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SECTION 1. BACKGROUND TO INCLUSIVE EDUCATION

The inclusive education (IE) movement was inspired by the drive towards attaining Education for All (EFA) by
2015. This is a programme that represents an international commitment to ensuring that every child and adult
receives quality primary education (UNICEF, 2014). The EFA movement sprang from the World Conference on
Education for All, which assembled in Jomtien, Thailand (1990) and was further strengthened by the adoption
of the Salamanca Statement (1994). One of its objectives was to ensure that all children and adults are
provided with a high level of education. In 2000, the international community convened again, in Dakar,
Senegal, to confirm their pledge to achieve EFA by the year 2015 (UNESCO, 2007).

To help governments progress towards the realisation of EFA, the international community agreed on six EFA
goals and adopted the Millennium Development Goals, one of which was to ‘ensure that by 2015 children
everywhere, boys and girls alike, will be able to complete a full course of primary schooling’ (UN, 2016).
Nonetheless, the EFA movement does not explicitly mention disability, nor does it mention people with
disabilities as an excluded group of concern. Since the early stage of this movement, the focus has been on
students in general, and insufficient was attention given to those with disabilities and those considered to
require special educational needs (SEN) support and provision. The implication of this was limited visibility of
these children in mainstream education (UNDESA, 2016).

By 2015, the progress towards achieving EFA was uneven across countries. It has furthermore become clear
that to ensure the inclusion and effective participation of children with disabilities in mainstream education,
targeted measures addressing the learning needs of this population need to be in place. The post-2015
development framework, particularly its fourth Sustainable Development Goal (SDG) of September 2015,
therefore advocates for the right of each and every child to equitable, inclusive and sustainable education.
More specifically, it recognised disability as a cross-cutting issue on the global agenda.

The rights of people with disabilities, including their right to education, were further protected by adopting the
United Nations Convention on the Rights of Persons with Disabilities (CRPD) in 2006. Indeed, in its Article 24,
the CRPD specifically addresses the importance of an inclusive mainstream education. It further guarantees
the right to primary and secondary mainstream education for persons with disabilities, without discrimination
and on the basis of equal opportunities (UNESCO, 2015).

Based on this, in support of schools in being inclusive, ready to cater for the diverse needs of their students
and able to offer quality education for all, the United Nations Children’s Fund (UNICEF) and the United Nations
Educational, Scientific and Cultural Organisation (UNESCO), among other organisations, developed several
resources aimed at supporting the implementation of inclusion in practice, whether in education or in society
at large. These resources were created in support of a commitment to inclusion that ensures equality in
education for all.

In fact, IE can only be nurtured in schools where there is a respect for individuality and a culture of
collaboration that encourages and supports problem-solving (Grimes, Stevens & Kumar, 2015). Such a culture
not only will nurture the value of removing barriers, but also facilitate the learning of all students and
alongside this, the professional learning of all teachers. Ultimately, such an approach may lead to creating
equity in education, which, according to the UNESCO, should be the ultimate goal in relation to implementing
inclusion for all.

In the Sultanate of Oman, as other countries across the region, IE refers to the provision of educating children
with disabilities in mainstream settings. It focuses on those requiring special educational needs (SEN) support,
including those with physical impairments and learning difficulties (Emam, 2017). Like other countries of the
region, special schools in Sultanate of Oman still constitute the main educational provider for students with



disabilities, primarily those with hearing, visual and intellectual impairments (MoE, 2008). The commitment of
the sultanate to offer equal educational opportunity for all including those requiring special provision goes
back to the last quarter of the last century. This commitment was made clear in one of His Majesty Sultan
Qaboos speeches:

We aim to extend education throughout the Sultanate so that everyone may have
the chance to study according to his or her abilities.

(H.M. Sultan Qaboos Bin Said, 1975,
cited in MoE, 2008)

In light of His Majesty’s resolve, a number of initiatives were implemented in the country. The Ministry of
Education (MoE, 2008) started earlier on this century to place emphasis on identifying those with learning
difficulties (LD) in relation to reading and writing in mainstream schools. To this end, identification tools were
devised. The outcomes of such identification are used by trained teachers and school psychologists to plan and
develop appropriate teaching and learning programmes for their students in mainstream settings.

Furthermore, the MoE also launched the Learning Disabilities Programme (2002) in cycle 1 schools leading to
the placement of those with intellectual impairments in ‘self-contained classes’ in mainstream schools. In
2015, the MoE launched the ‘National Scheme for Children with Autism’ in an effort to provide national
strategies to support the education and care of this segment of the population.

Other significant initiatives that the country adopted towards achieving IE include the ‘Omani Children with
Disabilities Care and Rehabilitation Act’ of 2008, and the Inclusion Mandate of 2002. The efforts towards
achieving IE in Oman were also recognised in the commitment of the country to international conventions and
treaties e.g. the UNESCO World Declaration on Education for All (1990), the Salamanca Statement and
Framework for Action on Special Needs Education (1994) and the United Convention on the Rights of Persons
with Disabilities (2006).

Nonetheless, in their efforts to educate more children with disabilities or different types of ‘disabilities’ in
mainstream schools and to respond to the increasing number of students identified as having SEN (Emam,
2017), the MoE (2008) identified the need for classroom teachers to be ready to implement inclusion for all
students, including those who are disabled, in their classrooms. They need to be able to identify the strengths
and weaknesses of their students as well as to differentiate in their teaching and learning, so that they can
increase the participation of all their students and simultaneously, illuminate and overcome barriers to
inclusion. Barriers to inclusion are not located within the child, but a reflection of an environment that has not
considered the accommodations and changes that need to be made in order to welcome children with
disabilities.

In fact, the review into literature on inclusion in Oman has noted that a range of institutional, physical and
environmental barriers face the inclusion of students with disabilities in Oman, as identified by Al-Qaryouti
(2010). More specifically, Al Sa’idi (2013) identified limited availability of teaching resources, untrained
teachers, large class sizes and the omission of some educational study materials for students with disabilities
when attending parallel classrooms to cause barriers towards implementing inclusion in mainstream schools.

Indeed, the reviewed literature ascertained that literature from the Arab region (Alfawair & Tobi, 2015; Gaad,
2011) establishes that the teaching force in the Middle East region, including in the Gulf states, require training
in SEN, both generally and particularly in several domains of SEN. Also elicited is the need for specialists in SEN
to guide, train and assist teachers in different domains, as this is currently severely lacking across the region
including in Oman.



These needs where further supported by UNICEF of Oman, the commissioners of this project, which
recognised the need for public classroom teachers in the Sultanate of Oman to be trained and supported to
teach inclusively. Hence, this guide aims to offer teachers as well as teacher trainers some practical ways of
implementing inclusion in the classroom environment. The aim is for teacher trainers to support classroom
teachers in utilising and adjusting the suggested strategies in order to meet the individual needs of their
students.

Note on language:

We acknowledge that some inclusion advocates use the person first approach to addressing people with
disabilities, the approach that was adopted in the CRPD. By adopting this approach, the primacy of the
individual over any kind of difficulty they may have would be maintained. However, we also recognise that
some other advocates use the term disabled people in recognition to the discrimination that this population
may face. In so doing, they do not situate the difficulties within the individual. In adherence with the language
used by the UNICEF the former terminology will be used throughout this document. Nonetheless, in
adherence with the social model of disability, the model that considers disability to be caused by the way
society is organised, and not by a person's impairment, difficulty or difference, in this guide the use of the term
students with SEN will be avoided. Instead, we will be referring to this population as those requiring SEN
support provision or described or identified as having SEN. This is because categorising and diagnosing
students is context-dependent and rarely solely located within the attributes of an individual child.

HOW TO USE THIS TEACHER TRAINING GUIDE

The previous section on ‘Background to Inclusive Education’ established for the importance of IE on the global
agenda, including in Oman. The second section on ‘Inclusive Education in Oman’ gives the background to this
national inclusive classroom project, initiated by The Ministry of Education in Oman and UNICEF. This Teacher
Training Guide is part of the support being put into place for teachers and schools. The third section ‘Inclusion:
What it means’ discusses how the concept of inclusion works in schools and sets out core priorities, values and
areas of focus. Section four, ‘Inclusive Teaching’ sets out practical ways that teachers may use their existing
skills and training to support all their students including those with disabilities and those with perceived
educational needs in mainstream classroom environment. This section is broken into six parts, which
correspond to most teachers’ existing knowledge and practice. The Teacher Training Guide emphasises that
the abilities and ordinary practice of a good teacher form a very strong foundation for inclusive teaching.
Finally Section five ‘Summary of core teacher attributes, skills and knowledge for Inclusive Teaching’ offers a
summary of core teacher skills that support inclusive education before the guide concludes with responses to
some frequently asked questions by teachers in Oman and an array of tips offered from Cycle 1 teachers to
fellow teacher in the country.

Appendix 1 includes a copy of an observation tool that can be adapted to meet the needs of Omani schools for
auditing inclusive classrooms. Appendix 2 provides a roadmap into building inclusive classroom across the
Sultanate of Oman and in Appendix 3, Omani teachers have taken the ideas contained in this Teacher Training
Guide and created further starter activities and lesson plans as examples of great inclusive teaching practice.

Educators are strongly encouraged to read through the whole guide first then to refer to specific sections as
appropriate. It should be noted that whilst all educators can use the practical suggestions that the guide offers
and tailor them to their and their students own needs, specific examples are drawn from the Omani curriculum
of cycle 1, which is grade 1 to 4, the educational stage that constitutes the focus of this training guide.

Before explaining the meaning of inclusion in this training guide and offering some practical strategies to how
it can be implemented in practice in the classroom environment, it is necessary to provide background




information on what teachers need to know to support inclusive teaching in mainstream classrooms. This
includes information pertaining to the role of the teacher in implementing inclusion through differentiation in
teaching and learning and the careful assessing of the achievement of all their students.



SECTION 2. INCLUSIVE EDUCATION IN OMAN

The Ministry of Education, supported by UNICEF, is committed to inclusive education in Oman. Many of the
principles and strategies for inclusion will already be very familiar from the Omani curriculum. For example,
the curriculum talks about collaborative learning and active learning through group work and experience, and
research shows that this is the foundation of inclusive teaching.

Different schools will approach inclusion in different ways and schools, teachers, parents and students will
shape their priorities together. Most importantly, inclusion only truly happens when teachers and schools
reflect together on what is working, what is not working and how unique situations will be solved in each
school. Inclusion is a continuous journey and is only successful when everyone works together to solve
problems and share examples of success.

Inclusion in this case can be implemented through applying different methods of teaching and learning aimed
at meeting the diverse needs of students in the same milieu. This would include:

e Implementing differentiation in teaching and learning

e Using a range of different resources

e Providing students with accessible materials based on their requirements

e Considering whether some students need additional time to complete tasks, while other students
need tasks broken down into smaller steps.

e Deploying classroom assistants in support of the implementation of inclusion inside and outside the
classroom environment.

e Having time allocated in school for teachers to work together to talk about and plan for how to meet
the needs of students.

How these issues are addressed in each school will have a profound influence on the implementation of
inclusion in the schooling environment and ultimately, on the happiness and success of all the students in
school, whether they are disabled or not.



SECTION 3. INCLUSION: WHAT IT MEANS

Inclusive practice permeates every aspect of the school community, including how staff members are valued
as part of the school community. The Index for Inclusion is a framework to help schools to audit their ethos
and practice in respect of inclusion. Inclusion is defined by the Centre for Studies in Inclusive Education in the
following ways:

Inclusion in education involves:

e  Valuing all students and staff equally.

e Increasing the participation of students in, and reducing their exclusion from, the cultures, curricula
and communities of local schools.

e  Restructuring the cultures, policies and practices in schools so that they respond to the diversity of
students in the locality.

e  Reducing barriers to learning and participation for all students, not only those with impairments or
those who are categorised as “having special educational needs'.

e Learning from attempts to overcome barriers to the access and participation of particular students to
make changes for the benefit of students more widely.

e Viewing the difference between students as resources to support learning, rather than as problems to
be overcome.

e Acknowledging the right of students to an education in their locality.

e Improving schools for staff as well as for students.

e  Emphasising the role of schools in building community and developing values, as well as in increasing
achievement.

e  Fostering mutually sustaining relationships between schools and communities.

e Recognising that inclusion in education is one aspect of inclusion in society.

Centre for Studies in Inclusive Education (CSIE)
http.//www.csie.org.uk/index.shtml|

Inclusion is part of the overall vision in UNICEF’s work on rights. Peace, equality, family and community are all
strengthened by inclusive education. The picture below shows an Omani school’s project on the rights of the
child, including the right to education and freedom of expression.
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<The above image shows ten circular cartoons of children in various activities, annotated with French and
Arabic text. A boy and a girl with an equals sign, indicating equality between genders; a child and his family;
children expressing themselves freely; a sad child; a child being examined by a female doctor; a child at school;
a child playing with a football; a child working down a mine; a child in the army; a child in prison.>

Link to training activities:

Teachers on the training programme will be encouraged to develop their own definition of inclusion. Such a
definition may not only reflect their understanding of the concept but may also inform the way inclusion can be
implemented in their classrooms.
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SECTION 4. INCLUSIVE TEACHING

The essential foundations that make up inclusive teaching are:

e  Effective, targeted, specific feedback

e Appropriate level of challenge

e  Students actively engaged in learning

e Stimulating lessons that promote on-task behaviour
e Knowledgeable, creative teachers

The UNICEF webinar series booklets on Inclusive Education form a strong background to these principles.
Booklet 11 on a Universal Design for Learning and Booklet 12 on ‘Teachers, Inclusive, Child Centred Teaching
and Pedagogy’ have useful information and are linked to a Webinar for further information. The links to these
are supplied in the ‘Resources’ section at the end of this guide.

These strategies will help all children and especially those with Special Educational Needs:

Highly focused lesson design with sharp objectives

e High levels of student involvement and engagement with their learning

e High levels of interaction for all students

e Different types of teacher questioning, modelling and explaining

e An emphasis on learning through dialogue, with regular opportunities for students to talk both
individually and in groups

e An expectation that students will accept responsibility for their own learning and work independently

e Regular use of encouragement and authentic praise to engage and motivate students.

Why do these teaching approaches help children with disabilities and those with perceived special
educational needs?

