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Introduction
This case study aims to outline how setting A ensures a smooth transition for pupils with English as an additional language (EAL) to primary school. English as an additional language is defined as, 
“A pupil’s first language is defined as any language other than English that a child was exposed to during early development and continues to be exposed to in the home or community”. (Department for Education and skills, 2007,P.4). 
It will look at inclusive education and how this has changed over the years, linking this with EAL. Setting A is a non-maintained playgroup in a rural location and primarily funded by the local authority. It is able to deliver the current 12.5 hrs of foundation phase statutory education for children between the ages of 3 -7. Setting A has links to multiagency groups although due to being low on numbers and in a rural location there is a lack of diverse needs at the setting meaning few interventions are put in place. Setting A has been running for some years however lack of enthusiasm for the group has seen a great drop in numbers and it is now struggling to get recognised as a playgroup meaning a lot of additional work needs to be done to promote the setting.  
Over the last few years setting A has noticed an increase in the amount of families moving to the area with English as an additional language (EAL). Some of these children are now accessing setting A meaning provision needs to be looked at to ensure the setting is inclusive and can help with smooth transitions to the primary school. The Welsh Government (2014) noted an increase in the amount on children from minority ethnic backgrounds accessing education, 1 in 10 pupils will be learning English as an additional language, (Lewis, 2014). Across Wales there are “Over 100 languages and 140 dialects spoken within Welsh schools”, (Lewis, 2014, P.1). Please see appendix 1 which highlights the amount of pupils in Wales with EAL, (Statista, 2017). This reaffirms the importance of ensuring all pupils are given the same opportunities allowing them to achieve to their full potential. This view also correlates with the United Nations convention on the rights of the child, article 29, “I have the right to an education which develops my personality, respect for others rights and the environment”, (UNICEF, 1990, P.9).
Ensuring every child has the same opportunities and experiences in life and education is something the writer feels very strongly about, why should education not be inclusive for all and opportunities provided in a culture rich environment enabling our children to thrive and succeed in a socially global and economic environment.  
Methodology
This is a small scale case study carried out over a period of two weeks. It will have a focus on a small group of children with EAL. The case study will have an ethnographic approach and due the participant working at setting A the outcome from this case study should be significant in the findings and should be able to provide a reasonable explanation into the initiatives for EAL as well as practical evidence of resources that have been used. This case study will use desktop research as the main source of information; however it will also look at personal experience and use informal discussions with parents. It will also use two baseline observations on the child with EAL to see the progress in development when resources are used to assist with their learning and settling in process.
Findings
Over the years inclusive education has changed, teachers and teaching assistants work tirelessly to ensure education is inclusive for all, whilst also ensuring it is interesting and engaging. Education for pupils with EAL has also changed over the years, the late 1950’s saw a common view for immigrant children, one in which it was necessary to ensure immigrant children learnt English as quickly as possible. This would be through English language classes or separate English language centres, segregation that was not inclusive. There was a common view that these immigrant children would become invisible and a truly integrated member of society and the schooling community due to this. (DES, 1967). However lack of coordination across the country meant English language provision was not consistent, (Leung & Franson, 2001).
English language centres were put under scrutiny in the 1970’s as it was believed they did not prepare pupils for mainstream education, (DES, 1971). There was an initial view of threat from immigrant children due to standards and quality of education.
1975 saw a significant moment in time for EAL (English as an additional language) or ESL (English as a second language) as it was known then, when Sir Alan Bullock released his report, a language for life, (Bullock, 1975). This emphasised the formation of the curriculum and captured some of the long standing debates around commonwealth immigration. The Swann report some ten years later in 1985 shared similar views when there was a significant shift for bilingual learners and realisation that segregation of these immigrant children would only serve as a short term answer due to all areas of the curriculum requiring English language development, (Swann, 1985). Swann also believed there should no longer be a divide between the learning of English language and ethnic minority groups, (Swann, 1985). Language is a key element and communication tool irrespective of a child’s ethnic background. 
A study carried out in 1986 by the commission for racial equality (CRE) reaffirms the views of both Bullock and Swann, as the findings highlighted screenings of ethnic minority children were still being carried out. This would mean if their English language was not proficient they would be segregated from the other pupils, this in turn discovered these children suffered detrimental effects to their language development which was hindered due to segregation from the mainstream education, (Bowker, 1968). The Welsh Government has the same views as they state “EAL works best when the pupils are not distanced from the main curriculum”, (WG, 2016, P.41).
Moving forward with EAL and inclusive education the Welsh government in 2002 adopted the United Nations convention on the rights of the child and from this developed documentation called Rights to Action, (2004). This had seven core aims in agreeing a common framework when planning for children and young people in Wales. Core aim 2 had a specific relevance to EAL stating “Black and minority ethnic pupils particularly those for whom English is a second language, including travellers”, (WG, 2004, P.58). 
Research carried out in this case study shows significant increase of children with EAL accessing education, please see appendix 4 (PLASC, 2013), this shows that between the years of 1997 and 2013 there has been a steady increase of EAL children accessing education. For this reason it is paramount that education providers ensure smooth transitions between the day to day running of a setting and larger transitions between early years provision to school. Welsh Government believes transition can be difficult for any child and especially if they need extra support, it can cause pupil disengagement, (WG, 2016).
Starting at a new setting can be very daunting for any child. Language is foreign to everyone when they are born, but to a child who has never experienced English in their early years, to then be sent to a setting where English is spoken all the time could be quite scary. Children with EAL (English as an additional Language) can have many barriers to learning all of which are of equal importance. In order to enhance the child’s skills it is important to fully immerse a child in the language, (Swain & Johnson, 1997). 
