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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).

The response should include:

Part 1: A written reflection.
Part 2: A one-page profile of the pupil and a support plan that outlines the provision, the role of key stakeholders in the transition process and any evaluation strategies.

Word Count: 4926
	For the purpose of this assignment, I will be using the pseudonym ‘Theo’ to refer to the imagined learner. He is age 8 and has just started back in year 4. I will also use the pseudonym ‘Green Meadows Primary’ to refer to the imagined school. The aim of this assignment is to analyse and critically reflect on how the individual’s progress has been affected by a specific barrier to their learning during a vertical transition period.

	Since transitioning from online home learning to face-to-face school after having to learn at home during the COVID-19 pandemic, Theo has demonstrated low levels of well-being and involvement. He has shown behavioural issues that have been notably disruptive that were not displayed pre-pandemic, for example, he has displayed anxious and aggressive behaviour and found it hard to concentrate in activities. After 1 month of Theo being back in school, he disclosed to the class teacher that he did not feel happy at home anymore and that his mother did not encourage him to learn at home during the pandemic.

A meeting with Theo’s mother, the class teacher and the school’s safeguarding officer explained that she struggled during the pandemic with her own mental health, she has had a lack of support raising Theo as she is a single mother with no paternal figure and has never had the motivation to seek support. After losing her job during the pandemic her condition worsened, she used alcohol as a coping mechanism and was not able to meet Theo’s basic needs. This has resulted in neglecting Theo emotionally in the vital years of his life. 

Adverse Childhood Experiences (ACE’s) are defined as “traumatic events that occur in childhood that can significantly impact the health and well-being of young people” (Public Health Wales, n.d). These traumatic events can range from abuse, neglect, parental substance abuse, incarceration and domestic violence. Centres for Disease Control and Prevention (2022) state that having a caregiver with alcohol issues, mental health issues or a caregiver that experiences high levels of stress are individual risk factors that the child is likely to experience neglect. Therefore, Theo is identified as at risk to neglect due to the impact of the pandemic on parental mental health. Mental Health Foundation (2021) state that “pupils experience of the pandemic will be very varied; some may be traumatic, and some may be safe”. In Theo’s case, his experience was traumatic as he experienced neglect. Ben Brik et al (2022, p.3-5) noted that parental mental health had an impact on child anxiety during the COVID-19 pandemic. Specifically, mothers reported higher levels of depression and stress which is likely to be detrimental to children’s well-being as it may result in low quality parenting and neglect.

To support Theo in his progress and development during this transition, a support plan has been made. To make Theo feel safe in school it is important to provide him with a nurturing environment, for example, making Theo a safe corner, letting him know he has a person to speak to and promoting his emotional development. To do this, Theo will attend a nurture group for six weeks which will enrich his learning environment and experience activities that will enhance his emotional well-being. A nurture group is defined as a “small discrete class that provides a safe and structured environment for children that have missed ‘nurturing’ experiences and supports the social, emotional and behavioural difficulties of children” (Welsh Government, 2010; Nurture UK, 2019).
During the six weeks Theo’s emotional intelligence will be supported with growth mindset and positive affirmation activities, breathing exercises to manage stress and parent-child interactions. Supporting these difficulties is important to Theo as school needs to become a place where his self-esteem, resilience and confidence can be enhanced.

The stakeholders involved in Theo’s nurture group understand that promoting his emotional and mental well-being is paramount for Theo to ensure his barriers to learning can be removed effectively. The nurture practitioners, Miss James and Mr Harris will deliver most of the sessions, some being group sessions and some 1:1. However, for emotional literacy sessions an Emotional Literacy Support Assistant (ELSA) will lead to provide their specialty, for example, identifying helpful and unhelpful ways of dealing with emotions. In this session, the nurture group will find healthy coping mechanisms and discuss what helps them when they feel overwhelmed. Goleman (2009) states that being emotionally literate is knowing your emotions and being able to manage them appropriately. In addition, Moradi et al (2011) states that there is a positive link between emotional intelligence and controlling emotions through coping mechanisms. Therefore, through using an ELSA, Theo’s emotional intelligence will be promoted within the nurture group.

