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Introduction to the School Based Teacher 
Development II (SBTD II) programme for teachers of 
Grades 7–12 
The School Based Teacher Development II (SBTD II) programme is key to UNRWA’s 
Education Reform Strategy. The programme seeks to improve teaching and learning 
practices in UNRWA classrooms through developing interactive pedagogies (ways of 
teaching) that will engage students of Grades 7–12 more effectively in their learning. 
Together, the SBTD II programme for teachers of higher grades and SBTD for teachers 
of Grades 1–6, are paving the way for comprehensive in-service training for all UNRWA 
teachers. There are six Open and Distance Learning Modules in the SBTD II programme. 
Each Module focuses on a different aspect of teaching and learning with a specific 
focus on the teaching of Maths, English, Science and Arabic for Grades 7–12. Together, 
the Modules, Units, Activities and Case Studies in the SBTD II programme provide an 
overview of many different approaches and ways of developing quality teaching and 
learning in all classrooms in UNRWA schools. 

The SBTD II Modules are interactive and ask you, the teacher, to reflect on your 
practices, to try new approaches and to consider the impact of these approaches and 
practices on your students’ learning and motivation.
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Introduction to Module 5: The inclusive approach to 
teaching and learning
Unit 17: Inclusive schools and classrooms 
The development of inclusive schools and inclusive teaching practices is at the core of 
UNRWA’s Education Reform Strategy and this approach has underpinned all the earlier 
Modules in this programme. All the Units in this Module, but particularly Unit 17, 
should be read in conjunction with the Inclusive Education Strategy (UNRWA, 2013a). 

This Unit sets out to further increase English teachers’ knowledge and understanding 
of what inclusive education involves. It seeks to develop and change teachers’ 
attitudes towards inclusive education, and help them to develop the skills needed to 
incorporate inclusive practices into their classrooms. A key to achieving this is helping 
teachers to understand the barriers to participation that affect students with specific 
learning difficulties access the curriculum. This will help teachers increase students’ 
access to the curriculum and reflect on how strategies discussed in earlier Modules are 
an appropriate response to the wide range of needs in any classroom.

Unit 18: Identifying the diverse needs of learners
This Unit explores the diverse needs students may have because of a disability, 
physical or mental impairment and other challenges. The Activities and Case Studies 
provide opportunities for English teachers to consider the signs that can indicate that 
a student is facing learning difficulties. There is also information about the main types 
of impairment. UNRWA schools are to set up Student Support Teams (SST) that include 
the School Principal along with a teacher counsellor, health tutor and other teachers 
who have a particular interest or expertise in dealing with the learning and wellbeing 
of students with diverse needs. The role of the SST is to help and advise teachers on 
strategies to use to help individual students.

Unit 19: Supportive teaching and learning strategies in English
This Unit builds on earlier Units, which explored the nature of interactive learning. It 
explores three broad approaches to differentiating teaching and learning and seeks 
to develop the skills and abilities needed to use these approaches appropriately to 
support students with diverse learning needs within the English classroom. These 
approaches aim to promote a learning environment in which all students are able 
to access the English curriculum and achieve their full potential. While this includes 
students who face particular learning barriers and individuals who have special gifts 
and talents, the Unit acknowledges that all students have different needs and that 
every class is a mixed-ability grouping. 

Unit 20: Planning for inclusive education in English 
This Unit explores the factors that should be taken into account when planning English 
lessons aimed at addressing the varied needs of all students. It considers some of the 
ways in which English teachers can cater for the specific needs of individual learners 
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identified using the strategies discussed in Unit 18, but emphasises that planning for 
inclusion in English must cater for the broad range of needs in any group, with the aim 
of increasing the achievement of all students in the class. Planning should make use 
of the three approaches to differentiation discussed in Unit 19 as well as incorporating 
varied strategies that can provide motivation and maximise learning for students with 
a range of preferred learning styles.
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Module 5 Unit 17: Inclusive schools and classrooms
Introduction
Welcome to Module 5: The inclusive approach to teaching and learning. The Units 
in this Module aim to build on earlier Modules to clarify the concept of inclusion 
and the key elements of inclusive schools and inclusive classroom practice. They will 
also provide practical ways of meeting the diverse needs of all learners. As you read 
through this Module, you will notice that good inclusive practice has many things in 
common with what you have already learned in previous Modules. This is because 
inclusive education is about improving schools and teaching practices overall in 
order to provide quality, learner-centred education to all students, regardless of their 
abilities, disabilities, gender, socioeconomic status, psychosocial or health needs. All 
students have a right to quality education. 

This first Unit – Inclusive schools and classrooms – outlines the principles and 
approaches of inclusive education and will develop your understanding about what 
inclusive education means. It will introduce you to inclusive language and attitudes, 
and show you ways of removing the barriers that some students face in accessing 
quality education.

All students have a right to quality education.

Teacher Development Outcomes
By the end of this Unit, you will have:
•	 increased	your	knowledge	and	understanding	of	inclusive	education;
•	 developed	positive	attitudes	and	relevant	skills	to	work	towards	inclusive	practices;
•	 explored	ways	of	removing	barriers	to	learning,	development	and	participation	for	

all the students in your class and school. 
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Moving towards inclusive education
You have probably already heard of inclusive education and perhaps you think that 
it is about teaching students with special needs or disabilities. This is partly true, but 
it means much more than this. Inclusion is an approach to education that aims to 
remove barriers to quality education for all students.

Inclusion	is	a	process	of	changing	the	education	system;	changing	schools	and	
classroom practice in order to better meet the diverse needs of all learners. UNRWA, 
through its Education Reform, has embarked on embedding inclusive approaches and 
attitudes in all education systems and practices. The UNRWA Inclusive Education Policy 
states that:

Inclusive education is a human-rights based approach that is reflected in a number of 
international commitments including the:
•	 United	Nations	Declaration	of	the	Rights	of	the	Child	(1989,	articles	2,	23,	28	and	
29);

•	 Jomtien	Conference:	World	Declaration	on	Education	For	All	(1990);	
•	 Salamanca	Statement	and	Framework	for	Action	(1994);
•	 Dakar	Conference	for	Education	for	All:	Dakar	Framework	for	Action	(2000).

In the past, many teachers thought that students with diverse needs, learning 
difficulties or disabilities had to be taught in special schools by teachers with special 
education qualifications. There was little understanding that the learning problems 
of many students could be caused by the way teachers taught, the education system 
itself or problems the students faced at home or in their communities. 

Later thinking favoured integrating students who were described as having slight 
to moderate learning difficulties or disabilities into regular schools. However, the 
emphasis was on making the student fit the school rather than expecting the school to 
respond to the student’s individual needs.

The idea that we could diagnose and ‘fix’ the problems of students was based on a 
medical model of disability. In contrast, inclusive education is based on a social model 
of disability, which acknowledges the effects of environmental barriers on a student’s 
learning and development. These environmental factors include schools, classrooms 
and the education system itself.

‘The United Nations Relief and Works Agency for Palestine Refugees in the Near East 
(UNRWA) is committed to providing quality inclusive education which respects the 
rights and appreciates the diversity of all students. UNRWA aims to remove barriers 
to access and create equal opportunity for learning and participation in order to 
enable all Palestine refugee students to realize their full potential regardless of their 
gender, abilities, disabilities, socio-economic status, health and psychosocial needs.’
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Activity 37

Consider the following two modes of thinking presented in the diagrams below.

Which model do you think reflects your school’s and UNRWA’s overall approach? 
Do you have any students that you think of as a ‘problem’? Have you ever 
thought that the education system and schools may be the problem? What are 
the implications of this shift in understanding for you as a teacher? Make a note 
of your ideas in your Programme Notebook.

School and education system based limitations often considered as a barrier to the delivery 
of effective teaching and learning.

Student level limitations often considered as barriers to providing effective teaching and 
learning.
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Comment
Inclusion accepts students for who they are and requires that schools and systems 
change to accommodate their needs, rather than the reverse. Inclusive education 
moves away from the idea of the student as a problem to the idea of an education 
system that takes account of individual differences and needs and works constructively 
to enable all students to reach their full potential. 

Inclusive education is about changing the education system and improving schools 
to better meet the diverse needs of all learners. Underlying the inclusive approach is 
the assumption that all students have a right to participate in a regular school. This 
requires a radical shift in thinking, attitudes and action, and involves changes in the 
nature and delivery of content, approaches, structures and strategies. It also requires 
examining current attitudes and practices in our schools so that we can reduce barriers 
to learning for all students.

To sum up, inclusive education:
•	 acknowledges	that	all	students	can	learn;
•	 seeks	to	address	the	learning	needs	of	all	students,	regardless	of	their	abilities,	

disabilities, gender, socioeconomic status, psychosocial or health needs, with a 
specific	focus	on	those	who	are	vulnerable	to	marginalisation	and	exclusion;

•	 is	a	process	–	a	search	to	find	better	ways	of	responding	to	diversity;
•	 is	about	learning	how	to	appreciate	differences	and	learn	from	diversity;
•	 is	concerned	with	the	identification	and	removal	of	barriers	to	learning	and	
participation;

•	 need	not	be	restricted	by	large	class	sizes	or	a	shortage	of	material	resources;
•	 is	part	of	a	wider	strategy	to	promote	an	inclusive	society.

Understanding inclusive education in this way relates very much to what you have 
explored	in	previous	Modules;	this	Unit	develops	these	ideas	further.	Now	read	Case	
Study 33 to explore the idea of inclusion in practice.

School improvement requires attention at many levels, including curriculum, teacher attitudes, 
school leadership and community involvement.
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Case Study 33
Hasna was teaching English to a Grade 8 class in Alma School in Syria. Hasna loved 
teaching and Sami, the School Principal, was very pleased with the progress of all 
the students in Hasna’s class. He asked Hasna if she could share her expertise with 
her school colleagues. Hasna welcomed the idea and invited a Maths and a Science 
teaching colleague to observe one of her lessons.

On the day of the observation, Hasna asked her students to welcome his two 
colleagues. She began by telling the students how pleased she was by the way 
they had all been working recently. The two observing teachers noticed the relaxed 
atmosphere in the class and the fact that, as they entered, students were already 
working on a task that Hasna had set them as they arrived. The focus was on everyone 
learning. 

The colleagues also noticed, as they looked around, that students’ English work was on 
the walls. This included (from a recent sequence of lessons about family relationships) 
photos of students’ favourite relatives with a detailed description of their best 
characteristics underneath. Hasna explained that these had been done by the students 
at home, with the help of their families. There was also a poster showing ‘Our ground 
rules for group work’ and Hasna explained that the class had decided these together in 
a pair work activity. She asked for a volunteer to translate the rules for the teachers into 
Arabic. Many hands went up to volunteer. Hasan chose a girl who was known in the 
school to be very shy. She began the translation and then another student kindly took 
over when this girl hesitated. Overall, the classroom environment was attractive and 
stimulating for all the students.

Exchanging classroom visits and experiences with colleagues is an important way to create an 
inclusive approach to teaching and learning.



6

Hasna started the lesson by reviewing the previous day’s work. She asked the students 
to tell her one thing they had learned the previous lesson and used very positive 
language, such as ‘Great!’, ‘Well done!’, and ‘Tell me more about …’.

One of the students, a girl with slight visual impairment, talked about how they had 
been finding out about names and addresses in English. Another girl said: ‘Yes, that’s 
right, Leila, and you were pretending to work in a call centre taking someone’s details.’ 
The observing teachers noticed that the students were helping each other, rather than 
competing.

