide predictable,

reassuring and memorable experiences for learners.

At times, music can create challenges for learners with sensory issues.
This needs to be considered when creating an effective learning
environment. Consider the practical layout of the room and the position
of the learners. Will they be working with a large class or a smaller group?
Although music-making opportunities, such as playing instruments
together or singing, lend themselves to groups, some learners may
benefit from working individually, with or without the support of an adult
and/or ICT.

Consider the physical layout of the workspace. Will all learners,
especially those with physical disabilities, be able to access resources
and have the space to play an active part in the lesson? If there is the
opportunity to alter visual and/or auditory stimuli to respond to individual

needs, then this should be considered.

Music and ICT
9 Chrome Music Lab

1 BBC i Bring the Noise 1 free interactive musical games to
support learners

i BBC Ten Pieces

1 Soundbeam i software for learners with physical disabilities

1 AudioMulch and Garage Band i interactive composition
tools

All learners should have the opportunity to sing, to learn an instrument
and compose their own music with or without the use of ICT.?
Understanding and exploring how music is created, considering inter-
related dimensions, is something that can be achievable and is

adaptable to all learners, regardless of individual needs.

Key Stage 1

Singing, chanting and rhyming form significant parts of the Key Stage 1
curriculum, as does the playing of tuned and untuned instruments,
musically. Carefully selecting instruments ensures that all learners can
access this element of the curriculum and be successful at it. They will
begin to develop the foundational knowledge and skills to enable them
to explore sound. Correct terminology can be used, but there are ways
of simplifying this, using pictorial or visual aids to support understanding.
Learners should be regularly listening to and appreciating a range of live
and recorded music, e.g., Classical 100. This can be incorporated into

other areas of school life, including assembilies.

Key Stage 2

The skills previously acquired in Key Stage 1 will be developed further to
encourage singing and playing musically with increased confidence and
control. There is a greater emphasis on composition, including
improvisation, for a range of purposes. Although the National Curriculum
mentions using and understanding musical notation, this can be
represented in different ways to meet the needs of all learners. Regular
exposure to a range of high-quality live and recorded music will help to

build a familiar and recognisable repertoire for learners.
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Primary Music

Strategies to Scaffold Learning

Case Study

How can | support learners who struggle with attention? How can | support learners who struggle to access lessons

because of literacy difficulties? A learner in Year 3 has a range of learning difficulties

1 Carefully consider the layout of the learning environment to
engage all learners and maximise access to resources, bearing
in mind that circles and grouped tables can be a barrier to

attention on learning.

1 Pre-expose learners to the content of the lesson, e.g., show them
particular instruments and how they are played, share snippets of

music and pre-teach musical elements and terminology.

1 Consider potential unhelpful sources of distraction, such as over-
frequent changes of task or unstructured group work.

1 Give learners a particular role in the lesson to keep them engaged

and promote active participation.

T Arrange movement breaks or shor't

the learning environment when and if necessary.

How can | support learners who have sensory issues?

1 Consider the size of the group and allow for the fact that learners

may benefit from smaller groups or individual work.

I Music lessons can be challenging for learners with auditory
sensitivity. Pre-exposure to music and/or instruments can help to

prepare learners, as can the use of a neighbouring room, if space

9 Provide visual aids to enable learners to identify instruments and

musical dimensions, such as pitch and tempo.

I Use strategies such as modelling, demonstrating and imitating to

help learners understand musical concepts.

i Create a graphic score or pictorial representations of a

composition to provide a form of non-verbal communication.

How can I support learners who struggle to retain vocabulary?

9 Begin each lesson with a recap of key vocabulary learned to date.

1 Provide visual word banks that are accessible throughout, as
£ tniecrgsesary(.) 'f'—’ér cA)supBoFt Sirf héc’ntify%&v %iﬁ‘erefﬂr ifstfiments
photographs of those learners playing the instruments, can help
with retention. For support with the meanings of musical

dimensions, pictorial word banks can be effective.

9 Drip-feed key vocabulary throughout the school day, rather than
limiting references to specific music lessons. Discussions around
music listened to during assemblies or in other curriculum areas

can help to embed this language.

including gross and fine motor skills delay, low muscle
tone, hypermobility and auditory sensitivity. She finds loud
noises challenging at times, especially if they are

unexpected.

It has taken several years to build her confidence enough to
partake in whole school assemblies, especially when large
groups are singing, cheering or clapping together. She loves to
sing, has gradually built up the confidence to join the school
choir and has played a small role in choir performances, with
careful and gradual confidence building.

Historically, music lessons have been challenging, at times due
to her sensitivity to noise. With an EHCP in place, she has an
adult working alongside her and this has enabled flexibility with
her involvement in lessons. Pre-exposure to learning
environments and instruments
development in music education. Having the opportunity to test
out instruments and listen to the sounds they make in advance
of lessons, often alongside a trusted friend, has helped with
familiarisation, enabling her to take part with more confidence.

allows. Ear defenders can enable learners to partake in lessons How can | support learners who need additional time to

At ti mes, this has enabl ed he

with more confidence. develop conceptual understanding?

1 Create opportunities for physical contact with instruments and/or
sound sources if learners cannot hear sounds clearly.
Percussion, stringed, wind and brass instruments all lend

themselves well to this.

9 Consider the lighting in the learning environment and if learners
would benefit from reduced glare on interactive whiteboards and

computer screens.

1 Break down content into small steps and allow time for guided

practice of each step to build up conceptual understanding.

9 If resources allow, create a small group opportunity to enable

learners to develop understanding with closer adult intervention.

1 Maximise opportunities to model, demonstrate and imitate in to

encourage active participation through a scaffolded experience.

rest of the class what to do.

On occasions, such as during whole-class lessons using
African drums, Child A has used ear defenders to reduce the
sound and this has been a successful intervention leading
towards full participation in the lesson.

Teacher Handbook: SEND




Secondary Music

Creating an Inclusive Environment

Music is a unique subject in many ways, not least because of the part it
plays in nearly every learner6 s | i f e
that music forms part of their identity i and, as such, it has huge meaning
for them 1 but that music in school fails to connect with this. Sometimes,

the perceived gap between learners 6 mu s i c a l exper.i

their out-of-school musical lives is a gaping chasm.