Outside of the nurture group, the class teacher will be monitoring Theo’s progression and will collaborate with Miss James and Mr Harris to support planning. The class teacher can then inform parents of Theo’s progress. Estyn (2019) expresses that staff communicating with parents regularly by phone calls or notes home when positive behaviour is displayed is considered good practice. The class teacher’s role is also to use the Boxall Profile (BP) to evaluate Theo’s behaviour before he enters the group. Using the BP is beneficial as it is useful for stakeholders to understand specific students. It is a detailed analysis of the pupil’s strengths, areas of development, emotions and behaviours so that the needs of the individual can be focused on (Allison and Craig, 2014). On the other hand, the BP has been criticised by Couture, Cooper and Royer (2011, p.22) who found that the strengths and difficulties questionnaire can be evaluated differently which may discriminate between normal and abnormal samples.

The support plan to help Theo transition back into his mainstream class links to the four purposes of the Curriculum for Wales. It supports the ‘Healthy Confident Individuals’ which is one of the four purposes that recognises good emotional health and well-being is important to enable successful learning. By developing learners in this way, they can be supported to become ‘Ambitious Capable Learners’ due to resilience and empathy (Welsh Government, n.d). In support of this, the National Centre for Children and Families (n.d) note that schools use health and well-being lessons to help prepare pupils for the emotional impact of a transition. The skills from these sessions help pupils prepare and cope with change through recognising and managing emotions. Before the online home learning, Theo was in Foundation Phase where he was making good progression in his learning, he was working towards ‘Progression Step 2’ in many Areas of Learning and Experience (AoLEs) and was ready to progress into Key Stage 2. However, since entering back into mainstream education, it has been clear that Theo has regressed and will have to use ‘Progression Step 1’ to “have an awareness of the feelings of others” and “have an awareness that thoughts and feelings change, and I am starting to notice when change happens.” (Welsh Government, n.d). The sessions within the nurture group will support the curriculums progression steps and the sessions have been designed to incorporate cross-curricular skills and promote other aspects of the four purposes such as ‘ambitious capable learners’ and the integral skills such as creativity, innovation and personal effectiveness.

Article 19 of the United Nations Convention on the Rights of the Child (UNRCR) states that children should be protected from all types of abuse and neglect and protective measures such as social programmes should be provided (Convention on the Rights of the Child, 1989). Supporting Theo using the nurture group promotes his rights. Theo needs his rights to be upheld by stakeholders within the nurture group, within the classroom and at home, therefore. practitioners within the education system have a role and responsibility to promote the rights of the child by listening to them, advising their caregivers, speaking up and influencing them. In addition, they need to do what is in the child’s best interests to enable them to become more confident and resilient. This is outlined in the Care Standards Act (2000) and the Children’s Commissioner for Wales Act (2001). To uphold Theo’s rights, it is important that his rights are placed in the core of the planning of his intervention and that his rights have been integrated into the decision making and practice. Holland (2017) states that it is important to have a “children’s rights approach” because many children do not understand that they have rights so are vulnerable to abuse and exploitation which gives them less opportunity to develop their potential, for example, Theo is dependent on his mother and she was unable to provide appropriate care, therefore, during this time, he did not have the opportunity to express himself and learn in a nurturing environment. However, Barrance (2019) mentions “children cannot claim their rights if they do not know that they have rights”. In school, children’s rights can be exercised by providing an environment that will inform children on their rights, for example, within Theo’s nurture group there will be an activity that shows the children which rights are the most important for them.

Involving the main stakeholders in the planning and progression of Theo’s development links to Bronfenbrenner’s ecological theory of development. Ettekal and Mahoney (2017) describe Bronfenbrenner’s theory as a system of relationships, starting from the immediate environment to the broader influences such as society, laws and customs. The microsystem is the immediate environment and is defined as the most influential by Guy-Evans (2020). Bronfenbrenner (1979) states that the microsystem is a “pattern of activities, roles and interpersonal relations in a given setting”. The main stakeholders involved in the planning of Theo’s nurture group are working within the microsystem to provide activities and create positive relationships within the intervention. In addition, the mesosystem is the extended influences such as the child’s home and the neighbourhood, this is usually formed when a child moves into a new setting (Bronfenbrenner, 1979), for example, Theo transitioning back into face-to-face education. 
However, Bronfenbrenner’s theory has been criticised by Leventhal and Brooks-Gunn (2000) as there is limited research based on mesosystems, particularly between neighbourhoods and parents. In addition, Agosto et al (2017) criticise Bronfenbrenner as he does not consider the impact of culture within the microsystem. It is important to consider the mesosystem and extended systems in the context of Theo’s transition as there was a change in society during the pandemic.

