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tutor led seminars devoted to the study of psychometric 

testing.

30 hours●●  of evaluated specialist teaching, a minimum of 12 
hours of which must be with the same pupil. The remaining 18 

hours may be with two different pupils, one of which could be 

taught in a group.

3 hours●●  of teaching to be observed and assessed by a course 
tutor who holds AMBDA.

3 diagnostic assessment reports●●  stemming from three 

different assessments carried out under supervision and 

demonstrating a range of assessment experience. These must 

include:

	 –	 supporting assessment plans;

	 –	 working papers; and

	 –	 related tutors’ reports.

1 hour●●  of one of the above diagnostic assessments must be 

observed and assessed by a course tutor who holds AMBDA.

Use of lessons and assessments recorded on video/DVD is allowed 

subject to the procedures outlined below and must be in accordance 

with the BDA Video/DVD guidelines.

The following are essential points on observation for AMBDA 

accredited courses:

Observation of the 3 hours of evaluated specialist teaching is for 

the purposes of both formative and summative assessment. This 

should be split into 1 hour segments and should take place at 

appropriate points during 30 hours of teaching.

Whether by direct observation or video/DVD, this observation must 

form a significant part of the process of developing the student’s 

specialist skills. Each hour should be followed by a written report to 
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the student which should indicate how far that teaching currently 

meets the criteria.

Teaching should be evaluated by formal and informal means of 

observation, teaching diaries and the monitoring of pupils’ progress. 

The teaching programme should be discussed and approved by the 

supervisor or tutor. Progress should be monitored with a final 

report on the quality of teaching.

All observation must be carried out by a course tutor who holds 

AMBDA.

For both types of courses

The website goes on to explain that in the case of both awards, 

assignments in the form of essays, case study and teaching and 

assessment reports should form part of the overall assessment. 

These should be made available if required.

The BDA considers these criteria to be essential in establishing 

Approved Teacher Status and Associate Membership of the BDA. 

However, it does not insist upon specific aspects of course 

structure or the academic aspects of assessment procedures. It 

also does not seek to act as a secondary examining body in these 

respects.

Any candidate wishing to seek BDA accreditation who has not 

fulfilled the practical components specified above will be required 

to attend and fulfil this within the framework of a BDA accredited 

course.

Candidates must apply for either ATS or AMBDA within five years 

of successful completion of a BDA accredited course. Any 

candidate who completed a course more than five years ago should 

contact the BDA office for further advice.
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Awareness level courses

The BDA website also contains details of criteria for the 

accreditation of awareness level courses – available at http://www.

bdadyslexia.org.uk/alsa.html

Further findings from the survey of specialist training 
providers

This section of Annex 3 reports information received from training 

providers, in response to a survey undertaken by the Institute of 

Education and the University of York. Additional information about 

training is taken from a survey of specialist teachers.

Specialist teachers were equally likely to have gained their 

specialist qualifications in each of the four time periods: last two 

years, 2 to 5 years, 5 to 10 years, and over 10 years. Maintained 

sector respondents were least likely to have qualified over ten 

years ago, suggesting that more maintained sector teachers are 

now seeking specialist training.

Overall, 15% of survey respondents held ATS or ATS approved 

qualifications, and 69% held AMBDA or AMBDA approved 

qualifications (explanations of ATS and AMBDA appear in 

Chapter 4).
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40% of respondents trained with Independent training providers, 

31% in HE institutions, 19% in FE colleges, and 9% in Local 

Authority CPD. 873 respondents supplied more detail about their 

training provider: 36% trained with dyslexia charities (18% 

Dyslexia Action, 10% Hornsby (now amalgamated with Dyslexia 

Action), 8% Helen Arkell). Few other independent training providers 

were cited (Partners in Education, 2%; Quantum Training, 1%).

The pattern of training is complex and difficult to unravel; it 

appears that terminology differs across HEIs with ‘certificate’ in 

some institutions being comparable in level to ‘diploma’ in others, 

and those holding qualifications are sometimes uncertain as to the 

nature or level of their qualification. This is further complicated by 

the fact that AMBDA/ATS may be awarded for courses offered 

both at different academic levels (Postgraduate Level 7 through to 

undergraduate level 5 –it is also understood there may be a level 4 

course that is also ATS accredited) and also for courses offering 

different periods of study (one or two years part time).

Information from the BDA enabled contact to be made with all the 

training institutions listed as running BDA accredited training 

courses for specialist teachers of pupils and students with dyslexia 

/SpLD. Information was not gathered on courses not currently BDA 

accredited or seeking BDA accreditation, although such courses do 

exist158. Nor was information gathered on training in assessment 

provided under the auspices of the National Committee for 

Standards in Specific Learning Difficulties Assessment and Training 

158	 For example, there are outreach (Graduate Certificate) and 
in-house (Masters) courses in literacy development and 
difficulties at the Institute of Education in London. They do 
not include the amount of individual and small group teaching, 
some of which must be observed, required for BDA 
accreditation. 
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(SASC)159 and leading to award of a Specific Learning Difficulties 

Assessment Practising Certificate.

The BDA provided information on 28 HE institutions and/or local 

authorities which run one or both types of accredited course, or 

whose courses are awaiting accreditation. There are at present 17 

providers of accredited courses leading to AMBDA, and a further 

two leading to AMBDA FE/HE. There are 17 providers of accredited 

courses leading to ATS, and a further four leading to ATS FE/HE. 

There are also two courses awaiting accreditation for AMBDA, four 

awaiting accreditation for ATS and one awaiting accreditation for 

ATS FE/HE. Details of these training providers are shown at 

Table 3.

Contact was made with all 28 course providers, both accredited and 

awaiting accreditation; 27 responded and of these, one stated their 

courses were no longer running because they were unable to meet 

the staffing criteria, and a further two sent no information. Thus, 

the summary below was compiled from information received from 

24 training providers (17 AMBDA and 17 ATS courses, and 9 

AMBDA and ATS FE/HE courses). Table 4 provides a summary of 

information gathered regarding costs of courses and amount of 

teaching practice required.

159	 The remit of this committee derives from the SpLD Working 
Group 2005/DfES Guidelines. Courses currently approved for 
AMBDA do not require approval under the SASC process. 
However, it is understood that criteria from the Working Party 
Guidelines will be applied to courses seeking AMBDA re-
accreditation from the beginning of the academic year 2008-
2009.
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Table 3 Current provision of training courses that are BDA 
accredited as at June 2009160

Training institution AMBDA ATS
AMBDA 
FE/HE

ATS FE/
HE

Bangor University * *

Bath Spa University * *

Birmingham University * * * *

Denbighshire LEA 
(Bangor validates)

*

Durham LEA 
(Northumbria 
validates)

* *

Dyslexia Action (York 
validates)

* * * *

East Sussex LEA 
(Sussex and Brighton 
validate)

* *

Edge Hill University * *

Leicester LEA 
(Leicester validates)

* *

Liverpool John 
Moores University

* *

London Metropolitan 
University

*

Loughborough 
University

*

Manchester 
Metropolitan 
University

* * *

Middlesex University *

OCR * *

Open University *

160	 Some of the following providers offer courses at a number of 
locations and some by distance or on-line learning. Also, 
Manchester Metropolitan University’s ATS course is an Initial 
Teacher Training (ITT) course so that those completing it will 
have their ITT and ATS after their probationary period.
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Training institution AMBDA ATS
AMBDA 
FE/HE

ATS FE/
HE

Oxford Brookes 
University

*

Somerset LEA * *

University of Wales 
Newport

*

Total accredited 
courses

17 17 3 5

Total courses 
accreditation pending

2 4 0 1

Courses included in 
summaries

17 17 3 6
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Table 4 ATS and AMBDA courses: structure and costs

ATS AMBDA
Entry requirements

Usually QTS + minimum 2yrs 
teaching experience165

Usually QTS + minimum 2yrs 
teaching experience166

Qualification

Certificate Certificate or diploma167

Level 5-7 Level 5 or Level 7

60 M-level credits

(Only valid if University offers 
Postgraduate award)

60 or 120 M-level credits

(Only valid if University offers 
Postgraduate award)

Delivery by

LA (N = 7; taught by LA staff, 
validated by University);

Dyslexia Action (taught by 
charity staff, validated by 
University);

taught by University (N = 7).

LA (N = 5; taught by LA staff, 
validated by University); 
Dyslexia Action (taught by 
charity staff, validated by 
University);

taught by University (N = 10).

Course costs168

Courses range greatly in length, content and mode of delivery 
and therefore there is a wide range of costs to reflect this. The 
full range identified during fieldwork was from £490 to £4725.

