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	Targets
	How you have worked on this
	An example can be found on

	Target 1 Revise Harvard referencing protocols https://uwtsd.ac.uk/media/uwtsd-website/content-assets/documents/library-and-learning-resources/infoskills/Harvard-eng_v.1.2.pdf
	I have followed the link provided and revised the protocols. I have had the Harvard referencing guide up on my laptop and referred to it throughout. 
	Throughout my assignment when referencing or paraphrasing and within my reference list. 

	Target 2 Extend your engagement with literature by engaging further with peer-reviewed journal articles

	I have filtered my searches on the library website to only show peer reviewed articles and have used these in my assignment.

	This can be seen within my reference list. This is a target that I wish to develop further as I do not feel I have achieved it to the best of my potential within this assignment. 

	Target 3 Proof-read your work carefully to avoid minor errors
	I have proofread my assignment multiple times in attempt to avoid any simple errors. 
	This should hopefully be evident throughout the assignment. 



Supporting your discussion with theory, practice and evidence from literature, critically reflect on how you would support an individual learner whose progress is being affected by specific barriers to his/ her learning during one particular transition period (horizontal or vertical).
Module- ECAD6013
Total word count- 5066
The intensification of the War in Ukraine has resulted in “civilian casualties and destruction of civilian infrastructure” (UNHCR, 2022a), necessitating the movement of Ukrainian nationals, fleeing their homes in the search of safety and protection. For the context of this assignment the learner featured will be referred to by a pseudonym, Dimitri. This adheres to the BERA guidelines (2018) and University’s ethical code of conduct (2022) which similarly call for anonymity of any participants in research. Dimitri is a six-year-old pupil originally from war torn Ukraine, who is now living as a refugee in West Wales with his mother. Dimitri and his mother are now classed as refugees as they have had to flee Ukraine for their own safety (Dwivedi, 2002; Van Oudheusden, 2018). They are two of the 138,400 recorded Ukrainian refugees residing in the United Kingdom (UNHCR, 2022b). Unfortunately, Dimitri’s father was unable to leave Ukraine and has had to remain in the country, fighting for the army. A significant vertical transition is being undertaken, starting a new school and receiving an education in a language he does not know. A vertical transition being a life altering transition that does not happen regularly (The Open University, 2017). As Dimitri would be classed as an individual with English as an Additional Language (EAL), this is presenting as a barrier to his transition. Pre-school education becomes compulsory at the age of five in Ukraine, primary education starting at the age of seven (Ministry of Education and Science of Ukraine, 2022). As a result of the war, Dimitri was unable to receive any schooling whilst still living in Ukraine and consequently, has very little understanding of English, or how to behave within an educational setting. Despite being an individual with EAL, this is not deemed an Additional Learning Need (ALN) by the Welsh Government (2021), detailing that although additional support may be required it must not be considered to limit the child’s potential. The support intervention that has been decided upon for Dimitri focuses on Social and Emotional Learning (SEL). Literature and theory have identified SEL as an essential steppingstone prior to any academic learning for children with EAL. The possibility of supplying a refugee child who cannot speak the language of the school with a full school curriculum is inconceivable (Van Oudheusden, 2018). SEL must be considered at a forefront to develop values such as connection, compassion and most importantly, trust (Vostanis, 2016; Van Oudheusden, 2018). 
Due to the fast pace of war and refugee movement, governments are not always prepared for an influx of individuals, especially children in primary schools even more so, those living in rural environments. Consequently, councils do not have the infrastructure in place or immediate funding to support refugees as soon as they start in their primary schools (Vostanis, 2016). Farrell (2009), notes that if children do not have access to an appropriate education and support to achieve their full potential, barriers to learning and participation occur. The Welsh Government are attempting to overcome this idea by ensuring all learners have “access to an appropriate education that affords them the opportunity to achieve their potential” (Welsh Government 2016, p2). Nevertheless, the fast-thinking teacher of today is aware of the resources available to them, via organisations such as UNHCR and their Guide for Teachers (2021). Estyn (2018; 2022) offer in depth examples for schools to follow on the admission and integration of refugees and learners with EAL, and how best to support their families within their Effective Practice publications. There are a number of similarities between the two Effective Practice publications. Firstly, the two feature the importance of supporting the learners’ family even prior to the learner starting at the school. Many adult refugees have undergone severe trauma, they may have little or no understanding of English, and as a result enrolling their child in a school may feel impossible or fall low in their agenda. Estyn (2018; 2022) recommends that once a school is made aware of the families in need, help should be offered to explain and complete any enrolment forms ensuring that the children can access their right to education (UNICEF, 2016). Induction packs are advised for the children to complete prior to joining the class, so they can be passed on to any key stakeholders that the children may encounter (Estyn, 2022). This was not offered to Dimitri prior to entry, however, is an activity that has been included within his support sessions, as it has been viewed as important from research of other effective practice across Wales. In an attempt to reduce the stress of encountering multiple stakeholders, a teaching assistant from his classroom is being utilised during Dimitri’s intervention sessions, prior to his Ukrainian speaking teaching assistant being able to begin. Arshad et al. (2012) suggests that teachers of EAL learners must not only engage with the child as one of their learners, but further as an opportunity to develop their own knowledge and pedagogic approaches including the cultural capital of the learner. 