	From a behaviourist perspective, William Glasser’s Choice Theory believes that children’s behaviour is driven by four psychological needs, the need to belong, the need for power, the need for freedom and the need for fun. The theory believes that if children do not have these needs met then it is likely that they will misbehave. In addition, the theory also states that children choose to change their behaviour due to these psychological needs and not due to reinforcement (Bucher and Manning, 2001). The nurture group focuses more on a nurturing environment and less on reinforcement. Therefore, the children are more likely to develop an internal motivation to behave and learn as these psychological needs are being met. 
Maslow’s hierarchy of needs would conflict this theory as he displays that children need to have their physiological needs and safety secured before being able to experience the need to belong. This relates to Pikler’s approach which states that children can only learn when they are emotionally satisfied. Care for Kids (2020) describe the approach as giving children calm and relaxing environments to bring peacefulness to children’s lives. The approach also believes it is important to slow down and give the children attention to enable belonging in the setting. This theory supports Maslow to an extent. Within the nurture group the practitioners will provide nurturing and trusting relationships that give Theo their full attention. 
However, Tay and Diener (2011) suggest otherwise as they conducted a study that found the ordering of the needs in the hierarchy is not correct and you do not have to fulfil the needs completely in order to feel benefits from the others, for example, we can feel hungry and still have a high self-esteem. In the nurture group, emotional needs come first as this is what matters most to the children. 
Furthermore, constructivist Vygotsky states that you do not learn from psychological needs but rather social interactions. When a child seeks to understand a specific activity, Vygotsky believed that a role model of the child should model the activity or behaviour, the child will then internalise that information and become able to complete it independently (Macblain, 2014). For example, within the nurture group, Mr. Harris and Miss James will be modelling good behaviours and activities such as coping mechanisms and speaking positively about themselves. In this case, the nurture practitioners will be Theo’s More Knowledgeable Other (MKO) which is a term that refers to a person with higher understanding than the learner (McLeod, 2022). This type of interaction will encourage Theo to work in his Zone of Proximal Development (ZPD) which Vygotsky describes as the area of what a child can learn with help from a MKO. Within the nurture group, Theo will be learning to regulate his emotions and increase his confidence with a MKO so that he will be able to transition back into his mainstream class with a better understanding of his emotions. 

On the other hand, Shute and Slee (2015) suggest that Vygotsky’s theory was influenced by John Bowlby’s attachment theory. Throughout the time Theo was off school due to the pandemic, he experienced little to no attachment with his mother. Alcoholic parents are emotionally detached from their children as they are not available to them due to their drinking patterns (Geldard, Geldard and Yin Foo, 2016). Bowlby believes that love and belonging is crucial in forming attachments and that a disruption of an affectional bond can have impacts on behaviour. This can result in the child experiencing an inability to maintain affectional bonds in the long-term and feeling an avoidant attachment style in the short term (Bowlby, 2005). However, Landa and Duschinsky (2013) analyse Dr Patricia Crittenden’s Dynamic-Maturational Model (DMM) of attachment and found it is possible to adapt more than one attachment style and switch between them depending on the environment or situation. Attachment theory underpins the principles of the nurture group as the teachers and other significant adults provide important attachments for the children (Nurture UK, 2019).

Due to the neglect, Theo has experienced stress, anxiety, a loss in his confidence and he has developed feelings of unworthiness and unimportance. John Watson emphasised that a change in environmental stimuli can trigger a response (Shute and Slee, 2015). During the pandemic the change in environment was not being at school and becoming uncomfortable at home and the triggered response was stress and anxiety. Watson (1930) believed that this response was learnt and not physiological. After Theo has transitioned back into school his new environment will be uncomfortable so he will feel the response of stress and anxiety so it is important that Theo’s emotional needs are met within the nurture group so he can associate the school environment with positive stimuli.