Additional cost to Local Authority

Up to 8 days per annum supply 
cover

Up to 10 days per annum 
supply cover

161	 Some courses accept ‘exceptional’ teaching assistants

162	 Some courses accept speech and language therapists and 
other relevant professions

163	 It is possible that inconsistencies between  HEI and  revised 
NQF levels is the cause of  confusion here

164	 The courses range in content and hence in cost
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ATS AMBDA
Lectures

Minimum of 40 hours Minimum of 90169 hours

Delivery varies with the course from attendance at full day and 
twilight sessions to blended e-learning

Seminars and workshops

Hours vary from course to 
course

Hours vary from course to 
course

Private study time

Recommended hours vary from 
course to course

Recommended hours vary from 
course to course

Specialist teaching practice

Minimum evaluated specialist 
teaching hours 20 (at least 10 
with a single pupil, 1-1)

Minimum evaluated specialist 
teaching hours 30 (at least 12 
with a single pupil, 1-1)

Minimum hours of specialist 
teaching observed and 
assessed170: 1

Minimum hours of specialist 
teaching observed and 
assessed172: 3

Assessment practice

Some ATS courses are 
understood to include an 
assessment component, 
although ATS accreditation 
does not include assessment.

Minimum number of 
assessments required: 3

Minimum hours of assessment 
observed and assessed172: 1

Minimum number of assessment 
reports assessed: 3

The summary of ATS and AMBDA course content shown in Table 5 

below is necessarily incomplete, as courses provided varying 

amounts of information in different formats. However, it does give 

an indication of the kinds of material covered, and of the ‘core’ 

material.

165	 This includes a minimum of 12 hours lectures/workshops 
devoted to psychometric testing

166	 Observation must be by a person with AMBDA qualification
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Table 5 Summary of ATS and AMBDA course information

ATS AMBDA
Course content

The concept of dyslexia: most Definition and identification of 
dyslexia: all

Alternative theoretical 
perspectives on dyslexia: most 

Legal and statutory frameworks 
relevant to dyslexia: about half 

Other difficulties which may 
co-exist with dyslexia (e.g. 
dyspraxia, dyscalculia, ADHD, 
SLI): about half171

Co-occuring issues, especially 
dyspraxia and ADHD: most 

Social and emotional issues

The typical development of 
literacy skills, especially 
reading: about half 

The typical development of 
literacy skills, especially 
reading: about two thirds 

Introduction to a range of 
assessment measures: all 

Introduction to a range of 
assessment measures: all

Critical evaluation of 
assessment measures: some

Psychometrics: all

Introduction to a range of 
teaching resources for dyslexic 
pupils, including ICT: most 

Introduction to a variety of 
teaching methods (e.g. multi-
sensory teaching, precision 
teaching, phonological 
approaches, metacognitive 
approaches): all

ICT resources for dyslexic 
pupils: all 

Cumulative, structured, multi-
sensory teaching: most 

Structured phonics programs: 
about half

Assessment of pupil: all Assessment of pupil: all

Design and implementation of 
individual teaching programme 
based on assessment: all

Design and implementation of 
individual teaching programme 
based on assessment: all

167	 Few courses included consideration of specific language 
impairment
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ATS AMBDA
Case study of pupil: all Case study of pupil: all

Working with other 
professionals (e.g. Educational 
psychologists, speech and 
language therapists, 
occupational therapists, 
physiotherapists, optometrists): 
some

Inclusive dyslexia-friendly 
whole school approaches: some

Content specifically mentioned by small minorities of courses

Working with parents Talking with parents about their 
child’s difficulties

Dyslexia-friendly practices and 
classrooms

Acting as advocate for pupils

Memory Memory and learning

Visual processing

Special arrangements at GCSE Preparing pupils for formal 
examination procedures

Teaching and learning styles Learning styles

Writing Handwriting

The National Strategy for 
Literacy

Individual education plans

Intelligence (including multiple 
intelligences)

Multiple intelligences

Diet The phonics debate (e.g. how 
much emphasis should be given 
to phonics; what kind of 
phonics).

Early identification of risk in 
KS1

The dyslexic brain: what is the 
evidence?

Evaluation of own professional 
development

Issues in phonetics and 
phonology

Study skills Developing organisational and 
thinking skills
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ATS AMBDA
Emotional and behavioural 
issues and self-esteem

Working with and training 
Teaching Assistants to support 
pupils

Differentiation in primary and 
secondary schools

Numbers of specialist teachers completing training, 2007-8 

No data collected Data from 8 courses: 210 
successful completions (63% 
from Dyslexia Action courses; 
therefore mean 11 completions 
across the other 7 courses)

ATS and AMBDA courses for FE/HE

Only two institutions providing AMBDA courses for FE/HE 

responded and neither differentiated between their AMBDA and 

ATS courses in the materials they supplied. We can therefore offer 

no insight into AMBDA FE/HE courses. All the ATS courses were 

Part Time 1-year courses, five run by universities, and the sixth by 

Dyslexia Action. Where institutions offered both ATS and ATS FE/

HE courses, differentiation of the two awards frequently depended 

solely on age of students tutored by course participants: for the 

award of ATS FE/HE, tutees should be 16+. One course placed 

more emphasis on assessment, with successful participants eligible 

to apply for the British Psychological Society Certificate of 

Competence in Educational Testing.

Qualified Teacher Status was found not to be an entry requirement 

for ATS FE/HE courses; participants had to have a minimum 2:2 

degree. Successful completion of each course led to the award of 

60 M level credits. Dyslexia Action offers a FE/HE 20 week course 

for FE/HE teachers validated through the Open University at level 

4 which carries BDA ATS Professional accreditation, while 

completion of the Dyslexia Action/University of York Post Graduate 

Diploma (120 Masters level credits part time over 2 years) is 

required to gain BDA Professional Accreditation for AMBDA in 

FE/HE.
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One course included rather a lot of material on such matters as 

visual, kinaesthetic and auditory learning styles; use of coloured 

overlays; brain gym; orientation therapy, and the non linear holistic 

thought processes that typify dyslexia. A similar trend was evident 

to a much less extent in the other courses, with coverage of 

coloured lenses and learning styles. Despite this, reading lists 

included “Demystifying Dyslexia”. Reading lists were similar to 

reading lists of non FE/HE courses; additions were books on study 

skills (two on each list).
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Annex 4: 

Local Authority Support 
Services

This Annex provides more detailed findings of the survey of local 

authorities, reported briefly in Chapter 4.

The Local Authority survey

Twenty-eight of the 36 local authorities contacted responded to 

the survey: nine county authorities, fifteen city authorities, two 

London boroughs and two other metropolitan borough authorities. 

All nine regions of England were represented, with two local 

authorities each from the North East and London, three local 

authorities each from the North West, Yorkshire and Humberside, 

East Midlands, West Midlands and the South West, and four local 

authorities each from the East of England and the South East.

Five local authorities had achieved the BDA Quality Mark for 

dyslexia friendly services and a further seven were working 

towards this. A majority (16/28) had not achieved nor were working 
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towards this quality mark. Follow up conversations with three local 

authorities indicated they were working to develop an Inclusion 

Quality Mark or Charter for their schools and services, which they 

saw as involving provision of much the same information and 

therefore superseding the BDA quality mark. The Inclusion Charter 

sets out expectations for inclusion and entails a self-evaluation tool 

linking to the self-evaluation form (SEF) which schools are required 

to complete on a regular basis.

Responsibility for dyslexia/SpLD within the 
Local Authorities

Almost two thirds of the local authorities surveyed reported that 

strategic responsibility for dyslexia was shared among small 

groups of either named post-holders or individuals. It was unusual 

for a single named individual (four local authorities), or specific 

post holder (five local authorities) to have strategic responsibility. 

In about 80% of LAs surveyed, strategic responsibility included 

identifying training needs for dyslexia and developing policy on 

dyslexia, as well as developing ‘dyslexia friendly’168 schools and 

developing materials for schools. Local authorities with or working 

towards BDA quality marks were less likely to select as major 

responsibilities: identifying training needs, deploying specialist 

staff, or monitoring effectiveness of policy, and more likely to 

select developing dyslexia friendly schools. In two thirds of local 

authorities responsibilities also included deploying specialist staff 

within the local authority, monitoring the effectiveness of local 

168	 “Dyslexia friendly schools are able to identify and respond to 
the “unexpected difficulties” that a dyslexic learner may 
encounter..... A particular feature of such schools is the 
awareness among all teachers of what each pupil should be 
able to achieve, together with a range of response strategies 
when targets are not met...... Dyslexia friendly schools are 
proactive schools because they believe in the importance of 
“rigorous scrutiny followed by immediate intervention”.” (BDA, 
2008)

8169-DCSF-Dyslexia Report1.indd   162 19/6/09   16:36:56



163

Identifying and Teaching Children and Young People with Dyslexia and Literacy Difficulties

authority policy and targeting schools for support. In 40% of local 

authorities’ responsibilities included preparing materials for 

parents.

