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Aims and Purposes of these materials 

 
These materials and resources are designed primarily for trainees in order to support in 
promoting and developing inclusive classroom practice.  They provide a specific focus on 
Behaviour, English as an Additional Language (EAL) and Special Educational Needs and 

Disabilities (SEND).  
At SHU we acknowledge that all trainees will begin the course with varied amounts of 
knowledge and experience of managing behaviour and also in helping to overcome barriers 

to learning for all children, including those who have EAL, or those identified as having SEND. 
These Inclusion materials therefore, are intended to be used as a resource in supporting you 
to develop your professional knowledge and understanding.  Engaging with these materials 

will provide you with additional strategies and approaches to support you during your School 
Based Training and supports you in meet the following Teachers’ Standards (DfE 2011): 

 

Teaching Standard 5. Adapt teaching to respond to the strengths and needs of all pupils 
Teaching Standard 7. Manage behaviour effectively to ensure a good and safe learning 
environment 
 

It is important to acknowledge that all schools have policies in behaviour, EAL and SEND that 
set out their values, beliefs, as well as their expectations and responsibilities. These are 
developed collaboratively with pupils, staff, parents/carers and external support agencies and 

other organisations. During your course at SHU we aim to build your knowledge and 
understanding of the underlying principles that inform the development of these policies, 
along with key teaching strategies, in order that you can build upon this knowledge in each of 

your placement experiences. 

 
With regard to ensuring positive behaviour in the classroom, having high expectations and 

establishing a clear framework with a range of strategies is essential. That would include 
having clear rules and a focus on routines to promote good and courteous behaviour, 
maintain good relationships with pupils and allow us to exercise appropriate authority. It is 

also important in managing classes effectively, that approaches are used which are 
appropriate to pupils’ needs in order to promote equality for all children. 

 
If we are to ensure that we meet all children's needs, we also need a clear understanding of 

the range of barriers to learning that children face and how to overcome these. This would 
include being able to plan for differentiation and use and evaluate appropriate teaching 
strategies and approaches. The need to be able to adapt our teaching to support the 

physical, social and intellectual development of children is crucial in promoting the inclusive 
learning environment. 
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Key Learning Experiences: 
 
As part of your training there are a number of key experiences to support your developing 

confidence and ability to promote inclusion, including managing behaviour and meeting the 
needs of children with EAL and SEND.  Some of these are detailed below. 
 

 
School Based Experiences and Learning 

• Observing teaching in school across Foundation Stage, Year 1 and Year 2 and Key 
Stage 2 

• Visits to other classes and/or other educational establishments undertaken at some 
point over the course of the year to support your teaching with regard to behaviour, 
EAL and SEND. 

• During your school-based training, you will plan for inclusion, including promoting 

positive behaviour in the classroom and overcoming barriers to learning. There will be 
support and feedback from your school based mentor/class teacher. 

• At the end of each school-based block placement, in each stage of your training, 
there will be a review of your progress towards meeting the Teachers’ Standards, 

including TS5 and TS7. 

 
 University Based Experiences and Learning 

• University-based taught sessions on Behaviour, English as an Additional Language 
(EAL) and Special Educational Needs and Disabilities (SEND).  

• The setting of personalised targets (TDS), assignments, directed tasks and reading. 

• Resource areas on Blackboard of wider reading and additional resources to support 
self-study in each of these areas. 

• Engagement with the materials in this Inclusion Resource Booklet as part of 
professional development and in preparation for School Based Training.  

 

Developing an Inclusive Classroom 

 
To be fully inclusive, teaching in the primary and early years classroom needs to be 
approached in a holistic manner. The Teachers’ Standards set out the key elements of the 

role of the teacher and it is important to reflect upon the individual standards to consider 
how best to promote the inclusion of all of the children. “Inclusion in education involves the 
processes of increasing the participation of students, and reducing their exclusion from, the 
cultures, curricula and communities of local schools. It is concerned with the learning 

participation of all students vulnerable to exclusionary pressures, not only those with 
impairments, or categorised as having SEND. Inclusion is concerned with improving schools 
for staff as well as for students." (Booth and Ainscow, 2000). So, our aim should be to 

provide an inclusive curriculum where different groups of pupils are all able to see the 
relevance of all of the curriculum to their own experiences and aspirations and all pupils, 
regardless of ability.  Our aim should be for all children to have sufficient opportunities to 

succeed at the highest standard.   
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Behaviour 
 
What the course provides 

Promoting positive behaviour in the classroom and beyond is a complex and multifaceted 
area of teaching and it is a key focus within our provision and it is also a DfE national 
priority. As with all aspects of training and assessment at Sheffield Hallam University, 

knowledge, skills and understanding are developed through university and school-based 
training. The aim is to develop a sound theoretical knowledge, supported by independent 
study and critical reflection and developed through school-based experiences during the 

course. 
University based training provides all trainees with dedicated lectures and seminars on 
Promoting Positive Behaviour and shows progression throughout the course, building on 
school-based learning experiences, individual and group studies. School based training in 

behaviour management is provided by school-based mentors, class teachers and other expert 
practitioners, focusing on the needs of the individual trainee in relation to the specific context 
of the classroom and school. This helps to prepare trainees for the challenges they may meet 

in managing pupil’s behaviour on placement and help prepare them for their future careers. 
 
Promoting positive behaviour 

It is important to focus on behaviour and the management of behaviour, in its widest sense.  
This includes consideration of the underlying causes of misbehaviour and engagement in 
wider reading and reflection, to complement our existing knowledge skills and 

understanding, and our increasing experience in schools. This might include looking at the 
purposes and 'goals of misbehaviour' (Dreikurs 1968), as well as exploring acknowledged 
causes. These might include the children (and grown-ups?) being tired and hungry, or 

needing help with ‘big’ feelings. Some may have yet to develop their thinking skills, or have 
unmet psychological hungers, including all our need for stimulation, recognition and 
structure. From the adult perspective it may be that the unwanted behaviour might result 
from the child be picking up on our stress and in some cases, if we are honest, we activate 

the wrong part of their brain making a situation worse, rather than better. So, it is really 
important that as teachers we acknowledge how our own behaviour impacts on pupils’ 
behaviour. (Sunderland 2006) Consider this, “I have come to a frightening conclusion. I am 

the decisive element in the classroom. It is my personal approach that creates the climate. It 
is my daily mood that makes the weather. As a teacher I possess tremendous power to make 
a child's life miserable or joyous. I can be a tool of torture or an instrument of inspiration. I 

can humiliate or humour, hurt or heal. In all situations, it is my response that decides 
whether a crisis will be escalated or de-escalated...” (Ginot 1972) 

 

With this in mind, we need to recognise that Social Emotional and Behavioural Skills (SEBS) 
underlie almost every aspect of life and need to be considered. They are categorised as 
being, self-aware, managing feelings, empathy, motivation and social skills (Goleman 1977) 
& are crucial to children and adults being effective and successful learners, making and 

sustaining friendships, dealing with and resolving conflicts and working (and playing) 
cooperatively, managing strong feelings and recovering from setbacks. So, the effective 
teacher is able to organise, support and manage the classroom environment, pupils' learning, 

behaviour, social and emotional development and him/herself… and do this in combination. 
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To be successful with this it would be helpful if we accept a number of assumptions. Crucial is 
to acknowledge that we cannot control pupils, just ourselves! This is why the previously 
discussed skills are so important. We can influence the surroundings, deciding what our 

learning environment looks like, who is where, with whom and when, where resources are 
stored and how each classroom can be prepared to promote a positive ethos. From a 
management point we also need to acknowledge that saying “NO” (and we may have to use it 

for some behaviours) will not change it, however, being positive in a supportive and nurturing 
environment, with sound relationships, will lead to the change we may seek in the children's 
behaviour and in the ethos of the class. 

