	[bookmark: cysill]Targed/Target 1
	Continue to read up to date literature to ensure you stay recent and appropriate in your views – I have endeavoured to conduct extensive wider reading and have utilised ‘’filter’’ tools to ensure that I read up to date literature. 

	Targed/Target 2
	Continue to proof-read your work – I have committed to completing my assignment a week prior to submission date so that I can regularly proof-read my work prior to submission. I have also read my work out loud to help me hear the errors in my writing. 


Focusing on a case study, devise a response to a professional audience that identifies and critically evaluates the next steps in learning and teaching for an individual learner.

[bookmark: _Hlk57558092]Pupil progression is arguably imperative in teaching and learning (Vygotsky 1978; Davidson, Kempton & Thong, 2015) and holistic progression is perhaps becoming increasingly recognised, as one of the most important responsibilities of teachers (Kochhar-Bryant and Heishman, 2010). Donaldson (2015) criticised the current curriculum in Wales and suggested that it inhibited holistic development and learning opportunities. Whilst the Curriculum for Wales (CfW) (Welsh Government (WG), (2020a) values the development of the whole child, rather than solely intellectual development, which the previous performativity education system has perhaps been driven by. In-school intervention programmes have arguably developed in response to the elevated status of holistic learning and development and thus schools devise additional interventions to target learners’ non-cognitive skills (Siddiqui and Ventista, 2018). The National Association of Schoolmasters Union of Women Teachers (NASUWT, ND, p.6) (UK), the Teachers’ Union, indicated that interventions should ‘’narrow the gaps between actual and expected levels of pupil attainment’’. However, the intervention that will be discussed in this paper will focus on progression, rather than attainment. Arguably, progression is a better reflection of the learning process, (Davidson, Kempton & Thoung, 2015) and it could be argued that the use of the term ‘’expected levels’’ contradicts the progression steps in the CfW (WG, 2020a) and Donaldson’s (2015) findings that learning should not be inhibited by expected outcomes related to the age-according levels and key stages.

For the purpose of the assignment, the pseudonym ‘’Dafydd’’ will refer to the imagined learner and ‘’Ysgol Calon Cymru’’ (YCC) will refer to the imagined school that have been devised.

Dafydd’s teacher is becoming increasingly concerned because he demonstrates low levels of well-being and engagement since the separation of his parents, one month ago. From class observations, social and behavioural issues have also been identified. Dafydd’s class teacher has approached him on several occasions to discuss his feelings regarding his parental separation but Dafydd was reluctant to communicate his feelings. Thus, an intervention has been devised to support Dafydd to develop self-awareness and self-management of his feelings. In an informal meeting involving the key stakeholders in the provision for Dafydd: his parents, class teacher, deputy head mistress and the nurture practitioners, it was discussed that an Emotional Literacy (EL) intervention in the nurture group (NG) would be the most appropriate provision to support Dafydd. 

Dafydd is identified as at risk to Adverse Childhood Experiences (ACE). Bellis et al. (2016, p.4) defines ACEs as ‘’stressful experiences’’ that occur during childhood that can potentially have a negative impact across the life course. This is perhaps echoed in the literature that suggests that there is correlation between exposure to ACEs and vulnerability to long-term adverse effects on the brain, mental and physical health (Herzog & Schmahl, 2018; Public Health Wales, 2015).  Parental separation was one of the most experienced ACE of citizens in Wales (Bellis, et al., 2016) and in the NG, Dafydd will have the opportunity to share his experiences with peers who have also experienced or are experiencing parental separation. Public Health Wales (2015) suggests that the specific act of parental separation as an ACE involves a long-term conflict between parents and indicates that some cases of parental separation can be beneficial to the child. Similarly, Lee and Bax (2000) suggests that there has been a growth in the recognition of the benefits of parental separation for both children and parents. Perhaps in this circumstance, it is too early to decipher the impact that the separation will have on Dafydd. 

