Critical Investigation

     To critically reflect on Individual Development Plans (IDP’s) and Pupil Centred Planning (PCP) I have conducted a forcefield analysis to demonstrate how ALN Reform in Wales will call for a restructuring of the Pastoral Lead role in my workplace.  
My main role is Speech and Language teacher in a large all through school (three to sixteen years old). I teach over two hundred secondary aged pupils every week, who have a variety of additional learning needs.  Secondly, I am a Pastoral Lead which requires me to closely support and monitor twenty statemented pupils.  My Force Field Analysis demonstrates that this is an extremely time consuming and pressurised role.  Several times a year I revise my pastoral learners and speech and language pupils progress and targets.  Together we review their Individual Education Plans (IEP), which my workplaces call Pupil Action Plans, and set new targets for their progression.  I also question them in detail to gather information for their IDP which, I then complete ready for the ALNCO to conduct Annual Reviews.  I also provide daily support for their social, emotional and behavioural needs, and develop relationships with their parents/carers.  
For this assignment I will first critique reform, then PCP, which is used to inform IDP’s, before finally using the results and the findings of my Force Field Analysis and literature, to inform an Action Plan on how to enact positive change within my workplace. 
Having taught ALN pupils throughout all Key Stages (3-16 years) for nearly twenty-three years and believe that it is time for a comprehensive change, as the current system can be complex, bewildering, lengthy and adversarial process.  The Times Education Supplement has described reform as the biggest in a generation (Maddern 2012).  The then minister for Education and Skills, Huw Lewis, in his forward to the 2014 White Paper, was unequivocal about the need for comprehensive change.  He called the assessment process “bureaucratic and costly, as well as insufficiently child-centred or user friendly.”  He went on to discuss how needs are identified late and interventions are poorly implemented and not effective.  Families felt that getting the correct support and advice was a “battle”.  Daucey’s (2014) research briefing for ALN in Wales discusses how the Welsh Government recognised that the current system was “no longer fit for purpose”. I believe that the 30-year-old model is outdated and a modern approach to multi agency practice is overdue.  ALN support needs to be adapted to support learners in their education journey and inform life choices.  
The 2003 the Welsh Assembly and ELLS committee started a policy review in response to Estyn’s, The Audit Commission and, Cambridge Education Associates recommendations.  It concluded that despite the SEN Code of Practice for Wales (2004), there was a “postcode lottery” in Wales in relation to provision (2006).  I agree with the decision to overhaul the system and the 11 Core Aims so that ALN learners will be more enabled to overcome barriers to learning and achieve their full potential.  It is time that ALN learners are treated as equals and their “needs, views, wishes and feelings are placed at the heart of the process.” (SSCE Cymru).
A more ‘person-centred-approach’ is needed, where all ALN learners have a statutory right to support through an IDP.  After twenty-three years of ALN teaching I am aware that learners, carers and society have a better understanding and acceptance of ALN which could be acknowledge by the Warnock Report (1978).   Young learner’s participation was legally supported in the UNCRC 1989, and The Children Act (H M Government, 1989) also emphasised children’s rights to a voice in matters that concern them.  May (2004) highlighted that the SEN code of Practice (DFE, 1994) also stressed pupil participation and giving children a voice as early as 2001. (DFES, 2001).  I believe it is time for all to participate more in assessment, planning and the development of partnerships so together, we can build a greater sense of trust in all ALN agencies and their decisions.  
Not surprisingly, the reforms in Wales have unfortunately been delayed; possibly due to Donaldson Reforms (2014).  Williams (Sept,2019) said, “there was insufficient time to get the new rules in place.”  I agree with her comment that “it is a crucial piece of legislation…” and it is vital “… to get this right.”.
Denise Triger, SnapCymru (2019), chief executive, stated that “The system has been in chaos for years”.  Currently 105,000 (23%) of school age pupils in Wales are identified as having ALN, of which, 88% have their needs met through school support (SA/SA+), and around 12% have Local Authority Statements.  Through reforms all ALN learners will have their needs met under a school or college maintained IDP (Flagg, 2019)
Triger believes in the principles of reform and learners needs being met by schools, as we know more about our pupils, but she feels that “schools are not ready in capacity and resources, and most will say there are insufficient funds.” (SnapCymru, 2019)
Critically reflecting on these figures and reform within my own school, pastoral leads are concerned that we are ill prepared for the potential deluge of pupils, paperwork and legal issues.  Currently 150 have Statements shared between 8 pastoral leads, and 370 are school action or school action plus.   Reforms dictate that all pupils who receive any form of intervention will require an IDP.  Therefore, this will place, as Triger discussed, pressures on resources, funding and call into question legal issues surrounding families wishes for the child to have the right to support.  Law (2012) discusses if statutory assessment is removed, thus placing pressures on schools to identify needs, schools will not go into ‘battle’ with parents, but it could lead to potential litigation. Sarah Teather (2012) Minister for Child and Families, at the time, said reforms that “too many parents have faced bureaucratic barriers, …., and we will empower parents and young people, giving them greater control over the services they receive.” 
Concerns and questions amongst colleague’s centre around schools deciding when a disability * is an additional learning need and will these decisions cause an increase in Additional Learning Needs (ALN) pupil numbers, and, put even more financial pressures on school budgets.   
The ALN Transformation Programme (2019) suggests the new ALN system will not add to the number of learners or cost authorities more.  With a £20 million funding package and existing budgets, schools and authorities will be enabled to make better evidence based decisions, reduce potential conflicts and ultimately lead to improvements in the quality of provision. Flagg’s (2019) perspective is that reforms will improve collaborations between LA’s and Health Boards, so early, timely and effective interventions are made.  He hopes for improved fairness, transparency and information for families. 