In the type of classroom described above a teacher focuses on the ‘here and now’. If a child has visual
impairment, the teacher will think about practical matters, such as keeping bags off the floor so that the
student can move around without falling. If a child has a shorter attention span, the teacher can break a task
into shorter pieces so the child can succeed. Designing activities for children to work in pairs enables children
with slower processing skills time to understand the activity with their partner without needing to call out to
the teacher. Starting a lesson with a picture or an object or an interesting question to discuss helps children
with disabilities and perceived special educational needs to understand what the lesson will be about and to
remember previous knowledge about the subject.

Sometimes simple strategies can encourage students with poor motivation to engage in the curriculum. For
example, teachers can use visual frameworks to encourage different ways of thinking about a subject. This can
be a good way to engage a child in the topic area and encourage them to talk to other students about their
ideas. Often, this time spent thinking and talking will help a child to remember important information from the
curriculum and help them to write their ideas down. For example, a Venn Diagram or interlocking circles (two
or three) can encourage a comparison between three characters in a book, or three different periods in
history. Here is a three-circle Venn Diagram designed to help children to think about the similarities and
differences between different places.

11
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Hamra Dugm

<The above image shows a Venn diagram with the words ‘Muscat’ ‘Al-Hamra’ and ‘Dugm’ in each of the three
circles>

This example is for the Social Science curriculum, covering this learning objective:

What is a city, the difference between city and village, drawing a map for the place where the student
resides?

As children discuss this together, the teacher can go around the classroom, listening and watching how
different children are talking and learning. This is an important part of formative assessment (see below for
further information of formative assessment). The teacher can notice who is using appropriate vocabulary and
who is not. The teacher can hear how children are explaining ideas to each other. This gives information about
how each child is learning. Perhaps some children lose attention quickly, or other children find it difficult to
take turns in a conversation in an activity. When a teacher knows her students in such detail, they can make
very small adjustments to make the next lesson more successful. This is known as differentiation (see below
for more information). Some students may need pictures to support their understanding of text. Some
children, perhaps with Autism, respond well to a visual timetable that explains the plan for the whole day.
Some children need to be taught ways to manage anxiety or stress. Some children need to use tactile materials
in maths lessons more often to help them understand fractions or place-value. Children with literacy
difficulties may need ‘sentence starters’ to encourage them to start writing or writing frames that encourage
them to cover different aspects of a topic area.

In this example, children might draw or write about the different ways towns and cities are the same or
different from each other. The teacher may present ‘prompt’ vocabulary such as ‘ocean’, ‘population’, ‘field’ or
‘agriculture’ for some children, but not others. Some children might have sentences given with words missing
to fill in, but other children might be able to create their own sentences. Some children might need a teaching
assistant to teach them key topic words before the lesson so that they are more able to join in.

A simple writing frame to support a child might look like this:

Choose one town and say where it is:

Describe the type of buildings in this town:

What do people in the town do for their jobs?

12



Choose an important building in the town. Describe what it looks like.

Is the town big or small? Find out how many people live there.

Would you like to live in this town? Give reasons for your answer.

Some children may need to draw some of these answers and their target might be to place some cut out
words onto their pictures to show that they understand the meanings of the words and can identify particular
features of their chosen town.

Link to Training Activities:

Teachers will be asked to create more two-circle and three-circle Venn Diagrams to fit other areas of the
curriculum. Inclusion Champion teachers and schools will collect the best examples to share with other
teachers. In Appendix 3, you can see some examples of starter activities that Omani teachers created
recently.

Other ways to engage children in the lesson include:

Instead of handing children a list of vocabulary and definitions to learn, students can receive the words cut up
and they have to pair up the words with the definitions in pairs or small groups. Children with difficulties in
remembering information or learning new words will remember the meanings of these words better because
they had to think about the meaning and discuss it with other students. Just giving children a list of words and
their meanings will be ineffective for children who do not read well, or who have poor memory or who are
anxious about their learning.

Use a question, a puzzle, real object or picture to create curiosity. This ignites interest which invites students
to explore curriculum. This provides a foundation that encourages students to discuss, talk, debate, question
and thrive on learning.

Finally, another crucial component for Inclusive Teaching is the relationship built between teachers and
students. They are partners on the learning journey. Genuine interest in students’ learning, with plenty of
opportunities for students to tell teachers what helps and what hinders their learning will create an
environment of trust and collaboration. Inclusion creates a strong whole school community (see picture
below).

13



< The above image shows a photograph of an elaborately decorated pin board featuring Arabic text and
photographs of people in ornate frames. In one photo, a boy reads from a large book.>

A SiIX STEP APPROACH TO INCLUSIVE TEACHING

The training guide will cover the following six core topics. The Omani curriculum will be used to give examples
of strategies and approaches.

Pedagogy (with a focus on collaborative learning)
Formative assessment

Achieving the right level of challenge (lesson planning)
Differentiation

Addressing barriers to learning (person-centred planning)

ouv e wNE

Whole school collaborative joint professional practice (such as Lesson Study)

PEDAGOGY (COLLABORATIVE LEARNING)
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Inclusion works best when students work together in different types of groups, such as working in groups of
two or four. This is because some students with different types of special educational need or disability cannot
listen for long periods of time or find it difficult to sit still if they are not actively engaged in a learning activity.

Introducing and developing group work and collaborative learning:

Group work has doubled students’ levels of sustained, active engagement in learning and more than doubled
the amount of high-level, thoughtful discussion between children.

Further information and resources are available from here: http://www.spring-project.org.uk/spring-
Publications.htm

Here are some strategies or approaches that help manage different types of group to engage with different
curriculum topics:

Think, Pair, Share

Clear roles in group work
Problem-based learning
Reciprocal teaching

vk wh e

Creating posters or presentations in a small group

Most of the strategies described below can be adapted for use across the curriculum, from Early Years to Post
16 learning.

1. Think, Pair, Share

Students work in partners. They may need to note down or draw ideas on a mini-whiteboard or paper. They
are given a puzzle or open question (more on this later) and are given a few minutes to talk together and share
ideas. Afterwards, the teacher takes answers from a few students to share with the whole class. While children
are discussing their ideas, the teacher can walk around and check on students’ understanding by observing
their students’ discussion of their ideas. This is a hands-on way of obtaining information to support formative

assessment.

Example suitable for the Oman Science Curriculum, Grade 1:

Lesson Objective:

To know/identify the living creatures and its interaction within any environmental system.

Using an ‘Odd-one-out’ activity (more on this later).
The ‘Talk Partners’ could be asked to consider these three pictures of a duck, a bat and a dolphin and asked

which one might be the odd-one-out. (This example is taken from: ‘Thinking through primary teaching’ edited
by David Leat).

15
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<The above image shows a black and white line drawing of a dolphin>

<The above image shows a coloured in line drawing of a bat>

<The above image shows a partially coloured in line drawing of a duck>

The talk partners would quickly discover that there are many more than one correct answer. They will share
ideas. The discussion gives children time to remember experiences; prior learning and key vocabulary. New
and interesting vocabulary would be elicited, such as ‘mammal’, ‘nocturnal’ and ‘echo-location’, all of which
could be linked to the key learning objectives for the science lesson. Generally, students find this type of
activity stimulating and motivating. It helps children to remember the topic, develop communication skills and

16



keep motivated.

This type of activity works in most subject areas. It is suitable for children with reading difficulties because it is
not dependent on literacy skills. It can work at the beginning or end of a lesson.

It values a wide range of ideas as long as they are logical, which can be very powerful for students described as
having Special Educational Needs as this encourages them to contribute. Often students described as having
special needs present creative or interesting answers which can demonstrate strengths and interests.
Moments like this can be highly motivating, especially to students who might doubt their own abilities.

Link to training activities:

Teachers on the training programme will be encouraged to develop more examples of ‘Odd-one-out’
activities relevant to all areas of the Omani curriculum. These examples can be added to a data-base
accessible to teachers, such as the one being developed by the Specialist Centre for Professional Training
of Teachers.

Teachers and schools who are ‘Inclusion Champions’ (see Appendix 2: Road Map towards Inclusion) will

test these examples and suggest refinements and improvements for other schools and teachers.

2. Clear roles in group work

It can take time to teach children, including those with special educational needs, how to work together in
groups. ‘Group Roles’ is a way to give children particular roles in a group, helping to maintain attention.

It can be useful to use three or more of the following roles:

e  Organiser

e Time-keeper
e  Writer

e Presenter

This makes sure that every child has a task or an activity to do during group-work.
For example, see the resource below to meet this objective in Science:

Describe the different methods of movement that the human being and other creatures use in order to
provide themselves with their needs.

17



<The above five images show:

e ablack and white line drawing of man on a horse, both smiling

e acartoon of a Caucasian man in suit sat beneath a tree, smiling as an apple bounced off his head. He
holds his finger up as if he’s been inspired.

e ablack and white icon of stick figure man with parachute.

e ablack and white icon of sailboat, blue and white, slightly cropped at one edge.

e acoloured in line drawing of dove of peace carrying an olive branch in its beak, with a folk artsy
frame.

e astylistically coloured cartoon of a Caucasian person skiing down a snowy mountain.>
Thinking scientifically, what do all these have in common?
What is the difference between these 6 ways of moving?

Each student is able to participate in the activity, because they have a role. Most children will be able to
participate in the discussion because the activity is visual and has many possible answers.

There are some excellent ideas here on how to assess Science knowledge in Grade 3 and 4 for children with
poor reading skills:

https://v1l.educationendowmentfoundation.org.uk/uploads/pdf/Oxford_Science.pdf
3. Problem-based learning

Problem-based learning is a good way to encourage children to discuss ideas. In the Maths Curriculum, there
are many opportunities to use problem solving to encourage learning:

18


https://v1.educationendowmentfoundation.org.uk/uploads/pdf/Oxford_Science.pdf

e  Write the answer and ask ‘what could the question be?’

e Ask children to think ‘what if’ to extend their thinking. For example, if the question is ‘What is 2 more than
60?7’ you could ask ‘what if you add two more? What if you go one back?’

e Make up your own problems. Say which are the easiest and which are the hardest. Try and solve your
partner’s maths problems.

e Multisensory materials are very useful, such as bead strings or tens and units blocks. Ask children to show
you how they are thinking about a problem using these materials. Let them explain to you before you
explain to them.

Some good examples can be found here: https://nrich.maths.org/6099
4. Reciprocal teaching

This is an activity when the student practices being the teacher in small group reading sessions. Teachers
model the skills first, then help students guide group discussions using four strategies:

e  Summarising

e  Generating questions
e  Clarifying

e  Predicting

This activity works well when looking at texts during subjects such as literature, history and for planning
writing activities.

5. Creating posters or presentations in a small group.
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<The above image shows a photograph of children posing with American TV celebrities Dora the Explorer and
Barney the Dinosaur with Arabic text across the top.>

Children working together to produce a collaborative piece of work often report great benefits in memory of
the topic and motivation. Many Omani schools have excellent open courtyards which offer useful space for
group activities and presentations (see below).
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<The above image shows a photograph of an inside courtyard and what looks like it may be a class of children
practicing martial arts.>

Link to training activities:

Teachers on the training programme will be encouraged to develop more examples of group work and
collaborative learning activities relevant to all areas of the Omani curriculum. These examples can also be
added to a data-base accessible to teachers, such as the one being developed by the Specialist Centre for
Professional Training of Teachers.

Teachers and schools who are ‘Inclusion Champions’ (see Road Map towards Inclusion) will test also these

examples and suggest refinements and improvements for other schools and teachers.

FORMATIVE ASSESSMENT

There are three types of assessment commonly used in schools:

Summative Assessment which is often carried out under exam or controlled conditions. It involves an
assessment against strict criteria at one single point in time. It often, although not always, results in a number
(e.g. exam percentage), grade or scaled measurement. It usually assesses the individual learner without
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support. Even if exam access arrangements are in place, support will be very specific and will not assist
students in the exam/test/assessed exercise. Some students described as having Special Educational Needs
‘test badly’ i.e. perform below their normal ability level in summative assessments.

Ipsative Assessment is when a student’s progress is measured against their own starting point. For example, a
child with poor Maths skills may respond well to a particular type of support in Maths and make rapid
progress. They may still be below their peers, but have improved at twice their rate. Rate of progress is key to
Ipsative Assessment, and is always measured over time: ‘She has achieved 5 milestones/achievement
indicators in a single term’.

Formative Assessment is a core principle of Assessment for Learning. It is an ongoing part of the teaching
process and values the progress made when a student is being supported by the teacher. Formative
assessment therefore becomes part of the ongoing planning process and feeds into the design and
differentiation of the next lesson.

Dylan William and Paul Black are early pioneers of school-wide approaches to formative assessment, known as
‘Assessment for Learning'. Listen to Dylan explain the importance of formative assessment and why it can be
challenging for teachers to put it into practice:

http://www.journeytoexcellence.org.uk/videos/expertspeakers/assessmentforlearningdylanwiliam.asp

Shirley Clark’s book ‘Unlocking Formative Assessment’ identifies these key components in the formative
assessment process:

e Planning

e  Sharing learning intentions

e  Student self-evaluation

e Questioning

e  Monitoring

e Student involvement in target setting

e Nature of teacher’s feedback

e Student response to teacher feedback

e Use of metacognition (see below) and pupil dialogue to gain deep understanding of children’s thought
processes

e Raising self-esteem

Many of these processes are interwoven into the fabric of High Quality Teaching practices, but formative
assessment is a particular focus on the individual pupil’s journey through the curriculum. Assessment for
Learning is a continuous dialogue. The student and the teacher become partners on the journey and this is
only possible if the student has a ‘road map’ of the curriculum, aware of what they have mastered and what
the next step on the journey must be. This partnership also relies on the relationship that is built between
students, teaching assistants and teachers based on trust and communication.

Student Dialogue also operates as an aid to self-assessment as well as learning, because explaining a process

to another person highlights the robustness of knowledge. Students can ask each other questions to reinforce
learning and challenge understanding.
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Responding to the teacher’s feedback in textbooks is a core part of Assessment for Learning as it ensures that
feedback is a continuous dialogue between student and teacher. It is crucial to allow time at the beginning of
each lesson for students to read and respond to feedback. For example, the teacher can ask a student to try
three new maths problems or write two more sentences, focused on the skill that needs most practice.