Culture is crucial to human development (Rogoff, 2003; Vélez-Agosto et al., 2017; Watson, 2017) especially to a refugee child who has had to deal with every aspect of life changing. Acknowledging the identity of a refugee is vital to their integration into a new community (Symonds, 2015). The importance of autonomy in a person's psychological wellbeing is recognised by Symonds (2015), if a child is unable to be autonomous due to a barrier, in this instance EAL, then the extent to integration is restricted. In addition to the stresses that affect all children, refugees can further experience stress due to racism and due to a disjointed home life (Dwivedi, 2002). Dimitri’s teacher has delivered lessons to the whole class, educating them about Ukraine and refugees such as Dimitri. This has been in the attempt to exclude racism from the environment and teach them how they can help him integrate into their class. The children suggested he should have a name tag on the spare peg as they all do, they also discussed ideas such as being able to show him where to put his water bottle, where the toilets are and how to line up for and after play time. The lessons have had a positive impact on the whole class attitude and has excited the children to learn more about a country they didn’t know of prior to learning about Dimitri. By including Ukrainian culture within the classroom, the teacher is showing acceptance for Dimitri and allowing him to have points of recognition within his close environment which will in turn offer him a feeling of comfort, allowing him to relax and be at ease (Van Oudheusden, 2018). 
Bronfenbrenner’s Ecological Framework and the work of Barbara Rogoff appear to be closely linked to the concept of culture and community shaping learner’s outcomes. Concerning Bronfenbrenner’s Ecological Framework, it is compiled of five systems which all surround the child (Watson, 2017). Dimitri’s microsystem would include his mother, teacher and teaching assistant, having the largest influence on his development. Following that there is the mesosystem, this system demonstrates the connections within the microsystem, be that communication between parents and teachers. Dimitri is not directly involved with the exosystem, which focuses on impacts to others around the child, such as his mothers’ mental health due to what they have encountered. Culture is the focal point of the macrosystem, involving religion, ethnicity and class. Lastly, changes over time are the main feature of the chronosystem (Watson, 2017), for Dimitri, such changes have been momentous in a short period of time. The generalisation of Bronfenbrenner’s theory is that all elements of everyday life are included, inclusive of elements which the child does not even realise is impacting upon them. Vélez-Agosto et al. (2017) however, address the extent to which Bronfenbrenner can be associated with culture, considering how important he deemed it, being so distant from the individual. Rogoff instead saw cultural processes as having relevance in all aspects of life through general socialisation, rather than having indirect involvement with an individual (Vélez- Agosto et al. 2017). Piaget similarly held the view that cultural identities are fundamental to children’s learning. Within their own culture, children gain a feeling of ‘belonging’, which offers a certain autonomy within that environment (Smidt, 2013), for a refugee in a new community, it can take a long period of time to acquire similar senses of belonging and autonomy. 
Effective dialogue between stakeholders, in this case the class teacher, parent and teaching assistant, helps to encourage the exchange of ideas and opinions on how best to support the individual (Arshad et al., 2012). Initially, Dimitri’s mother was not supportive of him participating in intervention sessions however, following discussion of the benefits and some adaptations she proposed, the plan in place was agreed. Peer and Reid (2016) highlight the crucial role specialist teachers have in compiling support plans for learners with barriers to learning. However, the views of the child and the views and needs of the parents must also be taken into consideration when achieving an inclusive education for the learner (Welsh Government, 2016; Peer and Reid, 2016). It was agreed that the intervention would take place during the timetabled literacy sessions as Dimitri would be unable to understand the lesson and would be playing with Lego. Some may consider removal from any lesson for an intervention to be exclusion rather than inclusion. In contrast, UNESCO (2005) views inclusion as a process, which involves implementing strategies to achieve a final objective.  Meeting Dimitri’s SEL needs and creating a professional relationship with a teaching assistant will help him develop holistically. Holistic development encompassing all areas of development; social, emotional, physical, cognitive and spiritual (Brodie, 2002). Further, literature suggests that there are two main approaches when considering inclusion, a universalist approach and a recognition of difference approach (Peer and Reid, 2016). A universalist approach considers every individual as the same, highlighting common desires for all, initially appearing inclusive. However, this approach lacks any consideration for disadvantaged children due to possible social, economic or impairment barriers. In contrast, a recognition of difference approach requires reasonable adjustment and support for some individuals, to rectify any inequalities they are experiencing so that every individual can achieve their best potential (Peer and Reid, 2016). 
Adverse Childhood Experiences (ACEs) can have lifelong substantial impacts on those who they are inflicted on, mentally and physically (CDC, 2021). Dmitri has experienced numerous ACEs due to the war, multiple family members have lost their lives, witnessing bombs exploding and fighting on his doorstep and his family being separated resulting in his father remaining in Ukraine. Public Health Wales (n.d) identify that ACEs not only cause detrimental impacts to an individual’s health but also can result in poor school performance and a cycle of future generations similarly experiencing ACEs. Experiencing multiple ACEs can result in toxic stress and higher cortisol levels within the brain, possibly leading to a child who cannot regulate their thoughts or actions as their brain is overstimulated (Center on the Developing Child, 2022). The Center on the Developing Child (2022) suggests that by meeting an individual’s needs and reducing any additional forms of stress, further significant damage can be prevented. Furthermore, a child can be alleviated from the impact of toxic stress by “fostering strong, responsive relationships” (Center on the Developing Child, 2022). A ‘strong, responsive relationship’ is what is attempting to be achieved by offering Dimitri the support interventions to work closely with a teaching assistant. Following Maslow’s hierarchy of needs, Dimitri would have severe difficulty to progress as he has been and still is lacking many needs to be met. In Ukraine he was often deprived of food due to lack of money and the war preventing food supplies reaching his village. Similarly, the water pipes burst as a result of the bombs thus there was no running water in his house. Another crucial phycological need Dimitri lacked for a prolonged period is safety, as the war got closer to his doorstep. Despite now having somewhere to call home it cannot be ignored that the individual may not consider themselves safe instantly (Van Oudheusden, 2018). “When children’s needs are met, they blossom; when they are not, they suffer. Where there is an anti-racist approach, all children benefit” (Brown, 1989, cited in Alderson, 2008, p58). 