It is also acknowledged that planning helps maintain calm and having a clear framework 
for the management of the class is of great importance. A helpful framework for 
promoting positive classroom behaviour is known as the 4Rs (DfES 2004). This behaviour 
framework sets clear expectations based on Rules that set out our Responsibilities to 

protect our Rights which are inextricably linked. They refer to both staff and children and 
are the basis on which classroom relationships, and teaching and learning are built. Our 
Rules are the mechanisms by which rights and responsibilities are translated into adult 

and child behaviours. Routines are the structures which underpin the Rules and reinforce 
the smooth running of the classroom. The more habitual the routines become, the more 
likely they are to be used, and should be identified, highlighted, taught and reviewed 

whenever they present challenges. 

 
Having clear rules for the classroom and identified routines helps the children to make 

choices. Children should be encouraged to make choices about their behaviour, thus taking 
responsibility for their own actions. Choice will be guided by their responsibilities and will 
lead to positive or negative consequences according to the nature of the choice. These 

consequences of sensible or inadvisable choices will be known by the children. Responsible 
choices lead to positive consequences, while if children choose to behave inappropriately 
there will be a known negative consequence. 
However, before you begin to explore the framework we need to recognise that there is an 

overarching fifth R, relationships, which is crucial to the successful implementation of any 
activity within the classroom. It is in this context that the 4Rs framework should be used. 
Ensuring that children understand the 4Rs framework and how it is put into practice in the 

classroom helps them to know what to expect, reduces the likelihood of inappropriate 
behaviour, helps teachers to plan for a well-managed classroom and puts the focus on 
learning. 

 
In conclusion, when considering the area of behaviour we need to remember to have high 
expectations of the children. The importance of engaging the children in developing their 

rules and being involved in the structure is crucial if they are to engage with it. Set class 
rules, discuss routines, agree on rewards that are specific and targeted and make clear the 
negative consequences of inappropriate choices. However, don’t forget your developing 
understanding of the underlying causes of misbehaviour, so that you can support those 

children who may find it harder than others to make good choices and therefore be able to 
support them within an inclusive learning environment. 
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English as an Additional Language (EAL) 
 
What is it and what do we need to know and understand? 

The National Association of Language Development in the Curriculum (NALDIC) defines EAL as 
the “term used to describe the learning of English in addition to the learner’s first language. 
The term EAL recognises that, for some learners, English may be their third or fourth 

language”.  EAL is not the same as SEN. Of course, sometimes, learners may have additional 
learning needs related to SEN but this should never be assumed. EAL learners may be gifted in 
any curriculum area – they just cannot yet communicate this in English. EAL is a growing 

priority in schools as we have many children arriving into the UK on a regular basis. Our fastest 
growing group of new arrivals is currently from Eastern Europe, though some schools cater for 
children from a vast array of countries. 
This is quite a challenge when there are many children whose first language is not English. 

Equally, when there are only a few or sometimes only one child in the school for whom 
English is an additional language, teachers still need to make provision for that one child and 
their learning. 

From September 2016, schools are required to report on pupils with EAL in a new way.  Schools 
will be asked to inform the government of each child’s country of birth, nationality and their 
level of proficiency in English if it is not their first language. These 'EAL codes' range from A-E: 

A= New To English 
B= Early acquisition 
C= Developing competence 

D= Competent 
E= Fluent  
Although this reporting was a requirement for schools for a short time (just under 2 years), of 

course teachers have always assessed the needs of children with EAL. All pupils in Primary 
school will need support for their language development. Research shows that academic 
language takes between 5-7 years to develop fully.  
 

General Strategies 
Teaching which specifically plans to support EAL learners will also provide structure and 
support for other members of your class. For example, using a ‘visual timetable’ supports EAL 

learners but will also support pupils who feel more secure from knowing what the structure 
of their day will be. Similarly, banks of vocabulary with accompanying pictures compiled to 
support learning in a Literacy lesson will support all learners. 

Some children will benefit from having parts of each lesson repeated or revisited in order to 
reinforce learning and all EAL children as well as children with SEN will need to be given 
opportunities to talk extensively about new knowledge, vocabulary and understanding. Both 

EAL learners and those with SEN will benefit from a range of visual prompts and support for 
their language needs.  All opportunities to support learners visually should be utilised to the 
full – pictures, vocabulary lists, writing grids, actions, gestures are all part of teaching 
learners with different needs. 

Sometimes there is a need to work on a one-to-one basis with children either in class or 
withdrawn from whole-class teaching for a short time. As one trainee teacher who had just 
completed a block placement in a school which a high proportion of EAL pupils said, “I was 

scared before I went into school but soon realised that it was like any other. I really enjoyed 
getting to know the children.” (Jade, final year ITT student) One check -list is offered by 
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EMTAS (Ethnic Minority and Traveller Achievement Support) and is a helpful starting-point 
for planning and teaching: 

 

New to English 

•   Welcome newly arrived beginners and provide an unthreatening environment.  Stress 
can be a barrier to language learning.  Learn and be able to pronounce their names 

and talk to them individually. 

•   Involve them in class tasks such as giving out books. 

• Seat them next to a sympathetic peer, particularly someone speaking their 
language. 

• Seat them near the front so they can hear and see clearly and pick up gestures and 
body language. 

•   Use clear board work and avoid confusing abbreviations. 

• Pupils new to English may need a silent period as they adapt to their new 
surroundings and experience and internalise their new language.  They may 
participate in group work, though not necessarily through speaking. 

• It is valuable for them to be able to use their first language, orally and in writing, as 
they will utilise conceptual knowledge and it values their culture. Literacy skills are 
transferable from one language to another.  Encourage them to keep 

a bilingual glossary and make notes in their first language. 

• Provide plentiful visual support, such as artefacts, pictures, maps and 
diagrams. 

• Provide plentiful opportunities for pair work and group work to develop 
confidence and oral skills. 

• Relate content to pupils’ previous experience, allowing them to use their 
knowledge of the world. 

• Pupils should be encouraged to use bilingual dictionaries, though their use will 

be limited when they are not literate in their first language. 

• Allow homework, and some classwork, to be completed in first language where 
possible. Homework tasks may need to be adapted or simplified, but should still be 
challenging. 

• Tasks that beginners may be set include: translating key vocabulary from dictionaries, 
matching pictures to words or sentences, finding key vocabulary or sentences in texts 

to develop scanning skills, sequencing tasks, using model sentences to write their own. 
 
Developing Learners of English 

•   Many of the suggestions above also apply to developing learners of English. 

They are developing confidence and competence in English.  They need praising 
for their achievements, but also need challenging in order to extend their social 

English to include academic forms.  Their effective oral and non- verbal 
communication skills may mask the fact that they have not mastered grammatical 
forms such as tense. 

• Encourage communication rather than accuracy.  Developing language contains 
systematic errors, which are actually signs of progress as pupils (over) 
generalise what they are learning, e.g. he maked or she runned 

• Provide plentiful opportunities for pair work and group work to develop oral 
skills and explore ideas. 



9 
 

• Pre-reading tasks engage interest and enable them to draw on their experiences so 
they can predict as they read and focus on meaning rather than decoding. 

• Give clear instructions on the purpose of reading and how to read, for example, to 

summarise information or to scan for key words and then to read in detail. 

• Encourage active reading through techniques such as labelling diagrams, tables and 
flow charts in order to facilitate access to texts and to guide writing. 

• Provide models of required writing.  Use prompts and frameworks such as tables and 
flow charts to guide written work.  Provide opportunities for drafting writing. 

 

 
More Advanced Learners of English 

• Many bilingual pupils who are confident social speakers of English may appear to be 
able to cope with the demands of the curriculum.  These pupils need support in 
developing their academic abilities in English, particularly in relation to producing 

appropriate written genres. 

• They need considerable exposure to the variety of texts they are expected to read 
and write. 

•   They may need training in how to read for the specific purposes of the task, 
such as scanning for relevant information rather than reading an entire text from start 
to finish. 

• Provide extensive modelling and guidance as to what is required through, for 
example, writing frames, which take them through the stages of writing up a 
scientific investigation, a historical argument, a personal account etc. 

•   Provide explicit feedback in terms of what is required to improve their work. 

