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The COMPLEXEARNING DIFFICULTIES AND DISABILITIES Research Projeq
Developing meaningful pathways to personalised learning

REPORT OVERVIEW

The Specialist Schools and Academies T&&AT\as commissioned by the Department

for EducationDfE)to research ways tomprove outcomes for childreand young people

with the most complex educational needs and disabilities through the development of
evidencebased teaching and learning strategies. The research results of the project will be
shared with schools and the wad education network.

Childrenand young peopl&ith complex learning difficulties and disabilities (CLDD) include
those with ceexisting caditions (e.g. autism and attention deficit/hyperactivity disorder
(ADHD)pr profound and multiple learning disdities. However, they also include children
who have newly begun to populate our schogismong them those who have difficulties
arising from premature birth, have survived infancy duattvyancedmedicalinterventions
have disabilities arising from par&l substance and alcohol abuse, and/or have rare
chromosomal disorders. Many may also be affected by compounding factors such as
multisensory impairment or mental4Health, or require invasive procedures, such as
supported nutrition, assisted ventilai and rescue medicationVhile the concept of CLDD
is widely recognised, an official definition has yet to be adopted. The project definition of
complex learning difficulties and disabilitissbeing consideretdy the DfE

Childrenand young peopl&vith CLDD are a distinctive group of learnexguiringeducatoss

to makepersonalised professional responses to their profile of learning need. We have to
equip teaching professionals to offer high quality education to theseng peopldo

prevent their disefranchisemenfrom the school systemWe need toremodel our

pedagogy and generate teaching strategidsali will embrace thenas learners. The

debate around personalised learning, fuelled by 8®@ATwww.ssatrust.org.uk informs

this.

The programme of researchdurghttogether a multidisciplinary team of researchers and
advisors with specialisms across education, health, psychology, therapies and neuroscience.
In Phase 1 of the project, the reseatelam worked together with 12 special schools and

staff, 60 childrefyoung people and theirfamilies to develop educationaksources to

enable practitioners to formulate an effective teaching and learning package for the children
and young peopl&ith complex needs in their classrooms. The project built on and
synthesised existing national and international expertise in the field, as well as drawing

upon practitioner experience to develop and trial modified and new approaches for these
young people Between September and December 2010, tiesources were trialled in 50

further special schools in the UK and 15 internationally. In the third phase of the project,
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between January and March 2011, thesourcesweretrialled in 12 mainstream schoots
six primay and six secondaryand two early years settings

The oucome of the project ishe CLDIEngagement for Learning Resource Framewmrk
support educators of childreand young peoplevith CLDDThe key components are
available to download online dittp://complexld.ssatrust.org.ukTheyinclude:

o CLDBriefing Pack a series of information sheets on conditions which commonly co
exist within the profile of CLDD; these give information on effective educational
strategies associated with particular disabilities

e The Engagement Profile andafe: an observation and assessrheesourcefocusing on
student engagemenfor learning

e The Inquiry Framework forelrning: a flexible educational practice framework
promotingmultidisciplinary involvement

e Training materials and opportunities.

The project methodology was approved InetSERC at the University of Northampton, and
guality assured bypavidBraybrook, an experienced practitioner in sensory

impairment/speech, language and communication difficulties, and a member of SENDIST

and tribunals for other allied professisowhore@ NIl SR (G2 (GKS LINRP2SOG Qa
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CLDD RESEARCH PROJECT RECOMMENDATIONS

Evidence from this research has defined the population of children with Complex Learning
Difficulties and Disabilities. We recommend that Local Authorities adopt the national
definition of Complex Learning Difficulties and Disabilities in developing moad

reporting trends to National Government.

. Schools involved in this research project have demonstrated great commitment, insight and
endeavour. The wider community of schools will now need to be informed. Systematic,

critical reflection in schoolwill enable this. We recommend that the Specialist Schools and

I OF RSYASa ¢NHz&AGQ&a /2YLX SE bSSRa o0221tSd4a | NB
discussion.

. Children with Complex Learning Difficulties and Disabilities are presenting profiles of
learningneed not previously experienced by schools. We recommend that headteachers

and SENCOs access the free CLDD Briefing Packs, available through the Specialist Schools
and Academies Trust, and disseminate them widely across all of their staff team.

Educators involved in this project have embraced new pedagogy designed around the tenet

of engagement. We recommend schools consider the introduction of the Specialist Schools

FYR ! OFRSYASa&a ¢NHza (GQa 9y3IlI3ISYSyild taygmemf S | yR
in learning.

. Complex Learning Difficulties and Disabilities will continue to be a growing phenomenon in

all schools. A culture of inquiry will help to meet the learning challenges displayed by these

pupils. We recommend that schools use the SpdciA 4G { OK22fa | yR ! OF RSY
Framework for Learning.

.CKAA LINRP2SO0Qa SOUARSYOS olasS IyR 2dz2io2ySa g1t
internationally with other schools, universities and experts. We recommend that the

International Netvork for Educational TransformatioiiNgt), in conjunction with

Department for Education, considers frameworks for enabling this initiative to be sustained.

. Mental health is the most pervasive and-cocurring need to compound and complicate

OK A f Roddmletu@atianal needs and disabilities. In recognition of this, the project has
developed supporting information for schools. We recommend that schools consider
ONBIFdAy3 I WwW2StftoSAya ¢SIHYQ (2 LINRY2(GS SY204
peopleand build emotional resilience in those with Complex Learning Difficulties and
Disabilities.

In line with the recommendations of the Salt Review and the Lamb Inquiry for better
training for teachers of children with SEND, the findings of this projectsalgport this, and
illustrate the urgent need in relation to a new generation of children. We recommend that
the new modules of training in special educational needs and disabilities, and specifically
Complex Learning Difficulties and Disabilities, corsimned by the Training and
Development Agency for Schools are systematically introduced across schools.

Website:http://complexld.ssatrust.org.uk 9




9. The diversity of need profiled in Complex Learning Difficulties and Disabilities should be
reflected in the diversity of the workforce in schools whgupport children and young
people with Complex Learning Difficulties and Disabilities. We recommendesignation
of Teaching Assistant posts and others to build an appropriate wider workforce.

10. The contribution of Teaching Assistants at all leveetsucial in supporting children and
young people with Complex Learning Difficulties and Disabilities. We recommend that
detailed consideration be given to the training needs of Teaching Assistants working in the
area of Complex Learning Difficulties aridabilities.

11. Collaborative approaches are key to unlocking the innate abilities of children and young
people with Complex Learning Difficulties and Disabilities. We recommend that
transdisciplinary practice is encouraged wherever possible through joirgtion between
the Department for Education and the Department of Health.

12. Young people with Complex Learning Difficulties and Disabilities are experiencing
considerable challenges in the process of preparing for adulthood. We recommend that
specific rsearch be undertaken to identify more accurately their needs in the transition
process.

13. Families of children with Complex Learning Difficulties and Disabilities are charting new care
practices, therapeutic interventions and education pathways. We reconahtieat, in a
spirit of equal partnership, professionals learn from these families, and apply their
knowledge and insight to personalise programmes.

14. England has, through this Department for Education commissioned research project,
defined and outlined th group of learners with Complex Learning Difficulties and
Disabilities. This bedrock of research, professional practice and student focused information
needs to be nurtured, disseminated and built upon. We recommendttif@Government
considers the mostffective ways of doing this.

Information and materials related to the project are available online from the Specialist Schools
YR ! OFRSYASE ¢NHzaGQa /2YLIX SE [ SIENYyAy3a 5AFFAO
http://complexld.ssatrust.org.uk
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COMPLEX LEARNING DIFFICULTIES AND DISABILITIES: THE CONTEX

Barry CarpenterAcademidirector Special Educational Negdsd National Director of the
CLDD Researéhioject, Specialist Schools and Academies Trust

Children and young peopleith complex learning difficulties and disabilities (CLDD) have
been described as a 21st century frontier for educafidiney are challenging our schools
and most skilleééducatoss; they do not fit our current range of learning environments,
curriculum models or teaching and learning approachesrter and Ashdowhdescribe
them as:

XI 6ARS YR @FNASR 3INRdzZLI 2F £ SINYSNEX wAY
differentiated curriculum or teaching at a slower pace but who, at times, require
further adaptations to teaching if they are to make progress.

Current issues

¢tKS D2@SNYYSydQa wnmn FAIdzZNBEaA aKz2g GKIFG addzR
England increased fromround 1.53 million (1% of students) in 2006 to approximately 1.69

million (21% of students) in 20f@Children with most severe needs represent about 3% of

students in England.

The population of students with CLDD in our schools is increasing. Thersiof children

with severe and complex needs in one local authority more than doubled between 1981 and

2001° Between 2004 and 2009, the total number of children véiévere learning

disabilities (SLDfcreased by 5.1%, and the total number of thosewAtofound and

multiple learning disabilitiesMLL) rose by an average of 29.79Emersofi estimates that

the prevalence of PMLD in the older child/young adult age range is increasigdy 4

annually.ln 2005, McClusky and McNamara reported that Goveminfigures indicated

GKFG 2F GKS 1tnnXnnn RA&alFI0of SR OKAftRNBY Ay DNEB
disabled children in the UK and their numbers are known to be rising as a result of medical

! Thomas, D(2010) Personal communication.

2 Department for Education (2018upport and Aspiration: A new approach to special educational needs and
disability¢ a consultationNorwich: The Stationery Office.

% Porter, J. and Ashdown, R. (20@2)pils with Complex Neds: Promoting learning through visual methods and
materials.Tamworth: NASEN.

* Department for Education (201@hildren with Special Educational Needs: An analysigion: DfE
Publications.

®Hartley, R. (2010Jeacher Expertise for Special Educatidfesds: Filling in the gaggResearch note: July).
London: Policy Exchange.

® Emerson, E. and Hatton, C. (2084}imating the Current Need/Demand for Supports for People with Learning
Disabilities in England.ancaster: Institute for Health Research, LateralUniversity.

" National Statistic62004)Special Educational NeeasEngland, January 2004ondon:Department for
Educationand SkillsNational Statistic$2009) Special Educational NeedasEngland, January 200London:
Department forChildren Schools and Families

8 Emerson, E. (200®stimatingthe Future Number of Adults with Profound and Multiple Learning Disabilities
in EnglandLancaster: CeDR, Lancaster University.
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I R y\Wdk&tamwibutes some of this riseotan increase in the survival rates of

extremely and very preterm babies. In the USA, 80% of at babies born at 26 weeks (i.e.
WSEGNBYSt & LINBGSNYQO adzNBAGST yR ez 2F (K2
LINB G &NV Q0 @

Thisincrease in childrewith CLDDs beginning to impacin schools. Onbeadteacher
writes:

Three years ago, we had up to seven children with gastrostapmwesnow have 16.
Just recently, we have enrolled two students with trasteaies who need full time
medical support?

Blackburn et al. report a further rise, stating that today there are 950,000 families in the UK

with a disabled child®and suggest that this may be an underestimate of 250,000. They
FGGNROdzGS AG Ay LI NI G2 WAy G SNONGSs8aNeatA 2y £ L
study by Emerson has also emphasised the link between poverty and disability, stating:

When controlling for the effects of ethnicity and afleael deprivation, the
prevalence of all major forms of intellectual and developmental disatsigreater
among children in families of lower so&oonomic position®

1'a 2yS JI20SNY 2N 2F y2G3KSNJ a0OK22f NBLR2NISRY
NBE & (G NHzOG dzNB 2 dzNJ aOK22f ®Q

Who are the children withCLDD

Students with CLDD have two or more conditions which overlap or interlock. Their diverse
disabilities may include previously rare causal bases; for example, rare chromosomal
disorders, assisted conception, maternal drug or alcohol abuse during pregnaedgatfer
gives rise tdetal alcohol spectrum disorders (FASDs) which are the largesigeoetic

cause of learning difficulti€€ Many may also be affected by compounding factors such as

a0/ tdza1Ses Wod yR aObl YINIS D® OWorkingwith GHIdKRAXD@BNE Y AY VY
2007: Facts, figures and informatidrondon: Sage Publications.

2 2185 50 OHAMMO S48 ANBKIGS NOVH of AySRa (a2 6L yoYA NIi2ké f Ay E t &5 / K|
The Sage Handbook of Developmental Disordersdon: Sage.

Ypraazylbt /SydSNI F2NIISFHEGK {dFrGAaaAaAda 6wnny0 WHnnn L
of Dimes Perinal Data Center, 2008. [dittp://www.marchofdimes.com/baby/premature indepth.htrl

2 Fergusson, A. and Carpenter, B. (2(@fessional Learning and Building a Wider Workforce (Complex

needs series).ondon:SSAT

Bt O010dNYE / &5 {LISYOSNE bowod | yR wSl
and circumstances of disabled childreninthe UQ 8y RIF NB | y I f & &4 A
Pediatrics 10, 21.

YWk YSAKE wod 6HnmMn0 W{(GdzRé &aKz2ga fAyla oRardidhld0/ L2 JSNI &
April, 6.

POYSNE2YS 9® O0HAMANO W5SLINKA GIAYADYE I SOz ¥ OX YR RS ST R 3IYL
Journal of Epidemiology and Community Hegébh.2010.111773.

'® British Medical Association (200/petal Alcohol Spectrum Disorders: A guide for healthcare professionals.

London: British Medical Association.

- RX Whad OHAMAOD Y
a 2F BKS CIl YAf&
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multisensory impairment or mental-fealth, or require invasivprocedures, such as
supported nutrition, assisted ventilation, and rescue medication. A headteHatated:

XS NBE &aSSAy3a | NBIdzZ N AYONBIF&aS Ay LlzL
complex needs, many with ASD, some with genetic conditionscene as the result
of acute infections and diseasgsg.cytomegalovirus, leukaemia and meningitis).

The numbers of children with reduced life expectancy or needing palliative care are also
rising. This is partly due to infants surviving extreme lowhbireight or prematurity’® but
also to improved medical expertid&Clearly there are challenges both lifelong and
educational for the families of children with CLDD. These families are charting new
educational practices, therapeutic interventions, and gaathways, that professionals have
not experienced before. (For a fuller discussion see the section on Familiss)

The implications for education

Children with CLDD are an infinitely diverse group, but what they have in common is

W LIS R A i SN n@anifésting i@ ébmplex learning patterns, extreme behaviour
and a range of socimedical needsAs a teaching profession, we have not yet resolved how
to meet their profiles of learning need through our teaching styles or curriculum
frameworks.Without transformative education, they will become disenfranchised and ill
equipped to enjoy active citizenship in a 21st century soclebyever, research and

practice have shown that where a child experiences educational success, theisteath is
raised, enabling them to develop a level of emotional resiliéh@avhich, in turn, rases

their opportunities in life

We are working with children in that spectrum of learning difficulty/disability associated

with unique learning profiles, ofternked to the nature of their disorder (e.g. FASD, Fragile

X Syndrome, ASD), who require specific and specialised teaching approaches. Even where
outstanding teaching of children with mild, moderate, severe or profound learning
disabilities exists, there a&n everincreasing group of children with CLDD who do not fit the
current range of learning environments, curriculum models, or teaching and learning
approaches, and who are challengeducatos. There are questions which arise from these
challenges.

YCartwright, COH n wBE LIRY A4S (2 ¢KAY]l tASOS HQd ohytAyS |Gy
http://blog.ssatrust.org.uk/thinkpiece/?p=16#commentaccessed: 25.5.10]

®Marlow, N., Wolke, D., BracewEll a® YR {FYIN}E a® 6Hnnp0 WYbSdaNRf23A0
years of age following extremely pieS NJY  HewMhgkre Journal of Medicirgs2 (1), €19.

¥ Blackburn, C.M., Spencer, N.J. and Read, J.M. (830005 JI £ Sy OS 2ifyadkha f RK22 R R
OKIF N} OGSNRaidAOa I yR OANDdzYy aBMC Pedisticsl® F1. RAal 6f SR OK
7 NLISY G SNEA & R BIHAMIN DS RE R Spodidl ChidRerid3yaR45RA a4 6t SRQS
DAttt AL YS wd omMpdhdy  WInaKrdygubyipgople if pullic didd ByimemoBng BSr 2 T OK A
Gt Syda I ¢hd&RANiS Stbial \WEdQ1IB7196.

22 Scottish Executive Education Department (SEED) (d088%itions in the Lives of Children and Young

People: Resilience Factors (Interchange E8nburgh: SEED. [Online at:
http://www.scotland.gov.uk/Resource/Doc/46997/0024005.pdcessed: 28.1.10]

Adl o
Af RN
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Coexisting conditions

Where two (or more) conditions do eaxist in one child, the styles of teaching intervention
NEO2YYSYRSR (2 &adzLJLl2NI (GKS LizLJAf Qa €SI Ny Ay 3
may be a powerful literature base and clear guidaonehow to educate a child with one

particular disability, but how does that look when conditionsextist?For example, children

K2 KI @S 526yQa A8YyRNBYS FyR YSyidlf KSIftOGK vy
disability; visual impairment (VI) and autisim.VI and autism, for example, despite there

being much information availdé on each individual conditigrthe recommended teaching

stylescan be contradictory® What should be the pedagogical resolutions®ere is the

interface? Are thee tensions? Whah aspects of which approach take precedence? What

are the criteria to inform our professional judgements in resolving such issues?

Premature birth

The EPICure UK stdfiyeportsthat 80% of children born at less than 26 weeks gestation
survive, and thabver 50% of these have severe and complex disabilities. Many have
neurological compromise and complegalth needs, requiring supported nutrition, assisted
ventilation, rescue medication for complex epilepsy,2tthe need for intensive, very early
intervention with these children is crucidl Champiorf’ details the brain development of

these verylow-birth-weight, preterminfants and the neurological compromise they face.
However, the sensory approaches maducatos have previously found effective for
delivering a relevant curriculum to children with Profound and Multiple Learning Disabilities
Yre y24 Sy3ar3asS (dKSY® / KIFIYLA2YyQa 2y3a2Ay3 NBaS
sensory pathways may not only be damaged, but also incomplete and compromised. What
are the alternatives?

Fetal alcohol spectrum disorder

Children withfetal alcohol spectrum disorder (FASD) are newly acknowledged in the UK as a
group of learners needing specialised interventfdithey may account fas many as one

in 100 childrerf® ranging across the learning disabilggectrum from mild to profound

#RNIB, Brookfields School, National Autistic Society and Sunfield @bildjen who Have Visual Impairment

and Autism: Identifying and sharing practice (A resource phokdon: RNIB.

24 Marlow, N., Wolke, D., Bracewell, M. and Samar@ MO H n np 0 Wb SdzNRt 23A0 +FyR RSOST
years of age following extremely pieS NJY  HewMhgkre Journal of Medicirgs2 (1), €19.

Z NRSYS ad® oHNnAndL WIRMOIGAZ2ZY YR AYyDlaArAdsS LpmoOSRAZNB &Y
the invasive procedures conference, University of Dundee (June).

%6 Soriano, V. (ed.) (200&prly Childhood InterventianpAnalysis of Situations in Europe: Key aspects and
recommendationgSummary report). Brussels, Belgium: European Agency fai@pevent in Special Needs

Education [Online athttp://www.european-agency.org/publications/ereports/earghildhood

intervention/eci_en.pdf accesed: 27.07.09]

IKEYLA2Y S t driskirfantrappboacties t© Siterveitiont KS / KI YLIA2Y [/ SY(GNB Y2R¢
Carpenter and J. Egerton (edsrly Childhood Intervention: International perspectives, national initiatives and

regional practiceCoventry: West Midlands SEN Regional Partnership.

8 Blackburn, C. (201@acing thethallenge andthaping theFuture for Bmary andSecondaryAged Sudents

with Foetal Alcohol Spectrum Disorders @R3Project)London: National Organisation on Fetal Alcohol

Syndrome (UK) [Online atww.nofasuk.org accessed: 27.7.11].

Pautiwl Y25 L® 6HANHO WC2S0Ff 1 f 02 Pevéloprhentyl RdRieSNd Y dzf G A -
Child Neurologyn n ¥ mnmbwmnn®
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bSdz2NR&OASYOS &aK2sa (KI G gAGK C!{5% GRS o6NIA
This area controls numeracy and mathematical computation. However skilled a teacher may

be in dfferentiating the maths curriculum, if that part of the brain is compromised just how

do we teach maths to this child?

Chromosomalisorders

One in every 200 babies is born with a rare chromosome disdtdenumber which is set

to increase due to the development of more sophisticated detection technology. Some
conditions diagnosed are so rare they could be one of only a handful of children in this
country, maybe even worldwide. Teaching approaches foselohildren are largely

unknown andnot widely communicated or understood by the teaching profession. Parents
and professionals will need access to comprehensible information about genetics in general,
and specific disorders in particular, if we are to imydhe life chances of children with
chromosomal disorder&. *®

Mental health needs

There is a need farducatoss to have a deeper understanding of mental health needs, and
how to embed emotionalvellbeingfor their students®* Adolescence compounds diffities

as mental health needs emergeyoung people with learning disabilities are six times more
likely to have a mental health problem than other children in the 8tkeissguth, in the

USA¥® has shown that the emotionatellbeingof children with FASD is particularly fragile,
and leads to high rates of suicide in the teenage years/early adulthood. In Canada, this has
led to the creation of specific curricula designed to address the unique learning needs of
children with FASD. Silmily Schwarz states that young people with ASD are showing higher
levels of depression and anxiety than their typically developing p&éisr deeper

discussion of this issue, refer to articles by Carpefit&tMukerjee, Hollins and TufkR,and
BlackburnCarpenter and Egertof?.

¥D2&agl YAZ ' ® 6HnAnU Wb SdNR a OA ByiterSIaunsl Bf Geeial Bdacstisd, y R a LIS C
(4), 17%183.

¥ www.rarechromo.org

¥ Millar, RandBarr, 06 H n RParants & children with intellectual disabitifi: Their expectations and

experience of genetic counselli@gournal of Applied Research in Intellectual Disabilili6s18%€204.

