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Part 1

Underpinned by theory, practice and evidence from literature this assignment aims to provide a critical reflection on chosen support methods and strategies to aid in the progression of an individual learner during a period of transition where progress is impacted by a barrier to their learning. Research suggests that transitions from an educational and psychological perspective are difficult to universally define (Vogler, 2008). However, a common theme amongst various definitions of transitions suggests that it involves forms of change (Fabian and Dunlop, 2002; Fabian and Dunlop, 2007; Kennedy, Cameron and Greene, 2012). Kagan and Neuman (1998) defined vertical transitions as periods of significant change for learners such as starting school. Horizontal transitions are less distinctive and include everyday movements that children routinely make (Kagan and Neuman, 1998). This assignment aims to explore how periods of transitions are understood and underpinned by child development theories, recognising that there are a wide range of interpretations that have been made by theorists in understanding how children develop. 
For the purpose of this assignment, the learner involved in the discussion, referred to as “Sarah”, is a fictional learner. A one-page profile with further information about Sarah can be found in part 2 of this piece of writing. Sarah is starting school, experiencing a vertical transition as defined by Kagan and Neuman (1998). 
Furthermore, barriers to learning that Sarah is experiencing will be explored and a support plan will be outlined. 
and thus, this assignment aims to explore some of these theories and how they influenced the transition planning and overcoming barriers to learning.
A support plan will be offered as a practical guide for practitioners which will outline a plan of provision for the transition process for Sarah, aiding in overcoming identified barriers to her learning, as well as evaluation methods enabling the practitioner to monitor learner progress. Welsh Government (2022a) define progression as “a process of developing and improving in skills and knowledge overtime” and note that supporting learners in progression is a vital driver to the success of the Curriculum for Wales and realising the four purposes. 
Finally, conclusions will be drawn and areas of development for the author’s own practice will be outlined. 

Holistic development is said to be the development of the whole child, encompassing their social, emotional, physical, mental and intellectual growth (HEI Schools, 2022). It could be said that the holistic development of a child begins when they are born, developing attachments to their caregiver as per Bowlby’s (1979) theory. Bowlby’s theory highlights that these early attachments determine the success of the child’s ability to form future relationships (Bowlby, 1979). Within this piece of writing a focus lens will be placed on a child’s emotional development however the author recognises the importance of viewing a child’s development holistically, planning across the curriculum with the understanding that every What Matters Statement contributes to realising the four purposes of the curriculum (Welsh Government, 2022b).