A variety of ‘other’ responsibilities were noted by respondents. 

These included early assessment and identification of SpLD and 

provision of intervention; supporting primary schools to include 

pupils with SEN; providing staff training for a variety of special 

needs; running accredited dyslexia training; assessing for dyslexia; 

and working on various aspects of inclusion and the Inclusion 

Development Programme.

Written dyslexia policy and other relevant 
documentation

Three quarters of local authorities surveyed either already had in 

place (54%) or were developing a written policy document on 

dyslexia. Eight local authorities provided weblinks to their policies. 

Three quarters also produced guidance for schools and governors 

on dyslexia friendly classrooms, and 80% produced documentation 

on literacy interventions: guidance on both literacy interventions 

and study skills was more frequently reported by local authorities 

without and not working towards the BDA quality mark. Other 

documentation provided by more than half the local authorities 

surveyed included guidance on learning styles, study skills, multi-

sensory teaching, and use of ICT. More than a third also produced 

guidance on maths interventions, and access arrangements for 

examinations. Other documentation written in by respondents 

included guidance for schools moving towards achieving ‘dyslexia 

friendly’ status, guidance on meeting individual needs, dyslexia 
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audit documents, and DVDs and CD Roms demonstrating good 

practice.

Follow-up interviews showed that mapping of provision was 

developing or established within some of the local authorities 

surveyed. Provision mapping169 enables schools to plan and monitor 

the impact of their interventions (Local Authority C, for example, 

encourages schools to collect and compare baseline and end of 

intervention data; Local Authority E has systematised its main 

Wave 3 interventions across the Local Authority and collects data 

on these annually; Local Authority F gathers evidence on the impact 

of its main Wave 3 intervention, The Reading Intervention 

Programme). Provision maps are shared within the school with staff 

aware of the interventions that are taking place. Interventions are 

monitored and evaluated across the school. The publication What 

works for pupils with literacy difficulties (DCSF: Brooks 2007) is 

frequently referred to for information on the effectiveness of 

literacy interventions. Schools are often challenged to show the 

evidence on which their Wave 3 practice is based.

Key aspects of Local Authority provision for 
dyslexic pupils

In follow up interviews, local authority officers recognise that 

children and young people with dyslexia were a significant grouping 

of vulnerable children and inclusion was the overarching agenda for 

securing identifiable positive outcomes for them. Included as 

important to achieving positive outcomes were: high quality wave 1 

teaching in classrooms and effective interventions for those 

169	 Provision mapping is a way of mapping provision in a school 
across year groups using the three wave model. Provision 
maps are replacing Individual Education Plans for children. 
It is also seen as a way of accounting for expenditure for 
children with LDD.
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children and young people who need additional and different 

provision at wave 3170.

The local authorities surveyed prioritised training, with 26 

providing training for SENCOs, and 24 providing training on 

interventions for pupils with dyslexia/SpLD and whole school 

awareness training. Awareness training invariably included 

definitions of dyslexia; characteristics, behaviours and learning 

styles of dyslexic pupils; ways of supporting dyslexic pupils in 

literacy; creating a dyslexia-friendly classroom. In 19 local 

authorities, assessing pupils for dyslexia/SpLD was also covered; 

coverage of assessment was more common in local authorities 

without the BDA quality mark, whereas coverage of learning styles 

of dyslexic pupils was less often included in these local authorities. 

Other content of awareness training written in by respondents 

included presentation of Inclusion Development Plan materials and 

support for their use, synthetic phonics training, ICT, memory, multi 

sensory teaching and maths support. In thirteen local authorities, 

awareness training typically consisted of one 2-3 hour session and, 

in seven local authorities, it was less than this, making it difficult to 

see how it was possible to do more than skim the surface of the 

main issues covered. Only six local authorities provided more than 

3 hours awareness training.

Twenty local authorities provided specialist support for pupils at 

school action plus, and fifteen provided this for pupils with 

170	 Wave 3 provision is expected to accelerate and maximise 
progress and to minimise performance gaps. This may involve 
support from a specialist teacher, highly-trained teaching 
assistant or academic mentor to support learners towards the 
achievement of very specific targets.
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statements for dyslexia/SpLD171. Fourteen, the majority of which 

had or were working towards the BDA quality mark, had a ‘dyslexia 

friendly school’ initiative in place. Nine provided AMBDA training 

and three ATS training for local authority staff: again, this was 

more frequently provided by local authorities with or working 

towards the BDA quality mark, and was usually provided free of 

charge although schools were responsible for funding supply cover. 

For example, Local Authority E funds an Advanced Certificate in 

SpLD with an annual course budget of 40K including the fee to the 

accrediting university. This amount does not take account of the 

550 local authority staff hours provided annually to cover course 

development and planning, tutor support, course delivery, course 

leadership, tutorial support, observation and marking.

In five local authorities there was a specialist unit or centre at 

primary level, and in ten there was a specialist unit or centre at 

secondary level. Access to specialist centres/units is invariably 

available free to schools, but occasionally this depends on certain 

access criteria being satisfied (e.g. evidence of unsatisfactory 

progress and a history of interventions used with the child). In 

some local authorities access is through a Statement of SEN.

171	 LAs emphasised that access to specialist teachers was a key 
feature of their provision. LA:B have had no tribunals for 
dyslexia and this reflected the effectiveness of their current 
structure in meeting needs. They are seen as an “outstanding 
LA”. In LA:C provision is delivered through mainstream schools 
with the support of a small number of specialists working for 
the LA. Their aim is to empower schools so they can manage 
the learning of children with dyslexia. In LA: D the provision is 
mostly located within schools with a very small team of 
centrally based staff who help direct this support to those 
schools where there is no specialist. In LA: E provision is 
mostly located in schools with a small centrally based team 
which is particularly valuable for supporting their small 
schools. Many teachers and teaching assistants have 
completed BDA accredited training. They also have a system 
of resourced IEPs for those children with persistent needs.
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Twelve local authorities reported they had no specialist unit or 

centre and this was more frequently reported in local authorities 

with, or working towards, the BDA quality mark. No local authority 

surveyed had a specialist school for dyslexic pupils. Other 

provision noted by respondents included promotion of the Inclusion 

Development Programme materials, contracts with Dyslexia Action 

to provide training and support to schools, and authority-wide 

training on phonics and literacy interventions for pupils with 

dyslexia. Six local authorities provided information on outreach 

services provided by their specialist centres or units. All provided 

dyslexia training for teachers, five provided whole school training, 

and planning and evaluating intervention programmes. Three also 

provided identification, screening and assessment for dyslexic 

pupils, and SENCO training.

Information on specialist teachers within the 
authority

Almost all of the local authorities surveyed hold information on 

dyslexia/SpLD qualifications held by teachers working for their 

central support services. Eight authorities had fewer than five 

qualified specialist teachers; ten had from 5-10, one had 11-15, 

three had from 16-20, and two had more than 20.

It is clear that some local authorities have put considerable effort 

into ensuring they have in place specialist teachers with relevant 

qualifications. Numbers of teachers within local authorities with 

AMBDA level qualifications ranged from 0 – 25. There were three 

local authorities with 12, 16 and 25 AMBDA qualified staff 

respectively. Only one local authority had no specialist staff 

qualified at this level; the range across the other twelve local 

authorities which responded to this question was from 1-7, with a 

mean of 4. Specialist teachers are less likely to hold ATS 

qualifications, with only four local authorities reporting staff 

qualified at this level; the range was from 2-10 such staff, with a 
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mean of 5. More specialist teachers hold Practising Certificates, 

with eleven local authorities reporting from 1-20 teachers so 

qualified (mean 5; 20 = outlier). Very few local authorities surveyed 

maintained a list of self-employed specialist teachers that was 

shared with schools or knew how many specialist dyslexia/SpLD 

teachers were directly employed by schools within the local 

authority.