[bookmark: _Hlk57571475]The EL intervention will aim to support Dafydd’s well-being and holistic development. Several academics (Cowie, 2012; Dowling, 2014; Mainstone-Cotton, 2017) suggest that the emotional, spiritual, cognitive, social, and physical development of a child are interconnected and are not divisible. Steiner (1996) education advocates the holistic approach to learning that values the different aspects of developing the whole child. Critiques of the Steiner Education may suggest that the transition from a Steiner setting to a mainstream school proves a challenge for learners to conform and thus it could be suggested that holistic education can prove problematic (Pound, 2014). Additionally, the Steiner (1996) ethos emphasises the importance of a well-designed learning environment to support learners’ holistic development. Arguably, the Steiner approach is evident in NGs, as in following the NG principles the nurture room in YCC has been specifically designed to provide a safe and structured learning environment. Enabling environments are perhaps linked to the personalised learning approach that is advocated in the CfW (WG, 2020a). While this approach may be difficult to implement in classrooms of thirty learners with diverse needs, it is perhaps more accessible in interventions such as NGs. The One Page Profile is an example of personalised learning as it represents Dafydd’s voice in his provision, it was completed by him with support of Miss Maggs. Article Twelve within the United Nations Convention on the Rights of the Child (UNICEF) (ND) underpins Dafydd’s provision, regarding respect for the child and pupil voice.

In Successful Futures, Donaldson (2015) uses the term ‘’holistic’’ not only in the context of learning but also in relation to assessment and reporting. This perhaps emphasises the fact that holistic learning is a partnership between the teacher, learner and the carer or parents. Holistic teaching and learning are firmly embedded in the CfW (WG, 2020a) and the Health and Well-Being AoLE provides a holistic structure for understanding health and well-being (WG,2020b). 

Whilst Hare (2006) argues that holistic education prepares learners for the challenges of the twenty-first century, it may be argued that the holistic approach may undervalue academic learning (Drew, 2020). Education systems are perhaps in competition to develop the most skilled workforces of the future, in areas of science and mathematics, and thus a holistic curriculum may fall behind other nations that focus on intellectual development (Drew, 2020). In contrast, the Children, Young People and Education Committee (2018, p.32) suggest that achievement should not be measured through a ‘’prism of academic attainment’’; the committee argue that the success, progression, and development of learners should be measured holistically and consider how emotionally healthy and confident the individuals are.

The focus on the ‘whole child’ in the holistic approach perhaps overlaps with the humanist theory of education, and particularly Maslow’s Hierarchy of Needs. Maslow (1947) suggested that a classroom must ensure learners’ basic needs are met to ensure learning is at the individuals’ fullest potential. Dr Robert Emery (2016) developed an adapted model of Maslow’s model to portray the hierarchy of needs during parental separation (See Appendix 1). Similar to Maslow (1947), Emery (2016) situates basic physiological health at the base of the model. As the pyramid progresses, Emery (2016) suggests that children need at least one ‘’good’’ parent during separation. However, the Royal College of Psychiatrists (2020) may argue that both parents have a duty to continue to care for Dafydd beyond the separation. Both Maslow (1947) and Emery (2016) may agree that the intervention should firstly recognise Dafydd’s basic physiological needs prior to developing his emotional well-being. It is understood that Dafydd’s basic needs are met by both parents and thus the intervention may progress onto the next tier. However, in contrast to Emery (2016), Maslow (1987) outlined that the satisfaction of needs is not a complete phenomenon; needs do not have to be entirely satisfied to progress. 

As opposed to Maslow (1987), who suggested that the stages are reversible, Erikson (1950) indicated that personality develops in a predetermined order through eight stages of psychological development, from infancy to adulthood. Piaget (1950) may perhaps support Erikson’s theory (1950) as he also suggested that there are age-related development tasks. In Erikson’s model, Dafydd is within the fourth psychosocial crisis, industry vs inferiority and in this stage of development it is the role of the teacher to develop competency. This perhaps highlights the significance of the NG practitioner’s role in Dafydd’s provision. Furthermore, Erikson (1950) suggested that if children have negative experiences in homelife, an inferiority complex may develop into adolescence and adulthood. Several academics may agree with Erikson (1950) and argue that Dafydd’s experience of adversity at home may influence his personal attitudes and outcomes in the future (Arshad et al., 2012; Howard; 2020; Anderson, 2014). However, critiques of Erikson do challenge his theory of emotional development and suggest that the theory narrowly focuses on stages and the assumption that the fulfilment of a stage is ‘’prerequisite for the next crisis of development’’ (Malone, et al., 2016, p.18). His theory also concentrates on societal expectations that are perhaps prescribed to certain cultures (Malone, et al., 2016). 
. 
In supporting emotional wellbeing, Siegal (2011) suggests that the mind requires a healthy balance of seven nutrients. This model indicates that Dafydd may struggle more than his peers to achieve optimum mental health due to his disengagement with the Focus Time and Connecting Time nutrients. Additionally, Siegel (2015) discussed the potential negative impact of ACE on a child’s brain; he indicated that there are two key chemical reactions to trauma and one of these can lead to a chemical reaction that results in an increase of cortisol, known as the fight-or-flight hormone secretion. Cortisol with extended periods of release is neurotoxic and for a developing brain, such as Dafydds, this can inhibit brain development and over a prolonged period may also destroy existing neurons in the brain (Herzog and Schmahl, 2018). At the present, Dafydd’s likelihood of experiencing this negative impact is minimal, however an early intervention is perhaps imperative to prevention (Guralnick, 2011). Whilst Siegal (2015) did acknowledge the individual level and that the needs of each nutrient will differ amongst individuals, it may be questionable how practical, or desirable it is to ensure equal portions of each daily.

