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Max’s inclusion in Horndean Technology College was a real success story – a true collaboration between the school, the 
family, and Portsmouth DSA’s Specialist Education Advisory Service. The Advisory Service worked closely with the schools 
with highly talented SENCo, Natalie Webb, and delivered training and support for the school’s teaching staff and Learning 
Support Team, all of whom worked with flexibility and creativity to ensure the success of the placement.  Critical too was 
the role of Max’s specialist Speech and Language Therapy, delivered via intervention in school every week, and with a 
programme set up for a key member of the support team to be dropped into Max’s daily provision.

Max’s inclusion was very much a process, and was not without its challenges, especially in the early stages. Navigating 
these challenges was in itself an invaluable learning opportunity, not just for the school and its staff, but for the schools’ 
advisory team. 

Transition from Primary  

Max moved into Horndean Technology College from a mainstream feeder primary school along with a significant number 
of his peers. The Advisory Service visited his primary school during his Year 6 to get to know Max, and specifically to look 

- a lesson in adapting, innovating and aiming high
Mainstream Secondary Provision at Horndean Technology College, Hampshire
Currently studying Level 1 Performing Arts at Chichester College

MAX

INTRODUCTION
Portsmouth Down Syndrome Association (Portsmouth 
DSA) provides one of the UK’s leading specialist education 
services and training programmes which supports the 
successful inclusion of pupils from nursery to further 
education. Since its inception almost fifteen years ago, 
Portsmouth DSA’s Specialist Education Advisory Service 
has worked with 100s of nursery, school and post-16 
settings and routinely works in over 100 settings at one 
time. Portsmouth DSA’s flagship Advisory Service was 
devised by educationalists and academics with expertise 
in Down syndrome, using research-based evidence and 

strategies.  The service is delivered by experienced teachers 
and speech and language specialists who work exclusively 
with individuals with Down syndrome, and at its core, 
offers a programme of termly outreach, with time devoted 
to pupil observations, staff consultations and both in-
house and off-site training. Training in the specific learning 
profile associated with Down syndrome and proven Down 
syndrome specific interventions, including support around 
transition, provision planning, and alternative accreditations 
to enable immersive inclusion at Key Stage 4, are pivotal to 
the work we do with our mainstream schools.
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at his core skills: his independent classroom skills; his social communication and independence around the school, 
as well as the extent of his reliance on LSA support and of immersion within the class. All of this gave us a really good 
baseline understanding of Max’s specific learning profile from where we were able to offer tailored advice to his receiving 
Secondary team.

Pupils with Down syndrome have a very specific and unique learning profile which presents differently 
from a global developmental delay. Described as a ‘spikey’ profile: there are real strengths, such as the 
pupil’s ability to use their visual memory to process and retain information so as to underpin learning and 
communication. There are challenges too, which vary in presentation from individual to individual, but 
which can include a degree of: 

•  gross and fine motor skill challenges

• � �perceptual challenges, such as poorer visual acuity than typically developing peers, and the potential for hearing 
loss or fluctuating hearing levels

• � �auditory processing challenges, which makes it more difficult for children and young people with Down syndrome to 
process and retain information they hear

Getting to know the pupil is really important as it enables the Advisory Service to build a sense of the child’s precise profile 
of strengths and degrees of challenge. Teaching to these strengths and developing a range of simple teaching and learning 
strategies to help compensate for some of the challenges is a critical for a successful placement. 

Pupils with Down syndrome have a strong visual learning strength but can quickly find themselves 
overloaded if too much is being asked of their working memory. Offering visual learning strategies and 
breaking tasks down so as to avoid multi-tasking, for instance, will make a positive impact on learning. 
Supporting staff to build skill and confidence in this respect is central to the work of the Advisory Service. 
The process is one with broader benefits too: schools who have worked with the Advisory Service to 
maximise access to lesson content for their pupils with Down syndrome, report that the same strategies 
have a tangible, positive impact on other learners across the student body. 