B ILAfSes 5. d3 {1AYYSNE 5@ FyR {LINJYIYS Y®[ D 0HNNOD
LIS NDO S LBtedia®igsa10 ), 407416.

¥IFNLISYGSNE . @ FYyR a2NBHEYS | ® 6Hnanod W 2dzyd 'a LyY 0K
Y8yt KSIfGK ySSRa 2F @&2dzy3 IlddmaldfSpecialA G K £ SENYAYy3I RAS3
Education30 (4), 202206.

% Streissguth, A. (199 Fetal Alcohol Syndrome: A guide for families and commuriasmore, MD: Paul H.

Brookes.

®¥LOKeFENI S WO 6HnmmO W OFRSYAO LISNF 2 NVAHPDGuUtlohd, R O2 3y A (i A
I NLISYGSNE . @ 6 H A MSpecidiMaréh) ZRRAT 2 NBE 2F f SENYyAy3IQs
BIENLSYGSNE . @ 6nnmm0O Wt SRIE 32 3 A Okhildied with Betdbatcdhyl A Y LINRE GA y
a LIS O NHzY BritiskJpuddal MEhedial Educatids, (1), 3243.

P¥adzZl KSNBSSE wo! of{ ¢ |1 2ffAyas {® YR ¢dz2NJ S ™W& 6HnncOL Y
Psychiatrist30, 194195.

“OBlackburn, G Carpenter, B. and Egertonpdi n M0 W{ KF LAYy 3 GKS FdzidzNBE F2NJ OKA
& LIS O NHzY SuipparXddIR&NER(), 14@145.
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Inconsistentiearning profiles

It has become cleahat there are children with new generatiameeds who also present

with complex andnconsistentiearning profiles. These children are characterised by erratic,
at times polarsed, islets of attainment in different developmental aredidearning For
example, they might be working at national curriculum leved for literacy, yet at P6 for
numeracy; or at level 3 for science, but attB3or PSHE. Planning to meet such diverse
needs within one child is a significant challenge to edycator, however skilled,

experienced or talented. Even where a child has a positive and strong area of learning, the
lack of interfacing support from other developmental domajeg.emotional) may make
engaging them in a continuous learning dialogue difficult to achieve.

The challenge o€LDD

Many students with CLDD are disengaged from learning, whether actively or passively.
Their often variable profile of need and attainment caasily result in a fragmented
curriculum which lacks cohesion, congruence and continuity. Delivery of the curriculum to
the child with CLDD needs to be sharp, focused, meaningful and purposeful, as well as
balanced. The child has to see relevance andi themselves truly engaged in a dynamic
and coherent process of learning that makes sense to them.

To educate these 21st century children meaningfully, effectively and purposefully, any

pedagogy needs to be within the framework of practice that curgeatists in schools. The
flre@SNB 2F LISRIF3I23F& Ay (GKS OfldaNR2Y GKSNBTF2N
AYY20F0A0S YR LISNA2YIFfAaSRQd ¢KS GKNBS 0O2YL
e Curriculum calibration

e Pedagogical reconciliation

¢ New andinnovative teaching strategies.

Curriculum calibration

LY OdzNNR Odzft dzY OFf A0NFYGA2Yy > GKS OKAf RQa LINRTA
of engagement profiled. A personalised curriculum experience is sought to match each

strand of their €arning need. We should not underestimate the magnitude of this challenge,

which demands a significant shift in thinking and a more ingo@&sed style of teaching

rather than the curriculum driven styles of the last two decades.

What i |s clear partlculdgr in relation to the group of learners we describe as having CLDD, is
0 KI Wg S deau aSS1 (2 o0dAftR Iy AyOfdzaAi@dS OdzN
RSaA3y¢¢¢uK| gAtt*%0S NBtSOlIyd G2 tf €SI NYyS

Pedagogical reconciliation

This may requiré? LIS R 3 25yATONYVES SN y 3 QY | RFELIGAY 3 2N | R2dz
existing teaching repertoire. In this process, we carefully analyse the structure and

components of other successful pedagogies in the field of special educational fiees,

*L carpenter, B., Ashdown, R. and Bovair, K (eds) (Z@)ling Access: Enabling teaching and learfing
children with learning difficulties r('?edn).London: David Fulton.

*2Lewis, A. and Norwich, B. (20@ecial Teaching for Special Children: Pedagogies for inciMsitom.
Keynes: Open University Press.
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matchthem to a new generation of children with CLDD. This is a process of analysis,
deduction and refinement, reconciling those pedagogies to the unique profile of the learner
with CLDD.

There is a compelling argument for strengthening the interface betweemaseience and
education®** Neuroscientific insights can greatly illuminate the process of pedagogical
reconciliation?” Rona Tutf’® National Association of Heaachers, writes:

Even with disorders that have a neurological basis, it is importargdicse that the
ONI AyQa LI adAoOAGe YR AGa O2yaiARSNIo6fS N
potential to improve.

The challenge foeducatoss is how to translate this information into classroom practices, in
which we seek, through practitionded, evidencebased approaches, new and innovative
approaches to teaching that generate personalised curriculum pathiVarsi meet the
learning need of thestudent with CLDD.

For example:

e Recent esearch from Canada and Ireldfiduggests that ADHD is a melogical
disorder evidenced by a smaller frontal cerebellum. This, in turn, could raise the
attainment of these vulnerable children as our teaching becomes better matiched
their learning styles.

¢ Whilewe know much about educating children with ASD (e.g. that they are
predominantly visual learners), there aresess emerging from neuroscierf¢é® that
demand detailed consideration.

¢ Fragile X syndrome is now the most commonly inherited genetic causaroing
disability in the UK, USA and many European countries. Here, again, there are teaching
approaches which are not widely communicated or understood by the teaching
profession’* Research insights, such as those from Japanese brain research labking
language functioning and impairment in the brains of children with Fragile X

*3 Goswami, U. (2008b) Learning DifficultiEsture challenges, mental capital and well being project. London:
Government Office for Science.

*Sousa, D.A. (200How the Special Needs Brain Leaiifmusand Oaks, CA: Corwin Press/Sage.

“® Carpenter B. (2010)Disadvantagegdeprivedanddisabled, Special Childreri93, 4245; Carpenter, B.
(2010)Curriculum Reconciliation and Children with Learning Difficulties and Disabilties (Complex needs series).
London: SSAT.

®edzi S wod oHAN pOpedll(@uyLI SE 3 dzLILI2 NI QS

47Hargreaves, D.H. (2008New Shape for Schooling@ndon: SSAT.

®hQal t f $& ADHD @nd GetahAicohdl Spectrum Disordeesv York, NY: Nova Science Publications.

YWl YFEOKFIYRNIYS +#0{® [yR [AYR&al &3 a O8cientiichmerican ¥. NR | Sy
Novemker, 6369.

P/ NLISYGSNE . ® 6HAanT0 Waz2g@Ay3d T2 NIVingRiQ Reseagthy al NERSY =
Evidencebased practice in Sherborne Developmental Movent@ett, Worcestershire: Sunfield Publications.
*LSaunders, S. (200E)agile X Symdme: A guide for teachersondon: David Fulton.
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Syndrome? provide new platforms foeducatoss to plan creative and innovative
learning pathways for children with these complex conditions.

An experienced special schoadudteacher wrote:

These children challenge us as teachers. They push our knowledge of curriculum and
alAtfa a GSFOKSNR (G2 GKSANIftAYAGA | yR
work and how we can help the rewiring of their brains.

Creation ofnew and innovative teaching strategies

Alongside pedagogical reconciliation is the need to create and innovate a new pedagogy
that is responsive to the new profile of learning need presented by this evolving cohort of
children with CLDD. What are the tdwag strategies that will enable us to engage this child
as an active participant in the dynamics of our lesson, programme or learning
environment?* We need specific interventions.

Establishing a new pedagogy

In the UK, we have spent the last 20 or moeang focusing on the delivery of a curriculum.
The resulting innovation in this time has genuinely broadened and enriched the learning
framework for children with special educational needs. However we know these new
generation learners do not fit into owurrent practices and systems. For these children
with CLDD, we have to deepen our understanding of their learning styles and needs still
further, and to establish a new generation pedagogy for this group of learHers.do we
design learning environmen#nd learning activities that will ensure that children with CLDD
are active participants in all aspects of the learning process?

Central to this is the right of every child to be included as a learner within the curriculum,
however great their degree afisability or learning difficultyArticle 29 on the United

0 S

blriGA2ya [/ 2y@Syidrazy 2y (GKS NARIKGaE 2 évelip@S OKAf

child's personality, talents and mental and physical tislito their fullest potential through
education.

The CLDD research project built on the principles of engagefoelearning and
personalisation to develop the CLIEIDgagement for Learning Resource Framework

Engagement for learnirt
Without engagement, there is no deep learning, effecteaching, meaningful outcome,
real attainment or quality progress.Children with disabilities have consistently been

ZILerAKAT t® YR ¢2yS3tslty wd OHANTO PedRédirgsioktdea s f  y 3 d

National Academy of Sciencd®94 (27), 1148911494.

*Wolke, D (2009).ong term outcomes of extremely pierm children: implications for early childhood
intervention.Paper to the Early Intervention Conference, Madrid, Spain (November).

>*\We would like to thank Tamara Brooks for allowing us to draw on her Ph.D. thedissfdistussion of
engagement (see reference below).

% Carpenter, B. (201@hildren with Complex Learning Difficulties and Disabilities: Who are they and what are
their needs? (Complex needs serieshdon: SSAT.
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shown to engage for less time and at lower levkbn their nondisabled peers® This has
serious implications for learning. HuMevrites:

When unengaged, students lose out on important learning opportunities and may
become distracted, disruptive, or may demonstrate challenging behaviours.

For students with disabilities, research has suggested that engaged behaviour is the single
bestpredictor of successful learnin§According to McWilliam, Trivettand Dunst>®

WSy 3 3ASYSyld aSia GKS 200!l XdeadescibeshhgagediertY | £ f S
asWlk 3L 0S¢l & G2 fSINYyAy3a FyRX2yS 2F G®S o6Sai
{KS +tfaz2 adlrisSa WiKS addzRé 2F Sy3ar3aSySyid KI a
GKSNI LA &aGa (2 YL EANheiefre anSapphilch i Racingand2 YSa ¢ Q
Iearniglzg based upon levels of engagement seemed particularly pertinent for student with

Q.DD?

The engagement approach

Children with CLDD need to be taught in ways that match their individual learning styles by
educatoss who recognise their abilities and potential for engagement in learning. Our work

must be to transform children with CLDf2a active learners by releasing their motivation,

unlocking their curiosity and increasing their participati&ey to this are relationship

processeg warmth, sensitivity and responsiveness. From there the child becomes engaged,

and their personalisechrning journey beging\ focus on engagement can underpin a

process of personalised inquiry through which #ducatorcan develop effective learning
experiences. Using evidenéel 8 SR {y2¢f SR3IS 2F | OKAf RQAa &dz0
strategies can baentified, high expectations set, and incremental progress recorded on

*% Bailey, D.B., McWilliam, R.A., Ware, W.BI Yy R . dzNDKAY Il f S ad! ® omdpdpos W{2O0Al
preschoolers in samage and mixed 3 S LI | SourBaNd AlghladDEvelopmental Psychoddy(2),

26IcHTcT alO/ 2N¥AO1Z [P b22YylIyI adWd mghRninclBsdd = wd oMby
LINB &4 OK 2 2 f Jouinkl af Ealp 1ateneiaal (2), 16@176; McWilliam, R.A. and Bailey, D.B. (1995)
WOFFSOGA 2F OflFaaNRB2Y a2 O0Al t Topids fdEany @midhood $peciaRA & 0 A f A ( &
Education15(2),123¢147,

I dzySs Y® ounnclO WwWDSG Sy3AF3ISRH 5S8ai3yAy IReposfedlil NHzOG A 2 v I
(2), &9.

BL2glyy2ySs wos 5dzyf | LJE D E&EHectivededuSaidnal prabtices joRstudehtyvdth A RS 5 d
autisma LIS O (i NHzY FRdusich NIRsshNBid@Eher Developmental Disabilti@s] 5@ 166;Katz, J. and
aANBYRIY t® 6HnnuO WLYOftdzZRAYy3I &aidzRSyida 6A0GK RS@St 2LIVS
educational benefitQInternational Journal of gial Educational Needsy (2). [Online at:
http://www.internationaljournalofspecialeducation.com/articles.cfm?y=2002andv=17andas2essed:

1.7.2011

Pa02AttALYE wod! &3 ¢NAGSGGESSE / ®dad FyR 5dzyaids / oWd 6 Moy
SI NI & Ay A3 8nd [ntereyitiorsin Developmental Disabilifigdc2), 5%71.

¥YyS§Sys 5@ 6HnnyO WOyaAl BNY AY B K IGAENSRUE oAEI&titndri A &Y Ay f S
Researchl (2), 1¢3.

. Keen, D. (2009Fngagement of children with autism in learn@ustralasian Journal of Special Education

33(2), 13@140.

2 NR21&% ¢® O6HAMANO W5 6 EWppak ghilirert with pfofoldll dutjstit spefrdhd N2 y Y
RA&A2NRSNI G2 Sy3r3asS a SFFSOGADBS fSINYSNBQ o0t KO5d (KS3
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their journey towards optimal engagement in learnifdneir engagement will be the
benchmark for assessing whether we have achieved this®goal

Student

€Ngagement

Learning
targEt

Diagram showing theelationshipbetween engagement and learning

Personalising learning

Children with CLDD require something more than differentiagoine process of adjusting
teaching to meet individual need But what can that be? High quality differentiation

should be the hallmarkf high quality special education. The creative differentiated learning
routes arising from special educational needs settings over the past two de(ades
extended programmes of study) have demonstrated this abund&nijfferentiation has
served usvell in meeting a whole range of special educational needs for children. However,
for children with CLDD, we need an additional ingredigtite process of personalisatidfi.
While differentiation takes us helpfully along a pathway that focuses on theCkild

individual needs, it is the process of personalisation that envelopes the child as an engaged
learner. Optimal engagement will produce better outcomes and secure attainment, and
register meaningful progress for these childrél.this is part of the fadamental dynamic

in this project of devising and creating personalised learning pathways for children with
CLDD that genuinely touch them at their point of learning need.

As thePMLD Network state¥, Wi KS LISNBE2Y Il f Aal GA2y F3ISYyRIF KI &
GKS tAGSa 27T .IbB die Hr athisé Kith CLD[BSpeBal schools need to

% Carpenter, B. (201@hildren with Complex Learning Difficulties and Disabilities: Who are they and what are

their needs? (Complex needs serieshdon: SSAT.

® porter, J. and Ashdown, R. (20@2jpils with Complex Needs: Promoting learning through visual methods

and materiak. Tamworth NASEN.

65 Carpenter, B., Ashdown, R. and Bovair, K (eds) (Z@#h)ling Access: Enabling teaching and learning for

children with learning difficulties r('?edn).London: David Fulton.

% Hargreaves, Bl (2006)A New Shape for Schooling@ndon SSAT.

Pa[ 5 bSGs2N]l oOoHnNnnyO Wtal[5 bShe2N] NBaLRkyasS (G2 JI fdAay
http://www.pmldnetwork.org; accessed: 26.7.11]
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become pedagogichink-tanks® ¢ nurturing, shaping and framing approaches that are
dynamic and innoative, and that transform these children into active participants in the
process of learning.

As Hargreavé8a dz3 354 azx d0Kz22fa YySSR (2 WXINIyatz2Ny
GKS tFNBSte& adl yRIFNRA &S WPerspialisingdsning i@ ELudzy Rf & L
to mould the learning experience directly around the child with CLDD. To do this we have to
discover the learning needs and pathways of these very diverse children, and establish their
learning capacity and learning effectiveneSartwight’® observes:

This is on a range of levelgaring for their social and mental health needs and their
educational needs. Sometimes this means we need to decide what is of overriding
importance at any given time (i.e. deciding what their most importes#d is, and
wrapping the curriculum around that need).

A focus on engagement can underpin a process of personalised inquiry through which the
educatorcan develop effective learning experien@xl remove barriers to learningysing
evidencebasedknowtb R3S 2F | adGdzRSy i Qa | f NRaptiRides & dzO0S 4 3
and interestsstrategies can be identified, high expectations set, and incremental progress
recorded on their journey towards optimal engagement in learning.

What are the teaching strategies that will enable us to engage children with CLDD as active
participants in the dynamics of our lessons, programmes or learning environments? The
2PSNYff 3IF2+f 2F (GKS LISRIFIA23& A a age$hgmBdmarS Y Sy
with CLDD in their environment. Our challenge is how to achieve engagement. How do we
recognise when a child is engaged? How do we measure engagement? How do we chart its
outcomes? Theducatormust remain committed to engagement for leamgias a core

tenet of curriculum experience for the child with CLDD. The permutations of special

educational needs presented by some children can senedacatoroff at a pedagogical

tangent or embroil them in a level of detail not helpful to the learngmgcess. With

engagement as a focus, the practitioner is armed to transcend these complexities.

Hartley'32 S& 2y (2 aleéy W¢eKS 1S@ [jdSaiArzy A& K26
LJdzLIA £ | YR Bigi®ped thatiheNIEDBPIg@Rg@ment fokearning Resource
Frameworkgoes some way to meeting this challenge.

68 Carpenter, B. (2010 Vision for 23-Century Special Education (Complex needs sdri@sjon: SSAT.

69 Hargreaves, Ibid.

OcCartwright, COH n WBE LR Y &S (2 ¢KAY]l tASOS HQd ohytAyS Gy
http://blog.ssatrust.org.uk/thinlpiece/?p=16#commentsaccessed: 25.5.10]

" Hartley, R. (2010)eacher Expertise for Special Educational Needs: Filling in th¢Resesrch note: July).
London: Policy Exchange.
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TOWARDS DEFINING COMPLEX LEARNING DIFFICULTIES AND ®ISABILI

There is currently no single endorsed definition of Complex Learning Difficulties and
DisabilitiegCLDD), althoug$tudent complexity has long been recognisadong
educationalists, both teachers and inspectors, when describing the new group of most
challenging learners in our schoofs2008 Ofsted inspection repofor a community special
schoolstates:

The proportn of pupils with more complex needs has grown in recent years and a
rising number of these pupils are now in the secondary section of the school.

Porter and Ashdow/3 define students with complex needssa

...a wide and varied group of learners...whorad simply require a differentiated
curriculum or teaching at a slower pace, but who, at times, require further
adaptation to teaching if they are to make progress.

Dee et al® describe them as childreand young peopl& A (i KY Woddl O2YLI SE |
RAFFAOMzZ GAS& AY Y2NB GKFYy 2yS FINBIF 2F wiKSAN
RA&LFOfAY 3T O2FRFNEER @ FHRRING-RIDFHZNID 2

aSRAOIT LIN) OUAUGAXYZSNRA RAza 8§ QPKEY I EN¥DIWOS:E (KA
526y Qa a@YyRNRYS |yR YSyidalf KSFfOGK ySSRasz gAi
disability, with cerebral palsy and visual/hearing impairments (due to premature birth) or

with Autistic Spectrum Disorders (ASD) and Attention Deficit Hyperactivity DisordeDJADH

However, as PMLD Netwonlotes in their response tvaluing People Now?f I O1 2 F | O0Od.
information and consistency in definitions of need make longer term service planning and
RSOSt2LIYSY G RAFTFAOAA G Q@

?porter, J. and Ashdown, R. (20@2jpils with Complex Needs: Promoting g through visual methods

and materialsTamworth NASEN.

Dee, L., Byers, R., Hayhoe, H. and Maudslay, L. @8bancing Quality of Life: Facilitating transactions for

people with profound and complex neetitendon: SKILL/University of Cambridge.

“+A3a8NE 90 oHNnNpPy WwSOASE 2F fSENYAYy3I RATFTTAOMA G& | yE
LINBaSy il GA2y "hmualiSpesial NeeBsyCnfeferice, hondon (January).

" Dittrich, W.H. and Tutt, R. (200Byucating Children with Compl€pnditions: Understanding overlapping

and coeexisting developmental disordedsondon: Sage Publications.

"w2a8s wosr |126fSe8s ady CSNHdAzAa2YSE ! ® YR WHYSyilds wWo 6
SELX 2NAyYy 3 I O2 Briidh $utnal NeSpekial BdRoAtnde K1), KB
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http://www.pmldnetwork.org; accessed: 26.7.11]
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Thewide ranging debate with CLDD project siag board and advisors, CLDD educators
within and outside the research project and stakeholder groups including learning disability
charities,resulted in the development dhe following definition:

Definition of Complex Learning Difficulties and Dishiibes

Children and young people with Complex Learning Difficulties and Disabilities (CLDD)
conditions that ceexist. These conditions overlap and interlock creating a complex prof
The ceoccurring and compounding nature of complex learning diffies requires a
LISNE2Y I f AASR €t SINYAYy3 LI GKgl e GKFG NBO
changing learningatterns. Children and young people with CLDD present with a range
issues and combination of layered neegs.g. mental health, retionships, behavioural,
physical, medical, sensory, communication and cognitive. They need informed specifig
support and strategies which may include transdisciplinary input to engage effectively
learning process and to participate actively in stasm activities and the wider communit
Their attainments may be inconsistent, presenting an atypical or uneven profile. In the
school setting, learners may be working at any educational level, including the Nationg
Curriculum and P scaleBhis definiton could also be applicable to learners in Early Year
and postschool settings.

This definition of CLDD was developed in consultation with a wide variety of educators and
other stakeholders. Discussioasd revisiongook place on the following dates:

10 December 2009: Advisory Group induction day
18/19 January 2010: Development schools briefing day
3 March 2010: Stakeholder information day

16 March 2010: CLDD Steering Board Meeting

26 April 2010: Development schools meeting day

6 July 2010Advisorygroup meeting

10 July 2010: CLDD Steering Board Meeting

Summary of discussions which informed the final project definition

e Children and young people with Complex Learning Difficulties and Disabilities (CLDD)
have conditions that ceexist. These conditios overlap and interlock creating a
complex profile.
Contributors felt it was important to emphasise the ways in whiclexisting disabilities
could affect one another. Many of the @xisting difficulties and disabilities have
recognised educational praces associated with them, but one or more overlapping and
interlocking conditions can impact in a way that recognised approaches to teaching and
learning are not effective.
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e The ceoccurring and compounding nature of complex learning difficulties reqaiee
LISNE2Y I f AASR §tSINYAYy3 LI GKgl & OGKIFIG NBO23yA,
and changing learningatterns.