Sheets for student feedback can be differentiated, using closed questions to elicit responses from students
with perceived special educational needs, or structured sheets to clarify focus areas (see images).

Some simple questions include: What went well? (WWW) and Even better if...? (EBI).

Target setting must involve students in order to be effective. This links back to the ‘Task Analysis’ work covered
below to enable a meaningful level of detail. Targets need to be ‘S.M.A.R.T.’

e Specific

e Measurable
e Achievable

e Relevant

e  Time-limited

In Appendix 3, Omani teachers have developed the idea of ‘SMART targets to make it more appropriate for
the Omani curriculum.

Examples of a SMART Target, linked to the English Curriculum:
e Torecognise ten words in English.
e Todraw the picture showing the meaning of each word.

e To do this within three weeks.

The SMART Target must be monitored and after three weeks, a new target set.

Teacher training activity:

Think about a child you are teaching. Develop SMART targets for them in 2 topic areas.

As with much of the principles embraced by High Quality Teaching, embedding is more effective when little
and often. This means that the process is dynamic, with many small achievements every week, rather than an
over-reliance on generalised targets. Students need to know the lesson objectives and target skills in order to
be able to self-evaluate their own or their peers’ work.

Open questions, such as those used in Thinking Skills and problem-solving activities enable teachers to know
exactly how well a concept is embedded. It can be helpful to use an engaging starter activity that does not rely

heavily on text in order to make the lesson accessible to a wide range of students.

Starter activities such as Concept Cartoons can be a useful tool to engage learners. Explore a concept cartoon
in your subject area: http://www.conceptcartoons.com/
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Activities based on real life. Make sure there are a range of correct, interesting or logical answers and allow
the focus to be on how students explain their reasoning rather than the answer itself. You may need to
differentiate the activity.

Ideas include:

e Mind-map or Venn diagram

o Talk partners

e Key vocabulary provided or pre-taught

e  Picture or object prompts

e  Mini-whiteboards given to jot ideas down.

The picture below is a good example of a Thinking Skills activity. The teacher can assess a child’s progress by
seeing what they write or draw in the ‘thinking bubble’.
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<The above image shows a photograph of a few textbooks open on a table, focused on a blue-toned cartoon of
a man in a small car, smiling, with Arabic text.>

As students discuss their ideas, you are able to listen to how children are learning and what they already know.
Examples of open questions and activities include:

1. Can a half ever be bigger than 1?

2. What is similar about ratios and fractions?

3. Are dreams real?

4. Can you give me an example of ....?

5. What if ...
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6. Why might a person believe....?

7.Try and convince a 12th century merchant that the earth is round.

8. What do ... have in common?

9. Can you think of another story/piece of writing with a similar theme/style?

10. Predict the outcome of this experiment and justify your reasoning.

An influential study by Ruth Butler in 1988 explored students’ responses to the following type of feedback:

e  Grade only
e Comment only
e Grade and comment

She found that the learning gains appeared only for the middle group: comments only.

The Education Endowment Fund evaluates effective feedback as increasing student attainment by up to 8
months’ gain in progress achieved. https://educationendowmentfoundation.org.uk/toolkit/toolkit-a-
z/feedback/

Formative feedback is particularly important for students with disabilities or perceived special educational
needs who may need their progress recorded in smaller steps.

This document has steps called ‘p-scales’ which are broken down into small steps to measure the progress of
children.

https://www.gov.uk/government/uploads/system/uploads/attachment_data/file/329911/Performance_-
_P_Scale_-_attainment_targets_for_pupils_with_special_educational_needs.pdf

Examples of items related to Speaking are:

P4 Students repeat, copy and imitate between 10 and 50 single words, signs or phrases or use a repertoire
of objects of reference or symbols
* They use single words, signs and symbols for familiar objects [for example, cup, biscuit], and to
communicate about events and feelings [for example, likes and dislikes].

P5 Students combine two key ideas or concepts
¢ They combine single words, signs or symbols to communicate meaning to a range of listeners [for
example, ‘Mummy gone’ or ‘more drink’]
¢ They make attempts to repair misunderstandings without changing the words used [for example, by
repeating a word with a different intonation or facial expression]
e Students use a vocabulary of over 50 words.

P6 Students initiate and maintain short conversations using their preferred medium of communication
* They ask simple questions to obtain information [for example, ‘Where’s the cat?’]
* They can use prepositions, such as ‘in’ or ‘on’, and pronouns, such as ‘my’ or ‘it’, correctly.

P7 Students use phrases with up to three key words, signs or symbols to communicate simple ideas, events
or stories to others [for example, ‘1 want big chocolate muffin’]
* They use regular plurals correctly
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* They communicate ideas about present, past and future events and experiences, using simple phrases
and statements [for example, ‘We going cinema on Friday’]

* They contribute appropriately one-to-one and in small group discussions and role play

* They use the conjunction and to link ideas or add new information beyond what is asked.

P8 They link up to four key words, signs or symbols in communicating about their own experiences or in
telling familiar stories, both in groups and one-to- one [for example, ‘The hairy giant shouted at Finn’]

* They use an extensive vocabulary to convey meaning to the listener

* They can use possessives [for example, 'Johnny’s coat']

* They take part in role play with confidence

* They use conjunctions that suggest cause [for example, ‘cos,” to link ideas].

This type of specific criteria helps teachers to monitor progress and provide evidence that children with
disabilities or communication needs are progressing.

Another useful way of measuring the progress of children with or without Autism is available here: (click on
the ‘house’ icon to bring up the grid). There are seven areas of focus, each with their own criteria.

The areas are:

e  Social communication

e Social Interaction

e Social imagination and flexibility

e Sensory processing

e  Emotional understanding and awareness

e Learning

e Independence and community participation

There is also a section for the student’s own personal goals.

Teachers can download this grid and use it to assess children’s progress. The grid then gives teachers a target
document of each child’s next steps:

http://www.aettraininghubs.org.uk/schools/pf/

ACHIEVING THE RIGHT LEVEL OF CHALLENGE (LESSON PLANNING)
Task Analysis

Task analysis happens when teachers break down a task into all of its component steps, and takes practice to
master. For example, to do the calculation: 41 x 37 you would need to:

e Understand place value

e Understand the implication of the multiplication symbol

e  Know which multiplication strategy to use

e Have sufficient attention/focus/motivation to begin the task
e  Start on the chosen strategy

e Rely on working memory?! to know where you were in the multiplication process

1 Working memory’ refers to the way in which we hold certain pieces of information in our mind while we are
manipulating another piece of information. Mental mathematics is a good example of a task that requires
working memory.
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e Be able to write down your working (itself dependent on other factors: pencil grip/replication of
symbols and numbers/right-left spatial orientation, correct spacing on the page etc.)

To write up an experiment on chemical reactions, you would need to:

e  Know or have access to the appropriate vocabulary and their spellings

Remember the sequence of events during the experiment

Understand the implications of what you observed/carried out

Be able to write a coherent, sequential account

Know which details are relevant/irrelevant

Task analysis helps teachers to scrutinise two key areas: the relevance of the lesson plan to the learning
objectives and the support needed to differentiate the activities for individual students with disabilities and/or
for those identified as having SEN. This enables the right level of challenge for students in their lessons: neither
too easy nor too hard. Many students who seem to lack motivation or appear as if they do not wish to learn in
fact have been set the wrong level of challenge or cannot see the relevance of the work they are doing. To
achieve this, in the examples above, one student might need support or scaffolding in a different area
compared to another student. This type of precision is crucial to effective differentiation.

Teacher training activity:

Look at the picture of the girl below. Look at the different resources that are available in the room. In a pair
with another teacher, plan two different activities that are carefully broken down into steps, using Task

Analysis. Which steps might the girl need help with in order to achieve he task?

<The above image shows a photograph of the back of a girl sitting in a classroom, facing the front of the room,
with a whiteboard in the background.>
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Metacognition

Metacognition comes from the words ‘meta’, which is the Greek word ‘about’ and ‘cognition’, which is the
process of acquiring knowledge and understanding through thought. This has led to metacognition often being
described as ‘thinking about thinking’.

Teachers can teach metacognition to students. E.g. When learners are asked how they solved a particular
problem they will be able to detail the steps in the process. As learners become more able to self-monitor and
reflect on their learning they will become more independent and proactive e.g. when a student is able to
express how, what, why or when they did or did not understand something this will help them to learn.

Self-reflection questions or having a learning diary would be a good way to introduce this; e.g. after a lesson
learners could ask questions such as:

* “What was the most difficult aspect of this lesson for me? Why?’
* “What strategies did | use to solve the Maths problem?’

The good news is there is evidence to suggest that metacognition can have a big impact and it is easy to do
and does not cost a lot of money to put in place.

A short EEF video:

http://educationendowmentfoundation.org.uk/videos/toolkit-talk-meta-cognition

DIFFERENTIATION
Differentiation comes in many forms. Differentiation is linked to Task Analysis because a teacher can make
precise decisions about what type of support is needed to enable a student to reach a goal.

The best differentiation is subtle, such as the use of prompt questions or the provision of vocabulary in
individual workbooks for some students, but not others. Differentiation is an aspect of Person Centred
Planning because a teacher needs detailed knowledge of the student. Formative Assessment is also a key
aspect of differentiation.

Sometimes differentiation means knowing when some students need to go outside and move around to help
them concentrate on the next part of the lesson.

27



<The above image shows a photograph of the same courtyard. The barely visible children under a dark shadow

in the background are stood in a circle, perhaps they are doing gymnastics.>

Scaffolding learning takes place when an element of the task is made slightly easier for some students in order
for them to achieve similar outcomes to other students. For example, some pupils might be allowed to use a
calculator for some maths problems. Some children might need a ‘writing frame’ or a laptop computer to help
them get ideas written down on the page. Other children might need sentences with gaps for them to fill in
the correct word. Some children will need ‘prompt words’ to help them, or some words already written in
their book to get them started.

For example, for the English and Life Skills curriculum:

A bus has .............. wheels and is used to carry ............ to different places. A bus needs a .................. and people
must Pay .......ceeeee to use it.

Some children can just fill in this sentence. Others will need to be given the words: four; people; driver and
money.

Teacher training activity:

Design a few sentences with words missing for use in a lesson you will be teaching soon. Which children can
generate their own words and which students will need the words to be given to them as well?

Some forms of differentiation may involve the whole class, such as starting a lesson with an activity that does
not involve reading. This means that students with literacy difficulties do not face a ‘barrier to learning’ early
on in the lesson.

Visual cues can support pupils. Writing frames and cognitive frameworks can also be helpful, such as linked
boxes for a sequencing task or other concept maps to stimulate thinking activities. These can be effective ways
of stimulating pupils who are reluctant to write. These examples are found in ‘Smart Art’ on Microsoft Word.
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English language curriculum:

Children are asked to fill in the boxes to say what types of clothes each job requires and what type of activities
are involved in each job.

LV
x" . #*1

8 Teacher 8

¢ Clothes ¢ Clothes

¢ Clothes

Teachers 1
Doctors

Airline Pilots

<The above image shows three blue bars containing the text 1. “Teachers: Clothes, What They Do”, 2.
“Doctors: Clothes, What They Do”, and 3. “Airline Pilots: Clothes, What They Do”.>

Science Curriculum:

Think of the five senses: Write the name and draw a picture

Hearing

<The above image shows a wheel-shaped diagram with five blue bars featuring the words ‘Hearing’, ‘Smell’,
‘Taste’, ‘Touch’ and ‘Sight’ linked by a circular line>
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Now, for each sense, what do they do and how do they work in the body (two examples given):

e Tongue

Ta Ste e Flavours on food

e Nose

Smel e Scents in the air

<The above image shows two blue bars with arrows emerging out of them pointing to the right margin of the
page. The first one says “Taste: Tongue / Flavours on food” (the correct English would be Flavours of food) and
the second one says “Smell: Nose / Scents in the air”>

In summary, teachers need to differentiate between students and to identify suitable differentiation methods
in relation to the delivery of lessons, grouping of students, resource identification, support offered,
assessment methods and requested tasks. Below are different methods of implementing differentiation in the
classroom in terms of teaching and learning to ensure the effective participation and engagement of all
students based on their learning needs, as follows:

e  Tasks/activities: in an inclusive classroom, it is not necessarily the case that all students will need to be
given the same task and that the same completion time has to be applied to all. Students can be asked to
work on different tasks taking into consideration the already accomplished targets and what would
support them in expanding upon their already existing knowledge.

e Classroom grouping: this can be done either by treating the whole class as one group, by having small
groups or by pairing students into groups of two as follows. Teachers may invite answers from the class as
a whole, e.g. what do you know about computers? They can also group students into small groups, e.g.
either to have different ability students in one group so that they can support each other or to have a
group of the same ability so they work on the same task. Teachers can also pair students to work on the
same task so that they can support each other.

e Support: some students may require more support than others. Teachers may need to offer students
support based on their needs. this could be done by giving some additional explanation, spending
additional time with them or by asking a student in the classroom to support a peer, e.g. one who has
already finished working on a task.

e Extension: some students finish a task earlier than others. These students still need to be stimulated
academically and stretched. So, additional work that may meet their needs should to be prepared for
them.
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Dialogue: to illustrate a new concept or an idea, teachers may need to give different examples to different
students, taking into account their different interest. By differentiating in this way, the new concept can
be understood by all students.

Content: the content of the lesson needs to be modified based on the individual needs of the students.
Examples include, providing illustration of the visual elements for those who cannot access images or
listing the ideas in bullet format for those who would benefit from clear and easy to read instructions.

Resources: different teaching resources in illustration of one objective would facilitate reaching all
students, e.g. using the white board, playing videos and/or distributing text. For some students creating
resources that may help them to understand certain concept would be necessary.

Assessment: assessment can be formative or summative. The former may inform teachers and students
themselves about what they know, understand and can do. It helps students and their teachers to
determine future goals as well as to know where students stand educationally in relation to certain tasks.
It is, hence, a form of assessment that may inform the development of the learning journey. On the other
hand, the latter (summative) refers to measuring the achievement of students at the end of a stage of
learning. Assessment can be conducted individually, in a group or as a class. For some students, breaking
down the learning objectives into small goals and assessing the extent that they have met each goal would
lead to an accurate way of assessing the attainment of the student. Ultimately, this approach may help
teachers to build on the specific needs of each student.

