Team Teaching for Mathematics
The Next Steps
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Principles to guide the implementation process1

These principles are further explored throughout the ‘Guidelines for Primary Schools Supporting
Pupils with Special Educational Needs in Mainstream Schools’ and should inform a whole-school
approach to provision for pupils with special educational needs.
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‘Guidelines for Primary Schools Supporting Pupils with Special Educational Needs in Mainstream Schools,
2017: p.5
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Planning Template to Guide the Allocation of Additional Teaching Supports for
Pupils with Special Educational Needs
Action 1: Identification of pupils with special educational needs
Review existing information on pupils’ needs, using school-based
Notes
data, and any information from parents and external professionals.
Engage in additional screening and data gathering as required,
using informal and formal assessment approaches (e.g. teacher
observations, information on social and emotional competence,
standardised tests, diagnostic tests). Identify all pupils with SEN in
the school. Match their needs to the appropriate level on the
Continuum of Support.
Action 2: Setting targets

Based on individual needs, set clear learning targets for each pupil
at each level of the Continuum of Support.

Action 3: Planning teaching methods and approaches
Identify the level and type of intervention required to meet targets
for each pupil on the Continuum of Support. Schools should
consider methodologies best suited to promoting meaningful
inclusion such as differentiation, heterogeneous grouping, teamteaching and small group teaching. They should also be mindful
that the interventions and supports used are evidence-informed.
Action 4: Organising early- intervention and prevention programmes
Based on identified needs, choose evidence-informed earlyintervention/prevention programmes to address concerns. Identify
time needed and staffing commitment required.
Action 5: Organising and deploying special education teaching resources
Cross-reference the needs of pupils at School Support and School
Support Plus levels and consider common needs that can be met
by grouping to ensure effective and efficient teaching and learning
approaches. Agree which teacher(s) will cater for these
groups/individuals and when and where the teaching will take
place. Be mindful of the requirement that pupils with the greatest
level of need should receive the greatest level of support from
teachers with relevant expertise.
Action 6: Tracking, recording and reviewing progress
Establish a tracking and recording system, to ensure that the progress of
all pupils in meeting their identified targets is monitored:
 At Whole-school and Classroom Support level by all teachers
 At the School Support and School Support Plus levels by class
teachers and special education teachers.
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Models of Team Teaching















Teachers divide the responsibility of planning and
instruction
Clear learning focus is important
Pupils rotate from stations, either on the same
day or on the next day of team teaching. With
younger pupils they often rotate within the same
day but older pupils might rotate over the
duration of a week.
Increased instructional intensity and
individualization
Assessment critical for teachers to identify
learning achieved

Teachers teach the same content to two groups
of pupils in the same physical space, a significant
advantage being a reduced pupil-teacher ratio
Suitable at all class levels
Often very useful in a multi-grade setting
Clear learning focuses important
Co-planning important
Assessment critical for teachers to identify
learning achieved














Lead’ teacher can take on role of the ‘support’ teacher
and vice versa
All pupils have access to the same curriculum and
interventions are integrated
Shared language and experience which makes
collaboration easier and allows both teachers to be
aware of the progress of pupils
All pupils can access both teachers as required,
teachers are not assigned to pupils
Various forms of assessment can be done by the lead
teacher, support, teacher or both teachers

One teacher manages the large group while the other
teacher delivers an alternative lesson, or the same
lesson with alternate materials or approaches, to a
small group of pupils
The smaller pupil-teacher ratio allows for better
interactions to clarify misconceptions or extend
understandings
One teacher could also work with pupils needing
extension opportunities and challenge their specific
needs while the remainder of the class is working
under the direction of the second teacher
Teacher collaboration may lead to more targeted
lessons and pupils may benefit from being exposed to
multiple teaching styles

Both teachers are responsible for planning and they share the instruction of all pupils. The lessons
are taught by both teachers who actively engage in conversation, not lecture to encourage
discussion by pupils. Both teachers are actively involved in the management of the lesson and
behaviour management. Sometimes used along with another model of co-teaching, for example
comprehension strategy, problem solving, mental maths. Each teacher has an active and equal role
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Reflective Template Collaborative Relationships
Sample Team Teaching Weekly/Fortnightly Reflection
(Teachers can adapt as necessary to suit their context)
Elements of Successful Team Teaching Partnerships