Children with CLDD are often disengaged from learning and do not respond to teaching

approaches which engage most other students. It es¢fore necessary to focus upon

developing personalised learning pathways which will enable students to connect with the

learning experience.

e Children and young people with CLDD present with a range of issues and combination
of layered needg e.g. mentd health, relationships, behavioural, physical, medical,
sensory, communication and cognitive.

There was much discussion about what should be included among the examples. Those

discussing the definition wanted to emphasise the holistic perspective neegléfibbe who

were working with students with CLDD. It was considered whether there should be specific
mention of augmented communication. However, by doing so, there would be a danger of
excluding some groups of students.

¢ They need informed specific suppi@nd strategies which may include
transdisciplinary input to engage effectively in the learning process and to participate
actively in classroom activities and the wider community.

The need for support in learning from prdiners from a range of diggines was a

common feature of children with CLDD. However, not all students with complexshesd

access to appropriate levels of support. Those discussing the definition wanted to

emphasise the importance of

transdisciplinary support tadd An 18 year
value toits effectiveness for the .
student. old with
FASD ....
e Their attainments may be a PHYSICAL

inconsistent, presenting an

atypical or uneven profile.
One of the common features of
learning profiles of students i
CLDD was thdhey were not just
dzy S@Sy s odzi WwWalLy
developmental differences. Th
illustration (© FASD Trust / Jodee
Kulp, www.betterendings.ory
shows what this might look like for
a young adult with FASD.
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¢ In the school setting, learners may be working at aeglucational level, including the
National Curriculum and P scales.

Initially, the CLDD research project followed the Department for Education definitions for

severe learning difficulties and for profound and multiple definitions in identifying an upper

level of attainment for students with CLDD. However, discussions with educators and other

professionals revealed that students with complex needs were working at all educational

levels.

e This definition could also be applicable to learners in Early Yeaxs gostschool

settings.
2 A0K GKS D2@SNYyYSyiaQa O2YYAUYSyd G2 + aSkyYtsS
adulthood for students with CLDD, it was important that this definition of CLDD could be
applied universally. It was hoped that by making this ekplhe need for support would be
emphasised.

Finding a definition ofCLDDwhich is applicable to international settings

As the definition for CLDD also needed to be applicable to the international schools which
were hosting the CLDD research, in consultation with the stakeholder groups the following
sentence was added to the core definition:

We¢ KA a aLlS OA Engléankduttmight beldtléivaht3oithe Gugriculum context of other
O2dzy G NA SadQ

RECOMMENDATIQN

Evidence from this research has defined the population of children with Complex Leart
Difficulties and Disabilities. We recommend that Local Authorities adogtional

definition of Complex Learning Difficulties and Disabilities in developing pno\sisb
reporting trends to National Government.
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METHODOLOGY OVERVIEW

Summary of main research activities

Phase 1 (September 20Q8ugust 2010, Development phase

e Literature overview

e I|dentification and briefing of participants for Phases 1 and 2

e Gaining participant (student and staff)/parent/carer permissions for inclusion in the
research project

¢ Collaboration withdevelopmentschoolpractitionerresearchers on data collection and
analysis

e Develop and refine briefing packs on commonly coexistomglitions in students with
CLDD

e Develop and refine personalised learnm@gources ¢ Engagement Profile and Scale;
Inquiry Framework for Learning

e Develop project website

e Consultancy and support visits from project advisors / steering board

¢ Data collectiorand analysis in association with development schools

¢ Dissemination/briefing activities (e.g. conferences, briefing days, etc.)

Phase ASeptembeg¢December 20104 SEN tial phase

Development schools

e Exitintervieve

e Collection of any additional video matak for training

¢ Additional permission from pargs for publication of material

e /2ffSOGA2AYW T2 LINVIONIPAYORSE F2NJ / [ 55 addzRSydQ
e Data analysis and write up in collaboration with development schools

e Dissemination and briefing events (e.g. conferences)

SEN trial schools

e Two halfday visits to and/or further briefing of Phase 2 trial schools by the research
team

e Telephone/email support and adviter trial schools

e Data collection and analysis in collaboration with trial schools

e EXxit interview

Mainstreanm trial settings

¢ Identification and briefing of mainstream settings for Phas®&dgbexcDecember 201D
¢ Identification of students
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e Gaining participant (student and staff)/parent/carer permissions for inclusion in the
research project

Mainstream trial (JanuargMarch 2011)

e Threefour half-day visits to and/or further briefing of Pha8érial schools by the
research team

e Telephone/email support and advifer trial schools

¢ Data collection and analysis in collaboration with trial schools

e Exitinterviews

e Gaining any additional permission needed

e Dissemination and briefing events (e.g. conferences)

Methodology

This project used an exploratory, multiple case study appr@actprovide insight into

effective approaches for supporting temgagemenfor learningof students withCLDD

(including those with PMD) in speciakducation, mainstream and early years settings.

utilised action research methodologies which are compatible with evidéased enquiry

to develop appropriate educational resources promoting the engagement for learning of
students with CLDDOI'hese approaches are well documented as successful in schools,

lending themselves to practitionded research in dynamic, wobkased situationsCommon

and consistentnethodology and data collectiomas promoted through weekly core

research team meetings, and regular research briefing meetings for schools during the
development phasdn the SEN, mainstream and early years trifils participant schols

GSNE ONARSTSR [ 02dzi K2g¢g (G2 dz&S GKS YIGSNRITf &
AYLX SYSyGlradAaz2zy 2F (GKS NBaz2dz2NOSa RSOSt 2LISR |
everyday settings.

2
y

The project methodology was approved by the SERC at the Wityvef Northampton, and

quality assured bypavidBraybrook, an experienced practitioner in sensory

impairment/speech, language and communication difficulties, and a member of SENDIST

and triburals for other allied professiois ¢ K2 NB LJ2 NIi S &eeiing Boardk.S LINR 2 S

Research team

The core research team included the project director, research officer, and four research
assistants with representative backgrounds in complex learning disabilities (including
specialisms in psychology, neuroscience, rathealth, disability, research, curriculum and
families) who worked closely witbractitionerresearchers in schools. The research team

were supported by a multidisciplinary team of advisors experienced in SEN, who also visited
schools, and a steering bahwhich included representatives from key stakeholder groups.

Participants
An invitation to schools to become part of til. DOResearch Project was advertised among
GKS {LISOAIf A&l { OK affliatéd s¢chgbR forl PRseRIDEke®@Ement NHza (i Q &

® Stake, R. E. (28PMultiple Case Study Atysis New York: Guildford Press.
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YR Yy I GA2Yy!l {Spetial foPNBalp) KKSEN @isbphasd). 2 2 dzNy
Based on quality of application, schools were purposely selected to take part. As well as on

merit, they were chosen to be represtative of as wide a range 8EN and curriculum

specialisms, geography, demography and social diversity as posdibke 2(b)

international SEN trial schools, aRtiase 3 mainstream and early years settings, were
recruited through individual invitation based upon preliminary scomiogversations with
the research directorSchools irall phases were asked to nominate a lga@ctitioner
researcher to liaise between their allocated research assistant and the etherators
taking part in the project.

Within school roles of pactitioner researchers involved iphases &3

SEN UK SEN trial International Mainstream Early years trial
development | schools(n=50) SEN trial trial schools settings(n=2)
schools(n=12) schools(n=14) (n=12)

Headteacher 1 1
Deputy headteacher 4 8 4 1
Assistant headteachet 1 8
SENCO 3
Class/subject 2
teacherequivalent 5 33 9 5 (+2 shared role)
Teaching assistant 1 3
(+2 shared role)
Therapist 1 (SALT) 1 (SALT) 1 (Music)

The following participants were recruited (for a list of reseachoolsacross all phasesee
Appendix 1):

Phase 1

Twelvedevelopment schools (JanuaAugust 2010)The research team selected five
students from up to ten proposed by the school to take part in the project. Students were
selected to represent as wide a rangeQifDas possible within the whole research
participant group.

Phass?2and 3

Phase 2(ap0 UKSEN trial schoolsPhase 2(b)15 international SEN trial schools
(SeptembegDecember 2010)

Phase 312 mainstream trial schools / 2 early years settings

Schoolsachproposed two students, to be agreed with their allocated research assistant, to
take part in trialling theesources developed during Phase 1.

The students proposedere selected according toloseness of fit with recruitment criteria
(see following section)

e CStf GAGKAY (KS LINRP2SOGQa 62NJAYy3 RSFAYAOGA

¢ Had a Statement of Special Educational N@edequivalentin which there was a stated
diagnosis of comorbidity corroborated through one or more professional reports.
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After students had been identified to take part in the project, fully informed permisat
an appropriate level was sought from schools, teaching staff, parents and students for their
involvement.

Development of researclesources

The threeresources in the CLDBEngagement for Learning Resource Framewaie
developedbasedon a readingof relevantliterature around CLDDdeveloping personalised
learning pathways and engagement.

CLDD befing packs

Prototypes ofCLDD Briefing Packs schools were developed which consisted of three
levels of informatiorg the briefing sheet (46 sides A4) gave basic introductory information
for practitioners together with leads to further information; the classroom support sheet (2
sides A4) for oithe-spot reference in a classroom situation; and the information sheet (8
12 sides A4), which gave more in depth information and further references to follow up.

Engagement Profile and Scale

The prototype of théEngagement Profile and Sc@ias a concpt initiated by Professor

Barry Carpenter, and further developed by the whole CLDD research team in consultation
with Dr Barry Coughlan, Clinical Psychologist responsible for the doctoral programme at the
University of Limerick.

TheEngagement Profile arficaleencourages studententred reflection,

supportingeducatod (2 RS@St 2L ¢t SINYyAYy3I SELISNASyOSa |
strengths and interests. @ O NB I { Ay 3 R2gy WSy 3|l chovare®essi Q Ay (2
curiosity, investigation, discovergnticipation, persistence and initiationthe Engagement

Profile and Scalenableseducatos to personalise activities for the student in a way which

will invite their engagementt thus alsogives students avoice(even if the student cannot

articulate this themselves) y S &a (I 0 f A Zdofh § ENSHOIKS: badph NS (L

customisetheir teachingfrom i KS a G dzZRSy 1 Qa LISNELISOUABS

Inquiry Framework for Learning

The Inquiry Framework for Learning was developedonsultation with development

school educatorgAprilkcJuly 2010) based upon pathways of inquiry which resulted in
successful learning outcomes for their students with CLDD. Educators logged and
systematically explored the questions that they asked thelress when confronted by the
challenges of engaging a student with CLDD in learning. These questions were incorporated
into the Inquiry Framework for Learningan onlineresourcewhich goposes questions as
starting points for practitioners to explore tHearning pathways for students with CLDD.

Phase 1: Developing the resources (Janugygust 2010)

Following two research briefing days for schools, the research assistants visited schools two
out of every three weeks during term time to work alongsitie practitionerresearchers

and participatingeducatoss using and adapting thesources with the students selected for

the project. Baselining of students and introduction of tlesources took place Februacy

March 2010. Theesources were then used systematically with students during Aguily
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2010. Theesources were modified based on suggestions made by schools in discussion
with the core research team.

Phase 2: Trialling the resourcesspecial educatiory, effectiveness andiesign

modification focus(SeptemberDecember 2010)

Fifty UK special schools and 15 international special schools were seledté tbe CLDD
Inquiry Framework for Learning developed during Phaaerdlfeed back their responses
They were allocated asearch assistant, research officer or research advisor to support
them during this phase through two visas the beginning and end of the phaaad
telephone and emailAustralian schools relied upon remote contact by Skype or phpne.

Phase 3Trialling the resourceg mainstream educatiorg effectiveness andlesign
modification focus(JanuargMarch 2011)

Twelve mainstream schootssix primary and six secondaryand two mainstream settings
trialled the CLDIEngagement for Learningsources, rdified as a result of the SEN trial
phase. These settings received three to four visits from researchers, and, again, telephone
and email support.

Data collectionand analysis
This is presented as a separate section prior to the presentation of rése&. 39.

Validity / triangulation / inter-rater reliability

The University of Northampton SERC approved the research methodology as being
appropriate to the projed® stated aims, objectives and proposed outcomes. The research
methodology was sharedcross a number of different settings (12 SEN development
schools / 65 SEN trial schools2 mainstream schools / two early years settingsth varied
SEN, geographic and so@oonomic profiles. The briefing days held prior to and during
(three in all)Phase 1 ensured that participants and research team shared common research
aims, objectives, procedures, and goals. This exchange of information was sustained
through regular meetings between schools and research assistants, and the core research
team. InPhase 2 and 3 participants took part in a research induction deggceived 24
faceto-face visitand maintained contact with their allocated reseamhduring the

research period. Tfangulation wasariouslyprovided by collectinglata from

complementay sourcesncludingformal and informalperspectives fronfamilies, educatoss

and colleagues from other professiosiident supportteam meetingsanddiscussios,
observation (participant, noparticipant and video), documentary evidence, and informal
research journals. Interrater reliabilitp Phase lvas provided by research assistants and
colleagues working collaboratively with the students.

The research team had access to a group of specaahssors, and were accountable to the
project Steering Board, which guided the research. These are detailed earlier in the report.
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Facilitation of student voice

Facilitation of the student voice wamiportantT 2 NJ 6 KS / [ 55 NBaSF NOK LINE
permission for them to take part in the research were sought through a means appropriate

to their preferred method of communication, including sharing videelectedstudents

were interviewed to gain their insights into what CLDD means to them wiaddgy life

andhow interventionsaffected their learningThe student voice in learning was facilitated

by detailed educator focus on student strengths, interest and perspective (mediated where
necessary by others who knew them well) in developing effeddi@ming pathways.

Fully informed consent of participants

The ethics of working with children in research is recognised as an area in which sensitivity is
NEIljdzA NERX YR GKS bl (i Regaich Guidekin@énR tNeSByitR . dzNB I d
EducationaResearch AssociatigBERAY guidelines has informed the research approach.

Written permission from prospective research participants (school headteachers, educators,
aidzRSyida FyR GKS aGdzRSydaQ fS3rf 3Idzr NRAI yaoL
only after detailed an@pen written project information was provided to them and the

schoolshad ensured that as far as possible their consent was fully informed in relation to

their level of understanding. This included the following:

o Participants were explicitly informed abbtheir rights¢ to ask questions and receive
satisfactory answers at any time, to withdraw from the research at any time without
adverse consequences, to review any data or other information held about them, to
receive information about project resultsuytcomes and dissemination.
¢ It was made clear how the data would be collected, who would have access to data held
about research participants, and how the data would be stored and used. Specific
permission to video and audio record students was also obthin
e ¢KS aGSLJA GlF1Sy o0é& NBaSINOKSNB (02 SyadaNB LI
e Participants were given contact details for the researcher.

The permission of all prospective participants to participate was freely given and not
coerced. It was givespecifically for the research culminating in the research report,
resource materials, and dissemination of that research, and not for any future purpose. The
details of the form of consent for specific research activities taking place, together with the
people involved, will be recorded on a secure electronic database.

Confidentiality and data protection

Data collected in the course of the research is subject to data protection proceduesg
Phase 1, aonfidentiality and data protection agreement lveten the research participants
and researchers covering the tionand use of raw data was signd®hase 2 and 3

a0K22f a4 NBOSAGSR | O2L® 2F GUKS /[55 NBaSIF NOK
trialling resources, and data they were collectinggwa | £ NS R& GAGKAY [] KS &c
0KS a0OK22ftaQ LR2ftAOASA | NPdzyR O2yFARSYGALFfAGSR

“br A2yt [ KAt RSHdgiaes for RexeBddinesat n 1o 0
http://www.ncb.org.uk/dotpdf/open%20access%20
%20phase%201%200only/research_guidelines_200604aodessed: 1.7.2011]

8 British Educational Research Association (28&ised Ethical Guidelines for Educational Resd@uline
at http://www.bera.ac.uk/files/quidelines/ethical.pdfaccessed: 1.7.2011]
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and participants were not required to sign agreemeiata used has been anonymised
unless there is express permission otlvese, and, at the end of the project, n@ssential
raw data will be destroyed. Raw data has been kept at all times with due regard to
confidentiality, and was not shared with anyone outside the core research group without
explicit and specific permissidrom the participants concerned.

All the student names used in this report are pseudonyms to help protect their identities.
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IDENTIFICATION OF STUDENTS FOR INCLUSION IN THE PARTICIPANT G

Criteria for student inclusion in the CLDD research projec
Each trial schooparticipating in the CLDD research project was as&gatopose students
with CLDDincluding those with PMLE,2 b § SWa i dzR2 Q &G dzRSy i a

Phase X 60 students: five students from each of 12 UK special schools

Phase 2¢ 130studerts: two students from each of 65pecialschools (50 UK special schools;
15 international special schogls

Phase 3; 28 students: two students from each of 12 mainstream schools (six primary and
six secondary) and two early years settings.

Shools were askito select students for participation in the CLDD research project using
the following three criteria

e A Statement of Special Educational Need (S8EiN)ernational equivalent

e More than one diagnosed condition contributing to their complexity of néed.
primary and secondary disabilities, mental health, medical condition, etc.) as identified
in an SSEN and/or professional reports

¢ Professionals from more than one discipline and/or agency involved in their
education/care (e.geducatoss, therapistsmedical consultants, psychologists, etc.) on
an ongoing basis.

hyOS (GKS WOl & SdbéaehpoRdasdy peiniissith $oy'thiein toake part in the
research projectvasformally asked of families/carers and the student themselves insofar as
they were able to understand and give consent.

tKS aoOKz22fta O2YLX SGSR | W{ { dzRsee/Apperdi®f 2 NX' I G A 2y
AyOf dzRAYy3 RSOFATA 2F (KS aGdzRSyiQa O2yRAGAZY
corroborated and extended the iafmation on these forms from documentary evidence

held in thestudents(personal files. In Phas@ and 3 the conditions were taken from

W{GdzRSY i AYyTF2NXNI (finegonstidindya Q | f 2y S RdzS {2

Participant attrition

Development schoolfJanuargAugust2010)

All twelve developmenschools whiclenrolled in the research project completed the
research phase.
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SEN Trial schoo(SeptemberDecember 200Q)
Of the 51 UK speciathools whictenrolled for the UK SEN trial pha$&@,schools
competed the reseach period, but one schoalithdrew beforethe beginning of the phase.

Of the 15 international special schools which enroletcompleted the research period
with one extending the period of intervention

Mainstream schools / Early years settingdanuargMarch 2011)
All schools and settings completed the period.

Frequency of conditions cexisting among development and SEN trial school students
The tablesn Appendix3 summarisethe types of conditions and their prevalence among the
CLDD research project participants. The conditions were broadly groupetth@tollowing
five categories

1. Learning difficulty/disability classificatidqe.g. moderate learning difficulties (MLD),
severe learning difficulties (SLD), global developmental delay)
Specificconditions/disorders (not rare)

Rare syndromesnd chromosomal disorders

Physicahnd medical conditions

Other learning difficulties (e.glevelopmental, processing, social, emotional wellbeing,
etc.).

abrown

It is important to note tkat the recorded prevalence of reported conditions, disabilities and
difficulties among project participantéepenced upon a number ofariablefactors, among
them:

e Local authority (LA) policy on diagnosis (e.g. oneepértedly had golicyof not
identifyingmore than one conditioin SSENsvhereas others identifiechultiple
conditions and difficulties)

¢ Differing use oferminology(either general or precise) uséd describe diagnosgg.g.
WLIKEaAOFt RAAIOAEAGEQ 2N WaSOSNBE YSRAOIE O
specific descriptors)

e 5SGFAfSR RAIFIAYy2a0A0 YR aaSaayYSyid Ay F2NXNI
reflect the tenacity of parents and o#n involved professionals in gaining this; a lack of
RAFIy2aiA0 FyR aasSaaySyd RSGFAf 2y 20 KSNJ
complexity

e Some schools in completing the student information sheet itemised the difficulties
associated with a pactular diagnosis, while others allowed the diagnosis to stand for its
associated profile of difficulties

e The commitment of the person completing the Student information féoraccuracy
and detail.
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For the alove reasons, it was felt thaliscussioraroundthe implications of the count
frequencies oflifficulties/conditions per student would not be useful. However, as an
overview:

Phase 1

UK aevelopment schools: 60 students; no. for whom information: 60
Rangeof different conditions / identified difficulés per student: 1 to 18
(mean: 6; median: 4; mode: 4)

Phase 4a)

UK trial schoolst00 students; number for whom information: 96
Rangeof different conditions / identified difficulties per student: 1 to 18
(mean: 4; median: 4, mod&, 6)

Phase 2 (b)

International trial schools: 30 students; number for whom information: 30
Range of different conditions / identified difficulties per student: 1 to 17
(mean: 5; median: 5; mode, 3)

Phase 3

Mainstream/early yearsrial settings: 28 students; number for whom information: 25
Range of different conditions / identified difficulties per student: 1 to 17

(mean: 4; median: 3; mode: 3)

In all phases, SES¢hoolsproposed students in the participant group who did not have
more than one disability listed on their SSEN or more than one type eédoaoational
professimal involved in their support. In Phases 1 anch2, schools argued that these
studentswere among their most complek the mainstream phase, as one woukpect,

the complexity of students was less. Some students who did not have an SSEN, but who
nonetheless challenged mainstreaeducatoss in their school, were included in the Phase 3
participant group.