• Provide plentiful opportunities for pair work and group work to develop 
conceptual understanding. 

 

The following are the activities for you to engage in to support your professional development 

and are to be undertaken to deepen and enhance your knowledge and practice in relation to 

making provision for children with EAL.  Use the information already given in this Inclusion 

Resource Booklet and supplement it with additional information and practical approaches by 

carrying out the tasks below. You are to undertake 4-6 hours’ worth of these activities 

Remind yourself of the EAL lecture and EAL seminar – you might want to take a few minutes to 

return to these and revisit any notes you made. 

Activity 1 – Understanding the challenge of learning through EAL 10 mins 

Watch this video: https://www.youtube.com/watch?v=Vt4Dfa4fOEY&feature=youtu.be 

• How did you feel when you were watching this video? 

• Did you feel that at times you nearly understood what was being said? Or could make 

a good guess? 

• You may have felt that you were looking for clues in the facial expressions of the 

actors, or the surrounding situation. Our EAL pupils are constantly looking for clues in 

the classroom, in order that they gain a better understanding of what they are learning 

or being asked to do. This can be a tiring process for them.  

• Discuss with a peer 

https://www.youtube.com/watch?v=Vt4Dfa4fOEY&feature=youtu.be
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Activity 2 – Exploring Assessment of EAL leaners 2 hours 

• Please download the following Assessment tool https://www.bell-

foundation.org.uk/eal-programme/teaching-resources/eal-assessment-framework/ 
 

• Register – (this is free) 

• Click on ‘My Resources’ and download EAL ASSESSMENT FRAMEWORK FOR SCHOOLS: 
USER GUIDE 

• Read pages 2,3,6,8,10 and make notes as you go, being reminded of what you have 
already seen working in schools or what you will look out for when you are next on 
placement. 

• This will help you to get an idea of what teachers look for when they are assessing 
learning for EAL pupils.  

• Is there anything that you have found surprising or have questions about? Please do 
put any questions you have on Discussion Board as these will be helpful for everyone.  

 

• In My Resources, download Guiding principles and strategies for practitioners working 
with learners who use English as an Additional Language (EAL) in Early Years 
Foundation Stage (EYFS) settings 

• This EYFS guide gives excellent ideas for how to support learners in the classroom  

• How do the approaches differ in Early Years to Primary? 

• Which approaches and strategies are important in any teaching phase? 

 

• Save these links from the Bell Foundation for future use, when you are working with 
EAL pupils in school – they are a very helpful starting point for Assessment.  

 

Activity 3 - Engaging EAL learners 1 hour 

Watch this video of how one school approaches making learning accessible for EAL pupils 

https://www.youtube.com/watch?v=l4a70A88DS0&feature=youtu.be  

 

Making learning accessible for EAL pupils takes careful planning. When you watch the video, take 

notes about some of the ways that this school supports EAL learners 

• look at the ethos of the school,  

• their understanding of the pupils they teach and  

• ways they go about making pupils and their parents welcome (and therefore happy 

and ready to learn) 

• A mixture of supporting EAL learners away from the main class group but balancing tis 

with being surrounded by high quality spoken English 

• Consider: how might taking children out of the main class for intervention groups, 

impact of their feeling of belonging in the class? 

 

Activity 4 – using MESH Guides to support planning 1 hour 

• The National Curriculum states that in Y1 pupils should be taught to write sentence s 

by:  

https://www.bell-foundation.org.uk/eal-programme/teaching-resources/eal-assessment-framework/
https://www.bell-foundation.org.uk/eal-programme/teaching-resources/eal-assessment-framework/
https://www.youtube.com/watch?v=l4a70A88DS0&feature=youtu.be
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o saying out loud what they are going to write about  
o composing a sentence orally before writing it  
o sequencing sentences to form short narratives  

o re-reading what they have written to check that it makes sense  
o discuss what they have written with the teacher or other pupils  
o read aloud their writing clearly enough to be heard by their peers and the 

teacher.  

• Plan how you might teach one of these objectives in a Literacy lesson in Y1, using the 
MESH guide to help you: 

o Click on this link to take you to the Mesh guides – 

http://www.meshguides.org/guides/node/112?n=120 

o Take a look at different sections of this Mesh guide – it has many very helpful 
ideas. It might be useful to start by reading ‘How to use this MESH guide for 

EAL’ 
o Click on a few of the buttons e.g. Spoken English for New to English Learners’ 

and ‘Spoken English for Advanced EAL learners’ – what differences do you 

notice? 
o Click on ‘Interactive Activities’ for some ideas of games and activities you can 

try in the classroom. 
 

• Save these links for future use, when you are working with EAL pupils in school – 
they are a very helpful resource. 

 

Activity 5 – Resources 1 hour 

 

We have looked at some of the ways that teachers need to understand their EAL pupils in order 

to set the scene for teaching them effectively.  

 

• Take a look at the slides here, which give you an idea of some more of the classroom 

activities that will help scaffold learning. Mike Gershon kindly made these available 

through the TES website some years ago. There are other great resources on TES 

website. https://www.bristol.gov.uk/documents/1199298/1225934/EA+Toolkit/805bc7b0-

cb91-4a1d-bfc9-79720f659f9f 

• Plan an overview of a lesson where you might be able to use resources such as this 

‘substitution table’ to supporting pupil’s learning: 

http://www.meshguides.org/guides/node/112?n=120
https://www.bristol.gov.uk/documents/1199298/1225934/EA+Toolkit/805bc7b0-cb91-4a1d-bfc9-79720f659f9f
https://www.bristol.gov.uk/documents/1199298/1225934/EA+Toolkit/805bc7b0-cb91-4a1d-bfc9-79720f659f9f
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• Resources that are visual will help EAL learners enormously – try to incorporate them 

in your teaching wherever you can. 

 

Activity 6 – EYFS resources – 1 hours 

 

An inclusive ethos of any school clearly begins in Early Years. It is crucial that pupils feel welcome, 

supported and ready to learn.  

• Follow this link to find a helpful resource re practice in the Early Years. 

Although this refers to a previous version of the EYFS, this document remains 

extremely useful for practitioners: 
• https://www.naldic.org.uk/Resources/NALDIC/Teaching%20and%20Learning/ealeyfsg

uidance.pdf 

 

 

• There are more excellent strategies discussed here: 

https://famly.co/blog/management/eal-in-early-years-inclusive-envrionment/ 
 

  

 
 

 

https://www.naldic.org.uk/Resources/NALDIC/Teaching%20and%20Learning/ealeyfsguidance.pdf
https://www.naldic.org.uk/Resources/NALDIC/Teaching%20and%20Learning/ealeyfsguidance.pdf
https://famly.co/blog/management/eal-in-early-years-inclusive-envrionment/
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• Click on the link above and visit the site  

• Take note of the 8 stages of learning English listed 

• How will you approach these with new arrivals in your class? 

• How will you prepare other adults in the classroom, in order that they understand the 

needs of new arrivals? 

• Think about how you might include parents in their children’s learning in the Early 

Years – how might this look in school? 

 

SEND 

There are more and more children in our schools being recognised as having special educational 
needs or who need some specialist provision to be made for them.  There is an abundance of 
different medical conditions and labels, many of which were hardly heard of thirty years ago.  

Learners are given labels such as dyslexia, autism, ADHD, fragile X syndrome, dyspraxia and 
global delay.  There are also children in our schools who have survived premature birth or life-
threatening medical conditions, but as a result may need special provision due to delayed 
development.  Additionally, there are children in our schools who are not given labels and yet 

they may require adaptations to the curriculum or environment. 
The current government has made the provision for children with SEND a high priority. The 
underlying principles of these new initiatives are concerned with seeing parents and children 

as much stronger partners. The requirement for teachers to provide information to enable 
parents and children to participate in decisions concerning educational provision is paramount. 
Therefore, the role of the teacher is not only to provide quality first teaching for all pupils, but 

to engage both the pupil and their parents in decisions about how that provision is made.   
Additionally, teachers, parents and children are encouraged to have high aspirations with 
improved outcomes for children with SEND.  These outcomes are far reaching and much 

broader than academic learning alone.  They include enabling the child to “achieve their best, 
become confident individuals leading fulfilling lives, and making a successful transition into 
adulthood, whether employment, further or higher education or training” (SEND Code of 
Practice 6.1). 

