Country Report

United Kingdom

1
Background

1.1
Location

The school is located on a pleasant, relatively new housing estate about two miles from the centre of a county town in the Midlands in England. It is a relatively advantaged and homogenous area in socio-economic terms; most of the families with children at the school are ‘dual income’ (both parents are in employment). Parents are generally supportive of the school. While the town and the area as a whole has a range of ethnic minority communities, the particular locality served by the school is relatively culturally homogeneous; however, respect for all members of the community is a key characteristic of the school, as is well illustrated by the response of all pupils and staff to the pupils with special educational needs.

1.2
The School

The school is a mainstream lower school with placements for about 400 children aged from four to nine. Currently, pupils move to a middle school at 9+ and then to a high school at 13+. However, the structure of education in the town is currently under review and it is proposed to change to the more standard system of 4-11 primary schools and 11-16/18 secondary schools. It is likely that provision for pupils with special educational needs in the town will be reviewed also.

The school has Designated Special Provision (DSP) for 38 pupils with severe learning difficulties (see below).

The school is 11 years old and occupies a pleasant one-storey building with its own grounds offering adequate green and hard surface playing areas. The mainstream classrooms are ‘open-plan’ insofar as classes have their own areas separated by side partitions but not doors. Toilet and wash areas are located near each class area, rather than being located centrally. The DSP classrooms have lockable doors for reasons of safety but otherwise look the same as the mainstream classrooms and all class areas are furnished similarly, with children sitting at large round tables.  The coherence as regards physical setting makes it easier for children with a range of learning difficulties to move around the school and between classrooms.

The school has a large hall and, in addition, the DSP classes have their own smaller hall.

1.3
Inspection Assessment

The school had a national inspection in 1997 and received an excellent report in all respects - only very few slight weaknesses were found and the recommended action points were minimal. The inspection team commented, inter alia, on the high quality of teaching and learning in all classes, the close collaboration between teachers and support staff, the excellence of the curriculum planning, the exemplary standards of pupils’ behaviour, interest and concentration, and the fact that the school was an orderly and caring community. This is significant as regards the education of pupils with special educational needs, reinforcing the growing awareness that, above all, these pupils are best served in excellent schools.

The inspection report was equally laudatory about the Designated Special Provision: 

Pupils show great enthusiasm for learning and are attentive to adults. Even when not receiving individual attention, many concentrate on an activity and share workspace and equipment readily.  Behaviour is particularly good … the quality of teaching is a strength … all staff have high expectations of pupils’ learning and behaviour … the quality of team work is very good with both school staff and those from external agencies jointly planning and evaluating programmes for individuals, which have a positive effect on learning. Lessons are planned in great detail … the curriculum has both breadth and balance and is suitably based on schemes of work produced for the mainstream, which are currently being modified for these pupils. 

1.4
Ambience

There is a great deal of visual stimulation around the school.  All the walls are covered with excellently presented pupils’ work - art, written work, photographs  - or interesting displays related to the curriculum. Many of the wall displays are multi-dimensional and all are colourful and well designed. Other surfaces in classrooms and corridors are covered with displays and there are objects to attract the attention of young children - for example, a life-size, papier mâché ‘spotty dog’ (Dalmatian). Books and resources are much in evidence and the school has a feeling of purposeful, child-focused activity. The research visit gave evidence that all pupils were actively engaged in learning activity throughout the classrooms, mostly in small groups, and were obviously keen to tell other teachers coming into their work area what they were doing. 

All achievements, at whatever level and in whatever sphere of activity, are celebrated. Pupils fully accept the principle that achievement has a different face according to the person who has achieved it. Thus, in a celebration assembly, the acclamation of the achievement of a pupil with severe learning difficulties will be as great as that for a pupil who has achieved distinction outside the school.  Pupils are also reported to be sensitive to the enjoyment of their peers with learning difficulties - they are reported to take pleasure from the participation of a peer with learning difficulties to a ‘fun’ event, for example. They are also accustomed, and fully accepting, of the principle of helping those who need support. A wide range of pupil exhibits and photographs reinforces the value placed upon the contribution and participation of all members of the school community.

Parents of mainstream pupils are reported to say how privileged they feel that their child can share his/her educational career with a range of children with different needs.

