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Part 1 – A Written Reflection 
Word Count – 4196

Pupil progression is arguably intrinsic within pedagogy and to every school curriculum design (Vygotsky 1978; Blatchford 2011), also recognising a defining characteristic within the Curriculum for Wales (2022) (CfW), with holistic progression becoming increasingly highlighted as an important responsibility for teachers (Barrett, 2013). Donaldson’s (2015) review criticised the previous Welsh National Curriculum, suggesting it discouraged holistic learning opportunities. However, the current CfW (2022) aims to develop “all-rounded citizens”, appreciating that the “development of the whole child is more valuable” (WG, 2020). It has been argued that practitioners that advocate a holistic learning approach ultimately aid pupil progression, further allowing interventions to support emotional, social and/or behavioural development (Mcilroy, 2021). Research implies that in-school interventions have developed, to support children holistically in response to the increasing status of holistic pedagogy and development, with these approaches involving “individualised plans”, inclusive to all learners needs and targeting “non-cognitive skills” (Shafran & Bennet, 2017, pp.44). Literature depicts that “interventions are normally understood as activities that are additional to those employed routinely with pupils” (Campbell & Stanley, 1966), with the NASUWT recognising that interventions have a “legitimate place when supporting pupils’ progress and achievement” (NASUWT, 2018, pp.5). This paper will discuss interventions which focus on progression, rather than attainment, tailoring towards a pupils’ emotional development. Progression can be defined as the purposeful “sequencing of teaching and learning experiences across multiple developmental stages” (Education Reform, 2013). Arguably, progression best reflects a child’s process, with development theories indicating “expected levels” (Shute & Slee, 2015). This contradicts the recently proposed CfW progression steps (WG, 2020) and research suggesting that learning should not be inhibited by ‘expected outcomes’ related to age-according levels (Donaldson, 2015). The purpose of this assignment will reflect how an individual learner can be supported whilst experiencing a transition period, whose progress is being affected by specific learning barriers. A transition can be defined as a change in conditions or environments (Symonds, 2015). For the assignments purpose, the pseudonym “Jack” will refer to the imagined learner and “School A” will refer to the devised school. This aligns with ethical guidelines in providing anonymity when protecting the rights of others (BERA, 2018). 
Jack has been diagnosed with Autistic Spectrum Disorder (ASD) which was originally perceived as an “emotional illness” with “apparent delays in development” being a direct result of the condition (Kanner, 1943, p.221). However, Kanner’s description has modified over time, acknowledging the fundamental condition having “different effects in different individuals in different circumstances” (Jordan, 2002, pp.15). Jack’s teacher is increasingly becoming concerned with his demonstrated low well-being levels, engagement and development since the beginning of his recent in-school transition period, of moving-up from ‘Foundation Phase’ (Year 2) to ‘Key Stage 2’ (Year 3). Prior to this, Jack has experienced parental separation which negatively impacted his emotional development, due to his mother being a victim of physical abuse, an aspect in which Jack was frequently exposed to. This indicates a specific adverse childhood experience (ACE), defining “traumatic events such as abuse, or chronic stressors relating to neglect and parental separation that are out of the child’s control” (Corcoran & McNulty, 2018). Literature indicates that ACE’s negatively affect a child’s development (Kahn & Vexzzuto, 2015) due to the long-term impact upon their well-being (Bellis, 2016). His vertical transition has furthermore concerned his well-being and engagement levels due to elements of his disorder, ultimately struggling to understand and cope with the new in-school change. From class observations, emotional and behavioural issues have been identified, and his teacher has approached Jack frequently to discuss his feelings regarding his parental separation and new transition, but Jack was unable to communicate his feelings. This indicated a low-level of emotional literacy; failing to understand and manage his emotions, (Sabater, 2021). Thus, two interventions have been devised to support Jack develop emotional literacy skills and behavioural self-management. During an informal meeting, the key stakeholders involved within Jack’s provision: his mum, class teacher, teaching assistant (TA) and an Emotional Literacy Support Assistant (ELSA) within the school, discussed the devised interventions to support Jack meet development progress.
[bookmark: _Hlk118713503]Alongside Jack’s emotional illiteracy, issues concerning his behaviour has aroused due to his disorder and inability to cope with the transition changes. Literature may suggest some explanation for his behaviour, as this may arise from a prime cause of reactions to stress, supporting the perception of autistic children displaying behaviours of ‘trapped’ patterns of thoughts and interactions (Peters, 1997: Knowles, 2006). Jack’s behaviour difficulties can further be described through Wing’s (1996) ‘Triad of Impairments’ theory (appendix.1), highlighting the significant differences in the development of “social interaction, communication and flexible ways of thinking and behaving”, with the impairment-model separating well-defined characteristics (Cashin & Barker, 2009). The change of in-school environments have impacted his behaviour as his disorder dis-enables Jack to accept the change, acknowledging that new classrooms can be “confusing and frightening places” (Knowles, 2006, pp.87), with the impact of his parental separation adding to this. Jack’s ACE emphasise an effect of trauma which typically includes “emotional abuse or witness in of violence or abuse towards others”, potentially presenting increased anxiety or anger outbursts (Dunstan, 2008). Additionally, a recent study identified that an ASD diagnosis was significantly