In Max’s case, the time spent by the Advisory Service observing Max within his Year 6 setting was invaluable. We learned, 
for instance, that:

•  �Across his Key Stage 2 provision, Max had been scaffolded to consolidate his core skills via a range of really effective, 
visual learning strategies with which he had clearly built familiarity. For instance, he was composing simple 
sentences and starting to build confidence using conjunctives to build compound sentences. However, he did so by 
sequencing words on cards in the first instance, rather than writing his sentence out as a first step. Side-stepping the 
pressure on working memory capacity by working to physically build his sentence ensured Max could plan and retain 
longer phrases and order his word cards accordingly. Once sequenced, Max was set independent writing tasks, to 
copy his sentence into his book in his best handwriting 

•  �Creating a familiarity of approach in this way meant that by Year 6, he was also able to take the initiative and self-
steer across a multi-step task – remembering to write up sentence two and three, for instance, once he’d completed 
sentence one, without needing an adult to prompt him verbally
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•  He clearly thrived on this sense of self-reliance in class

•  �His literacy and numeracy levels were good: he had attained an impressive 
sight vocabulary, was composing sentences spontaneously, could use 
his knowledge of simple phonics/letter sounds to make good attempts to 
spell some unfamiliar words and was calculating well both on paper, with 
manipulatives and using Numicon as scaffolding

•  �He was supported to access chunks of whole-class lesson time via pre-teaching: 
chunks of withdrawal to work on a task one to one or in small groups in order to 
build his confidence to repeat the tasks immersed within the class with a high degree of 
independence

•  �Socially he was peer motivated – he was a keen observer of his peers, mimicked their positive behaviours and took 
their lead, moving around the school during unstructured times independently and reliably. He persisted in initiating 
social interactions during break, and although he could speak in good, clear simple sentences, much of these 
initiations were non-verbal

As part of preparations for his transition to Horndean Technology College, the Advisory Service met with the SENCO and 
Learning Support Team in the summer term of Max’s Year 7, offering training about the specific learning profile, about 
Max’s specific profile and to look at the core principles of using teaching assistant (TA) support in class to maximise both 
learning and independence. We then arranged to visit the school at the very start of Max’s second half term, to deliver a 
whole staff training session and to carry out a full day’s pupil observation. 

“I was apprehensive to begin with. Firstly, because I was teaching a student with needs I knew very little about, and 
secondly, I was teaching outside of my subject area. However, regardless of subject specialism, teacher training 
really doesn’t prepare you for teaching young people with additional needs. I really wanted to do a good job for Max 
and was very happy to receive guidance from the Portsmouth DSA teacher advisers, as well as Max’s parents. This 
extended to the wider staff body, and it is because of this that Max made so much progress.”

Natalie Webb
SENCo, Horndean Technology College 

EARLY LESSONS 

Max made a really good start to his Year 7: by November, I found him moving around the site between lessons with a 
high degree of independence, with TA support following at distance. He was arriving to lessons promptly, taking his seat 
without issue and unpacking his resources ready to start. 

However, towards the end of his first term in Year 7, two clear challenges were also evident, and a third began to  
present itself:

Social inclusion By November of his Year 7 Max was showing a high degree of adult-focus and moved through his day with 
very little peer interaction during class time.

Engagement and focus Max would happily focus and engage where tasks were well-matched and where whole-class 
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lesson content were made accessible, but towards the end of the first term, there was a sense from teaching and support 
staff that he was often disengaged. Some staff expressed a growing uneasiness that although Max would arrive in class 
promptly and settle himself ready to learn, he would often disengage when presented with his work, and instead devote 
lesson time to distracting himself by writing long passages of extended writing, on a range of topics familiar to him, but 
entirely unrelated to the lesson focus. 

Resistance behaviours In some curriculum areas, some low-level resistance behaviours were starting to emerge by the 
late autumn of Year 7, that hadn’t been seen at Primary. By the start of the Spring term, these behaviours began to present 
themselves more frequently.