Pace: not all students can grasp the same idea in the same amount of time and by the same means of
explanation. For achieving results, some students may take a longer time and need more practice for the
learning objective to be satisfied. Possible methods of supporting these students include offering
additional exercises, homework, reading material or an activity to be completed at classroom.

Intervention: while in an inclusive school all students are encouraged to learn in the same classroom,
some students may still require further intervention in support of their learning. This could be by receiving
additional support outside the classroom environment, e.g. for further educational support, language
therapy etc.

ADDRESSING BARRIERS TO LEARNING (PERSON CENTRED PLANNING)

The information above focuses on the core elements of teaching that lay the foundation for an inclusive

classroom. If a classroom is structured according to the ways outlined above, the specialist support needed for

children with disabilities is much reduced. To be inclusive, schools must start with the right type of inclusive

pedagogy before thinking about the individual needs of different students who may enter the classroom.

It is possible to make planning for inclusion easier for schools by concentrating on four main areas where

teachers can support students in the classroom. The four categories of need are:

Cognition and Learning
Communication and Interaction
Social, Emotional and Mental Health

P w N R

Physical and Sensory Needs

Cognition and Learning
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What do teachers need to know about the brain?
The brain is always active and requires stimulation of its sensory channels.

In the context of learning, there are four perceptual modalities at play: visual, auditory, kinaesthetic and tactile
(VAKT).

e The visual mode responds well to pictures and diagrams

e The auditory mode enjoys listening, talking and even possibly, its own internal dialogue

e The kinaesthetic mode needs to ‘experience things’ and be actively engaged in doing things.
e The tactile mode wants to touch things or to manipulate materials.

Multi-sensory learning

Students use more than one sensory processing channel to learn. Classroom learning is about teaching things
in such a way that they are retained by students and available to use in an appropriate way later on.

A student’s cognitive style is based on the interactions between the ways the two hemispheres of the brain
process information. The left cerebral hemisphere specialises in verbal function; it is analytic and processes
sequentially. The right hemisphere specialises in visual-spatial and holistic processing; it makes connections
rather than breaking things down.

Taking account of learning style has been shown to be helpful for most students and is essential for those with
learning difficulties. Neurodiverse learners have a different approach to cognition than neuro-typical learners
and in a classroom situation, this places them at a disadvantage; especially so when the teaching does not play
to their strengths.

Students with learning difficulties, sensory impairments and dyslexia frequently have strong cognitive
preferences. In addition, some difficulties such as dyslexia may be partially defined by the learning style. For
example, students with dyslexia tend not be strong in short-term working memory and sequential processing
and therefore, tend not to be strong in the area of recall necessary for ‘left-brained’ language skills. Their
preferred approach to cognition is often ‘right-brained’ approaches, such as imagery and holistic methods.
Others have problems with abstract language and are tactile/kinaesthetic learners, who need to manipulate
materials to understand concepts. Many poor readers are tactile/kinaesthetic learners and have low auditory
ability, i.e. do not respond well to verbal explanations.

Generally speaking, ‘right-brained dominant students’ need an overview and clear context before they can
learn steps or sequences. They also need to make personal connections in order to learn. They find language-
based concepts very abstract and difficult, hence learning these best through concrete, highly contextualised
and personally relevant materials and activities.

Offering students opportunities to learn in the way that they learn best is the essence of inclusiveness. It also
is an effective way of creating a successful learning experience and counteracting previous failure.

Consequently, many students learn better when:

e The teaching is appropriately multi-sensory (everything is at least visual and tactile as well as
auditory);
e The learning journey is well structured (always goes from what they know and has clear learning
points);
e The teaching is sequential (everything links and builds);
e There is a substantial amount of over-learning (teach things in a number of ways)
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e Learning is interesting and engaging (make everything fun and interesting, use various activities and
lots of colour and bright resources; focus on things that are of interest to the students which they can
enjoy)

e There are lots of quick wins at the beginning and lots of appropriate rewards as the learners go along;

e There are many opportunities for success

e Planning and preparation (and making resources) are critical.

e Thelanguage you use is very important (use appropriate praise).

e Know their strengths and weaknesses.

o Be flexible (if something does not work, change it. If the child does not learn from the way that you
teach, change it).

Supporting students with perceived cognition and learning needs
Support for reading

It can be helpful to use this grid to think about whether children are having difficulty ‘decoding’ the symbols
for reading (word recognition), or understanding words and sentences, or both. When a teacher or teaching
assistant is aware of the core problem in respect of literacy, it is easier to differentiate. If the student has
difficulties with decoding, this skill can be taught specifically. The student can then access more complicated
text by using text-to-voice software on a computer. If a student seems to read well, but is not understanding
the text, the support will be different. The student may need to discuss the topic first so they are thinking
about the overall context. This may help them to access the meaning of the document. Pictures may help.
Some children benefit from reading about things they are particularly interested in and this can help them to
increase comprehension. If a child is weak in both areas, it is important to decide which area is the core focus
in a lesson, so that the other area can be supported or ‘scaffolded’. The child cannot focus on difficult
decoding and difficult comprehension at the same time.
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<The above image shows arrows emerging from the centre of the image in four directions, pointing at four
blue boxes that respectively say “Language and comprehension processes (good)” and “Word recognition
processes (good)” and “Word Recognition processes poor)” and “Language comprehension processes (poor)” >

Children may:
1. Have GOOD word recognition processes and GOOD language comprehension
2. Have GOOD word recognition processes with POOR language comprehension
3. Have POOR word recognition processes and GOOD language comprehension
4. Have POOR word recognition processes and POOR language comprehension

Teacher training activity: Think about children you teach. Where on the grid would they sit? What type of

activities might help them?

Support for writing

Think about the following activities:
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Teach about the
writing process

Set specific goals
and teach study

skills

Teach grammar in
context

handwriting,
spelling, sentence
construction,

Teach writing for
different purposes

Make sure daily
writing is planned
into sessions

typing

Create an engaged
community of
writers

<The above image shows seven blocks of blue with text inside each one. The text reads 1. Teach about the
writing process; 2. Teach grammar in context; 3. Teach writing for different purposes; 4. Set specific goals and
teach study skills; 5. Teach fluency with handwriting, spelling, sentence, construction, typing; 6. Make sure
daily writing is planned into sessions; 7. Create an engaged community of writers.>

Link to training activities:

Think about opportunities you have for developing student writing. How can you support the learners in
your classes to develop their literacy skills? Do you teach subject specific vocabulary? Do you provide
frames and scaffolds to support writing? Are writing tasks differentiated in order to support students
described as having Special Educational Needs?

Study Skills to support learning

The following activities help children to learn and revise taught topics.

organising information
notetaking

<The above image shows a frame titled ‘Legend’ containing the word ‘Study skills’ with stylised arrows pointing
out in all directions including the words ‘Writing for different purposes and audiences’, ‘reading for different
purposes’, ‘finding out information’, ‘learning and remembering’, ‘skimming and scanning’, ‘organising

Writing for different purposes and audiences
reading for different purposes
finding out information

learning and remembering

skimming and scanning

Study Skills

information’, ‘organising time’, ‘notetaking’, ‘summarising’ and ‘revising’.>
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Many students with special educational needs do not develop study skills naturally. This means study skills
need to be taught explicitly. Problems may lie in the following key areas

e  Memory: facts, names, sequences, rote learning

e Concentration

e Expressive writing problems: even when orally competent
e Copying and note taking

e  Word retrieval

e lLack of automaticity

e Confidence

Difficulties with personal organisation and time management may also need additional support.
So how can we help?

e  Explicitly teach how to use homework organiser or planner
e Timetables (visual timetables, ICT versions)

e  Plan things in advance

e Teach learners to prioritise work in the time available

Examples of Study Skills that could be taught:
Skimming and scanning

e Speed read or skim text to get the main idea.
e Scan text to find a specific piece of information.

Classroom support in the area of cognition and learning

As mentioned above, students may have needs in more than one area. So, it would be difficult to give SEN
related labels to children especially given that some may not have their difficulties identified. Nevertheless,
the area of cognitive and learning difficulties may include mild, moderate or profound learning difficulties. It
also covers severe learning difficulties, i.e. intellectual impairment, such as Down syndrome - each can be
identified by their score on the 1Q test. For some of these students, developing an individual educational (IEP)
plan to meet their social and educational needs will be necessary. The IEP could be implemented in the
classroom alongside their peers supported by differentiation methods.

Cognitive and learning difficulties also include those with invisible difficulties, referred to as specific learning
difficulties (SpLD), e.g. dyslexia, dyscalculia and dyspraxia. It has been noted that this group of students may
constitute nearly 10% of the school population, of which nearly 60% of them may be able to manage their
learning difficulties when provided with the appropriate support.

Whilst some students may require additional one-to-one support to reach certain targets, teachers would still
need to support them to be as independent learners as possible. Offering gradual support for those who
would need it may help these students to accomplish the same educational objectives as their peers. Here are
some tips that classroom teachers or their classroom assistants can follow to support students generally and
those with SpLD in, particular, in order to maintain their independence to as great an extent as possible,
regardless of the placement of the support, i.e. outside or inside the classroom settings.

e Allow self-scaffolding - this should be at a relatively general level. In doing so, teachers encourage
students to demonstrate their knowledge of what is required of them.
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e Prompting - if students require further help, teachers can prompt in different ways. They could say
nothing (allowing students to think for themselves), offer verbal prompts that give hints as to how to get
on with solving the exercise or provide indications about where they can get some further information
that would help them to understand what is required of them.

e Clueing — teachers can hint at part of the answer, but they should always avoid giving a big clue that could
give away the answer directly

e Modelling —if students still require further help, teachers can model. This refers to how they can
demonstrate how to carry out the part of the task the student is unable to do

e  Correcting — the last technique a teacher can adopt is to give the answers

Using multisensory approach to teaching and learning could be of support to all students including those with
SpLD. Furthermore, in support for those with SpLD, teachers during reading time could use paired reading
approaches, introduce the story by using the questioning technique to engage interest and give background
about the story prior to reading it to help students better follow the sequence of events. Supporting students
to use different techniques in learning new vocabulary, e.g. saying the words out loud, recording new
vocabulary in order to listen back to them, speaking through them with a peer and developing the student’s
own dictionary of key words, are all other strategies that could be deployed. Dyslexia is usually associated with
limitations in reading, spelling, writing, sequencing, organisation, planning, memory and self-confidence.
However, those with dyslexia can be described as being creative, artistic, having excellent problem and
reasoning skills, as further explained in the following section. For them to get good results, teachers need to
support these students in their area of weakness, whilst also recognising their strengths.

Communication and Interaction

Children with communication and interaction difficulties need specific support when communicating
instructions:

1. Be straightforward

When communication skills are developing normally, there is a lot which is simply obvious and goes unstated.
This, in the school environment, can be particularly challenging for children and young people with certain
types of speech, language and/or communication needs.

2. Use visual support

Our everyday understanding is reliant on a lot of ‘top-down processing’, that is, we are using the context to
anticipate what might be said. A rich non-verbal context (with diagrams, images or objects to directly refer to)
can make it much easier to understand each other.

Auditing classrooms to help support better communication

One of the outputs from the Better Communication Research Programme was the Communication Supporting
Classrooms Tool (see Appendix 1). This tool, downloadable from here
http://www.thecommunicationtrust.org.uk/resources/resources/resources-for-practitioners/communication-
supporting-classroom-observation-tool.aspx provides a structure to audit classrooms in Grades 1 and 2 to
assess how efficient they are in supporting spoken language.

This observation tool assesses the following three dimensions of language learning:

e The language learning environment — the physical environment and learning context;
e Llanguage learning opportunities — the structured opportunities to support children’s language

development; and
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e Llanguage learning interactions — the ways in which adults in the setting talk with children.

Link to training activities:

Teachers on the training programme will be given a copy and encouraged to explore the use of ‘The
Communication Supporting Observation Tool’ and consider how it works in Omani schools.

Teachers and schools who are ‘Inclusion Champions’ (see Road Map towards Inclusion) can collect this
information from teachers and schools and suggest refinements and improvements to suit Oman.

Some core activities that teachers can do that emerged as having a significant impact on children’s language
usage include:

e  Using children’s names to draw attention
e  Getting down to child’s level

e Using symbols to reinforce language

e Pacing of oral language

e Pausing

e Confirming contributions

e Encouraging use of new words

e Using open ended questions

e Using clear language choices

e Encouraging turn taking

It can be difficult to know how young people are progressing with their speech, language and communication
skills. The Communication Trust has produced Speech, Language and Communication Progression Tools? for
children and young people of secondary school age. These are designed to help teaching staff to identify
children and young people who may be struggling to develop their speech, language and communication skills,
and to track progression of these skills.

They are relatively inexpensive and can be supportive of classroom teachers who wish to understand students’
needs in greater depth:

https://www.thecommunicationtrust.org.uk/resources/resources/resources-for-practitioners/progression-
tools-primary/

This type of investigation can be the start of Person-Centred Planning, where detailed information about a
student is obtained. Person-Centred Planning will be covered in greater detail in the final unit of this guide.

Activity to support early reading and talking:

The images below were designed to help children to learn new words. The teacher can use a card-matching
game to teach new words. Later, students can try to design their own pictures to illustrate new words that
they learn. Children can show their word pictures to other children and see if their partners can read their
words.

2 http://www.thecommunicationtrust.org.uk/resources/resources/resources-for-practitioners/progression-

tools-secondary/#sthash.xoEhmwYk.dpuf
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<The above image shows colourful line drawings of four animals: a cat, a duck, a dog and a fox, drawn in the
style of an alphabetic symbol.>

Children can use pictures like these in Art as well as when learning Arabic. These pictures were designed by
Mahmoud Tamman.

O

Bicycle aals

<The above image shows colourful line drawing of a bicycle in the style of an alphabetic symbol. Below the
image it says ‘Bicycle’>

Attentional difficulties

Many students of those described as having special educational needs find maintaining attention during
lessons difficult. This is a crucial part of differentiating for pupils with special educational needs because
teachers can plan for this in their lessons. This means that pupils are accessing lessons, rather than getting told
off for losing focus.

Paying attention is something that we expect children to do when they are interested and when they know
they should. For some children, however, engaging and disengaging their attention are processes that they
have less control over. They might find verbal processing exceptionally effortful and tiring, for example. Or
they may find it particularly difficult to screen out distractions and background noise. See the section on
understanding behaviour below for further ideas.