associated with a higher probability of reporting one or more ACEs (Taylor & Gotham, 2016), with the core autistic symptoms potentially predisposing children to stressful-traumatic situations (Kerns & Berkowitz, 2016). In relation, it was determined that parental separation was one of the most experienced ACE of Welsh citizens (Bellis, 2016). Literature proposes that ACEs can have a “lasting negative impact on children’s development”, suggesting a considerable “continuity between early and later behavioural difficulties” (McAuley, 2006, pp.46). Research further emphasises that exposures to stressful events may manifest as symptoms of aggression, regression in daily skills and increased repetitive or stereotypic behaviour (Fuld, 2018). Therefore, professionals should determine an appropriate intervention plan for Jack to ensure that his comorbid behaviours are resolved, also considering provision to ensure continuity in his learning and well-being.  
Several academics propose that holistic development is an interconnection of a child’s social, emotional, physical, cognitive and spiritual development (Cherry, 2020: Bhise, 2017: Dowling, 2014) rather than a segmentation. The Steiner education approach (1996) best promotes holistic learning and values all aspects of whole child development (Kirkham & Kidd, 2015), de-emphasising formal learning until the child is “cognitively and emotionally ready” (Woods, 2005, p.21). However, critiques of Steiner Education suggest that transitions within environments may prove a challenge for learners to adapt to, indicating a problematic holistic approach (Drew, 2022). Drew (2020) additionally argues that holistic approaches undervalue learning, suggesting that learners’ achievement, development and progression should be measured holistically, echoing Woods (2005) in considering the emotional competence of learners. Nonetheless, Steiner ethos’ highlight the importance of positive, well-designed learning environments when supporting learners holistically; an element evident in the well-being hub for Jack’s interventions where a safe and organised environment is devised. In the context of ELSA interventions, research specified that children valued “safe and supportive environments” as they feel reliant and protected (Hills, 2016). This supports Bronfenbrenner’s ecological systems theory (1979), explaining environmental influences upon development (Ettekal & Mahoney, 2017), suggesting that the ‘microsystem’ (appendix.2) is the most influential level, including the child’s “immediate environment” such as family and school (MacBlain, 2012, p.97: Guy-Evans, 2020). Bronfenbrenner’s theory suggests that positively designed environments will influence positive outcomes on a child’s development and learning and ultimately, Jack’s interventions will aim to align with this. Additionally, enabling environments correlate to the personalised learning approach that is advocated in the CfW (WG, 2020). The One Page Profile exemplifies personalised learning as it represents Jack’s voice on his provision, being completed with support from his class teacher. Article Twelve within the United Nations Convention on the Rights of the Child (UNCRC) respects “every child’s view” and recognises importance of pupil voice (UNICEF, 2016) demonstrating Jack’s provision.
A behaviourist approach theorises that teachers must initially understand learners’ acquired skills and knowledge to develop a curriculum design best suited to enable progress (Huitt & Hummel, 1998). However, focusing upon the ‘whole child’ holistically, the humanist approach which theorises a person-centred education (Nath, 2017), overlaps this idea, particularly highlighting Maslow’s Hierarchy of Needs theory (1947). Maslow’s motivational theory suggests that classrooms must ensure learners’ meet their basic needs to enable full potential learning and motivation (McLeod, 2007) and that needs must be satisfied before individuals can progress onto additional stages (Maslow, 1943). Although Maslow adopted a holistic learning approach, he highlighted that learners’ physiological needs must be fulfilled before their cognitive, with professionals establishing “supportive environments” (McLeod, 2007), further emphasising upon the importance of environmental influences theorised by Bronfenbrenner. However, Maslow emphasised that full satisfaction of needs is not entire (1987) which correlates with the idea of learners progressing at their own pace, reaching different developmental stages and needs at different times depending on their ability, motivation and competencies of each stage (Stanborough, 2019). This recognises Jack’s ASD and suggests that specified interventions should recognise his physiological needs to improve emotional development and well-being. 
Contrasting Maslow, Erikson’s constructivist theory (1950) implies that personality develops in a predetermined eight-stage-order regarding psychological development, with Piaget (1950) potentially supporting this theory, suggesting development involves age-related-tasks (MacBlain & Gray, 2012). Jack is within the fourth psychosocial stage: Industry vs Inferiority, regarding Erikson’s model, which recognises the teachers role in developing proficiency (Brennen, 2021); highlighting the importance of practitioners within Jack’s intervention. Several academics indicated alongside Erikson that negative childhood experiences could establish an inferiority complex, arguing that Jack’s ACE has heavily influenced his personal attitudes and behaviour outcomes (McAuley, 2006: Stanborough, 2019: Howard, 2020), recognising that his ASD inabilities may cause a development crisis. However, criticisms of Erikson argue the theory heavily focuses on stages and assumes that stage fulfilment is “prerequisite for the next development crisis” (Rezaei, 2013, p.1909). 