Engagement, focus and access to lesson content Observing Max in class clearly revealed that the issue was very 
much one of accessibility rather than attitude: he wasn’t choosing to disengage, nor was he deliberately refusing to listen 
to and follow instructions. He simply couldn’t always access work set in the way it was being presented and, in these 
situations, he would shift his focus away from the lesson in favour of his own free writing. Those lessons where tasks were 
better matched and more accessible for Max were also those in which staff were reporting that he showed good levels of 
engagement and that they were having little or no issue with resistance behaviours from him. What’s more, it was clear in 
these areas that Max was finding tasks set inherently self-rewarding – he was often palpably delighted with his completed 
work, grinning with pride before receiving adult praise and reward. In contrast, where differentiation and scaffolding were 
mismatched Max was using free-writing as an alternative independent classroom behaviour; after all, as a strong visual 
learner, a glance around the classroom would reveal his peers to be modelling exactly that – writing! 

ENSURING FUTURE SUCCESS
The Advisory Service needed to help Max and the staff move forward and we were conscious that, as is so often the case 
when including pupils with Down syndrome, it was us, the adults, who needed to adapt and change in the first instance, 
and not the pupil himself.

We worked with staff to encourage them to see Max’s freewriting not as resistance or disengagement, so much as his way 
of indicating his over-riding desire to work. It was an indication that even where he wasn’t able to process, respond to or 
produce what was being asked of him, what he wanted nonetheless was to be productive. 

We arranged a series of Subject Surgeries in which we met with key teaching staff, helping departments devise and 
implement a range of simple strategies to scaffold Max’s access to lesson content. With teachers understandably feeling 
nervous about meeting Max’s needs and concerns about resistance behaviours adding to the challenge, the Advisory 
Service decided to encourage staff teams to restrict focus in this first instance to planning access during the opening 
twenty minutes of each lesson.

The opening 20 minutes 

We wanted teaching and support staff to focus on playing to strengths of Max’s learning profile in the opening moments, 
so as to get lessons off to as successful a start for Max as possible. 

Grounding Max in this opening chunk of his lessons emerged as a key element in the process of turning the placement 
around for him in Year 7. We spent time with staff looking at the key principles of errorless learning, of setting tasks up in 
such a way as to ensure success in the first instance. For a pupil increasingly accustomed to feeling work set was beyond 
his reach, success, and the well-being which comes from that, was really important. This was especially critical in those 
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curriculum areas where Max had had greatest issues around access and was 
therefore more frequently showing resistance to verbal instructions and requests. 

Critically important too at this stage in the process, was to work out how we could 
routinely get Max to his lessons promptly, in a way which minimised the sensory 
dysregulation that was emerging from moving through busy, bustling corridors. 
Lots of pupils with Down syndrome can experience sensory processing challenges 
– information reaching the brain from sound, light or movement, for instance, isn’t 
processed in the same way it would be in typically developing peers. This can result in 
overload – which can see the pupil need to run, for instance, in order to avoid an environment 
which feels overwhelming. 

Max hadn’t displayed sensory behaviours prior to transition, but as can sometimes be the case, the sheer size of the 
student body within a mainstream Secondary is a new experience. Moving through a busy corridor at change of lesson 
time can be an experience which leaves a pupil feeling very disorientated or overwhelmed, leaving them needing time to 
regulate again before they are ready to sit and learn. We needed a simple but effective way to enable Max to move around 
the school site with minimal sensory processing pressures and to this end, the Learning Support team began to routinely 
have Max pack away and leave class 5 minutes before the bell. This created enough extra time to enable Max to move 
around the large site at his own pace, through quiet corridors, minimising sensory overload and maximising Max’s chances 
of arriving at his next lesson promptly.

We also needed to find simple ways for Max to further build his relationships with the broad array of teaching staff he was 
having to acclimatise to, keen to avoid Max becoming over-reliant on his Teaching Assistants.  To that end, we spent time 
discussing with staff the importance of Functional Identity in underpinning a pupil’s inherent sense of belonging. To be 
given the opportunity, often, to be relied upon and to feel useful plays a really powerful role in underpinning self-esteem. 
It’s often a missing part of the experience of moving through adolescence as a pupil with disability. If pupils with Down 
syndrome can be routinely relied upon and entrusted, particularly where that’s happening in full sight of the wider peer 
group, not only will that sustain the pupil’s self-esteem, but it also increases their pupil’s visibility. The pupil is seen to help 
as well as receive help, to lead as well as follow and to act supportively as well as needing support. It can be a vital part of 
enabling meaningful, reciprocal friendships. Put simply, it helps show sameness rather than modelling difference. And at 
this point in his Year 7, that’s something Max really needed everyone to work towards. 