Theory and Practice
In my professional opinion the theories of Vygotsky (1929) and Piaget (1970) are important for Pastorals to understand to fulfil their roles.  
(Zone of Prox Dev – figure 2)
Firstly, Vygotsky (1929)   formulated a unique paradigm for ALN education in the Twentieth Century which informs aspects of ALN teaching today.   Vygotsky’s approach is based on inclusivity, positive differentiation, scaffolding and the sharing of expertise and resources are ideas that are reflected in current ALN practice. The CHAT Theory of Child Development (Zaporozhets & Elkonin 1971) was based on social constructionist approaches to continuous cognitive development and the influences of social interaction.  A Vygotskian teacher, and my colleagues, should encourage interaction with skilled professionals and think carefully about their expectations and the promotion of self-help, or independent IEP/IDP (Action Plan) targets and objectives.
Piaget’s (1936) approach is founded on connections between biological and cognitive processes (nature and nurture).  He felt the child learner was independent and cognitive development was based on set stages where children think, reason and understand differently at different periods of their lives. Piaget’s theories are also significant to Pastorals as they inform our understanding of the development and intellectual growth of ALN learners.  We should encourage self-discovery, spontaneous interaction and assimilation. 
Critically reflecting on these theories, I conclude that within my workplace it is a necessity that pastoral leads use a balanced combination of Vygotsky and Piaget.  With ALN reforms, PCP and the IDP target setting and review processes in mind, pastoral leads should be encouraging differentiation and inclusivity.  Pastorals can only scaffold progress and development of higher mental functions and social skills by having time to share knowledge with colleagues, to talk to, listen to and monitor pupils.  Time which we do not have.  Pastorals need to focus on the learners’ strengths and guide the development of new social, intellectual and independent skills to prevent the development of secondary difficulties.