Emotional development has been defined into four competencies, defining: social skills, social awareness, self-awareness, and self-management (Serra, 2016). Jack’s interventions will aim to develop self-awareness and self-management to develop his emotional literacy and management skills. Academics have commented on a correlation between emotional states and ability to think efficiently, ultimately emphasising the importance of positive emotional well-being in learning and development (Rogers, 1989: Sissons, 2022). In consideration to Jack’s ASD, Premack & Woodruff’s Theory of Mind (1978) offers a valuable insight of how autistic individuals have difficulty in “understanding their own and other mental states” (Jordan, 2002, p.111), which has been considered a social tool, affecting ways children understand and interact with others (Moore & Frye, 1991). However, Hobson (1991) suggested that what children acquire is the knowledge of people with minds acquired through experiences of interpersonal relations, rather than a theory.
The CfW is a purpose-driven curriculum, inspiring to promote “all-rounded citizens” (WG, 2020, p.9) through the establishment of four-purposes. School A demonstrates a shared vision to support learners within the four purposes collectively, but the most apparent purpose driving Jack’s intervention is to develop as a “healthy, confident individual” (WG, 2020, p.25). However, the four purposes are integrated within the ‘all-rounded’ curriculum to meet the description of holistic pedagogy, and therefore, the interventions long-term vision will aim for Jack to exemplify all four purposes best according to his development, needs and ability. Additionally, pedagogy is intrinsic to the CfW, and practitioners should ensure they have a secure understanding of the twelve pedagogical principles, demonstrating effective pedagogy by identifying learners’ needs, the best pedagogical approach to support them, and then effectively assessing the impact through learner progression (WG, 2020), acknowledging the curriculum’s progression steps. Progression in learning defines a “movement towards an improved state” (Lowbridge-Ellis, 2018), and the Curriculum Progression Code (2021) emphasises that learners need to develop a wide range of socio-emotional skills to apply understanding and effectively communicate their thoughts. Jack’s intervention will support him to manage the new stage/class-transition which aligns with the pedagogical principle “supporting social and emotional development and positive relationships” (WG, 2020, p.50). Stakeholders involved within the provision will collectively assess the intervention’s impact, conducting observations of Jack and note-taking feedback will measure the impact. These assessment methods will determine Jack’s emotional development and holistic well-being progress and will be a completed collaboratively between his class teacher and ELSA practitioner. Donaldson (2015) contextualised holistic assessment, emphasising hat holistic learning recognises a partnership between the learner, parents and the teacher. From this, parental involvement will be fundamental within the assessment process, with literature arguing that this involvement provides teachers with information to additionally support pupil learning, as well as enabling parents better support child motivation and progression (Orillosa, 2013). The next steps within the intervention will wholly depend on Jack’s progression within the six-weeks and home-circumstances, and a formal assessment and stakeholder meeting will be held at the beginning and end of provision to insinuate progression levels. The provision plans to support Jack meet Progression Step Three of the Health and Well-being area of the curriculum, recognising self-awareness and self-regulation (WG, 2020).
The ELSA intervention will be held at the school’s wellbeing-hub, where Jack will attend for six weeks. An ELSA intervention provides learners a “safe, secure environment” (Hills, 2016, p.51), covering skills concerning emotional literacy, self-esteem and self-awareness (Woodcock, 2019), ultimately promoting empathy and a secure understanding of emotions. This rationale for ELSA highlights that Jack will benefit from this provision, specifically targeting his emotional development to improve behaviour and progress holistically. Additionally, literature suggests that children experiencing behavioural and emotional difficulties need intervention to avoid “impaired learning progress and development of socio-emotional problems” (WG, 2010, p.11). Similarly, the Curriculum Progression Code (2021) illustrates that learners need to develop social and emotional skills to successfully apply understanding and communication of thoughts, ultimately depicting skill-elements taught within the ELSA provision. Estyn documentation (2018) recognises ELSA’s benefits in providing healthy development of emotional well-being, motivation and long-term holistic progression. A wealth of literature demonstrates the significance ELSA can entail upon ASD learners, as these interventions enable autistic children to become emotionally literate and offer opportunities to develop coping mechanisms to manage frustrated and aggressive behaviours (Bravery & Harris, 2009: Hills, 2016: Krause, 2019). As an ASD child and an impact from an ACE, Jack portrays a “secure-attachment” with mum, feeling distressed upon separation and comfort when re-united (Ackerman, 2018). This attachment-style provides rationale behind the involvement of Jack’s mum throughout the provision process, elaborating upon elements at home to provide Jack with motivation to develop comfortably.
The support plan illustrates the ELSA will focus on developing Jack’s emotional literacy within the initial three-weeks, followed by behaviour-management in the later three-weeks. Skills will initially be taught within ELSA provision, but Jack will be further encouraged to implement these skills within classroom and home environmental activities (see appendix.3). Primarily, Jack will improve his emotional literacy from playing ‘emotion games’ independently with an ELSA. The activity (appendix.3.1) will encourage Jack to consider reasoning behind different emotions and develop an understanding of how to recognise and control future emotions (Tomlinson, 2019). To progress this element, Jack will be encouraged to complete a ‘feelings chart’ within class for practitioners to monitor his emotional literacy skills, a term defined by Steiner (1979): understanding his feelings and constructively managing emotional difficulties. Elaborating upon this further, Jack will collaborate with his class-peers to complete daily ‘Check-in and Check-out’, where he will recognise his emotions and provide explanation of these whilst also listening and understanding peer responses. This inclusive classroom approach encourages Jack to engage with peers on an empathetic level, emotionally understanding and recognising the importance of sharing emotions, with WG (2016) arguing the significance of inclusive classroom approaches when developing empathy and equality of needs. 
