In order to critically analyse and reflect on policies and legislation that have shaped additional learning needs (ALN provision), it is important to look at the historical perspectives on special educational needs (SEN) and  document the significant changes in legislation and policy over time.  Universal elementary education started in 1870; though it was not until 1971 that pupils with severe or profound learning difficulties first attended school.  Foster’s 1870 Act for compulsory education was the first legislation to have an impact on children with a range of physical and mental disabilities (Gibson and Blandford 2005, p.4).  In the Elementary Education (Blind and Deaf Children) Act 1893, the beginnings of specialist education specifically for blind and deaf children were set out.  In the 1944 Education Act bought in secondary education for all and categories based on impairment were introduced.  The authority decided if a child required special educational treatment.  It was prescribed in the regulations that blind, deaf, epileptic, physically handicapped and aphasic children were seriously 'disabled' and must be educated in special schools (Mason and Rieser, 1994, p.10).  The1944 Education Acts downfalls are highlighted in the fact that it was almost silent on the curriculum, “implicitly accepting the status quo elitism with its concern largely for the ‘clever’ child” (Johnson, M et al. 2007, p.41)               It is important to note how terminology has changed over time; “spurious medical thinking determined the fate of many children with different impairments in the past” (Mason and Rieser, 1994, p.8).  As a result of child guidance work, the increasing role of educational psychologists and some successful integration, an educational, rather than a medical, approach to assessment became more apparent (Mason and Rieser, 1994, pp.10-11).  Previous legal terms such as feeble minded, imbecile and mentally defective, used in the 19th and early twentieth century are words now considered pejoratively.  There has been a rapid shift in education in terms of professional knowledge and practices towards pupils with SEN.  Though the legal wording has changed as peoples understanding has developed, there is still over use of words, such as idiot, in general society.  Misconceptions behind the origins of words still exist and there is still more that could be done in terms of making people aware of correct and incorrect terminology.                                                                                                                 
Whilst words such as ‘idiot’, ‘cretin’, ‘moron’, ‘fool’ and ‘imbecile, were once the familiar, pseudo-scientific, professional language of doctors, they now remain as part of our colloquial speech.  Once terms of categorization and medical definition, they are now blatant and crude terms of abuse.  We need to recognize this and reflect upon it if we to understand why an integrated society, let alone, integrated education system, is so difficult to achieve (Corbett 1995).
[bookmark: 03]Mittler (2000, p.8) agrees that “it is about the constant use of words that create or maintain mind-sets that perpetuate segregation at the very time when we are talking about moving towards a more inclusive educational system and more inclusive society”.                                    The Plowden Report (1967) is important to mention in regards to its recommendation of early and accurate identification of handicapped children.  It states that assessment of handicap should be a continuing process in which teachers, doctors, psychologists and parents must co-operate as a team (Plowden Report 1967, p.304). The progressive methods of teaching in primary schools have since been made almost synonymous with child centred education in this country (Johnson, M et al. 2007, p.44).  The 1970 Education Act (referred to as the Education (Handicapped Children) Act was the first piece of legislation to deal specifically with the provision of education on a national scale; though at this point it was not compulsory to attend school.  As a result of the 1970 Education Act special schools were formed largely out of junior training centres.  In 1978, a prolific change took place with the introduction the Warnock Report.  As explored in greater depth in Educational Policy for Inclusion, the Warnock Report (Warnock 1978) was significant in bringing about a change in the conceptualisation of special education (Warnock 2005).  Hodkinson and Vickerman (2009, p.4) confirm the Warnock report radically altered the view of special education, “emphasising that a child’s educational need should be prioritised first and not their individual learning disability or impairment.”  Three models were put forward for the integration of children with disabilities - locational, social, and functional integration. As Warnock comments:
We wish to see a more positive approach, and we have adopted the concept of SPECIAL EDUCATIONAL NEED, seen not in terms of a particular disability which a child may be judged to have, but in relation to everything about him, his abilities as well as his disabilities - indeed all the factors which have a bearing on his educational progress (Warnock 1978, p. 37).  