Research suggests that the success of children’s transitions are said to have a long-term impact on a child’s development and educational attainment (Hugo et al. 2018; Field, 2010, Downer et al. 2008). Furthermore, Douglas (2016) suggests positive transitions can have in turn a positive impact on a child’s resilience.  Welsh Government (2017) outline the importance of schools having robust transition plans and procedures in place and express the importance of placing the child and their families at the centre of transition planning. Bronfenbrenner’s ecological systems theory arranged the environments surrounding the child into structures; microsystem, mesosystem, exosystem, macrosystem and the chronosystem and believed that all 5 systems were linked, collaboratively influencing child development (Ruppar et al., 2017). Comparatively Vygotsky’s sociocultural theory recognises that the interactions children have with people and their surrounding cultures impact child development and believed a child’s higher mental functions develop as a result of these social interactions (Vygotsky and Cole, 1978). 
[bookmark: _Hlk117674897]When a child starts school, it could be said that there is a change and transition within the child’s micro system (immediate environment), Bronfenbrenner referred to this change as an ecological transition (Bronfenbrenner, 1979). It could be said that starting school introduces the child to new relationships with adults, a new set of skills and a new role as a pupil, in turn parents/carers must also adjust to this transition and the transition process is present for the family also and reiterates the importance of family involvement with all steps of transition planning (Welsh Government, 2017).  Research has found that instances where there is a difference in culture between the child’s home environment and school environment, with differing expectations between the two establishments, may lead to a difficult transition experience for the child resulting in feelings of fear, confusion and anxiety (Toomey, 1989; Kennedy and Cameron and Greene, 2012). In contrast Docket and Perry (2001) highlighted that when school and home environments and expectations were aligned this led to more successful transitions to school for learners. This further places emphasis on the importance of parental, child and practitioner involvement in supporting learners during transitions, within support plans and through school life. Frobel agreed and highlighted the importance of strong relationships with parents and recognised the importance and value of a parents input to their child’s education (Bruce et al. 2012). Australia’s VEYLDF (The Victorian Early Years Learning and Development Framework) is underpinned by an ecological model placing the child at the centre, and recognises how the environments surrounding the child and how they work together impact a child’s development (Department of Education and Training, 2016) Similar, to the four purposes included in the Curriculum for Wales the learning outcomes within the Australian VEYLDF include having a strong sense of identity, connecting and contributing to the world around the child, having a strong sense of wellbeing and being confident and involved learners, as well as effective communicators and thus with similar outcomes to those present in the Curriculum for Wales, it could be said that looking at research completed on transitions by Australian researchers, gives us further perspective and what can be done as practitioners in Wales to make transition processes successful (Welsh Government, 2022b; Department of Education and Training, 2016). A project undertaken by Melbourne University explored the efficacy of practices that support practitioners, children and their families in experiencing a positive transition to school (State Government Victoria, 2011). For the purpose of this piece of writing, two of the practices explored by the project, which had shown to make for a positive transition experience for children and their families, will be utilised within the support plan for Sarah, including family involvement and reciprocal visits for educators (State Government Victoria, 2011). 
Research suggests that transitions should be looked at as a process that is carried out over time, rather than a onetime event, with transition plans incorporated into everyday practice (Welsh Government, 2017; Petriwskyj and Thorpe and Tayler, 2005). Furthermore, Welsh Government (2017) recognise that each learner is individual and thus transition planning should be carried out in line with the learners’ individual needs. 