So we encouraged teaching staff to ensure that in this first quiet moment of class, wherever feasible, they choreograph 
a brief, simple moment of positive direct interaction with Max. Support staff had already developed strong, supportive 
working relationships with Max by this point, but the same wasn’t always the case with teaching staff. Getting Max to the 
classroom early to interact quietly and positively with each subject teacher, created an opportunity for everyone to begin 
to turn that around. Teachers were asked to come up with a bank of jobs they could use to create ways to rely on Max to be 
helpful in these quiet opening moments before the class arrived – to hand out worksheets, close/open blinds, clean off the 
board or fetch a box of resources, for instance. It meant that when each lesson started, Max was more frequently sitting 
upright, focussed on the class around him, able to opt into the room, the learning and the peer group, buoyed by a shot of 
integral usefulness and success. 
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Supported Listening

The next challenge was to find ways to scaffold access to the opening section 
of a lesson. At Secondary school these opening moments are often verbally-
heavy, presenting a challenge for pupils with Down syndrome. Auditory memory 
challenges in Down syndrome mean that processing and retaining any information 
delivered to them verbally is particularly tricky. Working memory capacity in Down 
syndrome is strengthened by the good visual memory,  but is impaired by poor auditory 
processing; put simply, this means that remembering what they see and hear is generally 
more effective than what they simply hear. It is critical, therefore to support processing with 
visual, non-verbal communication.  The pupil with Down syndrome is enabled to listen to and 
retain verbal information better when they have simple visual ‘hooks’ onto which they can hang their listening.

We worked with staff to devise a bank of very simple visual learning strategies which could be dropped into Max’s routine 
to help throw visual focus on the key vocabulary he would need to listen out for to support his understanding of the lesson. 
In the first instance, we asked teaching staff to let support staff know the 3 – 5 key words for each lesson, encouraging 
support staff to write each on a white board or a series of post-it notes for Max and a peer, for them to tick off or sequence 
as each was first mentioned by the teacher. Words to look at and listen out for, to scaffold his listening. The aim was that 
these strategies could easily be dropped into place without prior preparation or liaison between teaching and support staff 
where necessary, so that Max could very quickly be scaffolded to access the tricky business of listening at the start of  
his lesson.

We also suggested that staff routinely print off a hard copy of all slides, large font, to enable Max to follow more easily. 
And that Max be provided with a series of images and corresponding labels, the topic key vocabulary, and ask him to 
look out for them as they were first mentioned by the teacher and/or first appeared on the slides, and pair them up. As 
his familiarity with a topic progressed, to ask him to match key vocabulary to corresponding definitions, by pairing each 
chopped up into separate pieces of paper as they were first mentioned by the teacher and/or appeared on opening slides. 
Max settled really quickly into this routine and as he did so, staff grew in confidence with the strategy. Some subjects 
began to print large font copies of topic specific key vocabulary, and corresponding images, or definitions, so that they 
were readily available as supported listening tasks across all the lessons within the unit.

Independent starter tasks  

Finally, we wanted to offer staff an array of simple, self-contained starter tasks, which would give Max an accessible, 
successful experience to kick-start his learning once the class had been set to task at the start of their lesson. We then 
worked on building his familiarity with a range of these tasks so that he could approach them with a growing sense 
of familiarity with what was being asked of him. Familiarity not only builds pupil confidence (and therefore also pupil 
engagement) but is also a useful way of consolidating knowledge and retention of key elements of a unit of study.