Rarely

Sometimes Usually

Consistently

Meeting times to organise and discuss Team Teaching
are adhered to
Team Teaching colleagues equally share and engage in
planning and preparation of materials
Team Teaching colleagues are clear about their roles at
each phase
Team Teaching colleagues are clear about the purpose
of engaging in Team Teaching
Team Teaching colleagues have equitable teaching roles
in the classroom for teaching and assessing students
Team Teaching colleagues are clear about individual
pupil targets during the TT lessons
Team Teaching colleagues communicate openly and
reflect on how the TT is progressing
Opportunities exist for team teaching colleagues to
share good practice and strategies to promote inclusion
for students with SEN
A variety of appropriate team teaching models are
utilised to maximise student learning
Students consider all team teaching partners have equal
status
There is clarity among all team teaching colleagues as to
the nature and purpose of homework given during team
teaching lessons
Team teaching colleagues adapt and make changes to
the organisation and implementation of team teaching
arising from regular reflection on the process
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Target-setting as part of the problem-solving framework2

2

Guidelines for Primary Schools Supporting Pupils with Special Educational Needs in Mainstream Schools,
2017: p.28
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Pupil Profile 1: Cian
Cian is a bubbly, energetic boy who appears to enjoy school. He has however struggled with
both his literacy and numeracy development. His reading and language skills are developing
but at a slower rate than his classmates. In relation to maths, Cian enjoys being active and
working with manipulatives alongside his classmates. In junior infants, his class were
supported through early intervention and the Ready Set Go Maths programme. Despite the
differentiation of this programme, Cian really struggled with the basic concepts covered. In the
final term of junior infants, Cian’s teachers were concerned about his difficulties in maths. His
parents were consulted to ascertain if there was any family history of specific learning
difficulties in maths or any additional information that might suggest a possible cause for his
lack of progress in maths.
Following this consultation and an initial assessment of Cian’s needs, a Classroom Support
Plan was developed. The plan outlined specific strategies for counting and number recognition
that Cian’s teachers used in the classroom along with some activities for Cian’s parents to do
at home. In senior infants, Cian continued to experience significant difficulty. Following review
of the Classroom Support Plan, Cian was moved to the School Support stage of the
Continuum of Support and availed of additional support from the SEN team.
The SET carried out additional diagnostic maths assessments to get a clearer picture of Cian’s
priority learning needs in maths. This information along with other assessment sources helped
to devise targets for his School Support Plan. These targets guided the support of the SET
during senior infants. On review of his targets in June, it was agreed that although these
targets were met Cian would benefit from continued support in first class.

Identifying needs through the Continuum of Support (p.9 SEN Guidelines)
1. Classroom Support informed by:


Class teacher observations
records

1.Ready Set Go Maths
Individual progress
record



Teacher designed
measures/assessments

2. Chelsea at the Zoo & Farmer & Rooster
3. Senior Infants- Maths Midterm
Assessment



Literacy and numeracy
tests

4. Drumcondra Test of Early
Numeracy Screening (DTEN-S)

2. In addition to evidence collected at Classroom support stage, additional
information at School Support is informed by:


Parent/Pupil Interview

5. Log of Actions - Student Support File



Diagnostic assessments in
numeracy

6. Drumcondra Test of Early NumeracyDiagnostic (DTEN-D)
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Pupil Profile 2: Anna
Anna is a friendly, outgoing girl who is popular among her classmates and seems
happy in school. Anna however struggled with her academic progress across all areas
of third class. Anna has an older brother and sister who also had similar difficulties
and were identified as having cognitive function in the below average range. Anna has
availed of early intervention in maths while she was in infants and since first class she
has received supplementary SEN support. This support was in the form of both
withdrawal and in-class support.
Her teachers observed that Anna is interested and engaged when completing most
tasks which are differentiated for her, however she is not confident to give answers in
maths unless prompted. Anna utilises concrete materials wherever possible and
appears to enjoy working with her classmates in collaborative tasks. Anna does
appear to have a difficulty working mentally e.g. manipulating and calculating
numbers, visualising shapes etc. She can have difficulties reading and interpreting
questions and applying previously learned knowledge.
Results from the New Non- Reading Intelligence Test (NNRIT) administered in second
class suggested Anna’s cognitive function is in the below average range. Anna has
worked very hard this year and review of her current School Support Plan identified
that Anna has met her most recent targets but her scores on the standardised testing
in May still place her below the 10th percentile rank and eligible for continued SEN
support.
Identifying needs through the Continuum of Support (p.9 SEN Guidelines)
1. Classroom Support informed by:


