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	[bookmark: _GoBack]Targed/Target 1
	Try to maintain a critical style and develop and extend it even further. 

	Targed/Target 2
	Try to extend your writing into more research-based work, you certainly have the skills to engage with and interrogate this sort of text. 

	Targed/Target 3
	Watch out for comma use - there are some splices in this assignment.  



Choose an intervention that supports the learning and development of a pupil / group of pupils. Reflect critically on its potential for ensuring pupil progression and the possible challenges that may arise.

[bookmark: _Hlk37924069]Holistic development is becoming increasingly recognised as one of the paramount responsibilities of teachers (Kochhar-Bryant & Heishman, 2010; Allen, 2011; Slade & Griffith, 2013; Grigg, 2015; Welsh Government (WG), 2020). Donaldson’s review (2015) suggested that the current national curriculum inhibited holistic learning opportunities. The experiences offered by the Curriculum for Wales (CfW) 2022 aim to develop better all-rounded citizens. This curriculum recognises that the development of the whole child is more valuable than merely cognitive development, which the previous data-focused education system has been driven by. Estyn (2017, 2018a) praise schools that deliver a curriculum whereby the holistic development of the children is central to the teaching and learning. In-school intervention programmes have developed perhaps in response to this new-found holistic perspective of learning; these programmes offer more than the traditional literacy and numeracy interventions. Schools that advocate this holistic learning ethos may offer interventions to support emotional, mental or social development. NASWUT, the Teachers’ Union suggested that the purpose of an intervention is to ‘narrow gaps between actual and expected levels of pupil attainment’ (NASUWT, ND, p.6). The intervention discussed in this paper however will focus more on the child’s achievement and progression rather than attainment level. Arguably, these aspects are a better reflection of the learning process (Davison, Kempton, Thoung, 2015). Donaldson may also challenge NASWUT’s definition as ’expected levels’ are perhaps associated with the key stages that is said to ‘hinder progression’ (Donaldson, 2015, p.52).
In this paper, the educator will discuss an intervention targeted to develop the individual’s emotional well-being. For the purpose of this assignment, an imaginary learner and school context have been devised. The child will be referred to as ‘Lowri’. 
Lowri’s teachers are becoming increasingly concerned because as she progresses through the school, she is increasingly struggling to deal with her emotions. Lowri struggles with aspects of social communication, in particularly responding to social cues and holding a conversation with another peer. She does not have an established friendship groups, but there are members of the class who she does spend time with. Lowri seems content in her own company. A set routine is key to supporting Lowri, providing stability. A strength of Lowri is her reading ability, her reading average is significantly above what is expected at her age. She struggles in Mathematics and her frustration will often result in emotional outbursts.
Lowri is a seven-year-old pupil in Year Three. Twelve months ago, Lowri was diagnosed with mild Autism Spectrum Condition (ASC). Prior to transitioning from Year Three (Y3) to Year Four (Y4), the educator identified that Lowri will need support in preparation for the change in order to minimise potential anxiety. As recommended by the National Autism Society (2017), a meeting was arranged with Lowri and the Y4 teacher, as well as a planned visit to the new classroom in the absence of other pupils for Lowri to see the new class setting, and the Y3 and Y4 teachers also had a meeting to discuss Lowri’s individual needs.
The educator writes observations of the patterns of Lowri’s behaviour and identified that Lowri is still very anxious about the transition and is becoming increasingly unsettled in class. Thus, an intervention to further support Lowri’s transition to Y4 will be devised. Social Stories will be utilised to support Lowri’s transition to the Y4 class. These stories were initially created to support the emotional and social development of children with ASC (Gray, 1995).
Emotional well-being in childhood is arguably responsible for setting the foundations of a successful and healthy lifestyle in adulthood (Cowie, 2012; Dowling, 2014; Mainstone-Cotton, 2017).  Traditional views of emotional development considered it in isolation from thinking, behaviour and language, however developments in theory and research indicate that emotions influence several aspects of the psychological processes (Cowie, 2012).  In the CfW, the Health and Wellbeing Area of Learning and Experience (AOLE) What Matters Two statement advocates emotional development as one of the fundamental components to health and well-being (WG, 2020). This statement recognises that emotional well-being influences successful learning and aims to promote discussions in mental and emotional well-being. 
