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PREFACE





My dad always strongly believed in the inclusion of disabled people. I remember, as a child, sitting at the back of a training session in which he talked about the local public bus service being better than the Leonard Cheshire minibus. Not in terms of comfort or cost, but in terms of inclusion. Disabled people shouldn’t need to get on the Leonard Cheshire minibus, he said, ‘their needs should be met, without question, in an inclusive society’. He said this in spite of managing a Leonard Cheshire home at the time.


This was my childhood, witnessing my dad as a strong advocate for removing barriers to inclusion. Be it attending Arsenal games, a night at the theatre, sitting in a pub or even going to see the school play I had a minor part in, my dad wasn’t happy unless that opportunity was open to disabled people. I experienced this on a personal level when my Mum became disabled herself. She benefitted from the support and reasonable adjustments that meant she could continue working for a time, then maintain her independence at home and in her community after she stopped working.


My work with children with SEND has this in mind. Inclusive education should provide opportunities for all students to access. Barriers to learning are no longer barriers if educators understand the children they are working with – if they have the resource, professional support and correct mindset to do their job well by all students. They do this with the support of the SENDCO, who is the physical embodiment of inclusion within a school setting. The aim of this book is to support SENDCOs, who work tirelessly to make inclusion meaningful and successful in their school.





Issues within the SENDCO role



It can be really hard for SENDCOs to get the informed professional support they need. When a French teacher in a secondary school has a problem, they ask their line manager – most likely the head of languages, who knows about teaching French. When a SENDCO needs to know how to develop their work with parents, how to support autistic children to self-regulate or how to raise whole-school awareness of adaptive teaching, who can they ask?


I have had the pleasure of working with dozens of SENDCOs across a range of settings. Brand new SENDCOs, no matter how strong their understanding of SEND or how good their teaching, need someone to ask when they don’t know which EHCNA form to use or how to deploy their TAs. Experienced SENDCOs, no matter how long they have been in the role, still need support in considering the next steps, such as how their role links to developments in cognitive science or how to recruit an educational psychologist.


The SENDCO role needs to be as people-facing as possible, where it can so often become about living behind a desk, filling in paperwork. The aim of this book is to provide SENDCOs with the answers they need, quickly. Some of the answers in this book are from my own practice as SENDCO and MAT SEND lead. Some answers come from the excellent SENDCOs I have worked with, while others are taken from research. I hope the shortcuts in this book allow SENDCOs to spend less time behind the desk, looking for answers that are out of reach, and more time focusing on things that will have an impact; more time working with the children and young people that form the reason why we go to school each day.







HOW TO USE THIS BOOK


I would love to hear of people reading this book from cover to cover. However, I suspect SENDCOs will focus on particular sections, chapters or questions as and when needed. A brand new/aspiring SENDCO might start with the question ‘what does the SEND Code of Practice say about identification or assessment?’ or ‘what is an EHCP?’, while a more experienced SENDCO might head straight for the section ‘The role of the SENDCO’. I hope this book will become well-thumbed for SENDCOs at all levels, be it the section on ‘working with pupils’, the chapter on ‘using technology’ or individual questions such as ‘how can I make sure transition from one school to the next goes well?’, ‘are you more likely to be on a SEND register if you’re summer born?’ or ‘is SEN prevalence increasing or decreasing nationally?’


The bias of these questions reflects my own experience, working within mainstream primary and secondary schools in England. However, I hope colleagues outside these settings will find much that is useful also. For questions on cognitive science, parental partnership or identification and assessment, answers should be useful whether or not someone is in a different nation of the UK, in further education or working within alternative provision. Likewise, though not aimed at colleagues in special schools specifically, I hope there is much that is relevant to colleagues working in the specialist sector.


Not all of the questions in this book can be answered in the few hundred words I’ve dedicated to each of them. I’ve written the book so that someone might start here and, by reading this book, know where to look next – a government document to browse, a charity’s website to visit or a resource to purchase.




A note on the terms used within this book


I have attempted to use the terms recommended by NHS England in the ‘Making information and the words we use accessible’ document published on their website. This includes using identity-first language where it is specifically recommended to (e.g., ‘autistic child’, ‘disabled student’). In cases where it is not specifically recommended, I have used person-first language (‘student with SEMH needs’, ‘children with SEND’, ‘pupils with an EHCP’). I acknowledge that there is not a universal agreement on these terms, that language use is contested within SEND and that preferred terms evolve over time.


Where the term ‘parents’ is used in this book, it refers to the child’s parent/legal guardian.


The terms ‘child’, ‘young person’, ‘pupil’, ‘student’ or ‘learner’ are used fairly interchangeably.


This book uses the term ‘pupil profile’ to describe the one-page summary of needs, strategies and targets that a SENDCO would update and share with relevant staff. In some schools, this may be known as a pupil passport, an inclusion plan, a learning plan or an IEP.


Where I have written about parents who are reluctant to engage, headteachers who aren’t listening to their SENDCO or local authorities who don’t communicate, I do so with the knowledge that these are the exception. Most parents do engage, most headteachers care passionately about SEND and most local authorities communicate actively. I also know that they all have tough roles. I am not aiming to cast judgement, just to support SENDCOs to work with what they have.







Acronyms


AAO – Access arrangements online


CLA – Children looked after


EAL – English as an additional language


EEF – Education Endowment Foundation


EHCNA – Education, health and care needs assessment


EHCP – Education, health and care plan


EP – Educational psychologist


IEP – Individual education plan


IHCP – Individual healthcare plan


JCQ – Joint Council for Qualifications


LA – Local authority


MLD – Moderate learning difficulties


NASENCO – National Award for SEN Coordination


OT – Occupational therapist


PECS – Picture Exchange Communication System


SALT – Speech and language therapist


SEND – Special educational needs and disabilities


SENDCO – Special educational needs and disabilities coordinator (known also as a SENCO in the SEN Code of Practice)


SENDIASS – Special Educational Needs and Disabilities Information, Advice and Support Service


SENDIST – Special Educational Needs and Disabilities First-Tier Tribunal


SLT – Senior leadership team


SpLD – Specific learning difficulties


STA – Standards and Testing Agency




























SECTION 1


WORKING WITH PUPILS





This section should help a SENDCO with the tasks that have the most direct impact on pupils. Questions in this section relate to how you manage a SEND register, how you assess students for SEND, how you know what access arrangements a child should have in exams and how you ascertain which interventions can support a child to make progress in school. This section will address how to support pupils who are coming onto your school roll, how to transition those who are leaving your school setting, and how to ensure the voices of pupils with SEND are listened to.


