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This case study is based on a pupil in Key Stage 4 who will be referred to as ‘E’, who is categorised as having severe learning difficulties (SLD). Their diagnosis is Agenesis of the Corpus Callosum (ACC) and Attention Deficit Hyperactivity Disorder (ADHD).  This case study will consider the barriers to learning that E faces and the trauma that lies in the classroom setting for them. Interventions to best support E will be considered with a focus on their wellbeing at the heart of all decisions made. 
At the school E attends a plethora of different needs and difficulties are catered for within the special school setting. Pupils who can access lessons without their behaviours affecting their ability to generally access lessons will be in a class in the main body. We also have a ‘Centre for Autism’ who specialise in creating a school day based on a structured routine with provisions to support those on the spectrum, and the in between, two transitional bases – one in Primary (ages 3-11) and one in Secondary (ages 11-19). 
Just before I began teaching E in January 2023, they were being supported and taught in the Secondary Transition Class (TS), with the hope to transition back to the Key Stage 4 main body (Class 11) throughout the academic year. In E’s Personal Support Plan (see fig. 6) it states that transition is flexible and pupil- led, that is closely monitored and assessed and will be increased/ decreased depending on E’s ability to cope and in their best interests.  They were first placed in TS in July 2022 and had completed the first full term from September-December 2022.  
TS is set up differently to a main body classroom; it is a base of many different ‘work rooms’, with one main classroom. It allows pupils who struggle with the formal classroom setting to have wellbeing sessions, their own space if needed and to build up to experiencing the classroom when they are showing signs of readiness. Sessions are less structured, and the pupil is offered work tasks when they are showing signs of regulation – work time is less formal, but this set up requires a high staff to pupil ratio as many works separately, and for staff to build close relationships to the pupils to know when they can stretch and challenge them. If the pupils are showing readiness to learn, are able to successfully tolerate time in the main classroom in TS and are showing that their behaviours are not a risk to others, then they will begin a transition into the main body to the relevant age group class which would start off with one lesson and build up to a full-time table if ready. The structure of this setting very much focuses on observation of the pupils’ behaviours, encouragement of self-regulation, and development of social and emotional learning over formal academic learning.
As much as placing E in the TS setting gave them the nurture they needed and focused on the wellbeing whilst readying them for learning, it also presented them with new challenges. Much of their learning happens through copying; surrounded by learners who display challenging behaviours would escalate their own, and give them opportunity to target pupils who would retaliate; thus, posing the question: is it better to educate E in a main body Key Stage 4 setting where there are no ‘challenging’ behaviours to copy or peers to challenge them? Or is it better for E to be in a setting that they feel freer in and where there is less pressure to conform and focus on wellbeing and developing self-regulation strategies?  There are implications in both settings; E has previously been able to cope in a main body class; their additional learning needs mean that they naturally fight against conforming and are non-compliant. By taking E out of the setting are we taking the positive model away from them and are we promoting the ‘unlearning’ of previous social skills? The other argument is that E is communicating through behaviours that they are not ready to learn, and surrounding a learner with what they cannot do could affect their self-esteem and wellbeing. 
It is the goal of the educator to support their learners to achieve their full potential, and for that we must really take the time to get to know them, to understand when it is they feel safe, when it is they are most engaged, when it is they are enjoying the environment and what is their preferred learning style.  Throughout this case study I will consider the successes and downfalls of their current year in education and consider what therapies and interventions could be beneficial to support their development in all areas. 
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Pupil ‘E’ has 3 diagnosis, the first and predominant barrier to E’s ability to learn is a diagnosis of Agenesis of the Corpus Callosum (ACC) which is a rare birth defect, it is estimated that 1 in 4,000 individuals are born with a disorder of the Corpus Callosum. In this disorder, the major connections between the left and right sides of the brain (hemispheres) have not developed.  The Corpus Callosum contains 200 million nerve fibres and is the responsible for sending messages back and forth to both parts of the brain and so with these nerve connections being missing people with this disorder typically have:
· Mental and social processing difficulties
· Development delays, in milestones such as walking, talking and reading
· Co-ordination difficulties and clumsiness
· Impairment with communication and social interaction
The developmental delays can be mild or severe with many people diagnosed with ACC having normal intelligence. The difficulties E faces with their intellectual and social development are significant and are an ongoing barrier to their learning. E also had associated difficulties controlling their emotions and has emotional outbursts if frustrated or anxious. E’s behaviour as a result can escalate quickly and will see them unable to learn due to being dysregulated and therefore struggles to access the curriculum; the impact on their education is noted in section 2A of their individual development plan (IDP) (see fig.1). In particular E finds it difficult to accept boundaries and direction, again affecting their ability to conform to the structure of the school day – they can also get very frustrated when directly given instructions. E finds it very difficult to stay in one place for a long period of time and again this takes away from formal learning time in the classroom. 