Class Teacher observations records

1. Place Value Checklist
2. Problem Solving Rubric



Teacher designed
measures/assessments

Work samples
3. Mental Calculations
4. Maths Journal - Fractions/
Measures



Literacy and numeracy tests

5. Sigma T- Standardised Test

2. In addition to evidence collected at Classroom support stage, additional
information at School Support is informed by:


Parent and Pupil Interview

6. Pupil Disposition Checklist



Diagnostic assessments in numeracy

7. MALT Assessment: Level 8
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Having analysed the assessment information on Cian/Anna can you identify
the following:
Areas of strength :

Areas of concern:

Is there any additional assessment information you think would be helpful?
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
Having analysed the assessment information can you identify their Priority
Learning Needs in relation to maths:
1.__________________________________________________________________
___________________________________________________________________
2. _________________________________________________________________
___________________________________________________________________
3. _________________________________________________________________
___________________________________________________________________
Having now identified the Priority Learning Needs, targets should now be
developed collaboratively (teachers, parents and pupil etc) to inform a School
Support Plan.
“A School Support Plan may detail suitable teaching approaches including
team teaching, small group or individual tuition” (p.9 SEN Guidelines)
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Early Intervention in Mathematics
The early years are especially important for mathematical development. Research suggests
that “children’s early mathematical experiences play an enormous role in the development of
their understanding of mathematics, serve as a foundation for their cognitive development,
and can predict mathematics success in the high school years” (Shaklee, O’Hara, & Demarest,
2008). Furthermore, it is also argued that a robust mathematics program in the early years of
school may also contribute to children’s later learning of other subjects, especially literacy
(Duncan, et. al. (2007).
The American National Council of Teachers of Mathematics (NCTM) also maintains that the
foundation for children’s mathematical development is established in the early years (2000).
Moreover, NCTM asserted that children aged three to six require high quality, challenging
and accessible math education in order to build a strong foundation for their future
mathematics learning (2002). Alexander and Entwisle state that “the early grades may be
precisely the time that schools have their strongest effects” (1988, p.114). Math is so
important to children’s success in school, in the primary grades and in future learning, that it
is critical to give children motivating, substantive educational experiences.
Difficulties in mathematics, particularly in the number domain, arise early in schooling and are
more amenable to intervention at this stage than in later grades. The importance of
developing Pre-number or Early number work is highlighted by Clements and Sarama (2007).
Pre-number/Early number work provides a foundation for the development of a broader based
competence of number sense and mathematical reasoning, a prerequisite for success in
subsequent school mathematics work and in the quantitative demands of everyday life.
Studies have shown that children who fail in pre-number/early number work by kindergarten
(Senior Infants) do not perform as well in later mathematics work (Pasnak et al., 1996;
Clements and Sarama, 2007)
References
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National Council of Teachers of Mathematics (NCTM). Principles and Standards for School
Mathematics. Reston, Va.: NCTM, 2000.
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Number Relationships: Sample Formative Assessment for Early Intervention
(Adapted from 4 relationships that increase Students’ Number Sense, Tondevold, 2015)