Roles of specialist teachers as seen by the 
local authorities

All local authorities reported that specialist teachers provided 

advice and support for SENCOs. In 90% of local authorities 

specialist teachers also plan and evaluate the impact of 

intervention programmes, and deliver whole school training for 

dyslexia/SpLD. In 80% of local authorities they assess individual 

children and identify dyslexia. Other major roles are preparing and 

submitting reports for pupils requesting access arrangements for 

exams, and delivering intervention programmes. Local authorities 

without and not working towards the BDA quality mark were more 

likely to report specialist teacher engagement in identification and 

assessment of dyslexia, planning and evaluation of intervention 

programmes, and delivering training, and less likely to report 

engagement in preparing and submitting reports for examination 

access requests. Additional roles written in by respondents include 

working in a multi- agency team with CAMHS; linking with Primary 

Strategy teams in the local authority; organising conferences for 

SENCOs, heads and literacy co-ordinators, and staffing the 

Dyslexia Helpline. There is overall a good level of agreement 

between the roles of specialist teachers identified by local 

authorities and by the specialist teachers themselves.
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Roles of Educational Psychologists as seen by 
the local authorities

The role most frequently cited here was again providing advice and 

support to SENCOs, closely followed by assessing children for 

dyslexia and identifying dyslexia, indicating a large degree of 

overlap between the roles of specialist teacher and educational 

psychologist in these areas. About half of local authorities saw a 

role for educational psychologists in planning and evaluating the 

impact of intervention programmes, and delivering whole school 

training for dyslexia/SpLD (compared with 90% identifying these 

as aspects of the role of specialist teachers). Educational 

psychologists also had a role in organising access arrangements for 

exams, but very few delivered intervention programmes. In local 

authorities without and not working towards the BDA quality mark, 

educational psychologists were more likely to be reported engaging 

in planning and evaluation of interventions, delivering whole school 

training, and organising access arrangements for examinations. 

Other roles written in for educational psychologists include 

providing links between the educational psychology and the learning 

support team or the dyslexia or inclusion services.

Formal structures for liaison between different local 
authorities’ services with an involvement in dyslexia/
SpLD

Twenty-two of the 28 local authorities reported having formal 

structures in place for liaison between educational psychology and 

learning support services. A wide variety of structures and 

processes to enable liaison were described; most included formal 

sharing of reports across the two services. In some cases the two 

services formed part of the same team and were located in the 

same building; in others, such co-location was impending consequent 

upon implementation of the Inclusion Development Programme. 

Co-location and joint teams were seen to provide opportunities for 

more informal as well as formal sharing of information. References 
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were made to multi-agency and multi-professional team meetings; 

sometimes statements for dyslexic pupils were jointly monitored by 

these teams.

Service Level Agreements were often drawn up jointly. One local 

authority had established a dyslexia working party with 

representatives from the educational psychology service, the 

specialist teaching service, the Primary National Strategy literacy 

consultants, the Reading Recovery service and the Inclusion and 

Achievement advisers. In this local authority, inclusion and 

achievement advisers, educational psychologists and specialist 

teachers were core members of decision making panels for 

statutory assessment and issuing of SEN statements.

In follow-up interviews, it became apparent that messages on 

inclusion were delivered through a variety of channels including 

face to face communication between local authority officers and 

school staff. Networks within the local authority enabled reiteration 

of inclusion messages and sharing of good practice models for 

dyslexia: for example three of the case study local authorities held 

regular meetings for their SENCOs to alert them to new DCSF 

guidance, materials and interventions; some local authorities 

distributed newsletters through schools and encouraged staff 

involved with vulnerable children and young people to update their 

knowledge regularly and to be reflective practitioners.

It is clear that in many local authorities the need for joint working 

across different teams is recognised and supported by formal 

structures of meetings and joint or collaborative work in teams as 

well as by informal working relationships that result sometimes 

from co-location of services. However, six local authorities provided 

no response to this question and one of those that did respond 

reported having no central learning support services for dyslexia 

whilst in another, formal structures were evident only for 

statements of SEN.
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In follow-up interviews, local authority officers emphasised the 

necessity to ensure that the practice and processes at both school 

and local authority level enable all vulnerable children to be 

identified and tracked to make sure they do not ‘fall through the 

net’. For example, Local Authority F and Local Authority D have 

cascaded information on pupil tracking grids that map attainment 

and progress and these grids, derived from the Intensive Support 

Programme (ISP), are widely used alongside provision maps. They 

include age-related expectations with National Curriculum levels. 

Local Authority F has a Pupil Achievement Tracker disk (developed 

by a Senior Advisor Inclusion) that includes all the data of children 

with SEN in the local authority. This tracker disk helps schools to 

make judgments on the progress of their children and whether they 

are ‘on track’ or not and identify future actions. Schools are 

required to send National Curriculum levels of their children with 

SEN to the local authorities. Local Authority F is also developing an 

Inclusion Passport that will capture pupils’ views on their provision 

and achievements. Transition is seen as a critical point for 

vulnerable children and the need for additional support recognised. 

Key documentation is shared and ‘receiving’ staff are aware of the 

child’s needs and plan accordingly.

There were some examples of good relationships between local 

authorities and local dyslexia organisations, achieved in one case 

by establishing regular termly meetings between a local officer and 

the local dyslexia organisations.

The survey invited respondents to identify an officer who has the 

role of co-ordinating provision for dyslexia/SpLD within the local 

authority. Half of the 24 local authorities responding selected the 

Inclusion or Special Needs consultant, with two selecting the 

educational psychologist and one the literacy consultant. However, 

some of the written-in responses demonstrated a preference for 

continuing teamwork across educational psychology, dyslexia, 

learning support and inclusion teams.
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Relationships with parents/carers

These relationships were explored only during the follow-up 

interviews. Local authority officers saw good practice as schools 

involving parents as partners in their child’s education, and ensuring 

good communication with parents, including provision of regular 

information on their child’s progress, and availability of useful 

guidance and information documents. Parent Partnership services in 

local authorities also deal with parental concerns.

It was accepted that parents’ perceptions of both dyslexia and 

what constitutes good practice for dyslexic children may not always 

match those of schools, making it important that schools explain 

their actions and are open and transparent in their dealings with 

parents. It was also acknowledged that some parents may be 

concerned that unless their child is openly acknowledged to be 

dyslexic, resources necessary to the child’s continuing progress 

would not be made available and this anxiety in itself might lead to 

dissatisfaction with the resources and support which are actually in 

place for their child. However, it has also been seen from many 

responses to the call for evidence that many parents feel very 

unclear and uninformed about what support – if any – is in place. 

This suggests there is considerable variation in practice between 

schools and local authorities.

Provision for schools to access support for 
dyslexic pupils

In 24 local authorities surveyed, dyslexia support was in most 

cases provided free of charge to schools by the central support 

service, but six authorities reported that schools also used their 

delegated budget for this, and five that schools also bought in 

services from external providers. One local authority had identified 

and funded schools with attached units for SpLD, whose qualified 

staff were available to support schools in their locality; this policy 

was currently under review in an attempt to move further towards 
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outreach rather than discrete provision within the units. Another 

local authority already used its dyslexia unit to provide outreach 

support to schools. In one local authority, the central service 

provided assessments free of charge to schools, but schools then 

had to buy in specialist teacher support from the central service. 

Yet in another local authority, extra time for school staff to provide 

individual support to dyslexic pupils was funded centrally subject to 

allocation by the Provision Allocation Panel.

 This variety of access to free services and additional funding for 

schools perhaps needs to be examined in the interests of equitable 

access to support for pupils. In follow-up interviews it was clear 

that effective early intervention is seen as important in maintaining 

pupils’ self-esteem and confidence, and the Foundation Stage 

Profile was seen as a useful tool for identifying ‘at risk’ children. 

For example, Local Authority B make good use of this to identify 

children at risk of underachievement and their Literacy consultant 

looks at Key Stage 1 data half termly to identify children at risk of 

failing and put interventions in place. Locality advisers and school 

improvement partners are clear about this process and kept 

informed.

It was also clear that in many local authorities there is currently a 

strong focus on good quality Wave 1 teaching as defined in the 

Rose Review (Rose, 2006), which is seen by them as likely to 

reduce the need for Wave 2 and 3 interventions. Children with 

persistent difficulties (sometimes described as needing Wave 3+ 

provision) are small in number and typically known to local authority 

staff. They may not have a statement, but their interventions are 

drawn up with specialist teacher advice and support, highly 

individualised and closely monitored and evaluated. For example, 

Local Authority E has implemented ‘Resourced Individual Education 

Plans’ for children with long term persistent needs. These IEPs are 

developed by a team of professionals working with the school, 

which receives financial support to deliver the IEP targets. 

Outcomes are closely monitored by the local authority. Despite this 
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level of support, it is extremely difficult to accelerate these 

children’s progress so that the attainment gap between them and 

their peers is reduced.

Numbers of small schools

Information was sought on numbers of small schools in each 

authority as the number of small schools within an authority clearly 

has implications for the ways in which specialist teaching services 

are organised and deployed; 19 local authorities responded to this 

question. County councils tended to report more small schools, and 

more of the smaller sized, small schools, although city councils 

quite frequently reported some small schools. These data are 

shown in Table 1.