Another theoretical background on emotional development is provided by Goleman (1998); he refers to four competencies of emotional intelligence: social skills, social awareness, self-awareness, and self-management. In the NG, the EL intervention will aim to develop self-awareness and self-management to support Dafydd to express and manage his emotions. Goleman (1998) also refers to brain studies that suggest that there is correlation between the emotional state of the mind and the ability to think effectively, he discusses the significance of emotional well-being in learning and development. Rogers (1969) may support Goleman (1998) as he suggests that unless a child can feel confident, self-assured within a learning environment and beyond, then learning will not take place.  

Pedagogy is central to the CfW and schools should perhaps ensure that practitioners have a secure understanding of the twelve pedagogical principles (WG, 2020). Effective pedagogy is suggested in a cyclical process in the CfW and starts with identifying the learners’ greatest needs, then selecting the most appropriate pedagogical approach and lastly, assessing the impact on the teaching approach through learner progression (WG, 2020). In the intervention, there is a need to support Dafydd during the separation process which links to the pedagogical principles,  ‘’support social and emotional development and positive relationships’’ and ‘’maintains a consistent focus on the overall purposes of the curriculum’’ (WG, 2020, p.50). In terms of assessing impact, the Boxall Online Profile and feedback from his class teacher and parents will be utilised to measure the impact of the intervention.

Additionally, CfW is a purpose-driven curriculum and the shared vision of YCC is to support learners in all four core purposes. Perhaps, the most evident purpose in Dafydd’s intervention is to develop as a ‘’healthy, confident individual’’ (WG, 2020, p.25). However, the four purposes are perhaps not divisible (WG, 2020), and the long-term vision will be for Dafydd to embody all four purposes to the extent that he may be able to. Progression in Dafydd’s holistic well-being and emotional development is the paramount consideration in the intervention and the Online Boxall Tool will be utilised to track Dafydd’s holistic progression. The Boxall Profile should be completed by whoever knows the learner best (Bennathan and Boxall, 2000), and for Dafydd this will be a collaboration between his class teacher and the NG practitioners. There will be a formal assessment to monitor Dafydd’s progression at the start and end of a half term and scores will be entered into a graph that will indicate where Dafydd is, and where Dafydd should be. Conversely, Neaum (2016, p.145) may suggest that the Boxall Profile will not present a holistic view of Dafydd; Neuam criticised the use of tick lists in assessment in education and suggested that they do not capture the ‘’richness’’ of the learning and development of a child. Thus, additional assessment tools, as outlined on Page 18, will be utilised to measure Dafydd’s holistic progression and development. The next steps in the intervention will be dependent on Dafydd’s progression in the six-weeks and the circumstances at home. It is planned to support Dafydd beyond Progression Step Two (PG2) and towards PG3, to self-awareness and regulation (WG, 2020b). 