1. Spatial Relationships
(recognising how many without counting/seeing a visual pattern)
Task:
Possible Responses:
Comments:
1.When asked to represent 4 using
 Level 1: Pupil does not show 4 fingers
their fingers, the pupil produces 4
 Level 2: Pupil puts one finger up at a time saying “1, 2,3,4”
fingers without having to count
and shows 4
them.
 Level 3: Pupil puts all four fingers up at once without having to
count individually
2.When shown the familiar dice dot
 Level 1: Pupil does not give accurate response
patterns for 1 through 6 , the pupil
 Level 2: Pupil counts each dot one by one to get the answer.
instantly tells how many without
 Level 3: Pupil instantly recognises the amount without
having to count each individual dot.
counting and says the correct number within 3 seconds.
3.When shown a number using for
 Level 1: Pupil cannot produce the same number
3 seconds, the pupil can reproduce
 Level 2: Pupil shows the same number but does not position
the same number with counters,
them the same.
their fingers, dot stickers, or other
 Level 3: Pupil puts their cubes in the same exact position as
manipulative.
the dots. .
4.When asked to represent 8 using
 Level 1: Pupil does not show 8 fingers
their fingers, the pupil produces 8
 Level 2: Pupil puts one finger up at a time saying “1,2,3,4”
fingers.
until they have 8.
 Level 3: Pupil puts up all five on one hand without counting,
but then counts 6,7,8 on the other hand.
 Level 4: Pupil puts all 8 fingers up at once
without having to count any.
5.When shown a dot pattern card
 Level 1: Pupil does not give the correct number.
containing a number larger than 6,
 Level 2: Pupil counts each dot/item one by one
the pupil can determine the
to get the correct answer.
number without having to count
 Level 3: Pupil recognises one of the groups and counts on
each individual dot/item.
from that.
 Level 4: Pupil instantly recognises the amount without
counting and says the correct number within 3 seconds.

2. One and Two More, One and Two Less
(knowing which numbers are one and two less or more than any given number)

Task :
Possible responses:
1.When shown a numeral like 7,
 Level 1: Pupil gives the incorrect number (try with a smaller
the pupil is asked “What number is
number)
one more than this?” If they can do
 Level 2: Pupil can give the correct answer for +1
this, choose another number and
 Level 3: Pupil gives correct answer for +1 but has to count for
ask what is 2 more?
+2
 Level 4: Pupil can give the correct answer for +1
and + 2
 Level 5: Pupil can give the correct answer when presented
with a numeral in the teens.
2.Ask the pupil to count out 5
 Level 1: Pupil answers incorrectly
cubes. Add one more cube to the
 Level 2: Pupil gives the correct answer but has to recount all
pile. Ask how many are there? If
the cubes.
they can do this without counting,
 Level 3: Pupil knows how many when you add one without
add 2.
having to recount.
 Level 4: Pupil knows how many when you add one, but
recounts when you add two.
 Level 5: Pupil knows how many when one or two are added.
3.When shown a numeral, like 6
 Level 1: Pupil will give an incorrect answer (try a smaller
and asked “What number is one
numeral).
less than this number? the pupil
 Level 2: Pupil can give a correct answer for -1
answers correctly. If the pupil can
 Level 3: Pupil can give correct answer for -1 and -2
do this use another number and
 Level 4: Pupil can give correct answer when presented with a
ask what number is two less.
numeral in the teens

Comments:
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4.Ask the pupil to count out 9
cubes. Take one away and ask
how many cubes the pupil has
now. Does the pupil know there are
8 without counting them? If the
pupil can do this ask a similar
question but take 2 away.







Level 1: Pupil answers correctly.
Level 2: Pupil gives the correct number of cubes but has to
recount all the cubes.
Level 3: Pupil knows how many when you remove one without
having to recount.
Level 4: Pupil knows how many when you remove one, but
recounts when you remove two.
Level 5: Pupil knows how many when one or two are
removed.