Bowlby’s attachment theory suggests that children are predisposed to seek out closeness from their care givers in times of need, having their needs met leads a child to develop a secure attachment (Erikson and Kurz-Riemer, 2002). Developing a secure attachment is said to give children the confidence they need to explore learn and develop (Pract, 2007). Prior and Glaser (2006) highlight the importance secure attachments have on a child’s coping skills and mental health as they grow and develop. The attachment between the child and caregiver, helps the child in regulating their emotions, before having the ability to self-regulate (Schnore, 2005). Having the ability to self-regulate emotions, is said to be important for learning, independence, resilience, exploration and building relationships (Snoek, 2004, Sroufe, 1996). Furthermore, research has found that the primary care giver plays an important part in shaping a child’s personality and has a direct impact on how one forms future relationships (Bomber, 2007). However, according to Freud (1923), most of a child’s personality is established by the age of 5 years old and would therefore suggest that children who have experienced adverse childhoods may never develop into normally into adults. In contrast, research suggests that it is possible that childhood adversities do not necessarily mean that these will impact a person’s behaviour later in life (Manyema and Norris and Richter, 2018). Piaget’s (1936) stage theory suggested that children develop systemically through four distinct phases and believed that each stage must be fully understood before being able to move on to the next stage. Research suggests that children with severe attachment issues may struggle and lack the ability to move from one stage to the next and therefore when assessing a child, it could be said that teachers must be aware that children with these development issues may behave and present at a much younger age in comparison to children without an attachment issues and understanding the stage a child is at is vital in being able to challenge and support children and to be able to provide appropriate scaffolding to aid their progress (Bennathan 2006). 
Where a child has not received care that meets their needs at the earliest stages of their lives, according to Bowlby (1979) this can result in the child going on to develop an insecure attachment style. Research has found that some of the factors that can impact the development of said attachment are varied such as physical abuse, neglect, abandonment and home instability (Karakas and Dagli, 2019; Bomber, 2007). A study conducted into the emotional development in children with varied attachment histories, showed that an insecure attachment style impacted a child’s emotional development, and from infancy to 33 months a significant increase in negative emotions and decrease in positive emotions were recorded (Kochanska, 2001). Ainsworth (1978) developed the strange situation test and believed that there were three types of insecure attachment styles including secure, insecure avoidant and insecure ambivalent/resistant. In later years Main and Solomon (1986, p. 95) conducted further work on this theory and added disorganised to the attachment styles categories.  As a practitioner, it could be said that is important to be able to assess a child to understand their attachment styles. Assessment tools of this nature can help practitioners to understand how to best help a child (Geddes, 2006). Geddes (2006) developed the Learning Triangle which is a tool said to help practitioners in understanding attachment styles and how to best support the child. Geddes (2006) categorised learners into connection-evading, connection seeking and connection distortion based on their behaviours. The Learning Triangle considers the learner’s behaviours in terms of their attachment history and suggests ways in which each can help meet the needs of the learner (Geddes, 2006). It may be important to note the importance of not placing stringent labels on learners however this must also be balanced with having tools available that aid in support (balancing support with placing labels)(improve this and ref). Cowan and Cowan (2007) noted that children may show varying attachment styles dependant on the care giver, however also noted that children tend to have a dominant attachment style. The McArthur Story Stem Battery is another tool that can be utilised by practitioners to aid in understanding a child’s personality, beliefs, experiences and how they view their world (Bretherton and Oppenheim, 2003, pp. 55-80). The Manchester Child Attachment Story Task is another assessment method that can be utilised to understand attachment styles of children (Green et al. 2000). 
However, researchers have suggested that the limits to Bowlby’s attachment theory are not clearly defined (Allen, 2016; Bolen, 2000; Chaffin et al. 2006). Lewis (1954) found that a clear connection was unable to be found between the child’s separation from the primary care giver and the child’s behaviours. Breuer (1999) outlines that the research that has been conducted on attachment, fails to be able to specify the specific types of behaviours between caregiver and child that lead to attachment issues. O’Connor and Rutter (2000) noted that approximately 68% of children, involved in a study whereby they received inadequate care over a period of 2 years did not display behaviours of those expected of a child who has an attachment disorder. Various literature suggests that attachment may not be based solely on the primary care giver’s ability to meet the needs of the child and that from a nature perspective it is a child’s temperament that determines their attachment style (Kagan, 1984; Calkins and Fox, 1992). 
Bergin and Bergin (2009) noted that insecure attachment negatively impacts a child’s ability to regulate their emotions. Conzolino (2007) saw a direct correlation between positive relationships, stress and learning. Pickover (2002) found that children with an insecure attachment found it more difficult to form new relationships and thus it could be said that this highlights the importance of practitioners being able to give children the correct support that they need for the important teacher-child relationship to be formed to ensure optimal learning and optimal development of social and emotional skills. (Cozolino, 2007; Lippard et al. 2018; Garner and Waajid, 2008). Where a negative relationship is developed between a teacher and child, it has been shown to cause both behavioural issues in the child as well as impacting negatively on their academic success (Decker and Dona and Christenson, 2007; Garner and Waajid, 2008).

It has been widely noted in research that social-emotional competence plays a vital role in academic success (Goleman, 1995; McClelland and Morrison and Holmes, 2002). Raver (2002) Found that children who had difficulty in managing and regulating their emotions were more likely to difficulties adjusting to school life. 
However, Heller-Sahlgren (2017) argued that it may not be possible for good well being and good academic performance to run parallel and there may be a trade-off, one for the other. Data released by OECD (2019) showed that although China’s academic success was one of the highest in the world, their level of life satisfaction was below average. It could be said that this links into Heller-Sahlgren’s argument in that either well-being or academic success must prioritise the other (Heller-Sahlgren, 2018).