E has significant social and communication difficulties. E does not know how to appropriately interact with their peers or adults, and as a result requires constant adult supervision. E benefits largely from one-to-one support from staff in school, and this again has been identified in their IDP (see fig.1).  The urge they face to find friends and favoured staff within school is a continuous need for E which results in them wandering out of class often and again distracts their learning. This constant need to see certain people can have a negative impact, for example E does not understand that staff in school need breaks and that there are allocated rooms in school for the people that work there. E will frequently let himself into the staff room to see whoever he is fixated on, and although staff that work there are generally very understanding and kind to them, the behaviour is undesirable and social boundaries need to be constantly reinforced to safeguard E; it is imperative that we find a way to support E’s understanding of socially acceptable behaviour to safeguard him in the community. 
E’s understanding of language is very good, they are able to understand what is said to them and can communicate verbally, however they do not like to answer questions directly and will answer in their own unique way which can be seen in the communication of their One Page Profile (see fig.3). They have their own unique way of referring to items and people, and so it is very important that you understand their language to be able to meaningfully communicate with them. For example, ‘Shall we have a titanic date?’ refers to wanting to have a cup of milk and bourbon biscuits and ‘red’ means squash. Questions will not be answered directly, they will usually be answered with ‘I don’t know’, or ‘maybe’, and it is up to support staff to work out what is meant by E’s body language and gestures – sometimes they will put up a very subtle thumbs up to help you understand and get their needs met. E also has a very interesting way of referring to people who are significant to them and names for staff include Text Message, Sticky Glue, Business, Breaks, Business and Don’t (see fig. 6). 
E has severe learning difficulties that have impacted on their educational progression. The level they are working at can be shown in their Individual Educational Plan (IEA) (see fig. 2). From the IEA we can determine that the pupil is functioning far below their chronological age across the areas of learning experiences, and functioning even lower at an emotional age, estimated around ages 3-5 years. We can determine this because the majority of their instep s and Digital Competency targets set for their Language, Literacy and communication, Maths and Numeracy and Digital Competence are within the equivalent of Progression Steps Level 2 (ages 5-8). The majority of the Health and Wellbeing targets are instep Level 1 which is the equivalent of Progression Steps Level 1 (ages 3-5), and so this gives us a good indication of E’s emotional literacy. 

Other symptoms of ACC that E displays include: 
· Difficulties sleeping
· Poor understanding of social cues
· Difficulty understanding other people’s points of view
· Obsessive behaviours
· Difficulty with abstract reasoning
· Attention deficit

In July 2022 E received the medical letter which stated his diagnosis of Attention Deficit Hyperactivity Disorder (ADHD) – a significant event to help understand how they learn and included in their timeline of key events in section 3B of his IDP (see fig.1). Schultz (2011) writes that the classroom is where learners with learning difficulties and ADHD feel most vulnerable. The core characteristics of ADHD can lead to a myriad of problems in the classroom which include: 
· Problems sustaining attention
· Impulsivity 
· Disruptiveness
· Careless in response to tasks
· Difficulty to complete work whilst sitting down
· Disturbance of others
· Non- compliance and aggression

E displays all of these behaviours which can be seen in their IDP (see fig.1), their behaviour risk assessment (see fig. 4) and their personal support plan (see fig.5). There is a strong correlation between ADHD and aggression which has been well documented in research literature of Barkley (2006) and Jensen, Martin & Cantwell (1997). To begin to break down the barriers of learning for E, we must seek to find the route cause of aggression to begin the journey of enjoyment in school and meaningful learning. 
	The third diagnosis is Metatarsus adductus, a foot deformity, however I will not be referring to this in the case study as it is not a barrier to E’s learning, and physically he does not seem to face any challenges. 