Next, Hasna told the class that in this lesson they would be listening to a recording of a 
series of telephone calls made to young people by a company doing a survey of young 
people’s interests for a large retailer. They were going to work in pairs quietly to fill in a 
grid noting down the names of the people called and a brief summary of their answers 
to the questions. She explained that this would help them with regard to the learning 
objective she had set: ‘You will practise listening to a number of young people and be 
able to understand what they like doing in their spare time.’ Each pair was given a grid 
and they were told that they would hear the recording as many times as they required, 
but that their partner would be able to support them in filling in the grid.

All the students appeared to be totally engaged and listened intently. When the 
recorder was paused by Hasna between each conversation, they discussed quietly how 
to fill in the grid. The class asked for the recording to be repeated several times and 
in between times everyone had their heads down thinking about the grid. Because 
they had support from their peers and because they had had time to think, there were 
many hands that went up when Hasna asked for answers to summarise the lesson. She 
made sure she included as many people as she could in the feedback even though 
some students were slow at articulating their ideas and some gave incorrect answers 
which he calmly and kindly corrected as they progressed.

The two colleagues were very impressed with how hard the students worked and 
how happy they seemed to be to volunteer answers. After the lesson, Hasna talked 
about how she felt it important to think about the way you respond to students. 
She talked about how she purposely did not always choose the students who would 
be completely right so that students realised that she was happy if they all tried to 
contribute to the lesson. She said that this way she felt he was supporting the learning 
of all students. She also talked about her habit of making sure he moved away from the 
front of the class so that she could talk to individuals whenever they were engaged in 
individual or pair work. 

After the lesson, the School Principal arranged a staff meeting for Hasna to share her 
experience of an inclusive classroom. This was the start of a whole-school commitment 
to plan and implement a more inclusive approach.

Comment
Creating an inclusive school is a task for the whole school. This is an important aspect 
of the Leading for the Future Programme (UNRWA 2013b), which states in Unit 5 of 
Module 3 of the programme: 
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‘As School Principal focused on improving teaching 
and learning, you must ensure the climate in every 
classroom in your school supports and maximises 
learning and progress for every child. Every child 
must feel safe and be enabled to build a positive 
relationship with their teacher’.

You will need to talk about what inclusion means with your colleagues as a first step 
to making your school more inclusive. In the Case Study, Sami, the School Principal, 
used Hasna’s teaching approach as the starting point for his school. By asking Hasna to 
share a typical lesson with her colleagues, the Principal was slowly encouraging more 
teachers to think about what constitutes an inclusive school. 

There are many things you can do to work towards more inclusive teaching. It is 
important to keep an open mind to ways of becoming more inclusive and to be 
creative and flexible in devising and using a range of strategies.

The following list suggests some of the things you and your colleagues could do to 
strengthen inclusive teaching:
•	 Take a whole-school approach: Ensure the whole school works together and 

makes inclusion everyone’s responsibility. Develop a school vision and values that 
reflect an inclusive ethos. Engage in a continuous process of school reflection and 
development to ensure that all students can access quality education.

•	 Change attitudes: Develop positive attitudes towards all students and use more 
inclusive language.

Collaboration with colleagues is crucial to strengthen inclusive teaching.
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•	 Improve the school and classroom environment: Make the school environment 
more welcoming and accessible for all students, for example by using more visual 
aids and displays and making the classroom accessible for those with physical 
disabilities.

•	 Identify barriers to learning and participation: Use the Inclusive Education Tool 
Kit (UNRWA 2013c) to develop your ability to identify each student’s individual 
learning needs through techniques such as observation and questioning students 
about their work. 

•	 Improve your classroom practice: Enrich, extend and/or adapt the curriculum 
to meet diverse learning needs. Develop a range of strategies to help students 
increase learning and participation for all, such as breaking down a concept into 
small steps for some students and using visual or audio stimuli to gain students’ 
interest. Enable them to work and learn together by using group activities with 
a common outcome, differentiating tasks for different groups and using more 
able students to support others. Units 19 and 20 describe a range of classroom 
strategies that you might use.

•	 Allow flexibility in assessment: Tailor assessment to meet the needs of learners, 
for example using student presentations to find out what they understand (see 
Module 3).

•	 Seek out and welcome support: Utilise all available support – teachers 
supporting students, students supporting students, teachers supporting teachers 
(see ideas suggested in Modules 1 to 3). Involve parents as partners in the 
education of their students and involve the community (see Module 6). Collaborate 
with other schools, community-based organisations and other agencies.

Inclusive education is about making sure that schools are places where all students 
feel welcome and happy, and where they are taught and cared for according to their 
needs. Adopting a whole-school approach to inclusion means that all staff members 
and students take responsibility for creating a secure, accepting, collaborative and 
stimulating community in which everyone is valued. Developing a vision and inclusive 
values that will be shared among all staff, students, parents and carers is important. 

Many changes can be made even with limited resources, for example where possible 
making sure a student with a physical disability is placed in classes that do not involve 
using stairs, and by encouraging students and staff to help each other more. And 
remember, changing attitudes does not cost anything!

A key to inclusion is to start thinking differently about the way you interact with your 
colleagues, your students and their parents/carers. Talking positively and avoiding 
labeling a student is easy if you always refer to the student as a person first, rather than 
against a limited criteria related to passing tests. For example, ‘Saif lacks confidence 
in English’ is far more acceptable than saying he is ‘bad’ at English. Never judge the 
student;	judge	the	action.	If	a	student	misbehaves,	for	example,	the	student	is	not	
‘naughty’, it is the behaviour that was inappropriate and the student needs help to 
modify their behaviour. 

Now look at Activity 38, which explores the language of inclusivity and exclusivity.
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Activity 38

Read the following expressions. Circle those words and expressions that you 
consider reflect inclusive, positive language and strike through the ones that 
you think reflect negative language and attitudes.

Inclusive education means changing the language we use to describe students and 
education more broadly.

Compare and discuss your answers with your colleagues. Can you come up with 
more inclusive expressions? Are there any you can think of that are specific to 
English teaching? Make a poster of inclusive expressions and display it in your 
school’s staff room.

Comment
Some of the words and phrases shown in Activity 38 are very obviously inclusive 
and easy to identify, such as ‘This child needs my support’ or ‘All children can learn’, 
but identifying others is not so easy as it may depend on how the term is used. For 
example, saying a student has ‘a problem’ could be more inclusive if we said ‘This 
student has a problem that we need to help her with’ rather than saying ‘This is a 
problem student’. The statement that all students can learn is very true, but as a 
teacher you have to adapt the way you teach so that you help each student access the 
curriculum in a way that best suits their learning needs. Changing the way you talk to 
students, as well as introducing other strategies to help all students learn well, is an 
important way forward.
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The next section explores barriers to learning and will help you reflect more on what 
to do in the classroom to reduce any barriers to learning and participation that your 
students may face.

Understanding about barriers to learning
Some barriers to learning and development come from impairments or disabilities, 
but many more result from deprivation in both the home and school environments. 
For example, deprivation could take the form of neglect, where students are not 
looked after well or where parents/carers are not interested in their education, or 
it could involve actual physical abuse. Low self-esteem and lack of motivation are 
also common barriers to learning. These may be brought about through a student’s 
negative self-image, challenges they face at home or in the wider community, or in the 
school itself, where teachers may have unrealistic expectations of what the student 
should be able to do. Some students have low achievement even though they have 
the ability to make progress and achieve. Gifted students may also lack motivation 
because the set tasks are not challenging and stimulating enough to meet their needs. 
The nature of the environment in which your students are living may cause barriers to 
learning. Poverty, conflict and violence can cause depression, fear and anxiety, which 
themselves result in difficulties in learning. While you cannot cure disabilities and 
impairments or influence the student’s home environment, the school environment 
can be changed so that it actively reduces the negative effects of these barriers for the 
students.

Barriers to learning include:
•	 impairments	and	disabilities;
•	 deprivation	of	basic	needs	and	access	to	education;
•	 depression,	fear	and	anxiety;
•	 low	self-esteem;

School staff meetings are a good place to begin developing more inclusive approaches to education 
and students.
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•	 lack	of	motivation;
•	 negative	attitudes	of	teachers;
•	 teaching	methods	that	do	not	meet	the	needs	of	the	students;
•	 lack	of	stimulating	school	and	classroom	environments;
•	 unrealistic	expectations	of	students.

Schools and teachers sometimes create barriers to learning. Common barriers to 
learning include the teacher’s attitudes, behaviour and teaching methods. For 
example, a teacher may not check properly to see if each student is able to follow and 
participate in the lesson. Students who have difficulty with reading might be given 
reading tasks that are too complex or without the necessary support to complete 
them. Or students with a language difficulty, such as a stammer, may be laughed at 
when they try to answer a question in class. Some students are just not really involved. 
Sometimes there is an unpleasant atmosphere in the classroom that does not help 
learners feel part of what is taking place.

Case	Study	34	shows	how	one	teacher’s	regular	observations	of	a	new	student	helped	
her to settle in the class. 

Case Study 34 
Haneen, a Grade 7 student, is small for her age and wears a hearing aid. She recently 
transferred	to	the	Sweilah	Prep	Girls’	School	in	Jordan	and	her	records	from	her	
previous school showed her to be a good student with high marks. 

During her first week at the school, Haneen interacted well in lessons and tried her 
best to fit in. However, she did not make friends very easily and was often on her own 
at break time and tried to stay in class rather than go out. After a couple of weeks, 
she suddenly became withdrawn and seemed to lose her confidence completely. 
She started to get poor marks, although she had been learning well previously. She 
no longer participated in classroom activities, and avoided eye contact when talking 
to the teacher or to other students. She began to have unexplained headaches or 
stomach aches and missed a few days of school.

Her English teacher, Suhair, was unhappy with the way Haneen’s behaviour seemed 
to have changed and wanted to help. She thought that there must be a reason for the 
changes, which she tried to find out. Suhair began by observing Haneen in English 
classes and by talking to Haneen and the teachers who taught her other subjects. 
Suhair eventually realised that Haneen was scared of some of the students in her class. 
Quietly she found out who these students were and that they had been calling Haneen 
names and threatening to hurt her. 

Suhair shared this information with Haneen’s other teachers and they agreed on some 
actions to make sure that the bullying would not continue. Suhair spoke to Haneen 
about the problem and involved her in planning what to do. They agreed that Suhair 
would talk to the students involved together and also individually about what they 
were doing and explain what the consequences would be if such behaviour continued. 
Suhair explained that all Haneen’s subject teachers were aware of the issue and had 
agreed on the sanctions if it continued. Suhair made sure she saw Haneen each day 
to check that all was well. She saw the students who had been responsible for the 
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bullying every other day and noted down any issues in a diary she kept. She talked 
through with them how they might feel if this had happened to them. The students 
knew that their parents would be called in if the bullying did not stop and the School 
Principal would be involved too.

The bullying gradually stopped and Haneen slowly became part of the class and 
seemed much happier in all subjects. At this point, Suhair spoke to the whole class 
about welcoming new students and helping them settle in. She asked for volunteers 
to befriend any new class members in future, and talked about what this might involve 
them doing.

A few months later, once Haneen was completely integrated into the school, as a result 
of the discussions between Haneen’s teachers, Suhair read a story in English to the 
whole class about a girl who was bullied and asked the students to think about how 
they would feel if they were that girl, and also to think how they could help the girl if 
she were in their class. They discussed their responses as a class, before writing their 
own story about bullying.

Comment
Bullying often takes the form of name calling, rejection or aggressive behaviour that 
is hurtful and deliberate. Bullying can be verbal and/or physical. It may continue for 
weeks, months or even years. Without help, it is often difficult for those being bullied to 
defend themselves. Threats and fear can prevent students from learning and may even 
lead to absenteeism. Therefore, schools need to take bullying very seriously and find 
ways of recognising bullying and developing policies to deal with such unacceptable 
behaviour. It is important that you share any observations of bullying with teachers of 
different subjects.