According to the Education Endowment Foundation (EEF, 2019) interventions that target Social and Emotional learning can have significant gains for individuals including improved attitudes to learning that can lead to an additional four months’ progress. These findings would suggest that an effective intervention programme will benefit Lowri significantly. 
Erikson’s (1950) eight-stage model of psychosocial development presents a descriptive overview of the human social and emotional development. This theory suggests that as individuals progress through each stage of socioemotional development, virtues are gained. During each stage individuals will experience a psychosocial crisis which will result in either a positive or negative outcome. Similar to Piaget’s theory (1950), Erikson suggested that there are age-according development tasks to be achieved. Donaldson (2015) however argued that learning should be on a continuum, not restricted to age and levels. The CfW perhaps contradicts Erikson and Piaget’s theory in the use of progression steps. In Erikson’s theory, Lowri’s age corresponds with the fourth psychosocial crisis, industry vs inferiority. The social challenges of Lowri’s ASC may create an additional challenge for her; evidence-based research suggested that children with ASC lacked emotional regulation in comparison to developing peers (Cibralic et al. 2019). The role of the teacher is significant at this stage of development, as it is the responsibility of teachers to develop children’s competency.
[bookmark: _Hlk37924275]In consideration of developing competency, the emotional well-being of the individual can have a significant impact on attitudes towards learning (Pound, 2014, Mainstone-Cotton, 2017).  Dweck (2006) presented two different dispositions to learning, fixed and growth mindset. An understanding of growth mindset informs a child on how one’s competence can be grown or developed with focus and persistence. Children’s self-esteem and self-knowledge are closely linked to how they view themselves as learners and develop a sense of efficacy (Dowling, 2014). This may lead to individuals developing either a fixed or growth mindset. This growth mindset may alter the attitudes of learners like Lowri, with Additional Learning Needs (ALN), who are particularly at risk of developing low confidence and self-esteem (Brooks and Goldstein, 2013). 
In developing emotional wellbeing, Siegel suggested that the mind requires a healthy balance of ‘nutrients’ (2011). He classified these nutrients into seven daily activities and are considered essential in order to achieve optimum mental health (Siegel, 2011).  Perhaps children with ASC may struggle more than their peers to achieve optimum mental health due to the challenges of engagement with Focus Time and Connecting Time ‘nutrients’. The intervention could be considered a Focus Time nutrient as Lowri will be engaging in a focused task to support her emotional development for transition. Several of those with ASC have highly focused interests (National Autism Society, ND); Lowri demonstrates an interest in reading and this was considered in devising the intervention. Siegel (2011) however acknowledges that everyone is different so the needs of each nutrient will differ. 
Goleman (1998) refers to brain studies which suggest that one’s emotional state of mind is connected to the ability to think effectively. According to Goleman, there are four key concepts of emotional intelligence: social skills, social awareness, self-awareness and self-management (1998). He discusses the vital importance of emotions in learning and development. Goleman also talks about developing others; emotional intelligence is not an egocentric concern (1998). As noted by Kanner in the 1940s, autistic children see the world in a different perspective, which seems quite egocentric. Goleman’s theory may therefore prove challenging for those with ASC, who see the world from their own perspective without acknowledge of others around them.
The challenges discussed in these theories can be overcome. Although those on the autism spectrum may lack certain social skills or other skills, these skills can be taught (National Autistic Society, ND). It is a lifelong condition (National Autistic Society, ND), but they can learn to deal with different situations. These skills are perhaps developed as a continuum of progression. The CfW advocates this continuum of progression; the progression steps are broadly, not confined to age groups, unlike the previous levels and key stages.