PCP and Pupil Voice
I have considered and reflected on the arguments about reform and thus far agree that it is time for facilitating a shift in power toward pupil centred practice and family/agency collaboration.  In Newton’s (2019) study about Educational Psychologists (EP) and pupil views she discusses how with the “current climate of reform more attention than ever is being given to the active role of the child in their education and in the decision making which affects them”.
McCombs & Whistler (TEAL, 2010) are correct when they discuss how reform is needed so that the learner has the power to master their own world through the natural process of learning. I believe in placing my learners needs and views at the ‘heart’ of my teaching because they then find the learning process more meaningful and relevant to their own lives and interests.  I am of the view that they then become actively engaged in creating, understanding and connecting to knowledge.  Their motivation and learning increases when they are co-creators in the learning process.  
I concur with Aaronsohn’s (TEAL, 2000) theories about learners who meet with success and assuming new responsibilities gain confidence and feel good about themselves.  He goes further in his discourse about how achievement increases when they attribute success to their own effort and abilities, not just luck. Newton (2019) argues that creating roles such as Children’s Commissioner demonstrates the value society now places on the voice of the child, following the Children’s Act (HM Gov, 1989).  Aston & Lambert (2010) reported that children’s views about their involvement in decisions was that “society does not want young people to have a voice”. 
TSANA also concurs with PCP and discusses human rights principles of education professionals recognising the worth and potential of learners (TSANA 2015).  Estyn (2018) believe that schools acknowledge the importance of PCP and pupil voice in ALN reforms.  Newton (2019) draws on Sanderson, Lundy and May when describing PCP.   It is “a process of continual listening, and learning; focussed on what is important to someone now, and for the future; and acting upon this in alliance with their family and friends” Sanderson (2000).  Lundy (2007) suggests that adults have shown concerns about placing control in children’s hands will undermine adults power and threaten the stability of the education system.  Whereas May (2005) suggests the political stance is one of professionals as facilitators or gatekeepers and outcomes of this are that the adult can determine the nature of the conversation, the frequency and the interpretation of the response.  
I believe that listening and understanding learners needs helps practitioners/agencies to deliver a more cohesive and purposeful curriculum/interventions.  My Force Field Analysis (figure 1) clearly shows how pastoral leads struggle to uphold PCP principles and fulfil our duty of care.  We have no time to question and listen to learners or reflect on their progress and achievements for annual review purposes, thus worry about the legal responsibilities and ramifications of this.  Harding & Atkinson (2009) suggest that these one-off meetings are problematic when recording the voice of the child, especially those with communication difficulties.  Whereas, Fielding (2004) argues that teachers often speak for learners when gathering views. 
Estyn (2018) provide examples of good practice that schools can learn from including Cowbridge School* in Torfaen where PCP is central to school ethos and drives curriculum planning.  Also, Williamstown Primary* who became a ‘Person Centred Champion School’.  Positive parental comments include “That was the best review I have been to!” and “I feel like we were talking about my son, not the document”. Torfaen PRU* was also quoted as an example of positive PCP approaches and cohesive, meaningful partnerships.  The Estyn case studies show that involving pupils in target setting and learning objectives can empower the learner, improve their wellbeing and attitudes to learning. (* see appendecies)
My force field analysis demonstrates that my workplace could also learn from Gorffa Special School, Carmarthenshire, and St Marys Catholic Primary School, Wrexham, because they have adapted to change by creating a vision for reform that is based on a communication system that provides staff with necessary, essential and relevant information about pupils.  In both schools, PCP is highly valued which has resulted in engaged and confident learners who happily share ideas about how staff can support them (Estyn Readiness Report, 2018).
However, TSANA (2015) discusses how it is inappropriate to use teachers as communication aids (pastoral leads), and that a balance of unbiased support is needed.  They believe in using support staff instead as they feel they have a more in-depth understanding of learners’ needs.  They also suggest that greater consideration should be given to assessing the competency of young learners being involved in decision making could be linked to Fraser & Gillick competencies.
In my role as Pastoral Lead I have several concerns regarding PCP, pupil voice and reforms which are critically reflected by several authors, theories and surveys.  CRAE (2013) question how genuine views of learners are and the problems around ‘tokenism’; (say what you want to hear).  My Force Field Analysis reflects the findings of several authors views because Pastorals in my workplace do not have regular contact or relationships with their learners.  Mannion (2007), stresses considering alternative perspectives and relationships between learners and teachers and the effect on participation.  Norwich et al (2006,) comments on issues surround accountability and limits to gathering their views. The SEN Code of Practice (DFES 2001) emphasised that age, maturity, capability and language skills should be considered and that there is a subjective and diverse range of practice.  McKay (2014), Soar et al (2005) and Lewis et al (2007) comment on variables in practice and the lack of learner’s ability to express themselves was greatly relevant to the engagement of learners and assumptions made by those gathering information of pupils’ views.  My Force Field Analysis demonstrates that within my workplace differences are inevitable due to pupil numbers, number of pastoral leads, their skill, styles and methods, personalities, relationships, experience, training and learner’s communication and language skills.  Hartas (2011) suggests learner’s involvement may be unrealistic, and can be viewed negatively, which in turn, they then feel they cannot or chose not to participate.  Newton (2019) quotes several authors such as Warshak (2004) who suggests that “hearing a child’s voice” is a complex notion (p382).  Also, Skivenes & Strandbu (2006) concur that concepts about pupil voice are vague and that variations in ability and participation result in a range of outcomes.  Finally, she says Hobbs et al (2000) discuss the imbalance of power between professionals and learners.  Skivenes & Strandbu (2006) also suggest that learner’s capabilities to make decisions are not fully developed and can be dependent on the views of adults.  Todd (2012) believes understanding learners’ views can be challenging and Ingram (2013) reflects this idea of interpreting and understanding views as being a complex process, as ALN can limit communication and the ability to indicate preferences and needs.  Fox (2015) believes it can be helpful to consider Article 12 of the UNCRC (United Nations 1989) when considering learners capacity to voice their opinions on the help they should be given.
Research is available about PCP (Ashton&Lambert 2010, Hartas&Lindsay 2011, McKay 2014, Sharp 2014) and listening to children (Mannion 2007, Todd 2012).  However, articles and research about the difficulties, we as practitioner’s encounter are limited.  My workplace should consider the ‘Mosaic Approach’ (Clark & Moss 2001) which combines interviews, video, green screen, photographs, observation, family views as it can be used to assist those with communication difficulties.  Even though it can be time consuming, learners will respond well (Woods & Farell, 2006).  My Force Field Analysis shows there is a clear force against this change as there is a lack of wanting to take on the ideas and methods of others.  