According to the SEND Code of Practice (DfE 2015) children are “considered to have a special 
educational need if they have a learning difficulty or disability which calls for special 
educational provision to be made for them” (p.15).  Special education provision is that which is 

‘different from’ or ‘additional to’ that which is made for other children of the same age in 
mainstream schools.  It is the responsibility of the class teacher to make appropriate provision 
for all such children to ensure they can make good progress in their learning.  Children 

identified as having a special educational need should be supported through a graduated 
approach of assess, plan, do, review.  Further information about this cyclical process can be 
found in the SEND Code of Practice and is addressed in lectures and seminars. 

https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/398815/SEN
D_Code_of_Practice_January_2015.pdf  

 

Understanding models of disability 
There are two predominant models of disability which as a trainee teacher you will need to be 
aware of, the medical model and the social model.  It is important that you think about your 
own values of inclusion and how these models relate to your own views of inclusion. What 

https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/398815/SEND_Code_of_Practice_January_2015.pdf
https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/398815/SEND_Code_of_Practice_January_2015.pdf
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you believe impacts on your professional behaviour and developing a fully inclusive classroom 
with personalised provision for children with SEND means that you need to embrace an 
inclusive perspective. 

The medical model considers that the person concerned has a deficit or condition that does not 
allow them to function as other people might.  A diagnosis is made which provides a label for 
the deficit; and treatments, strategies or interventions are carried out which are intended to 

cure or fix the disability.  This model requires the disabled person to change, to fit in or become 
normalised.  The social model on the other hand, is concerned more about the barriers to 
learning and participation that occur in the environment. This model considers that people are 

disabled by their environment, rather than having a disability.  The barriers to learning may be 
physical, such as ramps and lifts, but may also be social, organisational or attitudinal.  This does 
not mean that children’s impairments should be ignored, but that the learning environment 
should be constructed in such a way as to minimise the effect of the impairment.  This could be 

as simple as a child sitting near the front of the class to be able to see the board or needing 
their own space at carpet time if they have social and communication difficulties.  However, the 
social model does not insist on the categorisation of children but recognises difference. 

 
As a trainee teacher consider: 

•   What do you think about teaching children with SEND? 

•   How confident do you feel about teaching such children? 

•   What model of disability do you espouse to and why? 

• What experiences have you had in the past which contribute to you current 
thinking about teaching children with SEND? 

• What examples of good practice have you seen that you could take into your own 
practice? 

• What importance do you place on social inclusion as well as academic 
inclusion? 

The answers to these questions will help you to identify your own values with regard to 

children with SEND and will be a good guide as to how your attitudes will inform your 
practice.  

 

The following section will provide some suggestions as to how you can develop an inclusive 
environment to support all children including those with SEND. 

 
• Develop an atmosphere of trust and safety in your classroom.  Make it OK to make 

mistakes. Treat them as a learning opportunity. 

• Get to know your children well.  Understand their home situations, their likes and 

dislikes, interests and abilities.  Take an interest in the children in all areas of their 
lives. 

•  Provide opportunities for children to work in friendship groups at times, so they can 

build strong social relationships 

• Engage in regular social times, such as circle time or using the SEAL resources to 

develop resilience, co-operation and problem solving abilities. 

• Group your children in ways other than ability when possible.  Encourage 
collaborative work.  Give children specific and relevant tasks or roles within group 

work so that each can make a significant contribution to the learning of the group 
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• Use the TA to work with all children from time to time.  If the lower ability group are 
withdrawn for specialist work, then withdraw the high achievers for specialist work 
on occasions too. 

•   Make sure that as the teacher, you work with all pupils, including those with SEND 

• Arrange the seating in the class so that children can work collaboratively when 
possible so that children can talk together about their work and gain support from 

each other. 

• Plan for differentiation within the class.  This needs to be more detailed than 
planning for lower, middle and higher ability groups. 

• Share your planning with the TA in good time, or better still, include him/her in the 
planning. 

• Ask the TA for feedback on the children they have been working with so that you 

can assess progress and plan appropriate next steps. 

•   Consider how you use the TA in the introduction to lessons and in the plenary.  Is the TA 
passive at this time, or could you engage in co-teaching? 

•   Use a range of visual, auditory and kinaesthetic approaches to teaching 

• Provide alternatives to written work.  These could be flow chart, oral presentations, 
drawing, diagrams, photographs, using highlighters, number fans or sorting activities.  
Use role play, digital recorders or video. 

• When displaying children’s work, make sure there is something from every child over 
time that they can be proud of. 

• Provide displays which outline class expectations, reminders of routines and other 
visual prompts as well as information about the topics being taught at the time. Use 
these to remind about expected behaviour and work routines 

• Make use of mini-plenaries in lessons to check children’s learning Develop 
your use of questioning so that you can make targeted learning opportunities 
for children. 

 

High Quality Teaching 
While many children will benefit from the above strategies, some children will need specific 
and individualised provision.  The following are some suggestions which can support 

individual children’s needs. 
 

• Make sure the child is seated advantageously for their learning, whether this is at the 
front of the class, at an individual workstation or with supportive peers. 

• If the child has dyslexic tendencies, coloured overlays or work printed on coloured 
paper might help. Also, some fonts are better than others, ask the child which font 
they find easiest to read. 

• Some children who are prone to stress or anxiety, benefit from a stress ball, while 
others who find concentration difficult may benefit from something to fiddle with. 

• Children with hearing impairments or sensitivity to noise may benefit from being able 
to withdraw into a quiet area or to have the resonance of the room dampened by 
carpets and soft furnishings 

•   Some children benefit from visual timetables to provide routine 

• Labels in the classroom which are pictorial as well as written can support a range 
of different learners including those with EAL. 

•   Make sure you work with individual children with SEND as well as the TA. 
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• Think carefully about when and how much any individual might be withdrawn from 
the class. What are they missing when they leave and how can they be re-integrated 
into the class on their return? 

• Pre-teach some concepts or vocabulary for some children so they are familiar with it 
before they meet it in the whole class context. 

• Work closely with the TA, so they can share what they know about individual 

children, and you can share how you want them to work with these children. 

•   Consider whether an individual might need 
o More examples in order to learn concepts 
o More experience of transferring knowledge to different situations 
o More explicit teaching (such as pre-teaching) or re-enforcement 
o More frequent and more specific assessment of learning 
o More time to solve problems 
o More careful checking of preparedness for the next stage of learning (Lewis and 

Norwich 2001) 

• Make sure all reading texts are accessible in terms of print size, font and 
vocabulary and that strategies are in place to support the hesitant reader 

•   More full use of ICT and appropriate software to support learning 

• Provide a range of support, adult, peer, group and paired work, but always with the 
aim of the child being able to work as independently as possible 

•   Allow extra time for the completion of tasks 

• Provide supportive resources such as spelling banks, number lines and other 
practical resources. 

• Provide opportunities for children with SEND to feedback their work within class 
plenaries and to showcase their learning. 

• Provide ways in which the child with SEND can demonstrate their learning and 

understanding which does not rely on written methods. 

 
The following are the activities for you to engage in to support your professional development 

and are to be undertaken to deepen and enhance your knowledge and practice in relation to 
making provision for children with SEND.  Use the information already given in this Inclusion 
Resource Booklet as well as in the lectures and seminars.  Supplement this information with 

additional knowledge and practical approaches by carrying out the tasks below. You are to 
undertake 4-6 hours’ worth of these activities 
 
Activity 1: Making Inclusion work, a whole school approach– 1 hour 

 
Watch this video ‘Making Inclusion Work’ and make notes.  
https://www.youtube.com/watch?v=w4B4CGopmZw 

• What did the school staff (SENCO, Head Teacher, Deputy Head Year 2 teacher) consider 

the aims and values of the school were? 