1.5
The Pupils

1.5.1
Pupils with severe learning difficulties

There are approximately 400 pupils on roll. The school has Designated Special Provision (DSP) for 36 pupils with severe learning difficulties. The term ‘Designated Special Provision’ is particular to this local authority; in other authorities the school might be said to ‘have resourced places’ or ‘a unit’. The local education authority has pursued a policy of providing for pupils in DSPs for some years. Various mainstream schools throughout the authority are given responsibility for particular categories of special educational needs and act as a local resource. Thus, while pupils in the mainstream classes live nearby the school (i.e. mostly within walking distance), pupils allocated to a place in the DSP come from a much wider area (the local education authority provides transport).  The argument for DSPs is that expertise and resources can be focused on one location rather than dissipated across a number of mainstream schools. In the town where the school is located there were, at the time of the project visit, six special schools and 14 DSPs, mostly for younger pupils (nine DSPs in lower schools - ages 4-9; four in middle schools - ages 9+ - 12/13; one in an upper school - ages 12+-16.)

1.5.2
Pupils with other special educational needs

In addition to the pupils with severe learning difficulties there are about 80 pupils with other special educational needs. The authority uses a graded banding system which relates to degree of learning difficulty (band A is for pupils with the least severe difficulties). Three pupils have statements of educational need; one pupil has a severe medical condition and has a part-time placement combined with some home tuition. The majority of pupils are on the bands which attract the lowest levels of additional resourcing: 21 pupils are on band B and 56 pupils are on band A. Amongst these pupils are eight who have challenging behaviour: two have a diagnosis of Attention Deficit Hyperactivity Disorder (ADHD), two have a diagnosis of autistic spectrum disorders, with a further pupil with ‘autistic tendencies’, and three have emotional and behavioural difficulties resulting in oppositional behaviour such as biting, physical violence towards other pupils and adults, throwing things, running out of school, hiding under furniture.

1.6
The Staff

Each of the DSP classes has a teacher and a nursery nurse (nursery nurses have a recognised qualification whereas learning support assistants may be qualified or unqualified). For some days of the week they also work as a learning support assistant. In addition, parental volunteers are active at the school. In the mainstream classes there are seven learning support assistants and two dedicated special needs learning support assistants relating to pupils with statements. Thus there are two adults in many classes. However, the fact that there is quite a high degree of special educational needs in the school (about 80 pupils giving some cause for concern about their progress in addition to the 38 pupils in the DSP) should not be forgotten.

1.7
Admission to the DSP

For admission to the DSP, pupils have to have a statement of special educational need, which identifies the following features of a placement:

· Access to daily structured teaching following a modified curriculum based on a small step approach

· A small class group with access to individual teaching

· A well structured individual language programme

· Access to mainstream peer group models for play and social development

· A consistent structured environment with secure, explicit boundaries, with opportunities to broaden experience and practise learning in a negotiated mainstream setting

Referrals are made from the special educational needs area support team and approved by an area panel composed of representatives from the special education support team, psychologists and local authority officers. 

Generally, children in the DSP have to be able to learn within the broad structures of the school. However, it should be pointed out that these are flexible and staff go out of their way to address pupils’ needs - arguably, the provision itself engenders particular pupil response. But, for example, while there are some pupils with autistic spectrum disorders, and while some elements of the TEACCH approach are viable, these pupils cannot be solely dependent on a particular programme that is incompatible with the ordinary classroom. Thus, for example, a boy with autistic spectrum disorder has access to his own table/workstation (an element borrowed from the TEACCH approach) but the classroom design can not be organised any further along TEACCH lines - e.g. with a completely separate area for each activity. 

Staff commented on the relative homogeneity of the group of pupils in the DSP compared with the range of pupil needs that are commonly found in special schools in the UK. They considered that the homogeneity was a strength of the provision and facilitated the inclusion of pupils. It was far easier to ‘sell’ the idea of inclusion to mainstream teachers with only one ‘type’ of special need, as it was more manageable. Despite the relative homogeneity, of course, there was a range of learning styles within the group. As it was, staff could develop expertise in one particular need.

All pupils were considered to be in ‘the middle band of severe learning difficulties’ - i.e. with a degree of language, ambulant.

2
The Way in Which the Special Provision Was Started

2.1
Selection of the School to Have Designated Special Provision Status

As noted above, the local education authority has had a policy of Designated Special Provision for a number of years; this type of provision has increased over time. It was seeking to close a special school for pupils with severe learning difficulties in the area as parents were wanting integrated placements. There were three elements, which made the school a suitable site for a new DSP:

· The head teacher had a background and strong interest in special educational needs and favoured inclusion

· The school itself had, since opening, rapidly built up a good reputation for its general standard of education

· The site was sufficiently large for additional building.