The staff embraced the idea that starter tasks which worked to throw emphasis on the lesson’s
core vocabulary worked best. For instance: 

•  �Providing Max with a visual and labelled sequence, and asking him to match and re-order the same entries,  
provided separately as individual cards
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•  Providing Max with a labelled diagram and asking him to use it to label his own, blank version

•  �A cloze procedure task where the missing words were presented on post-it strips for him to move into place in the 
first instance – initially supported by complete versions of each sentence, later in the unit with that prompt removed 
to test his understanding

•  �Providing Max with a series of key words on cards or post-its, and asking him to sort them into a table with marked 
headings (happy/sad words; gas/liquid/solid; before/after; Montagu/Capulet, etc)

Supported listening and the starter task need only take up the first 15 to 20 minutes of the lesson, but using this time to 
play to Max’s strengths, to support him to focus on the key vocabulary and to set him up with quick, easy to access meant 
that where previously he was increasingly switched off, disengaged and precluded from immersion within the class and 
the work they were doing, he soon became independently successful in these opening moments. Once we were able 
to get him there, he began to relax into his lessons, his eye gaze raised, and he became increasingly peer-focussed in 
class.  Staff could relax too, enjoying his success, knowing he was increasingly less likely to resist, and seeing the types of 
strategies which were helping him access key aspects of lesson content.

SOCIAL IMMERSION, FRIENDSHIP AND SOCIAL 
COMMUNICATION 
The team were really receptive to these new strategies and it soon became part of his routine. In turn, this impacted how 
Max could be seated in the room, with staff able to seat him more immersively – sitting with peers either side of him, for 
instance, rather than at the edges of the room with a designated seat alongside him for a TA.  Immersive seating plans in 
class are vitally important for scaffolding friendships for pupils with Down syndrome: unstructured times are often talk-
heavy or fast-paced. Conversation, social communication, collaborative and paired work in class offer a broad array of 
social ‘hits’ across the pupil’s day which can make a dramatic impact on self-esteem. 

It was clear that more was needed, aside from changes in class time, to support Max’s greater social immersion during 
unstructured times. We worked with staff to introduce a Circle of Friends scheme which offered a light social structure to 
Max’s lunchtimes. Peers were approached and asked whether they would like to volunteer to join the Circle, and enough 
were keen to enable two peers to be allocated to each day of the week. Max was given choice and agency over how he and 
members of his Circle spent each unstructured times and his chosen lunchtime clubs and activities were marked onto his 
timetable, along with the names of those of his Circle who would be meeting him each day at the start of lunch. 

The Circle was initially overseen by members of Learning Support, who kept eyes-on from a distance in the early days, 
and periodically met with the group to support and steer. However, within a couple of terms, the group no longer need 
to run formally and Max’s immersion within a core group of peers who had formed part of his Circle soon became an 
entirely natural and organic friendship group with Max at their core. They would each gravitate to key meeting points during 
unstructured times, Max heading there most breaks and lunchtimes, unsupported and unprompted by adults or peers.

The need for a formal, adult-steered Circle was short-lived; natural, spontaneous friendships soon emerged which needed 
no choreographing.
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Staggered support and immersive seating 

As Max settled into his lessons with an increasing ease, we looked at staggered 
support techniques with the support team. We wanted support staff to offer bursts 
of direct input for Max across a lesson, but to use these bursts of time to teach, 
model and set him up with work he could continue independently. His experience 
of his lessons became far closer to that he saw his peers enjoy around him: a rhythm, 
with time spent with a close adult presence balanced by bursts of time spent working 
independently or with peer support. 

Staff embraced the strategies, moving away from permanently seated, direct adult presence with a 
designated seat at his side, and instead dropping in to deliver support in bursts, delivered increasingly from a standing 
position. Max was scaffolded to tackle tasks set first with short bursts of direct adult support, and then independently, 
in bursts of increasing duration, supported with visual scaffolding such as a simple ‘To Do’ style checklist, an approach 
which proved a real hit with Max. Max began to self-guide across a multi-step task with increasing confidence. Chunks of 
lessons could be explained to the whole class by the teacher, modelled up close for Max by his TA, mapped out for him in 
the form of a checklist, and then carried out independently by Max. 

He grew in confidence, developing the habit of putting up his hand and asking for help, and later, of seeking help from 
peers alongside him. He was less passive, took initiative over his own learning and navigated his way through his day with 
increasing ownership.