Ensuring as much background information is gathered from the parents and the child on their culture and beliefs as well as personal information to the child such as likes and dislikes, comforts and favourite toys. This information can then be used to create a one page profile. A page of information on a child that will help when settling them at a setting; this will be used as a working document to ensure the child’s needs are met and all the staff know what to expect from certain situations. The information will need to be kept up to date meaning having regular meetings with the parents once every half term.  
Resources to use when settling a child with EAL into the setting could include story sacks, or other visual prompts that can be used whilst also promoting language skills. Singing can also prove to be successful as the repetition and rhythm will help to scaffold their understanding and in turn encourage the child to imitate and join in, (NALDIC, 2007). Skinner’s (1957) behaviourism theory also saw children’s language development formed habits of correct speech, and he believed providing positive reinforcement to these utterances would have a positive effect in learning a language, (Skinner, 1988). Evidence also shows children learn best when engaged and active so using physical activities that also incorporate language will be very beneficial. Once a focus of interest is identified this can be used as a main focus when trying to engage in new words and phrases, (NALDIC, 2007).
As can be seen in appendix 2 and 3, observations of a child with EAL were noted over the course of 2 weeks. The main aim of this was to assess the child’s needs when entering the setting, and how easily they adapted to new situations. It can be seen from the observations that the child was happier to enter the setting when there was a focus on what needed to be done, this enables a smoother transition for the child and will be less distressing. To enable children with EAL to feel at ease with their environment it will be essential to implement such resources like the ones used in appendix 2 and 3 (visual timetable). This gives the child a focus and prepares them for what is coming next. Aguirre, (1988) also noted the need for good second language acquisition as code switching will be unavoidable in pupils learning a second language, this is why visual aids prove to be successful. 
When thinking about the child’s transition to school it is essential to have good links with the chosen school and where possible have regular contact. Setting A is lucky to have good links with the local primary school and teaching staff making transitions easier. Before the child is due to start there will be several meetings with both the teaching staff and parents, this will ensure information is shared effectively and parents can feel reassured and familiar with the school. The Welsh Government produced a toolkit to support schools in 2014 called FaCE, Family and community engagement toolkit, this sets out approaches to transitions and emphasises 
“Early years settings and primary schools can work both with families and with each other to help smooth the transition and encourage more families to support their children to be ready to learn” (WG, 2014, P.44).
The one page profile carried out with the individual can also be shared with the parents’ permission, the school will be given the opportunity to look through this and decide if there is anything they wish to implement in school before the child starts, for example a visual timetable or key words and phrases in the child’s home language that can be placed around the room. This will give the teaching staff opportunities to learn key words which will help with the transition.  
Setting A will also arrange regular contact sessions to the school for the child and their peers, this will involve being taken over to the school once a week for an hour at a time the term before they are due to start. The member of staff can stay with the children to help with the settling in process before eventually leaving them with the school teaching staff. The setting also uses festivals and celebrations as links with the school, for example on Chinese new year the setting invited reception, year 1 and 2 over to playgroup to help celebrate with them. This allows for the children due to start school to meet with the teachers and other children in an environment they already feel comfortable. 
Conclusion
From the research carried out in this case study it highlights the steps needed to be taken in order to achieve a smooth transition. Firstly there will need to be good links with the school so it becomes a familiar place. Talks with both the parents and early year’s practitioners currently looking after the child will need to happen with the school to ensure all relevant information is shared appropriately and effectively. The child’s one page profile can also be shared with the school to give a more detailed overview of the child and their needs. Finally looking at what resources and materials can be implemented before the child starts will all help with the smooth transition to school. 
As the research showed there has been a steady increase in EAL over the last decade, and policy over this period is ever changing. Documents produced by both the Welsh and UK governments recognise the need to build on opportunities that these ethnic minority groups can bring. This view was also shared with Swann (1985) some 30 years before as he believed we should aim to build on the learning opportunities these ethnic minority communities can bring which will in turn enhance the learning outcomes for all our children, (Swann, 1985).  
Research would also suggest outcomes for ethnic minority children has improved over the years. Children have gone from being excluded from mainstream education due to a main worry of them lowering the academic achievement of other children, to now being allowed in mainstream education and realisation of the benefits this can bring. If all the suggestions mentioned in this case study to provide a smooth transition to school there is no reason why an EAL pupil cannot achieve to his or her full potential. 
To extend on this case study it may be beneficial to carry out further research on possible funding available to help EAL pupils. In 1999 the government allocated money for ethnic minority groups accessing education, this was called the ‘ethnic minority achievement grant’ however in 2011 this was stopped (WG, 2016), and there is no evidence to show if this had a successful impact on the learners. In 2010 the Welsh Government also produced a DVD, sent out to all Welsh schools called ‘Many voices, one Wales’ this was a detailed document on how best to support ethnic minority pupils (WG, 2016). This again is documentation that does not appear to have any follow up research for its success. With this in mind although there is a lot of positive research for EAL and documentation produced to aid schools in supporting EAL and ethnic minority groups, if this does not become policy or made a statutory obligation then schools will only implement what they want and if they have the time, money or resources, which very often is not the case.
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Appendix 1