One of the ways to create an inclusive environment is to build learners
own musical experiences and tastes into what happens in school. This
does not mean to say that the curriculum should only include the music
that learners already know and like, but that it is worthwhile spending
time getting to know the learners, their tastes and abilities. Interests can
be nurtured, hidden skills celebrated, and links made between new

material and that which is already familiar.

An environment which is inclusive and broad in its appreciation of
different musical interests and skills should also be a place where there
is freedom to take risks and make mistakes. By modelling creative
processes and creating an atmosphere which celebrates participation
over perfection, you can help learners of all abilities to understand that
musical endeavour of all sorts should be appreciated and supported. The
most important step you can take is to be a learner alongside your
learners, and do whatever you expect them to do, even if it is not your
speciality. It is more important to show the process of having a go than

to be perfect.

out s i dearnessffeels c h o ol

enct

Curriculum Considerations

Key Stage 3

Many

The content of any Key Stage 3 music curriculum needs to work for the
individual school, its learners and its ethos, and as such it is impossible
oebg toq pﬁescngiVR. é—l%vxﬁeverat% bae inclusive, it should cover not just a
wi de range of musical styl es, but
different musical skills. For example, ensure that conventional notation
is not the sole starting point for performance, and that chord diagrams,

guitar tab, and playing by ear are used frequently as well.

Plan for resources which give learners all the information that they need
in a range of formats: conventional notation where appropriate, but with
the possible addition of colour coding or note names; guitar tab, chord
diagrams, diagrammatic representation, grid notation (for rhythms), note

names on their own with an indication of up and down.

When planning for group work, you will need to think carefully about the
needs of everyone. Some learners with SEND may work best with a
particular individual or a supportive group, but others may prefer to work
on their own, and it is important to find ways to enable them to achieve

in whichever way works best.

Key Stage 4

In Key Stage 4, there is more of an emphasis on individual work with
performing and composing, and on specific types of listening questions.
Ensure that information on new topics is provided in a variety of formats;

aparticulatle that rausig ieself & fused as ane ©f thie ke communieatorg.u i r |
Aural experience of a musical feature or device is often a more effective

path to understanding than words.

Ensure that learners are performing music that is suitable for their skills,
and negotiate with them (and, where appropriate, their instrumental
teachers) the best pieces to choose for assessment. Keep assessed
performances private, rather than with an audience, if this will suit
learners best, and allow plenty of time in case things go wrong the first

time.

Finding the right medium for composition is the key to inclusivity in this

area. There is no o6one size fits al
will need to be different working methods happening in the same class.
Some learners will be happiest using a computer for composing i in
which case choice of program is paramount i but others will thrive when
working on their own instrument. Be prepared to be creative with a

s

combination of a recorded O6lived p:
been created on a computer, if this is something that will suit the learner.
Learners may need to develop the components of compositional styles.
This chunks the task into smaller, achievable steps and helps to avoid
page

O0bl ank syndr ome 6.
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Strategies to Scaffold Learning

How can | support learners who struggle to access lessons

because of literacy difficulties?

The mantra of Osound
the O6symbol sé in question are
new topic or concept through aural experience of the music itself, using

the power of music as a non-verbal language.

Anot heh ow s néaéners often struggle to verbalise what they
mean when they want to tell you about a problem with their work or ask
a question. Go straight to asking them to show you what they are doing.
You will be able to respond to this much more effectively, as there is less
chance of meaning being lost in inaccurate words T on both sides. You
may even be able to respond musically yourself, through modelling the
correct approach, or with a simple adjustment to what the learner is

doing.

It is of crucial importance to model musical skills, so that learners can
see and hear what they should look and sound like. The difference
between modelling and demonstrating is that modelling involves
breaking down the skill into steps, deconstructing each part, and talking
through thought processes, decisions, and possible pitfalls as you go. If
it is an instrumental skill that you are modelling, ensure that learners can

see the relevant details, by using a visualiser or by making a short video

in advance. Video content can alsobeusedasa 6 h el p ledreessk 6

to refer to later in the lesson if they want a repeat of the modelling.

bef oreiwhettdool 6

notation or wor ds Pl an to introduce ev

How can I support learners who struggle to retain vocabulary? How can | support learners who struggle to develop

: : . conceptual understanding?
There are two parts to learning musical vocabulary: being able to P 9

recognise and name a musical feature when it is heard in music and
is a great pl ace to start

being able to put what it means into words. In every case, it is essential

If possible, introduce a musical concept through a playing/singing activity
eb(refcg/re any talking about it is done. Link any subsequent explanation back

for the teacher to determine which of these is necessary for the learning to the initial activity and build on the concept in a musical, rather than

taking place. verbal, way where possible.

In either case, repetition is key. For key words, choral speaking can be a Be aware of the threshold concepts involved in what you are teaching.

Threshol d
played at the same time, ask the cl arglgstaddiil and theid abdense hwill bd & darri@rtd ledrrng. eFort h e |
not e examfpleabadscuskdl thréeshold cohdepieincltide RMewing thak theen

not en® sefeh Bagi® Sliches A-G tthlit@epehitdnm@ch octave; the idea that
t his f saehCTiseduilalen to, bubdifferent from, every other C; and that melody
is a combination of pitch and rhythm. Ensuring that gaps in threshold

of a chord, by playing adenificatignigeene.6 n o krewledide are identlfigh Arfél reétifietl Gah be a crucial part of developing
To take this a stage further, you c eoHceplual Sreldrstafdingnp! € Oshow med tasks whe

very useful tactic. For example, to teach that a chord is two or more notes concepts are 6gatewayd id

respond together O6Two or mor e
s

reverse this and ask, 6 Wh a t i t wo or mor e

ti me?6, t o respdnd, OPA tchheoyyR& pe a't

reinforce the definition, but also back this up with reference to the sound

you ask learners to demonstrate musical concepts such as chord, _ ) _ _
_ o _ Plan carefully for what graphics might be helpful in developing
sequence, dotted rhythms etc. using their instruments or voices. _ _
conceptual understanding. Some musical concepts, for example texture,

Think about whether it would be appropriate to give learners lists of the work extremely well when represented using simple graphics. Concepts

key words which will be used in the lesson, or whether these could be are best learnt by examples and so the provision of musical examples

pre-taught to learners. You could also make use of key word displays which best demonstrate the concept and its boundaries is important.