There is also a ‘What shall I do?’ chapter in this section, aiming to support you to take actions that benefit children with SEND if they happen to be struggling in school. This chapter can be used in conjunction with Section 5 of this book: ‘A guide to Special Educational Needs and Disabilities’.




IDENTIFICATION AND ASSESSMENT OF SEND




What does the SEND Code of Practice say about identification of special educational needs?


The SEND Code of Practice (DFE-00205-2013) tells us that identification should be early, should affect provision and should use external professionals where needed:


6.14 All schools should have a clear approach to identifying and responding to SEN. The benefits of early identification are widely recognised – identifying need at the earliest point and then making effective provision improves long-term outcomes for the child or young person.


6.27 The purpose of identification is to work out what action the school needs to take, not to fit a pupil into a category.


6.59 Schools may involve specialists at any point to advise them on early identification of SEN.
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The SEND Code of Practice (DFE-00205-2013)










How does the SEND Code of Practice tell me to assess for need?


The SEND Code of Practice (ibid, 6.45) suggests that assessment should be broad, incorporating the following:




	Teacher(s’) assessment and experience of the pupil



	Previous progress and attainment, in comparison to peers and national data



	Current in-school progress, attainment and behaviour data



	The views of parents and pupils



	External advice, where relevant











SENDCO shortcuts: identification and assessment


Always start in the same two places – seeing the child in class and looking in the child’s file. These will give you an understanding of what is known already and what is going on currently. Speaking directly to the pupil and/or parent will be the obvious next steps. Good practice in terms of noticing and correctly assessing SEND will involve the following:




	Cast the net wide. Have a system in which any member of staff can easily raise a concern/an observation about a child.



	Be aware of changes in the child’s circumstances (a parental separation at home; nervousness about transitioning to secondary school) that may explain short-term underperformance in school but would not usually constitute SEND.



	Ensure you have the ability to assess and identify in all four broad areas of SEND. This may be through a combination of face-to-face and computer-based testing, as well as referrals to specialist services (see page 20-21 for a list of potential screeners and assessments).



	Use data but scrutinise also. Consider the child who was not motivated during their spelling test, who was just ‘having a bad day’ when they did their SDQ or just clicked through when they did their reading test. Data is vital but should be considered alongside the knowledge of adults who have worked with that child.



	Retest after a given time, as part of the assess-plan-do-review process.











As a SENDCO, am I qualified to diagnose SEND?


As a SENDCO, you cannot diagnose someone with a medical condition. You are professionally well-placed to recognise needs, which is important here. With some level of evidence (classwork, speaking to the child, discussion with parents, performance in a test, data) and in agreement with parents, you might add a child to the SEND register for having a specific learning difficulty, for having a specific difficulty, a speech, language and communication need or a social, emotional and/or mental health need. You are able to do this without the child necessarily having a diagnosis in this area, but should be rigorous when taking this step. See deep dive #2 for more information on assessing and identifying SEND as a SENDCO.


You must be clear with parents and with the young person that you are not diagnosing them as dyslexic, you are merely recognising dyslexic tendencies. You are not diagnosing them as depressed, you are merely accepting that they have needs that affect their mental health, which are relevant to their performance in school. There is a balance to the SENDCO role here, in which you should feel empowered to recognise SEND (when the appropriate steps have taken place) but not in a position where colleagues and families believe you are diagnosing.








What can I screen or test for myself, without needing someone external?



Referral to appropriate specialists is an important part of the SENDCO role, but waiting times for assessment can, in some cases, prevent you from understanding the child’s needs and providing early intervention. Therefore, it is helpful to be screening for some types of SEND internally, possibly as a first step before more specialist assessment can take place. The following tools are worth considering. Many are available as either paper-based or electronic tests:




	Assessing reading difficulties. As a SENDCO, you need a tool to measure progress in reading. Popular options include the New Group Reading Test from GL Assessment, the Group Reading Tests from Hodder Education or the New Salford Sentence Reading Test.



	Assessing spelling difficulties. Either give a child a high-frequency words list to spell (available on a Google search) or put them through an online spelling test, such as the New Group Spelling Test from GL Assessment or the Diagnostic Spelling Test from Hodder Education.



	Assessing phonics. Your staff in early years will have mechanisms for testing a child’s secure knowledge of their phonics sounds, which you may be able to access. In secondary schools, where a child still has insecure knowledge of their sounds, the ‘Fresh Start’ intervention from Read Write Inc. comes with a placement test.



	Assessing underlying cognitive ability. Cognitive Ability Tests (CATs) are often completed as whole cohort screenings. Even if your school can’t invest at this level, having a handful of licences is useful for you to understand more about a particular child’s current cognitive ability, before you go looking for more specialist assessment. GL Assessment have a popular test, the CAT4.



	Assessing language needs. Accurate speech and language assessment should be done by a qualified therapist. Where this isn’t possible immediately, or where you need to be more selective about who you put forward for assessment, you might want to use the Progression Tools from The Communication Trust. Alternatively, you might want to ask a child to access the ‘WellComm’ assessment from GL Assessment.



	Assessing social communication needs. No one except a suitably qualified professional should diagnose autism. With lengthy waiting lists in many areas, if a parent asks you about autistic traits or if you would like to be informed before raising the possibility of autism with a parent, try accessing the ‘Social Communication Difficulties Checklist’, available as a free Word document from the SEND page of Plymouth council’s website.



	Assessing handwriting. You may choose to assess handwriting purely by looking at a child’s handwriting. However, if you do want a more formal assessment, the ‘Detailed Assessment of Speed of Handwriting (DASH)’ is easy to administer and gives standardised scores.



	Assessing social, emotional and mental health needs. The same caveats apply around the need for qualified health practitioners to diagnose mental health needs. For initial indicators of need, or to provide pre- and post-test data for a relevant intervention, you might use the Boxall Profile, the Strengths and Difficulties Questionnaire (free to download and score via the QR code below) or the PASS Survey from GL Assessment.
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Strengths and Difficulties Questionnaire










How do I assess for SEND for a child with English as an additional language (EAL)?