In the intervention, The Leuven Well-Being Scale will be utilised to track Lowri’s progression on a weekly basis. This observation tool is a five-point scale that measures children’s emotional well-being and involvement. Lowri’s well-being was identified as ‘Low’ in an observation conducted by the educator. This consolidated the need to devise an intervention to support Lowri. 
Laevers and Moons’ Ten Action Points (1997) suggested that observation is a powerful tool to progress learners’ well-being and involvement. Action point nine and ten target children who do not reach the expected levels of well-being and involvement (Laevers, 2015). These children need additional support, or as explicitly identified by Laevers and Moon, interventions (1997). Those, such as Lowri, who are diagnosed with ALN are perhaps identified in action point ten, due to their failure in the quality involvement (Laevers, 2015). This emphasis of involvement could perhaps reflect Siegel’s Healthy Mind Platter (2011) that suggests involvement is essential to optimise brain matter and develop well-being. 
The organisation of the learning space and the provision of resources are outlined in the initial Ten Action Points (1997).  Bronfenbrenner’s Ecological Systems Theory suggests that the impact of the environment on emotional development extends further than the classroom organisation and physical objects. This theory divides the environment into five levels that can impact a child’s emotional development (Dowling, 2014). The intervention may support Lowri to develop a sense of citizenship within the school environment, developing her confidence and self-efficacy in the new class setting. Citizenship is statutory in the CfW 2022 and one of the four purposes aims to develop ‘ethical, informed citizens of Wales and the world’ (WG, 2020, p.11). Bronfenbrenner’s model may however indicate that there is a missed opportunity in the CfW 2022, to be a citizen of the community. His theory may question that can you be a citizen of Wales, without being a citizenship of your locality. 
The intervention aims to focus specifically on supporting Lowri’s transition to the next class. Bronfenbrenner (1979) defined transition as the process of ‘Whenever person’s position in the ecological environment is altered as a result of change in role, setting or both’. According to Bronfenbrenner’s model, Lowri’s transition process will occur within the microsystem level. Dowling (2014) suggests that the transition process will affects children’s feelings, she further indicates that during this process emotional well-being is unstable and this may affect the ability to learn. Therefore, it is important to promote positive transitions in the early stages of development to support children’s acquisition of resilience (Douglass, 2016). Resilience is recognised as a key component of emotional development (Dowling, 2014). Research indicates that children and young people are not resilient enough in modern society; Ysgol Preseli worked in partnership with the Pear Institute at Harvard University on a Key Stage Three (KS3) project that aimed to develop learners’ resilience, self-esteem and confidence (2016). The research project concluded that learners did not have the resilience to deal with the transition process, and this had an impact on personal and academic skills (PEAR, 2016). Although the study involved KS3 children, it may relate to those below this age because if children do not demonstrate resilience at adolescence, it would seem unlikely that resilience had been fostered in primary school. The new curriculum aims to develop ‘healthy and confident individuals who are ready to lead fulfilling lives as valued members of society’ (WG, 2020, p.11). The health and well-being of children is suggested to be linked to their ability to develop resilience (Rose et al, 2015). This confidence and resilience that is developed during childhood can have a long-lasting impact on an individual (Vostanis, 2010; Banerjee et al, 2016). Timmins (2017) suggested that those with ASC need considerable levels of resilience to be able to cope with aspects of daily life and that Social Stories were an effective tool in developing this resilience. 
Maslow’s theory (1943) would suggest that prior to achieving the suggest resilience, self-esteem and confidence, characteristics of emotional well-being (Dowling, 2014), the basic needs must be satisfied. This five-stage model can be divided into deficiency needs, and growth needs (1943). According to this theory, the intervention should firstly recognise Lowri’s basic needs, prior to developing the psychological needs and self-fulfilment needs. In the knowledge that Lowri’s basic needs are satisfied, the educator may confidently focus on supporting her emotional development. Maslow (1987) later outlined that this satisfaction of needs is not a complete phenomenon; needs do not have to fully satisfied in order to progress. In contrast to Erikson’s theory, Maslow (1987) suggested that these stages are not irreversible; lower-lever, basic needs may need to be satisfied again later in life.