Support from a teacher or counsellor can provide students with the confidence to deal with problems 
such as bullying.
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Students who are bullied may:
•	 suddenly	lose	confidence;
•	 avoid	eye	contact	and	become	quiet;
•	 achieve	poorly	(but	were	learning	well	previously);
•	 complain	of	unexpected	headaches	or	stomach	aches;
•	 begin	to	attend	school	irregularly.	

Helping students who are not achieving as well as expected – for whatever reason – is 
an important part of your role as a teacher. To do this, you need to observe the student, 
look at their work and talk with them about any difficulties they are having. Activity 39 
asks you to observe students as they work and try to identify any barriers to learning in 
your classroom.

Activity 39

Spend some time over the next few days observing one of your classes as 
they work and making a list in your Programme Notebook of possible barriers 
to learning and participation that you have identified. Also, ask the students 
themselves to tell you what makes learning difficult for them and what would 
make it easier.

Then, decide (either yourself or together with your students) to make three 
small changes in your classroom arrangement, teaching methods or your 
language and attitudes towards students. These might be things such as letting 
the students talk to each other about their work, giving them more time to 
answer a question, or by going more slowly through the lesson. Make a list of 
the changes you decide to make in your Programme Notebook. For example:

Introduce the changes one by one and make observations of their impact on 
the students. What are the students’ reactions? Do you notice any differences in 
their learning and participation? Write up your reflections in your Programme 
Notebook.

In my class …
1. I will welcome my students every morning and start the day 

with an informal chat to find out how they are.
2. I will arrange the students in three groups and give special 

attention to the groups in turn to check their understanding 
while the other students are doing group work and 
independent work.

3. I will introduce a sign that means ‘keep quiet and listen 
now’ to avoid shouting in class and in order to keep 
atmosphere calm.



14

Comment
Difficulties in learning often arise from unsuitable environments – inappropriate 
grouping of students, inflexible teaching methods and/or an inaccessible curriculum. 
There are many changes that you can incorporate into your classroom environment to 
make it more inclusive. The three ideas that you have tried in Activity 39 are the start of 
the process towards a more inclusive classroom.

Inclusive classroom practice
The physical environment, ways to group learners, and active and student-centred 
learning have all been discussed in previous Modules. Using a more inclusive approach 
to teaching, by developing communication skills, managing the class more effectively 
and managing behaviour more positively and actively will not only help any learners 
with difficulties, but will benefit all the students in the class. Most students appreciate 
structures and routines in the classroom, as this instills a feeling of security and 
continuity. Students with difficulties in learning communication and behaviour will 
particularly benefit from structures and routines. Such routines make it easier for you 
as the teacher to manage behaviour and keep the classroom organised.

Similarly, ensuring that lessons are well structured will help students to focus on the 
essential learning content. In Units 19 and 20 we will discuss in more detail how the 
way you plan your lesson and the resources you use can make a huge difference to 
how successfully the students engage in the lesson and learning.

Another aspect of inclusive classroom practice is good classroom management. 
Inclusive classroom management is built on positive relationships and making lessons 
interesting and engaging for students. There is a connection between good behaviour 
and planning purposeful and challenging learning for all students. 

However, there will usually be – for every teacher – a period when students test 
the boundaries. It is important therefore to know what your boundaries are and 
communicate these to your students. Three boundaries which you might consider 
setting for students are:

These will allow you to work within broad parameters with your students and show 
them that the code of conduct in your classroom is based on a desire that they learn 
rather than a desire to control young people. So, within these three boundaries, 
behaviour in the classroom is unacceptable if it is disturbing the learning of others, if 
it is showing a lack of respect for others or if it is affecting the safety of others in the 
classroom. If it is doing none of these, then consider ignoring it. This will keep the 
atmosphere in the classroom calm and will help you show that any constraints you 
impose are based on inclusivity that is, based on the need to support the learning and 
welfare of everyone in the classroom.

1.  Learning 2.  Respect 3.  Safety
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Most important is that teachers model how to act responsibly and interact with 
colleagues and students in appropriate ways. If a teacher shouts and uses negative 
language, then they cannot expect their students to be polite and keep quiet. As 
we discussed earlier, it is the behaviour that is inappropriate not the student and so 
developing strategies to turn behaviours around is crucial for you as a teacher to help 
develop and strengthen your students’ self-esteem as people and learners.

Summary
This Unit set out to increase your understanding of what inclusive education is all 
about. It has explored the key elements of inclusion and what steps you could take 
to make your school and classroom more inclusive. With this knowledge you will be 
better able to reflect on how to address any perceptions that make the classroom less 
inclusive and apply the different strategies and approaches that have been suggested.

Much can be done even with limited resources – what is needed is a positive 
attitude, creativity and some skills. The next Units are about increasing your skills of 
identification of learning needs and strategies to ensure all students are supported.
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Module 5 Unit 18: Identifying the diverse needs of 
learners
Introduction
Within the classes you teach it is likely that there are some students who seem to 
have difficulties in learning, who aren’t achieving as expected or whose behaviour is 
a concern to you. The purpose of this Unit is to describe some key learning needs and 
possible problems in learning that these students may have.

Being aware of possible barriers to learning and being able to recognise learning 
needs will help you to reflect on your teaching practice and be more responsive to 
the diverse needs of your students. This is an important step towards a more inclusive 
approach to teaching and learning, which is the theme of this Module.

Teacher Development Outcomes
By the end of this Unit, you will have developed your:
•	 knowledge	and	understanding	of	the	diverse	needs	students	may	have	resulting	
from	disabilities,	impairments,	deprivation	and	other	factors;

•	 ability	to	identify	effectively	the	different	needs	of	students,	including	learning,	
psychosocial and health needs.

Definitions Related to Inclusive Approach
All students have different and diverse needs that can affect their learning and 
development. Some needs are directly related to the teaching and learning process 
while other needs are psychosocial or health related. In this Unit we use the phrase 
‘learning needs’ to refer to all these various needs.

Throughout the previous Modules you have already been introduced to many key 
elements of good quality, student-centred education. Some students may need 
additional learning support or psychosocial support, and sometimes the health 
needs of a student need to be addressed first to enable learning and development to 
happen. Students who still face difficulties despite the additional support given may 
have special educational needs (SEN), which require more extensive support.

Sometimes, but not always, a student who needs additional or extensive support may 
have an impairment or disability. The diagram on the next page models the three 
levels of support available to all students in inclusive schools but most students will 
not need the third level of support.

This Unit focuses on identifying those students in the top two layers of the diagram 
who require extensive or additional learning support, while Units 17, 19 and 20 focus 
more on how you can provide quality education for all students, including those in 
the bottom section of the diagram. In order to enrich the topic of this unit, read it in 
conjunction with the Teachers’ Guide for Identifying and Responding to Students’ 
Diverse Needs (UNRWA 2013d) and the Inclusive Education Toolkit to which the guide 
refers. However, you will be able to do all the activities and gain the required skills even 
if you haven’t yet been trained on the Toolkit.
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Understanding diverse learning needs
In the previous Unit you learned about the importance of identifying possible barriers 
to learning and development and trying to reduce the negative effects that these 
barriers can have on student progress. In addition, it is important to identify the needs 
of the students who face difficulties in learning. Identifying these needs is the first 
step towards changing your teaching practice to meet the particular needs of those 
students and to enable them to achieve their full potential.

Some needs are easy to identify. For example, it is easy to see that a student who walks 
with crutches needs more time and space to be able to move around. Other needs may 
not be so easy to identify and will require you to look at the behaviours and responses 
of students. For example, if you have a student who is slow to respond to questions, 
you may need to find out whether the student has a hearing problem, finds it difficult 
to concentrate or perhaps does not understand the question.

You do not need to be a doctor or psychologist to be able to identify learning needs. 
As a teacher, you cannot and should not attempt to diagnose a student as having 
dyslexia, autism or attention deficit hyperactivity disorder (ADHD), for example. But 
what you do need to do, is to observe the student and identify their learning needs 
regardless of the underlying impairment or other factor(s) causing them difficulties. 
Therefore, being aware of a range of impairments, disabilities and difficulties is 
important, as it is then easier for you to identify the student’s specific learning needs 
and possibly refer them to the Student Support Team.

UNRWA’s Inclusive Education Support Model.
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Remember that you, as a teacher, are a specialist in education. The Teacher’s Toolkit 
including the Teachers’ Guide for Identifying and Responding to Students’ Diverse 
Needs (UNRWA 2013d) indicates some of the professionals who may be able to give 
advice about how to manage particular disabilities within the classroom, but the best 
person to identify learning needs is you! Talking with your colleagues and sharing 
observations that you have made with the assistance of the Toolkit will help you to 
identify learning needs.

Most learning needs can be met by any teacher who recognises the individual 
student’s problems and changes their teaching methods to respond to the needs 
of the student. It is every teacher’s responsibility to support the learning and 
development of their students and to provide extra support if necessary. However, 
some learning needs may be more complex and may require extensive support. In 
order to meet these special educational needs, teamwork and support for the teacher 
is crucial. The initial source of additional support to meet special educational needs will 
be the Student Support Team in your school who will assist a class teacher to meet the 
needs of a specific student. This will include those students who might have additional 
learning needs because they are particularly gifted and not because they find learning 
difficult.

School-based Student Support Team
The Student Support Team is to be established in each school as part of UNRWA’s 
inclusive approach to education. The aim of the team is to ensure that students with 
additional learning needs, psychosocial needs and health needs are accommodated 
effectively within UNRWA schools, and that teachers get the necessary guidance and 
support to meet the needs of these students.

Identifying students’ needs is the first step towards changing your teaching practice.
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The Student Support Team will need to meet regularly to discuss individual cases of 
students referred to them and also to invite teachers to talk about their students and 
the challenges they face in teaching. The team consists of the School Principal, teacher 
counsellor, health tutor, learning support teacher and/or any other teachers or support 
staff who are interested in the wellbeing of the students. (For more details refer to the 
UNRWA Inclusive Education Policy.)

Student Support Teams are an important element in ensuring a consistent inclusive approach.

Case Study 35
Esam was teaching a Grade 8 English class in De Albalah Prep Boys’ School in Gaza. 
He had a class of 35 boys who were lively, but mostly very interested in their work. 
He enjoyed teaching them as they responded well to the variety of activities and 
strategies that he used. But one boy, Tareq, was often off-task. If any of the other boys 
told Tareq to get on with his work or were irritated by him, he reacted very quickly and 
often hit out violently. Esam spoke to the teacher who had taught Tareq English the 
previous year and found out that he had behaved in a similar way in his class, but that 
the teacher just sent him out of the class to do his work until he had calmed down. 
This teacher had not spoken to Tareq much, except to make him apologise to the other 
students when necessary and to comment when Tareq’s work was unfinished or below 
the level expected.

Esam, however, wanted to do more for Tareq. He looked at the school records to see if 
there was any information that might help. He found a note from another colleague 
which said that Tareq’s father had died when he was only four years old and that Tareq 
had behaved badly ever since. To find out more, Esam asked the School Principal to 
arrange for a meeting with Tareq’s mother. 

At the meeting, Tareq’s mother told Esam that she had been distraught when her 
husband died and she had also had to go out to work to feed the family. This gave her 
less time and energy to devote to them. From this time onwards she noticed that Tareq 
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gradually withdrew into himself and lost friends, and his mother said she found it very 
hard to communicate with him. She was pleased that the teachers wanted to help with 
his schooling and behaviour.