Social Emotional and Mental Health

How schools can respond to the needs of children with Social, Emotional and Mental Health needs:
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Children with Social, Emotional and Mental Health Needs can often be supported in the classroom through
sensitive teaching and whole school provision, although specialist support may sometimes be needed.

The curriculum can include the promotion of self-esteem, independence and personal responsibility and look
at topics such as work-life balance, stress management and healthy relationships. It can address the
importance of sleep and practical relaxation techniques.

Helpful approaches can include:

e Strong teacher-child relationships based on trust and respect

e  Activities to help draw on intuition, creativity, imagination and metaphor.

e Shared activities with a wide circle of friends

e Whole school policies promoting students’ sense of belonging to the school.

Supportive Activities

e Helping children to make sense of their feelings

e Emotional literacy work

e  Nurture groups

e  Using visual aids to help children understand facial expressions

e  Rehearsing different feelings

e Drama

e  Playing games that involve commentary on feelings

e  Play therapy

e  Music and music therapy

e Art work that includes talking about feelings

e Dance

e Appropriate discussion about your own feelings

e Animal based therapies, such as Nurture Dogs and Equine Therapies

e  Being willing to answer the child or young person’s questions

e Noticing when the child or young person is beginning to see the world differently, and building on
this

e  Exploring ideas and discoveries with the child or young person

e  Teaching thinking skills

e  Promoting group discussion

e Challenging distorted thinking appropriately

e Introducing new ways of finding out about the world

e Being prepared to communicate in different ways to engage the child or young person (phone,
text, video conference, teaching sign language even when children have spoken communication,
and so on)

Enabling children to be a part of shared activities so that they can take an important role in their community,
as shown by this photograph:
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<The above image shows a photograph of a collage laid on top of a velvet cloth. The collage features four
photographs from what looks like a parade, with Arabic text across the top.>

Physical and Sensory Needs

Students with Visual Impairment may need tactile resources to access the curriculum, help with writing or
dictation and a non-cluttered physical environment to support moving around and location of objects.

Students who require assistance with walking or other movements will need an audit of the classroom and
school environment to ensure that there is space for wheelchair mobility or the use of other assistive devices.

Students with sensory processing difficulties can find classrooms to be too noisy or too cluttered. You can
download a classroom sensory audit here:

The Autism Education Trust has an Audit to assess the sensory load in schools:
Sensory audit tool for environments - AET Training Hubs

Inclusion in the classroom: Guidelines on providing support for students with different impairments and/or
difficulties
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http://www.google.co.uk/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&cad=rja&uact=8&ved=0CB8QFjAAahUKEwiyuNznkJfJAhWF0hoKHRlyAkk&url=http%3A%2F%2Fwww.aettraininghubs.org.uk%2Fwp-content%2Fuploads%2F2012%2F05%2F37.1-Sensory-audit-tool-for-environments.pdf&usg=AFQjCNFYzqhU8_LnCjtP5AkqtnVojK2SyA&sig2=wH3sDrDiYs272sHgMFYsmg

It has been already established that students with disabilities have different needs and so may have learning

needs in more than one area. Furthermore, not all students with disabilities have their needs identified. Whilst

in the following sections, difficulties and/or impairments are grouped into different groups, the individual

needs of each students would still need to be considered separately in any effort to meet their learning needs.

a)

The area of sensory and physical impairments

There is consensus among advocates of the social model of disability that the real barriers that this population

may face are not caused by their impairment, but rather, by their unmet learning needs. There is often a lack

of information that they can access and misunderstanding of their support needs. Those with sensory and

physical impairment may face access related barriers, some of which can be met by having an accessible

physical environment as well as appropriate furniture and spaces in their classrooms in support of their

inclusion. Hence, in support of implementing inclusion in their classrooms, teachers consider the following.

Foster positive communications between students with disabilities and their non-disabled peers, as
social inclusion should be as important as their educational inclusion.

Get to know the ability of the student to use their residual hearing or vision, as this may inform the
best place for them to sit.

Encourage pair and group work, where students with different abilities work together and support
each other.

Motivate peers to learn sign language and to communicate directly with their hearing impaired peers.
Possible ways of doing this could be by distributing some signs across the classrooms, run sign
language classes and by being supported by an adult to directly communicate and interact with their
peers with hearing impairment. The same applies to peers of students with vision impairment or any
other impairment and/or difficulties.

Use multi method approaches when providing information, e.g. verbal and/or written class
instructions, also prompt and model (so the student is clear about the task being asked of them.

Provide intuitive description, 3-dimensional objects, tangible materials and/or real objects to make
ideas clearer to the students where appropriate.

Make accessible resources catering for the specific needs of the students in a timely manner e.g.
classroom sheets, reading materials, supportive educational resources, handouts, captions etc.

Be approachable outside of class time for individual consultations and further explanation for those
who would benefit from this.

Support students in becoming familiar with the layout of their classroom and with the school as a
whole, including the areas that students of certain classes would need to use e.g. playground, toilets,
assembly points, staffroom, support office and head teacher’s office.

Encourage students with sensory impairment to utilise the remaining hearing or sight they may have.
Keep the level of your voice ordinary when communicating with these students. Do not be afraid of
using colourful materials in the classroom, as colour contrast may be of great benefit to students
including those with vision impairments.

Do not enlarge the font of the sheets without making sure that the size meets the preference of the
student.
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Schools that have students with sensory and/or physical impairments would need to run frequent training
sessions on possible ways to support, interact and communicate with those with hearing impairment, visual
impairment and/or physical impairment. Schools also need to be able to identify and assess the individual
requirements of their students, to use support from a qualified individuals in vision and hearing impairment, to
offer CPD training so that teachers are kept up-to-today and supported with what they have found
problematic and to be able to provide teaching resources in support of implementing inclusion in the
classrooms and in the school at large.
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<The above image shows a photograph of a desk containing several folders and books, and on top of them a
plastic puzzle game for young children, called ‘Hide and Seek’.>

Classroom design to support different areas of need is shown below. In this picture you can see that the
classroom has been rearranged in several different ways to make the learning richer and more varied:
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<The above image shows a photograph of two laminated collages of photographs, again on top of a velvet
sheet. The pictures are difficult to read because of the flash of the camera reflecting off plastic. Arabic text
across the top.>

Technology to support learning

Technology can be a valuable tool to enhance learning, though it is key that objectives are made very clear
when it is used. Technology can support in learning becoming less teacher led and more student centred. It
can be a powerful motivational tool especially for disillusioned and learners with perceived special educational
needs and can support them in learning independently the way they do best. E.g. a learner with poor
handwriting can use word processing, which may raise self-esteem when presenting their work. Technology
also involves multisensory learning, which is particularly effective for dyslexic learners.

“When ICT is used effectively, many of the barriers to and differences in learning can be reduced or
overcome.” (Crivelli, 2006). Where technology is used precisely and supported by teachers good impact can be
made.
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By directly addressing difficulties: i.e. helping students to learn to read and spell ICT can be used for
overlearning e.g. reinforcement and further practice of skills.

So what is available? The most common are:

e Interactive whiteboards

e iPads, tablets with voice recognition software or augmentative communication techniques such
‘ProLoQuo’ or PECS.

e laptops

e EReaders e.g. Kindle, Kindle Fire

e  Mobile phones

e  SMART pens

Mind mapping can be useful for students who struggle with linear text and a free programme ‘XMInd’ is
available. You can watch this video to see how it works: http://www.youtube.com/watch?v=6YyJNCZLZ4A

An interactive whiteboard in use is seen in the photograph below:

<The above image shows a photograph of the back of a young boy leaning over his desk, and in the
background a teacher pointing at something under the table, it is not clear what.>

Reasonable adjustments

The Equality Act UK (2010) uses the term reasonable adjustment to mean:

...changes or adjustments should be made to ensure you can access the following things if you’re disabled:

e education
e employment
e housing
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e goods and services like shops, banks, cinemas, hospitals, council offices, leisure centres
e associations and private clubs like the Scouts and Guides...

What is a reasonable thing to ask for depends on things like:

e your disability

e how practicable the changes are

e if the change you ask for would overcome the disadvantage you and other people with disabilities
experience

e the size of the organisation

e how much money and resources are available

e the cost of making the changes

e if any changes have already been made.

A reasonable adjustment is when the school makes a particular effort to enable a child with a disability or a
perceived special educational need to access the school environment, the school curriculum or community
activities.

The Equalities and Human Rights Commission provides useful examples of reasonable adjustments in schools:

http://www.rota.org.uk/sites/default/files/webfm/psed/reasonable_adjustments_for_disabled_pupils_guidan
ce_pdf.pdf

1. A student with disabilities requires assistance with personal care needs such as toileting, washing and
dressing. This assistance is provided during the school day by his learning support assistant provided
through statutory funding. The school arranges a residential school trip for his year group. The student
wishes to attend but is not able to do so unless his personal care needs are met.

Is he at a substantial disadvantage?

Yes he is unable to attend the trip with his peers.

Could the disadvantage be avoided?

The following options could avoid the disadvantage and enable the student to attend:

asking his learning support assistant to go on the trip and provide support beyond the normal school day

liaising with social services to see if any support can be provided by them discussing with the student and his
parents ways they think the support could be provided, such as a family member going on the trip to provide
the overnight support.

Is it reasonable for the school to take these steps?

These steps are all potentially reasonable depending on the circumstances. If it is not possible for the school to
find a reasonable means of enabling the student to attend then it should consider whether there is an
alternative equivalent trip that could be organised for that year group that the student with disabilities would
be able to participate in.

2. A child with Asperger’s syndrome attends a school and is provided with transport which is a school bus
which stops near to her home and then goes to the school. She wants to attend an after-school activity and
although there is a bus which she could catch home she would need to change buses and isn’t familiar with
the route.

Is she at a substantial disadvantage?
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Yes, she can’t attend after-school activity.

Could the disadvantage be avoided by the provision of an auxiliary aid or service?
Yes by the provision of individual transport.

Is it reasonable for the school to take this step?

In some circumstances it may be reasonable for the school to provide individual transport but there are also
other options that the school could consider such as working with the student to develop her independent
travelling skills which might include someone escorting her on the bus the first few times or practising the
route with her.

Person-centre Planning

Person-centred planning is a child-focused way of learning about an individual child. It relies on listening to the
child’s opinion and including the family and child in planning decisions. In the section below is an example of a
person-centred planning template for a child with behavioural difficulties.

Managing Behaviour: what is the child trying to communicate?

Managing behaviour in the classroom can be very difficult for teachers and there is often not an easy answer.
Instead the teacher will need to work with other professionals to find out what is causing the poor behaviour.

Poor behaviour can be caused by:

e  Problems with communication which cause frustration for the child

e Not achieving well academically which can make a child feel shame or anger. Sometimes they may act
foolishly in class to divert attention away from their academic difficulties. Typical difficulties include
problems with: literacy; working memory; understanding instructions; impulse control or
communication skills.

e Anxiety and fear

e Poor friendship making skills, so the child feels like an outcast

o Difficulties at home which are causing stress to the child

e Anundiagnosed disability or unmet educational need

e Problems with sensory processing, such as finding a classroom intolerably noisy or not being able to
bear the flickering of a light

e  Problems with transitions — moving back in from playtime or from one classroom to another
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Template for discussions about a child’s behaviour:

Child’s name and Grade

Reasons for concern:

Data on Reading:
Spelling:
Writing:
Maths:

Other:

Ability to remain ‘Calm and Alert’ in lessons:

Ability to follow instructions:

Organisational Skills:

Academic Progress: Expected level:
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Situations that the child finds difficult to manage:

Situations that the child finds easier to manage:

What comments does the child make about this situation?

What comments do the child’s family make about this situation?

Whole class provision:

Check your classroom provision. Examples of areas to explore:

e  Multisensory teaching

e Oneinstruction at a time

e Accessible texts supported by age-appropriate visual materials
e Differentiated teaching

e Use of Assessment for Learning

e Use of collaborative learning
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Are any teachers, lessons, weekdays or times of the day regularly better for the child?

What might be the reason for this?

Other information about the child:

Gather information about the child from teachers, specialists, family and the child him or herself.

e Are there other difficulties in the child’s life such as bereavement, abuse, trauma, bullying or
being a young carer?

e Have other concerns been raised?

e  Could poor language skills be impacting on learning?

e What assessments or screenings have been undertaken?

e What interventions have been tried and were these tried appropriately? (see Intervention
Template below)

Any other notes:
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The Targeted Intervention Template

Targeted Intervention selected plus reasons for selection:

Other considerations:

e Isthere an evidence-base to support choice of intervention?

e  What skills are to be addressed?

e How long should the intervention be in place?

e How will progress be measured?

e What s the expected progress of the child?

e  Who will carry out the intervention?

e Does the teacher or Teaching Assistant have the necessary training to carry out the
intervention effectively?

e  Where and when will the intervention be carried out?

e How will missed curriculum areas be covered?

e How will the child’s potential tiredness be managed?

Record of Intervention (to be completed after each session):

Date:

Time:

Place:

By whom:

Progress made:

Other comments

At the end of the Intervention:
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Was the expected progress made?

How was this measured?

Was the Intervention delivered with fidelity (see questions above)?

If expected and satisfactory progress was made, return to the Flow Chart. Is another intervention
required?

If the intervention was appropriately delivered and satisfactory progress was not made and the
concerns remain, the child must be signposted to further specialist assessment.

Additional notes
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Some useful ideas to manage behavioural difficulties:

1. Build a relationship with the student

e Simple actions such as greeting by name each morning and remembering details to ask a child about,
such as, ‘You visited your grandparents this weekend. Did you have a good time?’

e Noticing when the child seems particularly unsettled and naming the emotion you think you can see.
‘Are you worried?’ or ‘I think you might be feeling angry/frustrated’ can all help a child to feel supported
and understood.

e  Making sure to notice when a child has achieved something. Sometimes a child who finds it difficult to
sit still may try very hard for ten minutes, but get into trouble for moving in the twelfth minute. Instead,
praise the effort made and encourage further effort, such as, ‘I can see you have tried really hard —just
five more minutes needed!” A child may be helped by use of a stop-clock or egg timer, or the teacher
may give a small active task, like placing some books on a shelf, if a child needs a little bit of movement
before they can return to work.