Within The Warnock report a key shift in terminology also took place; it set out that the term 'children with learning difficulties' should be used to describe children who are currently categorised as educationally sub-normal and those with educational difficulties.  Another fundamental reform The Warnock report brought about to special educational provision was the presumption that learners with SEN should, wherever possible, be educated in mainstream schools.  As a result, the 1980’s and 1990’s witnessed a concomitant decrease in the number of Special Schools.  According to Department of Education and Employment Data (DfEE 1988), between 1986 and 1996 the number of maintained special schools fell by 15% (Lacey, P et al. 2015, p. 15).  Most of the recommendations from the Warnock Report became enshrined in law in the Education Act 1981.  In the School Curriculum in 1981 the Department of Education and Science Welsh Office set out expectations for Special Schools and steps for schools and LEA to take in order to meet the requirements:
Special schools serve children with physical or mental disabilities or emotional disorders or a combination of these. The range of ability and needs varies greatly. Many special schools are small or span a wide age range. But like all other schools special schools must try to offer a curriculum which fully meets the educational needs of each of their pupils in the way best suited to the pupil. They too need a written statement of their aims and, in the light of it, to appraise regularly the effectiveness of the programme offered to each pupil. Local authorities, therefore, will wish to engage special schools in local discussion on their policy for the curriculum. This will also help to maintain continuity in the programmes of work of pupils who transfer between special and ordinary schools(Department of Education and Science Welsh Office 1981, p. 9).
In the 1981 Education Act the foundations for the introduction of Statements of Special Educational Need came into being. The statementing process can be viewed as one of the fundamental changes in legislation.  Within the Education Act 1981, it is proposed that the statement should specify any national curriculum requirements which should not apply. Within the 1981 Education Act, the formal recorded version of an annual review document was also established.
Every statement shall, on the making of an assessment of the educational needs of the child concerned under section 5, be reviewed by the local education authority and shall be reviewed in any event within the period of twelve months beginning with the making of the statement or, as the case may be, with the previous review (Education Reform Act 1981, p.16).
The 1981 Education Act introduced the requirement that Local Education Authorities (LEAs) identify and assess pupils who may require the LEA to decide on suitable provision for them.  The principles of integration established by Warnock (1978) and incorporated into the Education Act 1981 continued to inform practice through the eighties and led to the development of LEA policies on integration (Gibson and Blandford 2005).  As a result of the Warnock Report, parents were invited to annual reviews and were given the right to be there.  The Education Act 1981was the first act that allowed parents to appeal against decisions made about their child’s SEN. The Education Act 1981, and subsequent educational legislation, made advocacy an imperative element of policy (Garner, P. 2009, p.5).  In 1984/85, as a result of the changes put forward, there was more of a system in place in terms of statements and annual reviews. 
[bookmark: des]In 1985, The Curriculum from 5 to 16 years was set out for all schools to involve pupils in each of the following areas of learning and experience: aesthetic and creative, human and social, linguistic and literary, mathematical, moral, physical, scientific spiritual and technological (The Curriculum from 5 to 16 1985, p.16). It was set out that these were not to be taught discreetly as separate elements and emphasis was placed on each area of learning and experience being represented adequately “to make its unique contribution, part of which is to assist in the development of knowledge, concepts, skills and attitudes which can be learnt, practised and applied in many parts of the curriculum” (The Curriculum from 5 to 16 1985, p.16).                                                                        
Another key change that occurred was the 1988 Education Reform Act; as a result of this act the national curriculum was established.  All pupils including those in special schools entitled to access the national curriculum.  At this time special schools were focusing heavily on a ‘skills’ curriculum.  Within the Education Reform Act (1988, p.2) core subjects were established:
(a) mathematics, English and science; and  
(b) in relation to schools in Wales which are Welsh-speaking schools, Welsh.
The other foundation subjects: 
(a) history, geography, technology, music, art and physical education; 
(b) in relation to the third and fourth key stages, a modern foreign language specified in an order of the Secretary of State; and 
(c) in relation to schools in Wales which are not Welsh-speaking schools, Welsh.