Additionally, Jack will complete elements of ‘play therapy’ with his ELSA to relieve emotional distress experienced from the new class/phase in-school transition and the parental separation, using play as a fundamental communication method. Literature supports the rationale behind the activity choice, arguing that play therapy encourage children to express their emotions, ultimately understanding and developing emotional literacy and self-awareness (Klein, 1932: O’Connor, 1991: Webb, 2007). Reid (2001) recognises the importance of children using play as a metaphor for communication, working through their “emotional conflicts” (p.150) and argues that parents must be included within the provision to ally further support (Webb, 2007). The one-to-one support offered within this approach ensures a close and safe environment between the child and practitioner which perhaps illustrates a ‘secure attachment’ between Jack and his ELSA, with Bowlby’s attachment theory (1969) signifying the impact of “secure and happy” environments upon a child’s well-being and psychological functioning. This further elaborates upon Bronfenbrenner’s ecological theory (1979) illustrating the dominant impact microsystem environments have upon child development and holistic outcomes. 
Focusing upon behavioural development, visual routines will be introduced inclusively within the classroom and Jack will have a personal desk timetable tailored to his needs and routine to support his understanding of his new environments. This will allow him to feel more comfortable and happier within class, limiting disruptive behaviour which has been evident from his recent transition experiences. Several academics support the inclusion of visual resources when supporting ASD children through transitions recognising that visual routines improve behaviour and provide concrete cues to help answer questions concerning the transition, ultimately demonstrating essential resources for successful transitioning and supporting children’s well-being (Hoy, 2018: Nuske, 2018, Autism Education Trust, 2022). Following an inclusive constructivist approach, a class marble jar will recognise whole class positive reinforcement, with the class teacher rewarding positive behaviour and learning attitudes. Illustrating a whole-class strategy, Vygotsky’s sociocultural theory (1986) could perhaps suggest that Jack’s behaviour choices would be influenced by peers’, arguing that learners acquire skills and understandings from more knowledgeable others (MKO). With peers ‘modelling’ positive behaviours within the classroom environment, Jack will be encouraged to behave similarly, highlighting aspects of Bandura’s social-learning theory (1978), advocating that children imitate modelled behaviours, reflecting traditional behaviourism theories of behaviour being “shaped through surrounding influences” (MacBlain, 2012, p.6). Similarly highlighting the influence of peers, positive reinforcement strategies such as ‘star charts’ or ‘marble jars’ improve behaviour challenges, encouraging a repetition of positive behaviours though operant conditioning. This has been defined within Skinner’s behaviourist theory (1938), arguing that “behaviours are strengthened and repeatedly learnt by reinforcing stimuli” (Staddon, 2003). From this philosophy, a personal ‘reward star chart’ will tailor specifically to Jack’s development to represent and reward developmental milestones and positive behaviour and learning attitudes, ultimately encouraging progression of emotional literacy and develop an understanding of influential behaviours.  
Whilst literature heavily depicts the benefits of ELSA, Dodds & Blake (2015) highlight how ELSA elements can be time-consuming when multiple learners collectively require provision, which in-turn could restrict time when providing appropriate support for learners ultimately limiting effectiveness. Additionally, an ELSA intervention can only be an in-school option if there is an ELSA trained staff within the school, highlighting that staffing issues can cause limitations. Research further illustrates this limitation, as a desire to increase ELSA trained teaching assistants was concluded due to the effectiveness of the interventions upon child development and well-being (Blake, 2015). Limited trained staff would in-time result in a ‘back-log’ of pupils as the support available would be inadequate to accommodate the needs of all identified learners within the school cohort. The dependence upon ELSA practitioners concerns an additional limitation as successful intervention outcomes rely on skilled, trained practitioners (Birch, 2016). Estyn (2019) would support this in the context of ELSA practitioners requiring “appropriate training” to fulfil effective practice (p.1) emphasising that only highly-trained support staff enable the best outcomes for learners. In relation, school funding-budgets may arise a challenge, with research acknowledging the cost of ELSA training totalling “£800 for an academic year” and recognises that “on-going supervision is required to maintain accreditation” totalling an additional £280 (Goss, 2020). Furthermore, depending on the level of progress, the length of provision may impact long-term learning, from being out of the classroom environment for continuously extended periods (Visser, 2020). This could perhaps be supported by Evans & Ngatia (2018) suggesting that although development gaps decrease from such interventions, learning attainment gaps may increase from learners’ lack of attendance to classroom lessons. This would be a crucial element for Jack, being ASD, he would already be vulnerable to an attainment gap when compared to his peers due to having additional learning needs from his condition. To avoid this being an issue, Jack’s intervention will be held in half-hour daily sessions to limit the length of time spent out of lessons. Similarly, literature argues that school-based interventions can cause distress for children, specifically those with ASD as the dominant classroom-intervention-classroom transitioning could cause anxiety, from having to move from continuously changing environments (Blake, 2015), ultimately affecting the daily routine. To avoid this, Jack will attend the ELSA sessions following break times to minimise stressful environmental transitions. Furthermore, provision strategies will take place within the intervention, classroom and home environments to avoid pupil reliance on support staff if long-term provision is required, to encourage self-confidence and maximise potential progress (Blatchford, 2011).