After the meeting, Esam shared what he had learned with the Student Support Team. 
They decided that the most appropriate approach would be to use Tool 6 of the 
Toolkit: Behaviour management. They completed the checklist (see below) together. 
This helped them to identify the areas in which Tareq needed support and to select 
appropriate ways of responding. The Student Support Team shared their thoughts with 
the other teachers who taught Tareq and developed an Individual Education Plan (IEP) 
for him, which included setting up an appointment with the teacher counsellor.

Area Warning Signs Often Some-
times Seldom

1. Does not respect the rights and feelings of others.
2. Is aggressive and violent towards others.
3. Has difficulties getting along with classmates.
4.	Bullies	others.
5. Gets into fights and trouble with classmates.
1. Does not respect classroom rules.
2. Shows disruptive behavior.
3. Has difficulties controlling ones reactions.
4.	Has	difficulties	participating	in	group	work	and	whole	

class activities.
5. Has difficulties in dealing with new situations.
6. Finds it hard to change behavior even if prompted to 

do so.
7. Has difficulties in explaining how and why a situation 

happened.
8. Has difficulties assessing realistically ones own 

behavior.
1. Forgets to do homework.
2. Forgets or misplaces school books and other 

belongings.
3. Has difficulties starting tasks.
4.	Has	difficulties	with	self	directed	tasks.
5. Has difficulties completing with tasks and does not 

know how to continue.
1. Is inattentive when teacher gives instructions (does 

not concentrate).
2. Has difficulties focusing on the essential (looking at 

the right place in textbook, board etc.).
3. Is off-task in the classroom.
4.	Has	difficulties	working	in	the	same	pace	with	others.
5. Has difficulties completing tasks due to inability to 

focus
6. Is hyperactive (is very active, moves around a lot).
7. Gets easily distracted by other students or any 

otherfactors.

Tool No. (6): Behavior management - checklist

Name:                                                                    Class:                                           Date:
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The completed checklist that Esam and the Student Support Team produced for Tareq.
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Comment
Using the Inclusive Toolkit to recognise barriers, warning signs and difficulties helps 
you identify the areas in which a particular student needs support. Together with 
the Student Support Team, you can then look at the list of ways to respond that are 
given in the Toolkit to build up an Individual Education Plan (IEP). In Tareq’s case, the 
previous teacher had just labeled him as ‘naughty’, but Esam understood that Tareq 
had psychosocial needs that needed to be addressed.

Look carefully at the completed checklist above and then read the list of Ways of 
Responding given in Tool No. (6): Behaviour management from the Inclusive Toolkit. 
What would you recommend should be done to support Tareq?

Identifying diverse learning needs
Recognising barriers to learning, seeing the warning signs and identifying the 
learning needs – and knowing why this is important – are the crucial first steps in 
helping students with learning difficulties. The Inclusive Education Toolkit and the 
accompanying Teaches Guide highlight warning signs and provide possible support 
strategies for a wide range of needs. This Unit now summarises some of the main 
categories of learning needs and refers you to relevant section(s) of the Teachers Guide 
and Toolkit.

Poverty and deprivation (vulnerable students) 
Teachers’ Toolkit: Tool 7
Students in UNRWA schools are refugees and are affected by the conflict, 
displacement, violence and poverty in their communities in many ways. Some students 
may have witnessed violence, destruction and death. Their parents may be emotionally 
affected as well, which may make it hard for them to cater for their child’s needs and 
give them the love and attention they require. Some students may have to live in 
crowded or unhygienic conditions. They may not be eating a healthy diet or even 
getting enough food to eat because of financial problems at home. Some students 
have many jobs to do at home before or after school as well as doing their homework.

While it may not be possible to change the home environment and the circumstances 
the students are living in, it is possible to show the students that you care by giving 
them the attention they need. Talk to them about their feelings and hear what they 
have to say, build up their self-esteem and encourage and motivate them. Making 
the school and classroom a welcoming and safe environment in which participation, 
learning and playing are possible will help each student progress and open up 
opportunities for them.
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Issues in students’ personal life can affect their ability to learn.

Emotional, social and behavioural difficulties, difficulties in 
concentration 
Teachers’ Toolkit: Tools 5/6
There are many reasons why students experience emotional, social and/or behavioural 
difficulties. Some of the causes are linked to those mentioned above. Other causes may 
be due to an attention deficit disorder (ADHD), which is likely to cause hyperactivity 
and short attention spans, or hypoactivity, where a student may daydream or forget 
what they are doing. There is some connection between foods that contain a lot 
of preservatives and artificial colours, such as fizzy drinks and some sweets, and 
hyperactivity. When observing a student’s behaviour, it is important to look at how 
often and when any of the behaviours are occurring before making a final decision 
about the extent of their difficulties.

Specific learning difficulties 
Teachers’ Toolkit: Tools 8–11
A specific learning difficulty refers to a particular difficulty affecting one area of a 
student’s learning. Specific learning difficulties may affect the student’s ability to listen, 
think, speak, read, write, spell or do mathematical calculations. Such difficulties will 
affect a learner’s ability to learn at the same pace as other students of the same age. 
Students with specific learning difficulties will make progress, but may need more time 
and support in the area affected. Specific learning difficulties include impairments 
such as perceptual disabilities, brain injury, minimal brain dysfunction, dyslexia and 
developmental aphasia.
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Intellectual impairments
Teachers’ Toolkit: Tool 18
Intellectual impairments include difficulties in all aspects of learning and growth. 
Students with intellectual impairments have difficulties with thought processes, 
learning, communicating, remembering information and using it appropriately, 
making judgments and problem solving. An intellectual impairment affects all 
areas of a person’s development from birth to adulthood. Students with intellectual 
impairments perform significantly lower and their development is significantly delayed 
compared to other students of the same age.

Learners with intellectual impairments will need the help of others in most of their 
daily activities and many may also have limited speech and communication skills. 
It is important to look at the development of intellectual skills, social skills and the 
learner’s age when identifying the level of intellectual impairment. Teachers might be 
able to identify signs and suspect that a learner has an intellectual impairment, but for 
accurate identification it is best to refer the student for a psychological assessment. A 
common intellectual impairment is Down’s Syndrome.

Students with intellectual impairments benefit from the social dimension as well as 
the learning environment in regular schools and classrooms. They may not be able to 
achieve the same academic outcomes as others, but with good support they should 
be able to achieve their fullest potential and benefit from mixing with a wide range 
of students. If you have a learner with an intellectual impairment in your class, the 
school-based Student Support Team will assist you and decide on how best to help the 
learner.

Exceptional intelligence, gifts and talents 
Teachers’ Toolkit: Tool 12
Some students may be exceptionally gifted or talented, either in all areas or in 
particular subjects such as English, and therefore often have additional learning needs. 
Sometimes gifted students lack the stimulation and challenges they need in the 
learning environment, which may result in loss of motivation and underachievement. 
These students may feel bored in class unless given additional activities that extend 
and enrich their thinking because they finish their work so quickly. This could lead to 
behavioural difficulties unless their needs are met in class. 

As you plan your lessons, you need to consider the intellectual challenges that the 
work you are preparing provides for the more able students as well as for the less able. 
Just	as	the	interest	and	context	in	which	the	students	are	placed	should	be	considered	
for students with learning difficulties, it is important to consider these when planning 
for the more able student.
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Intellectual challenges for the more able students should also be considered while planning lessons.

Speech, language and communication impairments
Teachers’ Toolkit: Tool 19
Students may have a speech and language difficulty as a result of a neurological 
impairment. For example, some students with cerebral palsy may have difficulty with 
speaking, breath control and swallowing as a result of brain damage and poor control 
of the muscles around the mouth. Other students may have a stammer that causes 
them to have difficulty saying certain words or phrases. Some students may have 
delayed speech because they have had limited exposure to good speech models and 
language stimulation. This could be a result of a lack of social interaction within the 
family and the community. Some speech difficulties may have psychosocial reasons, 
such as trauma.

Some students may have difficulty with communication. This does not mean that 
they cannot speak, but that they find it hard to relate to other people and hold simple 
conversations. Students on the autistic spectrum disorder often have poor language 
and communication skills as well as poor social interaction and behaviour. They may 
find it hard to obey classroom rules as they do not always understand the teacher’s 
expectations, but they can sometimes have well-developed skills in specific areas.

Hearing impairments 
Teachers’ Toolkit: Tool 16
This includes students with mild hearing loss to those who have profound hearing loss 
(deafness). Hearing loss could be the result of ear infections and some of these may be 
treatable, while others may have permanent mild hearing loss and others may be born 
deaf (deaf students need instruction in sign language through special classes).
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There are many ways you can help students who have hearing impairments. For 
example:
•	 seat	the	student	in	front,	facing	you;
•	 make	sure	that	students	don’t	speak	at	the	same	time;
•	 make	sure	everyone	is	quiet	when	you	are	giving	instructions;
•	 articulate	clearly.

A classroom organisation can easily be adapted to help students facing hearing problems.

Visual impairments and sight problems 
Teachers’ Toolkit: Tool 15
Students who have long- or short-sightedness can have these problems corrected 
by wearing glasses. Others may have visual impairments that cannot be corrected 
completely by wearing glasses. There are various degrees and types of visual 
impairment such as low vision, partial sight and blindness. 

If you have a student with a visual impairment in your class, find out as much as 
possible about how well the student can see. What size letters is the student able to 
see? Can the student see better nearer or further? Can the student see better if it’s 
sunny or dark? Can the student see colours, so that they can read a worksheet you 
have created with a grammatical pattern highlighted in a different colour?
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You should talk to your colleagues about referring the student for a check-up with the 
health tutor or to a health centre. Students with visual impairments need teaching aids 
that they can touch. Some may need a stick for walking and help in getting around. 
Blind students may need to learn to read and write in Braille.

Physical impairments 
Teachers’ Toolkit: Tool 17
Physical impairments may be neurological or orthopedic. Orthopedic impairments 
refer to problems related to the bones and muscle systems. Neurological impairments 
are related to the functions of the brain and nervous system. Neurological impairments 
may also cause difficulties in perception.

Health concerns 
Teachers’ Toolkit: Tools 13/14
Some students may suffer from chronic illnesses and others may be sometimes or 
frequently sick with curable diseases caused by infections, bacteria, viruses and/ or a 
poor immune system. It is important to find out if there are students in your class with 
any chronic illness and, if so, gather the necessary information about their condition. 
You can link up with the health centre and doctor here. Make sure a student who is 
absent from school due to sickness is not left behind. Send work home for the student 
to help them keep up if they are able. Give extra lessons when the student gets back to 
school.

The first Activity in this Unit asks you to select a student who is causing you concern 
and begin to investigate their needs.

Carefully observing students can help to discover specific learning needs and provide effective support.
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Activity 40

You could do this Activity on your own or together with a colleague. Choose 
a student in your class whose learning and development is a concern to 
you. Observe the student over a period of two weeks as often as you can. If 
possible, observe them in other teachers’ classes as well as your own. Use your 
Programme Notebook to write down what you see the student doing or not 
doing. Try not to be judgmental as you write, but record what you actually 
see happening. As you collect a range of observations, you may begin to see a 
pattern or patterns in what the student does. From this, you will be able to see 
what some of the student’s problems with learning are. 

Now decide which tool (or tools) from the Toolkit seem to apply to this student. 
Complete the checklist(s) you have chosen. Then read the suggestions for ways 
of responding to the needs you have identified and think how you can adapt 
your teaching to help the student at school. Make notes of your investigation 
and the learning needs you have identified and how you might help this 
student in your Programme Notebook. Discuss your ideas with the Student 
Support Team and your colleagues who teach the student.