• What examples of inclusive practice did you see?  Give specific examples.  

• What are the parents’ perspectives on inclusion in this setting?  

• How are the Teaching Assistants deployed? 

• What is the buddy system and how does it work? 

https://www.youtube.com/watch?v=w4B4CGopmZw
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• What are the benefits for all children in accepting all children into the school?  What do 

the children tell us? 

• What provisions are made for all children out of doors? 

• What are the benefits of an inclusive school environment on wider society, beyond 

school? 

• What can you take forward from this video into your own practice?  What might the 

barriers be and how would you overcome them? 

Activity 2: Supporting all children, but especially those for whom writing is difficult - 1 hour 

For this activity, watch the following video and make notes on No Pens Day Wednesday  

https://www.youtube.com/watch?v=33eEyLhXpWQ 

You can also read more about it in this document.  No Pens Day Wednesday is 2020 is Nov 25th. 

https://ican.org.uk/media/2768/no-pens-day-wednesday-activity-pack_full-layout_2020-edit.pdf 

Using the ideas in the video and from the pdf given above, plan a lesson in a curriculum subject 

of your choice in which the children do not use pens. 

Plan to use this on your next placement. 

• How will you know if the children have made progress in this lesson? 

Activity 3:  Early intervention strategies – 1 hour 
 

Watch the following video and make notes to respond to the following questions.  
https://www.tes.com/teaching-resource/teachers-tv-early-intervention-in-primary-schools-
6044128 

• What strategies were used as intervention approaches in: 

o Developing language for writing 

o Phonics 

o Talk to learn - questioning 

o Personalised learning through the use of ICT 

o Maths forum 

• What is the role of assessment in early intervention and how is this carried out? 

• What are children’s attitudes towards these intervention approaches?  

• Which is these ideas and approaches might you take forward into your own practice on 

your next placement? 

Activities 4-5: Specific SEN Support Resources. 

The next 2 activities in the Inclusion Resource Booklet are based on the SEN Support document.  
This document is for mainstream teachers and other leaders in education and aims to support 
and promote inclusive practice for children with the label of SEND.  It is an evidence-based 
resource which provides strategies and approaches which enable teachers to provide high quality 

teaching as well as SEN support.  The link for this document is given below. 
 
SEN support: research evidence on effective approaches and examples of current practice in 

good and outstanding schools and colleges 

https://www.youtube.com/watch?v=33eEyLhXpWQ
https://ican.org.uk/media/2768/no-pens-day-wednesday-activity-pack_full-layout_2020-edit.pdf
https://www.tes.com/teaching-resource/teachers-tv-early-intervention-in-primary-schools-6044128
https://www.tes.com/teaching-resource/teachers-tv-early-intervention-in-primary-schools-6044128
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https://www.sendgateway.org.uk/resources.sen-support-research-evidence-on-effective-
approaches-and-examples-of-current-practice-in-good-and-outstanding-schools-and-

colleges.html 
 
Activity 4: More on high quality teaching approaches - 1 hour 

• Read pages 7-9 of this document to refresh your thinking about Special Educational 

Needs and Disabilities and the SEND Code of Practice. 

• High Quality Teaching and differentiation (page 14). Look at the practice examples 

identified in the pink box.  Make notes to respond to the following questions. 

o Which of these approaches have you observed in the classroom? 

o Which of these approaches are embedded in your practice? 

o Which of these approaches are new to you, or not yet embedded in your practice?  

o Consider how you will develop your planning to incorporate these approaches to 

enhance your delivery of high-quality teaching on your next placement. 

 

• The evidence base in high quality teaching (pages 47-48).   

o Chose a strategy that interests you from these pages.   

o Look at what the strategy is and the strength of the evidence to support this 

strategy.   

o Find out more about this strategy and how it is applied in practice.  For example, 

The explicit teaching of reading comprehension strategies.  This addresses literacy  

needs and involves ‘Teaching a range of techniques to enable pupils and students 

to understand the meaning of what is written, including inferring meaning from 

context, identifying key points and monitoring their own understanding.’  The 

evidence that this improves comprehension of connected text is good and the 

evidence can be found at from the EEF – Sutton Trust Teaching and Learning 

Toolkit: Comprehension strategies’.   

o There are 2 documents about improving literacy as well as phonics support  

This is the KS 1 document. 
https://educationendowmentfoundation.org.uk/tools/guidance-

reports/literacy-ks-1/  
And this is the KS 2 document 
https://educationendowmentfoundation.org.uk/tools/guidance-

reports/literacy-ks-2/ 
 

Activity 5: Supporting children with cognition and learning needs – 1 hour  

Cognition and learning is one of the 4 broad categories of need in the SEND code of Practice. You 
can find strategies and approaches for this area of need in page 83 of the document used for 
Activity 4 above. 
 

Consider this case study: 
Chelsea is 6 years old.  She seems to find learning difficult across the curriculum.  She is immature 
developmentally and seems to prefer play to curriculum subjects.   Chelsea is quiet and does not 

demand attention, but produces little in terms of any written work, tending to copy from her 
peers.  She likes to rely on TA support, but you realise that this is not supporting her 

https://www.sendgateway.org.uk/resources.sen-support-research-evidence-on-effective-approaches-and-examples-of-current-practice-in-good-and-outstanding-schools-and-colleges.html
https://www.sendgateway.org.uk/resources.sen-support-research-evidence-on-effective-approaches-and-examples-of-current-practice-in-good-and-outstanding-schools-and-colleges.html
https://www.sendgateway.org.uk/resources.sen-support-research-evidence-on-effective-approaches-and-examples-of-current-practice-in-good-and-outstanding-schools-and-colleges.html
https://educationendowmentfoundation.org.uk/tools/guidance-reports/literacy-ks-1/
https://educationendowmentfoundation.org.uk/tools/guidance-reports/literacy-ks-1/
https://educationendowmentfoundation.org.uk/tools/guidance-reports/literacy-ks-2/
https://educationendowmentfoundation.org.uk/tools/guidance-reports/literacy-ks-2/
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independence.  Chelsea does not often answer questions in class, and is not confident to do so, 
but she smiles a lot.  She finds it difficult to maintain concentration in class  and you get the 
impression that most of the work other children are achieving 'goes over her head'.  She does not 

like PE due to being overweight.  She finds dressing herself difficult and tires easily.  She has made 
little progress in this academic year.  Chelsea's Mum thinks Chelsea will catch up with her peers in 
time.  Her Mum has commented that she found school difficult herself.  

 

• Find out more about strategies to support Chelsea by looking at the evidence from 2 of 
the following 4 categories 

o Literacy 

o Writing 
o Numeracy 
o Thinking skills approaches 

• For each of these 2 categories, choose a strategy that you think would support 
Chelsea’s progress.  Find out more about the research and approaches being 
advocated.  

• Which of these strategies have you seen in practice in schools or are part of your 
practice?  

• Which of them might you try to incorporate into your developing practice?  How might 
you do this? 

• Identify what was not considered to be effective practice for each of these 4 
categories.  What surprised you and why? Consider if this will make any difference to 

your practice. 
 
Activity 6: Supporting children with Social, Emotional and Mental Health (SEMH) needs – 1 

hour 
Social, Emotional and Mental Health is one of the 4 broad categories of need in the SEND code of 
Practice.  
 