[bookmark: _Hlk57722055]The ‘’Clwb Cwtsh’’ will be the NG that Dafydd will attend for six weeks. NGs are a common theme in an Estyn (2020) document that outlines effective practice for supporting learners, similar to Dafydd, with ACEs. There is a wealth of literature that supports the rationale for the use of a NG in Dafydd’s provision and it may be argued that learners with significant social, emotional and behavioural difficulties make notable progress in NG learning environments (Cooper and Whitebread, 2007; Sanders, 2007; Sloan et al. 2016). Furthermore, several studies suggest that learners’ academic performance develops following attendance in nurture provisions (Cozolino 2013, Seth-Smith et al. 2010). However, Hosie (2013) points out that the evidence-based pertaining to NG outcomes on learning and achievement  remains limited; Reynolds, Mackay and Kearney’s (2010) large-scale study into the effects of NGs on development and attainment concluded that significant gains over six months were evident, though exact levels were not provided. These findings may support those of the Education Endowment Foundation (2019) that suggest that social and emotional targeted interventions can improve attitudes to learning that may lead to an additional four months’ progress. Thus, it appears that the EL intervention programme will benefit Dafydd considerably. 

NGs are based on the principles of attachment theory (Bowlby, 1969) and Vygotsky’s (1978) theory of learning. Bowlby (1969) suggests that attachment at an early stage affects the brain in the long term and is crucial to healthy psychological functioning. Clwb Cwtch will aim to support Dafydd in a nurturing and predictable environment and as Dafydd is experiencing a significant change to the structure of his homelife, this type of environment is perhaps fundamental to support him (Lansford, 2009). Vygtosky’s (1978) theory suggests that learning occurs through social interaction, which is evident in NGs and after a process of ‘’scaffolding’’ in the learning, provided by the NG practitioners and peers. Furthermore, language development is an element of Vygotsky’s (1978) theory which informs nurture group principles and theory (Bennathan and Boxall, 2000). 



Dafydd’s provision will be an early intervention to support him during the initial stages of his parent’s separation. Early interventions can minimise the potential adverse effects in later life (EIF, ND; Guralnick, 2011), and a recommendation for the WG in Chapter Five of The Future Generations Report (Howe, 2020, p.33) prioritises ‘’early intervention and childhood adversity’’. 

In addition, the current policy and legislative context in Wales perhaps demonstrates a commitment to addressing ACEs; the Well-being of Future Generations Act (WG, 2015) is the foundation for all public well-being services in Wales and advocates an integrated approach to well-being. This act (WG, 2015) and UNICEF (ND) underpins the Health and Well-Being AoLE in the CfW and perhaps supports the rationale in Dafydd’s intervention. Additionally, WG’s national strategy for lifelong well-being, ‘’Prosperity for All’’ commits to ‘’investing in early years’’ and preventing ACEs through the development of ‘’ACE-Aware public services’’ (WG, 2017a, p.7). Furthermore, ‘’A Healthier Wales’’ (WG, 2019) is the plan for health and social care that recognises the importance of addressing adverse experiences in childhood. Perhaps these policies are out-of-reach for those affected and support should be more targeted for schools. 

[bookmark: _Hlk57722091]Whilst Warin (2017) suggests that NG interventions in a school environment detracts from learners’ resilience, it may be argued that Maslow’s model illustrates the importance of emotional well-being and that a barrier to holistic progression is the absence of psychological safety and security. Another potential limitation to the intervention is the dependence of the nurture practitioners; arguably successful outcomes in NGs rely on highly skilled and trained practitioners (Birch, 2016). Ecclestone (2017) suggests that schools are underequipped and lack the expertise to support the emotional outcomes that inevitably arise in delivering emotional literacy. In her writing, Ecclestone (2017, p.23) refers to under-skilled practitioners as ‘’ therapeutic entrepreneurs’’.  To an extent, Estyn (2019a, p.1) may support this view as an effective practice report indicated that every NG practitioner had received ‘’appropriate training to fulfil the teaching requirements’’. Another Estyn (2019b, p.1) effective practice example stated that the NG is led by ‘’highly-trained support staff’’ and results in the best possible outcomes for the learners. Arguably, a disadvantage to school-based interventions is the stigma; the Joseph Rowntree Foundation (2003) reported that a child may feel anxious about leaving class to do support work. Dafydd will attend the NG sessions following break times to minimise the transition from leaving the classroom. See Appendix 2 for a ‘’SWOT’’ analysis of Dafydd’s intervention. 