The SEND Code of Practice recommends ‘particular care’ (ibid, 6.24) when identifying and assessing SEND in children with EAL. Difficulties with language alone, related to a lack of exposure to English, do not constitute SEND. With EAL, the first thing to appreciate is that learning a language takes a long time. For neurotypical children, research by Collier (1987) suggests that it takes up to two years to achieve ‘basic interpersonal communicative skill’ (i.e., social, conversational and pragmatic English), and five to seven years for ‘cognitive and academic language proficiency’, (i.e., language linked to higher-order thinking and academic success). If you think a learner is struggling and you are looking at whether they might have SEND, you should bear in mind the amount of time they have been living in an English-speaking country and attending an English-medium school.


In terms of assessing for SEND when the child has EAL, you will want to do any or all of the following:




	Glean what you can from parents. What is the child’s proficiency in their home language? What reports exist in their home language that could be insightful for you as SENDCO? What support did the child receive in their previous school?



	Test non-verbal aspects. Use the non-verbal element of the CAT4 assessment or a similar test of non-verbal reasoning. Be aware that there are often language demands needed in tests of non-verbal reasoning. You must ensure the child understands the instructions if you are to get meaningful data from the assessment.



	Carry out appropriate SEND assessments with an interpreter present. How does the child perform when a task on a CELF-5 (speech and language) assessment is translated into their home language, with them responding in their home language? Testing at this level would require a speech and language therapist as well as someone who speaks the home language – a willing colleague, a family friend of the parent, or a local interpreting service.












How should I approach identification of SEND in the early years?



Very similarly to at other key stages, with a focus on using the holistic early learning goals to ascertain how much a child is struggling in a particular area (DFE-00205-2013, 5.28). SENDCOs should be using a wide range of sources of information, which will include parents’ observations, information from external professionals, staff feedback and internal progress data (ibid).







How should I approach identification of SEND in the early years when the child has EAL?


EAL is not a type of SEND. Therefore, assessment of SEND, particularly in the early years, should be holistic (ibid, 5.30). However, it should be acknowledged that this is tricky; as a SENDCO, early identification is helpful, yet with EAL, you may need to wait and carefully observe the child’s language development before jumping to conclusions.


Where you do begin an assessment process, look at areas of development that are less dependent on a mastery of English. Only consider SEND in these cases, rather than where the difficulty might be attributed to language skills. This might mean looking at fine and gross motor skills, social communication needs and sensory issues, rather than trying to diagnose a language need or specific learning difficulty at such a young age, for a child with EAL. As always, parents will be an invaluable part of understanding a child’s needs and strengths.







Should children be on the SEND register because they receive frequent sanctions for their behaviour?


Labelling all children as having SEND when their behaviour challenges school systems is a dangerous approach. However, so is failing to appreciate that behaviour has underlying factors that cause that behaviour, some of which can be a part of a child’s SEND.


The SENDCO should be a part of the conversation where children are receiving frequent sanctions in school. They should contribute to discussions about what appropriate assessment or intervention might look like. However, the SEND Code of Practice is clear that SEND is not necessarily the conclusion that should be made – ‘Persistent disruptive or withdrawn behaviours do not necessarily mean that a child or young person has SEN’ (ibid, 6.21).







How long will I wait if I refer a child for an autism assessment?


In many areas, far too long for it to be a service that is fit-for-purpose. Those who can afford it – up to £2000 in some cases – might go private. Those who can’t, can wait for years. A study by the British Medical Association (2019) talked of waiting times of 16 weeks in England. However, a survey by the Autistic Girls Network (2020) had 24% of respondents waiting more than three years for a diagnosis. My own experience is that children can spend up to four years on a waiting list, however, there is a great deal of regional variation here. As a SENDCO, it is certainly worth finding out what waiting times look like in your area, rather than assuming there is a lengthy wait when there may not be.
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Graphic taken from Autistic Girls Network (2020)














SUPPORTING TRANSITION FOR PUPILS




Should I be concerned about transition points?


Many children, with or without SEND, will thrive on the excitement of a new school setting. However, fixed period and permanent exclusions increase almost five-fold nationally in children from the age of 10 to the age of 12 (Department for Education, 2021c), coinciding with the transition from primary to secondary in most settings. This is indicative of the difficulties faced by many children in going from Year 6 to Year 7.


When you also take into account the increased chances of getting excluded when a student is on a SEND register (see page 232), getting this transition right is the responsibility of both primary and secondary SENDCOs. Other transitions will be vital, of course. Good transition processes will also need to be followed when a child leaves mid-key stage, i.e., to move into a specialist setting or between other key stages.







How can I make sure transition from one school to the next goes well for a pupil?


Before a child joins your school, you will want to know as much as you can about them. Before September, this might mean:




	Attending an annual review and/or meeting with the relevant staff from the previous setting.



	Ensuring you get access to relevant documents (diagnostic reports, annual reviews, progress updates, etc.), as long as parents have agreed to this.



	Setting up a meeting with the child’s parents.



	Providing additional opportunities for the child to visit your school.



	Running a transition programme, perhaps using the Going Places Transition Scheme to support primary to secondary transition. If there is a summer school or taster day, consider whether the needs of students with SEND have been factored in. Is there any information you need to share in advance or any additional staffing requirement in order to make this a success?



	Providing the previous setting with a social story about life in your school, for them to read with the child.



	Completing a home visit, especially where children are starting in early years settings or changing primary schools.






When a young person leaves you, it is in your interest to make sure the next setting takes many of the actions listed, and give them a nudge if not. When a young person leaves a secondary setting, you may need to support them, as they prepare for adulthood, with applications to college, attending open days with them or ensuring that they can access a careers service.


Additional reading: Going Places Transition Scheme: Supporting Children with Additional Needs into Secondary School by Carolyn Gelenter and Nadine Prescott.







What information should I be sending when a child is moving to another setting?


The SEND Code of Practice advises settings to ‘share information with the school, college or other setting the child or young person is moving to’ (DFE-00205-2013, 6.57). It does not specify what the information should be – it will be dependent on the child and their needs of course – but schools ‘should agree with parents and pupils the information to be shared as part of this planning process’ (ibid).







What is ‘Preparing for Adulthood’?


From Year 9 onwards, a young person’s outcomes on their EHCP must also support them in their preparation for adulthood. Specifically, outcomes need to support them to:




	prepare for higher education and/or employment.



	prepare for independent living.



	maintain good health.



	participate in society.