All stakeholders involved within Jack’s provision understand the importance of supporting his emotional development and well-being through his parental separation, whilst transitioning to the next school-stage. His class teacher recognises the significance of the involvement of ELSA trained staff within the intervention sessions, emphasising that the ELSA practitioners will deliver the provision sessions, following the co-devised planning. Jack’s mum and class teacher will also recognise their role within the provision, delivering additional activities to support Jack outside of the intervention environment to fulfil progress regarding his development. Estyn (2020) indicated that intervention leaders hold half-termly meetings to discuss pupil well-being and progression, however, Jack’s class teacher will communicate with stakeholders weekly following close-provision monitoring and assessment. In the context of assessment, academics may suggest that the practice of continuous learning supervision should be integrated within the learning environment (Wiliam, 2002: Sadler, 1998, WG, 2019). Positive parent-school collaboration is essential to the success of Jack’s progression and intervention; provision discussion will involve Jack’s mum and regular communications with the school will take place. Campbell, (2011) emphasises the importance of parent-school collaborations, with these involvements proven to positively impact learning outcomes. This correlates with Epstein’s theory of ‘overlapping spheres of influence’ (2001), arguing that these interactions encourage pupil engagement and motivation to achieve success (Epstein, 2011). The theory illuminates that Jack’s development and progression is influenced by family, the school and the community, which interlinks with explanations of Bronfenbrenner’s ecological theory, ultimately symbolising the significance of environmental influences upon child development and learning. However, recognising the little-involvement Jack’s father has within his life since the separation, the collaboration will solely depend on his mum, and the effects of the separation may limit her to fully engage with the provision process, due to dealing with the home-chaos (Waddoups & Strouf, 2019). Woodcock & Pickering (2019) illustrate that ELSA interventions encourage parents to be involved within the process, thus the parent-school collaboration should lead to a successful outcome regarding Jack’s development. Equally, WG policies (2016) and Estyn (2020) highlight the importance of parental engagement in support of learners’ progression and well-being, recognising the WG ‘Learning begins at home’ campaign, encouraging parents to engage with their child’s learning and development. The WG Family and Community Engagement (FACE) documentation (2016) emphasises that parental engagement activities will positively impact the learning process but may face challenges if the child has additional learning needs due to potential development delays and therefore must fully communicate with the school and secure a clear understanding of the process to achieve progress.
Ultimately, this assignment has addressed the impacts of ACE’s and in-school transitioning upon an ASD child’s emotional development and well-being and discussed the significance and analysis of the proposed intervention to support Jack. Njardvik (2022) implies that emotions influence cognitive processes, suggesting an explanation of Jack’s recent behaviour. Staddon (2003) additionally elaborates upon the influence of environmental factors upon behavioural attitudes, following explanations of Bronfenbrenner’s ecosystem theory and Skinner’s behaviourist theory. Both theories and explanations may align with the autistic theory of mind, determining Jack’s behaviour and emotional competence. In the context of the Professional Teaching Standards (WG, 2017), teachers are expected to demonstrate knowledge and understanding of learners’ diverse needs and to ensure the four purposes drive learners’ experiences. For future practice, I plan to demonstrate this fundamental understanding and integrate an inclusive pedagogical approach to effectively meet all learners’ needs, ensuring that learners can progress in their own personalised way. Additionally, the four purposes are at the core of Jack’s provision to promote holistic development, with the devised intervention providing “high-quality learning experiences and performance outcomes” (WG, 2017, p.41). This paper discussion has provided an in-depth understanding of ASD learners, the impact of ACE’s, ELSA interventions and the ability to plan an intervention to support learners’ holistic development and progression whilst undergoing a vertical transition in-school. Therefore, academic reading and research that was undertaken demonstrates elements to progress and support my own professional learning (WG, 2017) and has provided extensive knowledge to better my understanding of how to support vulnerable learners through discussed transitions. However I plan to progress my professional development further through completing wider research focusing upon support strategies to inclusively benefit all learners through both horizontal and vertical transitions, highlighting “ongoing learning to prompt further professional growth” (WG, 2017). 
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Description automatically generated with low confidence]What is important to me?
· Helping my teachers and peers
· To be listened by others, to feel respected and included
· Being rewarded for positive learning and behaviour choices
· Not to be rushed and to work my own pace
· Having a daily routine 
· Having support to express emotions, thoughts and feelings 
· Working in small groups or with a one-to-one 
· To be given creative opportunities