All stakeholders in Dafydd’s provision understand the importance of supporting his well-being through the parental separation. The class teacher acknowledges the importance of specialist trained staff in EL sessions and thus the nurture practitioners will deliver the intervention. However, the class teacher will support the planning and monitoring of Dafydd’s progression and will collaborate with the NG practitioners to deliver the intervention. Estyn (2020) reported that leaders of interventions, which in Dafydd’s provision is the class teacher and nurture practitioners, hold half-termly meetings to discuss learners’ wellbeing and progression. Though in Dafydd’s provision the class teacher will communicate with the leaders at least weekly. Similarities in the thinking behind this may be drawn to Wiliam (2002), who described the process of the continuous regulation of learning that is integrated into the learning environment. Although Wiliam’s (2002) writing is perhaps aligned to Assessment for Learning in the classroom, the principles of monitoring the learning and progression are arguably similar. 

A positive parent-school collaboration is also fundamental to the success of Dafydd’s intervention and progression; Dafydd’s parents will be invited into school to discuss the provision set out to support Dafydd and there will be regular communication between the school and his parents. Campbell (2011) suggests that positive parent-school collaboration enables parents a better opportunity to effectively support and encourage the learners. Furthermore, Epstein’s (2001) theory of ‘’overlapping spheres of influence’’ perhaps illustrates that there are three major influences in Dafydd’s learning and development: the family, the school and the community. However, Hornby and Blackwell (2018) did indicate that when parents have separated, their lives can become hectic and thus parents do not have the time to engage with the school or can forget information. Pyle (2015) indicated that NGs can have a positive impact on the parent-child relationship and thus the collaboration between the school and Dafydd’s parents in the NG intervention should lead to successful outcomes in Dafydd’s development. Similarly, Estyn (2020) discussed the significance in parental engagement and supporting the whole family on learners’ outcomes and wellbeing. Although dated, the Clywch Report (2004) is perhaps one of the most influential reports on the importance of school partnerships with parents and it is still relevant today. In the report, there is an emphasis on the impact of the home-school link in ensuring that the learning journey is a prosperous one and understood by all stakeholders (Children's Commissioner for Wales, 2004).

WG’s Families First programme promotes multi-agency support and prioritises prevention and early intervention (WG, 2017b). The Team Around the Family (TAF) is named in Families First and will be utilised to support Dafydd and his family. The school has contacted TAF to organise a multi-agency meeting. Estyn (2020, p.6) indicates that these agencies are effective in identifying and supporting learners with ACEs and are a ‘’valuable means to plan support and intervention’’. Epstein’s (2001) ‘’community’’ sphere perhaps represents TAF in this intervention and thus the model illustrates the influence of collaboration between TAF, the school and the family around Dafydd to support his development. 

[bookmark: _Hlk57797776]In conclusion, the discussions in this paper on emotional development and the impact of ACEs emphasis the significance of devising an intervention to support Dafydd. As discussed, the areas of development in Dafydd’s intervention align with the emotional competencies identified by Goleman (1995). Tyng et al. (2017) suggest that emotions influence cognitive processes such as attention and learning and this perhaps explains Dafydd’s recent behaviour. Pound (2014, p.11) furthermore indicates that emotions are the ‘ignition switch’ in learning. Thus, it could be suggested that well-being should be an additional cross-curricular responsibility to consider in the CfW 2022. This is not to suggest that the Health and Wellbeing AoLE should be removed. Arguably, the political economic imperative to develop economic and productive nations may hijack the well-being agenda and perhaps schools focus on the cognitive development of learners to drive academic achievement (Arshad, Wrigley and Pratt, 2012).

Siraj and Taggart (2020) suggest that the most successful teaches maximise the potential of all learners. It is also a statutory expectation outlined by the Professional Teaching Standards (WG, 2017c) to demonstrate knowledge and understanding of the diverse needs of learners and ensure the four purposes drive learners’ experiences. The four purposes are at the centre of Dafydd’s provision to promote holistic development.  Another standard perhaps related to the intervention states that ‘’high-quality learning experiences and performance outcomes lead to improved learning and a heightened sense of well-being’’ (WG, 2017c, p.41). This may indicate that an effective intervention will lead to positive outcomes for Dafydd. Furthermore, the educator has perhaps developed a deeper understanding of ACEs, NGs and the ability to plan an intervention to support an individual’s holistic development and progression. The reading and research that was undertaken in this paper perhaps demonstrates a commitment to professional learning (WG, 2017c). 