Benefits
Considering all the difficulties in PCP the benefits are wide ranging.  These include – 
· Learners perceiving themselves as powerful which enables resilience and adaptability (Sharp, 2014)
· Active learners (Mckay, 2014)
· Inclusivity (Messiou, 2002)
· Enhanced relationships and active participants (Steele, 2005)
· Enlightenment for practitioners (Warshak, 2004)
· Understanding of own needs (DFES, 2001)
However, my Force Field Analysis clearly shows that within my workplace not all of these benefits are apparent or will come to fruition as pastoral leads have no quality time with the pupils they are compiling data about.  Whatever the benefits or difficulties of PCP maybe, it is essential that learners feel empowered by ALN reforms, and that they are actively able and encouraged/assisted to have meaningful input into what support they need to overcome social, educational and physical barriers.  

IDP’s
Irrespective of the severity or complexity of their needs all learners with ALN will be provided with IDP’s from the earliest stages to lay positive foundations for future development.  Reflecting critically within my workplace the IDP should be the basis for development of their potential and Pastoral Leads should focus on what the learner can do rather than what they can’t. As an ALN teacher, I agree with Rodina’s (2007) paper on Vygotsky’s theories and how the main task in ALN education is to provide support for the intact functions to enable learners to reach their potential. 
TSANA (2015) reflect on how the IDP should be an adaptable, portable, living document that effectively caters for all needs and must not be a watered-down version of a Statement.  To avoid this problem in my workplace, pastoral leads need more time to become more aware of individual needs and requirements and have more intensive interactions with learners.  Without spending quality time with learners, the IDP targets, implementation and provision are worthless.  
I agree with reforms encouraging a quicker process but have found that although it only takes a few hours to complete or update an IDP for review, it is the initial process of gathering, uploading and inputting data that is highly problematic as it takes a considerable amount of time and effort.  
In my professional opinion, Pastoral leads should focus on setting smart targets and objectives that encourage skills around what the learner can do rather than what they can’t, which can be reviewed easily. I agree with TSANA’s (2015) argument that priorities and outcomes should be specific, measurable, achievable and realistic, and that the IDP should consider learners emotional and social wellbeing. This is however a skilled and time-consuming task which, to avoid what SnapCymru (p4, 2017) say will lead to watered down targets, my Force Field Analysis clearly shows that a force for change in my workplace is for pastoral leads to have more time with learners, parents and agencies. 
In my professional and Pastoral opinion successful IDP’s and provision will rely on time to build relationships with and talk to learners and parents, development of staff ALN knowledge and understanding, quality templates, guidance documents, in-depth details and information.  
 Newtons (2019) study refers to several issues with IDP’s such as –
· Genuine verses tokenistic views (Children’s Rights Alliance for England CRAE, 2013)
· Alternative listening and consultation methods and the relationships involved (Mannion, 2007)
· Lack of learner’s participation (SEN Code of Practice DFES, 2001)
· Limits to gathering learner’s views and taking these views into account (Norwich et al, 2006)
· Variation in schools and Local Authorities practices (McKay 2014, Soar et al, 2005)
From a professional point of view, issues also include – 
· Lack of training and information
· Lack of departmental and staff communication
· Lack of time
· Inconsistencies in methods used
My forcefield analysis forces for change are also reflected in SnapCymru’s (p4, 2017) consultation with parents.  
· Lack of staff knowledge of complex needs which means the IDP will be unfit for purpose
· Lack of training and agency guidance/support
· Lack of funding and school budgets which could lead to a stripping out of provision and learners slipping through the system
· Lack of funding will lead to a bad deal from schools and many parents would prefer a Local Authority IDP