Plan how you will support this student over the next few weeks and then carry 
out your plan. At the end of the week, use your Programme Notebook to reflect 
on how well the strategies you used worked. How did the student respond to 
your different approach? Did the student understand better? How do you know 
this?

Comment
Observing students at work in the classroom and listening to them as they work will 
give you insight into their level of understanding, their skills and competence. You can 
then use the Toolkit to make sense of this information to plan lessons and support that 
help them achieve.

It is important to keep in mind the fact that any student can at any time present any 
of the behaviours or difficulties that are described in this Unit. This does not mean, 
for example, that a student who occasionally does not concentrate in your lesson has 
a behavioural difficulty. It would be necessary to look at how often this occurs and 
whether there are other signs that indicate that this student has a significant difficulty 
with concentration and attention. Some students may also have multiple difficulties.

Being aware of the different learning needs of the students in your class is important, 
and developing your skills in supporting these students is also crucial in enabling them 
to access the curriculum. Sometimes it is necessary to assess the student’s learning 
needs in more detail through a formal assessment, especially if they are exhibiting 
some of the symptoms described above. Learning support teachers, counsellors, 
psychologists, nurses and doctors may be able to do that and give you advice. Some 
students may need extensive support, which may sometimes be available elsewhere 
than at your school. Consult the Student Support Team to facilitate the referral process 
in accordance with the rules and regulations.
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Support may sometimes be provided by experts from outside the schools.

Now read Case Study 36, which describes how one teacher set out to help a student in 
her class.

Case Study 36
Dima was a student in Grade 7 at Beesan School in Syria. Dima’s English teacher, Sana, 
noted that Dima was clumsy and had difficulty with reading and writing in English. 
When reading, she held the books very close to her face and had tears in her eyes. She 
appeared not to be able to see words on the board.

Sometimes she complained of headaches. Other teachers said that she was just ‘slow’ 
and ‘couldn’t learn’, but Sana wanted to help Dima. She made a list of her observations, 
spoke to the School Principal and arranged for a meeting with Dima’s parents so that 
she could describe her observations to them. Dima’s parents said these problems 
seemed to have developed about two years ago and they did not know what to do. 
Sana explained that she had talked with the Student Support Team and they had made 
a list of ways to help Dima. Together, Sana and Dima’s parents talked about ways in 
which they could all support her.

The parents agreed to take Dima to have her eyes tested. The results showed that 
Dima had very poor vision and needed treatment for an eye infection. Once this 
was treated, Sana then began to assess Dima’s competence with the help of other 
professionals. This showed that she had a delay in her learning, some of it caused by 
her sight problem not having being diagnosed before. A plan was made to give Dima 
extra support across all of her subjects, including English. A support teacher worked 
with Dima three times a week on a one-to-one basis and in small groups so that she 
was able to progress more rapidly with her reading and writing. She continued to join 
in most lessons with the whole class and so maintained her friendship with her friend 
Sahira. Gradually Dima’s reading in English improved, but she sometimes needed 
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books with larger print. This was catered for by way of enlarged photocopies of key 
pages in the textbook. As Dima progressed, she became more relaxed and happier. 
She worked hard and made good progress. Sana thought Dima seemed like a different 
student and Dima’s parents were delighted and took great interest in her progress.

Comment
Dima, a student who could only partially see, needed additional support to be able to 
learn to read and write well enough to participate fully in English and other subjects. 
It was only because her English teacher, Sana, was interested and pushed for Dima to 
have a better experience at school that Dima’s life was changed so much.

You can help students like Dima by helping them to get medical advice and then 
writing on the board with large letters, reading out instructions and always checking if 
the student can see and follow the activities. Asking another student to help a student 
with a visual impairment can help too. Involving the whole class in understanding 
the kind of things that would help someone like Dima will mean that all students will 
benefit from the sharing experience both socially and in their learning.

Individual Education Plans (IEPs) 
Teachers’ Toolkit: Tool 4
Identifying particular learning needs is the first step in starting to plan for individual 
support, and a useful tool for planning for individual support is to make an Individual 
Education Plan (IEP) for the learner. When starting to make an IEP, ask for help from the 
school-based Student Support Team, from your colleagues and/or invite the learner’s 
parents to school to discuss their expectations and concerns with you.

Simple inclusive practices can make a difference for students with visual impairments.
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The plan could be for a specific skill or it could be a more general plan to support 
a student’s learning needs, which includes learning targets and changes to your 
teaching. This might involve making changes to the classroom environment and 
materials to meet the student’s needs. It may involve adapting your teaching and 
curriculum content by, for example, giving the learner different work from other 
students, leaving out some curriculum content and focusing on only the core areas of 
the curriculum.

Activity	41	asks	you	to	identify	a	student	whom	you	think	may	need	more	support	
and possibly an IEP to be developed, and then helps you through the early stages of 
producing an IEP.

Activity 41

Choose a student in one of your English classes whose learning and 
development is a concern to you. Follow these guidelines to identify and assess 
their learning needs and plan for support:
1. Observe the student and find out as much as possible about their background. 

Talk with them to find out more. You can also give the student simple tasks 
to do to assess what they are able to do .Do you notice any warning signs, 
difficulties, and barriers to learning? (Refer back to the list of barriers given 
earlier in this Unit.)

2. Discuss any concerns with another teacher and/or the student’s parents/
carers.

3. Make a list of what the student is good at and what they need help with.
4.	Choose	three	main	targets	or	skills	that	you	want	the	student	to	achieve	or	

develop.
5. Think of possible strategies or changes you could implement to support the 

student.
6. Think of where you would get more help for this student. List the possible 

sources for support and referral.

Now	look	at	the	Tool	No.	(4)	from	the	Toolkit.	Complete	as	much	as	you	can	
of the Template of an Individual Education Plan that is given there. Put the 
completed activity in your Programme Notebook but also follow through the 
process	described	on	the	front	page	of	Tool	No.	(4).	What	you	have	produced	is	
an Individual Education Plan (IEP) for the student. In the next two Units you will 
learn more about classroom strategies that could be used to provide additional 
learning support to this student and others in their class.
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Summary
In this Unit, you have learned how to use the Inclusive Education Teachers’ Toolkit 
to help you identify different barriers to learning, warning signs, difficulties and 
learning needs. All students may experience difficulties in learning and development 
at some point in time – and it is up to you as a teacher to support the learning and 
development of all your students – but some students will need more support 
throughout their education.

All students need good quality, student-centred education in a safe and stimulating 
environment, but some need additional learning support and those with special 
educational difficulties need more extensive support. The first step in order to provide 
additional support is the identification of learning needs.
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Module 5 Unit 19: Supportive teaching and learning 
strategies in English
Introduction
It is fundamentally important for English teachers to recognise that students are 
individuals with different needs. No group of students is ever homogenous. There are 
any number of differences, some defined in the previous Units, including gender, level 
of self-esteem, ethnic and cultural background, linguistic ability, level of motivation, 
aptitude for languages, age, previous experience and learning difficulties. These can all 
influence students’ progress, achievement and participation in English lessons. 

This is one of the reasons teaching English is such a complex undertaking. Teachers 
cannot teach 35 individual lessons, and so the job of the teacher is to know what will 
make these individuals learn and think. Knowing your students is central to being an 
effective teacher. What are their preferences? What will engage the higher attainers 
without leaving behind lower attainers? How can a task be designed to appeal to 
a number of learners with different needs? How will you plan a task so that any 
disruption from unmotivated students is minimised? Is there enough variety in the 
lesson to cater for the needs of most of the students at any one time? 

The aim for the English teacher in an inclusive classroom is to try to support students 
with a wide variety of needs. It is not just those with defined needs who will benefit 
from support. But for some students there is a need for more particular strategies to 
help them overcome learning barriers or develop their particular skills and talents.

This Unit will extend your knowledge of learning support strategies that will help you 
to meet the diverse learning needs of some students in English classrooms. One of the 
first things to realise is that it is very difficult to address individual needs in a teacher-
centred lesson, where the teacher spends the majority of time addressing the whole 
class. Only when students are able to carry out tasks individually or in groups can the 
teacher begin to address their varied needs and facilitate the development of their 
existing understanding and skills in English.

There is always a need to build flexibility into all lessons to enable you to cater for the 
needs of all your students. Differences between students, such as in their learning 
capabilities, their prior experience and their motivation, make it inevitable that 
different approaches and strategies may be needed to maximise their potential.

At times, you may give extra support to some groups and the resources you will 
use may vary depending on their needs and the task in hand. At other times, you 
may change your pace of teaching and the ways in which you present language. 
For example, sometimes you might use a visual stimulus in front of the whole class 
to exemplify a teaching point. In the photograph below, the group of students is 
demonstrating relative clauses (who, which, whose, when and where).
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Providing a visual stimulus will enhance students’ learning.

The students have had to work out the order of the sentence, choose the correct 
relative pronoun and stand in front of the class, in a line, each holding one word or 
phrase in the sentence. The use of colour is helpful to those learners who remember 
language structures better when the targeted structure stands out in the sentence 
– they respond to visual stimulus. This is one strategy the teacher used to make 
sure the language was presented in a different way from just reading it in the 
textbook. It also allowed students to think through a number of sentences in which 
different relative clauses were used.

Providing meaningful learning support may mean breaking down tasks into 
manageable steps or sections. It may mean using different resources that allow the 
student, or a small group of students, to have more practical, hands-on activities to 
help them understand concepts more easily, as in the example above.

Providing meaningful support could mean thinking about the kind of classroom 
environment that you create, in order to limit distractions or to provide 
stimulation. It could also be about the classroom management strategies that you 
employ, and whether you, for example, get students to remind their peers about 
the routines and boundaries you have agreed. You might need to enrich the 
curriculum to provide extra challenges for students who have particular aptitude 
for English.

You do not have to feel alone with the huge task of supporting the learning of your 
students. Try working with your colleagues, sharing ideas, experiences and concerns. 
This will make the challenge more achievable and give you a range of ideas.
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You may also have students who need psychosocial support, in which case you 
could talk to a counsellor and refer the students for assistance. If you have students 
with special educational needs, you need to know where and how to get support. 
Sometimes there is no one right answer, but try being creative, flexible and positive. 
Any effort to support your students will bring some reward!

Teacher Development Outcomes
By the end of this Unit, you will have developed your:
•	 knowledge	and	understanding	of	different	approaches	to	differentiation	in	the	

teaching and learning of English so that all students can achieve their full potential 
in	the	subject;

•	 ability	to	differentiate,	enrich,	adapt	and	use	a	range	of	classroom	strategies	to	
support students with diverse learning needs to access the English curriculum.

Differentiation by task, outcome or support
Differentiation is often viewed as the way in which we cater for the needs of those 
students who have identified learning difficulties and require different provision from 
the rest of the class. However, within any class there is a diverse group of individuals 
and whatever strategies we use to address their varied needs should reflect our 
concern for the progress of all students. Thus, while differentiation should enable us to 
support those students with specified needs, it should be managed in such a way that 
the curriculum is suitable for all. 

Strategies for differentiation may take different forms and in this Unit we will consider 
examples of three general approaches in English:
•	 differentiation	by	task;
•	 differentiation	by	outcome;
•	 differentiation	by	support.

Working with colleagues will help provide effective ways of supporting your students.



35Module 5: Unit 19

While these three approaches often overlap and the most effective strategies may well 
involve a combination of more than one of these approaches, it is useful to consider 
them separately. 