Research shows that stress can have a negative impact on cognitive development, particularly toxic stress. Toxic stress occurs when a child experiences prolonged adversity such as neglect, caregiver substance abuse and mental illness (Harvard University, n.d) This type of stress can have an impact on academic performance and brain development as experiencing an environment with no trust and experience can shape neural pathways into thinking we are unloved and unworthy. The nurture group will help Theo build connections to rebuild his neural pathways into having a positive mindset again. However, it is harder to rebuild these connections than it is to damage them (Bick and Nelson, 2016). If a child is exposed to toxic stress in the long term, the body does not rest. It sets itself into a higher state of alert permanently which can have a lot of long-term mental and physical health consequences such as increased heart rate, respiratory issues, digestion issues and depression (Bartlett and Sacks, 2019). However, Aldwin (2009) states that given the proper support children can bounce back from even the most extreme circumstances. 

The stress Theo has experienced during the pandemic has also caused him to struggle in the short term. Socially, Theo has become hypervigilant and struggled to communicate with friends as well as he did before the pandemic which shows it is hard for him to trust again. He struggles to regulate his emotions which has impacted his behaviour and results in him potentially showing aggressive behaviour when he is not involved with friends. Evidence from Wilkinson and Bowyer (2017) suggests neglect and childhood stress has development implications for social relationships and emotional and behavioural development, social presentation and self-care skills. On the other hand, for a child that has not experienced neglect and has experienced positive stress such as meeting a new person or learning a new skill will experience a normal stress response. This child would gain motivation and resilience from this experience as the response is short-lived and mild (Franke, 2014, p.391).

It is important to consider the effectiveness of nurture groups. Nurture groups are considered cost effective and report to pay for themselves just after two years (Nurture UK, 2019). Sloan et al (2016) found a significant decrease in difficult behaviour in children that took part in nurture groups compared to children in control schools. However, Fraser-Smith and Henry (2016) state that nurture groups are most effective when combined with other elements such as positive engagement with parents and awareness and understanding from the whole school community.  

To conclude, ‘Green Meadows Primary’ nurture group team have decided to redeploy one member. Theo created a strong bond with Mr. Harris who he looked up to as a role model. Mr. Harris will provide a check-in for Theo at any time, for example, in the morning when he arrives, throughout the day and at home time, but specifically when he is overwhelmed. At any time, Theo can use the ‘Safe Space’ to calm down. Here he can use his colouring book, or with supervision he can go outside for fresh air to play football. Estyn (2018) recognise this as good practice for pupils who need “time, space and a place for them to understand and consider the impact of their actions when making choices”. 

In addition, to help Theo feel protected at home ‘Green Meadows Primary’ felt it was essential to engage with other services outside of the school to benefit Theo’s family. The school will refer Theo’s mother to a Parents under Pressure programme which will help her promote a nurturing environment for Theo. It will also help her regulate her own emotions and develop a more positive relationship with Theo. Near the end of the programme, there will also be a module that will ensure potential relapses of alcohol abuse do not occur (Parents Under Pressure, 2022). In support of this decision, Estyn (2020) states that successful schools understand that accessing specialist services to benefit pupils and their families is effective. It is also recognised that these schools build strong relationships with parents so often help families access other types of support. Having a family-centred approach is beneficial as it keeps the mother informed around Theo’s progress which may motivate her. It is necessary that Theo’s mother receives regular individual advice on how to support Theo and clearly identify next steps for learning. The interventions that Theo and his mother have gone through will be kept confidential and will be monitored by the school’s safeguarding officer throughout the rest of Theo’s time in the school.

Furthermore, as Theo progresses another Boxall Profile will be completed when it is time to transition into year five. Positive changes should be evident but if not, it will be necessary for Theo to receive another intervention to aid with his transition. Other activities and services can also be offered to Theo’s mother to advise her on Theo’s emotional health and well-being as well as her own, for example, Ben Brik et al (2022, p.6) stated that parental physical activity was associated with better parent and child mental health and anxiety symptoms. Helping Theo overcome his barriers to learning through his transition holds up his rights. It also enables Theo to become an ethical informed citizen, a healthy, confident individual, an enterprising creative contributor and an ambitious capable learner. It empowers practitioners to develop their own practice by following the professional standards for teaching, for example, the standards reflect that practitioners must ensure that they protect learner entitlement and that the rights and needs for children are paramount in keeping them safe (Welsh Government, n.d).
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What people at school like and admire about me: 
· I like drawing and colouring; others usually compliment me when they see my colouring book.
· I like sharing my pens and pencils with others.
· I care about others and include them at playtime because I know that is how I want to be treated.
· I am honest with my friends and teachers.