It was decided to close the special school and move pupils and most of the staff to a DSP at the school.

Several of the staff had been at the school since its opening and/or had come from the special school. From their account of the ‘merger’, the following factors are significant. 

2.2
Bilateral Commitment to the Merger

Commitment from both the special and the mainstream school was important - in other situations, it is often the case that special schools oppose their own closure. One member of staff remarked that, while the parents of the pupils at the special school had originally requested integrated placements, when the time actually came for the closure of the special school, they were far less sure and wanted to oppose the closure. The literature suggests that this is a typical response. Quite understandably, parents feel threatened by the unknown, particularly in a situation where, it should be remembered, the receiving school had no track record of successfully educating pupils with severe learning difficulties: some of the original mainstream staff commented that it was a totally new area to them - they had no prior experience of pupils with severe learning difficulties Interestingly, the special school staff decided not to support the parents in their campaign to retain the special school. This suggests the forward-looking nature of the special school and the fact that staff were committed to the best interests of the pupils.

It would have been unusual had there been no feeling of uncertainty about the future among special or mainstream staff; some colleagues were less enthusiastic than others. However, it was commented that the mainstream school had established an ethos of ‘looking forward’, ‘being prepared to give it a go’ and focusing on the interests of the pupils; recent appointments had made possible a staff of teachers ‘in the same vein’. Furthermore, there was a whole school commitment to the importance of addressing pupils’ social and emotional development alongside their cognitive development; the opportunities afforded by widening the diversity of pupils in the school and having children with severe needs on roll were welcomed.

At the same time, strong leadership of the special school staff encouraged them either to make the move positively or to decide to seek an appointment elsewhere or take early retirement, with the understanding that this was a perfectly acceptable response from staff whose careers had been shaped in very different circumstances. About half the special school staff made the move and ‘all rallied and gave it a go’.

2.3
A High Degree of Joint Planning, Training and Visits Over Two Years

The second principal factor which was significant in establishing the Designated Special Provision was the intensive collaboration between the two staffs, which helped to establish a feeling of one staff body and mutual ownership.  This is important as other studies show the ease with which disharmony emerges where two staffs, each with different cultures and ways of operation, find themselves in one location but with little in common between them. At this case study school, there was agreement that ‘we wanted the school to be as one’ and effort was put into making all teachers feel valued. During the run up to the merger, there was a lot of training - although the inevitable element of ‘learning of the spot’ was stressed. The fact that a substantial number of special school teachers were transferring with the pupils meant that there was the opportunity of creating new teams but these were underpinned by continuity.

The planning phase included work with parents.

All the planning was generated by the school staffs - the practitioners involved at classroom level. While the local education authority established the framework for the opening of the DSP, it did not provide leadership for the planning at a practical level. Whether this was a deliberate or contingent strategy on the part of the local education authority, with hindsight, it was probably a facilitator insofar as, in such circumstances, ‘bottom-up’ planning of classroom practice is probably more powerful for team-building than ‘top-down’ imposition of ideas.

3
The Delivery of the Curriculum

3.1
Whole School Planning

The new senior management had to address the issue of how to work as a whole school. This is important, as, in some ostensibly similar situations, the mainstream classes and the special classes can remain isolate with little curricular interaction even if there is social interaction.

Each DSP class is linked to a mainstream class on an age-related basis.  As noted above, the pupils in the DSP are relatively homogeneous with respect to their learning difficulties - they are characterised as ‘being in the middle band’ of severe learning difficulties.  Thus they can move up the school ‘normally’ in age cohorts rather than remaining in classes determined by type or degree of need, as is the case in some special schools. The oldest pupils in the DSP have no mainstream peers of the exact age, of course, as the age of transfer for the mainstream classes is nine and for the DSP 11. The later age for the pupils with severe learning difficulties is because parents have been reluctant for their children to leave as soon as the age of nine, as there is no parallel facility for the children to complete their primary education. (Most parents probably think in terms of 5-11 and 11-16 education, as this is how the majority of schools in England are organised and is reflected in the structure of the national curriculum - Key Stage 1 encompasses pupils from 5 - 7+ and Key Stage 2 encompasses pupils 7+ - 11+).