Sarah is 4 years old and has not attended any form of education or creche care prior to starting school. Mum is Sarah’s primary care giver and she does not have any siblings. Due to the COVID-19 pandemic restrictions imposed by the Welsh Government Sarah has had minimal socialisation with other children or other adults prior to starting school. A home visit was arranged with Sarah, Sarah’s mum and the class teacher, this visit gave Sarah the opportunity to meet with her class teacher in an environment where she was comfortable and it also gave the teacher insight into the child’s home life. Underpinned by Bronfenbrenner’s (1979) ecological theory, home visits acknowledge that important child development occurs both in the home environment and in school and it could be said that home visits aid in connecting the two. Home visits are said to be an important part of effective transitions for children and are a good way of opening communication lines between parents and teachers (Welsh Government, 2017; Little and Cohen-Vogel and Curran, 2016). The importance of parental involvement in a child’s education both at home and in school is widely documented as a vital aspect of academic success “Knowing how to help their children will empower parents and give them confidence that they can support their child’s learning” (Meyer and Mann, 2006, p. 54). Furthermore, Estyn (2020a) highlighted in a case study report that home visits were shown to aid in building trust as well as nurturing the relationship between the school and parents. A study conducted in America with 200 families concluded that home visits prior to starting school showed an improvement in academic success as well as and improvement in the child’s ability to both socially and emotionally adjust to school life (Bierman K.L. et al. 2018). This mentioned study did present with limitations with 214 parents declining to take part in the study and a self-selection taking place of motivated parents, it is unclear how this may have impacted the outcomes (Bierman K.L. et al. 2018). During the author’s professional teaching practice, the school had an optional home visit programme in place for children before starting school and found that parents were motivated and wanting to be involved in their children’s education were forth coming however many parents were not. Most parents in this scenario that did not agree to a home visit, showed to be uninterested in building relationships with the school and struggled to understand the importance of supporting education both at home and at school. Therefore, this may pose a question, in that is it the home visits that lead to academic success and building strong relationships between home and school? Or would this already be the case due to motivated parents to begin with and how do we improve engagement with home visits for unmotivated parents?

During the home visit with Sarah, a one-page profile was completed as shown in part 2 of this piece of writing. Research suggests that supporting material such as one-page profiles provide an insight and further information about the child, their likes/dislikes and what is important to them and research has shown the importance that one-page profiles play in a positive transition process for children (Welsh Government, 2017). One-page profiles give all stakeholders a voice and places the child at the centre of the planning (Welsh Government, 2017). Schools in the local authority of Carmarthenshire in Wales, recognised success in completing one-page profiles during home visits before starting school allowing learners to start school with a one-page profile already in place (Welsh Government, 2015). Person Centred Planning (PCP) was originally utilised in the health and social care sector, to assist service users and improve the collaboration between all stake holders (Miller et al. 2017). Later, PCP was then adopted in a wider educational context, and is now used by many schools in Wales (Welsh Government, 2015). Success of the implementation of one-page profiles was shown by schools in Carmarthenshire that adapted this approach, the schools reported improved relationships and communication between home and school (Welsh Government, 2015). However, some schools did report an inconsistency around the content of one-page profiles however were able to overcome this problem by staff sharing ideas and examples, and thus the quality improved (Welsh Government, 2015). When creating a one page profile with Sarah and her family, the circle of support and good day/bad strategy were tools that were utilised to help complete the profile. Relationship circles help to recognise the people that are in the child’s life that will contribute to and support their person-centred planning (Behaviour Matters, 2019; Welsh Government, 2015). An example of a completed relationship circle can be found at appendix 1. Good/bad day is tool that aids the child in recognising the child’s likes and dislikes as well as understanding what is important to someone (Welsh Government, 2015). An example of a completed good/bad day template can be found at appendix 2. Finding out what is important to a learner is said to be at the heart of creating a one-page profile, balancing what is important for the learner and what is important to the learner underpins person-centred practice (Welsh Government, 2015). One-page profiles are also useful for new staff that may join the school to be able to fully provide individual support the child (Welsh Government, 2015). Whilst on PTE, the author utilised the pupil’s one-page profiles if available and found that it was a very useful tool to get to know the child prior to planning lessons. Sarah’s completed one page profile can be found in part 2 of this piece of writing.  