2. Think about routines

Classroom routines may need to be specifically taught to some children. They may need to practice routines
such as lining up.

3. Are we asking too much of a child?
All of the following may be challenging for some children:

e  Sitting still

e Too much listening

e Too much writing

e Instructions too complicated

e language not easily understood

work too easy or too hard
4. Disciplinary measures

e Use positive language to redirect to the desired behaviour. Instead of ‘stop throwing the pencil’ use
‘please finish your sentences’. Make sure that the task is possible for the student.

e Be reflective — does the discipline work or does it make things worse? You may need to change your
approach for very anxious or traumatised children.

5. Do we need more information about a child?

Occupational therapists, educational psychologists, speech and language therapists, autism specialists may
identify triggers to poor behaviour that will help a teacher to support a child in class.

Case Studies
These three case studies come from Omani teachers who have contributed to this training guide.

Learning Arabic
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A child in Grade 2 had problems with pronunciation, such as the ‘Tcha’ sound. The teacher showed him the letter
and played a song which used the sound extensively. The child was encouraged to sing the song with other
students to practice the sound. The child was then encouraged to read a story with many examples of the ‘Tcha’
sound, using the correct letter in the relevant words. The story was shared with other students, which
encouraged motivation and inspired the pupil to want to read the story and practice the song more often. The
teacher supported the child by modelling the way the sound was made using the shape of the mouth and
showing how the tongue pressed on the teeth to create the sound. Finally, the child was encouraged to draw
words containing the ‘Tcha’ sound and show these to other pupils. This helped the child to practice the sound
and also to hear other students making the sound.

Core strategies used in this example:

1. Multi-sensory approach: sounds, words, pictures, music, drawing, stories, observation and practical methods
were used

2. Modelling: the teacher demonstrated the correct way to use the mouth
3. Task Analysis: the task was broken down into very small steps
4. Collaborative learning: working with other students supports motivation. Students learn well from each other.

5. Repeating core learning using different methods. This enables a child time to focus on the important point,
but it remains interesting because different methods are used.

Ways to extend the activity:

1. The child, alone or in a pair, could write their own story to demonstrate the sound. The stories can be shared
around the class and used to demonstrate different letter-sound combinations.

2. Using a game, such as matching cards or a memory game, based on the sounds being learnt.
Behaviour difficulties caused by problems in communication

The same child had difficulties expressing when they needed something, such as needing a toilet break. The
teacher discovered that the poor behaviour was caused by panic and anxiety, so she devised a signalling system
so that the child could indicate if there was a difficulty.

Core strategies used in this example
1. The teacher acts like a detective to identify the root of the problem.
2. An alternative communication system is put in place to signal an urgent need or requirement.

3. The relationship between student and teacher is strengthened by a ‘problem-solving’ approach instead of a
punishment.

Ways to extend the activity

1. Some children benefit from ‘picture cards’ to support communication. ‘PECS’ is a Picture Exchange
Communication System which can work well for students with significant communication difficulties or Autism.

Link: http://pecsusa.com/pecs.php
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2. Sometimes a child may need an assessment to identify the extent of their communication and interaction
needs. These resources are not in Arabic, but they are designed for teachers to identify if the child requires
further support:

http://icancharity.org.uk/resources/progression-tools-communication-trust-set
Child with complex physical needs

This child was ten years old and in Grade 2. She used a wheelchair due to impairments in mobility. Sometimes
the child exhibited excessive movements and had poor control of their arms and legs. She also had some learning
difficulties. The school thought carefully about access and made sure that lessons were taught on the ground
floor in a classroom opposite a toilet that had a wide door to enable wheelchair access. The classroom furniture
was also rearranged to enable her to move around and to access the Interactive Whiteboard at the front of the
class.

The girl was good at Mathematics, but had difficulties with Arabic as well as physical difficulties, such as holding
the pen. This made her writing slow so she was encouraged to give answers verbally. She was also given more
time in dictation activities. The teacher used photographs of everyday objects and sensory objects as a regular
part of her lesson planning.

Core strategies used in this example

1. Modifying the environment to create maximum access to resources and enable children with physical
disabilities to access a school environment alongside their peers.

2. Recognition of strengths, such as mathematical ability.
3. Use of real-life objects and photographs to allow access to the topic.

4. Differentiating assessments: the girl was assessed on her knowledge through dictation, not just writing. This
means that her full abilities can be seen, whereas if she was only judged through her writing, her full knowledge
would not be visible. Similarly, extra time in dictation enables her to complete a task instead of failing in it.

Ways to extend the activity

1. Speech-to-text software on a computer can be very helpful in helping students with disabilities to create
written work.

2. Using other students to do pair work on projects can be mutually beneficial; for example a student who needs
help with maths could learn from this student and help her with the written part of a maths lesson.

Case study example as a Teacher Training Activity
Student with poor motivation and reluctance to learn:
Kareem is a student in grade 4 who does not like school and does not show interest in attending school.

He is frequently absent but when he does attend, he disturbs teachers and friends and creates chaos. He is
aggressive and prone to physically abuse his friends. Educationally, he is laidback and does not achieve his
educational goals. Teachers try to befriend him but he does not respond or demonstrate interest in any of his
teachers, even ones he likes. If he perceives a negative reaction from a teacher, he is prone to respond with
negativity and aggression.
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Ask teachers: What would you do to support for this student?
Examples might include:

e Communicate with the parents

e Create a plan with the support of a teacher in SEN

e Undertake strategies to motivate the student and to acknowledge their positive contributions
e  Assign them certain tasks to do in class

e Reward and acknowledge their achievements in front of other students whenever possible

Always keep him engaged in stimulating tasks in class.

WHOLE SCHOOL COLLABORATIVE JOINT PROFESSIONAL PRACTICE (SUCH AS LESSON STUDY)

The most important element for Inclusive Classrooms is teachers. Schools need to provide a permanent
structure for teachers to practice strategies and discuss them with colleagues. This is particularly crucial as
teachers continue to need support throughout their career to access opportunities for professional
development, collaborative learning with colleagues and reflective practice. Children with special educational
needs flourish in these vibrant environments.

There are many ways to achieve this. One way is to ask schools to feedback to the Inclusion Champion schools
how the above strategies are working. This means that schools will be able to improve on the ideas to fit more
exactly to the needs of students, parents and teachers.

Another way is called ‘Lesson Study for Inclusive Classrooms’.

Lesson Study is a way for three teachers to design a lesson together. The lesson uses some of the ideas above.
One teacher delivers the lesson and the other two teachers watch how three children with special educational
needs respond to the different teaching strategies.

The teachers interview the students and talk together afterwards. They then design the next lesson and the
cycle continues.

In what follows, a procedure that can be used to conduct the lesson study is described in further detail.
What do teachers need to consider when jointly plan a lesson?

The teachers jointly plan a lesson that each of them will teach. The aim of this lesson is for the teachers to
gather their expertise as to how to gauge the participation of all the students, including those requiring special
educational needs support. In doing so, teachers need to consider the following during the planning stage of a
lesson:

e Learning goals
e Rationale for selecting the identified lesson
e Necessary accommodation of some students
In selecting their topics of lesson study, some possible reasons for identifying a lesson are:

e  Part of a new curriculum
e Challenging for students to learn
e Challenging for teachers to teach
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e  Part of an upcoming lesson
Informed by the rationale for lesson selection, teachers identify the topic they would like to be the focus of the
lesson study.

The topic of the lesson study should state the learning goals, in other words what students are expected to
understand and be able to do by the end of the lesson.

The planning stage may also include:

e Sharing thoughts regarding how teachers have taught or would teach the lesson.

e Discussing and debating the advantages of applying different types of class activities, assignments,
exercises and teaching strategies.

e Discussing how past students have succeeded or struggled to learn the topic in question.

e Determining possible ways of collecting evidence to measure the extent to which the learning goals
have been achieved, e.g. interviewing students afterwards, videoing the lesson.

o Developing an observation protocol based on predictions of student responses and deciding what
types of evidence will be collected from students through the conducted observations.

By considering the above, with a focus on past experiences and personal approaches, teachers can design a
lesson which eventual aims are to help students to achieve the identified learning goals.

Delivering the lesson — the subsequent stage of the process

Whilst each teacher delivers the lesson, the other two teachers observe the process, focusing on the way
students engage and respond to the teaching and learning process.

Each time after the lesson is taught, the team should reflect on what has happened on the hand of their
observation notes and the views of students and the video recording (if agreed to be appropriate) to analyse
processes and outcomes. Teachers may then adjust the lesson plan before it is taught by the next teacher.

Once the lesson has been delivered by each of the three teachers, a short report should be prepared,
summarising the findings of the process and recommendations for future practice.

This report can be presented in a school meeting in which all three teachers may present their findings and the
conclusions they reached. Based on this, implications for policy and practice on school level should then be
discussed.

When using lesson study, defined as an approach that has proved its effectiveness in building professional
development, the following issues should be considered:

Throughout the process, teachers should practice what is referred to as ‘cognitive empathy’. This involves
looking at the subject matter from the student’s point of view, working to understand how students learn. For
example, a student with vision impairment could participate effectively in team work, if the student is pointed
to the exact part of the problem the team are working to resolve. It could also be gathered from previous
experience that if this student was familiar with the content of the problem, the student may participate more
effectively with the rest of the group.

Headteachers should support teachers in conducting the ‘lesson study’. This could be done by providing
teachers with the necessary time to meet in preparation for the lesson and meeting after each teacher deliver
the lesson and to hold final discussions and reflections.
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The findings should be discussed in a school meeting and made available for other teachers. This is another
way for headteachers to follow and support this process.

Having described the procedure of conducting lesson study, the following section explains the implementation
of this approach in practical terms.

Are you a newly-recruited teacher or an experienced teacher who just have heard of ‘lesson study? If so, let’s
get started!

e  First, familiar yourself with the ‘lesson study’ approach and its importance in building inclusive
teaching environment. Equally, familiar yourself with its procedure, as explained in the section above
and in the below-listed references.

e Select three teachers. The ideal scenario would be one teacher experienced in SEN, one new to
teaching and one an experienced teacher. Set a clear rationale for conducting the ‘lesson study’.

e  Plan the lesson together thoughtfully and collaboratively.

e Identify the classroom where the planned lesson, focus of the ‘lesson study’ will be delivered.

e Agree on the focus of the lesson, e.g. the strategical location of Oman.

What you would like students to achieve by the end of the lesson and be able to do: a) understand the
importance of the geographical location of Oman, b) indicate the location of Oman on the map and c) name
three characteristics that make the location of Oman unique among the Arab Gulf countries.

o Now think about the students in the classroom, e.g. What resources need to be created in support of
achieving these goals? What grouping technique would be useful to follow with these students? What
formative assessment can you follow to assess the extent these learning objectives have reached all
of the students?

o Describe the accommodation you would need to make to ensure the same learning outcomes would
reach your student with a disability. You can do so by answering the following: what may be
challenging for my student with a disability in this lesson? What accommodation needs to be in place
to address these challenges? In what ways does the accommodation serve to support this student to
reach the set outcomes?

e  Furthermore, establish what previous knowledge you have about the students, e.g. What do they
already know? What do you need to teach them during this lesson? What sequence you will follow?
What do you want them to understand by the end of the lesson? What teaching techniques would be
helpful for these students? How will they respond to the planned activities?

e In addition, discuss issues that may arise during teaching the lesson and how teachers would deal
with them. What evidence should teachers observe to discuss about students? What motivation,
understanding and behaviour and data collection forms must be prepared to record these
observations?

After addressing the above, the lesson is ready to be delivered. One teacher delivers the lesson, while the
others observe and collect data on student responses, focusing on academic and social development.

Prior to the lesson being taught by the second teacher, the teachers meet to discuss the applied teaching
instructions, along with the students learning, before it is taught by the second teacher following the
procedure explained in the section above.

For further information about ‘lesson study’, please see the following references:

IBE-UNESCO (2016). Training Tools for Curriculum Development — Reaching Out to All Learners: a Resource
Pack for Supporting Inclusive Education
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http://www.ibe.unesco.org/sites/default/files/resources/ibe-crp-inclusiveeducation-2016_eng.pdf
Dudley, P. (2014). LESSON STUDY: A Handbook. http://disde.minedu.gob.pe/handle/123456789/5017

Teacher Training Activity:

A work book by Peter Dudley (provided) will help schools to design a lesson study structure that works for
them.

Final Activity: Developing an inclusive school
List at least six ideas that you would like to see in your school.

1.

6.

Now place them in the following grid:

Quick to implement Long-term planning needed

Inexpensive

Expensive

This is a starting point for strategic planning in your educational environment. Ideas in the top left-hand corner
are known as 'quick wins' which can be important when trying to change whole school ethos and persuade
other people to invest time and resources into longer term plans.
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SECTION 5: SUMMARY OF CORE TEACHER ATTRIBUTES, SKILLS AND KNOWLEDGE
FOR INCLUSIVE TEACHING

Summary of core teacher attributes, skills and knowledge for Inclusive Teaching

WHAT TEACHERS NEED TO ESTABLISH

Teachers’ need to know that it is their responsibility to teach everyone in their classrooms, including those
who are described as having SEN. They need to plan for an individual or a group for students who are
described as having SEN. They should be able to assess the learning of all their students, including those
described as having SEN in the classroom.

Teachers need to understand that the inclusion of students with disabilities in their mainstream
classrooms should not just imply the presence of such students. Teachers should ensure the meaningful
participation and active engagement of all their students including those who are disabled in the teaching
and learning process, leading to the obtaining of a quality level of education for all. The ultimate goal that
teachers need to aspire to is developing their students’ learning autonomy, including for those identified
as having SEN.

Whilst teachers may need to acquire the necessary knowledge and skills to implement inclusion, and that
they may need to be supported to do so, they also need to initiate developments using their already
existing knowledge in relation to identifying possible ways of including all the students in their classroom.

Teachers would need to ensure that all their students, including those requiring SEN support, feel safe,
secure, valued and respected.

Students with impairment and/or difficulties very often have difficulties in more than one area and
therefore, teachers need to treat students with disabilities as individuals. Even if teachers encounter two
students with the same type and severity of the impairment and/or difficulties that should not be
interpreted as meaning that these students may share the same learning needs. Rather, teachers need to
understand the learning needs of each student and work towards meeting them.