Differentiation by task
There will be students with a range of levels of understanding and skills in any one 
class. While, in theory, it may be possible to try to match the level of difficulty of 
activities to each individual’s capabilities, this is very difficult to achieve. Not only 
is it difficult to get enough relevant information about each student or to predict 
how progression in the understanding of linguistic concepts may develop, but the 
problems involved in the preparation and management of such individual tasks in a 
large class can be too demanding.

However, there will be occasions when it is appropriate to set tasks at different levels 
for broad groupings within an English class. Tasks may be differentiated in a number of 
ways. These may include:

•		Varying the level of language demands – this may involve adjusting the task 
instructions or text being used, either in terms of the difficulty of the vocabulary or 
complexity of the language structures employed. For example, you might try using 
visual representation of the focused skill of the task (which you will find readily on the 
internet), for example an image of an ear if the task requires students to listen to a text.

•		Varying the type of response required – tasks aimed at developing or assessing 
understanding of linguistic concepts can be made easier or more difficult, depending 
on the type of response required. For example, in a writing task, high-attaining 
students could be required to write a paragraph about a topic whereas lower-attaining 
students would be given support in structuring the paragraph in the form of examples 
of sentence or paragraph beginnings. This could be in the form of a ‘writing frame’. 
Writing frames usually consist of a series of boxes with a ‘sentence starter’ in English. 
Once these boxes are filled in by the student, they produce a piece of continuous 
writing. Writing frames allow students to add their own ideas and language to make 
a piece of continuous text but within a structured framework created by the teacher. 
Here	is	an	example	from	Julie	Adams	(2000):

New Year Resolutions
Name ……………………………………         Date …………………………
Resolve to improve your life this year  This year I am going to 
improve my life by…
What will you do to be better at home? At home I’m going to….
What will you do in your free time?  In my free time I’m 
going to….
What will you do to improve at school? At school I’m going to….
What will you do to keep fit?    To keep myself fit I 
will…
Name one thing you will not do   I won’t…
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•		Varying the difficulty of the thinking skills involved in the activity. Tasks that 
develop higher-order thinking skills (HOTS) are of particular importance in challenging 
gifted and talented students. For example, in any given text it is possible to construct 
a ‘true/false’ comprehension activity where students have to mark whether a list of 
statements made about the text are either true or false. But how do you make this 
more challenging for higher attainers? An adaptation of this would be to ask an 
additional question: ‘How do you know?’ Students would then have to justify why they 
had chosen true or false. Always ask yourself, after planning your lesson, ‘Will this make 
my higher-attaining students think?’ If not, ask yourself, ‘How can I adapt it to make it 
more challenging for them?’

You might also consider varying the level of linguistic skills involved. The following 
Case Study provides an example of this strategy in which the teacher is differentiating 
by task.

Case Study 37
Suleman had taught a sequence of lessons to his Grade 8 students at Al Magazee Boys’ 
School in Gaza. He realised that, when he gave the class a listening comprehension 
exercise where they had to answer a set of questions, some students found it difficult 
to keep up with the text. Suleman therefore designed a table which would require 
students to provide just key words rather than full sentences. But he also decided to 
design the activity to offer a different activity for low- and high-attaining students in 
order to support the lower-attaining students and push the higher-attaining students 
to achieve more. 

This is the table Suleman designed, which has three different versions but is basically 
the same activity. The students had to fill information in the boxes as they heard the 
information. 

1. For most students (see table 1)
2. For low attainers (see table 2)
3. For higher attainers (see table 3)

1 Comes from … Likes … Friends’ names
Malcolm
Sarah
Vikram
Selma

2 Comes from … Likes … Friends’ names
Malcolm South Africa Bruce, Lucie
Sarah swimming
Vikram Canada cinema
Selma Gaza
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3 Comes from … Likes … Friends and 
Family

Other 
information

Malcolm
Sarah
Vikram
Selma

Comment
With a few simple adaptations, Suleman catered for the different levels of aptitude 
of his students – giving some students less information to listen out for than others. 
Most students were given the first table, as Suleman felt that most students would be 
capable of deciphering all of this information from the sound clip. However, he knew 
he had a small number of students who would struggle to hear all of this information. 
He therefore filled in some of the information to lighten the load for these students. 

Suleman also knew that a small number of students would be capable of filling in the 
first table with no difficulty. He therefore designed a table that required these students 
to provide additional information (column five). When Suleman went through the 
activity with them to correct it, the students volunteered answers and he filled in the 
third table on the board with them. In this way, all of the students had access to the 
whole set of information but were required to produce only the amount of information 
he judged them capable of providing. By doing this, Suleman had made the same 
activity accessible to everyone.

Differentiation by outcome 
This approach to differentiation involves setting the whole class individual or group 
tasks that are open enough to allow students to respond at different levels, that is, the 
task allows students to produce different outcomes in response to the same activity.

As with all methods of differentiation, you, the English teacher, must know your 
students if your teaching is to be effective. You need to be able to judge whether 
students have produced work that matches their potential. Your role is to judge what 
a particular student or group of students is capable of in English and to push the 
students to maximise their efforts, so that they achieve work at the highest possible 
level. While you might make a preliminary judgement on the quality of the work that 
you might expect from the individuals in the class, it is crucial that you constantly 
monitor students’ work as you move round the class and assess their progress on the 
task. You can then provide guidance to extend and develop the students’ work that not 
only reflects your initial expectations, but also what the students have done so far. 

The role of the English teacher in providing guidance and prompts that encourage 
students to produce work, at as high a level as possible, can be reinforced by making 
clear	to	the	students	what	constitutes	a	‘good’	response	to	the	task;	maybe	showing	
the students an example.
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The next Case Study follows the development of Suleman, the teacher in Case Study 
37. Having begun thinking about inclusion and ways of embedding it into his practice, 
he found that he was rethinking his approach to planning. He felt that the units he 
was teaching from his textbook did not allow his students to show him what they had 
learned. He decided to plan an ‘end activity’ to each unit that would be open-ended 
enough for students to demonstrate all they had learned.

Case Study 38
At the end of a unit about climate change, Suleman decided to develop the ideas in 
the unit a little further. He wanted to introduce the students to a concept which was 
very topical in the region – the need for water conservation. 

Having introduced the class to some water-saving ideas via a website designed for 
Australian schools and having practiced some key vocabulary (To save water you 
should …/ you shouldn’t…) Suleman planned an end-of-unit activity that would 
allow his students to respond in a number of different ways using the language he 
had taught them at different levels of complexity. He devoted a whole lesson plus 
homework to the task. The title of the piece of work was ‘Saving water could save the 
planet’. He explained to his students that they were to choose a way of responding to 
the title that pushed them to think and which showed him how well they were capable 
of working. Beyond this instruction, they were allowed to choose how to respond, but 
he gave them some examples. This is what he said to them:

‘You could respond to the title in many ways but let’s think of some 
examples you might choose from. Just remember that the outcome 
must show me how much English you have learned in the last few 
lessons. You could:

Good teachers provide guidance and prompts that encourage students to produce quality work.
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• design a poster in English that encourages people to use water 
sparingly;

• write a brochure in English, for a parallel class in another school in 
the compound, which they can use when they are studying the unit 
on the environment;

• record a short video clip on your mobile phone, in English, 
encouraging people to save water whenever they can;

• label a drawing showing different water-saving measures people can 
take;

• write a poem about saving water and saying why it is important.’

Suleman talked about what they should try to achieve in terms of their English 
through the task. He showed them an example of a public information poster he had 
designed himself. This allowed him to talk about what a ‘good’ response looked like. 
This also allowed him to talk about what a ‘good’ brochure might include and what 
to include in a recording etc. He explained that he wanted them to choose a task that 
would show them performing in English to the best of their ability. This helped his 
students to avoid wrong choices and also meant they knew what he was expecting 
from their responses.

Suleman found that the fact that the students could choose the way they responded 
helped with their motivation to complete the task. Allowing lesson time for the 
students to start the task gave him the opportunity to circulate and advise – 
particularly those students who had chosen something either too complex or too 
simple for their level of English. But giving them time as homework also gave the 
students extra time to reflect and this had an impact on the quality of their responses. 
Suleman was delighted with much of their work, which was created to the best of their 
abilities and created a display board of student work at the school entrance hall.

Comment
In allowing students to respond at their own level and allowing them to choose which 
activity to complete Suleman was practicing differentiation by outcome. The students 
were given the same stimulus material (from the textbook and from the website he 
showed them) and taught the same body of language, but they were allowed to 
respond in different ways depending on their ability and preference. In addition, he 
gave the students the opportunity to understand their level for themselves. He guided 
some of them to make a wise choice so that the higher attainers, for example, were not 
responding at too simple a level.
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Differentiation by support
‘Much differentiation takes place informally as the teacher circulates and intervenes during 
student activity’ (McAleavy 1994) 

Whether a teacher provides differentiated tasks and resources or designs activities that 
lead to different learning outcomes, students will still require support once work is 
underway. Good English teachers, like Suleman, constantly observe, listen to answers 
and comments, assist individuals and interact with groups. As they do this, they draw 
on their internalised knowledge of each student’s strengths and weaknesses so that 
they can adjust their questions and advice to respond to individuals’ difficulties and 
insights. 

However, this internalised knowledge does not arise spontaneously. Rather it is the 
result of the use of formative assessment strategies over a period of time (see Module 
3) as well as the application of the Toolkit to identify and respond to students’ needs. 
In the next Unit we will consider how your long-term planning can allow you to 
develop more effective differentiated support for specific needs as well as to make 
your classroom a more inclusive environment that aims to cater for the full range of 
students found in any class. 

Summary
As you have discovered throughout your study of the SBTD II programme, using a 
range of interactive strategies and task-based, student-centred learning can make your 
English lessons more relevant, stimulating and interesting. This Unit has developed this 
idea to show how such strategies can be differentiated to meet the varied needs of

Activity 42

In Case Study 37, you saw how Suleman designed tasks that allowed his class 
to listen out for different amounts of information from a listening text. In Case 
Study 38, you saw how he gave students the opportunity to show what they 
had learned using the same language but at different levels.

Choose one of your classes where the students display a range of achievement 
and ability. Plan an ‘end task’ for a unit of work which will allow you to 
differentiate. It could be a set of tasks that allows students to choose or it could 
be one task that students can respond to at different levels.

You should plan how you will show students what you expect (what a good 
response at different levels will look like). Decide whether you will guide 
particular individuals to aim for particular outcomes.

When the students have completed the task, collect their work. Assess their 
achievements and evaluate your use of differentiation. Consider carefully 
whether the task enabled all students to produce work that fulfilled their 
potential. Write your reflections in your Programme Notebook.
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Description Examples

Learners work with 
materials at different levels 
of difficulty on the same 
subject or topic area.

Reading: some learners answer questions 
on a short, simple text about food – others 
do the same but with a longer, more 
complex, text 

Listening: learners listen in ability groups or 
independently to different texts based on 
the same topic

Learners work on the same 
text but the tasks they are 
required to do are graded 
in difficulty and matched 
to differing needs and 
abilities.

 Listening: learners complete a table 
requiring different information graded 
according to difficulty – some only provide 
the	simpler	information;	others	complete	all	
the information

Reading: all learners complete a set of core 
questions;	some	move	on	to	complete	
extended questions requiring a greater 
level of understanding

Writing: some learners complete a gap-
fill activity, others complete a more open 
writing activity

Learners are all engaged in 
the same task but produce 
widely differing end 
results.

Speaking: some learners produce dialogues 
with	3	interactions;	some	with	8

Writing: some learners produce extended 
writing (100 words), others produce a short 
paragraph / a few simple sentences

Learners are given 
additional help / support 
in terms of time or extra 
materials.