(ibid, 8.10)


As a SENDCO, this means incorporating ‘preparation for adulthood’ frequently when a child is in Year 9 or above. This will happen through annual review meetings, in the information you provide to adults in school, and in terms of the provision you put in place for a child.







Where can I get support to help young people with SEND consider transitioning to employment or training?


The Gatsby Benchmarks give guidance for the best careers provision in secondary schools. The Careers & Enterprise Company (2018) published the SEND Gatsby Benchmark toolkit, offering guidance for practitioners working within SEND. This guide provides ideas and advice for schools to ensure their careers offer works for students with SEND.
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Gatsby Benchmark toolkit










How should I be working with our school’s careers officer?


Secondary schools are mandated to provide careers guidance (DFE-00205-2013, 8.27); it is your role as SENDCO to ensure there is something relevant and accessible for students with SEND. This would typically involve working with the staff member responsible for careers to ensure:




	Careers events cover a wide range of career options, suitable for all needs.



	Contact with further and higher education institutions exposes young people to a broad range of providers, suitable for all needs.



	Supported work experience placements take place, where appropriate.



	There is involvement from your careers officer in annual reviews, especially at transition points and especially from Year 9 onwards.



	There is involvement from you or your team when students have their one-on-one careers meetings, where appropriate.












What are employment statistics like for adults with SEND?



The Office for National Statistics (2020) estimates that 52% of disabled adults are in employment, compared to 81% of adults who are not disabled. For autistic adults, 22% are in employment, with only 16% in full-time paid employment (ibid). The same statistics also show that the desire for employment is high among disabled adults; many disabled people want work but are not given opportunities to find work.


Though employers have a legal duty to be inclusive and non-discriminatory in their practice, SENDCOs should also approach ‘preparation for adulthood’ with these statistics in mind, ensuring that young people with SEND leave school with the skills to succeed in the workplace and the ability to advocate for themselves and their legal rights.










SUPPORTING PUPILS




How can I increase pupil voice?


Holding frequent student voice activities will make sure you are aware of what’s working well, which classrooms to visit, which teachers to praise and which extra-curricular clubs to increase access to. It will make your pupil profiles accurate and make you statutorily compliant in terms of the views of the child.


When running a formal pupil voice session of some kind, you will want to strike a balance between asking questions that give you the specific information you are looking for (Have Year 11s applied for a college? Do Year 7s feel happily settled in? Are Year 5s enjoying the clubs they go to?) and asking broader, open questions that encourage all feedback. These pupil voice activities might include:




	Involving students with SEND when you meet with parents three times per year.



	Meeting with a group of students with SEND, as a cohort, each term.



	Asking some students with SEND to complete a student survey.



	Taking an informal approach. Asking students with SEND to tell you the answers to key questions, during corridor/lunch hall conversations.



	Making sure that students with SEND are included in wider student voice activities.






How you question students will depend on students’ abilities and preferred methods of communication. It may mean using rating scales, closed questions, Talking Mats or PECS (see page 97 on how to increase pupil voice for pre-verbal pupils).







How can I involve students with SEND in all aspects of school life?


You want to get to the stage where all students can self-advocate. However, where this is hard for students with SEND, you may need to advocate for them (or at least, with them), if they are to be fully involved in school life. The first step might be in finding out whether students with SEND are, for example:




	Represented on the school council



	Part of whole-school student voice activities



	Holding positions of responsibility, such as being a prefect team or class representatives



	Attending trips and whole-school events



	Auditioning for (and being cast in) school plays



	Representing the school in sports (and/or having opportunities to play sport socially in school)



	Attending clubs and/or having the support they need to participate meaningfully once they get there



	Invited to attend interventions



	Accessing careers events in a meaningful way



	Showing visitors round at an open evening






There is a significant job to find this information out, let alone to do something about it. The key as a SENDCO is to make inclusion a key responsibility of the people in charge of each of these aspects. In a small primary school, where teachers take responsibility for much of this for the pupils in their class, your role as SENDCO is to be asking constantly, in meetings and around school, whether students with SEND are accessing some of the opportunities listed on the previous page.


In a larger school, different staff may have a designated responsibility to run the school council, to oversee extra-curricular clubs or to direct the school play. Through some ‘hearts and minds’ work, you need to get these people caring about inclusion. It will help if your headteacher is on side, so that this can become a whole-school focus rather than something only the SENDCO shouts about. In terms of increasing the involvement of pupils in school life, another approach is to give each of your TAs responsibility for looking at the participation of ten students on the SEND register. They would then work with each child to support them to sign up for a school trip, to audition for the school play or to volunteer to show parents round at an open evening, as they prefer. Needless to say, this needs to be done with support and encouragement but only within the boundaries of what the child is comfortable doing.







How should I praise students?


As SENDCOs, we want students to have a strong sense of self-belief, in spite of learning sometimes being a significant challenge. We can find ourselves using ‘comfort-focused’ feedback – ‘not everyone can be good at maths’, ‘it’s okay’, and so on. Research conducted by Rattan et al (2012) found this to be disheartening and demotivating for students. When we say ‘not everyone can be good at maths’, we are implicitly saying that the child will not get better at maths, so why should they try? These researchers found that students perform better and are more motivated about learning if they receive ‘strategy-focused’ feedback, such as ‘you can do better next time if you…’, ‘you only got this one wrong because you…’, and so on.


This is absolutely key to the role of the SENDCO. Though ‘comfort-focused’ feedback feels like the kindest thing, it reinforces low expectations. It fuels a culture in which students cannot succeed, irrespective of what the teacher does or how hard the student tries. By promoting ‘strategy-focused’ feedback, you are raising expectations of students with SEND (Gunderson et al, 2013), in the minds of the students and in the minds of the colleagues educating them.


Similarly, when students do succeed, we should avoid the temptation to praise students’ fixed positive qualities (‘you’re a natural artist’, ‘you’ve always found maths easy’). Instead, Gunderson et al found that growth mindsets are fostered through praising the processes involved in students’ successes (‘you did well on this because you…’).







How can I make students more resilient?


Holdsworth et al (2017) found that resilient children and young people tend to:




	Be reflective and to keep a sense of perspective



	Stay healthy and celebrate successes



	Be sociable






They added that schools can foster resilience by promoting these qualities, while also:




	Showing that the classroom is a safe place to experience failure



	Showing that failure is a part of learning



	Giving feedback that focuses on strategies for succeeding next time






It is not about keeping students away from failure. Students with SEND, as all students, need to experience the right balance of challenge and support in order to build their resilience. For teachers, this means finding a balance in which students with SEND are supported with their learning but never feel that the challenge has been removed for them.