Comparing the profile of identified conditions and &ning difficulties in different phases

1. Learning difficulty/disability classification

In both these participant groups, the most prevalent learning difficulty classificatens

severe learning difficulties (Ph1: 1Fh2(a)23) and global developmentdkelay (Phl: 17,

Ph2(a)21). Profound and multiple learning difficulties was the next most frequent

classification in both groups (Ph1:Ph2(a)9). In Phase 1, with descending numbers of
atidzRSyda Ay SIOK OFUiS3I2NEIQoBNDSdepng@FOL X BWSR
Y2RSNI 0SS €t SINYyAY3I RAFFAOdzZ GASE oO6HO | YR WYdz G
OF 1 STI2NARSE F22ff26Ay3 Wt NPT2dzyR I yR Ydzt GALX S
of students were moderate learning difficids (6), cognitive delay (3), complex learning

needs (2) and neurodevelopmental delay (1).

Among the international SEN student group, those designated as having global

developmental delay (10) and intellectual disability (10) were the most numerousyéallo
by severe learning difficulties (4), moderate learning difficulties (2) and PMLD (1). The low
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number of PMLD and SLD designations were surprising as descriptively many of the students
would have come within that category. This may suggest internatiiffakences in

terminology and designation.

The complex mainstream/early years group showed reduced numbers of students with a
learning difficulty/disability classification. Only three were designated as having global
developmental delay, and two as hagimoderate learning difficulties.

2. Specific conditions/disorders (not rare)

There were similarities in the profile of conditions amongst Peasand? (a+ b) Autism /

autistic spectrum disorder was the most prevalent (Ph1:P®8(a)29; Ph2(b): § followed

by attention deficit / hyperactivity disorder (Ph1:Bh2(a)12;, Ph2(b): 2 The Phase 1

group did not have any students with Down syndrome, altifothere were 11 in the Phase

2(a)group, and one in the Phase 2(b) grotghase 1 and 2(a) groupsth had students with

fetal alcohol syndrome, although in the first only one was confirmed. In Phase 1, there were
individuala i dzZRSYy G4 6K2 KIFIR (GKS F2ftft26Ay3 O2yRAUGAZY
A8YRNRBYS omMOXZ I YyR ()dnyhBse (& therewere indviddal siudefdtsh (i & Q
witho N} Ay GNF dzYl +d O0ANIKSI &dz adFmhe@ferend FSOGa |
further specific conditions diagnosed among the international SEN student group.

As might be expected the numbers of students with ADHD in Phase three were

proportionately more apparent (6) and similar to numbers of those with autism / autistic

spectrum disorder (5). This phase also included students with Asperger syndrome (4). There

were single instances of students with fetal alcohol spectrum disorder (unconfirmed),

fragiler YR ¢2dz2NBGGSQa A@yRNBYSAZ YR WKELISNJAY
RSAONAOSR a KIFEGAYy3 WdzyRAIFIIy2aSR RA&AlIOATAGRC

3. Rare conditions / chromosome disorders

Among the 66strong, Phase 1 participant group, there were 18 different rare conditions /
chromosome disorders; whereasnong the 98hase Za)students there were 1 rare
conditionsand Phase 2(b) there were eight within 31 studemt®st were representethy
single children, although in the Phase 1 group, there were two students with Peters Plus
syndrome and two with tuberous schitesis; in the Phase 2(a) group, there were twith
Phelan McDermid syndrom@hase 2(a+b) groups eachhad a student with Wischhom
syndrome. There were no students who had rare conditions/chromosome disorders in the
mainstream/early years Phase 3 group.

4. Physical / medical conditions

Physical / medical conditions had the largest number of different examples in both Phase 1
and Phase Za+b) groupg 31,45 and 31respectivelyln Phases 1 and 2(apitepsy (Ph1l:
23;Ph2(a)29), visual impairment (Phl: 1”Ph2(a)29) and cerelal palsy (Phl: 14; Ph2(a):
20)were the most ommon conditions in both groups, whereas in Phasg,2fte most
numerous conditions identified were visual impairment (13), epilepsy (8) and premature
birth (6).Phase 1 had a larger group of students with identified motor difficulties (18),
whereas there wereight in the Phase 2(a) and five in Phase.Zh)dents with hearing
impairment were represented by six students in Phase 1, six in Phase 2(a) and four in Phase
2(b). Whereas the Phase 1 group had only one student identified as hlaathey premature
birth, this was the case for five of the Phaga)3tudents and six in Phase 2(b)
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For the mainstream/early years Phase 3 group, the most common physical/medical
conditions identified were cerebral palsy (3) and motor difficulties (3). None of those
selected for inclusion in the project had epilepswoTlstudents each had visual and hearing
impairment, and one had had a premature birth.

There were students with other physical/medical conditions in all phases, but those above
were considered most notable in the context of this research project.

5. Other dfficulties

(including norspecific developmental, processing, social and emotional wellbeing

difficulties)

¢tKS ARSYGAFAOIGAZ2Y YR RSAONARLIGAZ2Y 2F W203KSN
all phases. However, in terms of numbers of diffaéréifficulties identified among students

in each of the five categories, this was the largest Phase 3 category.

In common with national UK finding$i@ most commonly occurring nespecific difficulty

at every phasevas speech, language and communicati@eds (SLCN)26 students in
Phase 1, and 36 in Phag@p 8 in Phase 2(b) and 14 in Phasén3hases 1 and 2(a),
SEBD/BESD/challenging behavias the next most frequent difficulty among students
(Ph1: 17Ph2(a): 14), although for the other phad88SDs (Ph2(b): 5; Ph3: 2) were less
represented than other difficulties. In Phase 2(b)-$ellp and personal care difficulties (8),
and in Phase 3 social interaction difficulties (3) and attachment disorders (2), were more
apparent among students than BB.

One school for students with BESD commented on the CLDD designation for their group of
students:

For teachers to see that our students are included in that category of complex difficulty is
KSt LJFdzZAE X LG A& (G§KS KA RR &plex ReedsDaputyf hkadtéaghert KS &S
development school)

Difficultiesalso represente@cross all phasesere sensory processing difficulties (Phl: 6;
Ph2(a)10; Ph2(b): 1; Ph3:)2seltesteem issues (Phl: Bh2(a)3; Ph2(b): 0; Ph3:)Jand
attachment dsorders (3 in each). Although theneere fewstudentswho had formally
acknowledgd mental health issue#hl: 2; Ph2(a): 1; Ph2(b): 0; Ph3d2monstrably in
Phase 149ee p. 125 andanecdotallyin other phasesprevalence was highefhesegroups
alsohad students with anxiety / psychiatric disordéPhl: 8; Ph2(a): 5; Ph2(b): 2; Ph3: 0)
including obsessive compulsive disorder (PhRBI&(a)3; Ph2(b): 1; Ph3: 1) and
oppositional defiant disorder (Phl: Bh2(a)1; Ph2(b): 0; Ph3:)0

Furtherinformation
Further information on specific and rare conditions may be found in the CLDD Research

ProjectBriefing Pack y Wwl N3 OKNRY2a2YS RA&A2NRSNBQ 2y 0
(http://complexld.ssatrust.org.uk and on the Contact a Familniw.cafamily.org.ukand
Unique (www.rarechromo.org websites.
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Recommendation

Children with Complex Learning Difficulties and Disabilitiepergenting profiles of
learning need not previously experienckd schools. We recommend that headchers
and SENCOs access the f@DD Briefing Pagksvailable through the Specialist Schools
and Academies Trust, and disseminate widely across aleofstaff team.
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INTRODUCTION TO DATA ANALYSIS

The data collected about students in all three phases of the CLDD research project (except where
specific phases are indicated) included:

e LYFT2NXNIGAZ2Y | 0602dzi a0GdzRSyGaQ O2yRAGAZ2YyAa FTNRY fA

e Baseline data Information on student conditions and teaching/learning/social and emotional
issues (documentary evidence/stakeholder interviews)

e Engagement Profiles (descriptive) arwhi8s (scores and descriptoshaseline (pre
intervention) and interention data (see Appendifor Engagement Profile and Scale
document)

e Evidence of key questions asked which led to the resolution of learning issues for students
during the intervention

¢ Reports from CLDD project advisor group visits to schools (Phase 1)

¢ Interviews with key stakeholders, includifagmilies and norteaching professionals (Phase 1)

e Perceptions from exit interviews with educators (see AppeAdor schedule)

e Periodic written and verbal feedback (additional to exit interviews) on Eriagemat for
Learningeesources from CLDD project schools and stakehol&agagement Profile and Scale
and CLDD Briefing PaxkPhase 1)nquiry Framework for Learnir(g@ll phases)

e Evidence of meetings / conversations / reflections in research jourmatsofds of contact
(research assistants and schools)

¢ Participant and no#participant observation (supported by video when possible) (schools and
research assistants)

e Student voice evidencearound permission to be included and preferred learning approsche

Data analysis

Literature overview

The reading of relevant literature, presented as a literature overview prefacing this report, provided
context and direction for the CLDD research project, and also formed the basis of a series of six
Complex Needs lmklets providing an overview of issues associated with the education of students
with CLDD, and ten CLDD briefing packs litige//complexid.ssatrust.org.uk

Baseline data

¢ Phase 1: Development oésouOS & Ay f A ISA@ARMy2 LONSYKI MHO KPR f &4 Q

The schools submitted an initial Student information form (see App&t)dixs the CLDD project

research assistants needed to work alongside students and sblagsedpractitioner researches in

implementing anddeveloping the CLDBEngagement for Learnirrgsources, irdepth information

gl a O02ftSOGSR 02dzi GKS adGdzRSyid FTNRY 020K R2O0dzy s
the school), nofparticipant observation, and from sersiructured interviewswith educators,

families/carers and notteaching professionals involved with the student. Prior to implementing

interventions to support student engagement, schools were also asked to complete, for each

student, anEngagement Profiland to collect preintervention baselindengagement Scatiata to

provide a point of comparison with data collected pagervention.
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The purpose of this was to providentextualisingnformation for:

¢ Research assistantsas a basis for developing appropriate personaliséerventions for
aldzRSyiGda Ay f Al A apraytitioger iédearcheariti othe@K 2 2t Qa f SI R

e Overviews of student participant group complex conditigrmalysed using simple count
frequency

¢ Individual student case studies which summarised the coniat@rvention, purpose, numeric
and descriptive data, and engagement outcomes.

¢t KFaS wY GNRFfEAY3a 2F NBaz2dz2NOSa o6& nd !'Y YR wmp
¢ Phase 3: trialling of resources by 12 UK mainstream schools, and two UK earlysattings

As for above, the schools submitted an initial Student information form only, and no further

documentary evidence was sought as in Phases 2 and 3, the research assistants acted in an advisory
capacity only, and did not work directly with students.

Engagement dats; Phases 1, 2 and 3

Engagement Profile and Scaligta collected as a result of interventions with students involved in all

three phases of the CLDD research project yielded both numeric data in the form of Engagement

scores and the associated descriptive data which recorded context, strategies, msisesies and

YSEG OGA2yad bdzySNAO a02NB RIFEGIF 6SNB LX 2GGSR |
WSy 3FASYSYyl 22d2NySeQ 20SNJ GKS AYyGSNBSydGA2y LISNR
context, strategies, etc.) were also noted.

NY 111

This data was included in individual student case studies, described above, and also contributed to a
O2dzyii FNBIljdzSyoOe 20SNBAS¢g 2F 9y3IlIASYSyld 2dz2i02YSa
WO2YLINRYA&SRKkY2 RIGFEQO FT2N) GKS adGdRRSyida Ayo@2z2t OSF

Exit interviews

Where possible, exit interview schedules (see Appedpixere shared with interviewees before the
interviews took place. The interviews were conducted by a research assistant / officer / consultant
with either (a) the leagbractitioner resarcherwho provided representative responses on behalf of
educators participating within their school, or (b) the educators involved as a group, or (c) a series of
individual educators. Most interviews for the UK trial schools took placettatace, andmnost

interviews for international trial schools were conducted over the telephone. In cases where it was
not possible to arrange iperson interviews, interviewees were asked to compete the interview
schedule in text.

Responses from each school wereaigitl as a single data set. Where more than one educator

interviewee from the same school made equatable statements, they were counted as a single
a0F0SYSyliaod ¢KS O2ff SOGAGS GSNX¥I walOK22f QX Aa dza S
school. These interviews were analysed using categorical content analysis.

Other data collected
The other data collected was used for varying purposes:
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¢ Video and research journals/contact records were used to corroborate evidence collected by
other means

o Feedack from stakeholders about specific CLEFgagement for Learnirigsources were used
to adapt, extend and modify the resources throughout the project

e Data around student opinion and permissions for inclusion within the project was used to inform
intervertions.

Data from these sources has not been further analysed.

Presentation of data
The results are presented in four sections:

Data related to special school general outcomes
Data related to special school outcomes related to the CLDD Engageméentfaoing Resources
Mainstream schoolsearly years settinggial data
Messages from data relating to key education themes
i.  Mental health issues

ii.  Training the SEN workforce

iii.  The role of teaching assistants

iv.  Towards transdisciplinary working

v. Preparing for adithood

vi.  The family perspective

Howbd e
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Data relating to special school
generaloutcomes

Phase 1: 12 SEN development schools
Phase 2(a): 50 UK SEN trial schools
Phase 2(b): 15 international SEN trial scheol

At the end of each research phase, exit interviews were conducted in each school with the lead

practitioner researcher, who either represented their own views and those of the others involved in

the CLDD research project from their school, or involved rostesf in the interviews with them. The

interview responses from each school were then analysed using categorical content analysis.

Answers to all questions were grouped by common emergent themes and the presentation of

results reflects this. In each caselucatod Q O2YYSyGa lFo2dzi GKS AYLI OG 2-
F LILINBF OK OFy o6S OFGS3I2NREASR Ayid2 02YYSyida NBEI GA
school.

The analysis in this section represents general statements which were not specific tbthae o
CLDD Engagement for Learning resources. Statements made by schools specifically about the
resources are presented in the section following.

Bracketed numbers which follow data statements indicate the number of schools sharing a

particular view. Thg 2 NR>X WaOK22f QX dzaSR Ay |aaz20AlGA2y 6Al
LINEPFSadaArzylfa Ay@2ft @SR Ay G(GKS LINRP2SOG 6AGKAY (KS
A0K22f QU ! f GK2dzZ3K (KS ydzYoSNAR 2F aOk22fa Aygd2f ¢
outcomes are given where helpful for comparison across phases. Unless specifically stated

otherwise, the percentages given are in the context of the whole participant school group.

The data in this section is summarised in the discussion at the ehisatport.
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OUTCOMES FOR STUDENTS AND EDUCATORS

Phase 1: Development schools

Engagement outcomes for students

Engagement data collected using the Engagement Profile and Scale were analykstddents in
12 schools. Across the period of the development phase82%; (n=59 students had shown an
increase in engagement following intervention; on&oszh=55) showed no change; nine¥d.&=59
students showed a decrease in engageméiat. five stidents data was compromised.

Engagement as an ethos/approach and in practice

All 12 (100%)schools involved in thBhase 1 (development of resourcegre positive about the

CLDD engagement for learning approach for developing learning pathways for students with CLDD.

During their exit interviews, sonRSE ONA O SR Al & WIy ARSIf &GFNIAYS
NEFNBAKAY3T gl & RFX TRORZERKS SYNYANVAEAD Ayl 0Sis6SSy
i S OK AGh&whod saidl that the approach endorsed their current practice.

Severschoolsalsotalked about thepositive outcomes of the CLDD reseapebject for the whole

school Three commanted on its impact, saying that they had benefited (1), and the impact had been
YK d43)8 N W LIX(B. dIdvezspbke about the effect on the practice of staff involved,
describing ifas informative/enriching (5)mproving skills (2and increasig confidence (2).

Impact for studentsof implementing the CLDD Engagement for Learning resources

The developmenschools were not asked about the impact of using the CEagement for
Learningesources with students, dgmppenedn exit interviews forsubsequent phases. The

resources had changed and developed considerably over the period of implementation, and the lead
practitionerresearchers had worked closely with research assistants so student outcomes were
therefore already known. Thedeve beerwritten up within case studies(See Appendi% for an

example.)

However, nine of 12 schools made comments on the positive impact of using the CLDD Engagement

for Learning resources with their students. Six spoke generally of this impact, one mentidradg i

been huge. Variously, trexschools commented that using the resources had given them a greater
AYyaAraKid Ayd2 GKSANI aGdzRSydaqQ OKFy3aAy3a ySSRakl oAf
(1), and enabled them to move students on (1).

Impact for staff of implementing the CLDD Engagement for Learning resources

Four of 12 schools commented on the place of engagement in their teaching. One school said that

the CLDD research project had given them more awareness of what they were lookimgttalent

engagement, and of the importance of thinking on a small scale about howengage students

OMOUD ¢CKS (@2 20KSN) a0OKz22fa FROAASR GKIG W, 2dz KI ¢
Sy3alr3sS addzRRSydazQ o6mol [ yRE (O yd2d diRS R &P yiE2 3B So S
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Reframing practice

Comments made bgight (67%)schoolsn the context of the CLDD Engagement for Learning
approachsuggested that the tools were helping them to reframe their teaching in the following
areas:

o Awareness of the student as learner (6; 50%)
e Thinkingand reflection(5; 42%
e Professionaldcus (4 33%.

Awareness of the student as learner (6; 50%)

Comments from six schools came into this category. Among their responses, they felt that the CLDD
Engagement for Learning approach had given them the opportunity to look at the student first

NI} §KSNJ G§KFYy GKS OdzNNRA Odzft dzy FANBRG omM0X YR | 3INBL
Before the project, one school had not realised that one efrtistudents could be responsive. Other

schools said that they now knew what they needed to change for students (1), and they felt that

through the project, the education offered to their students had improved (1).

Thinking(5; 42%)

Three schools statedheir involvement with the CLDD project had caused them to open their mind

to/become converted to/discover engagemen Yy S 3 0K22f RSAaONAOGSR AlG Fa
Y2YSY(GHQ® ¢¢2 aO0OKz22fa alAR O(GKIFIG Ad YIRBUuUIKSY (KA
the barriers preventing them in getting involved in learning (1).

Professional dcus(4; 33%)

Four schools noted a changetireir professionafocus. Thegaidvariously thathe CLDD

Engagement for Learning approaéh R KSt LISR (KSY F20dza 2y (GKS addzR
strengths and positives (2), and on where the student was in their learning journey rather than

where people thoughtthey should be (1).

Areas of practice
In their exit interviewsten (83%) ofthe Phase 1 development schools commented on the ability of
the CLDD Engagement for Learning resources to support key areas of practice:

e Personalising learning (8; 67%)
e Observing (6; 50%).

The comments on planning, targsetting and assessment all retak specifically to the resources, so
while positive, are discussed further in thesource feedback section of this repgpt 59 ff).

Personalisation (8; 67%)

Five schools spoke about personalisation in the context of the developing the CLDD Engdgement
Learning resources. They felt that the engagement approach fitted well (5) or was the key (1) to
personalisation. Two schools spoke of its impact on students, one saying that it supported
individualised and imaginative curriculum approaches for stusl@ith CLDD; the other

commented:
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Observing (6; 50%)

Sixschools commertd about observations in the context of the research. Among them, three
specifically stressed its importance, and one referred to the need to discover whether the student
was engaged, and what they were learning.

Phase 2(a)lUK SENtial schools

Engagemenoutcomes for students

Data for91 students in 50 schools collected using the Engagement Profile and Scale were analysed.
Across the period of the SEfial phase,74 (85% n=87) students had shown @crease in
engagementollowing intervention 8 (94 n=87) had shown neither increasedscrease; an

(6% n=87)of schools had shown a decrease in engagenibmt schools submitted corrupted data,

and nine schools subntétd data for only one student3(SS W5 A@ @A a A2y Q>

Engagement as an ethoapproach and in practice

During their exit interview 0 schoolavere asked their opinion ofrgjagement as the guiding

concept to develop personalised learning pathways for students. The interviewees from 48 schools
(96%) responded positively, while twoh®ols were ambivalent. Two of those who responded
positively, while liking the approach, had struggled with delivery due to time/human resource issues.
Thirty-seven schools (74%) expressed a value opinion when asked what they felt about engagement
as an gproach for developing personalised learning pathways for students. They variously
described it as:

e WOTTSOGADSO k WH2N] SR 6866 Q k WOSNE dzadS¥dA Q «
e WwSltte GItARQ k WFdy RIYSY(lfQ k wSaaSyiAltQ «
e WONREEAEPFORWORBGAAG YRAYIK2NI AAYALF NI 6T My: 0 d

dzOl G2NJ adzYYI NAaSRT WL KSf LA dzax 2dzNJ LINIF Of

hy
Ly NJ adll SR W¢KAaA Aa FONBE dNANBRORYASADER (G KS

N U
R

R
iKS
In addition to the value statemés made about the engagement approach as a concept, 25 (50%)
schools went on to make further comments about the engagement ethos/approach, not including
specific evaluations of individual CLDD Engagement for Learning resources. These covered
defining/explanatory features of engagement (9), the relationship between engagement and
AGdRSYGAQ fSFNYAYI 6mMno FyR GKS AYLF OG 2F Sy3lh 3¢
schools talked about general engagement outcommsesven positively, and one witregative
connotations (while also identifying a positive outcome for the school).

Defining/explanatory features (9; 18%)
{OK22ta @FNA2dzate RSAONAOSR GKS Sy3arasSySyid | LILINE
mindset (2) which made them look at leéng differently (1). Quoting Carpenter (2010) one
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made up of many elements (1), and said that the seven indicators helped them to understand
engagementl). They saw two of the engagement indicators, curiosity and investigation, as
LINSNBljdzAaAdSa F2NJ E SENYAYyT om0z FyR aidlFdiSR (K
of factors (1). One school suggested that student engagement should bertheancept of

curriculum delivery and everything else should be fitted around it.

wStFGA2yaKALl 0SG6SSy Sy3al3asSySyid FyR aiddRRSyiaqQ
bAyS a0K22fa ARSYGAFTFASR Sy3r3asSySyid Ia I LINBNB
one @n engage with every child (1), and that the approach had given help with the most challenging
OHOD® C2dzNJ a0K22f & O2YYSYyidSR GKIFG Sy3arasSySyia 2

LYLI OG 27F Sy3alr3asSySyid 2y SRdzOIF 42NBRQ 62N)] 6A0GK
Individual schools stated that to use the engagement approach, educators needed to know the
student (1). Through the CLDD research project, they had developed their awareness of the
importance of engagement (1), begun to see how to engage students (1haaedc greater idea of

what they were looking for in student engagement (2). They stated they had begun to focus on
student engagement instead of behaviour (1) or how much students remembered (1). They had also
become more aware of the factors affectingdent engagement (e.g. noise) (1).