The National Curriculum emphasised discrete subjects, knowledge of subject content and hierarchical knowledge.  Pupils’ entitlement was to a broad, balanced and relevant curriculum; though in practice the subjects set out were too prescriptive and set at the incorrect level to meet the needs of pupils with severe learning difficulties (SLD) or profound and multiple learning difficulties (PMLD).  As a result, schools adopted various strategies: disapplication from the National Curriculum and creating ‘working towards’ categories as a pre-requisite to learning.  It was possible to disapply from Welsh and French if it was determined that spoken English was not good enough.  Once the new curriculum was implemented in 1989 it quickly became apparent that a monstrosity had been born (Johnson, M et al. 2007, p.52).  Mittler (2000, p.5) points out that The National Curriculum 1989 overlooked children with special educational needs in an avalanche of demands for a ten subject curriculum, attainment targets and multiple assessment procedures for the different key stages.  The 1989 Children Act is important to note as though it is a social services act it impacted teachers as children were given rights and responsibilities.  The 1989 Children Act reformed the law relating to children, putting in place a requirement to ensure children are free from harm and their basic physical and social needs are met.  With the aim to “provide for local authority services for children in need and others; to amend the law with respect to children’s homes, community homes, voluntary homes and voluntary organisations; to make provision with respect to fostering, child minding and day care for young children and adoption; and for connected purposes” (Children Act 1989). Another example of emerging awareness regarding the rights of children is illustrated by the introduction of the United Nations Convention on the Rights of the Child (1989).  A focus is placed on encouraging children to express their views and take an active part in decisions regarding their own education. The Dearing Review (1993) also attended to special needs interests as within the review it states the National Curriculum should be available to pupils with special educational needs and special needs teachers should be involved in its revision (Dearing, R 1994, p.1). 
The Dearing Report also reflected a degree of understanding of the resourcefulness and sheer inventiveness shown by teachers in both mainstream and special schools in working more flexibly within the framework provided by the National Curriculum (Whittler 2000, p.5). 
Pumfrey and Mittler point out that the (1989, p.8) the concept of SEN has now outgrown its usefulness and should be laid to rest (Mittler 2000).  The Education Act 1993 redefined SEN; legislation for special needs was clearly included in a wider framework for the first time (Mittler 2000, p.22).  The Education Act 1993 gave a meaning of special educational needs and set out special educational provision.  A “child has special educational needs if he has a learning difficulty which calls for special educational provision to be made for him” (Education Act 1993, p.101).  In the Education Act it set out that special educational provision means “educational provision which is additional to, or otherwise different from, the educational provision made generally for children of his age	” (Education Act 1993, p.101).  
Under the act, local education authorities (LEAs) and school governing bodies must have regard to an SEN code of practice, which sets out in detail how they are expected to carry out their duties. Since then, the concept of inclusion for pupils with SEN, as well as for others with particular needs, has been defined and amplified within the revised National Curriculum and in further guidance from the Department for Education and Skills (DfES) (Ofsted 2004).
The Special Educational Needs and Disability Tribunal was set up by the Education Act in 1993 to consider parents’ appeals against the decisions of local authorities (LAs) about children’s SEN if parents could not reach an agreement with the LA This was an independent tribunal and the government or LAs cannot influence decisions made (Garner, P. 5). In setting up the tribunal the government hoped the Code of Practice would improve relationships between parents and LAs and the tribunal would be a last resort.  Unfortunately, this proved not to be the case, the tribunal was overwhelmed with appeals and it revealed major structural weaknesses in the whole system (Mittler 2000, 167). The Education Act was revised in 1996 and contained a new statutory framework for inclusive education.  Part IV of the act focused on special educational needs.  Chapter 1 sets out the provision for children with special educational needs and Chapter 2 focuses on schools providing for special educational needs.  
A school is a special school if it is specially organised to make special educational provision for pupils with special educational needs, and it is— 
(a)maintained by a local authority,
(b)an Academy school, or
(c)a non-maintained special school (Education Act 1996).