How I like to be supported:
· A quiet area for alone time as I can get overwhelmed at times, this gives me time to think and calm down.
· Sometimes I like to use my colouring book and pens and pencils in my quiet area to help me be mindful and make the right decisions.
· Encourage me to engage in activities. Sometimes I do not have the confidence to start off alone.
· Communicate with me sensitively when you can tell something is wrong. Do not force me to share my emotions, I will tell you when I am ready. Usually after my time out.
· I need extra support during Maths and English.
· I like praise, it makes me feel more confident.
· My goals for the future are to be able to regulate my emotions better, feel more confident and be more resilient to setbacks.
 
What makes me happy and is important to me?
· The outdoors makes me happy. I like being outside at playtime.
· Spending time with my friends in school and getting them to play football with me.
· Football is important to me; it makes me feel good and helps my social development.
· Having a key adult to speak to when something is wrong is important to me.

Support Plan

This support plan will outline the provision, the role of key stakeholders in the transition process and evaluation strategies that are being used to aid Theo in his transition from online home-learning to face-to-face learning. 
To ensure that Theo gets the support he needs, ‘Green Meadows Primary’ will be using The Boxall Profile measurement tool. There are two sections to complete when using The Boxall Profile. Section one focuses on Theo’s progress through different aspects of development and section two which focuses on Theo’s specific behaviours. This will be used before planning starts to evaluate and identify Theo’s strengths and areas of development. Theo’s classroom teacher will use the Boxall profile to assess him and to help with future, realistic and achievable target setting for Theo and will enable other staff such as the nurture practitioners to track his progress. Appendix (1) shows how Theo’s behaviour has been evaluated before entering the nurture group. 
The Boxall Profile tool will be able to inform all stakeholders involved in Theo’s nurture group to understand where he is in terms of his social, emotional and behavioural development. This will also help all stakeholders involved to monitor Theo after the six-week intervention. 
The plan below will occur over a period of six weeks. Firstly, Theo will be assessed using The Boxall Profile and then gradually introduced to a nurture group where sessions will build up from one every afternoon to four. During these nurture group sessions, Theo will be experiencing sessions that support his emotional development and encourage him to become confident in expressing his emotions to help with his mental health. The nurture group will be teacher-led by two members of staff: Miss James and Mr Harris. However, there will be child-led activities and 1:1 session’s taking place throughout the six weeks.
	Week 1
	Week 2
	Week 3
	Week 4
	Week 5
	Week 6

	Worry Monster – A starter session.
Learning Objective: To be able to use the worry monster appropriately to share my worries.
The learner will be introduced to the worry monster. He will be a stuffed teddy monster with a box placed next to him.
Explain the importance of sharing worries. 
The learner will be told that he can write his worries down on a piece of card and share them by placing the card in the box next to the monster.
Throughout, the week, Theo’s main worries will be spoken about and written down to share with the worry monster.
	Worry Monster – This will become a permanent part of provision in the classroom for Theo and all learners.
	Worry Monster
Coping mechanisms
Learning Objective: To identify helpful and unhelpful ways of dealing with my emotions. 
Firstly, discuss what helps the learners when they feel overwhelmed, for example, going for a walk, taking deep breaths.
Reflect independently on actions that can be unhelpful when calming down, for example, pushing another person, throwing an object or stomping your feet.
Share and discuss positive and helpful coping mechanisms with a partner.
This session will be led by an Emotional Literacy Support Assistant (ELSA).