3.2
The Delivery of the National Curriculum

All pupils follow the national curriculum. Long term, medium term and short term planning is done in year group teams of teachers from the mainstream classes and the DSP. Both the mainstream classes and the DSP have a co-ordinator responsible for each subject of the national curriculum: these work together. (While all English primary schools would have subject co-ordinators, the significant factor here is the pairs of teachers working together). The work is then further differentiated according to the needs of individuals and groups of pupils. Pupils from the DSP classes might do only one unit of a module, for example. The way in which the school has been planning the curriculum to accommodate different needs within one curriculum ‘map’ is, in fact, the way which the Qualifications and Curriculum Authority (the government agency responsible for the national curriculum in England and all associated assessment) has recently advocated in guidance materials - for example, there can be common objectives with different activities, those activities for pupils with severe learning difficulties at a lower level than those for other pupils(1). Day-to-day work is discussed on a weekly basis and opportunities for integration for individuals and groups are identified. When the pupils move between classrooms, as appropriate, they are thus familiar with the work taking place.

3.3
Criterion for Decision-Making Regarding Placement

All movement between classrooms and inclusive activities is justified in terms of the learning that will take place. Although all members of staff are committed to inclusion, pupils at the school are not taught together just for the sake of it but only if their learning will benefit - they always ask, ‘why are we doing this?’. Staff commented on the fact that individual pupils could be confident learners in their own DSP classroom, but find the pace of the mainstream classroom too overwhelming and, though present in the lesson, would not be actively involved and thus not learning most effectively. Available resources are an issue in this respect. Staff commented that more DSP pupils could spend more time in mainstream classes were the staffing level to be enhanced so that more support were available in the mainstream classroom. As things were, the DSP teacher and support assistant were needed in the DSP classroom with the majority of the class so there was no spare capacity to accompany individual pupils elsewhere. (This is a common finding in such circumstances.)

3.4
All Inclusive Activities

All activities in art, music and physical education are inclusive, though pupils in the DSP might practise certain skills separately (for example, ball skills) so that they were familiar with them when they were in the integrated class.

In addition, DSP pupils join in with the extra-curricular activities offered by the school - for example, country dancing. Staff commented that the children with severe learning difficulties were never without partners - other children wanted to partner them, without any adult prompting.

3.5
Reverse Integration

Some ‘reverse integration’ takes place, with mainstream pupils going to the DSP classrooms for certain activities. For example, at foundation level (the youngest pupils), mainstream pupils struggling with literacy or numeracy will join the DSP class. The benefits included not just the opportunity for learning together but the fact that the mainstream pupils were, for once, ‘top dog’ in the class - which gave them confidence - and also progressed in their own understanding by having to help those who were less able than themselves. Reverse integration also reinforces, for all pupils, the commonalities of the curriculum between the ordinary and special classrooms.

3.6
Meeting Other Needs: Pupils with Emotional and Behavioural Difficulties

The needs of the other pupils with statements, for emotional and behavioural difficulties, including autistic spectrum disorders, were quite severe insofar as the pupils concerned displayed disruptive and aggressive behaviour. Each was on an individual education programme which identified behavioural targets for the pupil concerned. The background conditions which were significant as regards behaviour management were consistency of approach from all staff (here, the open-plan nature of the classrooms, the team planning, the openness of the colleagues to each other’s work, were all relevant), clear boundaries and high expectations of all pupils. Generally, the classrooms were orderly and pupil discipline was good - there were, thus, excellent role models. There was not more than one pupil with significant behavioural difficulties in any one class group. Again, previous studies have shown that this is important for inclusion: if teachers are too hard pressed meeting the needs of the existing class, they are less willing to accept pupils with more significant needs, usually because they feel that they will be unable to meet all the needs adequately.

4
Teacher Support

4.1
External Support

Various specialists from the local authority’s support services visit the school in relation to particular pupils.

4.1.1
Speech and language therapy

The speech and language service is actively changing the nature of its provision from hands-on, direct support, whereby individual pupils are withdrawn for sessions, to a consultative model, whereby the role of the speech and language therapist is to identify difficulty, set up programmes and then monitor progress, while a speech and language technical assistant runs the programmes in school alongside the regular teachers. This model is becoming increasingly common in the UK(2).

4.1.2
Physiotherapy

The physiotherapist visits the school to see pupils rather than their having to go to a health authority clinic - as is sometimes the case elsewhere. She sets up programmes for parents to follow and meets with parents at the school. The school keeps a book to communicate concerns/comments about particular pupils.