	There are two significant events mentioned in E’s timeline of key events on his IDP (see fig. 1) that have had a monumental impact on them, causing them trauma and as result a significant change in behaviour.  These are events that also need to be considered when looking at interventions and best ways to support E. The first event that needs mentioning is that E lost a close friend in March 2021. E grew up with his friend, attending an observation class in a Primary School together before both securing a place in the Special School. His friend was his constant in class, what he always knew, and what made sense to him in school, the only friend who had seen him through his transition to a different school and his safety net. When his friend passed away it was sudden and unexpected, it was during covid, and it made an uncertain time even more unsettled and heart breaking. E found it very difficult and did not have the emotional ability to understand what had happened. E began to access emotional support within school, and parents have reported that he continues to asks questions in his form communication and regularly has nightmares. 
	The second significant event was moving classes in July 2022, from the main body class 12 with his peers and familiar staff to the transition class TS, with an unfamiliar cohort of children and unfamiliar staff they had not formed relationships with. This was an immediate class swap as a result of their behaviours becoming more frequent and escalating in risks caused to others. To be noted that this was in the very last month of the school year, there was no transition and there was no consistency. E had been removed from a class that had become his safe space. He had been removed from his peers and familiar staff who he had made his new safety blanket with, to help cope with the loss of his friend. E continued to display challenging behaviour after the class move, the behaviours became more frequent and more aggressive. E began to ask the question ‘Why am I here?’  and ‘Why can’t I be in Class 12?’.  The lack of preparation for their move and the lack of understanding had them feeling completely isolated and sanctioned and thus creating a new trauma within the school setting, and another barrier needing breaking down before they will be ready to learn. 
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In this section I will consider some of the learning theories and ideas I believe to be the most relevant to support E.
Behaviourism does not lend itself to being able to fully support E. The notion that learners who receive positive reinforcements are more like to retain information does not consider the barriers to learning or the wellbeing of individuals. On the other hand, motivators and rewards can be a great way to introduce expectations, boundaries and routines but this does not consider other factors that need to be in place for the implementation of these incentives to be successful – factors such as environment and readiness to learn new skills; behaviourism overlooks wellbeing and internal mental processes. 
Humanism is the theory that I feel resonates the most closely with being able to support E, and with my ideals as an educator. It links with Maslow’s hierarchy of needs, in which learners need to have their basic needs satisfied to be the best versions of themselves and before they can begin to learn. This theory focuses on the ‘whole’ child and the approach engages feelings, social skills and artistic skills. Full autonomy, self-esteem and goals are key learning elements. This theory highlights the importance of creating a safe climate to learn in the classroom where the pupils feel comfortable and safe so that they can then focus on learning. The principles of the humanistic learning theory are:
· Pupil choice to encourage engagement and motivation
· Engaging pupils so that they are self-motivated to learn
· Importance of self-evaluation
· Recognition of feelings and knowledge going hand-in-hand 
· A safe learning environment and a focus on the entire learner
The role of the teacher within this learning theory is to provide motivation, choice and to create opportunities. These are all things that I believe are paramount when educating learners.  There are some aspects of this theory that don’t marry up to being able to support pupils with ALN. Many pupils with ALN find it very difficult to self-evaluate, this is a skill where you would need to be able to identify where you can progress. It can also be challenging to get pupils to want to take ownership of their learning, this is something that I will always strive to do. Many of our learners have learnt basic skills through repetition, routine and limited information and choices that they struggle with taking ownership of their learning. 
Cognitivism is based on the idea that learners create their own learning based on experiences relative to them. An environment is created in which children take ownership of the learning. Teachers act more as a guide and are less central. This learning theory would rely on the learners to have capacity and be able to understand what they want to learn. This learning theory cannot be taken into consideration to support E, who will always heavily rely on the direction and support of an adult.
Hattie and Yates (2013) write that learners with ALN are more likely to be dependent on the adults in their lives, and so it is imperative that the pupil and teacher form a quality relationship as this is an important factor in their wellbeing. Supportive relationships have the ability to lessen negative impacts. The teacher acts as a role model, and depending on the young person’s background and access to social and cultural learning, the teacher has the potential to influence and shape how they behave in the wider community. Relationships are important to gaining the young persons trust, however when educating a group of learners with completely different social and educational needs, it can be very difficult to connect with each learner and to truly meet their needs. Teachers in special schools have to be reliant upon their team of staff in class to fill in the gaps and be their eyes and ears, and ensure that each learner forms connections and has at the very least one go-to trusted adult. However, this then takes autonomy off the teacher with how the relationships are formed and if the member of staff is being the role model that the teacher would like them to be. To ensure there is a shared goal within the team it is paramount for the teacher and team to have a good relationship, strong communication and the same goal with what they want their learners to achieve; with an ever growing list of demands in the educational setting, staff shortages in special schools and at times not enough hours in the day, it can sometimes feel near impossible to have those catch up conversations and check ins with the entire team. 