The intervention aims to utilise Social Stories to support Lowri’s emotional development in preparation for the transition process. Initially, Social Stories were created to provide a short description of an event or activity to demonstrate to children with ASC what is expected in these situations (Gray, 1995). These stories have expanded and support wide-range areas of development, situatable for all children (Timmins, 2017). Social Stories present information in a concrete, literal way and are written from the child’s perspective (National Autistic Society, 2018). This literal writing supports children with ASC who may have a literal understanding of language (National Autistic Society, 2018). 
The intervention will be implemented at the end of the academic year to prepare Lowri for her transition to the next class. A learning support assistant (LSA) will deliver the intervention and support Lowri one-to-one. The sessions will be a duration of thirty-five minutes, once per week for an initially planned 6-week period. This LSA has previously worked with Lowri and they have a developed a positive relationship.  Estyn (2014) reported the effectiveness of giving responsibility to LSAs in delivering interventions. The LSA is also specialised in ASC and has led a range of intervention programmes to support learning and development. Estyn (2014) discussed the importance of professional learning whereby LSA’s areas of interest are developed and valued, developing a skilled and dedicated team of practitioners who provide inclusion education.
However, the LSA will not work in isolation; the intervention involves Lowri’s parents, the Y3 and Y4 class teachers and the Additional Learning Needs Co-Ordinator (ALNCo). As outlined in the WG document, ‘Inclusion and Pupil Support’, collaboration is key to the success of inclusive education (2016). The LSA’s will be accountable to the class teachers and ALNCO, and the educator will communicate with Lowri’s parents on a weekly basis to discuss her progression. 
Providing an inclusive and equative experience for a child with an ALN is not only good practice in schools, it is a statutory obligation. Schools have a duty to adhere to the legislation that underpin inclusion and equality. In Lowri’s provision, the rights within the United Nations Convention on the Rights of the Child (ND) underpin her ALN provision, regarding respect for the child and pupil voice, outlined in Article Twelve. UNICEF (ND) and the Well-being and Future Generations Act for Wales (2015) underpin the Health and Well-Being AOLE in the CfW 2022. It is perhaps argued that practitioners could not discuss any provision for Lowri without considering well-being; it is paramount to the consideration of the child (Dowlings, 2014, Mainstone-Cotton, 2017). The intervention recognises this as it aims to develop Lowri’s emotional well-being in preparing her for the transition. The Special Education Needs Codes of Practice (2004) identified Lowri as having an ALN, and the provision that the school should provide for her. Schools are abiding to this document until the ALN Transformation Programme for Wales is finalised. The reformed programme adopts a child-focused approach; it will enable children to have the right to appeal to the Education Tribunal, instead of parents or care givers appealing on their behalf (WG, 2018). It promotes unification; education will work alongside the social services and the health board to provide the best provision for the chid (WG, 2018). This programme should provide significant benefits for children, like Lowri because the focus is on the individual, developing personalised learning. All schools in England, Wales and Scotland, irrespective or how they are funded furthermore have obligations under the Equality Act 2010, the Act protects children from discrimination and in relation to Lowri this act protects her against disability discrimination and other forms of discrimination. 
Gray’s ‘Ten-Point Success Criteria to effective Social Story writing’ (2015) will support the educator and LSA to devise a small collection of personalised short Social Stories. Neuroplasticity perhaps emphasises the importance of personalised learning. In its simplest terms, the brain is physically shaped by experiences (Willis, 2006). Willis suggests that these new learning experiences should be meaningful in order to enter the limbic system of the brain to form new synaptic connections (2006).  The Social Stories aim to portray the transition from the Y3 class to Y4 class. In these stories, the names of both teachers will be identified as well as the specific classroom environment. This personalised aspect of the intervention is intended to be meaningful for Lowri to ease her anxieties.  