In conclusion, reflecting on theory, reform, data and my Force Field Analysis, leads me to conclude that due to ALN reforms, that I agree are necessary and overdue, my workplace needs to implement an action plan to address the restructuring of the pastoral lead.   A Pastoral role is not about –
· Discipline
· An occasional happening
· Only intended to remedy deficiencies in individual pupils
· Compiling paperwork
It should be about –
· A continuous process of care, evaluation and assessment
· Partnerships, welfare, communication systems
· Preventing secondary difficulties
· Counselling skills, group discussions, developing in-depth knowledge of the learner
· Being a role model, beacon of hope, stability and care
· In loco parentis
The word education is derived from the Latin ‘educare’ meaning to lead out.  The temptation for practitioners is to drum in.  I believe effective ALN learning requires learners’ willingness to learn and be actively engaged and attentive.  Nurture is being pushed to the back of the queue in favour of achievement.  Pastorals can only play a small part in creating a richer psychological world for learners but with more time and better systems of care, target setting and monitoring my workplace could become more adapt at enabling ALN learners to overcome their individual and varied barriers to learning and achieve their full potential, so they can become independent, active citizens.

Action Plan
· Specific time (off teaching timetable) so Pastoral Leads can – 
1. Meet with learners monthly
2. Monitor targets/progression
3. Gather information for targets and IDP
4. Compile paperwork for IDP and Annual Reviews
5. Meet with colleagues and class teachers
· Be allocated the same pupils every year to develop better relationships and understanding of ALN learners needs
· Visit other schools to see best practice –
1. Pastoral role
2. Compiling learner data
3. Filling out IDP
· Senior management to take on the ideas of Pastoral Leads 
· Senior management to provide more consistent training to pastoral leads

Finally, myself and my Pastoral colleagues feel strongly the best plan of action is for the role of the Pastoral Lead to become a separate position with several Leads for each year group.  
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Appendices

* Crownbridge School - The school’s approach on an individual pupil level includes one-page profiles, ‘important to’ and ‘important for’ information, ‘what’s working / even better if’ information, strengths and challenges, personalised targets, action planning and communication charts.  This information is captured through a range of review meetings with parents and partner agencies. There are clear school-based expectations for PCP that are understood by all teachers.  Senior leaders are well informed about the quality of PCP approaches across the school and create focused action plans to maintain and improve standards.  Pupils make good progress towards individual targets over a sustained period.  Parent feedback is positive.
* Williamstown Primary - The SENCO received two days of training with a focus on the Planning Alternatives to Hope (PATH) approach having a positive impact on provision and standards.  Through talking more with pupils and their families, staff develop a greater understanding of each child and their interests.  As a result, staff are better equipped to offer activities that support pupils’ interests and improve pupil engagement in learning.  Staff found it easier to complete statement reviews and received extremely positive feedback.  Staff and parents report that their relationships are better.  Parents particularly appreciate the positive comments about their child.  
* Torfaen PRU -  The ILP is a central point of reference and information for all agencies involved with an individual, for example social services, health services or the youth offending service.  All agencies contribute to and update the ILP, which has led to a more co-ordinated approach and positive feedback from pupils and their parents.  The OPP is key to individual education plans (IEPs) and annual review meetings and drives all meetings with parents and outside agencies.  Pupil voice and parent participation are a critical part of the process and they are consulted at each stage.  
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Figure 1: overview of the shortcomings at each stage of the process’