The Education Act (1996) Part V sets out the basic curriculum requirements for every maintained school.  In the case of a special school, provision for sex education is included for all registered pupils at the school who are provided with secondary education. 
In the 1994 Code of Practice the Identification and Assessment of Special Educational Needs came into force (as provided for in the 1993 Education Act). Each school had to have a named individual with particular responsibility for SEN provision, the role of a Special Educational Needs Co-ordinator (SENCO) was identified (Riddell 2006). 
The Code also specified criteria for triggering assessment and opening a statement in relation to the following categories: learning difficulties, specific learning difficulties (for example, dyslexia), emotional and behavioural difficulties, physical difficulties, hearing impairments, visual impairments, speech and language difficulties, and medical conditions.  This might be interpreted as a move away from the anti-labelling approach advocated by Warnock in favour of a recognition of types of impairment and attendant educational difficulties (Riddell 2006, p.21).
Within Excellence for all children: Meeting Special Educational Needs (1997) an approach to improve the achievement of children with special educational needs included six themes and set out aims for before 2002:
· high expectations for children with SEN.
· inclusion of children with SEN within mainstream schooling
· all parents of children with SEN to get effective support from the full range of local services and voluntary agencies, to have a real say in decisions about their child’s education
· shifting resources from expensive remediation to cost-effective prevention and early intervention; to shift the emphasis from procedures to practical support; 
· boost opportunities for staff development in SEN,
· provision locally to be based on a partnership of all those with a contribution to make (DfEE 1997, pp.5-6).
The Special Educational Needs and Disability Act (SENDA) (2001) had a huge impact on education. The act established legal rights for disabled students in pre- and post-16 education.  SENDA (2001) placed a duty on local authorities to provide mediation services to all parents who disagreed with the SEN provision made by the school and/or local authority regardless of whether the child had a statement of needs (Riddell 2006, p. 23).  The Code of Practice 2001 set a precedent for the requirement that parents and pupils are actively involved in the review of pupil progress.  It sets out that all parents of children with special educational needs should be treated as partners and children and young people with special educational needs should, where possible, participate in all the decision-making processes that occur in education (DfES 2001 p.16, p.27).  This Code takes account of the SEN provisions of the Special Educational Needs and Disability Act 2000.  It addressed key priorities for individual learners. 
Though it is important to note that debate sparked as a result of The Special and Educational Needs and Disability Act 2001.  As the act states that the special educational needs of children will normally be met in mainstream schools, it lead to the numbers of children being taught in special schools decline significantly, as local authorities sought to adhere to this principle.  Mary Warnock, the educationalist whose report led to the drive to include children with special needs in mainstream classes responded to this and urged the Government to carry out a "radical review" of the closure of special schools, which she said were better able to provide a reassuring and personal environment for emotionally vulnerable pupils than large mainstream classes.  Warnock (Visser and Upton 1993, p. ix) writes “the framework for provision contained in the 1981 Act, and derived from the 1978 report, is now out of date.  It is very generally agreed that the issuing of statements has fallen into disarray	”. Warnock states:
Parents are increasingly demanding statements, and then disrupting the content of the statement.   New legislation weights such disputes more heavily towards the parents against the local authority.  This adversarial attitude adopted by parents, and perforce, local authorities is damaging to the child, and damaging to the trust between authorities and parents, without which no special provision will actually succeed (Visser and Upton 1993, p. ix)
Warnock (Visser and Upton 1993, p. ix) stresses that as the number of children issued with statements increases, children with special educational needs in mainstream schools without statements are overlooked.  Nothing additional is done for those children because the local authority simply has to provide a general duty for them.  As a result, there are increasing numbers of children in mainstream schools who need help to prevent them falling behind.  There are many children, who without extra help, will remain behind what is expected at their age.  “Such children have special needs, and must be assessed, registered and provided for, whether or not, in the old days, they would have been designated ‘handicapped” (Visser and Upton 1993, p. ix).  