Dimitri would be considered a vulnerable learner due to his experiences and label of EAL (NFER, 2018, Dwivedi et al., 2002). It is not uncommon for children to come from single parent families, in 2021 there were approximately 3.6 million children in the United Kingdom who were a member of a separated family (Department for Work and Pensions, 2022). However, it is a trauma for every child to experience a breakup in family dynamic, which is heightened when the child then must travel miles from home to a country where they cannot speak the language. The idea of vulnerability can be categorised into three aspects for refugees, legal, emotional and practical implications. Practical implications may often be dealt with by adults, their parents or guardians and the local authority and cover issues such as housing. Emotionally, refugees undergo significant ordeals, loss, fear and drastic alterations. Legally in many countries refugees lose any rights they held in their home country (Dwivedi et al. 2002). The United Nations Convention on the Rights of the Child (UNCRC) is composed of 54 articles which announce the rights every child should have (UNICEF, 2016). Article 2 is often considered one of the most important articles within the UNCRC as it explains that all children, regardless of their race; sex, religion, language, political stance, nationality, ethnic origin or other statuses (UNICEF, 2016). Despite the Government of the United Kingdom implementing the UNCRC in 1992, they held a reservation on article 22, restricting the intake of refugees, limiting families reuniting and the support provided to refugees. After many campaigns from the public and organisations such as ECPAT UK (2016), the reservation was formally lifted in November 2008 (Parliament, 2009). All articles are of severe importance to children; however, some hold specific relevance to refugee children. Under articles 22 and 39, Dimitri has rights to refugee status, support for recovery as a child victim of war and access to all rights included in the Convention (UNICEF, 2016). Publications including the UNCRC (2016) under article twenty-eight and The Salamanca Statement (1994) similarly consider the fundamental right all children, including those of refugee status, have to education. In addition to having such rights, respect for these rights from those of authority is even more crucial for those greatest in need (Alderson, 2008). An argument against children’s rights considers that rights must be accompanied with obligations and responsibilities and can only be given to those who can exercise such rights independently (Alderson, 2008). However, this argument fails to consider that although children may not be able to use the specific language relating to their rights, they often ask for adults to listen to what they have to say and enjoy having choice (Lansdown and Newell 1944: Save the Children 1999). The school Dimitri has enrolled in is considered a rights respecting school, ensuring that all children are aware of their rights and those of their peers, ensuring that pupil voice is viewed at a forefront to the majority of decisions made about the pupils. 
A feature of both effective practice examples is assessment, with regard to assessing the level of English the learner has on entry to the school (Estyn, 2018; 2022). Some studies imply that learning a new language helps a refugee integrate into their new community. Others however argue that this disrupts the family life of the refugee as their language comprehension is better than that of their parents. They also have higher expectations imposed on them, becoming the interpreter for the family which some may enjoy, however can be an added stress for others. (Van Oudheusden, 2018). Lane (1999) suggests that if staff prevent a refugee speaking their native language racism is less prevalent in the classroom. A major drawback of this approach is that it contradicts the UNCRC, article 2 in particular, as it introduces discrimination. Possibly resulting in the child deteriorating further in education due to lack of confidence and a feeling of shame for speaking an additional language. Senker (2017), further develops the understanding that refugee children have lost valuable time in education through no fault of their own and now must be taught in a language they do not necessarily have knowledge of, resulting in taking longer than usual to achieve their full potential. In addition, research indicates that children who are encouraged to speak their native language learn English at a faster pace (Lane, 1999) and develop a “greater wealth of metacognitive and metalinguistic strategies” (Gregory et al., 2004, cited in Smidt, 2013, p94). Arshad et al. (2012) further suggest that if practitioners build upon the complete range of languages a learner with EAL has, the optimal environment for language and academic development is formed. When considering the support intervention for Dimitri, a translation tool will be available for communication between him and the Teaching assistant as the focus will not be on language but rather his social and emotional development. 
A notable theory that holds language at the forefront and considers learning through interactions is that of Lev Vygotsky’s. Vygotsky was of the belief that children learnt through talking and listening to other people (MacBlain, 2014). Alderson (2008), is similarly of the view that learners actively learn from their relationships with other individuals, adults and children alike, through feelings, actions and shared experiences. Observation was also key within the ideas of Vygotsky, teachers can be best placed to plan their learner’s curriculum if they spend time observing them and their needs (Mooney, 2013). Unlike the ideas of Piaget, Vygotsky considered that development was not solely affected by the physical environment but further by the social environment learners were exposed to (Mooney, 2013). It could be argued that although Dimitri lacked a formal education, he learnt from conversations witnessed, mundane tasks that he was involved in such as preparing meals and visiting the local community. A significant element of Vygotsky’s theory is his concept of the zone of proximal development (ZPD). The ZPD for a learner is best defined as the distance between the most complex task a learner can complete independently and similarly, that which they can complete with assistance (Mooney, 2013). Teaching practitioners can obtain a learners ZPD through observing them and utilise this information when planning a curriculum for them (MacBlain, 2014; Mooney, 2013). The support provided to learners is often referred to as ‘scaffolding’ which connects with the ideas of Jerome Bruner (Upham et al., 2013). Within Dimitri’s intervention sessions, the teaching assistant will be attempting to offer scaffolding for him to follow, such as completing the booklet and expressing emotions. The theory of Vygotsky cannot be viewed with complete trust, Vasileva and Balyasnikova (2019), identify that during the time Vygotsky published his work, censorship was present adapting any Soviet research papers to comply to the Marxist ideology. A further criticism of Vygotsky’s theory is not the theory but the reliance on translation as Vygotsky wrote only in Russian, thus there are no direct translations of some of his writing (Smidt, 2013; MacBlain, 2014).  