3. Friendly Numbers
(10 has the important role in the number system (2 fives make 10), pupils should know numbers relate to 5&10)
Task:
Possible Responses:
Comments:
1. Give the pupil a rekenrek. Ask
 Level 1: cannot count 7 beads
the pupil to show you 7 beads.
 Level 2: counts the 7 beads one-by-one
Watch to see how the pupil counts
 Level 3: uses 5 beads and 2 more
out the 7.
Level 4: counts three beads to leave and pushes over the
rest.
2.Count out 6 cubes and ask the
 Level 1: Pupil cannot do the task
pupil how may more cubes are
 Level 2: Pupil adds cubes one-by-one to get to 10, then
needed to make 10.
counts how many they added.
 Level 3: Pupil adds groups to get to ten (add 2, then 2)
 Level 4: Pupil just knows you needed to add 4
3.Count out 17 cubes and ask the
 Level 1: Pupil cannot do the task
pupil how many cubes you would
 Level 2: Pupil takes away cubes one-by-one to get to 10,
need to take away to make 10.
then counts how many they took away or pupil might count
on from 10.
 Level 3: Pupil takes away groups to get to ten (take away 5,
then 2)
 Level 4: Pupil just knows you need to take away 7
4.Ask the pupil to count out 12
 Level 1: Pupil cannot show the 2 numbers with the cubes
cubes and write the number on
 Level 2: Pupil shows 2 cubes for “2” and 1 cube for the “1”
paper. Then ask the pupil to show
 Level 3: does level 2, but when asked about the remaining 9
you with the cubes what the 2
cubes, the pupil figures out those go with the 1to make a 10
(point to it) and the 1 means with
 Level 4: Pupil shows the 2 cubes and the ten that represent
the cubes.
the 1.

4. Part-Part- Whole
Task:
1.Count out 7 cubes, separate
into two groups (like a 3 and 4).
Does the pupil know there are still
7 cubes?
2.Count out 8 cubes. Put some
cubes in a cup so the child cannot
see them. The child can see how
many are still left, ask the pupil
how many you put in the cup.

3.Using one of the dot pattern
cards, cover some of the dots with
a post-it note. Tell the child how
many dots are on the entire card,
but some are covered by the postit. Can the child determine the
number of hidden dots?

(seeing a number as being made up of two or more parts)
Possible Responses:
 Level 1: pupil believes there is not 7 cubes
 Level 2: pupil has to count them to determine if there are still
7
 Level 3: Pupil knows that even though you moved some of
them, there are still 7
 Level 1: Pupil cannot determine the amount
 hid in the cup. (try a smaller number like 4, and see if the
pupil can determine how many you hide.)
 Level 2: Pupil counts one-by-one to figure out how many you
hid.
 Level 3: child can tell you within 3 seconds how many you
hid.
 Level 1: Pupil does not give an accurate answer.
 Level 2: Pupil counts one-by-one to figure out how many
dots are hiding under the post-it.
 Level 3: Pupil can tell you within 3 seconds how many dots
are hiding under the post-it.

Comments:
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Problem Solving Rubric



Level A:
Little or no engagement
Lack of understanding




Level B:
Pupil started problem but was
unable to complete task
Some understanding





Level C:
Correct answer
Strong understanding
Appropriate solution




Level D:
Correct answer
Exceptional understanding

Problem Solving

*Pupil did not engage with task.
*No strategy is chosen or the
strategy chosen that will not lead
to a solution.

*A partially correct strategy is chosen.
*No evidence of monitoring effectiveness
of strategy chosen.

*A correct strategy is chosen.
*Planning or monitoring of the
strategy is evident.

*An efficient strategy is chosen.
*Adjustments in strategy, if
necessary, are made along the
way, and /or alternative
strategies are considered.

Reasoning

*Arguments are made with no
mathematical basis.

*Arguments are made with some
mathematical basis.

*Arguments are constructed with
mathematical basis.

Communicating
and Expressing

*No explanation is given as to
how the problem was solved.
* Mathematical language is not
used.
* Little or no mathematical
notation.
*No use of pictures/tables/graphs
to aid explanation.

*Some explanation of an approach is
evident through verbal/written account.
*An attempt is made to use formal
mathematical language.
*Some use of mathematical notation.
*Some use of pictures/tables/graphs to
aid explanation.

*Explanation of approach is evident
through coherent, sequenced
response.
*Formal maths language is used to
share and clarify ideas.
* Correct use of mathematical
notation.
*Pictures/tables/graphs used to aid
explanation and clearly labelled.

Integrating and
connecting e.g.

*No evidence of drawing on prior
knowledge.
*No connections are made or
connections made are
mathematically or contextually
irrelevant.