Now that the systems of statements is being widely abused. both by parental demands and by LEA failure to allow the needs of the child to dictate what goes into a statement, it seems to me time to get rid of what may be an obstacle to good and imaginative education for children in need (Visser, J. and Upton, G. 1993).
Mary Warnock maintained this view when writing ‘Special Educational Needs: a new look’ in 2005.  Mary Warnock (2005) argued that the statementing process has not worked. Some 20% of children now have one, compared with the 2% that was predicted when the law changed (The Guardian 2005).  Her about-turn came at a crucial time for many special schools where parents fighting closure were losing their campaigns because of legislation enacted by Labour since 1997 (Lightfoot 2005).  Her review on inclusion drew criticism from charities representing children with special educational needs, which accused her of betraying the principals of promoting tolerance through teaching all pupils together (The Guardian 2005).   However, there were those who recognised the necessity in Warnock’s shift of opinion in response to educational changes since the 1978 report was first issued.  Graham Barton, the spokesman for the Special Schools' Protection League stated "Inclusion has been used as a politically correct panacea by politicians but thousands of parents know they have been sold an illusion and that their children, the ones who most need help, have suffered in mainstream schools," he said (Lightfoot 2005).   
It is important to note that there is coloration between children living in areas of social and economic disadvantage to being academically less able and underachieving.  Less advantaged children are more likely to feel a lack of control over their learning, and to become reluctant recipients of the taught curriculum. This influences the development of different attitudes to education at primary school that help shape their future (Hirsch 2007, p.1).  What happens within schools and the education system is reflected by society’s values, beliefs and priorities.  Those who work in schools are citizens of their society and local community, with the same range of beliefs and attitudes as any other group of people, so are those who administer the wider education system (Mittler 2000, p. 1). 

In a sense, the new millennium brought with it, like the 1980’s, real potential for innovation, this time with practitioners in mainstream and special schools working in constructive partnerships with learners and parents (Lacey, P. et al 2015, p.45).  Major policy initiatives were introduced as the UK appointed the first Minister for Children, Young People and Families in 2003.  Every Child Matters (ECM) also launched in 2003.  It is one of the most important policy initiatives which has been introduced in relation to children and children's services.  Five key outcomes that really matter for children and young people’s well-being were determined:
● being healthy: enjoying good physical and mental health and living a healthy lifestyle 
● staying safe: being protected from harm and neglect and growing up able to look after themselves 
● enjoying and achieving: getting the most out of life and developing broad skills for adulthood 
● making a positive contribution: to the community and to society and not engaging in anti-social or offending behaviour 
● economic well-being: overcoming socio-economic disadvantages to achieve their full potential in life (ECM 2003, p.14).
Teachers working with learners with SLD/PMLD moved away from a single theory of learning and embraced a range of methods – ways of working from which they could select approaches that would facilitate the kinds of learning processes that they, together with parents and learners deemed appropriate (Lacey, P. et al 2015, p.45)
The Revised Curriculum 2008 (Wales) is important to look at when reflecting on policies and legislation that have shaped ALN provision.  One of the overall aims of the revised curriculum is to reduce prescription and to give control and responsibility back to schools and to learners themselves.
Schools are free to organise and deliver the curriculum in the way that best suits their circumstances and needs. There are no constraints relating to time allocation or organisation of subjects. They can choose to:
· retain their existing approach to curriculum organisation whilst adopting a new approach to delivery or 
· develop more imaginative and innovative ways of delivering the statutory curriculum. Such changes in approach might include moving away from a rigid hourly timetable, combining the teaching of one or more subjects in a thematic way or using a series of whole days – in or out of school – to focus on a particular topic (DCELLS 2008).
Inclusion has become the prevailing initiative in education systems.                                         
Inclusion implies a radical reform of the school in terms of assessment, pedagogy and grouping of pupils.  It is based on a value system that welcomes and celebrates diversity arising from gender, nationality, race, language of origin, social background, level of educational achievement or disability (Mittler 2000, p. 10).  