(including definitions or not, as appropriate), perhaps organised by

felement, so that a choice of appropriate terminology is easily referenced
or

at any point in a lesson.
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Secondary Music

How can | support learners who struggle with attention?

Focus on what learners need to do right now to get started on a task.
Once the very first step has been taken, break down subsequent
activities into short chunks with a specific end point. Support the
maintenance of attention by avoiding unnecessary changes in task.
Make it easy for the pupils to attend to learning due to the clarity of the
instruction. If learners have been still and focussed for a while, get them

doing something more physical.

Some learners will respond positively to being given tasks that have
some relation to a favourite style or artist. For example, if learners are

working on performing skills on a particular instrument, being given the

How can | support learners who struggle with change and

transition?

A music lesson can be a noisy and potentially chaotic place, with
transitions that may seem dramatic and perhaps disturbing for some
learners. Many will feel reassured by knowing in advance what will
happen in the lesson, so they have some warning of what to expect. As
well as telling learners verbally at the start of the lesson, you could also
have visual cues on the board for each type of activity, to act as a prompt.
The setting up of regular, predictable routines at the start of the lesson

will further support learners.

Give warnings in advance of major changes, which might be noisy or

chance to play a favourite song will be highly motivating and engaging. involve a | ot of movement, for exam
If possible, have a range of options available, from which learners can out your instruments and start pracf

choose. performances in 10 mi nut es . 6 For t dearmessimbvin@ ns | NV O

Simple checklists can be provided for learners, so that they can keep
track of what they need to do, and tick off each step on the way to

completing the task.

around the room, consider a phased approach where small numbers

move at any one time, to avoid any kind of free-for-all.

A

One way in which you can help to manage learners &6 appr oaches

change is to be specific about the characteristics they need to exhibit.
Translating musical knowledge into performing or composing can
present challenges that are daunting. Being explicit about the knowledge
that is required, what needs to be done, and how you should be while
y ou 6 r e , demystifigs thie process and adds a tangible personal

dimension to a checklist of tasks.

For further information and support, Music Education Hubs are
groups of organisations working together to create joined-up
music education provision, respond to local need and fulfil the
objectives of the Hub as set out in the National Plan for Music
Education.
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Primary Art and Design

Planning Inclusive Lessons

Art and design is an essential means of creative expression that can
boost self-esteem and give learners the agency needed to develop and
communicate their personal ideas, observations, and creations. It lends
learners opportunities to develop both individually and collaboratively,
the latter highlighting the importance of working together for a common
purpose to demonstrate to learners that their contribution is important.
Thereby art and design connects learners to the wider world in ways that

other subject areas cannot.

When planning schemes of work, teachers need to consider how to make
the curricular goals in art and design accessible and inclusive for all
learners. Potential barriers to learning for individuals should be
anticipated alongside a pathway to ensure these learners can actively
participate in the best possible way. Planning should clearly identify what
children and young people will learn. Teachers should consider factors
that support each learner® needs, and factors that may inhibit or prevent
learning such as use of equipment, environmental sensitivity risks, gaps
in knowledge of vocabulary or processes. Teachers should also be
mindful of how to balance adult support alongside opportunities for
independent learning, ensuring that tasks are broken down and build

incrementally.

The range of pedagogical approaches that art and design can offer, is
useful for many learners to overcome some of the barriers that may
present themselves in other curriculum areas. Indeed, some learners
may thrive, enjoying the prospect to express their ideas in a way that is

unique to them.

Creating an Inclusive Environment

The benefits of art and design can have a profound effect on learners,
not only through developing knowledge of art and its associated
practices but, in addition, the cultivation of self-confidence that the
nurturing of creativity can bring. In this sense, it is vital to carefully
consider the classroom spaces and the learning environment to ensure
all learners can fully access this curriculum area. There can be
challenges for learners with physical and sensory issues, as well as for

those with self-regulating behaviours.

Consider the practical layout of the room and seating. Do learners with a
physical disability have the appropriate space to work? Do learners who
struggle with fine motor skills have a broader resource base? Do learners
with more sensory needs have access to adapted visual or auditory aids?
Some learnerséneeds can lead them to struggle to work as part of a
group and they may benefit from working more individually. Build in
plenty of discussion time where all learners feel safe to voice their ideas.
Explain how experimentation is an opportunity to develop ideas and that
there is not one correct way to do this. Provide a variety of model
examples to support learners and develop their skills and confidence. As
a further part of planning, always test a practical task before a lesson, as
this can pinpoint techniques that may need to be adapted. Sharing these
findings as part of modelling a task to learners will be a valuable learning

opportunity for them.

There may be circumstances when pre-teaching can be planned to
ensure a learner or group has access to new vocabulary, information or
resources before the lesson takes place. This will help those who may

struggle to engage, in that they are prepared for the lesson experience.

Curriculum Considerations

Art and design teaching and learning should offer a progression of
knowledge and through a range of pedagogical approaches, access a
wide range of processes, such as drawing, painting, sculpture,
printmaking, collage, textile and digital art. Learners should have the
opportunity to learn about a range of artists, craft makers, designers and
architects from across the genres, as well as across the wider historical
and contemporary cultural world. Learners should be given opportunities
to develop ideas, experiment with techniqgues and processes, and
present their findings through evaluating their own work and that of
others. Sketchbooks are paramount opportunities for capturing these
learning journeys. Another consideration is the cross-curricular

opportunities that art can bring.
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Primary Art and Design

Key Stage 1 Strategies to Scaffold Learning
Key Stage 1 builds upon what was leamnt in EYFS with further How can | support learners who struggle to access lessons How can | support learners who struggle with fine motor skills?
opportunities given to develop fine motor skills, experiment with a broader . A . _ _ _ _

_ _ _ because of literacy difficulties? 1 Consider using frames or adhesives (e.g., masking tape) that
range of media and become more independent artists. There should be . )

» : _ . f  Provide visual aids to enable learners to identify artists and their hold down learners 6 wor k to surfaces in
regular opportunities for learners to practise their fine motor skills through _ ) _
work, as well as to identify equipment and media. may struggle to hold a resource in place. Provide learners with

making using a variety of media, as well as regular opportunities to I I o % . S .
: : arger scale materials to work on and gradua ecrease the
experiment, for example mixing primary colours. Practical activities should T Provide a word and/or picture bank for the learner to refer to 2 _ 2 i
scale as they acquire greater control.