Jack
One page profile


    Jack Roberts – Age 8, Year 3
[image: ]


How to best support me:
· Provide a clear visual routine timetable
· Support and encourage me to express my feelings and understand emotion wellbeing
· Always model positive attitudes and behaviours to influence me to know and better understand right from wrong behaviour
· Allow me to take ‘time-out’ when necessary
· When feeling distressed, please allow me outside the environment with a one-to-one to offer support 
· Give me positive feedback to motivate learning
· Having staff take time to listen and fully include me within the whole class context
· Encourage me to get involved with all learning activities and experiences as I tend to withdraw myself from them due to my ASD


What others like and admire about me:
· Affection 
· Effort to achieve positive learning experiences
· Helpfulness to others
· Attention to detail
· Creative abilities  
· Organisation 


Support Plan

Emotional and Behavioural Intervention Plan
Intervention strategies from this individual support plan will be carried out within the school wellbeing-hub with an in-school ELSA practitioner, who has been trained to support child emotional well-being. These strategies and skills will be further implemented within Jack’s classroom and home environments, collectively supporting his emotional and behavioural difficulties that have been affected from the recent in-school vertical transition. The devised intervention has been designed to take place over a six-week-period during the first half-term and will be reviewed after the planned period to assess whether additional provision is necessary (see appendix.4). 

Weeks 1, 2 and 3 will focus on Emotional Development, looking at Emotional Literacy and Wellbeing.
Weeks 4, 5 and 6 will concentrate on Behavioural Development, focusing on routines and positive reinforcement.

The rationale behind this intervention plan structure recognises the child’s emotional development is targeted first as aspects relating to this area correlates with elements within the behavioural development and will therefore be beneficial in the long-term. Once improvements are noticeable, strategies targeting behavioural development will be integrated. This 6-week plan closely links to the New Curriculum for Wales which has been made statutory from 2022, and the skills targeted have been directing taken from the Health and Wellbeing Area of Learning Experience. 