Evans (2007, p.6), Thomas and Loxley (2001, p.133), Ainscow et al. (2006. P.14), Corbett (2001, p.11) all include developing a shared understanding of inclusion.  While there is a general consensus on the value of inclusion, there is little agreement on how this is presented in an educational context. In special education, the growth of inclusion has been landmarked by key events, such as the Salamanca Statement (1994), in which “every child has a fundamental right to education, and must be given the opportunity to achieve and maintain an acceptable level of learning” (Farrell, P. and Ainscow, M. (2002, p. 52). 
Inclusive education needs to be an integral part of a well-thought-through, adequately resourced and carefully monitored equal opportunities policy (Barton, L 2003, p.60)

Over the years, support for children with Special Educational Needs has changed dramatically and improved for the better. As technology and understanding is growing so is the support that people with SEN need. This is a positive change to be a part of and as time goes on the exploration and research into SEN will provide us with a better view on how to meet the needs of our young people. After examining the historical perspectives on special educational needs (SEN) and documenting changes in legislation and policy over time, it is evident how these have influenced the radical changes in education that are currently taking place.  In England in 2014, the new ‘SEN Code of Practice’, replacing the SEN code of practice in 2001, was put in to action.  This was the biggest shake up to the SEN system in over 30 years. There is a clearer focus on the participation of children and young people and parents in decision-making at individual and strategic levels (DfE 2014, p14).   Instead of a child to be given a statement of SEN, the child would be given an Education, Health Care Plan (EHCP) which covers people from birth up to 25 years of age.  There is a greater focus on support that enables those with SEN to succeed in their education and make a successful transition to adulthood (DfE 2014, p14).  
In Wales, a new curriculum is currently being developed for settings and schools.  The curriculum will be available by April 2019 for feedback and a final version will be available in January 2020, with the aim that it will be used throughout Wales by 2022. Whilst discussing current policy changes, it is important to consider who these changes will have an impact on.  What is different about making a new curriculum for Wales is that this curriculum is not replicated anywhere else in the world- it is ground up delivery, drive and reform.  The uniqueness of the new curriculum is that fact that it is led for teachers by teachers creates a sense of ownership and value.  It is a Welsh curriculum, designed and built by Welsh teachers, for welsh learners for a Welsh future.   

It is important to analyse how and why a new curriculum is being created.  Nearly a quarter of learners in Wales have some form of special educational need.  Outcomes for learners with special educational needs are poor compared to the rest of the pupil population in Wales. The Welsh Government has recognised that the current system based on a model introduced more than 30 years ago is no longer fit for purpose.  A more modern approach to multi-agency working has been proposed in order to benefit children or young people and support them in their journey through education and life choices.  In December 2017 the National assembly for Wales passed The Additional Learning Needs and Education Tribunal (ALNET) (Wales) Bill and this became an act in January 2018 after receiving royal Assent.  This act will take full effect from September 2020.  
This will create the legislative framework to improve the planning and delivery of additional learning provision, through a person-centred approach to identifying needs early, putting in place effective support and monitoring, and adapting interventions to ensure they deliver desired outcomes.  The Act will be supported by: 
• regulations – secondary legislation where further detail is required
• an ALN Code – statutory guidance and mandatory requirements to help people and organisations work within the law (Welsh Government 2018).

The Welsh government objective is to transform expectations, experiences and outcomes for children and young people with additional learning needs (ALN) by creating a unified system for supporting learners from 0 to 25 with ALN (Welsh Government 2018). Under the new system the term ‘additional learning needs’ replaces  the terms  ‘special educational needs’ and ‘learning difficulties and/or disabilities (LDD)’.  A unified plan is created by the act; Individual development plans (IDPs) will replace statements of special educational needs (SEN) and individual education plans (IEPs) for learners currently supported through Early Years Action/School Action or Early Years Action Plus/School Action Plus.  Where required, the school will decide whether the child or young person has additional learning needs (ALN) and, if so, put an IDP in place.  The process of producing and revising an IDP aims to be much simpler than is currently the case with statements of SEN. Schools can refer such decisions to the local authority if:
• determining the extent and nature of the young person’s ALN, or the additional learning provision (ALP) that they require, is beyond the school’s capability
• it would not be reasonable for the school itself to secure the required ALP (ALNET (Wales) 
Act 2018). 