Schools said that they had learned more about their students using the engagement approach (1),
FYR GKIFG dzydAf GKS& gSNB F2NOSR (2 F20dza 2y |
that the student was notegaged (1). They emphasised the importance of looking for small signs of
engagement (1), and of the need to step outside comfortable strategies to engage students.

General engagement outcomes (8; 16%)

The following general comments were made in additiospecific outcomes which schools

mentioned in relation to individual students (described below). The seven schools identifying

positive outcomes made individual comments that engagement had been key for a long time, but
that they had not previously had ¢hframework provided by the CLDD Engagement for Learning
resources (1). This school said that the Engagement approach would now be key to their future
whole school practice. Schools had observed the impact of using the approach on student
engagement (1),rad had found that it reduced disturbance in the classroom (1). As mentioned
Fo2@Ss Al KIFIR IAGSY KStL) 6AGK GKS Yz2ad OKFffS
a0dzRSYy G fSENYyAY3I o6n0od hyS SRdzOlF G2 N DR¥YF yYi SRar

I d
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¢tKS a0K22f 6KAOK KIR OFtfSR G(KS /[55 9y3lrasysyi

commented that the approach had developed their awareness of the importance of engagement.

How the engagement approach impacted on student learning
Forty-three (86%) of the 5Gclbols commented on the positive impact of the CLDD engagement for
learning approach for their students. Nine described the impact as huge / massive / transforming or

AAYAL NI hdKSNBE adl SR GKORKS 0 KSdzR EYINR | ©KO KH IRA N

way for students to progress (1), and had revealed wider student interests (1).
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Among those 8 schools, 40 (80%) described one or more positive learning outcomes for their
students, and 29 (58%) described positaotional/social outcomes for their students. Twenty
four (48%) stated both learning and emotional/social outcomes.

Of the remaining seven schools (14%) who did not describe positive outcomes for students, one said
that there had been a positive outconfier one student only; one said that using the tools had

neither helped nor hindered; and a further three said that there had not been much progress. Three
educators did not make a related comment.

Positive learning outcomes
Schools stating specific posiilearning outcomes, as opposed to making a general positive
statement, described progress for their students in a range of areas including:

e Engagement (28)

e Active/focused learning (15)

e Communication (13)

e Skills (9)

¢ Independence as a learner (7)
o Improve attitude to learning (6)
e Progression (3)

¢ Extending learning (2).

Positive social/emotional outcomes for students

{OK22ftaQ aa20AF0A2y 2F a20AFtkSY20A2yIt 2dzi02Y¢
interventions was unexpected, but 29 (58%) schools mentioned a range of outcomes in this area for

their students. These included:

e Social relationships (14)including better relationships with staff, peers, and family.

¢ Wellbeing and happiness (§)jnduding better mental health (1)

e Confidence / selesteem / empowerment (8] including bringing out personality (3) and
increased student expectations of themselves (1)

e Improved behaviour (10)

e Increased alertness (4)three schools mentioned success irgaging passive learners.

OneSRdzOI G2NJ | &

ASNISRY w2KSy KS Aa KILLRSE FyR S@SN
Gg26¢ Y2YSyiaonQ

Nine schools commented that they had been able to generalise successful strategies used to develop
I & dzR S yalisedilearni® p&tr@vays in one area to other, less successful, areas.
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How the engagement approach changed practice for schools and educators

Impact on the whole school

Four schools mentioned the impact that the CLDD Engagement for Learning appadatdachon

0KS ¢gK2fS a0K22fd ¢KSe& RSAONAROSR Al lFa WYl aairgsc
FILOG2ND omM0Od hyS aidlFiSRTI WLG KFa GdzZNYySR 2dzNJ KAy
Ay 2 dzNJ Fdzii dzZNB  LINT O i thepBjoDfindingshadh@fe@ Rolide @videngeS R G K |
which led to a change in school approach to teaching their particular population of students.

Reframing professional practice
Fortytwo (84%) schools referred to the relevance of the engagement appitoaateas of
professional practice. Their comments have been categorised into specific areas including:

¢ Thinking, reflection and analysis around practice (29; 58%)
e Awareness of student as learner (28; 56%)

e Professional focus (15; 30%)

e Understanding (918%)

Thinking, reflection and analysis around practice (29; 58%)

Of the 29schools whicimade statements about thinking, reflection and analysis, comments from 14
a0K22fta ¢oSNB a4dzoOF GSI2NRASR dzy RSNJ W/ KI o6f&§yIAay 3 L
change in perspective (5), which had been fundamental (1), turned their thinking around (1) and had
allowed them to look at learning differently (2). One school said that the engagement approach
SyO02dz2Ny 3SR WiKAY1Ay3 2 diuthaktReSCLODESgageRebt@dLedrmn@ Sy & OF
approach had made them think more/more deeply or broadly (6), extended their thinking (1) and

stimulated reflective thinking (1).

{GrGaSYSyida FNRY mp a0OK22fa ¢gSNBE &dz odtie®ea2NAEASR o
schools said that the CLDD Engagement approach made them think about what was going on in the

lesson (3). They felt that using the CLDD Engagement for Learning resources had made them

consider approaches and strategies for individuals (3) anid bizgriers to learning (1). They said

that the approach had made them think about the young person as a learner (4), what they were

getting out of lessons (5), how to engage them (2) and improve their learning (1). Schools said they

had now acceptedrespy A0 Af A e FT2NJ addzRSydaQ Sy3arasSySyid owm
appropriate level for them (1).

Seventeen schools talked about the need for reflection on practice in the context of the Engagement
for Learning approach (3), saying the Engagement ambréiad helped them reflect more (6) and
supported their reflection (6) with beneficial outcomes (5).

One school described the Engagement Profile and Scéiidas 8 G N2y 3 NB Tt SOGA PGS (22
2dzi 02YSaqQo

Awareness of the student as learner (28; 56%)

Twentyeighta OK22f & YIRS 02YYSyia 6KAOK 6SNB OF i832NAa
f SFNYSNQ®
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Thirteen schools emphasised the place of student centredness in working with the Engagement for
Learning resources. They stated they got to knawdsents better over the period of intervention

(7), and had continued to gain more information about them (1). Using the resources had made staff
Y2NB ¢+ NBE 2F addzRSydaQ ySSRa 600 FyR (KIFG aiddzRS
think from the student perspective. One educator said she had become more aware of what her

student was trying to communicate to her.

Nine schools spoke about working with students. Over the intervention period, they had learnt more
about how to work with students (g. persisting with a student) (3), had realised what improved

their learning (2), and what they enjoyed about tasks (1). Staff were able to support students more
effectively (1), and tried new things with them (2).

For 11 schools, working with the CLBiRgagement for Learning resources had heightened their

perception of their students as learners. One school said that it helped them to realise that there is
always room for improvement for students with CLDD. Schools said that the project reinforced that

their students did have learning skills (2), and that their students took in more than they had thought

(2). Their expectations and aspirations for their students had risen (4). They looked at the students

as individual learners (3), and observed thahaitgh students presented the same, they may need

different approaches (1). They stated that using the resources had helped them focus on what the
students could actually do (1), and had provided evidence to prove one student needed a different
educational LILINB I OK o6m0ud !'a 2yS aoOKz22f O2YYSYyGSRY WL

¢Sy a0Kz22ta aLkRl1S lFo62dzi GKS AYLERNIIYOS 27F dzaiy3
Three schools noted that the approach engaged traditionally hangachstudents, including

LI a3ABS fSIENYSNE 000d® hyS NBYIFN] SR W yiAt &2dz I
GKS@QNB y20G Sy3dr3ISRPQ LYRAGARdIzZ f a0OKz22fta ltaz2 at
can engage with any child, and rtotlabel children as difficult.

Professional focus (15; 30%)

Fifteenschools spoke of the value of the focus given by the CLDD Engagement for Learning

that it had helped them focus on the student as a learner (6), on strengths and opportunities (2), and

2y a0dzRSy(GaQ AyilSNEBal ¥ the fygcBs ol ikliakiaddi (1) antldemorg K)A & 2 2 |
Four schools commented that the CLDD resources had kept them focused.

Understanding (9; 18%)

Schools described increased understanding of how students learn (3) and what engages them (1).

They realised when egpgtations (e.g. length of attention) or activities were inappropriate (2), and

KIFIR F 3ANBFGSNI dzy RSNE UGl YRAYI 2F a0dzRSydaQ oF NNX SN
time to explore) (1). Staff also better understood how to put strategigddne.

Areas of practice
Using the approach also highlighted for educators the importance of familiar practice tenets. Forty
schools (8%) commented on the three areapractice below:
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e Planning, target setting and assessment (25; 50%)
e Personalisingearning (17; 34%)
e Observing (15; 30%).

Planning and targetsetting (25; 50%)

Twentyfive schools made comments about the usefulness of the CLDD resources in planning, target
setting and assessment, and these are also discussed during analysis of sysmifice evaluations

which follows. Of these, seven schools commented on their impact. One school said that it had

helped them look for the deeper purpose in individual lesson plans (1). Others stated they were

better able to plan (2), the resources haélped them with setting targets (3), and that it had helped

SRdzOF G2 NBE GKAY]l lo2dzi GKS WySEG &aGSLEQ F2N KS 3

Personalising learning (17; 34%)

Personalisation of learning occurs when a student needs more than differentiation to®fearn.
Seventeen dwols commented on the CLDD Engagement for Learning approach in the context of
personalising learningrive schools described it as the key to personalising learning; with a further
school emphasising the importance of personalisation (1) and looking attident as an individual
(1), commenting that they had to sé®w a student learns to personalise. They stated that the
Engagement for Learning resources fitted in with personalising learning (4), and helped them to
provide programmes which were more penalised (1). Six schools identified personalising learning
as an area in which the CLDD Engagement for Learning resources had supported or refined their
practice (6), including helping them to think more clearly about personalisation (1).

Observing(15; 30%)

Schools made specific comments about the usefulness of the CLDD resources in observations, and
these are discussed during analysis of specific resource evaluations which follows. Fifteen schools
talked generally about observing in the context of tBeDD research project. Schools emphasised

the importance of formally observing students (3), and noted the benefits as a detailed focus (5)
which opened their eyes to more (1). They spoke about the purpose of observation (5) as seeing
what isactuallygoing on in the classroom (4), and learning how students learn (1). They added that
observing as a neparticipant led to better quality observations (2).

Incidentally, a popular way of observing was through the use of video, with 18 educators (37%)
recommending its use. Ten educators (20%) noted that they noticed more/picked up on things they
YAaaSR® hyS SELXFTAYSRY WAG YIRS da aiG2L) I yR f22]

8 porter, J. and Ashdown, R. (20@2)pils with Complex Needs: Promoting learning through visual methods
and materialsTamworth: NASEN.
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Phase 2(b): International SEN trial schools

Engagement outcomes for students

Data for 29 students in 1&chools weresollected using the Engagement Profile and Scale and
analysed(One school submitted data for only one student.) Of the 29 students, there were three
whosedatawas compromisedAcross the period of the international SEN trial phase, 22 ¥84.5
n=26 students showed an increase in engagement; one (%09 had shown neither increase nor
decrease; and three students (1%5n=28 had shown a decrease in engagement.

Engagement as an ethos/approach and in practice

Of 15 schools involved in the international SEN trial, all (100%) were positive about the CLDD
engagement for learning approach for developing learning pathways for students withq@irieD
school saying that it had turned their thinking around, and anothat the idea of engagement had
been very powerful for their students.

Fourteen schools commented on engagement, and ten (67%) schools expressed a value opinion on
the approach, describing it as:

e W NAffAIYyGQkWSEOSttSyiiQkQ2dziadl yRAYIKk2NI &AYAL L
e WSIffe OFIftARQ k WFdzyRIBYSyidltQ k WwWSaaSyidialrftQ «
e WOFTTSOUADSQ k WE2NJ SR 6StftQ k WOHSNE dzaS¥dzA Q «

'Y TRRAGAZ2YLFE (g2 aOKz22fa adz33SaiSR 20KSNAR WiNEe
that, since taking part in the CCDresearch¥2 S K| @S GF 1Sy Sy 3r3asSySyid (2 o
R2dQ

What did engagement mean to educators?
Ten schools also commented about what they understood by engagement (six of the above and an
additional four).

They stated that engagementwas @8 & NB T2 NJ LINBLI NF GA2y F2NJ £ SI Ny
WAYQ@SaGAILIGA2YQ 60462 2F GKS LINR2SOGQa Sy3l 3SySyl
to learning (1). One school stated that having an engagement focus was a new way oftearni

however, two schools saw the CLDD engagement for learning resources as an enrichment of what

they were already doing.

Schools said it was important to question whether students veateiallyengaged in a classroom
activity (2), and look at what engeg them (1). They found that using the engagement approach
reduced disturbance in the classroom (1).

Five schools commented on the impact of using the CLDD Engagement approach for educators. They
said that the approach had given information about how stedent learned (1), and they saw how
student engagement was affected by the way they taught (1). They now felt they could do

something about areas of engagement which were missing for the student (1). They stated that it
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was important to look at things wth engage students at any level, not just the obvious (1), and also
to keep trying, even when students did not look as if they were engaging (1). One school said that it
had empowered them to deliver what their students needed (1).

Impact on students

All fifteen (100%) of the international trial schools described positive learning or social/lemotional
outcomes for the students involved in the CLDD Engagement for Learning resources trial. One school
commented generally, saying that they improved the teaghdand learning experience for the

student.

Social/lemotional outcomes for students
Five schools (38) commented on social/emotional outcomes for students, rptmproved social
relationshipg2), confidence (1), increased happiness (1) and decreasedviigggi).

Learning outcomes for students
Thirteenschools (8%) identified positive learning outcomes for students in the following areas:

¢ Improved patrticipation (7§ including ownership of learning, emperation, interest/attention
¢ Increased engagemeiid)

e Improved communication (2)

¢ Increased skills (2)

¢ Improved behaviour (2).

Impact on schools and staff

Reframing teaching

Comments made by 12 (80%) schools suggested that the tools were helping them to reframe their
teaching in the following areas:

e Awaeness of student as learner (11; 73%).
e Thinking and reflection (9; 60%)

e Professional focus (6; 40%)

e Understanding (5; 33%).

Student as learner (11; 73%)

Five schools spoke about the student centredness of the ErgBgement for Learning approach

saying that they had got to know the student better/much better during the period of intervention

6o0X GKIFG GKS@ KIFIR 3AFAYSR |y AyaAirdakKd Ayid2 GKS ai
a0dzZRSy (G Qa LISNAELISOG A OKid that staff persdvered mi® ia eabagiggthe y S & OK 2
learner.

Five schools spoke of an increased perception of the student with CLDD as a learner, saying that the

approach had helped affirm student strengths, positive changes and abilities (3). It helpetbthem
look at the student as an individual (1).
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Four schools articulate the importance of motivating students. They spoke of being aware of (1) and
building on personal motivators/interests (4), and then gradually increasing the learning challenge

().

Thinking and reflection (9; 60%)

Of the nineschools whiclsaid the CLDD Engagement for Learning approach had stimulated thinking,
three said it had changed their perspective or way of thinking, and one that it had helped them to
think more. Four describedays in which it had made them think more cleayiground

engagement (2), the purpose and function of learning (1), what is going on in the lesson (1), and
adapting strategies/activities for individual students (1). Four spoke about the importance of
guestoning¢ two that it had helped them to inquire more/more clearly. Another observed that it

was necessary t# LINE 6 S RSSLX & (2 LINRY2(GS FdzNIKSNI £ SINYAY:

Five mentioned the importance of professional reflection in association with the tdale stating
its importance, and two that it had stimulated deeper/more careful reflection on practice. The fifth
talked of a positive reflective outcome.

Professional focus (6; 40%)

Six schools said that taking part in the research had changed or helpetetaiing focus. Of those
who commented specifically, three felt they were more focused on student positives, strengths and
successes; and one on the student as a learner.

Understanding(5; 33%)
Five schools noted that their understanding of how studee#sred had deepened. They had begun
to realise what engaged students (1), and also what was inappropriate for them (1).

Areas of practice
All 15 (100%) international SEN trial schools talked about ways in which the CLDD Engagement for
Learning resourcesad helped to refine their practice around:

e Observation (8; 53%) highlighting the importance of detail for interventions; finding out
whether students were really engaged (1), what engaged them (1) and how they learned best (2)
e Personalisation (7; 46%)including comments that the CLDD resources supported
personalisation (4), and allowed programmes to be fitted to the student rather than vice versa
1)
e Planning, targets and assessment (6; 4Q@)anged the way goals were set (1); helped clarify
thinking around targesetting (1); allowed even minimal progress to be charted (1);
e Consistency (1; 7%)emphasised its importance (1).

Findings from mainstream / early years settings are presented in a separate gsetqnl03)
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IMPLEMENTING THE CIHNlIGAGEMENT FOR LEARNING RESOURCE FRAMEW

Phase 1: Development schools

All the 12 (100%) development schools said that they would continue to use the CLDD Engagement
for Learningesources in some way after the end of the project. Seven schools (58%) said that
educators involved in the CLDD research project would continue to use the resources as trialled, and
eight (67%) schools stated that they would roll the resources out atinesschool.

Of the eight schools rolling out the resources, three schools said that they would roll the resources
out partially. Three of these schools, and an additional fourth, had given their practitioner
researcher responsibility for leading on engagent / complex needs in school. Two schools,
including one who had not stated an intention to roll out the resources, were intending to train their
own staff (1) and another school (1) in the approach. In six schools, the educators involved in
developingthe CLDD Engagement for Learning resources, intended to continue to use theze

with project students, and five with additional students. One school said they intended to use the
resources partially.

Issues around implementing the CLDD Engagement_&arning resources
Only one development school mentioned that time had been an issue in implementing the CLDD
Engagement for Learning approach, and that it needed to be allocated to it.

Advice for future schools implementing the resources

Among more specific advice offered by schools for anyone implementing the approach, four schools
commented on the need for support from both management and colleagues. They emphasised that

it was crucial to have someone in a supporting role (1), thatfiaHF ¥ Yy SSRSR (2 06S W2y
it as an opportunity (1), and having an outside observer had a big impact (1). One school mentioned

GKS AYLRNIFYOS 2F O02YYdzyAOIFIGAY3 YR &AKIFENRY3 gAlFK
Another stressed the imptance of sharing student observations within a team, and seeking advice

from others.

Phase 2a). UK SEN trial schools

Forty-six (926) of 50 SEN trial schools said that they would continue to use the CLDD Engagement
for Learning Resource Framework ims&way after the end of the project.

Eighteen(36%) schools have rolled out the CLDD Engagement for Learning resources across the
school. In three schools, the practitioner researcfoerthe CLDD research projeéwad been asked to
take the school leadrothe Engagemerfbr Learningesources.

In 27 (54%) schools, the educators involved in the CLDD research project said that they would
continue to use the Engagement for Learning resources; 14 mentioned that this would also be with
new students. Sixteeschools (eight additional to the 27 above) said that there was a place to share
the CLDD Engagement for Learning resources more widely across the school. One school said they
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would share them with their residential care department. Two of the 27 schdoisgside two

others, stated that they would use the approach alongside other approaches (e.g. PEPs/IEPs). One of
the 27 schools, again with two others, suggested that they would use the resources, but might adapt
them to their setting.

There were fouscools which at exit interview, did not indicate that they would continue to use
the resources. Two were ambivalent about the resources, but two had found them useful. The four
schools variously stated:

e Liked the resources, and thought there was a placatfem to be used more widely across the
school; noted that there was a training implication, but stated that taking part in the research
had been a form of continuing professional development (1)
e Found the resources useful (1)
e 'fIK2dZAK WYNKEEE f BNBHZGFRAIQE ¢g2NI RQ NBa2dzNDOSa om0
¢ Not sure if they would use it, although could see some advantages (1).

Three schools identified barriers to implementation of the CLDD Engagement for Lesgypingch

in their schools. They mentioned time (1), funding (1) and support (1). One of these was the school
gK2 al g GKS NBaz2dzZNOSa |a o0SAy3 dzaS Ay |y WARSIHf
support and allocated time were necessary, ahdttcurrently the resources would not be used

regularly (1). The other thought that there was a place for sharing the resources more widely in her
school, but that training in the approach was needed.

There was one other school who did not intend to tleeresources regularly. The practitioner
researcher said that she would like to keep looking at engagement, and the resources would
continue to influence her practice.

Issues around implementing the CLDD Engagement for Learning resources

A total of 32 64%) schools identified issues around implementation of the CLDD Engagement for
Learning framework. Twentseven (54%) schools said that implementing it was ‘hm@sumingg

although nine added that it was worth the effort/worthwhile. Six of the 27 schqais an

additional two, said that it was demanding in terms of human resources, and six schools noted there
was a lot of/too much paperwork.

However, despite this, 22 (71%) of the 32 schools stated either that they would roll out the
resources acros<hool (13), or that the educators who had been involved with the CLDD research
project would continue to use the resources (9).