be accompanied by visual resources including videos, photos or examples during guided and independent activities.

of artwork. Additionally, any new vocabulary should be introduced, I Use strategies such as modelling, demonstrating and imitating to T
displayed and used in context by adults regularly. Equipment should be support learners in understanding the step-by-step processes.

broad-based, so that all can access the lesson. Independence should be

Encourage learners to experiment with different media, for
example when drawing offer chunkier graphite sticks as well as

s o fB® n@eapencils. Similarly, offer a range of painting

nurtured. Although sketchbooks are not mandatory until Key Stage 2, they How can | supportiearners who struggle to retain vocabulary? application media i some learners may prefer a sponge to a
are beneficial to use throughout the primary phase and all learners will f Learners will hear and use a range of specific vocabulary S @ L) SUERT LD e g S A UmES.
enjoy using them. including pattern, colour, tone, texture, line, shape, form and 1 Plan each lesson well in advance, to consider points where
space. Discuss and display any key vocabulary together with its learners may struggle and allow for adult guidance accordingly.
Key Stage 2 meaning. Practise saying them together. Use of scissors can be a source of frustration for some learners
1 Provide visual word banks that are accessible to the learners. and wider-handled or easy grip scissors can be a useful aid.
S wnTlES WRON . aic expame s e n'l? rE?ﬁs?Jre tlt(1a? tﬁe\l\\l/!)cgb%lgr;becgr;es e?n[)etddedab?/ r%ferring to it 1 Engaging in art and design activity is great for helping build fine

eI, (gl s e EEmeiliiEs (o (el e Sl regularly during lessons and whilst modelling. motor skills for all children. Learners will enjoy and benefit from
Sketchbooks are used to record observations and experiment with ideas; using malleable media such as clay or air dough.

all learners benefit from being taught and modelled how to use a

sketchbook, including annotations, sketches, collages, mock-up and final Case Study
outcomes. The contextual side of art is expanded upon to include A learner in Year 3 has a range of complex learning needs, including a language disorder associated with social communication
architects in the range of artists and designers. Learners will start to difficulties. His speech was late to develop and he struggles with expressive language. He finds using fine motor skills

challenging and can react to loud noises. Despite his communication difficulties, a safe and nurturing learning environment has
enabled him to take part in discussions and offer his thoughts.

develop an appreciation of artists and designers as they look at similar and

different ways artists have worked across time and contexts. Learners will

The learner has previously found art lessons challenging due to his struggles with fine motor control. He has an EHCP and therefore has

an adult working alongside him to familiarise him with processes through pre-teaching. This pre-exposure has allowed him to explore any

new media in a safe and sensory way, and the discussions stimulated have been instrumental in giving him confidence to fully participate

experimentation and expression of ideas. in lessons. The adults that support him have worked on removing any pressures and ensuring he is comfortable; these actions have enabled
him to grow in confidence and to see art as an enjoyable activity.

continue to experiment and revisit art and design technigues and methods

to improve their mastery allowing them to be confident with their

Nurturing a learning environment in which Child A can feel comfortable is at the root of his participation. This is alongside ensuring he has
the practical means to do so i the correct choice of equipment, the right space and any extra sensory resources to support him. For
example, when undertaking a lesson on portraits in the style of Picasso, Child A benefitted from having a selection of 2D shapes to hand
so that he could feel and visualise the properties before drawing them. These supports are all the more crucial, given his propensity to
prefer to work alone. Art gives him the opportunities to express himself and develop his own ideas.
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How can | support learners who struggle with attention? How can | support learners who need additional time to

These strategies scaffold learning across all year groups

ing? :
develop conceptual understanding” for practical art lessons:

1 Reflect on the positioning of learners within the classroom to

maximise their engagement. Some learners will benefit from f  Provide opportunities for small group learning either before (pre- A Share information visually as well as through discussion.

working and interacting with selected others. A calm environment

will help minimise distractions.

teach) or during the lesson. This will support learners and allow

time to ask questions or explore resources alongside adult

Allow sufficient talk time to encourage thinking and idea
sharing.

1 Consider adapting the lesson to break it into chunks that permit intervention. These opportunities are part of the repetition Key vocabulary should be clearly displayed and used
time for paired or group talk and allow tasks to be completed process needed to maximise capacity to build up conceptual repetitively throughout lessons.
across manageable stages. understanding. Introd_uce each piece of_equment I name |.t, explain

) dol and d el . what it does, model how it can be used or applied.
- i i Take time to model and demonstrate each element of a process, ; :

1 Pre-expose learners to the content of the lesson by sharing with o evelon e ur - i Model processes on a step-by-step basis, allowing
them any resources to be used as well as the content of the allowing learners to develop their understanding through a step- learners time to do practical tasks alongside the teacher.
lesson, perhaps the work of an artist they are learning about or by-step approach. This will benefit all learners as it allows for an It is important the t e a ¢ hthoughtd processes are
an example of the kind of outcomes they will produce. This will active participatory approach. shared aloud.
support learners to engage in the processes. Showing outcomes from the previ Ensure any equipment to be used is fully accessible to

S _ useful memory aid all and adapted for individuals as necessary to ensure all

1 Giving time for learners to look back through their sketchbook to : can fully participate.
make connections to what they already know, which in turn can Have visual aids in the form of worked examples that the learners Support learners to develop their fine motor skills
help nurture motivation. can have to hand when completing independent tasks. through regular opportunities.

1 Allow movement breaks if and when necessary and give learners
classroom jobs such as handing out a resource. This will support
learners who struggle with self-regulation.

91 All learners should routinely clean and tidy away the equipment

they have used and time for this needs to be built into lessons, as
it is a useful tool for encouraging independence as well as

managing transitions.
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Planning Inclusive Lessons

Art and design naturally encourages learners to problem solve, to be self-
critical, to make decisions and to take risks within their learning. The
encouragement of self-expression and exploration supports learners to
6t he happy and

embr ace accident o

As a subject area, art and design can so easily be inclusive, it
encourages every learner to explore ideas visually, encouraging learners

to investigate, record and test their ideas through a creative journey.