Cross-cutting weaknesses: in leadership, limited capacity (including Welsh medium and bilingual provision) and poor use of data ]

Needs not identified or not
identified early enough
leading to no, or
inappropriate, provision
being made, which can
increase costs over the
long-term

Statutory assessment process too Weakness in multi-agency
long, drawn out and bureaucratic collaboration; weak links
(NATW, 2006); assessments often between assessment and
conducted sequentially rather than in | | funding; shortages of

a genuinely multi-agency, child- specialist staff (e.g. SALT);
centred and holistic way. There is a and delays in meeting

lack of trust in School Action and needs

School Action Plus.

Monitoring and self-evaluation of
provision by schools and local
authorities is often poor; cost-
effectiveness of provision is often
not known; and reviews of
provision for individual children are
infrequent and sometimes
ineffective.

Identification W

A A A A

Widespread lack of understanding and trust in School Action and School Action Plus; some parents do not feel supported through the
statementing process; and weak and inconsistent implementation of the Special Education Needs Code of Practice (NAMW, 2004a)

[ Cross-cutting weaknesses: in family support, advocacy and complaint resolution J

" Although the key stages, identification, assessment, planning and review, are presented in a linear sequence in order to illustrate the weaknesses, they
should be thought of as a cycle.
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Figure 2: intended outcomes of reform

Intermediate outcomes

> Improved participation of learners in individual assessment, planning [and review]
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» Greater consistency of outcomes and quality between schools and between local
authorities

D

Outcomes are based upon those outlined in Direction of Change (WAG, unpublished document b).
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Table 3: types of co-ordination of an IDP

Type of ALN

Roughly
equates to Tier

Co-ordination

Notes

Severe and/or

4

Multi-agency panel,

In effect, the Carmarthenshire model.

severe and/or
complex

designated/identified
person

complex ALN key worker

Moderately 2/3 Co-ordinator, key Co-ordinator, likely to be the SENCo/ALNCo as the co-ordinator

severe and/or working needs to have the authority to co-ordinate a multi-agency team

complex ALN but could also be undertaken by another professional, such as an
Early Support Key Worker. Parental choice is also important. As
multiple agencies are involved, the co-ordinator key works with
the family (e.g. acts as the family/service interface).

ALN that are not | 2 Co-ordinator, a Simple plan (few or no other agencies involved). Therefore there

is no need to co-ordinate others outside school, so the person co-
ordinating the plan may not need authority over others (assuming
plans are agreed with SENCo/ALNCo and adhered to by
colleagues) and there is no need for key working, although the co-
ordinator should apply the principles of key working when working
with the family. Therefore, the co-ordinator could, for example, be
a class teacher (rather than SENCo/ALNCo).
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Table 2: Number of pupils with SEN in maintained schools, by local authority, 2015/16

number

Total pupils with SEN
School Action School Action Plus but without statement Statements _All pupils with SEN

Isle of Anglesey 1,053 846 1,899 300 2,199
Gwynedd 1,646 1,668 3314 519 3,833
Conwy 1,571 1,691 3,262 324 3,586
Denbighshire 1,757 1,797 3,554 390 3,944
Flintshire 2,730 1,156 3,886 532 4418
Wrexham 2,046 991 3,037 529 3,566
Powys 2,186 1,307 3,493 451 3,944
Ceredigion 1,968 610 2,578 161 2,739
Pembrokeshire 2,521 1,409 3,930 401 4331
Carmarthenshire 4312 2,408 6,720 910 7,630
Swansea 5228 2310 7,538 1,433 8,971
Neath Port Talbot 2,831 1,721 4,552 766 5318
Bridgend 3,181 1,280 4,461 363 4824
Vale of Glamorgan 2,780 1,023 3,803 391 4,194
Cardiff 6,778 3,031 9,809 1,596 11,405
Rhondda Cynon Taf 6,494 2,367 8,861 824 9,685
Merthyr Tydfil 1,440 858 2,298 195 2493
Caerphilly 3,002 2,203 5,205 698 5,903
Blaenau Gwent 810 840 1,650 293 1,943
Torfaen 1,487 1,355 2,842 224 3,066
Monmouthshire 1,021 617 1,638 292 1,930
New port 2,660 1,719 4379 842 5221
Wales 59,502 33,207 92,709 12,434 105,143