Advice for future schools implementing the resources

During the exit interview, schools were asked to offer advice to fusdneols whichmay be

involved in implementing the CLDD Engagement for Learning Resource Framework. Schools urged
20KSNJ a0OK22fta G2 GNB GKS FLWLNRBFOK O6MTT op:0X I R
persevere (4). They stated it was worthwhitexf 0 = 3SéGa SFaASNI 6H0O FyR WiKS
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Among very specific advice, the main area of comment, as with the developing schools, concerned
senior leadership and peer support. Outcomes are summarised below:

Fifteen (30%) schools identifiedea need for organisational support for implementing the

framework. They stated that it needed leadership/coordination (10) from someone dynamic and
enthusiastic (1) who understood the project (1). This leader should possibly be at senior leadership
level 6), and the implementation given acknowledged priority (2). They suggested that all staff
needed to know about the framework/see it as an opportunity (6), although they noted that tact
would be necessary when addressing practice issues with some stafih@y.recognised the
helpfulness of having a mentor/guide for those involved in implementing the framework (3).

Twentyfive (50%) schools (including six of the 14 above) emphasised the importance of sharing
knowledge and ideas among colleagues when ireain implementing the framework. They

suggested that those involved should be able to collaborate and share together (9), and meet as a
team (1 + an additional 5). Four suggested that discussion/challenge among colleagues was valuable,
and one pointed outhe dangers of not having this check on practice if an educator was working in
isolation. Another said that discussion among the class team was necessary to ensure consistency in
the use of the framework.

Phase 2(ln)International SEN trial schools

Of the 15 schools in the international SEN trial group, all 15 (100%) said that they would continue to
use the CLDD Engagement for Learning resources in some way. (6Q%b6)echools, the educators
involved intended to continue to use the resources aalled, and fivg33%)schools intended to roll

out the CLDD Engagement for Learning Resource Framework across the school.

Of the five schools intending to roll out the resources across the school, one said that this would be
in part. Nine schools saide¢reducators who had been involved in the project would continue to use
the resources. Three of these, and one additional school were planning to use the resources with
other students. Four schools (three of the nine, plus one additional school) thougiet\wees a

place for the CLDD resource framework to be used more widely in their school, and another said
that other staff were interested in using it. One school stated that they would use the approach in
association with others, and another that they woulske aspects of the resources. Four schools
intended to keep the CLDD Engagement for Learning Resource Framework in mind; one of these
identified that they would need more support and more time if they were to continue using the
resources.

Issues aroundmplementing the CLDD Engagement for Learning resources

Eight schools mentioned issues associated with implementing the resources. Seven stated that time
allocation was needed to implement the CLDD Engagement for Leamingach, and two said

they had struggled with making time. Three schools mentioned the need for additional colleague
support, saying that the approach had required extra work and personal input.
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However, notwithstanding, six of the eight schools inteddo implement the approach one of the
schools whichwere rolling out the resources, and five schools in which the educators involved were
continuing to use the resources.

Advice for future schools implementing the resources

As with the UK schooldhé two major areas raised by international schools (9) for any others

wishing to implement the CLDD Engagement for Learning resources in the future were management
support (6) and team working/sharing (6).

Six schools stated that implementation of tharftework needed managing, three suggesting this
should be at senior leadership level. One said that it was important to ensure high level commitment
from staff involved as implementation involved additional work. Two schools said that they had
appreciated he external implementation mentoring support, and said it would be good if it could
continue.

Six schools talked of the value of team workirigcluding communicating and sharing ideas (2), and
ensuring consistency of implementation (2).
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Data relding to special school
resource trialoutcomes

Phase 1: 12 SEN development schools
Phase 2(a): 50 UK SEN trial schools
Phase 2(b): 15 international SEN trial scheol

At the end of each research phase, exit interviews were conducted in each school with the lead

practitioner researcher, who either represented their own views and those of the others involved in

the CLDD research project from their school, or involved rostesf in the interviews with them. The

interview responses from each school were then analysed using categorical content analysis.

Answers to all questions were grouped by common emergent themes and the presentation of

results reflects this. In each caselucatod Q O2YYSyGa lFo2dzi GKS AYLI OG 2-
F LILINBF OK OFy o6S OFGS3I2NREASR Ayid2 02YYSyida NBEI GA
school.

The analysis in this section represents statements which were specific to one of the CLDD
Engagement for Learning resources. Generic statements made by schools about implementing the
Engagement for Learning Resource Framework are presented in the previous section.

Bracketed numbers which follow data statements indicate the number of schodiinglea

LI NI A Odzt + NJ OAS g @ ¢tKS $2NRX WwaoOKz22f Q3 dzaSR Ay |
LINEFSadaArzylfa Ay@2ft @SR Ay GKS LINRP2SOG 6AGKAY
A0K22f Qud | f 0K2dzZa3K (KS v ghaseSweEe sraalf, peiicénkage f & Ay @2
outcomes are given where helpful for comparison across phases. Unless specifically stated

otherwise, the percentages given are in the context of the whole participant school group.

The data in this section is summarisedha discussion at the end of this report.
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CLDD ENGAGEMENT FOR LEARNING RESOURCE FRAMEWORK

Students with CLDD are often disengaged from learning, and their learning needs go beyond
the expectations for classroom differentiation, challenging the teaching skills of even our
most experienced and effective educators.

The CLDEngagement for Leammy Resource Framewoik a range ofesourcego support
educators in developing personalised legug pathways for students. Thepmprise:

e CLDD Briefing Paxkn conditions commonly occurring among students with complex
learning diffculties and disalities

e TheEngagement Profile and Scale

e Thelnquiry Framework for Learning

Over the course of the project, they have been developed and revised in terms of content,
style and design according to feedback from educators and stakeholders.

The three engageent for learning resourcerepresenthree facets of an engagement
approach to teaching and learning, based on the premise that without engagement, there is
no deep learning, effective teaching, meaningful outcome, real attainment or quality
progress” Engagement is the connection between the student and their learning outcome.
Students with CLDD cannot create that connection for themselves; it is educators, families
and colleagues who must construct it with and for them.

Student

Student
€Ngagement

Learning
Outcome

It is hoped that theengagemenhresources will support educators to develop high
expectations of these young people as learners, to map personalised the learning pathways
which will reengage them, and to assess and track their engagement in learning.

The CLDBriefing Packi&lentify the main learning needs and key teaching strategies
associated with specific conditions which ofteneast in children with CLDD. These
strategies may suggest the first steps towards personalising learning for children with CLDD.

8 Carpenter, B. (201® Vision for 23-Century Special Education (Complex needs sdri@sjon: SSAT.
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The Engagement Profigend Scale enables educators to develop high expectations of

children with CLDD around thengagement in learning through collecting evidencéhef
aidzRSyiQa tS@gSta 2F SyalrasSySyd Ay theOGAQBGAGASaE
learning activikesin which the student has low engagement in line with geven different

indicatorsof engagement, educators can support the student to move towards deeper

engagement in learning.

The Inquiry Framework for Learning indicates possible areas for fysdrepnalisation of

a0dzRSy 1aQ fSIENYyAYy3A:Z YR adzlJLl2NIia +y Aylidzi NB
CLDD in learning. The questions within the framework identify the starting points from

g KAOK SRdzOlI G2NEX Ay I aa2 Okoleadgues ffomghkifiodn ahdk S & ( d
other professions, can explore focused learning issues for individual students.

Complex needs booklet series

The use of the CLDDhgagemenfor Learning Resource Framewarieds to be set within

GKS 6ARSNI KS2NBGAOIE FyR LINY OGAOLEt O2yGSEM
booklets, written by Professor Barry Carpenter and others in the CLDD research team and

LJdzof AAKSR Ay | &az2 OA | SthdoBNetwsrk, fréviddial iStroquétiontaQ &  { LIS
the area and its concerns. The six titles, each focusing on a different aspect of provision for
children with complex needs, are:

e A vision for 21 century special education

¢ Children with complex learning difficids and disabilities: who are they and how do we
reach them

e Curriculum reconciliation and children with complex learning difficulties and disabilities

¢ Mental health and emotionakellbeing

e Professional learning and building a wider workforce

e The family cotext, community and society.
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signposts for inquinpased development which will support schools into the 21st century.
Colleagues from schools involved in the CLDDarebeprojectcontributed their

professional perspectives to the booklets througlbgs and think pieces.

RECOMMENDATION

Schools involved in this CLDD research project have demonstrated great commitment
insight and endeavour. The wider community of@als will now need to be informed.
Systematic, critical reflection in schools will enable this. We recommend that the Spec
{OK22fa IyR ! OFRSYASa ¢NHzaGQa /2YLX SE
debate and discussion.
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CLDD BRIEFING R&C

What are the CLDBriefing Pack3
There are terCLDD Briefing Pagkach of which provide initial information about conditions
which often overlap with others to form the complex make up of children @itiDD

The packs cover the areas of: Attachmdigorders, Attention deficit hyperactivity disorder
(ADHD), Autism and autistic spectrum disorders (ASD), Fetal alcohol spectrum disorder,
FragileX syndrome, Mental health, Prematurity, Rare chromosome disorders, Sensory
impairments, and The effects ofuey use and smoking in pregnancy.

Each packncludes three different sheets:

(a)Briefing sheet This provides initial information about the conditions for educators and
otherswho want a brief introduction. It provides background infotioa, key strateges
and references to some key texts about the condition.

(b)Classroom support shee¢t KA & LINRPPARS& WYdzad KIF@SQ ol &aA0
condition for staff newly arrived in the classroom and needing to work immediately with a
young persorwho hasthat condition.

(c)Information sheet For those who would like to follow up the topic in greater depth, this
sheet providesnore information withfurther references.

There is also a glossary to explain any terms or concepts not explained in the sheets.

TheBriefing Pack and students with CLDD

Due to the nature of students with CLDD having more than ongndisis, one pack alone
may not provideadequateinformation aboutsupporting a student. Therefore the briefing
sheets should be a starting point for practitioners working with a student, until a
personalised learning pathway can be established with details of effective strategies
relevant to that student. It is importarto be aware of the uniqueness of each child and
young person, particularly those with CLDD.

Sharing the information from th€LDD Briefing Paxketween practitioners and families
will enable a greater insight into the challenges experiences by bothkttlteent and those
involved in their learning.

Implementing the packs

It is important that the packs are used within an ethos which promotes transdisciplinary and
multidisciplinary collaboration, including active involvement of families and the student
themselves to the extent they choose or are able to be.
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e Professionals need to work collaboratively across disciplines when planning and
assessing personalised learning pathways to ensure those who know the student best
are sharing information, antb prevent fragmentation ofnterventions(see
We¢ NI yARA & OA Lplf 146y Thisl Ehoutsl aldaljnaludafandlies. Strategies and
interventions will be most effective when they are understood and implemented
consistentlyacrossschoo| home and other setting

It is important that the appropriate professionals are consulédauttargets and
interventions around positioning, sensory integration and arousal levels, health and
medication.

e Consider how the student themselves can be involved. Can they provide information on
their preferred learning stylesr interests to shape a learning target or intervention?
Can the student take a more active role in negotiating their own learning and giama
their responses? This could be empowering for a student and take steps towards
boosting school enjoyment and sel§teem.

How the packs were developed

TheCLDBriefing Packwere developed between January and August 2010, and during that
time went through a number of revisions in response to comnsamriceived by the project
development schools and other stakeholders.

The packs were compiled by the CLDD research project team under the guidance of
Professor Barry Carpentts the threepart format. They were developed in association
with the project schools during Phases 1 and 2 of the project, and reviewed by project
advisors They were further commented upon by special school headteachers and other
educators, the project steering board and othealstholders in all project phases. They are
available on line fronmttp://complexld.ssatrust.org.uk

Suggestions implemented (educator suggestions)

o Simplified language (especially for the classroom sheet)
e More open and appealing format / layout
e Professional design

Suggestions implemented (Advisor suggestions)

e To include a glossary (to be included on website)
e To include an introductory sheet
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Suggestions not implemented due to lack of sffawncial constraints

e Use of personalisable space (for the classroom sheet)
e Use of speech bubbles (for the classroom sheet)
e Use of pictures / photos / diagrams (for the classroom sheet)

Suggestions to be considered in the future

e Expansion of the conditions coverbéy the packs
e Provision of website links for conditions not covered by the packs.

The project implemented suggestions when possible. Rona Tutt, National Association of
Head Teachers and author, advisaduse of plain Bglish. During Septembebecember

2010, each of the packs was reviewed by one of the multidisciplinary project advisors who
have specialisms across a wide range of fields.

2 KIFG GKS /[55 NBASEFNDK LINRP2SOGQa RS@S
packs

f 2LIYSyi

Development schools

At exit interview (relating to JanuaAugust 2010, Phase 1 periot)e 12development
schools were asked to rate the CLBIefing Pack using a Lickert scale between 1 (not at
all useful) and 5 (extremely useful). The follogvpie chart shows how their responses were
distributed.

Likert scale

1 = not at all useful
m1 | 2 =alittle useful

=2 | 3= quite useful

4 = useful

5 = extremely useful
m4
=5 | Data: number of
schools choosing
response

At Phase 1 of the projedB, (67%) of the development schools rated tHel. DDBriefingPacks

a4 dzaSTdzZ 2NJ OSNB dzaSTdzZ & b2y S NI PR GKSY I a
(33%)schools rated themh & WIj dzA se$en@Ea & Fldd Q®dza STFdz Q FyR 2y S
dza S T dzf Fourschools:fallsived up their rating with positive comments only, aixd
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with a mixture of positive and negative comments. Four schools commented that the packs
were too wordy.

UK SEN trial schools
At exit interview (relating to the SeptembeEdecemier 2010, Phase 2 period), th&4
schools whiclnhad used the adapted CLEDiefing Packwere asked to rate them.

Likert scale

1 = not at all useful
ml | 2=alittle useful
m2 || 3= quite useful

3 | 4= useful

5 = extremely useful
m4

“5 | pata: number of

schools choosing
response

In Phase 2, following improvementsl% (n=42)of schools rated th€LDD Briefing Paxhs
useful or extremely useful. Only one sch{@b%)each stated that thdriefing Packwere
not at all useful or only little useful; six schools (¥)felt they were quite useful; 19
schools (45%) thought theyere useful; and 15 schools @# said they were extremely
useful.

Schools followedip with comments: 33chools made all positive comments; four schools
made positive and negative comments; @odr made all negative commentsingeen
schools commented positively on the content, most commonly that it was very
readable/accessible, that the information was good and thorough, and that they liked the
strategies and the reference®ne school commead:

It is useful for various disabilitiesnultisensorjimpairment], VI etc.. A good

[overview of]current research for setting up classrooms and completing reports. It is
a good professional basia good resource for school to haveegood professional
development tool.

Three schools commented negatively saying they felt the sheets were too wordy or a lot to
digest. Eleven schools commented posilyvon the structuremost saying that they liked

the three different levels of sheetsbriefing, classroom support and information. One

school commented negativelpat the sheets could be more uskendly.
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Schools saw a range of applications for the sheets, including continuing professional
development courses Jprefreshing staff memries (3 when new students arrived in class
(2), and sharing information with:

o New staff / newly qualified teachers (LO
e Teaching assistants and support staif (6
¢ Mainstream teachers {3

e Colleagues from other disciplineg (2

e Families (2

International trial schools
At exit interview, the 11 internationachools whicthad used theCLDD Briefing Packvere
asked to rate them as above.

Likert scale

1 = not at all useful
2 = a little useful

=1 3 = quite useful

m2 | 4 = useful

3 | 5=extremely useful
4

»5 | Data:number of
schools choosing
response

Eight of the 11 schools (73 rated the packs as either useful or extremely useful. No
schools rated them as being not at all useful or a little useful. Three schools rated them as
quite useful, six as useful and two as extremely useful.

All eleven schools commented following ragithe briefing sheets, and all comments were
positive; none were negative. Ten schools (90%) made positive comments on the content of
the packs. Again, the readability/accessibility of the packs, the quality and thoroughness of
the information, and the usfulness of the references were the most commented upon by
four schools in each case. Two schools commented positively on strigotune on the

three levels of the sheets and the other on the layout.
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RECOMMENDATICGN

Children with Complex Learning itflties and Disabilities are presenting profiles of
learning need not previously experienckd schools. We recommend that headchers
and SENCOs access the fG@DD Briefing Pagkavailable through the Specialist Schools
and Academies Trust, and dissi@ate widely across all of their staff team.
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ENGAGEMENT PROFILE AND SCALE

Principles underlying the resource

Engagement is the single best predictor of successful learning for children with learning
disabilities™ Without engagement, there iso deep learning* effective teaching,
meaningful outcome, real attainment or quality progré3k is the essential platform for
sustainable learning to occur.

The concept of engagement in learning underpins the development of all the resonrces
the A.DD Engagemefr Learning Resource Framewover the course of thproject, the
following statement and definition of engagementasdeveloped in consultation with the
project schools and Steering Board:

Sustainable learning can occur only when there is meaningful engagement. The
process of engagement is a journey whionnects a child and their environment
(including people, ideas, materials and concepts) to erlabteing and achievement.

Rubleand Robson describe engagement as both a state and & aai relate it to a number of
learning behaviours including: willing involvement; time spent on activity; attention; persistence;
participation; and motivation to attain and master skills. In tummotivation can be linked to:

e Student confidence in skills and learning
e Interestin and perceived relevance of tasks
e Personal enjoyment in activify

It has been noted that when students have a degree of control over their own learning, their levels
of motivation and engagement increa&&®

The Engagement Profile and Scale is a classresaurcewhich enables educators to observe and
documentthe engagement in learning of a student with CLDD towards a personalised learning target

and their progress. It allonttem(il 2 F20dza 2y G(KS OKAfRQa Sy3l 3§
create personalised learning pathways. It prompts stueesttred reflection on how to

8 ovannone, R Dunlap, G Huber, Hand Kincaid, 0(2003)¥ffective educational practices for students with

autism spectrum disordegocus orutism and other Developmental Disabiliti#8, 15@166.

% Hargreaves, D.H. (2008)New Shape for Schooling@ndon: SSAT.

% Carpenter, B. (201® Vision for 23-Century Special Education (Complex needs sdrimsjon: SSAT.

% Ruble L.A., and RobsoBb.M. (2007 Mhdividual and environmental determinants fy 3 3SYSy G Ay | dzi |
Journal of Autism and Developmental Disord@v§8), 1457 1468.

8" Banyard, P.Underwood, Jand Twiner, A(2006)®o enhanced communication technologies inhibit or

facilitate selfregulated learning@Buropean Journal of Educaticfl(3 & 4), 478489.

B/ 23Xt WP O6HnnHO Wl 2¢ Aa GKS AydiSNIOGAOS sKAGSO2 NR
S OKSNA I yRlingiawwily Kittugl Bakngporgoik/whiteboards/IFS _Interactive_whiteboards_in

the_primary school.pdfaccessedi7.5.09]

8 Hennessy, S., Deaney, RittRen, K. and Winterbottom, M. (2067 Wt SRI 323A0Ff &GN} 834 S
AYGSNF OGAGBS 6KAGSO2FNR (2 ¥F2aiéanind, Medib3h8 Nechbdlo®ai A OA LI ( A 2
600X Hyobonmo®
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increase engagement leading to deep learning.
Engagement is muidimensional, ad encompasses

e Awareness

e CQuriosity

¢ Investigation

e Discovery

e Anticipation

e Persistence and
¢ Initiation.

These seven engagement indicators form the basis of the Engagement Profile and Scale.

The Engagement Profile and Scédee Appendis)

As its name suggests, this resource consists of two interdependent@antsofileand
guidancewhich is used to record descriphs ofhow a studentengageaduring a high
interestactivity against each of the seven engagement indicators listed abodea anale
template which educators can use to record engagement scores and related descriptive
observations against the same seven engagement indicators for an initialgrigagement
activity.

By focusing on these seven indicators of engagenashicatas can ask themselves questions such
FAaY Wl 2¢g OFy L OKFy3aS GKS tSIENYyAy3a FOUGAGAGER

GKA&d SELISNASYyOS (2 ThlenaheE&ostidfolus oiachievablels A & G K Q

dimensions of engagemensb that eachareais considerecind addressed for the student

Over time, it is possible teecordthe successr otherwise of interventions, thadjustments

02

w

a

madee | YR GKS STFSO0O (KAA KI storeKiheRutddryies daKlse & (0 dzR ¢

plotted as a graph with aceopanying explanatory commentary, and successful
interventions generalised to other settingeheEngagement Profile and Scalecourags
studentcentred reflection supportingeducatoss to develop learning experiences and

activitesa2 dzy R &0 dzRSy G a Q a it pidesi XBK & (1dzRB yAiy & S N2 (h DS

in terms of their interestsstrengthsand how they like to learn.

It is important to recogniséhe contributionthat the student themselves can make to the
profile and sale familiesalsowill be able tooffer unique insights into what can engage
their son/daughter;colleagues fronother professions who are working with thetudent
cancontribute valuable perspectives

What is the engagement profile?

The engagemerprofile is a document which describes the way a student responds when
engaged in an activity which is of great interest to thdineir responses are described in
terms of the seven engagement indicators mentioned abovenasy as possible of the
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& ( dzR Bigh @r@agement behaviours should be captured in the profile. The purpose of the
profile is to describe how high engagement behaviours are shown by the student so that:

1. Other teaching staff caoonsciouslyecognise them

2. Educators realise that it possble to engage the student at a high level, and therefore
to develop high expectations of their engagement in learning.

3. Educators may discover what elements of the high engagement activity/activities
engage the student so that the principles may be transf@ in some form to the
a0dzRSy(iQa t2¢ Sy3aF3aASYSyid FOUAGAGA®A S6AGK O
those also

It is most beneficial when a team (including educatptsachers and teaching assistarmts
20KSNJ LINPTFSaaAz2yl fypdistusses hawka Studani shavS tfieir Q& F I YA
engagement in terms of each of tisevenengagement indicatorésee above)Oncethe
teamworking with the studentlevelops a shared and consistent perspective of how the
student shows engagement, they can share abaton and recording. It alsencourages

the enrichment of the student@earning experience through sharing ideas and strategies

from different perspectives.

Case study example

The high engagement activity for one child with PMLD was watching and listening to pouring
water. His low engagement activity was food technolqdpe would put himself to sleep at

the beginning and wake up at the end of the lesson. His teacher wantetbhi@main

engaged and enjoy the lesson.