	“We require much more, however, from our schools than mere achievement. Overly concentrating on achievement can miss much about what students know, can do, and care about.” (Hattie, 2012) This quote from Hattie resonates with me, and with how many other educators in special schools feel. Learners with ALN may reach their full academic potential in their early years due to their diagnosis.  If we only focus on the achievement and assessment then we could be overlooking the quality of the education, the care, the engagement and the social and emotional experiences; this would have a negative impact on the learner and the educator. Lacey et al. (2015) discuss that in moving policy, practice and provision forward for with learners with SLD/PMLD is may be time to switch our focus from achievement and what the learners can so, and perhaps focus our attention on providing care and a quality of life. 
	The Warnock Report (1978) critiqued that the national curriculum was too narrow, focusing on Literacy, Numeracy and Science, subjects that can often be isolating and hard to access for learners with SLD/PMLD. It evidenced that subjects such as Music, Drama, Art and Physical Education were just as valuable if not more so to our learners with ALN. The report goes on to highlight the important of collaboration of agencies including health care and therapies was extremely important. Focusing on sessions that pupils with ALN can easily access, progress and enjoy has not filtered through in school as a priority. The IEA targets set still focus on that of the Curriculum for Wales (see fig.2)	and many of these are not easily accessible to our learners. As a school we have failed to recognise the importance of all 6 AOLEs, in particular the creative subjects and the expressive arts that our pupils can thrive in from therapies to performances. 
	Donaldson (2015) published Successful Future: Review of Curriculum and Assessment strategies that the Curriculum for Wales definition was as follows ‘The school curriculum in Wales should be defined as including all of the learning experiences and assessment activities planned in pursuit of agreed purposes of education’. The curriculum does not take in to consideration that assessment may not be as beneficial for all, and that all areas of learning may not be suitable for learners with ALN. The recommendations from the report continue that literacy, numeracy and digital competence should be developed across the curriculum. This report was written 37 years after the Warnock Report and still fails to recognise how to move forward to truly meet the needs of pupils with ALN. The report also recommends that all learners including those with ALN should progress along the same continuum an should be able to move along the progression steps at their own pace. This highlights how minimal consideration has been put into catering for learners with ALN. The progression steps isolate non-verbal learners in progression step 1:
‘I am beginning to use appropriate language to talk about events in the past and future.’ (example of a language, literacy and communication description of learning progression step 1).
The language used in the progression steps are ableist and isolate those who will never be able to achieve them. How can we access out learners with ALN against these unachievable and vast targets?  Conn and Hutt’s (2020) research supports my views of the new curriculum not being considered enough for learners with ALN, they suggest that more needs to be done to acknowledge and address practitioners’ deeply held beliefs in the continuation of current practices for learners with ALN if real change is to be realised.
	The Additional Learning Needs Codes for Wales 2021 has brought attention and made it statutory for the local authority to provide learners aged between 0-25 with individualised plans outlining the provisions they require and how to achieve this. Targets and goals can be set to highlight the importance of what the learner needs, and he focus can come away from being academically set and can focus on wider and more important goals such as social or emotional. The school is still however limited to what sessions and provisions they can provide.
	There is a general consensus that those who specialise in the field of ALN teaching need more freedom to create a meaningful curriculum, reassessing the role of assessment and actualising what is more important to the learners. To be able to do this, we would need the freedom to break away from a curriculum that isolates learners with ALN. 
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When I began teaching E in January 2023 the consensus in leadership in the school and the previous teacher and class team was that E needed firm boundaries in his new setting back in Class 11. Delfos (2004) prefers to refer to behaviours that children and youngsters present who lack awareness of social understanding as ‘conduct disorder’. Behaviour refers to what we expect, and those who are living with conditions that prohibit their understanding to follow social cues and norms cannot be expected to conform. Should we be referring to our learners with such difficulties as displaying behaviours, and needing behaviour support? Or should we be looking to see these learners as having conduct disorder in which a nurturing approach would be favoured over a firm approach. 
[bookmark: _GoBack]	To be noted transition had been unsuccessful in the lead up to Christmas and E had struggled with the concept of transition and not knowing what class he belonged to. On my return to Class 11 in January it was decided that E would return with no transition and it would be explained that we were both back to Class 11 in 2023. At first E was happy to see me, but it didn’t take long before he had left the classroom and would wait outside of TS waiting for a glimpse of staff that worked in that class. To be noted that E could not get into TS as it is protected by fob access. It was clear to me straight away that the cold turkey approach was not going to work for E and moreover they were not going to build trust or a relationship with me if they saw me as the reason they had been taken out of TS. 