Art and design asks learners to observe the world around them, to slow
down and to experience. Each learner has an entitlement to create their
observations through a range of media, materials and processes. To
ensure that every learner in our classroom shares this entitlement, the
needs of everyone must be thoughtfully considered, ensuring any

barriers to learning are mitigated.

An inclusive art and design lesson will be thoughtfully planned to ensure

that learning is appropriatel y &échunkedd with
challenge provided for all. Te x t visual ai ds
onerous, but direct and succinct. Every effort will be made to ensure each
learner has the appropriate toolkit to succeed in the art and design

classroom.

ol

addi

and

Creating an Inclusive Environment

The art and design classroom is notoriously one of the most exciting and
visually engaging rooms in the school building. It should be a place where
learners feel safe to learn yet supported to be creative; a place where
leaanera acyuire kmawkpdge ant théory thnough prackicel pedagogical
approaches. Caution should be taken, however, around the concept of
cognitive overload. One easy way to do this is to ensure that learners are
not being asked to think about or remember too many things at once. For
example, a learner is introduced to a process, which contains a number
of steps, and reminders of how to manipulate or handle the material,
without this knowledge being secure. This means the learner is trying to
hold all this new information in their working memaory, as a result become
overwhelmed by this new information, struggling to remember it in the
long-term; limiting their capacity to be creative and develop mastery.
Instead, teachers should be mindful to chunk new information and
connect it to prior learning, gradually increasing its demand or
OPPEYN% | scaffolding or

i@ art ahd!desigh @aBsPoomn@elidtd be B Rinctional space for all to
learn in. Keeping an organised and tidy classroom will encourage
learners to take pride in their art room and the work they produce in it. A
well-organised classroom will also maintain the safety of those within it.
As a practical subject, learners need to navigate their way around the
room with ease. Consideration for those with both physical disabilities
and sensory impairments must be regularly reviewed to ensure that all

learners can access the space.

Throughout their school careers learners will be asked to engage with a
large and varying range of subject-specific equipment. Materials and
processes should be risk assessed as per school guidelines, ensuring
equipment is safe to use with everyone in the classroom. An individual
risk assessment may be required for specific learners when using certain
equipment. This should be discussed with the SENCO and the Health
and Safety lead within the school. To maintain a fully inclusive art and
design classroom, adaptations to materials and equipment may be
required. If this is not appropriate, alternatives should be sought in their
place. For example, this could take the form of a grip on a 2b pencil or

wide handled ink roller for a learner with mobility issues.
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Environment not only refers to the physical space within the art
classroom, but also the learning environment and working atmosphere
that is created when learners are present. The art and design rooms are
unlike many other classrooms in the school building in terms of how they
operate; this can pose challenges for those who struggle to maintain
attention, prefer working in silence or have a range of sensory needs.
The teacher can drive the mood of the room, aiming for a balance of
calm, thoughtful learning and enthusiastic creative energy. It is, however,
important to monitor learners who can be affected by noise, disruption,
movement etc. Adopting a growth mindset within the art and design

classroom can hugely improve learner confidence. As a predominantly
visual subject, it is increasingly easy for them to compare their work with
each other. This can often lead to low engagement with those who feel
their work O0is not saarexttn therd Bsingsamplé
techniques such as praising effort and progress, not outcome can help
foster strong self-esteem. Teachers should provide learners with precise
praise for their efforts and specific feedback and guidance to improve,

based on on-going assessments.

Curriculum Considerations

An inclusive art and design curriculum ensures that each learner can
benefit from and achieve. As a result, careful consideration needs to be
given to the building blocks that allow learners to perform the curricular
goals. Teachers need to think carefully about adapting teaching to help
learners achieve, addressing their specific needs. The National
Curriculum for art and design encourages pupils to acquire practical,
theoretical and conceptual knowledge of the subject. It encourages
opportunity to make, create and acquire knowledge of materials and
processes by exploring cultures and history to inform creative

endeavours as its curricular goals

Key Stage 3

The National Curriculum for Key Stage 3 art and design outlines the type
of practical skills a learner should become proficient in, suggesting that
they should learn and develop skills in recording observations through a
number of different media. As well as practical-based skills, learners
should develop personal skills throughout their study of art, including
critical thinking, self-reflection, creative development and the ability to
appraise the work of others. It is, however, deliberately lacking guidance
in how these skills should be delivered by the teacher or obtained by the
learner. In doing so, a significant degree of autonomy is afforded to the
art teacher. The openness of the art and design curriculum gives the
teacher the opportunity to thoughtfully plan and deliver a wholly inclusive
programme of study, bespoke to the learners within their classroom. A
Key Stage 3 art and design curriculum should be knowledge rich,
exposing learners to a wide variety of skills, media, ideas and processes.
The content that is delivered in the early stagesofal e a r Key Stage
3 life is incredibly important in shaping them as future artists. They need
to be equipped with the skills, knowledge and material know-how to be
able to make informed and creative decisions later in their artistic
journey. They need to be able to apply their understanding of a material
or process to their own creative outcomes, which is only possible if they
have a strong foundation of knowledge, experimentation and
understanding to draw upon in the first instance. The Key Stage 3
curriculum should also build on the basic skills and processes that
learners have been exposed to in Key Stage 2. It should be noted
however, this can vary from primary school to primary school, and it is
always worth finding out where learners are in their journey, before

delivering subject content.
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Key Stage 4

GCSE art and design encourages learners to build on and develop their
knowledge from Key Stage 3 and perform it visually through their making.
Although different exam boards have different specifications, the
overarching themes are the same. It requires learners to develop
personal ideas informed by the world around them, to experiment with
media, materials and processes, to record and observe and to produce
a personal and meaningful response to a stimulus. This same ethos is
outlined in the National Curriculum for Key Stage 4 art and design
studies. Like Key Stage 3, the way in which this curriculum is delivered
is unspecified and therefore unique to each individual teacher. This, by
nature, fosters an inclusive curriculum, one in which every learner can
succeed. Learners should focus on developing their own creativity at
GCSE through the application of the skills and knowledge they have
gained in Key Stage 3. A cyclical process of revisiting and extending
knowledge should be applied to ensure they are given ample
opportunities to practise and experiment. It is important to get to know a
l earnerdés strengths and ar e a suppoft
their decision-making and offer informed guidance on their work.
Learners should be encouraged to produce work that they find interesting
or that is of personal interest to them. The inclusive nature of the subject
allows them to follow an infinite number of creative paths in their artistic
journey and it is the role of the teacher to help them realise these

intentions.