Max became increasingly able to self-steer across a multi-step series of tasks, scaffolded by simple checklists, seeking 
peer support, or raising his hand to ask for help where needed.

Light touch support, delivered largely from a standing position rather than seated alongside Max in class, therefore had 
a clear positive impact on his social inclusion. In lessons, his peers now had the space to lean in and offer spontaneous 
encouragement, praise and prompt.
 
It became evident that further thought needed to be given to seating: where Max was seated alongside verbally confident 
peers, his social communication stepped up. We encouraged all subject teachers to look carefully at seating plans and 
to look to pair Max with verbally confident peers rather than seating with pupils of similar ability. By Key Stage 4, Max’s 
friendships were blossoming outside of lessons and in large part this was a natural extension of this approach to support 
management and seating provision within lessons.

“Max’s character is one I’ll never forget. He had such a great sense of humour - he was very cheeky and loved 
playing jokes to make staff and peers laugh. Max was fully immersed in life at HTC. He was accepted by his peers 
and enjoyed having independence. He was able to navigate around the large campus and enjoyed having space 
from LSAs.”

Natalie Webb, SENCo, Horndean Technology College
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KEY STAGE 4 AND FUTURE PLANNING 
The school began to plan for Max’s transition into Key Stage 4 a year ahead of time, and we returned to school to run 
another Subject Surgery with Heads of Department, looking at how Max might continue to enjoy an immersive provision 
plan while also working towards meaningful external qualifications at the end of Year 11. 

The team, in agreement with Max’s parents, decided Max should be included in fewer option blocks, freeing up time in his 
week for SALT interventions, and, critically, for pre-teaching and over-learning to support his progress in Maths, English and 
Science. Coursework elements of his options subjects could also be supported within these sessions across his week.  
For the rest of his timetable, a balance of opportunity and experience was planned in: for instance, he was immersed in 
larger classes with peers of mixed abilities for his options subjects – IT, Dance, Art, Drama and Sport. He was included in 
a high ability set for English, with the aim of providing him with good peer role models. In Maths and Science, he worked 
within a smaller ability-matched set, where he was better able to keep pace with the rest of his class, so long as his access 
was planned for with differentiated work. 

This careful provision planning and balance of learning experiences across his week emerged as another critical element 
in the success of Max’s inclusion at HTC not least because it created different paces and gave him different learning 
environments, which helped maintain his stamina, as well as working to consolidate skill, across his week. 

Many of his classes followed either a GCSE or a BTEC syllabus, and with that in mind, we worked with the departments 
to prepare him for the WJEC Entry Pathway qualifications. These are flexible enough qualifications to enable teachers to 
cover the GCSE/BTEC syllabus, while collating all the pupil’s classwork in portfolios to submit as evidence against the 
WJEC’s assessment criteria, so as to ensure the pupil can leave with a meaningful Entry level alternative qualification even 
where the BTEC or GCSE remains beyond their reach in Year 11.

In some subjects, such as English, this enabled Max to be dual entered for both the GCSE and the WJEC Enry Pathway, 
enabling the department to ensure the meaningful Entry Level qualification was secured while also entering him for 
the GCSE to give him the opportunity for success there too. In other subject areas, BTEC Sport for instance, the WJEC 
Entry Pathway qualification enabled the department to immerse him within the class, following the same curriculum, 
differentiated for access, even where the BTEC/GCSE qualification itself was out of reach. This saw Max leave with GCSE 
Grade 1 qualifications in Maths and English along with an array of Entry 2 qualifications for IT, Health and Fitness and 
Creative and Performing Arts.

“I really enjoyed my time at HTC. It was very important to me that my teachers had special training about  
Down syndrome and understood how to best help me learn and succeed. I am very proud that I passed  
GCSE Maths and English.”