The process will be much simpler and all the agencies involved in supporting the learner, whether in Education, social, services or health services will work in partnership.  The ALNET (Wales) Act 2018 sets the requirement that learners’ views should always be considered as part of the planning process, along with those of their parents/carers. It is imperative that children and young people see the planning process as something which is done with them rather than to them (Welsh Government 2018) The emphasis of IDPs will be on making provision that delivers tangible outcomes that contribute in a meaningful way to the child or young person’s achievement of their full potential. If disagreements arise, the matter is considered and resolved quickly at the most local level possible. All learners with ALN will have the same rights of appeal if they do need to challenge decisions that are made.

Schools are given more freedom to design school level curriculum though pedagogical approaches that respond to local needs and the learning needs of all pupils.  The new curriculum calls on practitioners to revisit and refresh their skills to bring it to life successfully for pupils.  Professional Learning Pioneer schools were established (Evans, G. 2015) and they have been exploring and trying out new approaches for the new curriculum.  In Wales, a fresh evidence formed national approach to professional learning is being designed.  It has been enacted regionally to meet the needs and aspirations of practitioners. National approaches for Science and Technology, Maths, Languages and creative arts are already in place; consortia already make professional learning available to practitioners and leaders through INSET. There are twenty two Local Authorities in Wales, which are grouped into four regional consortia:
· GWE (North Wales) - Anglesey, Conwy, Denbighshire, Flintshire, Gwynedd, Wrexham
· EAS (South East Wales)- Blaenau Gwent, Caerphilly, Monmouthshire, Newport, Torfaen
· Central South Consortium (Central South Wales)- Bridgend, Cardiff, Merthyr Tydfil, Rhondda Cynon Taff, Vale of Glamorgan
· ERW (South West and Mid Wales)- Carmarthenshire, Ceredigion, Neath Port Talbot, Pembrokeshire, Powys, Swansea
There are 41 Special Schools in Wales (My Local School 2018) and 21,800 pupils with statements in 2017/18 (StatsWales 2018).  

What are the implications? 
Guidance and training provided (IDP- annual reviews- change of policies- video- sdp- whole staff training- 

There is also a new national approach to professional learning.  Pedagogy for professional learning will be applied using a four part model: collaboration, use of data research and evidence, reflective practice, coaching and mentoring.  These new professional standards will help practitioners reflect on practice and celebrate success individually and collectively against national standards, identify learning needs, discuss learning needs and performance with leaders and create an individual professional learning journey.  Use of the schools as learning organisations model will help create, share and exploit learning opportunities in schools, between schools and with outside organisations.   Experience and creativity is shared by working collaboratively; learning is most effective when teachers, leaders and schools work together across clusters and networks to identity and address their needs.  Schools can assess how well they are embedding the culture and behaviours by using SLO (self-assessment surveys); evaluating strengths and areas of development which can be shared with other schools.    Taking into account all of this, a Professional learning blend will be available through the regions, universities and other providers; it will be flexible, accessible and grounded in practice.  Learning can be a combination of approaches: 
Live- outside the classroom, instructional or collaborative
Online- accessed digitally, for communication and collaboration
[bookmark: _GoBack]Classroom - practice-based, driven by action or practice research
Coached – focusing on practitioners specific personal needs.
A clear approach to identifying needs, supported by evidence and focused on impact will make sure the best use of the blend is achieved.  Meanwhile, a wider range of professional learning will be accredited for qualifications and recognised for its value.  Support for teachers, leaders and colleagues will be based on needs identified through the pioneer school process, as well as through needs identified by schools and networks of schools as they interact with the new curriculum.  It is practitioners in the classroom that will make a difference and the new national approach to professional learning is designed to help. 