*Evidence of drawing on some relevant
previous knowledge.
*A mathematical connection is attempted
but is partially incorrect or lacks
contextual relevance.

*Evidence of reinforcement of prior
knowledge and applying it to the
problem-solving task.
*A mathematical connection is
made. Proper contexts are identified
that link both the mathematics and
the situation in the task.

*Deductive arguments are used
to justify decisions and may
result in formal proofs.
* Explanation lays out problem
solution clearly and completely.
*More than one solution is
indicated, or detail of solution
shows deep understanding.
*Formal maths language is used
to consolidate thinking and to
communicate ideas.
*Correct use of mathematical
notation.
*Mathematical connections are
used to extend the solution to
other areas of mathematics.
*Mathematic connections lead to
a deeper understanding of the
mathematics in the task.
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Sample Weekly Early Intervention/Prevention Team Teaching Planning Template 1
Skills: Implementing

Understanding & Recalling

Strand:

Strand Unit:

Communicating & Expressing

Reasoning

Team Teaching Model:

Applying & Problem Solving

Integrating and Connecting

Teachers:

Pupil Continuum of Support Target(s): (if applicable)

Learning Objective (s):

Differentiated
Learning Experiences:

Monday

Tuesday

Wednesday

Thursday

Friday

Group 1

Group 2

Group 3

Group 4

Questioning/
Language:

Assessment:

Resources:

Comments/Notes:

Sample Weekly Early Intervention/Prevention Team Teaching Planning Template 2
Skills: Implementing
Understanding & Recalling
Communicating & Expressing
Reasoning
Strand:
Strand Unit:
Team Teaching Model:
Pupil Continuum of Support target(s): (if applicable)

Applying & Problem Solving

Integrating and Connecting

Teachers:

Learning Objective(s):

Differentiated
Learning Experiences:

Monday

Tuesday

Wednesday

Thursday

Friday

Group 1 / Teacher 1

Group 2/Teacher 2

Questioning/
Language:

Assessment:

Resources:

Comments/ Notes:

Pupils with Special Educational Needs who are in receipt of interventions through the Continuum of
Support Framework (p.30 Guidelines for Schools, DES 2017)
Classroom Support
Pupil Name

Class

Description of SEN Nature of Supports
Literacy, numeracy, social,
emotional, behavioural

Focus of Support
In-class, withdrawal in small
groups or individual, school
yard

School Support
Pupil Name

Class

Description of SEN Nature of Support

Focus of Support

Class

Description of SEN Nature of Support

Focus of Support

School Support Plus
Pupil Name

Sample Reflective Template for Tracking & Monitoring Early Intervention and Prevention Programmes
Class

Description of Early Intervention/Prevention Programme

Reflection of Intervention (having
analysed pre and post assessment)

Questions to consider before engaging in Team Teaching

What is the purpose of
engaging in team teaching ?

To support the priority learning
needs of a pupil with the
greatest needs in
mathematics?

To support early intervention
practices in mathematics?

To support preventative
practices in mathematics?

Have you identified the priority
learning needs and set targets
collaboratively for the pupil
recorded in their Student
Support File ?

Have you gathered evidence of
the pupils current performance
in maths in the junior classes?

Have you adopted a whole
school approach to identify
needs and gathering evidence
of current level of
performance?

Have you collaboartively
discussed how they targets
maybe be met through
additional support teaching
e.g. team teaching, small group
teaching, individualised one to
one teaching ?

Have you identified personnel
available to support the early
intervention in a team
teaching capacity?

Have you identified personnel
availble to support the
preventative practices in a
team teaching capapcity ?

Have you decided on a model
of team teaching that may
assist you to meet the targets
of the pupil ?

Have you identified what
model of team teaching will be
suitable to your context and
personnel available?

Have you identified what
model of team teaching will be
suitable to your context and
personnel available?

Have you monitored and
reviewed how the pupil
priority learning needs were
met in utilsing this form of
support?

Have you monitored the
success of the intervention
utilising team teaching ?

Have you monitored the
success of the programme
utilising team teaching ?