 

• Follow this link and read the document ‘Teaching and Managing Students with ADHD’ 
https://www.adhdfoundation.org.uk/wp-content/uploads/2019/01/Teaching-and-
Managing-Students_FINAL.pdf 

 

• Use the following headings to mindmap your knowledge and understanding of children 
with ADHD. 

o About ADHD  
o Teaching and managing students that have ADHD  
o Learning Behaviour  
o Socialisation  

o Resources 
 

• Now Consider this case study: 
Xavier displays impulsive behaviour.  He seems to have little sense of risk and you are anxious 

about taking him on the upcoming school trip to the coast as you worry he may not stay with 
the group, or might do something which might endanger himself or another pupil.  In the 
classroom, he has difficulty in staying in his seat and on task.  He is constantly moving and 

fiddling with his own things or other people's and you wonder where he should sit in the class 

https://www.adhdfoundation.org.uk/wp-content/uploads/2019/01/Teaching-and-Managing-Students_FINAL.pdf
https://www.adhdfoundation.org.uk/wp-content/uploads/2019/01/Teaching-and-Managing-Students_FINAL.pdf
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for maximum learning.  Xavier is extremely articulate and shows a good understanding of 
what is being taught. He often has good knowledge and experiences to add to classroom 
discussion.  He is a competent reader.   However, Xavier's writing is very limited, extremely 

untidy and disorganised. He finds copying from the white board really hard and dislikes any 
subject which requires him to write.   He frequently loses his PE kit being unable to remember 
whether he put it back in his PE bag after the last PE lesson.   

 

• Identify Xavier’s barriers to learning and using the information from your mindmap, 
identify strategies and approaches that you could use to enable these to be overcome. 

 

 



 

 

Appendix 1: Further Reading and Resources 

 
Here is a selection of key resources to support you in your independent learning in this crucially 
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within modules 
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Cummins, J. (2000) Language, power and pedagogy. Bilingual children in the crossfire. 
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https://www.legislation.gov.uk/ukpga/2010/15/contents
http://www.legislation.gov.uk/ukpga/2014/6/pdfs/ukpga_20140006_en.pdf
https://www.thecommunicationtrust.org.uk/resources/resources/


 

Childhood aphasia 

https://theaphasiacenter.com/childhood-aphasia/ 

 

British Stammering Association  

https://stamma.org/about-stammering 

 

Selective Mutism 

https://selectivemutismcenter.org/whatisselectivemutism/ 

 

National Autistic Society 

https://www.autism.org.uk/advice-and-guidance/topics/education 

 

Autism Education Trust - has free downloadable resources 

https://www.autismeducationtrust.org.uk/resources/schools-resources/ 

 

I CAN – concerned with SLCNs 

https://ican.org.uk/i-cans-talking-point/common-features-of-slcn/  

 

Cognition and Learning 

Supporting children with moderate learning difficulties (MLD) – set of handouts to support 
newly qualified teachers 

https://dera.ioe.ac.uk/13820/2/handouts3.pdf 

 

British Dyslexia Association 

https://www.bdadyslexia.org.uk/advice/children 

 

The Dyscalculia Association – includes a range of resources, videos and links to useful websites 

http://www.dyscalculiaassociation.uk/resources.asp#links 

 

Dyspraxia Foundation 

https://dyspraxiafoundation.org.uk/dyspraxia-children/ 

 

 

The Dyslexia SpLD Trust – a set of government supported resources/videos  

http://www.thedyslexia-spldtrust.org.uk/4/resources/2/schools-and-local-authorities/overview/ 

 

Social Emotional and Mental Health 

NSPCP – has free downloadable resources 

https://theaphasiacenter.com/childhood-aphasia/
https://stamma.org/about-stammering
https://selectivemutismcenter.org/whatisselectivemutism/
https://www.autism.org.uk/advice-and-guidance/topics/education
https://www.autismeducationtrust.org.uk/resources/schools-resources/
https://ican.org.uk/i-cans-talking-point/common-features-of-slcn/
https://dera.ioe.ac.uk/13820/2/handouts3.pdf
https://www.bdadyslexia.org.uk/advice/children
http://www.dyscalculiaassociation.uk/resources.asp#links
https://dyspraxiafoundation.org.uk/dyspraxia-children/
http://www.thedyslexia-spldtrust.org.uk/4/resources/2/schools-and-local-authorities/overview/


 

https://learning.nspcc.org.uk/safeguarding-child-protection-schools 

 

Mental health resources for schools 

https://www.place2be.org.uk/our-services/services-for-schools/mental-health-resources-for-
schools/ 

 

Young Minds – a set of resources for schools to support well-being in children 

https://youngminds.org.uk/resources/school-resources/ 

 

ADHD Foundation, The Neurodiversity Charity - has free downloadable resources on classroom 
strategies and support 

https://www.adhdfoundation.org.uk/information/schools/ 

 

Sensory and/or physical needs 

National Deaf Children’s Society - has free downloadable resources and information 

https://www.ndcs.org.uk/information-and-support/being-deaf-friendly/information-for-
professionals/ 

 

RNIB – a set of resources for working with visually impaired children 

https://www.rnib.org.uk/services-we-offer-advice-professionals/education-professionals 

 

Council for Disabled Children – downloadable information document for parents to understand 
how to support children with cerebral palsy 

https://councilfordisabledchildren.org.uk/sites/default/files/field/attachemnt/earlysupportcereb
ral-palsy-final.pdf 

 

Epilepsy Society – information for the teacher in supporting a child who may be subject to 
seizures 

https://www.epilepsysociety.org.uk/about-epilepsy/teaching-children-epilepsy 

 

  

https://learning.nspcc.org.uk/safeguarding-child-protection-schools
https://www.place2be.org.uk/our-services/services-for-schools/mental-health-resources-for-schools/
https://www.place2be.org.uk/our-services/services-for-schools/mental-health-resources-for-schools/
https://youngminds.org.uk/resources/school-resources/
https://www.adhdfoundation.org.uk/information/schools/
https://www.ndcs.org.uk/information-and-support/being-deaf-friendly/information-for-professionals/
https://www.ndcs.org.uk/information-and-support/being-deaf-friendly/information-for-professionals/
https://www.rnib.org.uk/services-we-offer-advice-professionals/education-professionals
https://councilfordisabledchildren.org.uk/sites/default/files/field/attachemnt/earlysupportcerebral-palsy-final.pdf
https://councilfordisabledchildren.org.uk/sites/default/files/field/attachemnt/earlysupportcerebral-palsy-final.pdf
https://www.epilepsysociety.org.uk/about-epilepsy/teaching-children-epilepsy


 

Appendix 2 - Glossaries 
 
Glossary of Behaviour terms - the following website contains an excellent glossary of terms 

used in the area of behaviour management and related areas. 
http://www.behaviour2learn.co.uk/glossary - this includes an extensive list of terms and 
acronyms used by behaviour professionals. 

A 
Anger Management 
Assertive Discipline 

Attention Deficit Hyperactivity Disorder (ADHD) / Attention Deficit Disorder (ADD) 
Autistic Spectrum Disorder (ASD)/ Asperger’s Syndrome 
B 
Behaviour, Emotional and Social Difficulties (BESD/EBD) 

Behaviour policy 
Bullying 

C 
Challenging behaviour 
D 
Disruptive behaviour 

E 
Emotional development 
Exclusion 

L 
Low-level disruption 
M 

Mental Health 
N 
Nurture groups 

 
P 
Pupil Referral Units 

Q Quality circles 
S 
Social and Emotional Aspects of Learning (SEAL) Social, 

Emotional and Behavioural Skills (SEBS) 
V 
Violence 
 

 

 

 

 

 

 

 

 

http://www.behaviour2learn.co.uk/glossary


 

Glossary of EAL terms (adapted from NALDIC www.naldic.org) 
A 
Academic English See: Cognitive Academic Language Proficiency 

B 
Basic Interpersonal Communication Skills (BICS) 
Everyday communication or conversational fluency in a language. It refers to the types of 

communication associated with routine social interactions. In school settings this is 
sometimes referred to as 'playground' English. This term arises from the early work of 
Cummins in Bilingualism and Special Education. (1984) Not all informal language use is BICS. 

for example teachers often use every day common expressions to explain very complex 
concepts. 
 

Bilingual 
This term is used to describe a learner who uses two or more languages to communicate and 
has access to more than one language at home and at school. The term does not necessarily 

imply that the pupil is fully fluent in both or all of their languages. There are various 
interpretations with regard to attitude, proficiency and use. 
 

Biliteracy 
Reading and writing in two languages 
 

C 
Code switching 
Using more than one language or language variety at the same time. For example when a 

multilingual person shifts between one language (or language variety) and another in a 
sentence. 
 