A similar study in 2016 (Fletcher and Sarkar) found that resilience is built through creating a ‘challenge mindset’. As SENDCOs, we want to build a sense in learners that difficult work is not a threat, but is a challenge, and that it is through challenge that we grow and learn.


It should be noted that, for children with SEND, resilience can be problematic. Some students will find it much harder to get to a stage where resilience is possible consistently. Where school is a challenging environment for a child, resilience must be seen as something that, for some children, will always be a process that requires support.








How do I motivate disengaged learners?



There may be wider school factors to consider here. Does the school value all students? Do teachers embrace neurodiversity? However, for this question, I would like to consider how individual students might be supported (rather than focusing on institutional-level changes).


Boosting students’ motivation for learning, irrespective of SEND status, can be a significant challenge, which may well involve you needing to understand the root cause of their lack of motivation. However, research conducted by Jang in 2008 found that student motivation for a task can be enhanced through:




	telling students why a task will help them.



	acknowledging students’ autonomy in the level of effort they put in. It does need students to opt-in if they are to achieve their best.



	showing students that success is possible for them (e.g., through worked examples, through prompting students to the learned content that will help them with this task, through reminding students of the personal qualities they have that will support them in this task).



	acknowledging that the task will be challenging; the struggle is an essential part of the process of learning, not a sign of weakness.






This built on a previous study in 2004 (Reeve et al), which similarly showed that motivation can be increased by:




	linking current learning to the young person’s future.



	providing an aspect of choice within a task.



	telling students why they are doing a task.



	giving good, strategy-focused and process-based feedback after the task.



	making it clear the progress that students are making.



	setting tasks with the right level of challenge.











How can I celebrate student success?


Students with SEND may (but may not) experience failure in school more often than most. You have a responsibility as SENDCO to be the positive, patient advocate for the children others might be doubting or losing patience with. Where others are not seeing small steps of success, are not understanding behaviour as communication, or are not giving students enough time to grasp the learning materials, your job is to remind staff that all students can succeed with the right support and when measured against an appropriate benchmark.


Appropriate reminders, both of current successes and of the potential to be successful, are vital for countering any narrative that certain students cannot make progress, should such a narrative exist in your school. To celebrate student successes, as a SENDCO you might:




	Send home a star of the week certificate for someone on the SEND register.



	Monitor whole-school awards to ensure students with SEND are represented, e.g., in the termly newsletter, the weekly assembly or the annual awards evening.



	Recognise progress in any form, including towards SEND support targets or EHCP outcomes. Share these successes widely, perhaps by routinely telling the form tutor whenever you issue a certificate or make a positive phone call home.



	Keep the narrative positive in whole-school staff messages.






Most important to your role as SENDCO is keeping the whole-school narrative positive around SEND. Don’t get dragged into conversations about a child who ‘is lazy’ or ‘doesn’t care’. Don’t walk past comments like ‘this child can’t learn’ or ‘this student knows nothing’. The comment you walk past is the comment you accept. You can reframe a negative conversation about a child by asking a colleague:




	Which step has the child not yet mastered?



	What kind of support would help them, if we could provide it?



	Have you looked at their pupil profile? Which strategies can I support you with?



	Can I come and see them in your lesson?



	Would you like to come and see them in my lesson (or in another lesson where you know the child is experiencing success)?












How can I get students in exam years in better study habits?



Many students with SEND in Year 11 will be motivated, organised and conscientious about preparing for exams. Where some are not, there will be a wide range of reasons why this may be the case. The same can be said, to a greater or lesser extent, of students in Year 6 and Year 13. Whatever we think about national testing, part of the SENDCO role is to help every child with SEND to perform as well as they can academically, and this includes testing. Therefore, as a SENDCO, you might consider doing some of the following to get students in better study habits as part of their exam preparation. The actions you choose to take will, of course, be dependent on the child’s age, ability and the cause of their difficulties:




	Take steps to increase motivation.



	Print a revision timetable, completing it with the child or sending it home to be completed.



	Use some of your SEND budget (or ask heads of department nicely!) to send home revision packs.



	Invite parents in to discuss what can be done at home to support.



	Timetable appropriate intervention for the child.



	Meet the relevant teachers to learn about where the gaps are in the child’s learning.



	Set up some careers advice for the child, to help them to see how present efforts will link to future success.



	Provide study skills interventions so that students are better equipped to understand how to revise, how to retain information, how to pace themselves in an exam, and so on.











How should I be involving a child in processes around their SEND?


A few quotes from the SEND Code of Practice (DFE-00205-2013) to start here.


On gathering information about a child’s needs:


6.39 This information gathering should include an early discussion with the pupil.


On reviewing a child’s progress:


6.70 The views of the pupil should be included in these discussions. This could be through involving the pupil in all or part of the discussion itself, or gathering their views as part of the preparation.


On preparing for adulthood:


8.13 As young people develop, and increasingly form their own views, they should be involved more and more closely in decisions about their own future.


On decisions about an EHCP as young people get older:


8.15 A decision by a young person in respect of an EHC plan will typically involve discussion with their family and others, but the final decision rests with the young person.


Pupils’ own views should be at the heart of provision. They should therefore be involved in the decisions that affect them. In order to achieve this, Natalie Packer and Jackie Beere’s The Perfect SENCO lists, among other points:




	Encouraging pupils to talk about their strengths, needs and ambitions.



	Asking pupils about what they feel the need to learn and the type of help they find useful.



	Developing target-setting processes that pupils can take ownership of and be responsible for working towards.






In summary, involve the child or young person as much as is appropriate for their age, ability and need. As they get older, their voice becomes more central and the young person certainly needs to be talked with rather than talked about.













DEEP DIVE #1 IF A CHILD HAS A LABEL, SHALL I TELL THEM? SHALL I TELL STAFF WHO WORK WITH THEM?


I have argued passionately for total transparency about a SEND register. Ensure the child, family and staff all know about a child being on a SEND register and why. That way shame and stigma are removed and everybody advocates for the child, with a full understanding of the child’s needs, so they can reach their full potential.