The class team carried out an engagement profile for one of his very few high interest
activities, which was watching water being poured into a tin from a height. They noted his
enjoyment of water, of watching thevay the water poured and where it came from, and of
the sound. They also noted how his behaviour showed that he was engdgsdbody

stilled; he paid close attention and tracked the water from its source to its destination; he
vocalised.

¢ KS a i ddfaBofinimihéthe dvater pouring activity showed his class team how intently
he could be engaged. They now knew how he responded if he was interested in an gctivity
and had an idea of what interested him.

One way (of several) in which they increasedemgagement in food technology was to
transfer some of the principles from his high engagement activity to the low engagement
one. When making icing, instead of giving him icing to taste which previously he had
rejected, the icing was first poured from aximg bowl! held high above a plate so he could
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watch the way it poured (in the same way he had watched the water poured into a tin in the
high engagement activity) and listen to the noise. He was entranced, and then became
interested in the substance itsaffwhat it felt and tasted like.

From this small adaptation, and others like it, his acceptance of, and engagement in food
technology was increased until he remained awake and engaged for the whole lesson. He
began to take part in other food technologgtavities which he had previously rejected.

The Engagement Scale

TheEngagement Scais used alongside thEngagement Profildtincorporatesthe same

seven engagement indicators mentioned above. However, whereaBrigagement Profile

is carried out with a high interest activity, tfngagement Scaled dza SR A GK | adilc
interest activity.

To use the scale, the educator will need to select a low engagement activity for the student,
and a specific desired learning outcome. Te&ning outcome myrelate to a specific
activityor a number of different onest is important that this learning outcome is specific

and relevant, as otherwise use of tBgagement Scatannot be focused.

Followinga number ofpreliminary observatins, scored using the scale to act as a baseline

before making any changes to the activity, educat@sbegin to plan, record and make
AYONBYSyillt OKIFIy3aSa (2 GKS FTOUAGAGE 6KAOK (K
engagement.

It is important to makeminimum number othangsLJSNJ 4 SaaAz2y (2 GKS &ad
interest activity. By changing one thing at a time, the student will not be confused or
RA&AZ2NASYGlF ISR o0& (22 Ylyeée OKIy3aSazr YR AT GK
educator willbe able toidentify the associated modificatiowhich can then be transferred

to other low engagement activitie® increase engagemenkEor students with PMLD, it may

take many sessions before educators know whether or not the student is responding to a

change, andhe pace of intervention will be correspondingly slow.

At each session, educatotand O2 NB (G KS a G dzRSy (i Qa ¢(SagamstISY Sy i
each of the seven indicators; tlseore is made in comparison with thegh engagement

behaviours recorded on & & (i dERgageiénirofile whichrepresent abenchmark

highscae of four for that studentEngagement Scateores are understood in this context.

Over the course of a number of sessions, educators will be abéctwdany change to the

A0dzREE@DEE 2F Sy3IlF3ASYSyid Ay fSFENYyAy3as GKS WyS
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AYONBI A4S GKS aiddzRSyidQa Sy3al3asSyYSyias gKAOK Wy S
successful and unsuccessful strategies.

A key point

It is important to realise that the airof using the Engagement Profile and Scale with a
studentis not to showever increasing engagemerit may be that after introducing a new
experience for the student in the context of the activity (gygneralising skills to another
setting; introducing a social interaction aspect to an activity; introducing new elements
an existingask that the &  dzR Scyringba theEngagement Scafalls. Howeverit is
important to continue to expandnd extendi KS & (G dzRSy i Qa sasSt Ny A
appropriate The process of encouraging engagement will begin again in that new situa
The descriptive commentary provided in the Engagement Scale will allow explanation
these important and entirely justifiab@ NA F G A2y a Ay | &ddzRSY

I addzZRSy G Qa Sy @duckSorcasdrisextérhadto thefcaroorte.qg. illness,
following holidays, a situation outside school, changed weatin), and this caalsobe
noted on the scale.

Using the Bgagement Profile and Scatean intensivepersonalised approach, and it is

unlikely that educators would want to sustain it for one student with CLDD inddfinite

However knowledgeabout how a student engages in learning over an intervention period

can be transferred to other learning situatioggn son5 OF aSa gAGK WIYFT Ay 33!

Characteristics of th&&ngagement Profile and Scale

The Engagement Profile and Scale is a prefuessedresource guiding thedevelopment

of personalising learning for students, rather than an outcesngenresource It is about
creating paths to learning readiness for the student so that they can become an engaged
learner.It is not age or ability specific.

The Engagement Profile and fcis not purely task orientated. It can be used with any
activity, task or pursuit where there is a need to support learning.

The Engagement Profile and Scale can be used alongside any curriculum. It is not a
replacement for curriculum targets and asseent. However, it does show increments of
progress which may otherwise go unnoticed and uncharted in theypuof curriculum

targets. Athough a student might not be fully engaged in an activity, progress can be shown
in levek of engagemenand the comrentary. It increases the likelihood that the student

and educabrscan experience successful learning outcomes.
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The Engagement Profigend Scale looks at students with CLfiddn a positive achievement
perspective and guides those working with them to male@emental studenfocused
adjustments to a tak to extend their engagement.

Development of theEngagement Profile and Scale

Thisresourcewas conceptualised by Professor Barry Carpenter based upon reading of
relevant literature, and developed in coration with Barry Coughlan, Clinical Psycholog
at the University of Limerick and the CLDD Research Project team through focused de
during Januarga F NOK wHamn® L gl & FdzZNHKSNI Y2RATF
development schools (Marcluly2010), and trial schools (SeptemkBrecember 2010).

Suggestions implemented (educator suggestions)

e LYOfdzRS 062E 2y GKS FANRG LI 3S 2F (KS
etc.

e Simplify the instructions for how to use tlhesource

¢ Change thalefinitions of the indicators from dictionary definitions to more user frien
definitions

e LYOtdzRS I aS0O2yR 0O2fdzvy F2NJ 4KS Sy3al 3

¢ Include worked examples.

¢ Move the list of scale scores to page 2 of thelStmmake it easier to refer to.

e Substitute descriptive words for numbers on the engagement scale on page 1.

Suggestions implemented (from researcher observations)

e Convert the list of seven indicators into something less hierarchical.

e Provide a mainstraa version: minor changes to make terminology more relevant.

e On page 1 of the scale to separate the space for student targets / strategies used,
educator confusion.

¢ Include a second box on page 1 of the engagement scale so that educators couid \
GKS WbSEG FOlA2yQ GKS@& FINB GF{1{Ay3 F2N

e Put the definitions of the engagement indicators in the same format a&tigagement
Profileto make it easier to refer to

e Create ssummary sheet to allow educators to record an ovewi the intervention
period for general reference, reviews, etc.

e Improved guidance for use

Suggestions not implemented (from educators)

e To dispense with definitions (not done: more people found definitions necessary)

e To make definitions moreomprehensive (not done: intended as starting point only o
which to base student personalised definitions)

e To rearrange the layout of the scale (not done: spatial constraints)

¢ To include a choice of different forms of wording (not done: considered toscpiive,
and would reduce personalisation)

e Simplify / pair / reduce indicators (not done: following Trial school feedback day
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discussion)
e Make scale Hoint instead of 4point (not done: single request)

Feedback from Development schoaiPhase 1
During their exit interview evelopment schools were asked to rate and comment on their
experiences of using the Engagement Profile and Scale.

0o Likert scale

1 = not at all useful
2 = a little useful

3 = quite useful

B2 | 4=useful

m3 | 5=extremely useful
m4
=5 | Data: number of
schools choosing
response

ml

Eight(67%) of thel2 development schools stated that they found tBagagement Profile
and Scaleiseful or extremely useful, witthree schools finding it useful, and five schools

finding it very useful. Nonfdzy R A (G Wy 2aG G | fodzdoBndidzE Q 2 NJ W
WjdzA S dzaSTdz Qo

[The profile and scale] structured our thinking and set strategies with a systematic
goal, instead of strategy for strate)sake

Of the eight schools which commented further, fagokepositively, saying variously that

the Engagement Profile and Scalas adaptable (1), and clear and easy to use (2). They

stated that the profile reinforced that when engaged, children can learrafig;noted that

0KS AYRAOF(G2NAR KAIKEAIKISR | NBhisenablddSNE GKS a
educatoss to reengage students (1)afee schools mentioned its value as a reviewing and
assessmentesource(l), and in gathering evidence (1). One fedtsva good record of

successful and unsuccessful strategies (1).

CKSNBQa 1ljdAdS  aLISOATAO NBO2NR F2NJ é2dz 0
who had been working with a young person and they were off the next day, someone
could pick ug, A Gikea ledacy to work from.
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Of the threeschools whicthad commented negatively one had found ttesourcedifficult

to complete, one felt that it needed extending to meet the needs of their student
population, and the other felt that many of their studendid not show more than one of
the engagement indicatorgiowever, the interviewee then qualified it by sayingyhe
thought the staff using theesourcewere missing evidence of student engagemedihe
school said that they found using the Engagentemfile and Scale difficult at first, but with
time it became easier.

Feedback from UK SEN trial schools on BEregagement Profile and Scale

Of the 48 schools whichiated the Engagement Profile and Scale during tegir interview

36 (7%4 n=48 schoolgated theEngagement Profile and Schlet  Ydgx SFNE WS E G NB Y S
dza ST dzfr'Q wMK2 depwlG Ad 61 & WdzaSTFdzZ QX YR MH OHP
a0K22ft & NIYGSR A odneischeof Bid GF & (1 68 A4dzal$-Fedzh QX £ ISY R
schools followed this up, making a range of positive general comments aborggberce

Only four schools followed their rating up with a negative general comment, two saying that

they did not think theEngagement Profil@as distinct from theengagenent Scalgwas

valuable.

Likert scale

1 = not at all useful
2 = a little useful
3 = quite useful
®2 | 4 =useful

3 | 5= extremely useful
m4
=5 | Data: number of
schools choosing
response

ml

Forty-eight (98%) 050 schools commented positively on their use of thegagement
Profile and Scalim terms of the structure of theesourceitself, its application or its
outcome for studentséducators Three(6%) schools mentioned difficulties they had
experienced, and two commented negatively. The Engagement indicatibisevdonsidered
in a more detailed discussion below.
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Fortyfive (90%) schools recorded positive outcomes for their students in terihsasning
(43, 86%) and/or sociadmotional development (2, 58%). Thirtyfour schools (%)
commented positively abouhe resourceitself.

The following comments on the impact of tBegagement Profile and Scale teaching and
learning were taken from exit interviews frof® schools. They were not made in response
to direct questions, but were spontaneous observatiomsde in the course of answering
other questions:

Curriculum and assessment {39

e 11 schools (2%) commented on theesourc& & 02 Y LI &g cuidula &
and approaches. They variously mentioned P Scales, Routes for learning, Assessment for
learning, Bsquared, person centred planning and IEPs

e Eight schools (16%) said that it had endorsed their own approaches to teaching and
learning,by formalizing it and giving them a systemagsourceto record their work
with students

e 27 schools (8%) stated that theesourcewas useful in carrying out observations,
assessment, monitoring, target setting and/or planning

Planning, assessment, tget-setting and progression

Comments of seven (14%) schools on planning included that it was a very good planning
tool (2), which made you look for a deeper purpose (1) and enabled teachers to plan better
(1). Three schools noted that the tool allowed vemall steps to be put into place.

Fourteen(28%) schools commented on the ugkthe tools in assessmenBevenstated that

the Engagement Profile and Scalas good for assessment / recording / review, with three

2T (KSaS RSAONASEAGSE Ay GFa FWFR yuia NRIFAGGXME LW RA @
tool showed where the student needed to develop, backed by numeric and descriptive

evidence. Three schools emphasised that for accurate assessment to take place, the

assessment task needs to engape student. Five referred to the importance of the tools in
developing an evidence base.

Six (12%) schools said that the tools were helpful for developing targets, and one of these
mentioned that they had helped in breaking down the targets for the student.

In the context of showing progression, 12 (24%) schools indicated the relevanaee of th
Engagement Profile and Scaléree said that it highlighted the need / provided an

incentive to move students on, even, as one described, when she thought the student was
progressing. Four schools noted that the tool allowed them to show progressiamtidle
capacity of school assessment structures already in place, with three mentiosiepgaBed

and P scales specificalyne school commented that it was:
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An excellent way of monitoring progress dgdining]useful evidence for lots of
backgroundwork. It will hopefully also become an evaluation tool of what works for
individual children, in the hope that the information learned can be generalised to other
activities.

Twenty schools @) commented in positive terms on the general structure of the
Engagement Profile and Scale, mentioning aspects which they found particularly helpful.
Two schools (4%) commented negatively, and four schools (8%) made suggestions for
possible structural changes.

Thanks to the systematic nature of the skills and et mctions column, an activity
has been created that is specifiyallesigned to engage Adam. Hew concentrates
and succeeds on his ICT activity consistently and clearly enjoys it too. Proof that
engagement helps and is the basis of learning.

Engagemat indicators

The most wideranging discussion about tiEeEngagement Profile and Scaligring the trial
and development phases concerned the Engagement indicators and how they could be
applied for all students and activities.

The seven Engagement indicad@re: awareness, curiosity, investigation, discovery,
anticipation, initiation and persistence.

Schools were asked specifically about their thoughts on the individual engagement
indicators and the overlap they had experienced. They answered varipasige making
general statements, others mentioning selected indicators only, and others working
systematically through the list of indicators, so their responses are not directly comparable.

Six schools found that the seven engagement indicators had madeoticept of
engagement more understandable and more manageable.

Thirty-nine (78%}¥chools acknowledged an overlap between indicators in relation to the
aGdzRSyta GUKSe KIFIR #2NJ SR 6AOKXE gAOK mMH a0K22
schoolsas/f 2a 2F 20SNI I LIQd® ¢KS 2@0SNI I L) 200dz2NNBER
RATFSNBYOSa Ay | aiGdzRSydiQa oSKIF@A2dzNI NBf I GAY
investigation). The most common overlaps reported for students were between cyriosit

and investigation (9nd curiosity/investigation/discovery (6). No school mentioned

awareness or persistence as having an overlap for any studentsschools state:

Some repetition with the indicators but very useS 02 dz2f Ry QG KI @S FAf
forms without them.
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Very relevant and useful, but to start with it took a while to get used to and use the
indicators. And | needed extra time to think about the differences between them.
CKSNBE Aa 20SNIIFL)I 6dzii a2YSGAYSa GKFGQa vy

(s}
[0}

Following discussiowith schools at the UK Trial School feedback day (11.1.11), guidelines
were drawn up to address the following concerns which arose from overlapping indicators.
After some debate,lte schools attending the feedback daryanimously votedhat seven
indicatas of engagement were each a necessary element of engagement and covered all
the important areas, buthat clarity was needed in how to manage them in relation to
individual students. As a result of discussion around the points below, additional guidelines
related to the use of th&ngagement Profile and Scéalave been drawn up.

Identifying behaviour relating to the indicators

Nine schools said they found that identifying indicator behaviours with their students was
difficult to start with but becamesasier, and five schools said they had, for their students,
found it difficult to identify behaviours which reflected the indicators. Five other schools
said they had resolved this through class team discussion, and two schools stated that
through videoinghe student, they had been able to see behaviours relating to the
indicators which initially they had not.

Anticipation was hard to see sometimes. But awareness and initiation brought to
light a lot for our students, and helped break down engagement well

There is discussion about overlap with words, but | think that is there for discussion
with people using the tool. Wittihe Rofile, if you get lost on overlap of words it
SylLofSa e2dz 42 221 061601 FYR NBF¥20dza 2y ¢

Six schools raised concerns about scoring pairs of indicators, when they could not be
differentiated for a particular student. It was advised that in this case the score should be
SYGSNBR Ay 020K (GKS AYyRAOIG2N) o@scSuidbalzy G At &d
differentiated. In this way, the score would not be lowered if the indicator behaviours were
indistinguishable.

Differences in interpretation of indicator behaviour and scoring

It was noted that different people working with a student midfave different

interpretation of the indicatoibehaviours. Five schools said that they had resolved this

through discussion between all staff involved leading to agreement on what behaviours
represented the indicators for that student. Two schools als@sestgd that for them, there

KIFIR 0SSY | ySSR (2 RSUSNNYAYS &a0dzRSyidaQ AYyRAC
tasks they were engaged in.
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There is overlap between curiosity, investigation and discovery, but as long as staff
agreed on the definitio for each student that was fine. Even though this was initially
KFNRX L g¢g2dzZ RYyQil OKI y3aS | y e seifigthewvwere s 2 NR &
all relevant.

A consistent level of scoring students on the scale should be agreed through discussion
between all those working with the student.

Scoring positive / negative behaviours using the indicators

Fourschools raised the difficulty of whether to score both positive and negative behaviours

relating to the indicators. For example, a student could dentras positive persistence in

completing a task, but negative persistence in refusing to take part. It was agreed in the case

2F yS3AFGAGS LISNBERA&AGSYOS GKIFIG AdG 6Fa AYLERZNIIFY
comment box prefacing the scale, it to score it. Only persistence towards the

attainment of the previously identified learning outcome/target would be used in scoring
engagement.

Including elements in a task to allow for indicator behaviours

Six schools said that in some tasks they haidfound elements which allowed the student

to demonstrate indicator behaviours (e.g. discovery, when a task is being repeated), which
resulted in a low score. One school suggested that educators should adapt the task to
include elements in which the stedt can show indicator behaviours.

With K it was giving him the opportunities to initiaggwith his usual work] as a set
NRdziAYySS KS RARYQl lftglea KI@S GKS 2LJJ2 NI
this is important.

Application of theEngagement Profile and Scale

Six schools made suggestions about howEnhgagement Profile and Scaleuld be used in
addition to its primary use as an observation and assessmesorce Suggestions for use
were:

¢ As information to support transition (3)
e Engagement Profie as information to support new staff (2), possibly displayed beside
student
e ¢2 LINPOARS SOARSYOS 2F (KSANI §BYy 2N RIdAK(G
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Feedback from international SEN trial schools on tBegagement Profile and Slea
Of the 15 international triaschools 12 (80%}¥chools rated th&angagement Profile and

Scaleas either useful or very usefidightd OK2 2 f & | Sourd d@XK&BdzZaQ I lay RRSE (i |
dza STdzZf Qd b2y S 2 Frestuked 3a K/ 2Af & NI § SR diaiSF dzf Q 21

0o

Likert scale

1 = not at all useful
2 = a little useful

=1 3 = quite useful
®2 | 4= useful

3 | 5 = extremely useful
m4

=5 | Data: number of
schools choosing
response

Eight of thel5 schools followed up their rating with a further general positive comment. Six
schools commented positively on the structure of tBegagement Profile and Scaléheir
observations included:

¢ the Profile had made the educator aware of the gaps intheStydii Qa ljdzl f AG& 2F
engagement in an activity (2)

e in using the Scale, the process of observation progressed naturally to next actions and
progressing the task (1).

It was really useful as a tool to determine the way forward for each child. It focused staff
on adapting their own approaches and procedures. They often make an assumption that
0KS a0GdzRSYyid Aa R2Ay3I GKAy3Ia GKIFIG GKSE@QNB Y.

As with the UK trial schools, the international schools commented positively on the

resourcd2d OdzNNA Odzf dzy FAU o6HOX YR A& dzaSTdzZ ySa

assessmentesource(3). Schools also recorded its positive effect on teaching and learning

(4) and educator focus (2). Of these one school stated that the scale had given thayn a

of recording formally how they were working with their students (1), and other schools had

found that using the scale had shown both unrealized learning strengths (2) and surprising

gaps (1) in student learning experienc@sie stated that ithad ledktS Y (2 theB I f A &4 S
t

1))
62YyRSNFdz ljdZ t AGASE GKS addRSyd Kra a | I

S
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It was surprising where the indicators showed there were gaps in learning. It also
shows up strengths in learning. For example, | was shocked that K could be quite
persistentc L Q Rught $0& would give up easily. However, although she does
LISNESOSNBES aKS R2SayQid asSS] lFyedKAy3ao
learning behaviour.

Another school remarked that theesourcehad helpededucatos to respond more rapidly
tostulSy i1aQ tSIFENYAy3 ySSRao

What international schools said about the indicators

The indicators and associated comments will not be discussed in detail in this section as
they have been focused on in some detdibve when discussing the UK trial schools above,
and the issues are similar.

In discussing the indicators, five schools said that initially they had found it difficult to
identify indicator behaviours for their students/use the scale but that this became easier
with time. Two schools (one additional tioe five) noted variously the subjectivity in

defining the indicators for each student and the importance of team discussion to address
this.

Ten schools referred to the overlap between some of the indicators, and raised issues in a
similar way to the Ulschools. Three schools noted difficulty with scoring; one stated that
they could not comment on the student against every engagement indicator. The most
commonly recorded category overlap was curiosity/discovery (4). One school in each case
noted a diffialty with sustaining curiosity when a task was repeated and uncertainty with
how to record negative/positive persistence in students. The solutions to these issues are
the same as those described above for the UK schools.

Additional uses proposed for tHengagement Profile and Scaleluded as information to
support for student transition (1), and as an annual profile for every student in the school

().

RECOMMENDATION

Educatos involved in this project have embraced new pedagogy designed around the 1
of engagement. We recommend schools consider the introduction of the Specialist Sc
FYR ! OFRSYASA ¢NHzaGQAa 9y3AF3ASYSYyld t NRTA
in learning.
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Engagement Profile and ScateCase study 1

Atif attends Year 11 in an all age special school. His statement of SEN includes diagnoses of
cerebral palsy, severe learning difficulties, epilepsy and cortical visual impairment. His
epilepsy is largely controlled by medication, but regular smaller seizures impact on his
engagement in lessons. He has additional difficulties associated with prior streptococcal
meningitis and a gastrostomy.

l OAFQa QAadza f ySSRa | Nt Sé@igeprandaNBriRatetcdeadndt S  { Sy
for the visually impaired. His sensory processing is complex and hard to assess, but he can
locate sounds by turning his head and tolerates regular tactile input.