Teachers need to establish rapport with their students requiring SEN support and have ongoing feedback
from them about what has worked and what could work better for them. Teacher should use the student
feedback for meeting individual needs and ultimately, to improve their teaching practice.

Teachers need to build a good understanding of the specific requirements of their students with
disabilities, including type of impairment/difficulty, learning support needs, method of accessing
information, previously offered support and their overall access requirements.

Teachers need to understand how best to communicate with their students. They need to follow
communication strategies that suit the students’ methods of communication, e.g. using names to address
students, getting students’ attention before starting to talk to them and making eye contact with students
so that they realise that the question is being addressed to them.

Teachers need to understand their students access requirements, be they pedagogical (linked to
delivering their lessons, grouping students or distributing tasks) or non-pedagogical (whether their
students can be independent in and outside the classroom, can access different parts of the school and
are able to socialise with others).
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e Teachers need to keep in mind that no single method of teaching is effective for all students and that the
student should be at the centre of the teaching and learning process. Accordingly, they would need to
explore and adopt different teaching approaches when targeting a teaching objective in order to reach all
students.

e Teachers need to know that while differentiation is an effective way of reaching all students, for some,
intervention from specialists in certain areas of education would still be needed.

e Teachers need to use different types of questions in their sessions, e.g. reasoning questions (What made
you select this answer? Why do you think this is the correct answer?), bouncing questions (turning the
guestion to other students, what do you feel about? What are your thoughts on this? Do you have
another suggestion?), closed ended questions (true or false/ multiple choice questions) and open-ended
questions (describe... explain...). Teachers need to avoid asking questions like, did you understand? This is
because the latter type of questioning may lead to a close ended answer that may not necessarily reflect
the understanding of the student.

e [tis crucial for teachers to know that students with disabilities are not a homogenous group of students,
and that if teachers experience teaching two children with the same type and severity of the impairment
and/or difficulty, this does not mean that these students will have the same learning needs. Consequently,
teachers will need to try different teaching strategies and approaches in order to convey specific learning
objectives to all their students, including those who are disabled. This should underpin any initiative that
has the aim of achieving education for all in classroom settings.

QUESTIONS TEACHERS MAY ASK

In what follows, responses to several questions that were raised by teachers of Cycle 1 from various schools in
Oman is provided. These included:

Q: My class is already divided into four different waves of students. Would | be able to add additional wave,
i.e. students with disabilities?

A: Students with disabilities could be part of any of the existing waves and should not be viewed as a separate
group.

Q: Can we receive information about different types of SEN as part of the training guide?

A: Receiving general information about different types of SEN does not necessarily tell you about the specific
needs of your student. Background information about the specific SEN requirement of your students should be
provided in the student assessment report linked to each student with disabilities.

Q: Will I receive students with disabilities in my classroom immediately after the training?

A: No, not before your school is ready for inclusion. Even then, you may not immediately receive students with
disabilities in your classroom. That said, students requiring SEN support may already be part of your class.

Q: Am | going to be supported and who can | turn to for help?

A: Ideally you will receive support from a SEN specialist linked to the requirements of your student with
disabilities as and when needed. You may wish to engage peer support. The presence of a classroom assistant
would also be helpful, if available and used effectively in support of implementing inclusion in the classroom.
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Q: | have already received training on assessment for learning, so why to receive training again as part of the
inclusive classrooms training?

A: Many existing teaching strategies lend themselves to inclusive classroom settings, but teachers nevertheless
must be aware of their potential to include everyone, as well as of possible ways to tailor already obtained
skills to teach all students in their classrooms.

Q: How do | explain the sounds that animals make for a student with hearing impairment?

A: In the same way that it may not be suitable to ask a student with severe sight impairment to describe a
picture that is not adjusted, it might not be suitable to ask a student with hearing impairment to recall sounds.
However, in either example, the content of a picture and the difference between sounds are topics that all
students need to acquire. Therefore, you need to find alternative ways by which the student with severe sight
impairment to feel (for example) the picture and the student with a hearing impairment can link the names of
sounds (for example) to their associated animals.

Q: Can | omit parts of the curriculum that I think are unsuitable for a student with hearing impairment?

A: Omitting parts of the curriculum for certain students is the last thing you must consider. First, you must look
for alternative ways to convey the teaching objective to all the students. Alternatively, you need to adjust the
teaching objective to accommodate the needs of the student, for example by creating relevant resources to
support accessibility and availability of information for all students. If no easy solution can be found, you are
advised to consult a specialist in SEN.

Q: Why should I include students with disabilities in my classroom?

A: Receiving quality education in their neighbourhood is the basic right of every child. Providing children with a
healthy teaching environment in which they feel part of their community is absolutely essential, regardless of
different needs, abilities or disabilities.

Q: Am | going to be responsible for students with disabilities of those who may require additional support
outside the classroom?

A: Teachers should be responsible for all their students, including their students with disabilities. Outside
classroom support, if provided by teaching assistance, should still be monitored, directed and assessed by the
classroom teacher.

Q: What about my workload? How would | prepare lesson to meet the diverse needs of students and offer
additional support if | already have so many teaching hours?

A: Ideally, the hours required for preparing, supporting and liaising with other individuals, should be
considered in your timetable in a way that enables you to balance your workload.

Q: | have 36 students in my classroom. Will | be able to accommodate students with disabilities?

A: Ideally, the number of students in inclusive classrooms need to be reduced to around 25. The number of
students with disabilities in any one classroom should not exceed three. However, you may receive only one, if
any, student(s) with disabilities in your class.

Q: The classrooms at my school is not accessible to wheelchair users and the school is not accessible
generally, so how can | accommodate a student with a physical impairment in one of my classes?

62



A: The environment would need to be made accessible for wheelchair users, that the school can welcome
them.

Q: Are all students with disabilities going to join inclusive classrooms located in mainstream schools?

A: There are students for whom mainstream schools may not be appropriate. However, there are many
students whose special needs can be met simply by adjusting teaching practice and accommodating their
individual needs in a mainstream setting. The latter group is the one you could expect to receive in your
inclusive classrooms.

SOME TIPS FROM A CYCLE 1 TEACHERS TO A FELLOW CYCLE 1 TEACHERS IN OMAN

e  Education is the right of all children. If we fail to cater to even one of our students, we deprive them of the

right to learn, grow and become effective members of their societies.

e Teachers need to nurture a spirit of equality and build equality practice among students. This way, their
students may learn to embrace and value the differences that exist between them.

e Teachers need to plan, deliver and assess each lesson. In doing so, they review and reflect on what
worked and what could work better next time.

e Always aim high for your students with disabilities and all those requiring additional or special support.
Seek all possible ways that may lead them to reach the targeted teaching and learning goals.

e Children with disabilities are valued and needed members of our classes, schools and communities.

e To successfully reach all our students, we need to use different teaching methods, different resources and

different assessment methods.

e Teachers need to build, support and encourage a spirit of collaboration, support and respect among their
students

e Teachers need to be approachable in- and outside of the classroom.

e To convey certain concepts or ideas to one or group of their students, teachers need to use different
resources. When these resources do not exist, they would need to create their own.

e Teachers need to encourage students to work independently, in pairs and in teams

e Teachers need to seek possible ways to remove barriers that may hinder students from building
friendships and achieving their educational goals.

e Teachers must remain patient and try different methods to support their students to reach their
educational potential.

e |tis very common for teachers to learn by trial and error. In doing so, teachers can identify which
strategies work, when and with which students.

e Teachers need to acknowledge that not all students learn in the same way, and that these differences may

enrich the learning process.

e Teachers need to perceive their role as challenging and stimulating and that it is not a routine type of job.



USEFUL RESOURCES

Cognition and Learning

The Education Endowment Fund uses research to suggest teaching approaches for disadvantaged pupils:
Teaching and Learning Toolkit
https://educationendowmentfoundation.org.uk/resources/teaching-learning-toolkit/

Resources to help children with literacy and numeracy difficulties
http://www.thedyslexia-spldtrust.org.uk/

Communication and Interaction

The Communication Trust has resources to help teach children to speak and communicate. This is suitable for
all age groups:

https://www.thecommunicationtrust.org.uk/

Social, Emotional and Mental Health

The Sutton Trust Report: Baby Bonds

http://www.suttontrust.com/researcharchive/baby-bonds/

REES Centre Report on Looked After Children in Schools
http://reescentre.education.ox.ac.uk/about-us/report-on-educational-progress-looked-after-children-study/
Young Minds has a collection of resources to support children with social, emotional and mental health needs:
http://www.youngminds.org.uk

You will notice that, like much of the support required for children emotional difficulties centre on
communication, support and relationship building.

http://www.youngminds.org.uk/news/blog/676_attachment_theory_in_the_classroom
The UK Department for Education produce a useful document, free to download:
https://www.gov.uk/government/publications/mental-health-and-behaviour-in-schools--2
Assessing Children's Needs

Strengths and Difficulties Questionnaire (SDQ) is an easy to use, evidence-based tool to help schools to
consider the full range of a child’s behaviour to help decide if they are at risk of a mental health need.

http://www.sdginfo.com/
It has been validated in an Arabic speaking context as the A-SDQ

http://www.sdginfo.org/py/sdginfo/b3.py?language=Arabic
64



Physical and Sensory Needs

SENSE is an international charity providing information for supporting children with complex sensory needs:
https://www.sense.org.uk/content/sense-international

The Council for Disabled Children is a rich source of information.
https://councilfordisabledchildren.org.uk/

Action on Hearing Loss (formerly Royal Society for the Deaf)
https://www.actiononhearingloss.org.uk/default.aspx

Royal Society for the Blind

https://rnib.org.uk/

Autism

The Autism Education Trust’s school audit tool for Early Years:
http://www.aettraininghubs.org.uk/early-years/eyas/

The Autism Education Trust’s school audit tool for Primary and Secondary Schools:
http://www.aettraininghubs.org.uk/schools/national-autism-standards/

Lesson Study

http://lessonstudy.co.uk/about-us-pete-dudley/

For a detailed look at Task Analysis, this is a useful piece of research: Training Teachers to Follow a Task
Analysis to Engage Middle School Students With Moderate and Severe Developmental Disabilities in Grade-
Appropriate Literature:

http://foa.sagepub.com/content/22/4/206.full.pdf+html
The SPRinG Project to support group work:

http://www.spring-project.org.uk/spring-Publications.htm

Additional resources to support inclusive lesson planning

https://mikegershon.com/resources/

Teaching resources across the curriculum: dual language Arabic and English
http://www.twinkl.co.uk/resources/english-as-an-additional-language-eal-translated-resources-arabic

Prize-winning lesson plans for an English Language Curriculum:
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www.trinitycollege.com/resource/?id=5301
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FURTHER RESOURCES

UNICEF series of Inclusive Education Booklets and Webinars
http://www.inclusive-education.org/basic-page/inclusive-education-booklets-and-webinars

UNESCO (2016). Training Tools for Curriculum Development — Reaching Out to All Learners: A Resource Pack
for Supporting Inclusive Education
http://www.ibe.unesco.org/sites/default/files/resources/ibe-crp-inclusiveeducation-2016_eng.pdf

UNESCO (2015). Teaching Children with Disabilities in Inclusive Settings
http://unesdoc.unesco.org/images/0018/001829/182975e.pdf

The National Association of Special Educational Needs (NASEN) resources linked to inclusive classrooms:
http://www.nasen.org.uk/resources/

A range of teaching resources including examples of lesson plans, presentations, differentiation, work
sheets, activities, etc.
https://www.tes.com/teaching-resources

Teaching resources in SEN
https://www.tes.com/teaching-resources/hub/special-educational-needs

Free resources for teachers, including ‘Assessment for Learning Toolkit’, ‘The Starter Generator’, ‘Challenge

Toolkit’, The Differentiation Deviser’ etc.
https://mikegershon.com/resources/
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APPENDIX ONE: COMMUNICATION SUPPORTING CLASSROOMS OBSERVATION

TooL
2012 BETTER COMMUNICATION RESEARCH PROGRAMME.

Developed by CsC Team: Dockrell, J. E., Bakopoulou, I., Law, J., Spencer, S. & Lindsay, G. Communication
Supporting Classroom Observation Tool.

Overview of the Communication Supporting Classrooms Observation Tool

This tool is designed to profile the oral language environment of the classroom. It is not expected that all items
will appear on all observations. It aims to record observations in 3 language learning domains.

e lLanguage learning environment;
e Language learning opportunities; and
e Language learning interaction.

Each language learning dimension has its own table for recording observations. In this document, you will find
example observations for each language learning dimension below their respective table. For more information
please go to www?2.warwick.ac.uk/fac/soc/cedar/better. Information about the tool:

e The observation tool is designed to be used in an observation of a classroom or a learning space by
someone other than the adult working with the children.

e  The observation tool can be used in Reception, Year 1 and Year 2 classrooms and other Early years
learning spaces.

e The average length of time necessary to collect a representative sample of behaviour is approximately
one hour. Some of the items of the first dimension (Language Learning Environment) can be done
during break time or prior to the start of the school day.

e Itis recommended that the observation takes place during a regular classroom session (usually a
morning session starting with the class register).

e The language learning dimensions are recorded as either present or absent. For some items, there is a
record of a Language Learning Opportunity being ‘Present’ and being ‘Used during the Observation’.

e  For the dimensions of ‘Language Learning Opportunities’ and ‘Language Learning Interactions’, each
different occurrence is recorded up to a maximum of 5 times during the observation period. Each
recorded observation is a new/ different occurrence of the behaviour/ activity. There is space when
recording language learning interactions to note which staff use specific ways of talking with the
children.

Language Learning Environment

This dimension involves the physical environment and learning context

Not Seen Observed Comments

1 The classroom is organised to emphasise open space.

2 Learning areas are clearly defined throughout the classroom.
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3 Learning areas are clearly labelled with pictures/words throughout the
classroom.

4 Space for privacy/quiet areas where children can retreat to have ‘down
time’ or engage in smaller group activities. These areas are less visually
distracting.

5 Children’s own work is displayed and labelled appropriately.

6 Some classroom displays include items that invite comments from
children.

7 Book specific areas are available.

8 Literacy specific areas are available.

9 Background noise levels are managed consistently throughout the
observation, and children and adults are able to hear one another with
ease.

10 Transition times are managed effectively, so that noise levels are not
excessive and children know what to expect next.