Strategies to Scaffold Learning

How can | ensure access for learners with a physical disability?

1 Knowyourl e ar meeds:tkisow what their physical impairment
is in advance of meeting them for the first time and have
arrangements in place. For example, removing the stool where a
learner in a wheelchair will sit in the class, mitigates any
unnecessary attention being brought upon them when they arrive

to your room.

1 Adapt your plans: consider how your lesson plan can anticipate a
wide range of learners i rather than making changes to existing
planning, teachers should aim to anticipate diverse body/minds
in the art room. Avoid giving learners something completely
different to do from the rest of the class, as this will single them
out. For example, learners should have access to a range of
drawing materials and equipment to respond to naturally

occurring variations in fine and gross motor skills.

I mp rq0 ¥&Mbntdte: ddik 5 G ElearnbrCabdl Witat they feel

comfortable doing, most will

peers, make sure they have the opportunity to do this.
1 Allow rest breaks.

9 Accessing equipment: consider how the learner will access

equipment and demonstrations. Could you deliver your
demonstration at their table and then leave your equipment for
them to use afterwards? This would reduce any potential risks
associated in navigating a busy art room. Resource equipment
beforehand. Ask yourself: would the learner benefit from a

modified apron, pencil or paintbrush etc.?

1 Introduce a diverse range of artists: referencing a wide range of
artists as stimuli can promote diversity and equality in the
F r -podtrait

work that depicts her experience and expression of her identity

classroom. For example, | ooki ng at

as a disabled woman.

owant

Kahl

T

il

il
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How can I support learners who struggle to retain vocabulary?

Disciplinary literacy: when planning a scheme of work consider
the Tier 2 and Tier 3 words that learners will encounter and note
these down. Tier 2 words are the high-frequency academic words
that are found across different subjects and the Tier 3 words are

those that appear in specific fields or studies.

Introducing new vocabulary: consider how new vocabulary will be
built into your lessons, in particular Tier 3 words that are very

specific to the art curriculum.

o High-frequency words: focusing on high-frequency words

that the learners will not learn on their own.

0 etymology: teaching the etymology of a word or different
parts of a complex word, for example Monochromatic = one

+ colour.

0 review: plan a schedule to review vocabulary that you have

taught.
to give it a god along with t
o identify key words in a text: choose which words you will

hei

teach before asking learners to read a text. Discuss the

word and give it context and meaning.

o talk around a word: take time to discuss a new word using

the headings: word, examples, definition and non-

examples.

Common misconceptions: identify common misconceptions
within a topic and address these in the lesson. What are the key
words/vocabulary/content a learner needs to understand to be

successful?

Discussion: build i n opportuni-guelsi tfyorc h@

frames

A

Ie:ilrr]!ers ideas using key terms and vocabulary.
e
Remember, vocabulary can be learnt in different ways, not just

by reading or writing it.

Teacher Handbook: SEND




Secondary Art and De sign

How can | support learners who struggle to access lessons

because of literacy or numeracy difficulties?

I Mediation: do not fall into the trap of simply giving learners an
Oeasierd6 text to read. There is
this does not necessarily improve progress, instead provide

mediation between the teacher, the learner and the text.!

1 Visual clarity: when presenting text consider the following: Cut,
Chunk, Align and Restrain

0 cut: take away any written information that is not needed

or necessary.

0 chunk: break down large sections of written information

into smaller, more manageable chunks.

o align: align text and imagery, avoiding scattering

information across the screen/slide/document.

0 restrain: keep presentation simple, do not

overcomplicate.?

1 Dyslexia Friendly Classroom: familiarise yourself with the

6Dy salFgxiendly Classroomd aagllproach,

learners. This can include:
0 separating text on a PowerPoint by different colours.

o utilising strategies such as mind mapping and story

boarding to record ideas.

0 presenting information using more than one method of

communication.

o chunked tasks wit-bpappmepri at e

1 Model and scaffold potentially problematic techniques.

i Reactive teaching:donét be afraid to stop

skill or technique if learners h a v e Wit t e g, evenifithtis yet 6

deviates from the lesson plan!

60t ak

and r

1 Reading age: know the reading age of the learners in your class,
| dhis gvié help you seleat texpthat ieapprapreate and accersile fors a y s

all.

Deliver maths content the same way the maths department do
when teaching skills that require cross-curricular links with maths
such as gridding up, enlarging, measuring and shape
tessellation, approach the maths department in your school to ask
how they teach this skill and utilise this in your lesson. Explain to
learners that they will be dJsing a skill they have practised in their
maths lesson, todayd This will potentially reduce the risk of
ambiguity when applying similar skills and knowledge gained in

the maths classroom in the art room.

Model and scaffold potentially problematic techniques.

How can | support learners who need additional time to

develop conceptual understanding?

Retrieval practice: build retrieval practice into each lesson, for
example, practice retrieving and applying techniques or analyse
key concepts in similar and different examples of art.

Low-stakes quizzing: low-stakes quizzing will reduce anxiety
about 6getting it ri ghtao. Try
topic/theme/skill covered last lesson, last week and last term to

strengthen long-term memory connections.

Spaced learning: spread out knowledge and skill throughout a
topic but remember to loop back. Aim to revisit previous learning
to strengthen understanding.

Gradual release of responsibility: ut i | i se t he 61 Do

Do6 approach to delivering new c

Reducing cognitive load: utiise Conni e Ma#d taprigsdod s
reduce cognitive load.?

0 maximise the signal-to-noise ratio: remove anything
extraneous to the task, such as cluttered presentation or
overly complicated instructions.

0 promote generative strategies: allow learners to stop and
think about a concept in their own words and through their
own ideas.

0 write concisely: consider how you can convey instructions or
ideas in as few words as possible.

o provide scaffolding: identify specific areas that learners are
finding most challengingand provide a O0tem
for this. Aim to apply hints and tips rather than explicit
support.

0 create opportunity for collaborative learning: allow
complicated ideas to be explored collectively rather than in

isolation to strengthen understanding.