Number of pupils with English as an additional language in Wales in 2017, by region
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Appendix 2

Observation sheet


	Date: 5th February 2019
	Time: 9.10am

	Observation:
Child A was greeted at the door in the morning. Child A understands where to put their coat and shoes before entering the play room. Child A had assistants form a parent to do this.
Child A enters the setting slightly apprehensive but soon comes around when faced with familiar routines and circumstances. (Self registration is the first routine of the day, which involves collecting their own name stone then taking it to the table to mark make in their own books).
Once this has been done child A is more settled and go’s off to play with the other children.


	Reflection:
Child A is able to listen with growing attention and concentration and is beginning to understand the behavioural expectations of the setting. Child A soon settles however further steps could be taken to ensure an even smoother transition between parents and setting staff.















Appendix 3

Observation sheet


	Date: 19th February 2019
	Time: 9.10am

	Observation:
A visual timetable has been introduced since the last observation to child A, this is used at key transition points throughout the day. 
Child A enters the setting as is greeted by a member of staff. Child A now has basket with picture cards in, he collects the first card showing a picture of his coat on his peg. Child A now takes off his own coat and hangs it on their peg.
Child A then collects the next card indicating to complete self registration. This continues throughout the day and child A seems more confident in moving between various tasks and routines.


	Reflection:
Child A is able to listen with growing attention and concentration and understands the behavioural expectations of the setting. Child A settles quickly when entering the setting and has more confidence to access a variety of activities.









	






Appendix 4

	MAINTAINED PRIMARY AND SECONDARY SCHOOLS: NUMBER AND PERCENTAGE OF PUPILS BY FIRST LANGUAGE

	
	PRIMARY
	
	SECONDARY
	
	TOTAL

	
	Number of primary pupils whose first language is other than English
	Percentage of primary pupils whose first language is other than English 
	Number of secondary pupils whose first language is other than English
	Percentage of secondary pupils whose first language is other than English 
	Total number of pupils whose first language is other than English

	1997
	276,200
	7.8
	222,800
	7.3
	499,000

	1998
	303,635
	8.5
	238,532
	7.8
	542,167

	1999
	301,800
	8.4
	244,684
	7.8
	546,484

	2000
	311,512
	8.7
	255,256
	8
	566,768

	2001
	331,512
	9.3
	258,893
	8
	590,405

	2002
	350,483
	10
	282,235
	8.6
	632,718

	2003
	362,690
	10.4
	291,110
	8.8
	653,800

	2004
	376,600
	11.0
	292,890
	8.8
	669,490

	2005
	395,270
	11.6
	299,200
	9.0
	694,470

	2006
	419,600
	12.5
	314,950
	9.5
	734,550

	2007
	447,650
	13.5
	342,140
	10.5
	789,790

	2008
	470,080
	14.4
	354,300
	10.8
	824,380

	2009
	491,340
	15.2
	362,600
	11.1
	853,940

	2010
	518,020
	16
	378,210
	11.6
	896,230

	2011
	547,030
	16.8
	399,550
	12.3
	946,580

	2012
	577,555
	17.5
	417,765
	12.9
	995,320

	2013
	612,160
	18.1
	436,150
	13.6
	1048310
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