Please see appendix.3 & 5 for activity details and potential limitations of strategies. 
	Week 
	Lesson/
Intervention Focus 
	Activity (30 minutes)
	Links to the Curriculum for Wales (WG, 2020) 
Health and Well-being AoLE

Progression Step 2

	Next Steps/Parental Involvement 

All work completed at home can be uploaded to ClassDojo. This includes pictures, worksheets etc. 

	Week 1
	Emotional Development Focus:

Emotional Literacy 

	Feelings Chart 
Jack will be given support from an ELSA to complete ‘emotions games’ outside of the classroom environment independently to improve emotional wellbeing and literacy skills. 
(see appendix.3.1 for activity) 

Jack will be encouraged to complete a ‘feelings chart’ during a specific time of day in school, choosing an emotions card and placing it onto the chart to recognise his feelings after a specific lesson, activity or time. 


	

I can, with support, focus attention on my perceptions and thoughts.

	Jack will also be encouraged to record his feelings after certain times at home with little support from Mum on his home feelings chart to progress with experiences outside of school. 



	Week 2 
	Emotional Development Focus:

Emotional Literacy 

	Check-in/Check-out 
This will be completed within the classroom alongside all peers. This will aid social interaction and involvement with friends and help support Jack to develop his empathy skills and understanding of how peers are feeling and why. 


	
I can pay attention to the feelings of others, and I am learning to think about why they may feel that way.

	Jack will continue his check-in/outs at home in mornings and evenings, discussing feelings with Mum, checking-in with her too to empathise emotions. 


	Week 3
	Emotional Development Focus:

Wellbeing 

	Play-Therapy 
This will initially be completed independently with a member of staff in the school’s wellbeing hub but will be progressed onto group interaction if necessary to Jack’s wellbeing development. 
Jack will participate in a variety of verbal and play interactions to help relieve his emotional distress experienced from the parental separation at home using play as an intrinsic method of communication. 


	
I can, with support, focus attention on my perceptions and thoughts.



	Mum will be invited and encouraged to join some sessions alongside Jack to interact with his progress and engagement with the therapy. 

	Week 4
	Behavioural Development Focus:

Routines 

	Visual Routine-Timetable 
This will be implemented through a whole class approach to provide inclusion to the classroom. A visual timetable will be created for the whole class to see, varying from day-to-day, providing a clear structure to the school day from start to finish. 
To support Jack’s needs, this timetable will always be available on his desk with vibrant colours and creative resources which he will have the chance to create himself. This involves the child in the strategy process and ensures Jack’s full understanding of the routine. 

	
I can recognise and follow the rules and norms of situations in which I take part in. 

	Send home a copy of the class timetable as an example and encourage Mum to create a similar one of ‘home life’ with Jack to support behavioural development through structure/organisation. 

(If Jack gets used to both settings, he will not feel disruption or confusion)

	Week 5
	Behavioural Development Focus:

Positive Reinforcement 

	Class Marble Jar 
This will involve and recognise the whole class through positive reinforcement. Teacher will clarify rules for the marble jar, stating positive/good behaviour will add and negative/poor behaviour will take-away. Positive learning attitudes/experiences will also be recognised. 

Once the marble jar is full, the class will collate a pupil choice of interests in what treat they will be rewarded. 

	
I can recognise that my decisions can impact on me and others.
 
(when providing feedback on situations) 

	Mum and other family members will be encouraged to continue with this strategy at home, instead replacing marbles with pom-poms or coins to save in a jar. 



	Week 6 
	Behavioural Development Focus:

Positive Reinforcement

	Rewards Star Chart 
Tailored specifically to Jack’s development and needs and encouraged to complete independently – TA will be on hand to guide and observe if necessary. 
Areas in which Jack will reward/recognise regard:
· Expressing emotions correctly
· Dealing with emotions positively
· Recognising own/peers emotions
· Working with peers
· Making good choices
· Positive behaviour 
· Completing work in time frame 

	
I can change and control how I behave in different situations.

	Mum will interact with the timetable virtually via ClassDojo and recognise Jack’s praise. 
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Image taken from the ASD Helping Hands Website, explaining the Triad of Impairments. Available from: https://www.asdhelpinghands.org.uk/supporting-you/information/autism/the-triad-of-impairment/ 












Appendix.2 – Bronfenbrenner’s Ecological Systems Theory Model (1979)
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Image taken from Simply Psychology Website, explaining Bronfenbrenner’s Ecological Systems Theory, focusing upon the Five Ecological Systems. Available from: https://www.simplypsychology.org/Bronfenbrenner.html 



Appendix.3 – Activities that Jack will complete and participate with outside of the ELSA intervention environment [at home and within his classroom] encouraging him to implement and progress his taught skills from provision. 
Appendix.3.1 – WEEK 1 - The ‘Emotions Game’ Jack will complete within the ELSA intervention to develop his emotional literacy. 