0 provide cognitive aids: provide aids to support cognition,

such as a lesson recipe, check list or concept map.
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How can | support learners who struggle with attention?

1

Dual coding: represent information in two ways, for example
words and visuals. The visual information could for example, take
the form of a diagram, graph, illustration or sketch note. Cognition

could be improved by presenting information in this way.

Archive excellence: create a library of exemplar work to share
with learners, having a visual model of what they are aiming for

will aid understanding.*

Model: utilise live demonstrations, videos, photographs and step-
by-step visual examples to model outcomes. Aim to model
individual stages of a process or technigue to help visualise the

process learners are being asked to undertake.
Consider cognitive load: chunk tasks and keep instructions pithy.

Spark interest straight away: an intriguing image on the board,
set of equipment on the side or still life set up in the room will
capture learner interest as soon as they enter the room.

Relate topics, themes and ideas to learner interest, for example
a discussion about surface pattern could be related to a costume

used in the latest superhero film.

Link to industry: give the skills and techniques you are delivering

6real worl d valued by
designer who creates concept designs for a car manufacturer
would need to employ drawing, observing, measuring and

rendering skills in their work.

Commercial value of art: find examples of where artists have
used their art within a commercial setting other than just in an art
gallery, e.g., Jon Bur g ean rdesignd dor a soft drinks

company or his trainer designs for a sports brand.

Keep it topical: relate themes, ideas and concepts to things

happening in the world today.

A~

Occupy hands: allow learnersa  o6f i ddl e t oydé t o

while they are listening to instructions.

r exdnple,ian g hem

occupy

How can | support learners who struggle with change and

transition?

1 Consistency: have consistent classroom expectations and

routines.

Give notice of change: if you are aware of a learner who struggles
with change, pre-warn them before the lesson. For example, if
you are going to remove all the tables and set out easels, let them
know beforehand and agree where they will sit when they come

in next lesson.

Share overviews: give an overview of ideas, materials and
processes that are coming up in a topic so that learners know
what to expect. This will allow them to ask questions beforehand
i f they
t he

want to and wil I

spot 6.

Build relationships: aim to build a strong relationship with learners

so that you can O6readd when t
Try introducing some simple techniques of how a learner could
communicate thatt hey need some 6t i me
a card on their desk with a red square to indicate they are
struggling or a green square to indicate everything is going well;
this Prgvideis nar(]j (l)Jp[S)otrturnity to slgager their feelings with you
without verbalisation. .

Seating plan: the art room can be a busy and vibrant
environment. Check information provided to see if they have a
preference to where they are sat. Some prefer to be by the door,
or at the back of the room so they can see everything going on,
whereas some prefer to be right at the front with nothing between

them and the board/teacher.

their hands

reduce

hey

Case Study

A learner with a vision impairment has opted to take GCSE
Fine Art. They are generally quite quiet in the classroom and
do not like to be singled out by the TA assigned to support
them or by the teacher. They have enjoyed art in Key Stage 3
and have a strong network of friends within the art class. The
learner is registered blind but has some limited vision; they
are also colour blind.

The teacher embedded the following strategies to support the
learner:

1 Strategic seating plan that grouped the learner with their peers
but allowed space for the Teaching Assistant to support if
needed. Knowing who they felt comfortable asking for support

from all owed them to feel m ¢

in the learning environment. n
1T Consideration for what t héeyl

couldnoét. For example, they

and line to interpret tonal range in preference to pencil
shading.

1 Adjustments made to ensure they could access the curriculum
in the same way as their peers, e.g., a set of labelled coloured
pencils and a modified image with colour codes allowed them
to fully engage in a coloured pencil lesson along with their
peers.

1 Avoiding presumptions that because the learner had a vision
i mpair ment they only want t
always the case. Discussions were had between learner and
teacher about different material, skills and processes they
wanted to use within their work.

1 Given options (subtly) e.g., not handing out large A3 copies in
front o f peer s. They werenod
having them on hand was important. Consideration for how
adapted resources were given out to the learner in a subtle
manner were made. For example, having them already tucked
into their sketchbook or on a specific spot on the side each
week for them to collect. Efforts were made to build up a good
working relationship with the learner where they felt confident
discussing material and ideas options together with the
teacher.
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Planning Inclusive Lessons

A valuable tool to help us plan and deliver accessible, inclusive and
aspirational PE lessons for all learners is the C-STEP Principle. C-STEP
prompts us to consider how we communicate, use space and adapt the
task, equipment and support learners to ensure they participate and
thrive in PE lessons regardless of their physical and learning needs.

Communication

Use the | e a rsrpeeferéed communication methods be that verbal,
Makaton, symbols or a combination of them all to ensure that lessons
and activities are accessible. When teaching new skills in PE it is easy
be

words/signs/symbols/simple language in our instructions can be a huge

t o qui te 6wor dyo and techni
support to learners with poor receptive language and processing delays.
Clear and precise names for strategies and techniques can support
learners to acquire the knowledge they need to participate in the activity,

e.g., clear names for rules.

A

A

Stretch

Jump

Jog I

An example of symbols/key words being used to support a learner
participate in a gymnastics lesson warm up.

cal

Space

Carefully consider the environment to ensure all learners can access PE
lessons and sporting activities. By making adaptations to the physical
environment and space, we can make all PE lessons inclusive for

wheelchair users and learners with a range of physical needs.

Increasing the space and ensuring there is room for wheelchairs to easily
manoeuvre can help make a PE lesson fully inclusive and accessible for all.

Task

Changes and adaptations can be made to activities and specific tasks to
ensure all learners are able to participate fully. Adaptations can range
from small, subtle changes when performing a skill through to larger
modifications to the activity or sport itself.

[ |
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Adapting a volleyball lesson by playing a match of seated volleyball is a great
way to practise key skills and make the activity accessible to all learners.

Equipment

The equipment we use can make a big difference as to whether a lesson
is inclusive and accessible or not. By making modifications to, and
sometimes changing, the equipment we use, we can ensure that all
learners are able to participate, enjoy and experience success in our

lessons.

{1 Using balloons with rice in to support visually impaired learners in a
tennis session.

1 Large, bright, shiny, tactile resources to engage more sensory
learners, e.g., a ball wrapped in tin foil/bubble wrap.

1 Making adaptations to the size, weight and grip of PE equipment can
have a positive impact on learners with a range of physical needs.