Following the home visit, it was agreed with Sarah and her mum that Sarah would visit school for three mornings. Visits to settings prior to officially starting school are said to help children feel more secure and settle into their new environment (Welsh Government, 2017). Sarah does not have any siblings and has not attended a school or childcare setting previously and research shows that children without siblings have a less accurate understanding of what to expect by going to school and thus highlights the importance of the visits (Moska, 2010). It was highlighted by Estyn (2020a) in an effective practice report, visiting a setting prior to starting aids in the transition process and helps build pupil confidence.
During the visits to school, Sarah was very upset when separated from her mum when being dropped off from school. She demonstrated an inability to regulate her emotion and became withdrawn from both her teachers and peers. Sarah demonstrated possible attachment issues and the separation anxiety that she displayed was identified as a possible barrier to her learning. Research suggests that attachment issues, can influence a child’s social behaviour, relationships with peers and teachers and thus have a negative impact on their adjustment to school life (Raikes et al 2013). To aid in transition from home to school, taking an object from home to school can aid in a successful transition process, a transitional object is said to help the child feel more comfortable in their new environment and helps bring home and school together (Twinkl, 2022). Froebel transition object, During the author’s PTE, this was a strategy that was utilised by the school and although it did prove to be successful in easing a child’s separation anxiety, for some, the item did provide a distraction for the child during their learning and through conversations with the class teacher it was noted the importance of the child having a clear understanding of the boundaries and expectations of having something from home with them in school. In this instance the object was only allowed to be kept in the child’s school bag where they were able to retrieve it at break times. 

Following a meeting with Sarah’s mum, Sarah, the class teacher and the teaching assistant, a support plan was created as found in part two of this piece of writing to help support Sarah’s transition to school, aiming to address the barriers that were observed during Sarah’s visits to school and the home visit.
 
The Boxall Profile was utilised to assess Sarah’s emotional and social development. The Boxall profile is a structured framework that practitioners can use to help in assessment of a child’s social, emotional and behavioural development (Bennathan, Boxall, and Colley 2011). The assessment results highlight gaps in a child’s social and emotional skills, highlighting the needs of the child and allows practitioners to use this information when planning support (Bennathan, Boxall and Colley, 2011). The results from the Boxall Profile assessment will be entered into a graph and will be utilised to track Sarah’s progression through the 6-week intervention plan. Marshall et al. (2017) highlighted that the Boxall Profile tool is one of the most used tools by practitioners when measuring the SEMH needs of children. An effective best practice report published by Estyn (2020b) highlighted the effective use of the Boxall Profile when assessing pupils. In a further Estyn (2020c) case study reported, the Boxall Profile was again highlighted as an effective tool utilised by schools to assess, support and track progress of children with SEMH needs. Ruby (2019) suggested that the utilisation of the Boxall Profile has been shown to provide positive outcomes. However, it must be noted, that little research has been conducted on the reliability and validity of the Boxall Profile since it was first published in 1984 (Ruby, 2020). Ruby (2020) conducted a study, with 487 primary schools on the validity and reliability of the Boxall Profile, however, observed, that it was a small scale study and more research is needed.  