Cognitive Academic Language Proficiency (CALP) 
The level of language needed to understand decontextualised academic situations. In 

education this 'academic' English is usually contrasted with BICS or 'playground' English. This 
term arises from the early work of Cummins (1984) in Bilingualism and special education. 
 
Common Underlying Proficiency 

Refers to the interdependence of concepts, skills and linguistic knowledge found in a central 
processing system. Cummins states that cognitive and literacy skills established in the mother 
tongue or first language will transfer across languages. This is often presented visually as two 

icebergs representing the two languages which overlap and share, underneath the water line, 
a common underlying proficiency or operating system. The languages are outwardly distinct 
but are supported by shared concepts and knowledge derived from learning and experience 

and the cognitive and linguistic abilities of the learner. 
 
Community language 

Both terms describe the languages spoken and used, other than English, in a local 
community. For example, one might refer to Bengali as the most widely used community 
language in Tower Hamlets, or Punjabi as the predominant community language in 

Leicester. In some contexts, the term heritage language is used interchangeably. Heritage 
language may also indicate a language that is no longer widely spoken but is the language 
of an earlier generation of settlers, such as Ukrainian in parts of Canada, which continues 

http://www.naldic.org/


 

to be taught and supported through language teaching and cultural and religious 
activities. 
 

Content and Language Integrated Learning (CLIL) 

Bilingual or multilingual education programmes or approaches in which an additional or 
second language is used for learning subjects so that both language learning and content 
learning occur simultaneously 

 
E 
English as a foreign language (EFL) 

Refers to the learning and teaching of English in a non-English context, such as learning 
English in Hungary or Thailand. 
English as a second language (ESL) See: English as an additional language 

English as an additional language (EAL) 
These terms are used to describe the learning of English in addition to the learner’s first 
language. The two terms are interchangeable. However, in England the term 

'English as an additional language' or 'EAL' is generally used to refer to learning English in an 
English speaking environment, such as a school. This was deemed a more neutral term and it 
also recognises that, for some learners, English may be their third or fourth language. 

 
English Language Learner (ELL) 
This term is mostly used in the U.S. to describe pupils and students learning English as an 

additional or second language. 
English to speakers of other languages (ESOL) 
English to speakers of other languages (ESOL) is generally used in the UK to describe adult 

learning of English as an additional language 
 
 

Ethnic minority 
All ethnicities other than white British. Until recently, only a small percentage of EAL learners 
were white, although with the enlargement of the EU and greater globalization, this 

percentage is rising. Issues of race, ethnicity and culture are not the same as the EAL issues, 
but there are links between them. 
 
Ethnic minority achievement grant (EMAG) 

The Ethnic Minority Achievement Grant (EMAG) was developed in 1999 to fund schools 
and local authorities to meet the needs of minority ethnic pupils including those learning 

EAL. Although the discrete grant was discontinued in 2011, the term EMA has come to be 
used to describe ethnic minority pupils, and the roles of specialist teachers and 
departments. 
 

F 
First language 
This term is used to describe the first language to which the learner is exposed. This may be 

different from the home language. 
 
H 

Heritage language See: Community language 



 

Home language 
This term is used to describe the language used most frequently in the home. 
 

L 
Limited English Proficiency (LEP) 
Term used by the U.S. Department of Education to refer to pupils and students who lack 

sufficient mastery of English to meet state standards and excel in an English- medium 
classroom. English Language Learner (ELL) is the preferred U.S. term because it highlights 
learning needs, rather than a deficit view of bilingual students M 

 
Minority ethnic See: Ethnic minority Mother tongue See: First language Multilingual 

This term is used to describe contexts, such as urban schools, where there are speakers of 
many different languages. It is sometimes used to describe a person who speaks several 
languages but is increasingly being replaced with plurilingual. 

 

N 
Native speaker 
This term is used to describe a person who speaks the designated language as their first 

language. 
 
P 

Plurilingual 
This term is used to describe a speaker of more than two languages. Multilingual is still 
used to refer to entities such as society, cities or schools. 

 
S 
Sequential bilingualism 

Becoming bilingual by learning a second or additional language sometime after 
learning your first language. Many EAL learners in UK schools are sequential 

bilinguals, learning English through schooling, after their first language  
 
Simultaneous bilingualism 

Growing up learning and using two languages from birth. This compares to sequential 
bilingualism where you learn a first language and then an additional or second language 

 
 
 

 
 

 
 

 
 
 

 
 

 
 



 

Glossary of SEND terms 

 
Adapted from http://www.academicsltd.co.uk/SEN/sen-academics-terms.asp and 

http://www.durham.gov.uk/pages/service.aspx?ServiceId=5962 

 

A 
Attention Deficit Disorder (ADD) 

A diagnosis that is based on difficulties with attention and impulsiveness. 
 
Attention Deficit Hyperactivity Disorder (ADHD) 

As above but with varying degrees of hyperactivity.  Children can have difficulty with 
concentration, without being hyperactive.  Children who have ADHD may be given Ritalin 
and may be susceptible to food colourings or other triggers. 

 
Asperger’s Syndrome 
These pupils share the same impairments as those with ASD (see below) but have higher 

intellectual abilities although their language development is different from other pupils with 
autism. 
 

Autistic Spectrum Disorder (ASD) 
Pupils with autistic spectrum disorder cover the full range of ability and the severity of their 
impairment varies widely. Some pupils may also have learning disabilities or other 

difficulties, making identification difficult. 
ASD recognises that there are a number of sub-groups within the spectrum of autism. Pupils 
with ASD find it difficult to: 

•    understand and use non-verbal and verbal communication 
• understand social behaviour — which affects their ability to interact with 

children and adults 

• think  and  behave  flexibly  —  which  may  be  shown  in  restricted,  obsessional  or 
repetitive activities. 

 
B 

Behaviour,  Emotional  and  Social  Difficulties  (BESD/EBD)BESD  describes  a  wide range of 
difficulties including children who are very withdrawn, children who are hyper-active, children 
with mental health problems, children who are unable to control their temper and those 

who are aggressive or disruptive. 

 
Broad Areas of Need. The Code of Practice (2015) identifies four broad areas of need that 

should be planned for. These are: 
•   Communication and interaction 

•   Cognition and learning 

•   Social, emotional and mental health difficulties (SEMH) 

•   Sensory and /or physical needs 
Children may often have difficulties which span more than one of these areas. 
 

C 
Code of Practice (CoP) 

http://www.academicsltd.co.uk/SEN/sen-academics-terms.asp
http://www.durham.gov.uk/pages/service.aspx?ServiceId=5962


 

A guide for early education settings, schools, local authorities and those that help them, 
on meeting their responsibilities for children with special educational needs. 

 

E 
Education Psychologist (EP) 

Educational psychologists are trained in psychology, pedagogy and child 

development. They provide advice, consultation and assessment to schools and other 
settings. 
 

Education, Health and Care plan (EHC plan) 
This is a plan which sets out the additional provision that is made for a child which is provided 
by the Local Authority.  The plan is from 0-25 years and is reviewed annually. It brings 

together health, education and social care to provide an integrated approach and must take 
into account the wishes of the parents and child. 
 

G 
Graduated Approach 

The system used by schools and early education settings to identify, assess and make 
provision for children with special educational needs. 

 
H 
Hearing Impairment (HI) 

Pupils with a hearing impairment range from those with a mild hearing loss to those who are 
profoundly deaf. They cover the whole ability range. For educational purposes, pupils are 
regarded as having a hearing impairment if they require hearing aids, adaptations to their 

environment and/or particular teaching strategies in order to access the concepts and 
language of the curriculum. 
 

Higher Level Teaching Assistant (HLTA) 
A member of staff who has gained a Higher Level Teaching Assistant qualification. This 
member of staff is able to take whole classes as well as groups and working with individuals. 

 
L 
Learning Mentor 

A school based professional, who works alongside teaching and pastoral staff to 
support individual pupils to overcome barriers to learning. 
 