Table 1: Numbers of local authorities reporting schools in each 

range of small schools

School size
1 -10 
schools

11-20 
schools

21-30 
schools

> 30 
schools

1-50 pupils 5 0 1 3

51-100 pupils 13 0 0 5

101-150 pupils 7 2 2 5

151-200 pupils 1 5 4 8

Planned developments (2009-10) to improve 
provision for pupils with dyslexia

Ten of the 24 local authorities responding to this question 

identified further development, the use of, and training in, the 

Inclusion Development Programme as their key priority in 2009-10. 

In follow-up interviews it was apparent that these materials on 

dyslexia and speech language and communication needs (2008) 

were particularly valued, with their dissemination and training in 

their use prioritised.
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Two local authorities intended to increase their specialist units, but 

another planned to replace three existing units with five ‘specialist 

resource bases’; this plan had led to a request for a ‘virtual school’ 

for dyslexia from two areas within the local authorities, suggesting 

that schools might still feel dependent on the specialist unit to 

provide specialist teaching. Two other local authorities planned to 

increase the outreach functions of their specialist units in order to 

build local capacity.

Overall, the plans for specialist units seem to indicate that 

specialist teaching is likely to be devolved more to schools 

themselves, with advice and support provided by the specialist unit/

team. In this context it is welcome that three local authorities 

identified training for teachers and TAs, including extension of 

accredited training courses, as their priority. One local authority 

identified early identification of pupils with dyslexia/SpLD as a 

priority, and planned to achieve this by attaching one specialist 

teacher to each primary school or cluster of primary schools. 

Another planned to tighten up their identification procedures and 

improve their assessment of individual needs for different levels of 

support. As their priority, one local authority identified the piloting 

of a particular ICT programme which could be used by parents and 

teaching assistants . Two local authorities had no key developments 

planned, and a further four did not respond to this question.
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Annex 5

Statistical measures of the 
impact of interventions on 
children’s progress

Standard scores

Standard (or standardised) scores, which usually have a mean 

(average) of 100 and a standard deviation172 of 15, are the ideal 

form of measurement as they are age-independent and test-

independent and enable a proper comparison between different 

groups and different studies to be made. Most of the US studies 

included in Dr Chris Singleton’s review have reported standard 

scores; unfortunately few of the UK studies have done so, 

sometimes because the tests used do not provide tables of norms 

in standard score form. Because they are normally distributed (i.e. 

in a bell-shaped curve), standard scores are also the most 

appropriate basis for analysing data using parametric statistics, 

which, for their integrity, rely on the fact that data are drawn from 

a population in which scores are distributed normally. Unlike non-

parametric statistics, parametric statistics not only permit 

172	 The standard deviation is a conventional measure of statistical 
variability in the data. 
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calculation of the level of statistical significance173 of a finding, but 

also the calculation of statistical interactions between variables 

(e.g. group and time), which enables a statistical significance to be 

placed on the relative impact of an intervention (e.g. on the group 

receiving the intervention compared with the control group).

Effect size

Statistical significance indicates the confidence that we can have 

that the finding is genuine. However, the fact that a given finding is 

statistically significant does not necessarily mean that it is 

important. A finding of a small difference between two conditions 

may well be statistically significant but is probably trivial. 

Therefore a measure of the size of the difference is crucial. 

Effect size is the name given to a number of statistical measures 

of the magnitude of a difference, whether over time within the 

same group or between groups. The most commonly employed 

measure of effect size used in education and psychology is Cohen’s 

d (Cohen, 1988), and this is the one used throughout this review. 

Cohen’s d is a measure of the difference between two scores 

divided by the standard deviation (either a pooled standard 

deviation based on data from both the groups, or the standard 

deviation of the control group). In an intervention study involving a 

treated group and an untreated (control or comparison) group, for 

example, the effect size can be calculated by dividing the 

difference in standard score gains between the groups by the 

standard deviation of the untreated group at post-test. In the 

absence of a control group, Brooks (2007) suggests that using the 

standard deviation of the standardisation sample for the test is a 

173	 Statistical significance is a measure of the probability (p) that 
a given finding could have occurred by chance. The lowest 
level of statistical significance usually accepted is p<0.05, 
which means that if the study were to be repeated 100 times 
the observed finding would have occurred by chance on less 
than five of those occasions; higher levels of significance often 
encountered are p<0.01 (1 in 100) and p<.001 (1 in 1,000). 
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sensible alternative. Effect sizes of around 0.2 are usually 

regarded as ‘small’, of 0.5 as ‘medium’ and 0.8 or greater as ‘large’. 

An effect size of 1.0 means than the treated group has gained an 

amount equivalent to one standard deviation compared with the 

untreated group, which is an impressive level of improvement.

However, effect size will depend on the type of control group used. 

If the control group has also received treatment, effect sizes will 

be smaller than if it was untreated.

Ratio gain

Many UK studies report results not in standard scores but in 

reading and spelling ages, from which ratio gains can be calculated 

in order to evaluate the effectiveness of the intervention. Ratio 

gain is the gain in reading (or spelling) age made by a group during 

a chronological time span, expressed as a ratio of that time span 

(Topping & Lindsay, 1992). A ratio gain of 1.0 means that the child’s 

skills are developing at a normal pace, but they will not be catching 

up with their peers. Brooks (2007) suggests that ratio gains of less 

than 1.4 are of ‘doubtful educational significance’, between 1.4 and 

2.0 of ‘modest impact’, between 2.0 and 3.0 of ‘useful impact’, 

between 3.0 and 4.0 of ‘substantial impact’ and above 4.0 of 

‘remarkable impact’ (Brooks. 2007, p. 289).

However, Brooks (2007) points out that ordinary teaching (i.e. no 

intervention) does not enable children with literacy difficulties to 

catch up, and hence it is fair to presume that, in the absence of 

control or comparison groups, and where effect sizes cannot be 

calculated, findings of ratio gains in excess of 2.0 may be taken as 

good evidence in support of the method employed. Indeed, several 

studies have shown that, without help, dyslexic pupils progress at 

around only 5 months per calendar year in reading (ratio gain 0.42) 

and 3 months in spelling (ratio gain 0.25) (Thomson, 1990, 2001; 

see also Rack and Walker, 1994). Dr Singleton suggests that in 

cases of dyslexia the achievement of ratio gains of 1.00 or greater 
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represents substantial progress for these individuals, even though 

they may still have literacy skills below levels required to access 

the curriculum effectively.

Based on Dr Singleton’s Interventions for Dyslexia report, pages 
29 – 30

35	 The term “secondary school” refers to any maintained 
secondary school that is a community, foundation or voluntary 
school. It also includes maintained middle schools, and those 
community and foundation special schools (other than hospital 
special schools) with pupils of secondary age.
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Annex 6

Practical guidance: ‘What 
Works’ for children with 
literacy and dyslexic 
difficulties who are also 
experiencing wider 
difficulties

Listed below are a number of things found to help with some of the 

wider difficulties sometimes experienced by children with literacy 

and dyslexic difficulties. These have been gleaned, for example, 

from the Inclusion Development Programme and from experienced 

teachers during the course of the review. This material is not 

exhaustive.

Helping children understand complex 
instructions

Chunking – one instruction at a time

1.	 If you have a lot of information or instructions to give, break it 

down into shorter ‘chunks’ of language, pausing after each one. 

A long ‘block’ of spoken language can be difficult to process in 

one go.
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Re-ordering

2.	 Say things in the order you want them to be done. So, instead of 

‘Before you write your homework down, clear away the 

equipment’ say, ‘Clear away the equipment. Then write down 

your homework.’

Cut down the amount you say

3.	 Studies have shown that in some classrooms adults talk for up 

to 90% of the time. For a young person with dyslexia or SLCN, 

this can feel overwhelming. Think about structuring lessons and 

activities so there is a mixture of activity-type.

Slow down

4.	 Even slowing down your talking a bit means that students will 

give longer responses, and will say more. This doesn’t mean that 

you have to start talking in a sing-song voice!

Give visual support: use gesture, thinking/concept maps, 
demonstrating, quick sketches

5.	 Visual support can take many different forms. Young people 

with dyslexia and SLCN find information easier to understand 

and process if it is supplemented by something with a strong 

visual impact. This could be a natural gesture; facial expression; 

use of pictures; video; quick drawings on the whiteboard; using 

the interactive whiteboard; linking to the Internet; using real 

objects; demonstrating or showing instead of telling; using mind 

maps on the board.