Max Ross

The staff at Horndean Technology College brought creativity and flexibility to Max’s inclusion which enabled him to move 
beyond the challenges of his first couple of terms, and which saw him thrive over his time at school:

•  �Careful consideration to the strengths and challenges of the specific learning profile – playing to visual strengths, 
looking to support tricky listening, creating a breadth of learning opportunities and provision planning to pre-teach, 
over-learn and consolidate Max’s knowledge and understanding.



www.portsmouthdsa.org | Registered Charity Number 1147355

•  �Scaffolding learning opportunities so that access was not always enabled 
simply via direct support, a process that was so critical in turning Max’s initial 
disengagement around

•  �A wholesale move to staggered support techniques, with support dropping 
in, very often from a standing position, rather than an allocated, permanent 
TA seat alongside Max in class, saw a marked change in his self-guiding skills, 
his teacher (rather than TA) focus, his self-help skills, communication and social 
communication

•  �Embracing the need to look to his social immersion in class as well as during 
unstructured times transformed his experience of Secondary school, so that he emerged with 
a strong sense of himself as an integral part of his ‘tribe’

A firm foundation for a future filled with opportunity

By the point of transition to post-16 provision, Max had matured in his self-guidance skills, was reliably moving around 
the large site between lessons unsupervised, made spontaneous social arrangements across the school day, within his 
meaningful and reciprocal friendships. He was more routinely able to communicate his needs and preferences and had 
a keen sense of himself as successful independent learner. Max was supported to take an increasingly prevalent and 
prominent role in the wider life of the school, throwing himself into Dance and Drama productions, tackling with gusto 
everything from the study of Shakespeare to sports coaching, and complex two- and three-figure calculations in Maths. He 
made strides in his verbal expression, both in clarity, complexity, and confidence.

“I was lucky enough to teach Max science, as well as being the school SENCo. 
Teaching Max, and another student with Down syndrome, has been one of the highlights of my career, ultimately 
making me a better skilled teacher. 

It is something I continue to fondly talk about with colleagues.”

Natalie Webb, SENCo, Horndean Technology College

Max transitioned to a bespoke Arts course within the foundation learning department of a local, small sixth form college 
which offered him a good transition to college life, before moving to the bustling main campus of Chichester College where 
he is currently accessing specialist Performing Arts training within a vibrant and highly talented teaching department. 

“Portsmouth DSA have carried on working with my teachers now that I am at my new college and I still have 
speech and language therapy every week. This really helps me to understand my lessons and show everyone  
what I can do.”

Max Ross

At the age of 19, Max is successfully embracing college life, navigating the large campus and self-steering with increasing 
success. He has blossomed into an organised, friendly and focussed young man, an impressive athlete, and what’s more, 
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is emerging as a vocal and active self-advocate. 

Max’s journey through mainstream Secondary School at Horndean Technology 
College may not have been without its challenges but the energy and resilience 
demonstrated to all by Max himself, was echoed by that of the staff, who worked 
first to understand Max’s needs and then to adapt, innovate and scaffold his 
provision and ultimately to aim high, ensuring that his time at HTC was a huge 
success, setting him up for a rewarding and independent adulthood, full of opportunity. 

“It was important to us that Max was successfully included in his local mainstream school 
because strong evidence proves mainstream has distinct academic advantages for children with Down 
syndrome, with best outcomes for everyone. However, as educationalists ourselves, we were very aware that 
teachers do not automatically receive training in SEND or Down syndrome, and this can have a detrimental impact 
on successful inclusion. 

Max’s time at school wasn’t without its challenges on occasion, particularly after transitioning to a new setting 
where we were particularly grateful for Portsmouth DSA’s expertise, but we were very grateful that each of 
Max’s school team’s valued diversity and had a strong inclusion ethos. They embraced the excellent advisory 
support provided by Portsmouth DSA, and worked productively in partnership with us and the Portsmouth DSA 
practitioners, to secure the best outcomes for Max. 

We are very grateful to the expert Portsmouth DSA practitioners, and to the school teams. Max was fortunate 
to have some wonderful LSAs and SENCos who supported Max to thrive in mainstream. He was a valued and 
productive member of the school community, and we know Max taught them a lot. We continue to be very proud of 
Max and all he is achieving.”

Rachael and Ken Ross, Max’s parents 
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