	Worry Monster
Self-confidence and self-esteem 
Learning Objective: To be able to recognise my own strengths. 
The children in this session all have a common interest in football. To promote their self-esteem, they will partake in a “Score a Strength” activity.
Children will write their top 5 strengths on a football and proceed to kick the football in a goal to “score their strength”.
Recognising their strengths in this way will promote the self-esteem and self-confidence of the children. 
	Worry Monster
Including Parents 
Learning Objective: To be able to express my emotions to my parents.
In these sessions, the children will be writing letters to their parents about their emotions. They will use a template and use information from previous sessions such as explaining how they recognise their emotions and manage them.
Parents will be invited in during the week so the children can read the letter to them. This will be beneficial as it will boost communication between parent and child which can help with understanding and trust.
	Worry Monster
Nurture Breakfast
Learning Objective: To be able to engage in conversation and feel confident when speaking about my feelings.
The pupils in the nurture group and the two leaders will engage in circle time whilst having breakfast. Here they will engage in meaningful conversation and discuss recent feelings.

	Children’s Rights
Learning Objective: To understand that I have rights that need to be respected.
During this session, the activity will introduce pupils to the articles of the UNCRC. 
The children will pick nine of the rights and organise them in order of importance to them.
At the end of the session the class will discuss the rights together.
	‘Rainbow of Emotions’ Craft Display for the nurture room
Learning Objective: To be able to recognise different emotions.
These sessions will introduce Theo to expressing his emotions with others. He will work with a small group and create a ‘Rainbow of Emotions’. (See Appendix 2)
	Growth Mindset
Learning Objective: I understand the difference between a fixed mindset and a growth mindset.
In groups of three, the children will complete a worksheet where they work together and identify which statements are a growth mindset or fixed mindset.
For example, growth mindset = I’m inspired by the success of others. 
Fixed mindset = I won’t ever be able to do that.
	Positive Affirmations – Craft
Learning Objective: I can speak positively about myself to encourage and help my self-confidence.
Explain to the children what positive affirmations are.
Children will make a poster to stick in their workbook.
They can read this every day before starting a piece of work to remind them of their positive words about themselves. For example, I am allowed to be me. I am capable of great things. I am worthy of love.

	Positive Affirmations – A follow up activity
Learning Objective: To be able to speak positively about myself to encourage and help my self-confidence.
This is a follow up activity where children will partner up and tell one another their positive affirmations.
The children will have an opportunity to tell one another what they think is positive about each other. They can then add this to their positive affirmations. 
	Breathing Exercises
Learning Objective: To practice breathing exercises to manage emotions such as stress.
This will be a teacher-led group exercise where the teacher will put forward different scenarios to control breathing, for example, smelling the hot chocolate to inhale and cooling the hot chocolate down to exhale. 

	
	
	
	
	
	Reflection
Learning Objective: To be able to reflect on progress that has been made and identify my next steps.
In the final week, learners will reflect on their experiences and think about the progress they have made since being in the nurture group. The children will have a 1:1 meeting where they will make new targets with support from a member of staff.
The learners will be asked how they feel now and how they wish to feel in the future? If you could turn back time, what would you tell yourself in your first week.
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EBP: 6360EE Name: Theo Davies
Date of birth: 2014.09.08 Nurturing Structure Level Three: Nurture Group
Gender Male Assessment context Nurture Group
Assessment date 2022.10.27 Assessor Classroom Teacher
Age at assessment 8 Known the child for 2 terms

Organisation of experience

The child may be developmentally immature, inattentive, lack concentration and be unlikely to follow simple requests or instructions. She/he may
demonstrate a lack of independence in basic skills, e.g. personal organisation. There may be a reluctance to take an active part in group work or games.
She/he may have difficulty understanding the expectations of the school or setting, and in predicting adult responses to behaviour.

She/he is likely to function alongside, rather than with others. He or she may intrude unduly and may try to take over. They may be egocentric and show
little or no interest in things or activities around them. The child is unlikely to make relevant comments or ask questions.

She/he is reluctant to finish tasks and needs encouragement and support to finish work. Language and short term memory skills may be underdeveloped.

She/he is either too controlling or too passive. Is likely to experience difficulties in making and/or sustaining friendships. Relationships may be fleeting,
albeit constructive and reciprocal.

She/he is likely to demonstrate difficulties whilst working and interacting with other young people.

Internalisation of controls

The child may have to revert to survival instincts to get basic needs met and does not see other people as pleasurable. May not have had enough
attention, praise and appreciation.