Avoid idioms, sarcasm, double meanings

6.	 We all use phrases such as ‘off you go’ or ‘get your thinking 

caps on’, or use tone of voice to show meaning ‘Oh that’s just 

great!’, but these can be really difficult for young people with 

dyslexia and SLCN who may easily take them literally or get the 

wrong end of the stick (there’s another one!). Be aware of times 

when you use language that is inferential or may have a double 
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meaning – try to make sure you use something else or explain 

carefully.

Simplify the grammar

7.	 We often use a complex sentence when a simpler one would do 

just as well. Some sentences are very difficult for young people 

with dyslexia and SLCN to understand such as passive tense, for 

example ‘Show me who was the boy who was pushed’, or 

embedded phrases, for example ‘Put the one you thought it was 

next to the beaker that boiled’. Try to simplify your sentences.

Pausing after you have asked a question

8.	 We know that adults often pause far too briefly when they have 

asked a question before switching from one child to another, or 

jumping in with another question. Young people with dyslexia 

SLCN often need more ‘processing time’ to get their thoughts 

together and formulate a response. Waiting longer for a 

response can greatly help these students to engage and 

contribute. Sometimes this isn’t possible, but there are often 

times when you can wait – it doesn’t have to be empty space, be 

aware of strategies for making it feel more natural, for 

example, ask a question and say you’re coming back for the 

answer, or turn and write something on the board.

Commenting

9.	 For pupils with dyslexia and SLCN, commenting on what they are 

doing, and pausing, rather than asking questions, encourages 

dialogue and supports their thinking and learning, for example 

‘So, plants need light and water to grow...’/ ’ I wonder what 

would happen if ….’

Note taking

There are a number of ways to structure note taking – the key word 

being ‘structure’.
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The first rule is to be prepared. Students need to:

make sure they have completed any background reading or ●●

preparation before the lesson and have made a note of any 

important questions they have to be aware of;

use either a linear or patterned format to note the main points ●●

as key words and phrases;

use abbreviations wherever possible;●●

leave out the little words such as ‘the’, ‘is’, ‘to’, but make sure ●●

they remember that ‘no’ and ‘not’ are important words;

record numbers, names, dates and titles;●●

write definitions carefully;●●

record the teacher’s conclusions clearly and concisely;●●

mark any points not understood;●●

copy diagrams carefully;●●

have a friend or classmate who will share their notes or use a ●●

piece of carbon paper to provide a second set.

Organising notes

If making linear notes the student should:

use wide-lined A4 paper;●●

leave wide margins on both edges of the sheets or divide the ●●

page lengthways and only write on two-thirds;

leave gaps for additions or corrections;●●

use coloured pens and highlighters;●●

use headings and subheadings, marking subsections with ●●

letters or numbers.
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When using patterned notes or spidergrams:

use plain, coloured paper in a landscape position;●●

make use of coloured pens.●●

For both kinds of notes:

write only on one side of each page so that extra pages can be ●●

inserted later, for example observations of practical work, for 

additional reading or own thoughts;

the aim should be to have one set of notes that ties together ●●

all the aspects of a particular topic;

use particular colours of paper, folders or dividers for ●●

different subjects/topics;

after the session, notes may need organising or reorganising ●●

perhaps by sorting them into: Main point > Supporting points > 

Summary.

Useful Strategies

Children can be helped to better organise their tasks if they are 

taught how to:

skim and scan a page●●

sort the information;●●

determine priorities;●●

make considered judgements●●

For most children putting printed information into their own words, 

rather than just copying it, is a highly challenging task. Therefore 

the more ‘scaffolding’ that can be provided for them, the better 

they will respond to this type of task. .
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Pupils who are making notes from textbooks should be 

encouraged to:

get an overview of the chapter by reading the first and last ●●

paragraphs and by taking note of any headings, subheadings, 

maps, charts and diagrams, etc.

make a note of the book, chapter and page for later reference.●●

Using a spidergram or a linear format, allowing space for additional 

information later, they should:

think carefully about the key point as they read each ●●

paragraph – the ‘essence’ of the paragraph and what the 

supporting details are, and make a note, using as few words as 

possible.

The advantages of this approach are that:

pupils will process the information more deeply as they think ●●

about the key points and, therefore, have a greater 

understanding of the text and will be more likely to remember 

the information in the future;

if they have to stop part-way through the task, they just need ●●

to re-read their notes before starting again

they will end up with a summary of the chapter, which can be ●●

kept for later reference and revision.

Examples of note-making grids:

KWL Grid. This format allows existing knowledge to be used as a 

beginning for an investigation. Findings are summarised in the final 

column.
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What I Know What I Want to 
Know

What I’ve Learned

 

QUADS Grid. This builds on the KWL grid and provides an 

extended, more detailed approach to recording the outcomes of an 

investigation.

Question Answer Detail Source

Organising Writing

10.	Students with dyslexia may need explicit teaching and 

strategies to help them overcome the barriers of poor short-

term memory.

For example, they may need:

structured support for planning●●

a scaffolding format, which helps them to plan a sequence of ●●

events

a range of key words/sentences (provided by the students) ●●

which they can refer to throughout their writing

the creative development of a storyline. This should not be ●●

inhibited by the technical aspects of writing, which can be 

considered at the redrafting and checking stages.
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Annex 7

National Curriculum 
flexibilities for children with 
special educational needs

1	 The National Curriculum is statutory in all maintained schools 

for Key Stages 1 to 4.  It secures an educational entitlement for 

all pupils. Schools have a responsibility to provide a broad and 

balanced curriculum for all pupils. The National Curriculum 

provides the starting point for planning a curriculum that meets 

the specific needs of individuals and groups of pupils. While the 

National Curriculum sets out the knowledge, skills and 

understanding that pupils should attain at the end of each Key 

Stage, there is considerable flexibility in how it can be delivered 

and schools are free to adapt how they teach to suit their 

pupils’ abilities and to enable individual pupils to make progress 

and show what they can achieve. 

2	 The National Curriculum includes a statutory Inclusion 

Statement as part of the common requirements. The Inclusion 

Statement gives teachers greater flexibility to adapt the 

curriculum to an individual pupil’s ability, by explaining that 

material may be selected from earlier or later Key Stages to 

provide all pupils with relevant and appropriately challenging 

work. It is designed to enable pupils with a wide range of 

special educational needs to progress and demonstrate 

achievement within the National Curriculum and sets out the 

requirement for teachers to adapt the curriculum as necessary 

by setting suitable learning challenges, responding to pupils’ 
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diverse learning needs and overcoming potential barriers to 

learning and assessment for individuals and groups of pupils.

3	 Guidance to support the statutory Inclusion Statement can be 

found within the National Curriculum handbook and on the 

National Curriculum website at www.nc.uk.net, under the heading 

‘Inclusion’.

4	 Where flexibilities flowing from the Inclusion Statement do not 

meet an individual pupil’s needs, it is possible, under Section 92 

of the Education Act 2002 for the local authority to disapply 

the National Curriculum through a statement of Special 

Educational Needs.  Disapplication may be from all or part of 

the National Curriculum, including all or part of separate 

programmes of study and all or part of statutory assessment 

arrangements. Schools should, however, retain pupils’ access to 

a broad and balanced curriculum or learning programme, 

including as much of the National Curriculum as possible.

5	 In addition, regulations made under section 93 of the Education 

Act 2002 give head teachers power to disapply or modify the 

National Curriculum temporarily in order to help a child or young 

person during a temporary difficulty which is beyond the 

flexibility already in the National Curriculum (a month’s illness, 

for example, does not usually require disapplication), or while s/

he is being assessed with a view to making or amending a 

statement. Further information about disapplication is available 

online at: www.dcsf.gov.uk/disapply
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Glossary

Assessment for Learning (AfL): a process of seeking and 

interpreting evidence for use by learners and their teachers to 

decide what stage learners have reached in their learning, where 

they need to go and how best to get there. The Assessment for 

Learning (AfL) strategy was launched on 20 May 2008. For more 

information, go to www.publications.teachernet.gov.uk/default.aspx

?PageFunction=productdetails&PageMode=publications&ProductId

=DCSF-00341-2008

Assessing Pupils’ Progress (APP): a process of structured periodic 

assessment for reading, writing and mathematics.  From the 

Assessment for Learning (AfL) strategy, launched on 20 May 2008 

- see weblink above for more information.

BDA: British Dyslexia Association – a national charity which 

promotes early identification and support in schools for dyslexic 

learners, and which provides a helpline for those affected by 

dyslexia. For more information, go to www.bdadyslexia.org.uk

Children’s Plan: Launched by the Government on 11 December 

2007 – a ten year strategy to make England the best place in the 

world for children and young people to grow up. For more 

information, go to www.dcsf.gov.uk/childrensplan

Co-occurring difficulties: additional difficulties that are found to 

arise alongside dyslexia, while not being dyslexic difficulties in 

themselves.
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DCSF: Department for Children, Schools and Families. For more 

information, go to www.dcsf.gov.uk

Developmental Coordination Disorder (DCD) - also known as 

dyspraxia: A severe difficulties with fine motor coordination 

(drawing, handwriting, manual dexterity) and/or gross motor control 

(running, skipping, cycling). DCD is also known as dyspraxia.