Seeing only a label


What, though, of the argument that all this does is reduce the child to a category? ‘He’s SEMH, she’s SLCN, they’re GDD.’ What of the need to understand the individual? What of the stigma attached to being on a SEND register? What also of studies that show that children make more or less progress based on whether we label them as low or high ability? A 1966 study (Rosenthal and Jacobson) argued that there is a self-fulfilling prophecy happening within education. They chose children from across the attainment range within a school and gave these children a fake label: ‘bloomers’. Teachers were told that these bloomers had potential for excellent academic achievement. When IQ tests were re-administered months later, the bloomers had made significantly higher IQ gains than children who had not been singled out as bloomers.


The researchers concluded that if you tell a teacher that a child is able, they will teach them as if they are able and the child will make faster progress. Applied to SEND, what of the argument that a label places limits on our expectations, places a cap on what is possible socially or academically and ultimately lowers outcomes for those children?


‘The diagnosis itself does not change what the child needs.’


‘The diagnosis is seen as a magic answer, but in reality, it never is. At best, it is a confirmation of what we already suspected.’ – The Inclusive Classroom (Alston and Sobel, 2021)








The problem with transparency



In keeping with the SEND Code of Practice, I have tried to put children and parent voice at the centre of provision in school – through having meetings three times per year, through keeping dialogue open about interventions, and so on. As part of this duty, I have phoned many parents to share that we believe their child should be on the SEND register. I have heard the sadness in their voices and seen the resulting defensiveness in conversations about academic progress, completion of homework or behaviour in class.


As part of this duty, I have set up many meetings with young people, ensuring their voices are at the heart of what we are doing. For a child with MLD, I have seen their shoulders drop as they hear you talk about why the meeting is taking place (e.g., that it is linked to them being on the SEND register). Even with my most rehearsed speech about what that means (‘you can achieve your full potential, you may just need some types of support to achieve it, and it is our job to give you the support to help you to get there’), I can’t help but think the child leaves that meeting with a lowered expectation of themselves and what is possible for them.


As part of this duty, I’ve discussed progress with teaching colleagues, where they’ve gone through their class list and talked about a lack of progress for children with SEND. Any instances of low progress have come across as inevitable: ‘they have SEND, so they will not make progress’. I can’t help but think that placement on a SEND register, for the wrong teacher, becomes an acceptable reason for that child not to make progress.







The SEND Code of Practice


Perhaps this debate is in part redundant. To refer again to the SEND Code of Practice, SENDCOs need to make sure that ‘parents and young people are involved in discussions and decisions’ (DFE-00205-2013, 1.3). It encourages ‘a positive dialogue between parents, teachers and others’ (ibid, 1.7) and promotes total transparency about a child’s SEND:


‘All teachers and support staff who work with the pupil should be made aware of their needs, the outcomes sought, the support provided and any teaching strategies or approaches that are required’ (ibid, 6.49).


As SENDCOs, the question around transparency is answered for us by the SEND Code of Practice. We should ensure total transparency about placement on a SEND register; transparency with the child themselves where appropriate and with families and school staff in all cases. This assumes though that all stakeholders are able to take this information – about placement on a SEND register and/or about a diagnosis received – and allow it to support a positive change for them in school.







Self-advocacy as the key to success


I’ve been delighted when overhearing a child with SEND advocate for themselves. For a child with a visual impairment to politely demand that the handout is in a bigger font; for the dyslexic child to politely demand their extra time in an assessment; for a child with Oppositional Defiant Disorder (also known as ODD) to explain that they find it harder to control an impulse and to follow teacher instruction. None of this is straightforward. It’s asking a lot of a child to advocate in the right way from a young age, to know the weight to give their label. It’s asking a lot of a parent or carer to know how to advocate for their child in a way that keeps aiming high but doesn’t become about excusing ‘failure’. It’s our job as educators – SENDCOs, teaching assistants, teachers or school leaders – to ensure we see the child first, irrespective of a label. It’s our job to support that child to believe in their own ability to succeed, in spite of – and in many cases because of – their label.













EXAM ACCESS ARRANGEMENTS




What arrangements are available for children?


There is no exhaustive list of arrangements. The main types of arrangement are listed on page 42-43 and in the JCQ regulations booklet ‘Access arrangements, reasonable adjustments and special consideration’. There are also plenty of less common arrangements (papers in braille, practical assistants, etc.) which can be learned about in the JCQ booklet. It is important to remember that this document gets updated annually.







Can I assess for exam access arrangements in a primary school?


In primary schools, no specialist assessor is required. As long as you have evidence to show that an arrangement is ‘normal classroom practice’ and is reflective of a genuine need, you can implement an arrangement in SATs exams without needing to hold a particular qualification (Standards and Testing Agency, 2021).







Can I assess for exam access arrangements in a secondary school?


In secondary schools, only professionals with one of three types of qualification can sign off a child as being eligible for many types of access arrangement, including extra time:




	An appropriate postgraduate qualification (generally a postgraduate certificate) relating to individual specialist assessment



	An SpLD Assessment Practising Certificate



	An appropriately qualified psychologist registered with the HCPC






If you are keen to become a specialist assessor, try looking at the PAPAA course from Communicate-ed.








What is a primary SENDCO’s role with regards to exam access arrangements?



As a primary SENDCO, you will most likely take a lead on any Year 6 access arrangements. Specialist assessors are not required. You will work with colleagues to ensure appropriate evidence collection but it will be up to you to ensure that:




	any deadlines are met in respect to making applications, where required.



	any required evidence is collected appropriately.



	those administering the access arrangements are aware of what they are allowed to do.



	access arrangements are administered fairly, with paperwork completed appropriately.











What is a secondary SENDCO’s role with regards to exam access arrangements?


As a secondary SENDCO, you would only conduct assessments if you hold the appropriate qualification in order to do so. However, as a SENDCO, you would normally be expected to:




	Keep abreast of changes to the JCQ’s ‘Access arrangements, reasonable adjustments and special consideration’ booklet.



	Collect feedback on which students have access arrangements as their normal way of working in the classroom, including in test situations.



	Identify students who qualify for access arrangements. This would, in some cases, involve testing from a specialist assessor.



	Complete paperwork as appropriate, including Form 8s and concise file notes.



	Organise the visit of a specialist assessor.



	Make applications to ‘access arrangements online’, where needed.



	Work with the exams officer to ensure that paperwork is filed accordingly, to share with a visiting inspector if required.