Piaget similarly held the view that children learn from experience (Smidt, 2013). As opposed to Vygotsky’s concept of ZPD, Piaget however, was of the impression that infants have the innate ability to learn from and adapt to the environment around them (Smidt, 2013). MacBlain (2014), acknowledged that Piaget believed teachers need to develop tasks which are “stimulating and that are appropriate to their stage of development, as opposed to attempting to accelerate their learning” (MacBlain, 2014, p43). This could be argued however to limit a child achieving their full potential. Although published prior to the new curriculum for Wales, Alderson (2008), features the idea that children have become passive within education, ignoring learners’ powerful capacities. In contrast, Piaget used the term ‘active learner’ to describe infants in his theory, depicting the idea that infants are never passive in their learning and are in fact cognitively pro-active in understanding the world around them (Smidt, 2013). Schemas are a feature of Piaget’s theory, believing that it is through repetition children learn. Although they may not initially understand, repeatedly being exposed to a concept or idea children build schemas leading to cognition developing (Smidt, 2013; MacBlain, 2014). This has influenced the language development approach for Dimitri during his support sessions. Despite not directly teaching Dimitri English during his interventions, it is believed that through the language used in the sessions and classroom, he will begin to gain simple phrases and recognise simple instructions. However, Piaget’s theory must be viewed with criticism as it fails to provide research on any children other than his own, thus this must limit the integrity of his theory and introduce ethical considerations (Babakr et al., 2019).  
As a result of evidence from practice and research findings, a SEL focussed intervention must be considered most effective for supporting Dimitri through his transition into his new school. Although not focusing on learning the English language, research suggests that an indirect approach will be successful for a learner with EAL (Arshad et al., 2012; Smidt, 2013; Van Oudheusden, 2018; Alderson, 2008). Dimitri’s social and emotional well-being will remain at the centre of the intervention. This has been discovered to be fundamental prior to any academic learning, as his need for support in this area is strong (Van Oudheusden, 2018). It is often forgotten how prevalent social aspects of transitions are, especially that of moving school (Symonds, 2015), heightened further by moving countries. Through social interactions with the teaching assistant, it is expected that Dimitri will gain confidence and become more comfortable in the school environment allowing him to progress and develop ((Brown, 1989, cited in Alderson, 2008, p58). Play has also been viewed as crucial to a child’s development as it is through such discovery, they identify new facts and piece ideas together, the theories of Piaget, Vygotsky and Bruner all underpinned this idea (Smidt, 2013). Consequently, play materials such as Lego will remain within the environment of the intervention and opportunities for play have also been included within the support plan. A generalised limitation to interventions often not considered is the workload of staff involved. Often staff are assigned an increase in number of roles without an increase in time or pay to complete them. In a survey issued by the National Education Union (2018), 32 percent of teaching assistants only deemed their workload ‘manageable’ sometimes. Not only must teaching a child with EAL be viewed as rewarding as they progress and develop, it must also be seen as a significant professional learning opportunity (Arshad et al., 2012), supporting personal development in line with the QTS standards. Within the changing world and society of the 21st century an active teaching professional must be receptive to new research and information at their disposal. Recognising that there are always opportunities to expand their knowledge and professional development. This is an approach I aim to carry with me throughout my professional career. 
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Social and Emotional Focus Intervention-
The intervention will be ongoing in the ‘Cwtch’, once a day whilst the class literacy lessons are taking place. This time has been chosen as it causes the least impact on the natural flow of the classroom, and it is a time where Dimitri is currently just playing with Lego due to the language barrier. Sessions will involve a teaching assistant, Miss Jones, and Dimitri for a period of one half term. This is prior to a Ukrainian speaking practitioner being able to assist Dimitri. Sessions will focus upon the Dimitri’s emotional well-being and basic social skills as research suggests this is required before language development can happen. 
Opportunities for Dimitri to play with Lego, paint or colour will also be clearly laid out in the ‘Cwtch’ should he get upset or stressed at any point. Miss Jones will observe what is created each session and take pictures. An iPad will be always available for any translation or communication needs and Miss Jones will be attempting to pick up simple Ukrainian terms that she can use with Dimitri. 
This intervention will follow the New Curriculum for Wales’s (CfW) Health and Well-being Area of Learning and Experience (AoLE) which is now being implemented across the country.
Dimitri’s Mum has seen the support plan and agreed to the implementation of the plan. Mum will have access to a Class Dojo where pictures and videos from the intervention sessions will be shared. Communication between the school and Mum will also be possible through this forum.
	Week
	Lesson Focus
	Session activities (30 minutes)
	Links to CfW, Health and Well-being AoLE, How we process and respond to our experiences affects our mental health and emotional well-being. 