	Against advice I asked if ‘Business’ (Ezra’s favourite member of staff from TS) could visit them in their new class. Coming back to the idea that the teacher is the role model and supportive relationships can lesson the impact of negative events, I believed that the member of staff could reinforce the change being a positive one and that they would be able to help them accept that change was ok. I wanted to introduce more structure back into E’s day without putting too much pressure on them to learn academically. It was clear that E needed time to adapt to a sudden change and so it was decided that there needed to be fun, autonomy and boundaries that could be accepted; it was paramount that E felt secure in this change. Gripton (2016) writes that if learners are given autonomy and feel have responsibility over their learning then there will be higher levels of involvement as they are emotionally invested in their decisions. She puts forward the idea that we should be planning for children to plan, and our role as the educator should be to provide the possibilities of rich context. The decision to create an individualised timetable was made after one week of observing E (see fig. 6). They clearly couldn’t conform to the formal classroom structure and we know that being surrounded and reminding of what you cannot do is going to affect your self-esteem. To continue to try and support E to fit into a box he was never going to fit in would have only seen continued frustration, trying to escape from the classroom, disruption and overall unhappiness. 
	Schultz (2011) writes that the classroom is where learners with learning difficulties and ADHD feel most vulnerable. The classroom is generally seen as a place of nurture and enjoyment, where in Special Schools we pride ourselves on being inclusive and not leaving any learner behind – focusing on equity rather than equality and providing a safe climate for all. We must be mindful that the classroom environment that we are trying to create may never be a safe environment for learning for some of our pupils. E had not been in a formal classroom setting since July 2022 and so establishing a routine needed to be with a motivation. The first thing I did was find out what E liked to do at home in the mornings, and I found out that he liked to watch the TV show ‘Bluey’. I then put this on his timetable to emulate what they did at home and what they did in the mornings that was already familiar to them. This first step saw them coming into the class for a longer period of time, and to add some choice and autonomy to the Bluey session, E could choose someone they would like to watch the tv programme with each day. I also scheduled on the timetable for them to watch the TV programme ‘Big Cook Little Cook’ just before lunch and very much like the morning routine this became something they looked forward to and tolerated being in the classroom setting for that period of time, with very little demands on them. These sessions helped to settle E into class, distract from wanting to be somewhere else and avoid demands, and ground them – they were always very calm watching these programmes. 
	The next thing I did was ask certain members of staff that E particularly liked to spend some 1:1 time with them in whatever capacity they could tolerate. Again, I was mindful that a new routine was going to be daunting, and I wanted them to associate these trusted adults with warmth and fun – the intentional outcomes and structed learning can come later. One of the sessions in E’s timetable is a relaxation therapy with a member of staff they refer to as ‘Don’t’.  Increased demands of the sudden change of a new class and routine along with the stress of the unknown on top of the barriers of learning faced with ACC and ADHD, I felt it was paramount to schedule in relaxation to promote strategies to manage stress. Learners with ALN and especially those with ADHD face heightened stress due to their impulsiveness and need to help build these into day-to-day like in order to prevent and minimise stress response. Physical and sensory input can help relax physical and internal state, and there is considerable evidence to support this approach. 
	I did not want to set up E to fail, and was mindful that despite the fact they would more than likely enjoy lots of 1:1 sessions with staff whose company they enjoyed, I wanted the opportunity for them to be around their peers in class without the pressure. I timetabled options and autonomy onto the timetable (see fig.6), where E could choose where they wanted to attend the session. This would afforded E the space and self-regulation in quiet spaces where they could work with staff 1:1 if they so choose, for example a session on a Wednesday is reads as ‘ICT in DT room or ICT in Class 11’. This allows E to remain in control within the boundaries that I have set for them. 
	Another session I was keen to implement into E’s timetable was pet therapy intervention with the dog mentor Bernie. E is particularly fond of Bernie known as ‘Friday dog’. Pet therapy Is considered a valid intervention for those learners who need emotional and behavioural support, not to mention the numerous other benefits including confidence boost, building relationships, initiate play, speech and language support and learning how to care for others. 