When discussing metacognition, it is important to note that the brain does not remain stationary, we are able to manipulate certain thoughts and feelings to help children overcome obstacles or challenges (Fischer, Shaver & Carnchan, 1989). Thus far, as previously discussed although those with ASC may struggle with social skills or emotional regulation, these skills and feelings can be developed, as perhaps proven by neuroplasticity. The reason a growth mindset can develop is also supported by neuroplasticity; the ability for the brain to change, adapt and rewire itself. 
There is a wealth of literature in ALN education to support the use of Social Stories for children with Autism (Del Valle, McEachern & Chambers, 2001; Swaggert, 1995; Briody & McGarry, 2005, Delano & Stone, 2008; Harris, 2017). Gray (2010) argued that Social Stories intervention can support children with ASC by illustrating social situations that can be difficult to understand. These stories can help children with ASC to manage and regulate their behaviour and emotions by providing exact descriptions of what happens in a situation, and why this occurs (Briody & McGarry, 2005). Social Stories are written from the child’s perspective (Gray, 1995), this encourages the reader to relate to the story, and to then feel in control of this situation (Timmins, 2017). This could therefore support Lowri’s transition, as her feelings of anxiety are likely to be because of the unpredictably of change in an unfamiliar classroom environment. 
According to a study on school professionals’ use of, results and attitudes of Social Stories, the most popular use was personal grooming and hygiene (Ventimiglia, 2007). In this study, transition to a new class or school was recorded as the least popular purpose of intervention (Ventimiglia, 2007). This study may suggest that utilising Social Stories to support transition is not well-recognised by school professionals. However, the study is small scale with only nineteen participants. There is also perhaps an overlap in purposes; dealing with emotions and transition to a new class/school are closely linked. Dealing with emotions was one of the most popular uses of Social Stories. In this intervention, the purpose of Social Stories is to develop Lowri’s emotional well-being by supporting her transition process. Therefore, it may have been difficult for participants to indicate a single purpose. 
Social Stories are considered an uncomplicated intervention to implement (Dev, 2014; Mancil et al, 2009). As an in-school intervention, these stories are effective because they are time-efficient and cost-effective (Dev, 2014; Benish & Bramlett, 2011). Timmins (2017) furthermore supports the use of Social Stories in supporting children with ASC and developing resilience; Timmins indicates that a Social Story shares missing social information (2017). 
Another strength of this intervention is that it will utilise the relationship between the LSA and Lowri. The LSA and Lowri have developed a positive pupil-teacher relationship. As Hattie (2009) noted, developing these positive relationships reaps rewards, leading to better social and academic behaviour. Hattie also suggested that the quality and nature of the relationships that teachers have with children has a greater effect on progression and outcomes (2009). Trust is perhaps an important element that is developed in these positive relationships; the child is not afraid of the unknown and is not afraid of getting things wrong because they trust the teacher (Marsh, 2012). It is therefore suggested that the pupil-teacher relationship in the intervention will perhaps lead to better outcomes for Lowri in developing her emotional well-being to deal with the transition process.

Although emotional development is the focus of this intervention, the linguistic development is another valuable learning opportunity. In reading and responding to the story, Lowri will be developing key literacy and language skills. Literacy is a mandatory cross-curricular responsibility in the CfW 2022 that is considered essential in equipping children with lifelong learning skills (WG, 2020). Reading is an interest of Lowri’s, it was discussed in a meeting that Social Stories will be effective for Lowri due to this enjoyment. Lowri’s one-page profile was utilised in this meeting and is an important document to understand her needs and interests (See Appendix). This document is perhaps an advocate for Lowri’s voice; it was completed by her with support of the LSA. Estyn (2018b) recognises these documents are an effective tool to demonstrate the value of pupil voice. 
A potential limitation of the intervention is that the LSA is not specifically trained in utilising Social Stories. Dev’s (2014) study recommended additional training for teachers on using Social Stories to maximise the learning and development. However,  the LSA has extensive knowledge and experience with children with autism. Hattie may argue that relationships are more valuable than additional training (2009).  