	Ensure that staff administering access arrangements have received appropriate training in order to do so.



	Oversee the delivery of access arrangements, to make sure that they are implemented as intended and in line with the students’ entitlements.











How do I evidence exam access arrangements at primary?


You will need to prepare a folder, which will be looked at in the event of a monitoring visit. Particularly, the inspector will want to see:




	That the arrangements being provided in SATs exams are part of normal classroom practice.



	That the pupil has a learning need that makes them eligible for access arrangements.






Some access arrangements require you to make an application to the Standards and Testing Agency (STA). Other arrangements require you merely to inform the STA that you will be implementing them for specific children.
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Key Stage 2 access arrangements










How do I evidence exam access arrangements at secondary?


The JCQ (2021) guidance for secondary schools tells us that: ‘The purpose of an access arrangement/reasonable adjustment is to ensure, where possible, that barriers to assessment are removed for a disabled candidate preventing him/her from being placed at a substantial disadvantage due to persistent and significant difficulties. The integrity of the assessment is maintained, while at the same time providing access to assessments for a disabled candidate.’


The exact criteria are in some cases mathematically fixed (e.g., a standardised score of 84 or below in two or more valid tests, as administered by a specialist assessor). In others, it is about building a picture.


In any case, it should be clear that:




	There is a history of need



	There are current difficulties in the classroom



	The adjustments being requested are a part of the candidate’s normal way of working






The amount of evidence required by JCQ varies according to the arrangement, with the demands for evidence collection varying slightly each year. SENDCOs should either attend training or review the ‘Access Arrangements and Reasonable Adjustments’ booklet released each year. As of 2021/22, the following is true (ibid):
















	Arrangement


	Requirement









	Extra time


	
Formal testing by a specialist assessor.


Form 8.


Access arrangements online application.


Evidence (teacher feedback confirming current difficulties and normal way of working; helpful to have at least one piece of work showing what a child wrote when using extra time in a classroom task or assessment).








	Scribe


	
Formal testing by a specialist assessor (unless the candidate has ‘complex’ needs).


Form 8 (unless the candidate has ‘complex’ needs).


Access arrangements online application.


Evidence (teacher feedback confirming current difficulties and normal way of working; helpful to have at least one piece of work showing what a child wrote when dictating to a scribe in a classroom task or assessment).


Note: if the child has ‘complex’ needs and as such does not require formal assessment, additional evidence is necessary. See page 52 of the 2021/22 guidance for more information on what is needed.








	Reader/computer reader


	
Access arrangements online application.


Short concise file note on headed paper, confirming the nature of the candidate’s impairment and confirming that this arrangement is the normal and current way of working.


You do not need to collect evidence, you do not need a Form 8.








	Reading pen permissible for examinations


	No paperwork needed. This must reflect normal way of working and there must be a need for this arrangement, but you do not need to collect evidence; you do not need a Form 8 or AAO receipt.







	Laptop


	No paperwork needed. This must reflect normal way of working and there must be a need for this arrangement (related to poor handwriting, to writing speed, etc.), but you do not need to collect evidence; you do not need a Form 8 or AAO receipt. You do need a Word processor policy as a centre.







	Prompter


	No paperwork needed. This must reflect normal way of working and there must be a need for this arrangement, but you do not need to collect evidence; you do not need a Form 8 or AAO receipt.







	Supervised rest breaks


	Short and concise file note on headed paper, confirming the nature of the candidate’s impairment and confirming that this is the candidate’s normal way of working. There must be a genuine need and it must be normal way of working, but you do not need to collect evidence; you do not need a Form 8 or AAO receipt.
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Access Arrangements, Reasonable Adjustments and Special Consideration booklet










Which standardised tests should I use?


In primary schools, performance in a standardised test is not needed to provide arrangements.


In secondary schools, the choice of standardised test is not particularly for you to be concerned with as a SENDCO. If you are the specialist assessor, your course will have introduced you to a range of appropriate tests. If you are buying in a specialist assessor, you can rely on them to know which tests are permissible for this purpose. 







What does it mean by ‘normal classroom practice’ (primary)?


You need to be confident – and in some cases, to provide evidence – that the arrangements you want to put in place are part of the candidate’s ‘normal classroom practice’. For primary schools, ‘normal classroom practice’ is not defined in the STA guidance but it does say that it must be support that is ‘routinely receive(d)’ or ‘regularly provided’. It would be expected that such arrangements are not only in place for formal mock testing.


What does it mean by ‘normal way of working’ (secondary)?


The current JCQ guidance for secondary schools uses this phrase 64 times. No explicit definition exists for ‘normal way of working’, but the guidance gives examples. It suggests that the access arrangement might be one that is implemented during the following (ibid):




	in the classroom (where appropriate);



	working in small groups for reading and/or writing;



	literacy support lessons;



	literacy intervention strategies;



	in internal school tests/examinations;



	mock examinations.






The suggestion is that, to be a normal way of working, it doesn’t need to be implemented in all situations but it should be implemented beyond just formal test situations. In a classroom, you should be asking teachers/TAs to look out for students who:




	frequently run out of time to complete tasks.



	aren’t able to keep up with the pace of classroom learning.



	need frequent reminders to focus.



	read without fluency or understanding.



	have a writing speed that affects their ability to keep up with their peers.






If these or other blocks to learning prevent a child from making progress, adults working with the child should be implementing access arrangements in class, so that these things become ‘normal way of working’.










MANAGING A SEND REGISTER




Do I have to keep a SEND register?


Not once in the SEND Code of Practice does it talk of a SEND register. However, there are clear reasons to keep one:




	You need to report in the school census who has SEND.



	You need to co-ordinate provision for children with SEND.



	You need to ensure that the school keeps the records of children with SEND up to date (DFE-00205-2013, 6.43).






Where and how you keep it is up to you, but you need to keep a record of who in your school is considered to have SEND. This would typically be through keeping a SEND register.








What does ‘K’ mean?



A code of ‘K’ means that a child receives SEND support in school. Nationally, this applies to 12.2% of pupils (National Statistics, 2021).







What does ‘E’ mean?


A code of ‘E’ means that a child has an education, health and care plan (EHCP). 3.7% of pupils nationally have an EHCP, making them entitled to certain types of provision to meet agreed outcomes, in line with their identified needs.







What does ‘N’ mean?


A code of ‘N’ means the child has ‘No SEN’. It is used by some schools to indicate that a child formerly received SEND support but no longer requires it. There is no difference between recording ‘N’ and leaving the code blank.