4.1.3
Sensory impairment service

Support is received for pupils with sensory impairment - particularly three children with hearing impairment. The school is piloting a new in-class microphone system, which boosts the sound level for all pupils.  Several pupils wear radio microphones.

4.1.4
Educational psychology service

The school’s educational psychologist visits by request, usually within a matter of weeks after the request is made. The service is used for advice about particular pupils and programmes for them.

4.1.5
Advisory and inspection service

As with other similar schools, the case study school considered that it ‘fell between two stools’ in terms of receiving professional advice.  All schools in the authority have a link inspector (this is common practice in England) but, in the case of this school, the link adviser relates to the mainstream school and the particular inspector does not have a specialism in severe learning difficulties. There are specialist inspectors in the system but they are linked to special schools. The staff commented that, when an inspector visited, they always included the work of pupils from the DSP but if they did not do this, the work would probably not be asked for as a matter of routine. It should be noted that this is often reported in elsewhere: as there are more inclusive classrooms, so general curriculum advisory and inspection staff need to be aware of criteria for evaluation of a wider range of work and to be able to support staff working in such situations. There are staff development implications at this level.

4.2 Staff Development

4.2.1
Teaching staff

As with other similar cases, the school has had difficulty in locating relevant in-service training particularly for senior staff. The way it has organised its provision is unique within the authority: there are no other lower school DSPs for pupils with severe learning difficulties running on the model it had built up in the authority (one at another town in the authority has a wider range of needs): thus there is a lack of colleagues with whom to discuss the particular curriculum model of part inclusive and part withdrawal education. On in-service courses, staff thought that presenters were more often interested in hearing what the school was doing than able to give the school ideas about curriculum development - the example of development in religious education was cited. The head of the DSP found that her expertise was being used on working parties more than she was being given ideas for development. 

This is a growing phenomenon. Practice is developing faster in inclusive schools than in support services (see, for example, Fletcher-Campbell and Cullen, 1999); there is a challenge to local authorities not only to support such schools but also to use their expertise to develop practice in other schools.

Within the school, senior staff had identified the need for maintaining in-service training for colleagues new to the school in order to give them more confidence.   A programme to facilitate mainstream teachers to work alongside DSP teachers was planned but this needed resourcing. A structured programme for newly qualified teachers was also planned. (Schools in England are obliged to provide a structured programme of development for any newly-qualified teachers they employ - see DfEE, 1998)

There was the opportunity for mainstream staff to transfer to taking responsibility for a DSP class and vice versa. This was valuable experience and it underlined the difference in the challenges of teaching the different types of classes and the fact that a teacher excellent in one class would not necessarily be comfortable in another. Rather than being perceived as any type of ‘failure’ if a teacher did not thrive in another environment, it was considered valuable in terms of underlying the respective challenges faced by teachers and the respective skills and expertise, which they possessed.

4.2.2
Learning support assistants

The school is currently reviewing the situation regarding its learning support staff, many of whom are stable members of staff, having worked at the school for some years. Their training has been mostly on-site. The school did not consider that the training available from local authority providers was adequate to meet the particular needs of the school.  Until recently, very little training has been available for learning support assistants. Recently, accredited courses have become available. (It should be noted that the position in this authority is similar to that elsewhere in England - training for learning support assistants is a rapidly developing area(3).) However, not all post-holders were seeking accreditation and there was a need for short, sharp, focused courses for those who did not wish to pursue the accreditation route.

5
Perceived Benefits and Costs of the Inclusive Practice

5.1
Benefits for Pupils with Severe Learning Difficulties

The staff noted that stereotypical behaviour which is often displayed by young people with needs as severe as those in the DSP is virtually eliminated. This is not because it has been suppressed or removed by a programme but, rather, because the children have positive role models for behaviour and do not initiate stereotypical behaviour. (This is commonly commented upon in similar situations.) Staff commented that they try to discourage behaviours that are either not age appropriate or are potentially difficult to manage in social situations (e.g. lack of respect for personal space) so that there is, as far as possible, as little discernible difference in the behaviour of the cohort of pupils with severe learning difficulties.  The success of the staff in achieving this was borne out by observation: pupils from the DSP who were in activities with their peers around the school might be recognisable on account of Down syndrome features, for example, but not on account of their behaviour; in a large group they often had to be pointed out by the staff. And they were taking part ‘normally’ in a wide range of activities: for example, rehearsing songs for the leaving year group’s entertainment for the school, in a group in reception class identifying the number of claps given by the teacher, in ‘table’ activities in classrooms. All were engaged in the activity similarly to the other pupils, and without any intrusive support: they clearly had the notion of independent learning and, because the tasks set were appropriate, were able to tackle them on their own.