She/he lacks trust in adults and cannot predict what is going to happen next. May not understand that if an activity stops he or she can do it again at a
different time.

She/he may not feel in a secure position at home; may not have experienced pleasure with others; may not have had enough time, attention and/or care.
She/he finds social situations and group work hard. They cannot respond constructively to others or offer help.

She/he is impulse driven, lacks personal organisation and self- control. May find it very difficult to stop a task.

Self-limiting features

The child is not engaging with the world and without interest and motivation. This suggests that s/he does not have a readily available potential to make
productive attachments and is likely to be difficult to reach. The child will need a tentative approach from the adult and much individual attention to
establish an attachment before they can be drawn into the group.

The child has an insecure, fragile self-image and self defeating attitudes. She/he is unusually sensitive about his/her worth, perhaps because of high
expectations in the home combined with too little support in meeting them; or the home provides inconsistent care and support and chaotic experience; or
there has been sudden loss of support after an earlier good and constructive relationship; or perhaps identification with a depressed mother; or
constitutional factors that make the child more vulnerable. Such children have a need for warm attachment but a severe lack of self-worth makes it difficult
for them to seek this.

Undeveloped behaviour

The child is at an early stage of development when there is no defined awareness of self and indiscriminately seeks any attachments available. There is a
marked need for an early level relationship and although still functioning at an early stage there is a readily available potential for attachment and growth.

She/he is impulse driven and does not reflect on, monitor or direct his/her own behaviour; personal organisation and identity are undeveloped. It may be
that there is an underlying neurophysiological state which needs investigation but more often these features suggest that the child has had too little help in
the early years to gain the resources to relate to others and engage at an age-appropriate level. However, because the behaviours described are normal
at an early level there is an available potential for attachment and growth if appropriate relationships and experiences are provided.

She/he is seeking attachment and needs a close and consistently supportive relationship. There is deep insecurity about personal worth and adult regard.

Unsupported development

The child has not been able to attach to a reliable adult; s/he has a profound lack of trust in others and resists making an attachment. A very tentative
approach is needed; it may be some time before trust is established and an attachment made.

She/he has an uncertain and ambivalent attitude to self; s/he has internalised profound insecurity. Here again, trust is slow to be gained.

She/he feels unvalued and is nursing a severely injured sense of self. This is expressed in self-damaging anger, silent negativism or projected onto others,
who are seen as persecutors. The child may fear the adult's reaction to an overt expression of anger.







She/he is oversensitive to real or imagined slight or threat. This shows itself in defensive and resentful behaviour or in anger directed at others. Trust must
first be established and the child's need for warmth and approval may then become evident; she/he becomes attached and is open to learning. However,
without early and effective intervention the prognosis is likely to be poor because she/he has developed a well organised way of being that increasingly
brings satisfaction and power. Giving up these immediate, primitive and powerful benefits to gain the approval of an adult who initially means nothing to
her/him is a long arduous process, both for the child and the adult. Behaviour which begins as a defence becomes an entrenched pattern, the longer it is
allowed to persist.

Particularly when associated with raised scores on the other sub-clusters in Unsupported Development, suggests that this disregard of the needs of others
is aggressive in nature, is motivated by anger and has the intention of depriving others. By contrast a high score here in association with low scores on
Section |, Internalisation of Controls, suggests that this is the greedy, grabbing behaviour of a younger developmental level.







Developmental

Organisation of experience

A Gives purposeful attention 2022.10.27
B Participates constructively 2022.10.27
C Connects up experiences 2022.10.27
D Shows insightful involvement 2022.10.27

E Engages cognitively with peers  2022.10.27

Internalisation of controls

F Is emotionally secure 2022.10.27
G Is biddable and accepts 2022.10.27
constraints

H Accommodates to others 2022.10.27
I Responds constructively to 2022.10.27

others

J Maintains internalised standards 2022.10.27

Diagnostic

Self-limiting features

Q Disengaged 2022.10.27
R Self-negating 2022.10.27
Undeveloped behaviour

S Makes undifferentiated 2022.10.27
attachments

T Shows inconsequential 2022.10.27
behaviour

U Craves attachment, 2022.10.27

reassurance

Unsupported development

V Avoids/rejects attachment 2022.10.27

W Has undeveloped/insecure 2022.10.27

sense of self

X Shows negativism towards self ~ 2022.10.27

Y Shows negativism towards 2022.10.27
others
Z Wants, grabs, disregarding 2022.10.27

others
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Total Developmental Score
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Total Diagnostic Score
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- No apparent difficulties

Low levels of difficulties

- High levels of difficulties

Individual Factors

Health Issues, including mental health
e.g. Physical impairnment, asthma, diabetes, self harming, OCD (Obsessive Compulsive Disorder) etc.