	Week 1
	Bonding. 
Identifying feelings and emotions.  
	Prior to the session Mum has explained why Dimitri will be having sessions in the Cwtch with Miss Jones. 
The session will start with Miss Jones introducing herself to Dimitri. A translation app will be used if needed on Miss Jones’ iPad. There will be an ‘about me’ pack that Dimitri will complete during the 6 weeks with the help of Miss Jones. This will have a heavy focus on Dimitri’s home life in Ukraine prior to the war. There will be pictures for Dimitri to colour in and opportunities for him to draw what makes him happy, who he has in his family and any other pictures he chooses to draw. Miss Jones will also complete a similar pack, completing who is in her family, what she enjoys doing in her spare time and so on. Simple English terms will be emphasised to Dimitri. Laminated emojis will be used to show different emotions and feelings in English with the possibility of being translated if confusion persists. Simple questions will then be asked including, “How are you feeling today?”, “What makes you happy?” and “What makes you sad?”. The session will end with an activity of Dimitri’s choice. 
	Progression Step 1- I can notice and communicate how I am feeling. 

	Week 2
	Emotion bingo
	The session will start with a short check in, asking Dimitri how he is feeling. Emotion Bingo will be played, with Miss Jones acting out the emotions as they pop up on the interactive whiteboard. Dimitri will then be invited to act out the emotions too if he wishes. Flash cards will then be produced showing different situations and Dimitri will be asked to show how these would make him feel. Ensuring no pressure is imposed on him answering any questions. Again, the iPad will always be close by for any translation needs. The ‘about me’ booklet will then be used to finish the session, focusing on pages about Dimitri’s favourite foods, colours and activities. 
	I am beginning to have an awareness of how feelings are communicated through actions.