The support plan for Sarah found in part two of this assignment contains strategies to aid in developing Sarah’s emotional development and aims to help Sarah successfully transition to school, form attachments with teachers, friendships with peers and allow Sarah to better understand and control her emotions. (curric?). Sarah’s intervention has been planned for the first 6 weeks of term, as part of a Nurture Group. Nurture Groups are interventions aimed at supporting the social, emotional, and behavioural development of children (Nurture, 2019).  Estyn have highlighted in many of their effective practice reports the effectiveness that nurture groups have on a child’s social, emotional and behavioural development (Estyn, 2019b; Estyn 2019c; Estyn, 2020b). Sarah will be part of a Nurture group consisting of 6 children, led by two teaching assistants, trained in Nurture interventions. Cooper and Whitebread (2007) highlight that nurture groups helped pupils become better at managing their emotions and being able to form more positive relationships with others. Furthermore, research suggests that Nurture Groups have been shown to improve school attendance and academic success (Sanders, 2007; Seth-Smith et al. 2010). However, in contrast a study conducted by Sloan et al. (2020) found no evidence to suggest that pupils that were part of a Nurture Group had an impact on academic performance or attendance in comparison to those attending control schools. Pyle (2015) also highlighted that children that participated in Nurture groups showed an improvement in their relationships with parents and parents felt more able to support their children. Information about the Nurture Group and feedback was discussed with Sarah’s mum. The importance of all stakeholders, teachers, teaching assistants and parents working together has been highlighted. (Welsh Government, 2010; Sloan et al. 2020). A small scale study conducted in Scotland, highlighted limitations to Nurture Groups, in terms of finding space within schools for a nurture room, funding for training can be limited and found that persuading main stream teaching staff about the importance of nurture groups proved to be difficult however the study did indicate that despite these limitations the nurture groups did show to be an effective intervention to help support children’s needs (Shaver and McClatchey, 2013).
Story telling is a strategy within the support plan. Research has shown that story telling can help children in building their emotional literacy (Figueroa-Sánchez 2008; Wright, Diener, & Kemp 2012). Children with good emotional literacy are said to have a better ability to live within communities (Wright, Diener, & Kemp 2012; Pekdogan 2016). With this in mind, it could be said that building children’s emotional literacy forms an important aspect in terms of realising the four purposes as set out in the Curriculum for Wales helping children become healthy confident individuals (Welsh Government, ?). Furthermore, Boris (2017) found that story telling had been shown to bring children together and gave them a sense of belonging within the classroom community. Figueroa-Sánchez (2008) suggests that storytelling helps children in understanding and interpreting both their own emotions and the emotions of others. During PTE, the author noted from conversations with the class mentor, that not every child will come from a home where they have had the experience of story telling and therefore it could be said that this responsibility then falls on the teacher. As part of the support plan, to encourage parents to engage with stories at home with their children, a book will be sent home with them so that they could read and enjoy together. A further strategy utilised to aid in Sarah’s progression is circle time, with an opportunity for Sarah to express her emotions and listen to how others feel. It was found by Willis and Schiller (2011) that children had a greater sense of self worth when they were able to express their emotions. Hollo, Wehby and Oliver (2014) reported that 81% of children that had emotional disorders had significant language deficits. This statistic was utilised by the Royal College of Speech and Language Therapists in their 2022 report to the parliament committee (UK Parliament, 2022). Therefore, with this statistic in mind, it may be important to note, that children without appropriate language ability may not benefit as greatly from story telling initially due to a lack of understanding. As the storyteller, the teacher acts as the more knowledgeable other (MKO), in line with Vygotsky’s theory (Vygotsky, 1978). By including props and nonverbal cues the story teller provides a scaffold for children’s understanding. Bruner (1978) suggests that the process of scaffolding allows the child to move through Vgotsky’s ZPD (Zones of Proximal Development) (Vgotsky, 1978). The ZPD refers to what a child can do with the help from a MKO (Vgotsky, 1978). Comparatively Bandura’s social learning theory suggests that children can learn by observation, they can learn by observing fictional characters in books and stories (Bandura, 1977). In contrast to theorists such as Pavlov and Skinner, whom believed that learning occurred through processes of association and reinforcement, Bandura believed that direct reinforcement could not account for all types of learning, believing that learning can occur simply by observing others (Fryling, Johnson and Hayes, 2011; Bandura, 1977).
The impact of the planned interventions, will be assessed weekly through feedback from parents, teachers and teaching assistants and planning adjusted if needed. At the end of week 6, the Boxall profile assessment tool will be again utilised to measure the impact the interventions have had on Sarah’s development. Sarah’s class teacher will complete an assessment within first few weeks of school against all of the progression steps within each area of learning and experience (AoLE) (Welsh Government, 2022b). The results of the Boxall Profile assessment, will allow Sarah’s teacher to assess Sarah’s progress within the health and well-being AoLE (Welsh Government, 2022b). The support plan contains the progression steps that each strategy will help to develop. Welsh Government (2020a) highlight that teachers should plan with all what matters statements in mind, stating that all of the statements contribute to realising all four purposes of the curriculum.  

Conclusion:
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