Writing: some learners are provided with 
a model to adapt – others have access to a 
minimal skeleton writing frame

Reading – some learners have words in a 
box	to	help	them	to	complete	a	gap	fill;	
others simply complete the gap fill from 
memory

Writing: some learners only have to fill in 
words – others the full sentences

Levels of differentiation and their relation to resources and language skills.

your students. The aim of differentiation and inclusive education is to maximise the
potential of each student by intervening in the most suitable way. While the emphasis 
in differentiation is often on those who are not typical, such as those with identified 
learning difficulties, the approaches to differentiation we have looked at here aim to 
establish a learning environment in which all students can flourish. 

The table below summarises the approaches and briefly gives an example of what this 
looks like in an English classroom.
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Module 5 Unit 20: Planning for inclusive education in 
English
Introduction
In Unit 19 we focused on the ways that individual student activities can be 
differentiated so that specific barriers to learning are reduced or opportunities for 
students to respond at different levels increased. These strategies must be part of an 
overall approach to planning that aims to raise achievement for all our students, all the 
time. 

This Unit will concentrate on different aspects of planning that will encourage you to 
focus on allowing access to the teaching and learning within the inclusive classroom 
you are seeking to develop. For example, you may begin the lesson-planning process 
by considering the learning outcomes of a particular sequence of lessons. If you begin 
with the premise that you want to make the learning accessible to all students, it may 
be useful to think about differentiating the learning outcomes, in other words, making 
a clear statement to yourself about your expectations of your students. There will be 
elements that all students will achieve, elements that most students will achieve and 
elements that only some, the higher attainers, will achieve. In this way, you will define 
the core of the learning that all students must achieve and subsequently decide how 
you will cater for those who can be encouraged to achieve more.

For example, within the topic of a conversation which might take place in an English 
speaking restaurant, the core outcomes might be:
•	 to	be	able	to	read	and	understand	a	menu;
•	 be	able	to	understand	the	waiter/waitress;
•	 be	able	to	have	a	conversation	around	ordering	and	paying	for	the	food.

Some students (the higher attainers) will also be expected to:
•	 be	able	to	ask	for	clarification	of	what	the	dishes	consist	of;
•	 be	able	to	complain	about	the	quality	of	the	food;
•	 be	able	to	question	the	bill.

Thinking about outcomes in this way will encourage you to audit your plan to check 
that you are pushing the higher attainers while at the same time giving support to 
lower attainers within the class. 

In order to establish inclusive practice within your English lessons, you will need 
to consider a number of other issues in the process of planning. These include 
consistency of approach, planning small achievable steps, using praise judiciously, 
creating a non-threatening learning environment, clarity of presentation and using 
clear instructions and fostering independence.

Teachers of languages often aim for consistency of approach in their teaching because 
familiarity with the format of material, types of task used and classroom routines can 
increase the accessibility of the content of the work for all students. Using certain 
‘stock’ types of activity can be reassuring for students and minimise the constant need 
for long explanations in English about what needs to be done.
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Breaking content down into manageable steps will be helpful for all students, not 
least low-attaining students. For example, it is important to check that students 
have understood the key concept before moving onto a variety of language practice 
activities. If the key concept is misunderstood early on, this may lead to confusion 
throughout the topic. 

You need to think about your use of praise and make sure that small steps in progress 
by students with special educational needs are praised equally as bigger steps of 
progress	made	by	your	higher-attaining	students.	As	described	by	Black	and	Jones	
(2006:4)	this	necessitates	knowing	exactly	where	the	students	are	in	their	learning	–	‘a	
first principle of learning which is to start where the learner is, rather than to present 
strange new ideas to overlay the old and cause confusion.’

Students who are not confident in speaking English need opportunities to practice 
in a non-threatening way in pairs or small groups rather than in front of the whole 
class. Students who have difficulty reading need any written instructions on the board 
or worksheets to be large, clear and legible. Any visual support you provide needs 
to be uncluttered in its presentation and the board itself needs to be visible from all 
angles of the room. Your instructions in English need to be clear and concise and, 
where appropriate, supported with visual stimulus such as a picture. Think about using 
the symbols used by your textbook (for example for listening or speaking) on your 
own worksheets, so that it is clear to all students which skills they are being asked to 
practice.

Students who are not confident in speaking English need opportunities to practice in a non-
threatening way in pairs or small groups.

Learner independence is important if your high-attaining students are to be motivated 
to learn. Consider encouraging your high attainers to reflect on what they have learned 
in English by keeping a ‘learning journal’ to encourage reflection. You might also 
consider planning moments in every topic when you use higher-attaining students 
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to teach other students. Students often are more attentive when they are listening 
to their peers. Establishing classroom routines which encourage students to become 
independent learners enables you to spend more time on monitoring, supporting, 
challenging and extending their learning, rather than simply organising them. 
Involving students in their own learning and assessment, by using active learning 
methods, sharing learning outcomes with students and encouraging them to reflect 
on their own learning all contribute to giving them a more personalised experience. 
Most importantly, a supportive classroom environment in which students feel they are 
valued as individuals will have a positive effect on motivation, interaction, relationships 
and communication. This will enhance learning and maximise achievement for them 
all. 

In order to provide a supportive environment and to cater for the students’ learning 
needs, you need as much information as possible about the students in your class. 
When you begin to teach a new class, you are dependent on school records and 
information provided by colleagues who have taught the students previously. But, 
as soon as you start to teach the class, you should begin to make use of formative 
assessment strategies and the Inclusion Toolkit to supplement this information. As you 
do this, you can respond more effectively to your students’ needs.

Students’ files help teachers gather information about their students, which in turn assists in 
developing appropriate learning activities.

Despite this, you must be realistic. While you may do your best to match the level of 
difficulty of an activity to a student’s capability, there are limitations to an approach 
that requires close matching of tasks and student capability. It is not easy to do this 
accurately for one particular individual, but the practical difficulties of doing this for 
every student in a large class are immense. 

This should not stop teachers making special provision for a student with specific 
needs, or planning tasks and resources aimed at supporting those in a class with 
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relatively low levels of literacy or challenging those who have a particular aptitude for 
a subject. However, in addition to planning activities or resources to meet the needs 
of particular groups or individuals, a less focused approach to inclusive education 
can be taken. This approach accepts as a basic premise the fact that every class will 
include students with different abilities, potential, experience and motivation. It also 
takes in theories of learning that suggest that different individuals may have particular 
preferred learning styles. 

While student-centred activities are the key to successful differentiation, the quality of 
the whole-class teaching that precedes the activity is also crucial. Effective whole-class 
teaching can support the learning that takes place in student-centred classrooms if it 
enthuses students of all abilities and facilitates their engagement.

Teacher Development Outcomes
By the end of this Unit, you will have developed your:
•	 ability	to	plan	English	lessons	that	cater	for	the	broad	range	of	needs	in	any	group	
with	the	aim	of	increasing	the	achievement	of	all	students	in	the	class;

•	 knowledge	and	understanding	of	how	your	planning	can	take	into	account	
different ways of learning.

Activity	43	asks	you	to	spend	a	short	time	reflecting	on	your	own	classroom	practice.

Activity 43
Think about your usual classroom practice when teaching English. In the chart 
below are 13 statements about planning strategies that reflect an inclusive 
approach.

Tick one of the boxes for each statement. For example, if you decide, having read 
statement 2, that you frequently identify differentiated learning outcomes for 
open-ended tasks, then tick the box on the left (‘Often’).

As you work through the statements, think about why and when you use the 
strategies listed. Do you feel you use them effectively to improve the learning of 
the full range of students in your class? If you tick ‘Often’ or ‘Sometimes’, use the 
final column (‘Evidence’) to give an example from your classroom practice that 
shows how you have done this. If there are any strategies that you rarely use, 
why do you think this is?

Planning strategies Often Sometimes Rarely Evidence

1. I plan tasks and resources for students 
who face specific barriers to learning.

2. I identify differentiated learning 
outcomes for open-ended tasks.
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Look at your answers and think about the kind of classroom you have. Would 
you say your answers indicate that your classroom is generally an inclusive 
environment?

Planning strategies Often Sometimes Rarely Evidence

3. I use my knowledge of students’ 
previous learning to identify those 
who may require individual support 
with particular tasks e.g. extended 
writing.

4.	I	plan	multi-sensory	teaching	
approaches (visual, verbal, 
kinaesthetic).

5. I plan ways of making abstract 
concepts concrete, e.g. using a 
timeline to exemplify verb tenses.

6. I simplify and extend tasks.

7. I plan my student groupings and 
employ a variety of groupings so that 
students are able to draw on each 
other’s strengths and skills.

8. I plan how new or difficult vocabulary 
can be clarified and give students 
opportunities to use it in context.

9. I plan key questions that challenge 
students at all levels.

10. I plan how tasks will be explained 
or modelled and understanding of 
instructions will be checked. 

11. I plan concept development so that 
students have the opportunity to 
explore, extend and connect their 
ideas.

12. I plan opportunities for all learners 
to be involved in monitoring their 
own progress.

13. I plan project work that engages all 
students, but provides opportunities 
to use higher-order enquiry skills. 

In the next Case Study you will read how one English teacher planned to make his 
classroom more inclusive.
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Case Study 39
Iyad	was	teaching	a	Grade	10	English	class	in	Madaba	Preparatory	School	in	Jordan.	He	
was interested in the idea of making his teaching more inclusive and realised from his 
reading that, though it required him to think differently about his teaching, starting 
from where the students were (rather than where the textbook said they were) needed 
to be addressed at the planning stage. 

The unit of work Iyad was working on in the English textbook was about Science and 
the Nobel Prize. He first thought of an outcome for the sequence of lessons that he 
could differentiate. He decided to develop an idea in the Student Activity Book which 
asked students to survey each other about their general knowledge about the Nobel 
Prize winners. He decided to use the survey idea but adapted it to give students more 
choice about the content of the survey. He asked the students to create a survey 
for some of their family and classmates, one that allowed them to write their own 
questions and pursue something they were interested in at their own level.

They had to choose a subject to investigate, write questions to ask about the subject, 
conduct the survey and then summarise the findings for an audience of other 
classmates. The subjects could be diverse – opinions about school subjects, opinions 
about TV programmes or commonly known computer games. 

He first planned a set of differentiated outcomes:

• All students will be able to devise a set of questions to ask.
• All students will ask and record the answers.
• Most students’ questions will be complex and searching.
• Most students will summarise their findings in writing.
• Some will devise a presentation of their findings for the whole class 

including a full written summary using complex English sentences.

Iyad then planned the lesson, taking extra care to think through the instructions 
he would give for devising and conducting the survey in English. He found himself 
continually thinking of different individuals in the class and considering whether they 
would be able to complete each activity leading towards the conducting of the survey. 
He decided he needed to devise for himself a checklist to keep him on track towards 
an inclusive classroom whenever he planned a sequence of lessons. Iyad created a set 
of guiding questions which would make him think about his learners as individuals as 
he was planning. The questions were as follows:

• Am I responding to the different abilities in the class? (What about 
Kaled, Hanna, Omar?)

• Will all the students be able to do all of the activities?
• Are students actively involved in the lesson or are they mainly passive?
• Have I allowed the students to work together?
• Have I made my instructions accessible to all of the students? 

(What about Amin?)
• What will I do if (Salim) cannot understand my instructions? 
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Iyad wanted his students to be more aware generally of what they were capable of – to 
engage them in pushing themselves to achieve the best result they could. He felt this 
would be a motivating aspect of his English lessons. He decided to experiment with 
a three-star system to indicate to students what he thought the level of difficulty of 
different activities was:

*indicated that the activity was simple and designed for students who found English 
difficult. 
** indicated that the activity should be accessible to most students. 
*** indicated that the activity was designed for higher-attaining students.