To some extent

Overall learning difficulties

To some extent

Bereavement / Trauma

Considerable

Attendance/timekeeping issues

Considerable

Bullying issues

To some extent









Organisation of experience

The child may be developmentally immature, inattentive, lack concentration and be unlikely to follow simple requests or instructions. She/he may

demonstrate a lack of independence in basic skills, e.g. personal organisation. There may be a reluctance to take an active part in group work or games.

She/he may have difficulty understanding the expectations of the school or setting, and in predicting adult responses to behaviour.

She/he is likely to function alongside, rather than with others. He or she may intrude unduly and may try to take over. They may be egocentric and show

little or no interest in things or activities around them. The child is unlikely to make relevant comments or ask questions.

She/he is reluctant to finish tasks and needs encouragement and support to finish work. Language and short term memory skills may be underdeveloped.

She/he is either too controlling or too passive. Is likely to experience difficulties in making and/or sustaining friendships. Relationships may be fleeting,

albeit constructive and reciprocal.

She/he is likely to demonstrate difficulties whilst working and interacting with other young people.

Internalisation of controls

The child may have to revert to survival instincts to get basic needs met and does not see other people as pleasurable. May not have had enough

attention, praise and appreciation.

She/he lacks trust in adults and cannot predict what is going to happen next. May not understand that if an activity stops he or she can do it again at a

different time.

She/he may not feel in a secure position at home; may not have experienced pleasure with others; may not have had enough time, attention and/or care.

She/he finds social situations and group work hard. They cannot respond constructively to others or offer help.

She/he is impulse driven, lacks personal organisation and self- control. May find it very difficult to stop a task.

Self-limiting features

The child is not engaging with the world and without interest and motivation. This suggests that s/he does not have a readily available potential to make

productive attachments and is likely to be difficult to reach. The child will need a tentative approach from the adult and much individual attention to

establish an attachment before they can be drawn into the group.

The child has an insecure, fragile self-image and self defeating attitudes. She/he is unusually sensitive about his/her worth, perhaps because of high

expectations in the home combined with too little support in meeting them; or the home provides inconsistent care and support and chaotic experience; or

there has been sudden loss of support after an earlier good and constructive relationship; or perhaps identification with a depressed mother; or

constitutional factors that make the child more vulnerable. Such children have a need for warm attachment but a severe lack of self-worth makes it difficult

for them to seek this.

Undeveloped behaviour

The child is at an early stage of development when there is no defined awareness of self and indiscriminately seeks any attachments available. There is a

marked need for an early level relationship and although still functioning at an early stage there is a readily available potential for attachment and growth.

She/he is impulse driven and does not reflect on, monitor or direct his/her own behaviour; personal organisation and identity are undeveloped. It may be

that there is an underlying neurophysiological state which needs investigation but more often these features suggest that the child has had too little help in

the early years to gain the resources to relate to others and engage at an age-appropriate level. However, because the behaviours described are normal

at an early level there is an available potential for attachment and growth if appropriate relationships and experiences are provided.

She/he is seeking attachment and needs a close and consistently supportive relationship. There is deep insecurity about personal worth and adult regard.

Unsupported development

The child has not been able to attach to a reliable adult; s/he has a profound lack of trust in others and resists making an attachment. A very tentative

approach is needed; it may be some time before trust is established and an attachment made.

She/he has an uncertain and ambivalent attitude to self; s/he has internalised profound insecurity. Here again, trust is slow to be gained.

She/he feels unvalued and is nursing a severely injured sense of self. This is expressed in self-damaging anger, silent negativism or projected onto others,

who are seen as persecutors. The child may fear the adult's reaction to an overt expression of anger.
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