The DCSF’s guidance, entitled Data Collection by type of Special 

Educational Need174 says that children with dyspraxia are affected 

by an impairment or immaturity of the organisation of movement, 

often appearing clumsy.  Gross and fine motor skills are hard to 

learn and difficult to retain and generalise.  Children may have poor 

balance and coordination and may be hesitant in many actions 

(running, skipping, hopping, holding a pencil, doing jigsaws etc).  

Their articulation may also be immature and their language late to 

develop.  They may also have poor awareness of body position.

Dyscalculia: The DCSF’s guidance, entitled Data Collection by type 

of Special Educational Need175 says that children with dyscalculia 

have difficulty in acquiring mathematical skills.  Children may have 

difficulty in understanding simple number concepts, lack an intuitive 

grasp of numbers and have problems learning number facts and 

procedures.

Dyslexia Action: a national charity and the UK’s leading provider of 

services and support for people with dyslexia and literacy 

difficulties. Dyslexia Action provides training for teachers to 

become specialist dyslexia teachers. Formerly the Dyslexia 

Institute. For more information, go to www.dyslexiaaction.org.uk

Dyspraxia: See Developmental Coordination Disorder (DCD).

174	 DCSF (2005)

175	 DCSF (2005)
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Dyspraxia Foundation: a national charity which aims to increase 

understanding of Dyspraxia, particularly among professionals in 

health and education. For more information, go to www.

dyspraxiafoundation.org.uk

Dyslexia: a learning difficulty that primarily affects the skills 

involved in accurate and fluent word reading and spelling. 

Characteristic features of dyslexia are difficulties in phonological 

awareness, verbal memory and verbal processing speed. Dyslexia 

occurs across a range of intellectual abilities. It is best thought of 

as a continuum, not a distinct category, and there are no clear 

cut-off points. Co-occurring difficulties may be seen in aspect of 

language, motor co-ordination, mental calculation, concentration and 

personal organisation, but these are not, by themselves, markers of 

dyslexia. A good indication o the severity and persistence of 

dyslexic difficulties can be gained by examining how the individual 

responds or has responded to well founded intervention.

Dyslexia-Specific Learning Difficulties (SpLD) Trust: a consortium 

of organisations, including the BDA, Dyslexia Action, Helen Arkell 

Centres, PATOSS, Springboard for Children and Xtraordinary 

People, promoting improved practice and outcomes for individuals 

with dyslexia and specific learning difficulties. For more 

information, go to www.thedyslexia-spldtrust.org.uk

Early Reading Review: an independent review of the teaching of 

early reading, following which a report was published in 2006. The 

review provided clear recommendations on the teaching of reading, 

including what constitutes ‘high quality phonics work’. For more 

information go to www.standards.dcsf.gov.uk/phonics/rosereview

Early Years Foundation Stage: brings together Curriculum 

Guidance for the Foundation Stage (2000), the Birth to Three 

Matters (2002) framework and the National Standards for Under 

8s Daycare and Childminding (2003), building a coherent and 

flexible approach to care and learning. All early years providers are 

required to use the EYFS to ensure that whatever setting parents 
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choose, they can be confident that their child will receive a quality 

experience that supports their development and learning. For more 

information, go to www.standards.dcsf.gov.uk/eyfs/site/about/

index.htm

Early Years Foundation Stage Profile (EYFSP) came into force in 

September 2008. It is the regulatory and quality framework for 

the provision of learning, development and care for children 

between birth and the academic year in which they turn five. The 

primary purpose of the EYFS profile is to provide year 1 teachers 

and parents with reliable and accurate information about each 

child’s level of development as they reach the end of the EYFS. 

This will enable the teacher to plan an effective, responsive and 

appropriate curriculum that will meet all children’s needs, to 

support their continued achievement more fully.

Each child’s development should be recorded against 13 

assessment scales, based on the early learning goals and divided 

between the six areas of learning and development. Judgements 

against these scales should be made from observation of consistent 

and independent behaviour, predominantly from children’s self-

initiated activities.

For more information go to www.standards.dfes.gov.uk/eyfs/site/

profile/index.htm

Every Child a Reader (ECaR): an early literacy intervention which 

targets 5 to 6 year old children identified as falling within the 

lowest achieving in their class. For more information go to www.

everychildareader.org

Every Child a Chance Trust: a charity which aims to unlock the 

educational potential of socially disadvantaged children through 

the development and promotion of evidence-based, early 

intervention programmes, including Every Child a Reader and 

Reading Recovery. For more information, go to www.

everychildachancetrust.org
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Helen Arkell Dyslexia Centre (HADC): a voluntary sector 

organisation which believes that anyone with dyslexia should be 

offered expert assessment and tuition regardless of their ability to 

pay. The Centre offers training to professionals who wish to 

develop their skills in addressing dyslexia – including training to 

become a specialist dyslexia teacher. For more information go to 

http://www.arkellcentre.org.uk/

Inclusion Development Programme (IDP): a series of on-line 

professional development materials to help those working in 

schools address special educational needs, including dyslexia. For 

more information, go to www.nationalstrategies.standards.dcsf.gov.

uk/primary/features/inclusion/sen/idp.

Inclusion Statement: the National Curriculum includes a statutory 

Inclusion Statement as part of the common requirements. The 

Inclusion Statement gives teachers greater flexibility to adapt the 

curriculum to an individual pupil’s ability, by explaining that material 

may be selected from earlier or later Key Stages to provide all 

pupils with relevant and appropriately challenging work. More 

information is provided at Annex 9 of this report.

Leading Literacy Schools (LLS) programme: this programme is a 

key part of the National Strategies and Training and Development 

Agency for Schools’ joint plan for work with the initial teacher 

training (ITT) sector towards further implementing the 

recommendations of the Rose Review of the Teaching of Early 

Reading. The programme is designed to support providers of ITT in 

ensuring that trainee teachers have the opportunity to work with 

and learn from effective teachers and practitioners in the teaching 

and assessment of literacy, and to provide a bank of expertise that 

can be drawn upon to support school and centre based training.

Motor coordination: See Developmental Coordination Disorder 

(DCD)
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National Strategies: professional development programmes for 

early years, primary and secondary school teachers, practitioners 

and managers. For more information, go to www.nationalstrategies.

org.uk/Home.aspx.

No to Failure project: a collaborative project, involving the BDA, 

Dyslexia Action, Patoss, and Xtraordinary People, which trailblazed 

whole school dyslexia awareness training alongside screening and 

teaching of pupils with dyslexic difficulties in three local authority 

areas. Helen Arkell Centres were also involved in setting up the 

project. For more information, go to www.notofailure.com

Ofsted: Office for Standards in Education – inspects and regulates 

to achieve excellence in the care of children and young people, and 

in education and skills for learners of all ages. For more information 

go to www.ofsted.gov.uk

PATOSS: The Professional Association of Teachers of Students 

with Specific Learning Difficulties. For more information go to www.

patoss-dyslexia.org

Partnerships for Literacy: a Dyslexia Action project which uses the 

specialist knowledge of Dyslexia Action’s teachers to develop a 

sustainable model of support for primary-aged children who have 

literacy difficulties, including those associated with dyslexia. For 

more information go to www.dyslexiaaction.org.uk/Page.

aspx?PageId=234

Phonological awareness: the ability to identify and manipulate the 

sounds in words. This is recognised as a key foundation skill for 

early word-level reading and spelling development.

Primary Framework: The Primary Framework – http://

nationalstrategies.standards.dcsf.gov.uk/primary/

primaryframework/literacyframework

provides overarching guidance and support for teachers in teaching 

literacy. It is the framework that underpins our Primary National 
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Strategy. High quality, systematic phonics as advocated by Jim 

Rose’s Independent Review of the Teaching of Early Reading 

published in 2006 should be the prime approach for teaching 

children to read. Phonics is embedded throughout the Primary 

framework and throughout the Early Years Foundation Stage. The 

Rose Report made clear that there are two distinct but related 

processes involved in teaching children to read: learning to 

recognise words and developing language comprehension. Where 

children are not making sufficient progress through the phonics 

approach, teachers will be considering Wave 2 and Wave 3 

interventions, and considering whether a child may have a special 

educational need or disability (e.g. dyslexia or a hearing 

impairment).