Source: Welsh Government, StatsWales, Py h special educational needs by local authority. region and type of provision
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Table 1: Number of pupils with SEN in maintained schools in Wales

number
Total pupils with SEN

School Action School Action Plus but without statement Statements  All pupils with SEN

2015/16 59,502 33,207 92,709 12,434 105,143
2014/15 59,245 33,275 92,520 12,437 104,957
2013/14 58,146 34,627 92,773 12,530 105,303
2012/13 56,000 35,053 91,053 12,738 103,791
2011/12 56,511 33,429 89,940 13,098 103,038
2010/11 54,468 32,055 86,523 13,407 99,930
2009/10 54,256 30,981 85,237 13,767 99,004

Source: Welsh Government, StatsWales, P

rity, re

and type of pr
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Table 3: Proportions of pupils with SEN and proportions of pupils with statements of SEN in
maintained schools in Wales

Percentage of total  Percentage of pupils

Total pupils with  Percentage of total pupils who have with SEN who have
Total pupils _Total pupils with SEN ~SEN statements _ pupils who have SEN statements of SEN statements

2015/16 466,555 105,143 12,434 22.5% 2.7% 11.8%
2014/15 465,704 104,957 12437 225% 2.7% 11.8%
2013/14 465,081 105,303 12,530 226% 2.7% 11.9%
2012/13 464,868 103,791 12,738 223% 2.7% 123%
2011/12 465,943 103,038 13,098 22.% 2.8% 127%
2010/11 466,172 99,930 13.407 21.4% 2.9% 13.4%
2009/10 467,141 99,004 13.767 21.2% 3.0% 13.9%

Source: Research Service calculations from Welsh Government, StatsWales, Pupils with special educational needs by local
authority, region and type of provision, and Pupils by local authority, region and age group
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Table 4: Proportions of pupils with SEN and proportions of pupils with statements of SEN in
maintained schools, by local authority, 2015/16

Percentage of total  Percentage of pupils

Total pupils with  Percentage of total  pupils who have with SEN who have

Total pupils _Total pupils with SEN SEN statements _ pupils who have SEN statements of SEN statements

Isle of Anglesey 9,665 2,199 300 228% 3% 13.6%
Gwynedd 17.039 3.833 519 225% 3.0% 13.5%
Conwy 15916 3,586 324 225% 2.0% 9.0%
Denbighshire 15,655 3.944 390 252% 25% 9.9%
Flintshire 23,649 4418 532 18.7% 22% 12.0%
Wrexham 19.676 3.566 529 18.1% 27% 14.8%
Powys 17,997 3.944 451 21.9% 25% 11.4%
Ceredigion 9,539 2.739 161 287% 17% 5.9%
pembrokeshire 17.716 4331 401 24.4% 23% 93%
Carmarthenshire 27,108 7.630 910 281% 3.4% 11.9%
Swansea 35818 8,971 1433 25.0% 4.0% 16.0%
Neath Port Talbot 20,751 5318 766 256% 3.7% 14.4%
Bridgend 22932 4.824 363 21.0% 16% 7.5%
Vale of Glamorgan 22,184 4194 391 18.9% 18% 93%
Cardiff 53,774 11.405 1596 212% 3.0% 14.0%
Rhondda Cynon Taf 38,808 9,685 824 25.0% 2.1% 8.5%
Merthyr Tydfil 8,749 2,493 195 285% 22% 7.8%
Caerphilly 28532 5903 698 207% 2.4% 11.8%
Blaenau Gwent 9318 1943 293 209% 3% 15.1%
Torfaen 15,013 3.066 224 20.4% 15% 73%
Monmouthshire 11,547 1930 292 16.7% 25% 15.1%
Newport 25,169 5221 842 207% 33% 16.1%
Wales 466,555 105,143 12,434 22.5% 2.7% 11.8%

Source: Research Service calculations from Welsh Government, StatsWales, Pupils with special educational needs
, - ision, and - N
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