 Animals in the classroom can provide many benefits to the learner, Serpell, (2006) put forward that animals can have an immediate effect at inducing a physiologically de-arousing state of relaxation, and that they provide people with a form of stress-reducing social support. Many studies have proven that dogs can have a positive effect on lowering heart rate and blood pressure, but it is to be noted that direct interaction, such as touching, petting and talking has the strongest benefits. Freisen (2010) notes that dogs can improve learners with ALN interactions. They act as a social support, increase positive social interactions with the teacher, and can help reduce anxiety in social interactions. Pet therapy can support those with ALN and related disorders as it can support raising moods, are support with depression and loneliness linked to school contexts (Adamle, Riley & Carlson, 2009). The positive effect Bernie has had on E has been immediate. E looks forward to seeing Bernie and anticipates the meeting. Bernie has been an excellent way at getting E to see and understand others points of views and feelings, something those with ACC struggle to do. E is able to understand that behaviours he displays such as slamming doors (see fig. 4 &5) will scare Bernie as dogs have far greater hearing than humans. When Bernie is in the classroom E shuts doors quietly and encourages others to do the same, acting as the positive role model and protector of Bernie; it is clear that E responds to responsibility – another reason why responsibility is timetables onto his individualised curriculum. 
	I believe giving E some autonomy within his curriculum will always be essential to them, a playful approach will also need to be considered. 
“Autonomy supportive teachers induce greater intrinsic motivation, curiosity and a desire for challenge, whilst students who are overly controlled lose initiative and learn less well” (Benware & Deci, 1984; Ryan & Deci, 2000; Ryan & Grolnick, 1986). A key factor to getting E to successfully engage will be fostering their curiosity and encouraging the learning through play. We must keep in mind that E functions emotionally between the ages of 3-5, and so we have to consider the approach that is adopted in the foundation phase whilst considering to make it age and stage appropriate in the key stage 4 setting. Pollard & Pollard (2014) discuss that when pupils of all ages in schools were asked what it was they wanted, the consensus throughout was autonomy. 
	Combining the playful approach and using others points of view to engage E has proven very effective. From speaking with E’s family, it was apparent how much they cared dearly for their Grandmother. We used ‘Nannie’ and how she would speak and feel to create a set of rules and engage E in understanding the how behaviours could make others feel (see fig. 8). The rules act as a reward if all can be ticked off. This has been a successful way to introduce rules without putting too much added pressure onto E and as a result aggression if failure to comply is not directed at staff as we are using Nannie as a buffer. 
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It is imperative that the learner must feel safe before they can begin to learn. As educators we must keep an open mind that not all learners can learn in the same way, we must strive to provide as learner led and an individualised approach as possible; this is very timely but there needs to be dedicated to understand how we can get the best out of our learners. Failure to do so could be even more timely, dealing with the fall out of pupils who display aggression and anger because they are not understood. Academic learning cannot happen unless the learner feels safe, valued and has had their needs met, sometimes those needs may just be humour and fun.
	The individualised timetable created for E allows for a half-way house in terms of being back in the classroom whilst allowing them to feel settled enough and find their identity in Class 11. This approach has been successful; whilst E has been in Class 11 only 7 incidents of behaviour have been logged during this half term (see fig.8). The incidents logged for the year from September to date totals at 51. This figure works out that 44 incidents over the previous term were logged, and that averages at 22 per half when E was based in TS and trying to transition back to Class 11. The results illustrate a dramatic difference from an average of 22 incidents logged per half term to 7. An approach to establish boundaries in a fun and non- direct way have been successful. This contradicts previous approaches where staff have insisted on ‘firm boundaries’ and even included this on a pupil centred document, see ‘how best to support me’ in E’s one-page profile (see fig.3). 
	I have been mindful not to add anymore trauma to E’s time in school. The academic is not important, it is a bonus. E is beginning to show a readiness to learn and this could not be possible without those wonderful and trusting relationships built with the staff they work with. 
	

[bookmark: _Toc127763421]Recommendations
My recommendations are that E continues to learn through the point of view of others. Boundaries should be reminded often, but in a fun way where the learner is engaged and not defensive. Continue to create a safe and stimulating environment and leave the idea behind that E leaving the classroom is failing their transition; use this opportunity to seek learning opportunities on the journey outside of the classroom.  It may not always be the best for E to have a varied curriculum with an even weight of all AOLEs.  Their curriculum will always need to accommodate a large proportion of therapies and sessions that will support their wellbeing and I would recommend the next teacher continuing to allow E to have autonomy and choices within their timetable. 
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