Jack will be asked to roll an emotions dice and to describe when he has experienced the landed emotion and why he felt it, encouraging him to recognise how different feelings can be felt in different environments and situations.
Parental Support Links - An emotions dice will be sent home with Jack to continue playing the game at home with Mum. Mum will also be encouraged to complete the game alongside Jack for him to recognise another’s feelings to develop his emotional literacy.

WEEK 2 – Check-In and Check-Out – Jack will complete this within the classroom, implementing his emotional skills and understanding learnt from ELSA provision. 
At the beginning and end of each school day the class will be separated into pairs or small groups and each child will take it in turns to hold an empathy toy and speak out about how they are feeling when asked by their peer and explaining why they are feeling like that. Jack will have his own turn and once he has finished, he will pass it onto his partner/peer and listen to their response just like they listened to him. 
At home, Jack could progress further by interacting with different family members e.g. Nan and Grandad, Auntie etc to discuss a variety of emotions and recognise others’ importance.

WEEK 3 – Play Therapy – Jack will independently complete this with an ELSA practitioner to relieve emotional distress. 
Balloon between two bodies – the teacher will hold a balloon between themselves and Jack (stomachs, elbows etc) and move across the room without dropping or popping the balloon, discussing feelings and any thoughts whilst communicating with play as an interaction.

WEEK 4 – Visual Timetable – Jack will engage with an inclusive class timetable, highlighting elements of day times and his school/class/learning routine to increase his understanding of the new daily routine of his new classroom – following his vertical transition. 
Jack will engage with his personalised timetable independently, creatively re-establishing it to portray a full understanding of the new class routine. 

WEEK 5 – Class Marble Jar – Jack will engage with this positive reinforcement collectively with his class peers in an inclusive strategy approach. 
Parental links/home support – Pom Poms at home will be added to the jar when Jack portrays good behaviour and decisions at home to promote/strengthen his behavioural development outside of school and within communities.
WEEK 6 – Visual Rewards Chart 
Jack will be encouraged to add a star to any of the categories, when necessary, on a visual chart to reward and model positive attitudes to learn and link with life experiences. TA will support Jack give reasoning behind his rewards to ensure full emotional/behavioural understanding. 
Appendix.4 – Assessment of progression from the designed intervention plan:To assess progress regarding the child’s emotional wellbeing, a wellbeing questionnaire (appendix) will be carried out through a pre-mid-and-post-assessment style to monitor levels throughout the intervention period, ultimately indicating whether additional support is needed for progress. The questionnaire involved straight forward and child-friendly questions, consisting of both open and closed questions to access qualitative and quantitative data. ELSA staff will support the child’s understanding and articulate the questions but will not influence answers. Additionally, stakeholders involved will monitor and observe child engagement, behaviour and feedback to decide on next steps and a conclusion of progress. Observation from the class teacher will be the main form of assessment and will collate notes on a weekly basis to share and engage with parents. 



Appendix.5 – Potential challenges that could create progression barriers for Jack when completing intervention activities

	Week/Strategy Activity 
	Potential Challenge 

	
Week 1 – Feelings Chart 
	Jack may feel confused with a specific feeling, resulting in his lack of ability to complete the feeling-chart which could knock back his development from feeling annoyed though confusion. 

	

Week 2 – Check-In / Check-Out
	At times Jack may feel pressured or anxious into sharing his emotions with groups/peers and may act distressed if pushed to do so. It’s important to remind him he can change his feelings when he wants to and/or ensure him that he can check-in/out privately to the class teacher or in his own time. 

	
Week 3 – Play Therapy 
	Jack may become heavily dependent on this intervention strategy and expect to play at his own call-in school if he learns to associate play and expression of emotions. It’s important to provide Jack with a variety of equal provisions to develop his emotional literacy. 

	
Week 4 – Visual Timetables 
	If the timetable is not updated when necessary/regularly Jack will appear confused or anxious from the lack of understanding of the class/day structure. To prevent this ensure peers or TA will support Jack update and check his timetable daily. 

	
Week 5 – Class Marble Jar 
	Jack could be discouraged if reward is not specifically given to him – ensure inclusion of all pupils and clarify rewards are only given fairly.

	
Week 6 – Visual Star Chart 
	Jack may feel discouraged if each category is not filled out/completed and may result in unfavourable behaviours
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