Atif presents with severe receptive and expresdieguage communication impairments
relating to profound and multiple learning difficulties. Prior to the project, he
communicated through facial expressions, vocalisations and body movements but their
interpretation required detailed knowledge and experee of working withhim. This
restricted the number of people in his life who could respond appropriately to his needs. He
has been assessed as working at level P2 across all areas of learning.

Intervention:

The following engagement target and actiwigre selected to begin to put in place a more
effective communication system:

e Target: To increase communication using alternative technology (AT)
e Engagement Scaketivity: (1) to trial different ATs with Atif; and (2) to develop its use
with motivating @mputer programmes

With advice from Dr Phyills Jones from Florida University, a CLDD Research Project advisor, a
series of interventions was implemented:

e Intervention I Atif was provided with a stationery head switch to build his
independence and to &ch him consistency with the switch, initially with an ICT jigsaw
activity

e Intervention 2 Completing the engagement profile suggested that switching through a
series of images to Michael Jackson music would make a more motivating activity for
Atif.

e Intervention3dy ! GAFTQa LRaAAGADGS 61 & OKFYy3aSR FTNRY
his body position allowed for more comfortable viewing.

e Intervention4 ! FGSNI ' GAF KIFEIR 06S02YS FIYALfAIN gAl
switch were introducedd allow Atif to further develop his communication skills.

Website:http://complexld.ssatrust.org.uk 82




Observations and scoring using tBegagement Scae S NS OF NNA SR 2dzi G2 o
communication activities and over the period of the interventions (6.5,4.3.10), with

reference to theErmgagement Profilas a high interest activity benchmark to ensure

meaningful scoring.

Atif's Engagement journey

——Pre intervention —a&—Post intervention

Explanation

CKS AYAGALlIf dngageBnt &®aS dug y0 the intko@udti@n of the stationery

switch. This massively increased his purposeful switching and allowed him to work
independently. He also visibly enjoyed the activity. The introduction of his favorite music as

a motivator increasechis awareness and desire to discover and initiate more within
activities. The decrease in engagement towards the end of the intervention period was due

G2 GKS AYyOUNRRdAzOGAZ2Y 2F (KS wesSaQ |yR WYWy2Q a
I G A T Qemerf gectdasikd in response to this.

CKAad RSY2YyaidNIGSR (G2 !0AFQa Oflaa GSIY K2g
switching was a simple cause and effect, but when the second switch and new activity
needed more cognitive processing he became dijghlass engaged. He engagedth

learning when the activity was consistent, and he fully understood what was expected. His

Of Faa GSIY KFE@S NBLR2NISR GKFG ' GAFQa Sy3al 3s

LJdzN1J2 &S 2F GUKS wesSa YR Wy2Q agA00KSao

Engagement Profile and Scdieedback

lGAFQa OfFaa GSHY &Lk | fsodrSsNhid apploatk They fat® (G KS S
helped them to look at students and really begin to understand them. It also seemed to give

them the time and structure to wor&n personalising pedagogy for that student. When a
4dz00SaaFdzAd aidNraGS3Ie gl a F2dzyR Al 61 & ISYSNI |
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Conclusion

Atif made tremendous progress throughout the short time that data was collected in the

project. Relatiely small changes in approaches and the introduction of appropriate

technology allowed him to communicate and engage in deep learning. It increased his ability

to control his environmentHis progress has unlocked his potential as a learner and allowed
histeacher to develop new educational aspirations for hiiis class team have seen him
change from a young man who seemedkié @S Wy 20 KAy 3 F2Ay3IA 2y Q Ay
proactive person. They have now got the evidence to set realistic targets fondtdam

provide him with appropriate support to achieve them.

¢KS &adNIGS3IAaASa GKIG KIFI@S Lizi Ayaz2 LX I OS KIF @S
life. Aswitchis nowused at home for Atif to control his music and his television choice.

I (i xehdher stated:

The data that the engagement profile and scale has generated has been used in
reviews to demonstrate how Atif and other students have been engaging within the
curriculum. It has been seen as an invaluabmurceo be able to validate the
engagement that the students have within the curriculum that may not have been
demonstrated through traditional assessments...
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Engagement Profile and ScateCase study 2

Fifteenyearold Liam struggles with behavioural, etronal and social difficulties (BESD),
learning difficulties, stressful life experiences, and negative educational experiences. His low
seltesteem and confidence lead to anxiety and frustration, which he expresses4in non
compliance, aggression, disengagnt, poor school attendance and absconding. While on
paper, he did not fit the identified CLDD criteria, the school regarded him as among their
most complex students so, after consultation, he was accepted into the project.

Taking an engagement approaigt?2  LISNE 2y f AdAy 3 [ Al YQ&a OdzNNA O
together with Liam an alternative curriculum in which he was supportedtorane. In
FRRAGAZ2Y (G2 [AlFYQad OK2aSy SyiSNILINARaS 2F YI A
required to attend som key classes and a nurture group. His investment in his curriculum

gave him a sense of empowerment and commitment. The enterprise focused his interest,

and gave coherence to the development of his core subject and social skills in a way that

was meaningfland motivatingo him.

Overall the trial curriculum was a success. Prior to the intervention, Liam struggled to access
the curriculum in any way, and even to stay in class for a whole session. During the trial,
Liam remained engaged for whole sessiaha time, even entire days. He demonstrated
genuine interest and motivation, remaining in school for the duration of every sedg$en
seemed happier, less anxious and said he enjoyed the projects he was working on and the
lessons he had on his timetable.

[ AlLYQA Sy3F3asSySyd Ay tSIENYAy3 41 a Y2YA(G2NBR
the interventionperiod, his engagement score was2onsiderably higher than th&2

scored for a typical to good level of engagement on the standard curricutiomtp the
AYUOSNBSYyllA2yd® ¢KS a0OK22f Qa LRAAIGAOS LRAyGa a
personal targets, adhering to instructions, being cooperative and staying in class for the

duration of the lesson system, also showed improvement. He achie¥ega@ints during an

intervention week, as opposed to only 129 for aqomeervention week. For Liam, this wa

great achievement.

2 KAfAad [AlFYQa Sy3alr3asSySyd FyR FGOGSYyRIFYyOS KI &
week alternative curriculum trisdhowed staff that this was the right approach for Liam to

access educatiohey recognisgthat in the future his timetablevould needfine-tuning to

maintain positive engagement lortgrm, and the need for them to remain two steps ahead

of him in terms & what they offer, so that he always perceives the activities as worthwhile

and interesting. The success of the engagement approach in personalising the curriculum for
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Liam has encouraged the school to consider this approach for other students in similar
situations.
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INQUIRY FRAMEWORK FOR LEARNING

What is the Inquiry Framework for Learning?

The Inquiry Framework for Learning is designed as an omswaircefor educatoss in

exploring and developing personalised learning pathways for childrenGDIt supports

F'y FLILINRFOK gKAOK F20dzaSa 2y AYONBIFaAy3a OKAf
areas of need, through a process of discussion and refledtienables educators to map

the processes they go through in exploring and developing peitsad learning pathways

for students, and gives them a means of demonstrating and justifying this lengthy but very
valuable inquiry proces3.he 'Inquiry areas' provide inquiry starting points from which

educatoss can begin to build a personalised leaghpathway for students in a systematic

way. Under a series of twelve headings, questions are posed which may be helpful in

themselves or give rise to further questions and debate.

The learning needs of students with CLDD are so complex that off the pegpapes,

applied to a small class group or even a few students, rarely meet their educational needs.

They may be frequently disengaged from learning. Taking an engagement approach allows
educatod G2 OdzaG2YAasS (KS &l dzRS yléamiag s8eRgi®and A 2 y I §
interests so they calearn effectively and progress.

How it works
The Inquiry Framework for Learning is organised in two sections:

1. Preliminary profile
2. Inquiry areas.

The 'Preliminary profile’, if fully completed, will result in a foundational document which will
guide theeducatoQa f S NY Ay 3 Ayl dzA NB @

The 'Inquiry areas' provide inquiry starting points from wheclucators can begin to build a
personalised learning phatvay for students in a systematic way. Under a series of twelve
headings, questions are posed which may be helpful in themselves or give rise to further
guestions and debate. The questions are not hierarchical, nor comprehensive, but a
stimulation to further inquiry to support the engagement of the complex individual with
CLDD.

How the Inquiry Framework for Learning was developed

The Inquiry Framework for Learning was based on an idea developed by Professor Barry
Carpenter and Jo Egerton in collaboratiotivithe CLDD core research team. The Inquiry
Framework was constructed in reference to the inquiry process that the development
school classroom teams went through in developing successful learning pathways for the
students they were working with during Bée 1 of the research project (Janudyy 2010).

It was trialled and refined in collaboration with trial schools.
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Development schools were asked to record the questions they asked themselves in the
O2dzNBS 2F GKSANI aiddzRSy i ae€thebgatBdred ©9éthef dnd 2 2 dzNJ/ S @
categorised so that they could become inquiry points of reference for other educators

seeking to engage their studeniBheir questions were further supplemented by those

drawn from relevant literature, and in discussion wiRlpject advisory group and steering

board colleagues.

The SEN UK and international trial schools were asked to triaboeirce and also
proposa additional questions for inclusion.

Suggestions implemented (from educators)

e Additional questions inaded

e Some questions omitted

e Making the subsections shorter

e Making the format more accessible

e Ability to jump between sections

e Ability to create personalised lists of questions for individual students
e Ability to view a maximum of 5 questions per screevoid overfacing

Suggestions implemented (from researchers)

Making the guestions shorter

Where possible splitting groups of questions

Ability to navigate easily between the questions and the list of Inquiry areas
I NBFGS | Wwi2g¢g (2GS Q LI IS 6dzy RSN 02y

Suggestions implemented (from advisors)

e Ability to view a maximum of 5 questions per screen to avoid-faeng

Suggestions not implemented (from advisors)

e Restrict number of questions per inquiry area to 5 questions (this was thoughtttmobe
restrictive)
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What the CLDD research participants said about the Inquiry Framework for Learning

Development schools

Of the10developmentschools whiclused the Inquiry Framework for Learning and have

completed an exit interview, five60%)NJ G SR G KS LyljdzANE CNJI YSg2N]
2N WSEGUNBYSt e daS¥Tdz Qr GKNBS NIGAy3IFveld | a wd
d0K22fta NIXYGSR AG ad WjdzAGS dzaS¥T¥dzZ Qd b2 a0K22

Likert scale

1 = not at all useful
2 = a little useful

=1 3 = quite useful

M2 | 4= useful

m3 | 5= extremely useful
m4

=5 | Data: number of
schools choosing
response

Fveda OK22fta F2fft2¢6SR GKSANI NIFGAyYy3a dzLJ gAGK | yd
322R LIXIOS (G2 aidINIQ o6HO0Z WIaagsSa GKS oAI3ISNI

Y@ASa @ 2dz Y2NB YA WHIOR SIzNB RO 2 @akdidisét strgtdgles/mattra Sy I o f
aeadSyl i i6od g kobl @ the reséarch toolkit.(1)

L KAyl AGQa 3F2Ay3 G2 o068 [dAGS + OKIftfSy3
mind and think of the questions they need to ask, but the indrangework is a

NBFffeé 3I22R LIXIFOS G2 adl NIz &22dz2QNB y20G 2d
content but bigger picture like environment, family situations, medical conditions, so

again it just sort of flags up areas for you to look at.

23S INRAzZLIO | f &

Twoschool® 2y S T RRAGAZ2YIE G2 0 (o)
GKS 0S3IAYyYAYy3IQT |

K
dza ST¥dzA (2 KIFI@S KIR AG FTNRY
Fo2dzi l[jdzZSadAz2yaqQo

There were no negative comments recorded in the exit interviews.
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UK SEN trial schools

Thirty-sevenof the UK SEN trial schools used the Inquiry Framework for LeariftegnF
schoolsg(41%)rated theresourcel & Wdza S ¥ dzf Q 2 MithWiSéehdoEavh§itas dza S ¥
Wdzda SFdzf Q | YR T2 dzNJ | K12 2USE (NNIBIVSER eA (dzalSaF d#p yoapi Cl2(d
NFGSR A0 Fa W ftAGGES dzaSTdzZd Qo

Likert scale

1 = not at all useful
2 = a little useful

=l 3 = quite useful

®2 | 4= useful

m3 | 5=-extremely useful
m4

=5 | Data: number of
schools choosing
response

Whereas the other twoeseach resources in the CLDD Engagement for Learning Resource
Frameworkwere in a preliminary form at the beginning of the Development Phase of the
CLDD research project, the Inquiry Framework for Learning was developed from scratch in
collaboration wih schools. It was therefore at a much less polished stage of development
than the otherresources. This is reflected in the way the SEN trial schools have scored it,
and the comments they have made.

They were relevant questions and to do in our plansiefimes you get bogged
down and you forgetThese questions trigger you to rememiggthe questions were
good. However, we found this hard to naviggtthere was a huge amount of
information

There was some discrepancy in the way that schools ratechtingry Framework for
Learning, some rating it on its potential for usefulness, some on its actual usefulness, and
others on its content or structure, as well as combinations of these factors.

After rating the Inquiry Framework for Learning, 23 schodlsvieed this with positive

general comments about theesource Ten stated that it had potential to become a useful
resource, four noted its thoroughness and high level of detail. Three other schools variously
said that was useful for stimulating debate,(t)at it had opened up a dialogue that
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otherwise would not have been had (1), and that it was useful for assessment (1) and
setting targets (1).

Useful for refreshing ways of analysing behaviours, etc and to highlight what we
need to be looking out fall the time.

Four schools made general negative comments, including that they did not see the point (1),
that it was isolating (1), and hard to get started (1).

Nine schools commented positively about the content, saying that the sets of questions
werethorough and thougtlJNRE @2 1 Ay 3 o610 GKFG AG O2ydlF Ay SR
thought of (1), and that it was accessible (1). In the one negative comment about content,

two schools noted that the questions in the Inquiry Framework were ones they vinawiel

asked anyway.

Fifteen schools made statements about the impact of the Inquiry Framework for Learning
on practice. Four schools described it aesourcewhich supported thinking. Two schools
said that it prompted/framed discussion and generated steavo that it prompted and
jogged memory about which questions needed to be asked; and two that it was good for
inspiration regarding students they were stuck with. Two further schools thought it useful
for setting targets.

Structure of the Inquiry Frameork for Learning
Following the comments made by schools below, the structure of the Inquiry Framework
has beersubstantially revised to address them.

Relating to the structure of the Inquiry Framework, although four schools commented
positively, sayinghat they liked the Inquiry areas and the recording sheets, 32 schools
made negative comments about the structure. Eleven schools stated that the Inquiry
Framework took too long to access. Other comments included that the format needed to
change (4), it waitoo text dense (8), not usdriendly (7), overwhelming (6) and too much

to access (6). Schools said that the navigation (4) and access (4) were hard, and that they
RARY QiU tA1S GKS ljdzSadAazya Ay fArada ounHOO

Lots of places to look, not as clear as it cdaddlIf there is lots to look at you lose

interest due to time constraints.
{ SPSy a0OK22ta YIRS FRRAGAZ2YLIE O2YYSydaz Go2
answers will be disappointedh 1 U & | 3IdzARS (261 NRa UGKSYQd CA QD
suggestions/strategies/answers.

Website:http://complexld.ssatrust.org.uk 91




Eighteen schools made further suggestions, most commonly that the Inquiry Framework
needed to be easier to access (4), and presented differently (4). Other comments included
that:

e Theresourceshould be interactive (2)

e The cagegories should be split up (2)

e The organisation should be more hierarchical (1)
¢ Instructions should be clearer (1)

e Theresourceshould be more concise (1).

International SEN trial schools

Of the 14international SEN triadchools whiclused the Inquiry Frmework for Learning,11
d0K22f&8 NIGSR Al WdnitlSsewverND (A WIAWE B NE2E SF el @24 §
WSEGNBYSt & dzasS¥TdZ Qv b2 d0K22fa NIGSR Al wyzi
N} GSR Al WIljdzZA (S dzaSTdz Qo

0o

Likert scale

1 = not at all useful
2 = a little useful

=1 3 = quite useful

®2 | 4= useful

m3 | 5=extremely useful
m4

=5 | Data: number of
schools choosing
response

Nineschools followed up their rating with a positive general comment, the most common of
whichwerethat the Inquiry Framework was thorough with lots of detailed questions (4) and
that the resourcemade it easy to focus on specific steps for students (2). One school also
commented that without it they felt it would have been difficult to move to the nstep.

There was one negative general comment saying that there was no advice on how the
Inquiry Framework related to thEngagement Profile and Scale

Fiveschools commented positively on structure, two saying that it was easy to follow, and

two that they liked the Inquiry areas. One school said they found it difficult to work it out
procedurally, and, together with one other school, that it was too text dense and there were
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too many questions. One school requested better web acé@ss.school who conieted
their intervention at a later date, used both the old and new versions of the Inquiry
Framework for Learning. They stated:

The recent changes to the framework on the website has made them less daunting to
tackle and are now very user friendly. lddiaat | can print out those questions | feel

are relevant to my work with a specific student and look forward to using the
framework in future profiles and scales.

Five schools commentgabsitively on content, four noting that the questions were useful
and thought provoking. One school felt that the Inquiry Framework gave a holistic view of
the young people.

Two schools thought the Inquiry Framework was a good assessment (1) and personalisation
(1)resource

Severschools commented positively on thesourc€d A Y LI OG 2y LINF OG A OS:
educator thinking §) and focusing (1An international trial school stated:

| used enquiry as a method of engaging the staff. This is not so unusual for us. The staff
arevery skilled and experienced. However, initially, they wanted answers, but by the end
they were more comfortable with it being an inquiry. It enabled them to explore more.

Nine schools made suggestions for further development of the Inquiry Framewdukimg
the following:

e Could be in paper form (4)

e Categories should be split up (2)

o Differently laid out with clearer titles (1)

e A suggestion bank (1)

¢ Further guidance on how to identify priorities and key issues (1)
e Interactive opportunity allowingeople to network and share (1)

RECOMMENDATICN

Complex Learning Difficulties and Disabilities will continue to be a growing phenomenc
all schools. A culture of inquiry will help to meet the learning challenges displayed by t
pupils. We recommend K i aO0K22ft a dzaS GKS {LISOALI f A
Framework for Learning.
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RECOMMENDATIGN
CKAa LINP2SO0Qa SOARSYOS 61 a&aS |yR 2dziO2
internationally with other schools, universities and erjs. We recommend that the

International Network for Educational TransformatioN€t), in conjunction with
Department for Education, considers frameworks for enabling this initiative to be sustal
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Inquiry Framework for Learning Student impactcase study

Lucy is a siyear old girl who attends a day special school. She has a diagnoses of

l y3SEYlIyQa {@YyRNRYSST ! dziaAadAO {LISOGNHzY 5Aaz2N
Disorder. Her barriers to learning are tarsession with food éating, and her need to

mouth objects andubstances| dzOé Qa a Gl FF¥F GSIY 6SNB dzydadz2NS ¢
caused by an uncontrollable desire to eat mostly inedible objects (pica), a common
aeYLIWi2Y 2F !y3aStYlIyQa &aeéyRNERwewaad\douK S NI & dz
objects due to sensory integration difficulties.

At the beginning of th&€€ LDOResearch Project development school phdagy was unable

to take part in art activities without constant ofte-one attention.Lucy was driven by a

need tomouth resources used in sensory learning activigigsint, foam, cornflour, sand,

glue, glitter[ dzOé Qa adl ¥FF GSIY 6SNB 1SSy F2NJ KSNJ (2
activities, but her difficulties wera significant barrier, and she requirednstant oneto-

one adult support to enable her to participate.

[ dzO@ Q& O2YLJzt aA2y YSIyd GKFG aKS gt a dzyl of S
prompting to stop this behavioutJsing the Inquiry Framework for Learning questions, her
staff team expbred ways forward. The questions and their responses for Lucy are below

Q: In which situations are these issues a cause for concern?
A During sensory play involving liquids/semi solids such as paintfloam shaving
foam and granular solids suck sand and glitter.

Q: What is the evidence?

A: [ dz0eQad RSAANB (2 Y2dzikK | LIWISFNRBR G2 3IS4G adN
becomes fixated. She starts to display spontaneous chewing motions with her mouth
even when not actually chewing.

Q: In which situations are these issues not a cause for concern with the student?

A: None known for these substancekucy is not deterred from mouthing by
unpleasant tastes.

Q What sensory experiences does the student dislike?

A: Lucy does not generally display the same behaviours towardgoahsolids unless

she has started mouthing/eating liquids/granules first.

Q: What strategies have different people tried so fgrsuccessful and unsuccessful?
A Lucy does not respond wither verbal or gestural prompts to stop mouthing.
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Q: In what way can we adapt her environment/learning experience/ activity to enable
them to focus on learning?
A: Lucy could be given something alternative to chew (e.g. Chew tube? Chewlery?).

[ dz©@&a8s team decided to provide her with Chewlery (chewable jewellery) to see whether
by providing this alternative sensory feedback through chewing, Lucy would be better able
to engage in sensory play activities.

Evidenced using the CLDD Research Rio@dgagement Profile and Scaleicy

demonstrated tremendous progress. Staff particularly noted that having the Chewlery
available seemed to enable Lucy to respond to verbal and physical prompting not to mouth
the resources as she was able to mouth tiew@lery instead. Lucy also rapidly overcame

her need for the Chewlery too, so that a few months after the introduction of the Chewlery,
Lucy no longer required it and was able to engage fully and independently in a range of
sensory activities without it.

[ dzOe Q& (S OKSNJ &l ARY

Lucy has amazed us. When we started on this journey we were not sure if it was
achievable, but she has proved us wrong and surpassed all our expectations.

Website:http://complexld.ssatrust.org.uk 96


























































































































































































































