Iyad decided that, in order to make this achievable in terms of his own planning, he 
would begin by using the Student Book and Activity Book the class were using (Action 
Pack 10). When he counted up the activities across these two books, he counted a 
total	of	34	activities.	He	wrote	a	key	for	his	Grade	10	students	that	showed	them	which	
activities he had assessed as being appropriate for each star level. The students were 
allowed to choose which star to work under, but this had to be negotiated with him. 
They also couldn’t change to a higher star without informing him they were doing so. 
This allowed Iyad to make sure they were working at an achievable level suiting their 
proficiency in English. It was important that they did not choose a level within which 
they would be constantly failing because the level was not appropriate for them. 

A sample of the key to the activities that was set out for the class is as follows:

Action Pack 10 
Unit 3 Language /Skill * activities no. ** activities no. ***activities no. 

Students’ Book

Reading 
Writing
Speaking
Listening

1,2
10,11
7
15,16

3,4
12,13
8

5,6
14
9

Activity Book

Grammar 
Reading
Vocabulary
Writing

1,2,3
1,2
1,2
1

4
3,4
3,4
2

5
5
5
3

Iyad found that his three-star system worked well with this class as it gave the students 
a sense that they had some choice in the work they did in English. They were sensible 
about what they were capable of achieving and clearly realised that this was his 
attempt at involving them seriously in their learning.

Comment
The combination of the planning checklist and the three-star system of defining 
the level of the work Iyad set transformed his thinking about creating an inclusive 
classroom. The questions made him think about the individuals in the class while he 
was planning and allowed him to visualise what would happen in the lesson before it 
happened. It allowed him to plan for the individuals in the class without meaning he 
was planning separate activities for them. He thought about the accessibility of the 
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instructions he gave to make sure they were fit for all students in the class. He found 
that his analysis of the textbook and activity book freed him from feeling that every 
student had to complete all activities. He realised that some students would gain much 
more through knowing that he was thinking about what they were actually capable of 
achieving.

Activity 44
Think about the barriers to learning faced by some of the students in one of 
the classes that you are teaching. In your planning for the next topic, take some 
practical steps to overcome these barriers to learning. You may use the Inclusion 
Education Toolkit to help you in your planning. 

Also, use the checklist of questions, which Iyad devised but make it personal to 
you and your needs. Choose questions that will make you think about particular 
individuals in your class. Consider which forms of support you can provide for 
students. How you can cater for their different needs?

Think about the instructions you give your class. What language are you using? 
Are you using visuals? How do you know that everyone is following you? Think 
about how you will extend the learning of higher attainers in the class. Do you 
need to plan an extension activity in case they finish earlier than others?

As you teach the topic, monitor carefully the progress of the individuals you 
have focused on to help you evaluate the effectiveness of your strategies. 
Once you have completed the teaching of the topic, think about how you can 
integrate these strategies into your teaching on a long-term basis. Use your 
Programme Notebook to write a reflection of your practice across the teaching 
of the whole topic with this class.

Learning in many ways
All learners use different ways of learning, depending on what they are learning and 
the learning context itself. Students need the opportunity to try different ways so they 
can find which types of learning they enjoy and how they learn best. 

Look at the list below and identify the ways that you, yourself, like to use when 
learning new things. People can learn:
•	 by	doing	and	experimenting;
•	 by	moving;
•	 by	seeing;
•	 by	writing;
•	 by	drawing;
•	 by	hearing	and	listening;
•	 by	speaking;
•	 by	reading;
•	 in	a	group	or	alone;
•	 through	details	or	through	the	through	detail.
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In the same way that you have preferred ways of learning, so will your students. 
Good teachers make sure that their teaching takes these different ways of learning 
into account. However, most students use all of these ways of learning at one time or 
another and learning will often be most effective when as many different senses as 
possible are used. 

Group activities would be a preference for students who like to ‘talk through’ their 
understanding, whereas individual investigations using ICT may be preferable for 
students who like to confirm their understanding independently.

Planning English lessons that cater for a range of learning styles and assessment 
strategies that allow students to demonstrate their achievement in different ways is 
crucial to ensure that no students are disadvantaged by continuous use of teaching 
approaches and assessment tools that do not suit them. 

Case Study 40
We	return	now	to	Iyad	in	Madaba	Preparatory	School	in	Jordan	who	appeared	in	the	
last Case Study. His work with his Grade 10 was successful, so much so that this way of 
thinking about inclusion developed throughout his teaching, with most of his English 
classes. As the year progressed, he talked to other teachers about the successes he was 
experiencing with the Grade 10 class. 

Iyad decided to experiment by trying to combine his work in developing the students’ 
independence (as seen in the previous Case Study) with developing a way of working 
that would appeal to his students’ different preferred learning styles. He decided to 
book the school hall for one of his lessons. He would set up four areas of the room, 
one for reading activities, one for writing, one for listening and one for speaking. He 
provided a laptop for students to use in each section of the room. Students would 
decide where to start and would be given a maximum of 30 minutes and a minimum 
of 15 minutes to work in each area. They were to choose just two areas to work in and 

Effective teaching provides a variety of activities and allows different ways of learning.
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within that area they could choose from a range of activities all focusing on the current 
topic they were studying which was ‘Planning a trip’. When he looked across all of the 
activities, there was at least one activity appealing to preferences listed below. The 
activities allowed the students to choose to learn:
•	 by	doing;
•	 by	moving;
•	 by	writing;
•	 by	drawing;
•	 by	hearing	and	listening;
•	 by	speaking;
•	 by	reading;
•	 in	a	group	or	alone.

This is an example of the activities Iyad set up on one of the tables:

Speaking

Task A: In a pair, imagine you are planning a trip to somewhere you would both 
like to visit in the world. Devise a dialogue using all of these phrases:
How about …? Why don’t we …? Shall we …? Let’s … That’s a great idea! I’d love 
to!

Task B: Prepare a statement in English to tell your teacher what your ideal 
holiday would be. Make notes of what you will say.

Task C: Look at the set of pictures on the table, which are all about Canada. 
Decide in a group of three which places you would like to go to and say why. 
Each person must take turns to put the photos in order of preference and tell 
the others in the group why they have chosen to go to these places and why 
they prefer them over the other places.

Comment
By planning a range of activities, Iyad hoped to cater for a range of learning styles. He 
also gave the students the opportunity to choose. It became clear in conversations 
with the class that the students enjoyed this way of working occasionally as it gave 
them some autonomy over what they did in the English lesson. Clearly every lesson 
could not be like this – most lessons were in the classroom involving a combination 
of input from Iyad, pair practice, listening, reading and writing practice. Nevertheless, 
in view of the positive impact this way of working had on the students’ learning, he 
decided to do what he called a ‘carousel’ of activities (as above) at least once every 
semester.
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Activity 45

Draw a table like the one below into your Programme Notebook. Copy the 
headings, but leave the other rows blank. This example shows how Iyad 
completed a similar table to note the different types of learning that went on 
when he used the activities outlined in the Case Study.

Choose one of the English classes you are currently teaching. Review the last 
four lessons with this class with a focus on how well you catered for a range of 
learning styles. Following Iyad’s example above, note the main lesson activities 
and the types of learning that took place.

Activity

Mode of learning

Card sort

Listening to 
a tape and 
responding

Completing 
a table from 
reading

Devising a 
dialogue

Le
ar

ni
ng

 b
y

do
in

g

Le
ar

ni
ng

 b
y 

m
ov

in
g

Le
ar

ni
ng

 b
y

 w
rit

in
g

Le
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ng
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y 
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aw
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g

Le
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ni
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 b
y 

he
ar

in
g 

an
d 

lis
te

ni
ng

Le
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ni
ng

 b
y 

sp
ea

ki
ng

Le
ar

ni
ng

 b
y 

re
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g

Le
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ng
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a 
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p
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ng
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e

Comment
Did your teaching over the four lessons cater for a variety of learning styles? You may 
not have covered all the learning styles listed across the top of the table. However, 
if you used a variety of approaches, the chances are that you have catered for the 
needs of the individuals in the class. If your analysis indicates that your students used 
a limited number of modes of learning, think about how you might have introduced 
more variety into your teaching of these four lessons. In the next few weeks, try to use 
approaches that encourage a wider variety of learning styles.

This Unit has discussed some aspects of planning lessons in English that take into 
account the fact that within any class there are students with a range of needs, abilities 
and	learning	styles.	Activity	43	asked	you	to	consider	your	own	teaching	in	the	light	
of a number of statements highlighting inclusive practice. Case Study 39 and the 
Activity that followed considered how teachers can plan to address the needs of 
different students in the class. The subsequent section discussed the importance of 
varied teaching and learning approaches in catering for students who have different 
preferred learning styles and who learn most effectively in different ways.
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It is important to have varied teaching and learning approaches to meet different learning styles.

The development of inclusive teaching practices is at the core of UNRWA’s Education 
Reform Strategy. As we emphasised earlier in this Module, the teaching approaches 
suggested in previous Modules recognise the need to support the learning of all 
students. However, as we come to the end of a Module that has a particular focus on 
addressing the varied needs of the students you teach, here are some ideas on how 
to plan and manage your English lessons so that all the students are able to succeed 
better:
•	 Give students work that they can realistically complete and succeed in. For 

some students this might mean drawing, for others writing and learning key words, 
for others reading a text and answering questions on it, and for others explaining 
orally what they have understood. You will not use all of these in one lesson, but 
choose them when necessary or appropriate.

•	 Make sure that your instructions are clear so that all students, in their different 
groups, can access the tasks planned. This will save you time, so that you can help 
those students who need extra support with the actual task.

•	 Ensure that all students have time to complete the tasks given. Some students 
could be given less work than others so that they have time to complete it well. 
Some students may be allowed to progress to more challenging work without the 
need to complete repetitive simpler tasks.

•	 Ensure that you mark the work, explaining how students could improve it next 
time, and use a range of assessment methods (see Module 3).

•	 Sometimes divide students within a lesson into ability groups and give the 
groups different tasks according to their needs and ways of learning so they can 
support and help each other.

•	 Use peer teaching, so that students who have finished with their work can be 
assigned to help others. This helps both those that help and those that are helped 
to deepen their understanding.
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•	 Plan open-ended tasks and provide support and guidance that allows students 
to respond in different ways and to demonstrate their understanding at different 
cognitive levels.

•	 Give homework that helps students to consolidate what has been done in class.

Summary
As you have discovered throughout your study of this SBTD II programme, using a 
range of interactive strategies can make your teaching more relevant, stimulating and 
interesting, as well as more responsive to the needs of all the students in your class. 

Using pair and group work, stimulating and eye-catching resources, games and 
displays will help all students to learn and can also help individuals who need extra 
support. It is how you differentiate within these various activities that will support 
individual students. Remember that this differentiation may take different forms. 
While it may involve differentiated tasks, support or challenge may be provided on an 
individual basis even where students are engaged on the same activity. 

Open-ended tasks allow students to produce work and demonstrate learning 
outcomes at different levels. Your role is to provide guidance that enables the students 
to achieve to their full potential. 
 
Being able to adapt and apply different learning strategies is a professional skill. 
Knowing how to modify a task to meet the needs of students with different abilities 
in your class will become easier with practice. But by trying to work in this way you 
will see what works for you and your students and what you need to explore more in 
your teaching. Do not be afraid to try things out and to watch the impact on students’ 
achievement! 

Your task as a teacher is to work towards providing an inclusive school that supports 
all students, regardless of their gender, abilities, disabilities, learning, socioeconomic 
status, health or psychosocial needs. We hope this Module has helped you do that.