9 Using assistive resources to support learners in target sports, e.g.,
ramps to play boccia, cricket and ten pin bowling.

People

The support learners receive from key people throughout a PE lesson
can make arguably the biggest impact on their skills, attitudes and
progress. A key adult can model skills, break down activities into smaller
steps and support with the repetition and over-learning of skills that can
be so important for SEND learners. Peers can be a huge support in
helping to motivate and model skills whilst ensuring a learner maintains
their independence a fdianthothessappart ofla
key adult. Learners working in mixed ability groups can provide

aspirational role models and opportunities for the most able to develop

ec

their skills further through demonstrating and coaching. As | ear ner

competence and confidence develops, the support being provided can

be slowly reduced to enable the Ilearner to participate more

independently.

Teacher Handbook: SEND



Physical Education

Curriculum Considerations

An inclusive physical education curriculum should both engage and
inspire young people to lead healthy and active lifestyles and broaden
their experience of sport and fitness activities. Physical education and

sport should be accessible regaor

needs. Basing a curriculum and activities around a broad variety of
sports and physical activities helps provide new, exciting experiences
that will spark an interest and motivate learners to be more physically

active and enjoy the associated health and social benefits this can bring.

Active, Healthy Lifestyles & Long-Term Outcomes

The Institute of Health Equity outlines some very bleak statistics
for people with learning disabilities (significantly lower life
expectancy and 1 in 2 to suffer from chronic loneliness). In
addition to this Sport England (2018) share that disabled adults
are twice as likely to be inactive as non-disabled adults whilst
Activity Alliance (2020) discovered that 70% of disabled people
believe that sport is not for somebody like them.

The above statistics show us how important it is to provide
positive experiences in physical education, that support
learners with SEND to develop a love of exercise and the skills
needed to lead a healthy, active lifestyle. A key role for teachers
is to help o6flip the narrat
positive experiences and high aspirations in sport and exercise.
An awareness and engagement with groups such as Activity
Alliance, IMAS and The Special Olympics can support and
inform our practice helping to connect our learners with
opportunities to participate and compete in sport outside of
school.

Key Stage 1

Learners develop the fundamental movement skills of running, jumping,
throwing, co-ordination, balance and agility and begin to develop

patterns of movement. As learners develop their confidence and

d | ecomgpetgnge thgse ynavemegts cgnebecomennpe camplex aigilinked;

together. The aim is for all learners to develop their accuracy and fluency
of movement execution over time. A big focus is being able to co-operate
with others, share and develop strong communication skills. Learners will
be taught the basic conventions of games and different activities that
have rules and boundaries. This is a particularly important stage for
learners with SEND as they build core movement skills that support and
shape their physical development.

Key Stage 2

As learners progress, they begin to develop a broader range of skills and
start to put sequences of movement together. Some of these movements
become more specialised and related to particular sports or physical
activities. Competition between oneself and others and rules are
introduced with learners beginning to demonstrate more refined
technique and improvement in their performance. Learners begin to
display a greater control of their skillss/movements and start to develop a
greater strength and flexibility as they approach the end of Key Stage 2.
Skills and more complex movements may need to be broken down into
smaller steps for learners with SEND and teachers should make
adaptations to activities and sports to ensure they are accessible.

Key Stages 3 and 4

Learners begin to develop a greater appreciation for tactics and
strategies for success and start to generalise their skills across a range
of sports with participation and performance becoming a greater focus at
this stage. Opportunities to experience outdoor and adventurous
activities can form a more significant part of the curriculum as learners
extend their knowledge of physical activities and sports to more complex
situations. Learners build on their earlier knowledge of healthy
participation and safe practice and really begin to develop a greater
understanding of how to lead a healthy lifestyle and why this is so
important. This is a particularly crucial period for learners with SEND as
in many cases it will help form their attitude to sport and exercise and
indicate how likely they are to lead active, healthy lifestyles into the

future.
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Physical Education

GCSE PE

As teachers, it is essential that we hold the highest aspirations for
learners with SEND and provide them with the opportunities and support
to achieve and excel in physical education. This will look very different
for each learner, e.g., for a learner with physical needs making progress
with their physio programme might be a great outcome whilst for others
participating and competing in inter-school competition is an
achievement to be celebrated. Learners showing an interest and ability
in physical education should be offered and encouraged to take the
option of GCSE PE regardless of their needs. With the right support,
learners with SEND can flourish in GCSE PE, and their engagement in

study will add to the experience of their peers, too.

The physical education GCSE is an inclusive course; by adapting our
practice and using reasonable adjustments we can ensure that the
course is accessible for all learners. Learners with SEND may find the
theory aspects of PE challenging and require support with certain
aspects of the course. For learners with literacy and/or language and

communication difficulties, teachers should consider:

Providing visual supports
Carefully choosing, and at times reducing, language so that key
words and learning points are emphasised

9 Providing additional support with reading and written work
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Depending on the individual needs of a learner, access arrangements
can be applied for and implemented both in written exams and as part of

standard classroom practice. Access arrangements may include:

Additional time

Use of rest/sensory breaks

Sitting the exam in a different space/separate room
Use of assistive technology

Access to a reader

= =4 4 -4 -4 -9

Access to a scribe

The practical element including participating in a number of sports (team
and individual) and evaluating performance form a significant part of the
GCSE course. Adaptations to activities and drills (including the use of
specialist equipment) should be used to support learners with SEND in
reaching their full potential and gaining maximum marks in this aspect of

the course.

Teachers should also be aware of the specialist individual and team
activities that learners can use for their practical assessment and be
confident in teaching the skills and drills in these sports, e.g., goal ball,

boccia and wheelchair rugby.

Learners at St Martins School, Derby designed their own inclusive sports event,
the SHOUTaboutSEND 5K, in which everybody competed as equals.
They have provided training for sports clubs and coaches across the city
to help them be more inclusive.

6Sport has the power -Nelsondandetag

It is our hope that through high-quality, inclusive and accessible
physical education, that all learners regardless of their needs
are able to lead active, healthy lifestyles and fully embrace the
power of sport and exercise.

Sharing stories of inspiring role models such as Ella Beaumont
(GB wheelchair basketball player and personal trainer) can help
raise aspirations in PE and sport for learners with SEND.
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