Learning Support Assistant 
A member of staff providing extra support in early years settings and schools. 
 

Local Offer 
Local Authorities are required to publish the Local Offer, setting out in one place what 

provision they expect to be available across health, education and social care for those who 
have an EHC plan as well as those who do not. 
 
 

 
 



 

M 
Moderate learning Difficulties (MLD) 
This includes children who have difficulties in all areas of learning. Their rate of 

progress is very slow. They attend mainstream schools unless they also have 
additional significant difficulties when they may be placed into a special school. P 
 

Physical Disability (PD) 
Some pupils are able to access the curriculum and learn effectively without additional 
educational provision. They have a disability but do not have a special educational need. For 

others, the impact on their education may be severe. There are a number of medical 
conditions associated with physical disability which can impact on mobility, such as cerebral 
palsy, spina bifida and muscular dystrophy. Pupils with physical disabilities may also have 

associated sensory impairments, neurological problems or learning difficulties. 
Profound and Multiple Learning Difficulties (PMLD) 
 

Pupils with profound and multiple learning difficulties have severe and complex learning 
needs, in addition they have other significant difficulties, such as physical disabilities or a 

sensory impairment. Pupils require a high level of adult support, both for their learning 
needs and also for personal care. 
 

S 
Special Educational Needs Co-ordinator (SENCo) 
The member of staff with responsibility for coordinating special educational provision 

within a school or early education setting. 
 
 

Sensory Impairment 
An impairment of hearing or vision. 
Severe Learning Difficulties 

This describes children who show a global delay in all areas of physical, intellectual and social 
development. These children are likely to have an Education Health and Care plan (EHC 
plan). 

 
Special Educational Provision 
The extra or different provision made for children with special educational needs. 

 
Specific Learning Difficulties (SpLD) 
Pupils with SpLD may have a particular difficulty in learning to read, write, spell or 

manipulate numbers. Pupils may also have problems with short-term memory, with 
organisational skills and with co-ordination. Pupils with SpLD cover the whole ability range 
and the severity of their impairment varies widely. Specific learning difficulties include 

dyslexia, dyspraxia and dyscalculia  
 
Speech and Language Therapist (SaLT) 

A person trained to assess and treat speech, language, voice and fluency disorders. 
 
Speech Language and Communication Needs (SLCN) 

Pupils with SLCN may have difficulty in understanding and/or making others understand 
information conveyed through spoken language. Their acquisition of speech and their 



 

oral language skills may be significantly behind their peers. Their speech may be poor or 
unintelligible and they cover the full ability range. 
 

 
T 
Teaching Assistant 

A member of staff with skills and knowledge, but without QTS who can support the 
learning of the class as well as individuals. 
V 

Visual Impairment 
Visual impairment refers to a range of difficulties from partial sight through to blindness. 
Pupils with visual impairments cover the whole ability range. For educational purposes, a 

pupil is considered to be VI if they require adaptations to their environment or specific 
differentiation of learning materials in order to access the curriculum.



 

Appendix 3: The Inclusion Team 

 
Kali Cooper is an Associate Lecturer working with trainees. She teaches on a range of undergraduate 

and postgraduate modules, including the Understanding Inclusion Module, as well as the PG Cert Special 
Educational Needs Coordination Course. Kali was a SENCo in a high-needs Secondary School in Sheffield 
before moving to run an Integrated Resource within a large Secondary School for childre n with ASD and 

significant communication difficulties. She has trained and consulted with staff on SEN and with a 
specialism in ASD, in a variety of Primary and Secondary settings nationally.  Her research interests are 
inclusive education, wellbeing of trainees and professional identity. 

  Qualifications: BA Leeds; PGCE Sheffield, PGCSEN Sheffield; MA (Ed) in Sheffield. 
 
Naomi Cooper is a Senior Lecturer in Primary and Early Years, working with trainees and also with 

school-based tutors in schools.  She teaches on the Understanding Inclusion module of the 
undergraduate course and leads on EAL on undergraduate and post graduate courses. She also 
teaches about policy and practice and current issues in Education. Naomi has school experience of 
Primary schools, teaching in four local authorities. She was Head teacher and SENCO in a primary 

school. Her research interests are in inclusive education. 

 
Qualifications: BA(Ed) HONS Christchurch Canterbury, MA(Ed) Open University, currently 

studying her PhD, focusing on teaching Roma pupils. 

 
Janet Goepel is a Senior Lecturer in Primary and Early Years, working with trainees and also with 

school-based tutors in schools. She teaches on the Understanding Inclusion Module of the 
undergraduate programme and contributes to the teaching on inclusion on the BA in Teaching and 
Learning (BATL).  She is the Course Leader for the PG Cert Special Educational Needs Coordination 

course.  She is also supervising doctoral students.  Janet was a SENCO in a large junior school in 
Sheffield before moving to become a lecturer at another university where she taught inclusion and 
Professional Studies on the BA undergraduate programme, set up a Joint Honours Programme on 

Special and Inclusive Education and taught on the Masters programme for SEN. Her research interests 
are the voice of the child, multi-agency working and teacher professionalism.  She has been the 
speaker at a number of international conferences and meetings. Her co-authored a book on inclusive 
practice called Inclusive Primary Teaching: A Critical Approach to Equality and Special Educational 

Needs, is published by Critical Publishing and is in its second edition.  She has also co-authored a book 
called A Critical Guide to the SEND Code of Practice 0-25 years (2015) 

 

Qualifications:  Cert Ed Sheffield, M. Ed Sheffield, PGCHE Nottingham Trent, Ed. D Sheffield 

 
Mark Heaton is a Senior Lecturer in Primary and Early Years, working with trainees and also with 

school-based tutors in schools. He is the module leader for the Understanding Inclusion module of the 
undergraduate course and leads on Behaviour on undergraduate and post graduate courses. He 
taught in Sheffield primary schools, twice participating in the Fulbright Exchange Programme to the 

USA prior to joining the Support Teaching and Educational Psychology Service (STEPS) and worked as a 
Behaviour Support Teacher, working in schools across Sheffield.  Subsequently appointed as National 
Strategies Behaviour and Attendance Consultant and playing a 

leading role in the local Social and Emotional Aspects of Learning (SEAL) programme. He was the 
Sheffield Lead for the DCSF’s National Programme for Specialist Leaders in Behaviour and Attendance 
(NPSLBA) and led the roll-out of the programme in Sheffield, with over 150 participants. In addition to 



 

this he has provided support for primary schools with particular challenges related to behaviour, 
identified by OFSTED, or their School Improvement Adviser. Mark chaired the Local Authority’s 

‘SEAL/Anti- Bullying Multi-Agency Working Group’ and provided extensive CPD on Anti-Bullying at all 
levels, from pupils and parents to Senior LA Managers and was a member of the Sheffield Healthy 
Schools Team, supporting schools in achieving Healthy Schools Status. 

Qualifications:  BEd (Hons) Curriculum Studies (Primary) with QTS, Edge Hill College, University of 
Lancaster; MEd in ‘Special and Inclusive Education’, University of Sheffield; Post Graduate Diploma in 
Reflective Practice in Leading in Behaviour and Attendance, University of the West of England. 

 
 Jane Greatorex has worked in primary schools for over 25 years.  She is an experienced SENCo of 16 

years and has been a deputy head in a large school for over 11 years.   She has delivered CPD to many 
Sheffield schools on different aspects of inclusion and sharing good practice in this area.   As a SENCo 
she is very experienced at working collaboratively with parents, staff and other agencies to ensure the 

best outcomes for vulnerable children.  Jane has been an integral part of the SENCo SWIP group (South 
West Improvement Partnership) which has moderated SEND need and provision within schools in this 
part of the city.  Jane has delivered ‘guest’ lectures at Hallam University about the role of the SENCo.  

For many years, Jane was involved in city wide moderation for the end of KS1 assessments. Jane has 
worked with schools all over the country developing the TASC (Thinking Actively in a Social Context) 
framework as learning tool.    

Qualifications: BEd (Primary) with QTS 

 

 

 

 