How do I put a child on a SEND register?


It is the SENDCO’s responsibility to maintain accurate records. That means keeping your own records of who has SEND, ensuring your management information system (MIS) records this and that your school’s census return reflects this. In terms of process, good practice will involve:




	Involving the parent and young person, as well as a range of sources of information, in the process of placing the child on the SEND register.



	Identifying the child’s needs, strategies/support that work for them and outcomes being sought for them.



	Communicating this information with all relevant colleagues.



	Adding this information to your school’s management information system and to your own SEND register.











What columns should I have on my SEND register?


Consider what information it will be useful to have all in one place. This will depend on the size of your school and nature of your provision, but the following is a good start:




















	Name


	Year group


	Key adult(s)


	SEN status (E/K)


	Primary need (secondary need)







	 


	 


	 


	 


	 








For students with an EHCP, it may well be helpful to have the following additional columns:




















	Local authority of residence


	Date of last annual review


	Date of next annual review


	Statutory TA support hours (number, if stated on the EHCP)


	Funding received to meet the child’s needs







	 


	 


	 


	 


	 








Finally, your SEND register can be a good place to keep track of what provision you are providing/are required to provide. Using Section F of your EHCPs, as well as your current provision, you would add columns resembling the following:
























	Literacy


	Numeracy


	Handwriting


	Speech and language group


	Fine motor skills


	Social skills


	Counselling







	 


	 


	 


	 


	 


	 


	 







	 


	 


	 


	 


	 


	 


	 








This system has the box in light grey if something should (or must) be provided but is not yet in place, and dark grey if something should (or must) be provided and is already in place. A box with no shading means the provision is not needed for that child. Although it oversimplifies your provision – you still need to go back to your EHCPs/pupil profiles to check specifics – it helps a SENDCO to keep an overview of statutory duties and desirable provision.


Though this system is a useful way of keeping track of interventions, it doesn’t track whether the child is receiving quality first teaching. No spreadsheet can beat visiting a classroom to ensure that a child’s needs are truly being met.








I’ve got a bigger SEND register than I could ever manage. What can I delegate?



The duties on a SENDCO are substantial: communicating with parents; liaising with colleagues; overseeing interventions and advocating with SLT to name a few. In a small school, though there is a lot to implement, you can be expected to understand the needs of all children with SEND and deliver on all elements of the SENDCO role, when given the time to do so. With a SEND register of 100+ pupils – easily reached in a large secondary school – you may need to delegate in order to meet your statutory duties and in order to remain strategic. It’s important you try to explore all options for this:




	Could you reduce the in-class support time of a teaching assistant (TA), to allow them time to lead in one area of SEND, under your close direction?



	Could a TLR be agreed with your headteacher so that a teaching colleague could support you?






Once a colleague is identified to share some of the SENDCO role, consider the following:




	Could this person take responsibility for leading on one aspect of the SENDCO role, e.g., interventions, monitoring and supporting teaching and learning or transitioning new students with SEND to the school?



	Could part of the SEND register be given to a colleague? The register could be divided by primary need, so that provision for all students with SpLD is the responsibility of a colleague. Alternatively, it could be divided by year group, so that provision for all Year 7s with SEND is the responsibility of a colleague.






If you do choose either of the options above, you will need to ensure that your colleague has adequate training, support and line management in order to ensure there is no dilution in the quality of support being given.








Should a child with short-term intervention go on my SEND register?



No, difficulties must be ‘long-lasting’ (DFE-00205-2013, 6.22) in order to constitute SEND. All students need some support sometimes, without them needing to go on a register.


SENDCOs should also look to other factors that may mean a child does not have SEND – e.g., whether ‘housing, family or other domestic circumstances’ (ibid, 6.21), ‘bullying or bereavement’ (ibid, 6.22) may be the causal factor to any presenting difficulties in school, rather than SEND.







How often should I review my SEND register?


The truest answer is that it should be constantly under review. That doesn’t mean you take a child off the register as soon as an intervention finishes, but it means you’re in a constant process of assess-plan-do-review. However, in reality, you might do formal reviews three times per year. Make sure these align with key events in your school’s calendar, such as:




	After you have fresh assessment data.



	At the three times per year you schedule in parents’ meetings.



	At a time when your interventions finish, perhaps at the end of each term.
















DEEP DIVE #2 WHAT DOES A REVIEW OF A SEND REGISTER LOOK LIKE?


During a review of your SEND register, you will use a combination of qualitative and quantitative information to look at whether any students on the SEND register should come off and whether any students not on the SEND register might go on, in consultation with parents and, where appropriate, the young person themselves.


At any given review of the register, most of your pupils are likely to remain on. You only need to ask more detailed questions about those where it is not so clear. The first step for a SENDCO is to formulate this shorter list. You might do this in the following ways:




	Look at data. Which pupils on your SEND register have achieved in line with age-related expectations in recent assessments?



	Review interventions. Which pupils have made strong progress towards intervention targets?



	Ask colleagues. Which pupils do colleagues think might not warrant being on a SEND register?



	Consider other factors, e.g., students who are discharged by external services.






This will be your first shorter list of students who need to be more closely reviewed. You can then follow a similar process for students not currently on your SEND register who perhaps should be:




	Look at data. Which pupils not on your SEND register have achieved below/far below age-related expectations? Can this be explained by factors other than SEND?



	Ask colleagues. Which pupils do colleagues think might warrant being on a SEND register?



	Consider other factors, e.g., students who are being seen by external services.






Once you have your lists of who should be closely reviewed (from both processes mentioned), you need to use the SEND Code of Practice to guide you to what constitutes SEND. Using the language of both disability and special educational needs, the following are useful questions for you to be considering when reviewing your SEND register:




Cognition and learning (C&L)







Does the child’s C&L need have a significant effect on their learning?


Perhaps the child needs additional support with literacy in order to access the content; perhaps they require significant additional support in order to retain knowledge and understand concepts.







Does the child’s C&L need have a substantial adverse effect on their ability to carry out normal day-to-day activities?


This may involve the child struggling to be organised, misunderstanding whole-class instructions or not understanding basic expectations of them in school.







Does the child need something additional to or different from other children, even when lessons are appropriately differentiated at the whole-class level?


Consider whether the child needs a type/level of support that goes beyond quality first teaching.
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