	Week 3
	Mindfulness
	A Ukrainian mindfulness video will be played on the interactive whiteboard at the start of the session. Dimitri will have a soft carpeted area that he can lie on to concentrate on the video. After the video, Dimitri will be asked how he feels. At this point Miss Jones will reassess what makes Dimitri happy and sad, identifying any changes in his feelings from the first week. Miss Jones will try to instruct a yoga session with Dimitri to fully relax him after a possibly intense session. 
	I am beginning to have an awareness that thoughts and feelings change, and I am starting to notice when change happens. 

	Week 4
	Reflection
	This could be an upsetting session for Dimitri so will be approached with caution. Miss Jones will carefully approach the ideas of what Dimitri went through in Ukraine and his journey to West Wales. The concept of safety will be addressed, that Dimitri is now safe, Mum is working in a local salon and has an income to buy them essentials and even treats. This session will end with an activity of Dimitri’s choice to ensure that he is happy returning to class.  
	Progression Step 2-
I can reflect on my own experiences. 

	Week 5
	Games
	At the start of the session Miss Jones will check in with Dimitri. A variety of games will be set up in the Cwtch, Jenga, Snakes and ladders, dominoes and hungry hippos along with others. The focus for the first half of this session will be for Dimitri to have fun. For the second half of the session Miss Jones will introduce new scenario flash cards, asking Dimitri how he would feel if he was in this situation. Hopefully here some progression would be visible from week 2. 
	I can notice and communicate my feelings.

	Week 6 
	About me booklet
	During this session the booklet will be looked at, ensuring that it is completed, finishing any gaps that remain. This booklet will be passed on to Dimitri’s teaching assistant during half term so that they aware of his likes and dislikes and can personalise their approach over half term before starting. Miss Jones will ask if there is any other information Dimitri feels his teaching assistant should know, if he would like to draw any pictures or write any messages to her. 
	I can understand how and why my thoughts, feelings and actions
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