Pupils had opportunities to forge friendships with their peers (although not necessarily those from their own local area as many came from a wider geographical area than the mainstream pupils) and to participate in a wide range of learning and social activities with them. They also were able to participate, on an equal basis with their peers, in special activities: for example, the previous week the school had held a carnival week and there had been a visit from some Russian clowns.

5.2
Perceived Benefits for Other Pupils

Staff considered the opportunities for social learning and development, and citizenship education, to be considerable.  Pupils learnt about difference and tolerance, the need to be supportive of others and so forth.  They also developed mature and appropriate behaviour towards pupils with emotional and behavioural difficulties - these pupils are often either ostracised or ‘wound up’ in some circumstances. For example, a teacher commented on the fact that while a boy was displaying uncooperative behaviour, throwing things across the classroom and shouting out, the other members of his class merely ignored his attention-seeking and went on working. There is much discussion about the conditions under which inclusion can flourish: clearly, the attitude and response of other pupils, and the sort of behaviour which they can be relied upon to display, is as critical a factor, albeit less discussed in the literature, as the attitude and response of teachers.

5.3
Perceived Costs

In a previous European Agency project report, Meijer (2000) identified the issue of perverse incentives: that is, the situation whereby schools that are using the full capacity of existing resources in terms of teacher expertise, strategies and time, and thereby containing pupils’ special educational needs and assisting their learning are indirectly  ‘rewarded’ for this by being ineligible for additional resourcing on account of the lack of evidence that the pupil’s needs are sufficiently severe. This appeared to be the case to a certain extent at this school. Through the rigorous application, monitoring and review of programmes, pupils were maintained in mainstream classes when, in other situations, they might not have been. Yet the situation was volatile (there were good days and bad days) and the pupils concerned needed constant support. The situation was potentially serious with respect to the transfer of the pupils (see below).

6
Issues of Progression and Transition 

6.1
Pupils with Severe Learning Difficulties

This school is a classic example of a school which has developed inclusive practices independently of the wider education system and local arrangements which provide the context for its operation. Currently, there is no similar provision to which the pupils with severe learning difficulties can transfer at the age of 11. The only choice open to parents is in relation to special (segregated) schools: in the area there are two for pupils with moderate learning difficulties and one for pupils with severe learning difficulties. It was pointed out that all these schools provide for a much wider range of needs than the DSP: for example, there are pupils with profound and multiple learning difficulties in the school for pupils with severe learning difficulties and all the schools have pupils with autistic spectrum disorders whose behaviour is more noticeably different than that of the pupils with this disorder in the primary school.

The final pupil who had had experience of a special school placement was leaving the school in summer 2001. Thus all future leavers, and their parents, will have only known a placement in a mainstream school; arguably, the lack of the possibility of continuing similarly will be increasingly unacceptable. 

6.2
Pupils with Emotional and Behavioural Difficulties

The school was effective in containing pupils’ emotional and behavioural difficulties and facilitating a situation whereby they were able to learn in ordinary classrooms. However, when these pupils moved on to a middle school, where structures were, perhaps, not so stable and, in any case, were beginning to operate on a secondary school model, these pupils were, apparently, not always so successful. A particular factor was that the ostensible behaviour of the pupils was not the most difficult in the light of the behaviour of other newly transferred pupils from other schools which may not have had similar expertise in pupil behaviour management. Thus the pupils were not offered support on transfer as they were not deemed a priority. The obvious danger of a situation such as this is that, without support or a facilitating structure, the pupil’s behaviour deteriorates. The result may be that s/he is, ultimately, excluded from mainstream education.

7
Factors Underpinning the Success of the School

Factors derived from the research visit included:

· A whole school approach 

· Expectation on the part of all teachers that pupils with severe learning difficulties will participate in mainstream classes

· A rigorous analysis of individual and group needs

· A careful identification and evaluation of opportunities for inclusion

· An emphasis on the centrality of learning, giving a realistic approach to inclusion

· A school ethos in which all manner of success was celebrated

· High standards in all aspects of school life and high expectations of pupils of all abilities

· Close staff collaboration, discussion of the curriculum and of pupils’ response to it, sharing of challenges and solutions

· A range of expertise and experience

· High quality staff.

1
10