QCA: Qualification and Curriculum Authority - the regulatory body 

for public examinations and publicly funded qualifications. For more 

information go to www.qca.org.uk

Quality First Teaching: Quality First Teaching: is “first teaching” 

that is effectively designed and delivered so as to: 

fully meet the learning needs of ●● most children

partially meet the learning needs or any remaining small ●●

minority of children (where these children will additional 

receive Wave 2 and or Wave 3 support to complete their 

provision)

First Teaching, sometimes also referred to as ‘Wave 1’ teaching, is 

that teaching which is provided for all children as part of the 

school’s entitlement curriculum. It is usually delivered by children’s 

regular teacher or teachers.

Although normally delivered with a whole class, first teaching may 

well involve differentiation and a variety of approaches, including 

whole-class teaching, guided group work, independent activity and 

individual support where appropriate. It can also include in-class 
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support from, for example, a teaching assistant, where this is part 

of the school’s regular provision.

This is distinct from any additional teaching which is provided for 

selected children only in order to meet particular learning needs or 

support catch up. This can be for groups of varying sizes and/or 

individuals and is sometimes called ‘Wave 2’ and ‘Wave 3’ 

intervention. It is often delivered by an additional teacher or 

teachers, or by a regular teacher outside standard teaching time. 

Such additional support should always supplement, never replace, 

first teaching.

In the context of literacy teaching, Quality First teaching is lively, 

engaging and involves a carefully planned blend of approaches that 

direct children’s learning. The children are challenged to think. The 

teacher provides children with good support but requires 

independence as and when appropriate. The balance between adult-

led and child-initiated activity is an important element of planning 

within the EYFS, but similarly throughout the primary school 

opportunities should be provided for children to initiate their own 

learning and to use and apply the literacy skills they have been 

taught. The pitch and pace of the work is sensitive to the rate at 

which the children learn while ensuring that expectations are kept 

high and progress is made by all children. Although the learning 

focus may give greater weight to learning in a particular strand or 

area of literacy, the strong interdependence between speaking, 

listening, reading and writing should underpin planning and provision 

for learning.

The literacy skills and knowledge that children are expected to 

learn is clearly defined and the teacher has mapped out how to lead 

the children to the intended learning. Children know that they can 

discuss and seek help as and when they need to. Children who need 

more support than others are identified quickly and receive early 

intervention to help them maintain their progress.
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Reading Recovery: Reading Recovery is the programme of choice 

for Wave 3 provision within Every Child a Reader (ECaR) and 

comprises 12 to 20 weeks of intensive, individual (one-to-one), daily 

tuition involving 30-minute sessions. For more information go to 

www.readingrecovery.ioe.ac.uk

School Action: when it is identified that a pupil has special 

educational needs the school provides interventions that are 

additional to, or different from those, provided as part of the 

school’s usual differentiated curriculum offer and strategies.

School Action Plus: when a school continues to provide additional or 

different interventions, but is doing so with advice or support from 

outside specialists. The SENCO usually takes the lead, although 

day-to-day provision continues to be the responsibility of class or 

subject teachers.

SEN: special educational need/s as defined in section 312 of the 

Education Act 1996. The SEN Code of Practice explains this 

statutory definition in the following terms:

Children have special educational needs if they have a learning 

difficulty which calls for special educational provision to be made 

for them.

Children have a learning difficulty if they:

(a)	have a significantly greater difficulty in learning than the 

majority of children of the same age; or

(b)	have a disability which prevents or hinders them from making 

use of educational facilities of a kind generally provided for 

children of the same age in schools within the area of the local 

education authority; or

(c)	are under compulsory school age and fall within the definition at 

(a) or (b) above or would so do if special educational provision 

was not made for them.
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Children must not be regarded as having a learning difficulty solely 

because the language or form of language of their home is 

different from the language in which they will be taught.

Special educational provision means:

(a)	for children of two or over, educational provision which is 

additional to, or otherwise different from, the educational 

provision made generally for children of their age in schools 

maintained by the LEA, other than special schools, in the area;

(b)	for children under two, educational provision of any kind.

SEN Code of Practice: provides statutory guidance to schools and 

local authorities on their SEN statutory duties. Section 313 of the 

Education Act 1996 requires schools and local authorities to have 

regard to the SEN Code of Practice when carrying out their duties 

towards all pupils with special educational needs. The Code can be 

accessed by going to www.teachernet.gov.uk/docbank/index.

cfm?id=3724

SEN coordinator (SENCO): the member of staff at a school or in an 

early years education setting who has responsibility for 

coordinating SEN provision.

Simple View of Reading: this summary of the way in which children 

learn to read recognises that skilled reading entails the 

development of a set of processes by which the words on the page 

are recognised and understood (i.e. word recognition processes), 

and the development of increasingly sophisticated language 

comprehension processes, by which texts as well as spoken 

language are understood and interpreted.

Learning to read therefore involves setting up processes by which 

the words on the page can be recognised and understood, and 

continuing to develop the language comprehension processes that 

underlie both spoken and written language comprehension. Both 

sets of processes are necessary for reading, but neither is 
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sufficient on its own. Children who cannot adequately recognise the 

words on the page are by that fact alone prevented from fully 

understanding the text; however, recognising and understanding the 

words on the page is no guarantee that the text will be understood.

For more information, go to www.nationalstrategies.standards.dcsf.

gov.uk/node/20162

Specialist dyslexia teaching: an umbrella term for approaches that 

are used by teachers who have attained accredited specialist 

qualifications in the teaching of children and adults with dyslexia. 

Training courses are accredited by the British Dyslexia Association, 

and qualifications are at two levels: Associate Membership of the 

British Dyslexia Association (AMBDA) and Approved Teacher 

Status (ATS).

Specific Learning Difficulties (SpLD): The DCSF’s guidance, entitled 

Data Collection by type of Special Educational Need176 says that 

“specific learning difficulties” is an umbrella term which indicates 

that pupils display differences across their learning.  Pupils with 

specific learning difficulties may have a particular difficulty in 

learning to read, write, spell or manipulate numbers so that their 

performance in these areas is below their performance in other 

areas.  Pupils may also have problems with short term memory, with 

organisational skills and with coordination.  Pupils with specific 

learning difficulties cover the whole ability range and the severity 

of their impairment varies widely.

Specific learning difficulties include dyslexia, dyscalculia and 

dyspraxia.

Springboard for Children: Springboard for Children is an 

educational trust and charity which provides literacy support to 

disadvantaged children in inner-city primary schools. It works in 

partnership with the schools and specialises in advancing children’s 

176	 DCSF (2005)
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progress with learning to read. Springboard’s experience is that the 

children they work with have fallen behind for various reasons: 

some are so emotionally disturbed they find it difficult to 

concentrate in the classroom; others are dyslexic; many do not have 

English as their first language; most have very little educational 

support at home. All are vulnerable to the cycle of frustration and 

failure. Springboard’s approach is to help these children through 

one-to-one support with someone who can dedicate time to each 

child during some time spent away from the classroom. Springboard 

provides the special care of a committed adult to give consistent, 

high-quality support. Springboard’s teaching and support is 

undertaken by trained volunteers, teachers and some specialist 

dyslexia teachers. For more information, go to http://www.

springboard.org.uk/

Statement of SEN: this is a statutory document which sets out a 

child’s special educational needs and the provision that must be 

made to address those needs. For more information, go to Chapter 

8 of SEN Code of Practice.

Statutory assessment: Where a child with SEN continues to make 

little progress in response to support provided through School 

Action Plus, the school should consider asking the local authority to 

undertake a statutory assessment of the child’s SEN, as in Chapter 

7 of the Code of Practice.  As indicated at para 7.21 of the Code, a 

parent can request such an assessment at any time, which may 

result in a statement of SEN being issued for the child. Paragraph 

7.29 of the Code explains that if a local authority does not agree to 

undertake a statutory assessment, the parents have a right of 

appeal to a Tribunal. Similarly, paragraph 8.15 of the Code explains 

that parents also have a right of appeal if a decision is made not to 

provide a statement, following a statutory assessment.

Verbal memory: the ability to retain an ordered sequence of verbal 

material for a short period of time; it is used, for example, to recall 

a list of words or numbers or to remember a list of instructions.
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Verbal processing speed: the time taken to process familiar verbal 

information, such as letters and digits

Visual stress: Visual stress is a term used to describe the 

experience of eye strain, difficulty in focusing, headaches, and 

illusions of colour or movement in written text.

Xtraordinary People: a campaigning organisation which aims to 

ensure that anyone with dyslexia or specific learning difficulties is 

empowered to succeed. For more information www.

xtraordinarypeople.com
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