Research studies have further indicated the possible limitations of Social Stories (Crozier and Tincani, 2007, Santosi, Powell-Smith and Kincaid, 2006). Crozier and Tincani suggested that in isolation, Social Stories may not encourage motivation to alter behaviours. This study concluded that Social Stories may need to be combined with another intervention to influence change of behaviour. Santosti and colleagues (2006) proposed that the personality traits of the individuals may also affect the effectiveness of the intervention; those who lack motivation or have poor communication skills tend to have limited gains as a result of Social Story interventions. Brown (2000) also indicated that motivation affects the amount of time people are willing to devote to learning. The intervention utilises Lowri’s interest of reading as an opportunity to motivate the learning and progression. 

Lastly, although there is an increasing popularity of Social Story interventions, there is limited research-based evidence to evaluate the use of Social Story interventions for children with ASC (Ali & Frederickson, 2006). Test and colleagues (2011) suggested that there was a need for additional research to examine the impact. This intervention will develop the educator’s practice, as it will be evaluated to measure the impact it had on Lowri’s learning and development in order to establish conclusions and inform future intervention programmes.


Bucholz (2012) reviewed an extensive amount of research on Social Stories as an intervention in isolation. Buckolz suggested that that social stories are an effective intervention for children with Autism because they allow the information to be described explicitly from a child’s perspective, providing illustrations to support understanding (2012). Conclusions from the study also indicated that the potential success of Social Stories is dependent on how they are devised; practitioners should consider the linguistic ability, age and cognitive level for whom the story is written for (Bucholz, 2012). The state of Flow is the theory that emphasises the importance of devising an activity that requires the appropriate level of skill and challenge (Csikszentmihályi, 1990). As a result, the child will enter a state of flow where they are absorbed by the activity and are fully engaged. Siegal’s theory supports the importance of focus time (2011). 
Furthermore, this early intervention aims to prepare Lowri for the major transitions. Farrell (2012) highlighted that major transitions for autistic children may include starting a new school, moving to a new house and moving to further or higher education. UNICEF emphasise the importance of childhood development in forming the ‘basis of intelligence, personality, social behaviour, and capacity to learn and nurture oneself as an adult’ (2013, p.1). Similarly, the World Health Organisation indicates that early childhood development is fundamental to the quality of health and well-being, learning and behaviour in adulthood (2015). Due to the nature of autism, several individuals with ASC are resistance to change. Major transitions which can be difficult for many children are particularly demanding for children with ASC (Farrell, 2012).  This early intervention to support a smaller transition may therefore develop Lowri’s sense of resilience to major transitions and support her to deal with these in the future. 
In conclusion, the discussions based on emotional development emphasise the significance of devising an intervention to support emotional development (Erikson, 1950; Goleman; 1998; Siegel; 2011). These theorists perhaps support the notion that well-being should be an additional cross-curricular responsibility in the CfW 2022. Maslow (1987) for example illustrates in his model the importance of emotional well-being and that without feeling psychologically safe and secure, it is unlikely that we can progress. Experts in brain development furthermore indicate that emotions are the ‘ignition switch’ in learning (Pound, 2014, p. 110).
The research indicates that the most successful teachers are those who maximise the potential of their pupils, acknowledging that cognitive development is merely one aspect of child development (Siraj & Taggart 2014). Developing a positive pupil teacher relationship is also key to excellent practice of teaching and learning (Hattie, 2009, Marsh, 2012). This bond can enhance a child’s emotional well-being as it develops a sense of belonging to the classroom and wider school community. Dunbar (2010) suggests that establishing these strong relationships with pupils leads to holistic development. 
The next steps of this intervention will be dependent on Lowri’s progression in the six-week period. The discussions on Social Story intervention would suggest that it will develop Lowri’s emotional well-being and prepare her for transition. If successful, the intervention will be implemented across the whole school to prepare children for transition. It could be considered to give Lowri the opportunity to write her own Social Story based on her own experience; recognising that her voice and views are valued may further develop her self-efficacy and self-confidence. 
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