11 There is good light.

12 The majority of learning resources and materials are labelled with
pictures/words.

13 Resources that are available for free play are easily reached by the
children or easily within their line of vision.

14 An appropriate range of books is available in the book area (e.g.,
traditional stories, bilingual/dual language books and a variety of genres
and books related to children’s own experiences).

15 Non-fiction books, books on specific topics or interests of the children are
also available in other learning areas.

16 Outdoor play (if available) includes imaginative role play.

17 Good quality toys, small world objects and real/natural resources are | Present: Used:
available.

18 Musical instruments and noise makers are available. Present: Used:

19 Role play area is available. Present: Used:

Total Score | /19 Notes:

Example observations
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Statement 2. Different learning areas, such as small world play, reading corner, maths area, construction, topic
table, computer area are available within the classroom.

Statement 3. Symbols and pictures are used to label different areas, such as the kitchen and book areas.

Statement 4. There is a big tent for children to go into with a book. (This item is specifically for quiet spaces.
Classrooms may have spaces such as a house.)

Statement 5. Self-portraits with labels and descriptions. Children’s drawings, potato prints.

Statement 6. “Can you order your numbers here?” “How much did you enjoy our trip to the zoo?” Children are
encouraged to rate the trip using stars. (This item refers to displays which have space for children to contribute.)

Statement 7. Book displays, shelves within easy reach.
Statement 8. Desks with paper, whiteboards, pens and books to practise spelling, handwriting or reading.

Statement 9. Noise levels are managed well throughout the observation. Soft music playing in the background
during free play.

Statement 10. The adult rings a bell and all children stop and put both hands in the air and wait for instructions.
A tambourine is used to signal the children have to wait and listen for the next instruction.

Statement 11. Blocks, play dough, toy animals, number lines within easy reach.
Statement 14. Books on dinosaurs. Books on transportation. Space and the universe books and props.

Statement 16. Children dressed up as construction workers (high vis jackets and hard hats) for break outside.
Home corner available outdoors.

Statement 17. Zoo toys, shells, pebbles, seeds. Castle set and toys related to topic.

Statement 18. Adult uses the tambourine to get children’s attention. Adult plays the guitar during story time.
Children take turns to use the wooden flutes while the adult reads a story. Concept of pitch is explored using
bells.

Statement 19. Kitchen area. Puppets and soft animals used for imaginary play. In the kitchen area there are
different outfits for children to wear. Castle costumes in the class (e.g. knight and princess).

Language Learning Opportunities

This dimension involves the structured opportunities that are present in the classroom to support language development

Not Seen Observed (5 times) Comments
1 Small group work facilitated by an adult takes
place.
2 Children have opportunities to engage in

interactive book reading facilitated by an adult
(for example: asking predictive questions,
joining in with repetitions, story packs etc.).
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3 Children have opportunities to engage in
structured conversations with teachers and
other adults.

4 Children have opportunities to engage in
structured conversations with peers (Talking
partners).

5 Attempts are made to actively include all
children in small group activities.

Total /25 Notes:

Score

Example observations

Statement 1. Phonics groups (children grouped by ability). Letter-sound matching activity within small groups.
Counting practice group. Children complete spelling tasks, sitting on different tables according to ability (labelled
by different animal names) with adult support.

Statement 2. Teacher reads two books brought in by a child from home. During the reading she asks two
questions (“Why would Mr Stick be scared of a dog?” “What are baby butterflies?”).

Statement 3. Adult sits at the free play tables and answer children’s questions, comments on their activities,
asks questions and follows up conversation. Children approach adult with news about family, adult asks
guestions and comments, relating to background knowledge of prior events. Show and Tell carpet time includes
guestions that require from the child to provide more information on the object. (Conversations are structured
by following the child’s lead, attending to the child and talking about what the child is doing or is interested in
with an emphasis on taking turns.)

Statement 4. Children discuss a topic with the child sitting next to them during carpet time and give a joint
answer to the whole-group. Children work in pairs —one describes a geographical shape while the other guesses
which shape they are thinking of. (Children are given prompts and support by adults to engage in a specific
conversation about the current topic.)

Statement 5. Less talkative children are identified by adults, who invite them to sit on their knee to have a
conversation. Additional modification of language is used by adults to include less-talkative children in whole-
class discussions.

Language Learning Interactions

This dimension involves the ways in which adults in the setting talk with children.

all staff in
classroom

Adults use children’s name, draw
attention of children.
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Adults get down to the child’s level
when interacting with them.

Natural gestures and some key
word signing are used in
interactions with children.

Adults use symbols, pictures and
props (real objects) to reinforce
language.

Pacing: Adult uses a slow pace
during conversation; give children
plenty of time to respond and take
turns in interacting with them.

Pausing: Adult pauses expectantly
and frequently during interactions
with children to encourage their
turn-taking and active participation.

Confirming: Adult responds to the
majority of child utterances by
confirming understanding of the
child’s intentions. Adult does not
ignore child’s communicative bids.

Imitating: Adult imitates and
repeats what child says more or less
exactly.

Commenting: Adult comments on
what is happening or what children
are doing at that time.

10

Extending: Adult repeats what child
says and adds a small amount of
syntactic or semantic information.

11

Labelling: Adult provides the labels
for familiar and unfamiliar actions,
objects, or abstractions (e.g.
feelings).

12

Adult encourages children to use
new words in their own talking.

13

Open questioning: Adult asks open-
ended questions that extend
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children’s thinking (what, where,
when, how & why questions).

14

Scripting: Adult provides a routine
to the child for representing an
activity (e.g. First, you go up to the

ltl

counter. Then you say want
milk..”) and engages the child in
known routines (e.g. “Now it is time
for circle time. What do we do

first?”).

15

Adult provides children with choices
(for example: “Would you like to
read a story or play on the
computer?”).

16

Adult uses contrasts that highlight
differences in lexical items and in
syntactic structures.

17

Adult models language that the
children are not producing yet.

18

Turn-taking is encouraged.

19

Children’s listening  skills are
praised.

20

Children’s non-verbal
communication is praised.

Total Score | /100 Notes:

Example observations

Statement 1. Adult says the name of each child before giving them a counting task (e.g. Sarah — 3+4!) During
greetings at the start of the day. Adult uses the child’s name to get their attention before asking them a specific
question during ‘show and tell’ session. (If an adult does this repetitively during one activity (e.g. a counting
task), but does not use this strategy during the rest of the session, you may wish to count the incidence as ‘once’
(rather than counting the individual occurrences within the one

Statement 2. Adult sits on the carpet with the children to complete a maths activity. Adult sits on small chairs
designed for children during free activity time.

Statement 3. Thumbs up. Use a gesture for ‘big’ (tower). Use the ‘where’ Makaton sign. Gestured when saying
‘I can see a long way’. Fingers to signal 3 hats. Five minutes (hand gesture for 5). Knock it over (gesture for
knock!). When instructing in an ICT lesson, teachers use gestures for up/down/left/right/high/low. Iconic
gestures are used, e.g. gesture for ‘cliff’ (in discussion of what an edge is in maths lesson).
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Statement 4. Visual timetable displayed, with a focus on a child who has recently moved to the area from abroad
and a child with ASD. Pointing at pictures when reading a story. Holding a wooden train toy and referring to it
when talking about transportation.

Statement 5. When explaining how to log on to the computers, the adult takes lots of pauses and talks slowly.

Statement 6. Counting activity “— 2, 4, 6...!” Adult: “How do we call this? It’s a... pancake!” Adult: “What day is
it today, do you know?.... It was Monday yesterday so it’s... Today is - Tuesday!”

Statement 7. Adult confirms if answer to counting was correct? Child: “My grandmother has rabbits in her
garden”. Adult: “That sounds interesting, tell me about the rabbits later” Child: “Look Miss!” Adult: “Oh look
what you’ve done! He’s made a car!” Child: “Miss, look at my star!” Adult: “Oh wow... this is a big bright star!”

Statement 8. Child: “It is my sister’s birthday on Saturday”. Adult: “Is it really her birthday? How exciting”. Child:

“Miss look at my tower”. Adult: “Oh wow... look at your tower!”

Statement 9. Adult: “Charlie, that’s a great design”. Adult: “A spider! Your favourite animal!” Adult: “I like the
way Alfie and Tiana put all the blocks together to build a really tall tower.” Adult: “I can see what you’re doing,
you’re trying to copy.” (In order to be scored, the adult’s comment should be directed at the child(ren) and be
about the immediate situation.)

Statement 10. Child: “Because Cinderella was scared of her sisters”. Adult: “That’s right. Cinderella was scared
of her two horrible sisters”. Child: “My mummy brought me here”. Adult: “Your mummy’s brought you here has
she? She’s seen you to the gate. Here she is!” Child: “Chimney house”. Adult: “Chimney that’s like the one we
saw when we went on our walk”. Child: “Look at my dress”. Adult: “It’s a very beautiful summer dress”.

Statement 11. Child: “I need to be careful.” Adult: “That’s right. You need to be precise” Adult: “What’s another
word for punch? (Pause) Starts with “h”. Adult: “When someone doesn’t feel excited in a nice way, we say they
feel...(pause) upset”. The adult describes the word octagon in relation to an octopus. Introduces the words
pentagon, cylinder, cuboids, and cone.

Statement 12. Adult: “What’s another word for that...?” Adult: “Submarine (what did we call that one again?)”
Child: “They rhyme”. Adult: “That’s right. We learnt about rhyming in the morning”.

Statement 13. “How does it change from one to another? “What did you like about the way Tiara read the
story?” “What do you know about a giant’s house?” “Why do you think they might be hot?” “How’s it different
to a square?” “And what’s this book about?”

Statement 14. When we do a book review, we say “I gave Cinderella three stars because...” (Scripts provide
children with accurate verbal information about those situations or activities they may encounter. The situation
or activity is described in detail providing the child with a script of what to say or do, what might be expected of
them and why. This item should not be scored if the adult just gives directions (e.g. Adult: “Now go to your
tables and start the task”).

Statement 15. “Do you want to go outside or go on the computer?” “Do you want to show us a magic trick or
tell us about last night (in Show and Tell)?”

Statement 16. Amphibian crafts versus hovercrafts! Smaller v smallest. “That’s not just a car, it’s like a minibus!”
“Hammer doesn’t start with d, that would be dammer.” The adult explains to the children the meaning of the
words content and index. Face versus Side. Sophia versus spear versus sphere! Discusses a face of a circle versus
a face of a 2d shape in maths.
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Statement 17. What are the properties of the shape? (Adults may use a word or sentence structure which you
would not expect of a child in key stage 1. In order to score on this item, consider if the adult is using language
which is within the child’s zone of proximal development — e.g. is the language use helping develop children’s
language skills? Or is it too complex to be accessed by children of this age range (in which case, do not score a
point)?)

Statement 18. Adult: “We are working as a team - doing it all together. Now it’s my turn, then it’'s Amber’s turn.”
Adult: “Let’s take it in turns to think of a word to describe the monster.”

Statement 19. Adult: “That’s very good listening.” Adult: “I can tell you are listening to me by the way you all
look at me when | explain the task. Great listening!” (This item is scored if listening is explicitly praised. It does
not include praise for being quiet (e.g. “this class is really quiet — good work” would not be scored) or discipline
for poor listening (e.g. “I wish there was more listening going on in here today!”). You may wish to note any
positive strategies that the adults use to encourage good listening.)

Statement 20. Adults: “I like the way you look at me when | explain the exercise. It makes me think you are really
listening at me.”

About the project

This tool was developed as part of the Better Communication Research Programme (BCRP) in 2012. The BCRP
was a 3-year research programme that was part of the United Kingdom Government’s response to the 2008
Bercow Review of provision of services for children with speech, language and communication needs (SLCN).
The Communication Trust are supporting the BCRP to share their findings.
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APPENDIX TWO: ROAD MAP TO CONTINUOUS DEVELOPMENT OF TEACHER
KNOWLEDGE ABOUT INCLUSIVE PRACTICE

By Maha Khochen-Bagshaw And Amelia Roberts

Teacher training is a crucial part of the road map to achieve inclusion. The Teacher Training Guide and online
resources are only the first step in the journey towards inclusive teaching in Oman. The next diagram suggests
a pathway in which the training can be rolled out. An important element of this is for Omani teachers to be
inspired by other Omani teachers. Our suggestion is to set up ‘Inclusion Champion Teachers’ and ‘Inclusion
Champion Schools’, that are keen to show good practice in inclusive classrooms in each region, and to develop
an expanding community of inclusive teachers and schools until all schools are part of that community.

Teacher

* 5 day training

Training « Films
o * Resource base
Guide

InCIUSlOn « Designated schools

record great

Champlon teaching for

inclusion

TeaCherS o Share experiences

Rolled out to
* Discussions of school
other schools RErTEE

collaborationbuilding

in Icl uste rS' are continuous

Collaborative Learning Structures

Successful embedding of inclusion across the country will rely on building communities committed to inclusion
with continuous discussion and learning about great educational practice. This is an ongoing conversation as
inclusion is an evolving journey and the needs of individuals and nations is ever changing. The final diagram
makes suggestions about core elements of this community and focuses on collaborative learning structures.

Inclusion
Champion

Teachers and
Schools

Visiting Pupils and
Experts Parents

Expertise in
Inclusive
Classrooms
supported by
UNICEF and MoE

The Specialist Collaborative
Professional learning inside

Teacher individual

Training schools

Specialist
Centres and
Organisations
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APPENDIX THREE: PILOT TESTING OF THE TEACHER TRAINING CURRICULUM FOR
INCLUSIVE EDUCATION IN OMAN

Sixteen teachers from 2 schools from Muscat, 1 from Dakhliya governorate and 1 from South Batinah
governorate used the training guide and developed the following ideas, resources and lesson plans based on the
Omani curriculum to support pupils with apparent special educational needs:

Pilot Testing of the Teacher Training Curriculum for Inclusive Education in Oman

2" to 4" April 2017, City Seasons Hotel
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Bringing curriculum to the child

Which one of these is odd and why.
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Activity like this encourage children

1- Poor concentration

2- Enhance thinking

3- enhance creativity

Assessment

¢+ listen and try solve this problem.
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Thinking logically: using the road

o  Which students are included?
Support (curriculum)
Each teacher is busy (difficulties)
Target
Class size = to have small

O O O O O

Assistance for the main teacher.
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