An improvement to the intervention could be to devise a programme to support parents during separation, to work alongside the NG to provide parents specific guidance on coping with the process. As a result, this may address the professional standard, involving partners in learning (WG, 2017c).
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My One Page ProfileWhat people appreciate about me:
· Sociable 
· Caring
· Honest
· Kind
· Popular
· Sensitive
What is important to me:
· To have friends to play with 
· To have a stable person (Friend and Adult) that I can rely on
· To be involved in the decisions that affect me
· To have thinking time and space to make sure that I make good decisions 
· To be liked and respected in the class


                                                         Dafydd Owens, Age 6, Year Two
                                                                    How you can support me:

· When I feel distressed or agitated, please send me to Miss Maggs. She is my allocated support staff 
· Allow my ‘’Time-Out’’ pass when I need it
· Understand that sometimes my challenging behavior is my way of dealing with my inner emotions
· Encourage me to engage in activities that I may initially withdraw from
· Challenge me in literacy, I can do it but sometimes I do not have the confidence 
· Encourage me to discuss my feelings 

                                                





















(Taken from Ysgol Calon Cymru School website)
Ysgol Calon Cymru – Nurture Group 
Our Nurture Group will support learners with their social and emotional wellbeing. Nurture practices aim to give learners the social and emotional skills to succeed in all aspects of school life, with peers and develop resilience.
Nurture groups are smaller than a usual class size and we aim to gradually introduce learners, starting from one afternoon a week and building up to four afternoon sessions, depending on the individual needs of the learner. We aim to keep learners within their classrooms for most of the learning. Learners may work in small groups, in pairs and 1:1 with an adult and the National Curriculum and school policies are key considerations in the planning of teaching and learning in the nurture group.
[bookmark: _Hlk57219535]We aim to work in close partnership with our parents and carers and the nurture practitioners will be in contact with parents and carers, prior to the learner joining the group and there will be an opportunity for parents to visit our newly refurbed nurture room. The learners have decided to name it the ‘’Clwb Cwtsh’’, it is set up like a home, within a living room, kitchen and dining area. Specific opportunities on Wednesday afternoons will also be planned for the parent to join a nurture session.
The Nurture Group is funded by the Pupil Development Grant and it has been estimated will cost approximately £10 000. The funds that were raised in the ‘’Christmas Card’’ fundraising event will also contribute to the development of the Nurture room. Miss L Powell, Deputy Headmistress, leads the initiative and the school have appointed two permanent staff, Miss C Lewis and Miss A Maggs to act as nurture practitioners. These staff members have received trained in nurture and emotional literacy interventions. The Nurture Group principles will be shared with the whole-school teaching staff and senior leadership team.




Boxall Profile Online
The Boxall Profile will be used to assess the learners’ social, emotional, and behavioral development. As emphasised in the school’s vision statement, our focus is the holistic development of our learners to develop as ‘’all-rounded’’ individuals. At Cymru O Galon, we use the Boxall Profile as part of our toolkit to develop a holistic understanding of each learner. The Boxall Profile will be implemented as part of an early identification and assessment, target setting and intervention and tracking the progress of learners. 
The Boxall online tool is split into two sections, the Development Strands and the Diagnostic Profile, each including 34 questions.

Learners are assessed prior to joining the Nurture Group using the Boxall profile, as well as observations from class teachers and nurture staff. Individual targets are then devised, these are communicated to class teachers to encourage a consistent approach. The tool will also track the progress of learners in the intervention and thus identify specific areas of focus. 
Please see hyperlink https://www.nurtureuk.org/nurture/what-nurture-group for more information. 











	Dafydd’s Intervention	
The table below sets out the planned teacher-led activities to support Dafydd; these activities will be led by Miss Maggs, the lead nurture practitioner in the Clwb Cwtch nurture room. The class teacher will support Miss Maggs in planning and monitoring the progression in the intervention. 
Dafydd will attend the intervention for one 35-minute session in Week 1. His sessions will gradually increase and by the end of the half term it has been suggested that Dafydd will attend four sessions a week. However, these sessions are suspect to change and are dependent on the on-going needs of the child.
Please see the PINK highlight for curriculum links to Health and Well-Being Area of Learning and Experience.
Please see the RED highlight for curriculum links to the Four Purposes.
(WG, 2020a)
PG – Progression Steps
WM – What Matters Statement
	Week 1
	Week 2
	Week 3
	Week 4
	Week 5
	Week 6

	Learning Objective: I can tell you what divorce means to me and how it makes me feel





Inform the learner that the purpose of the attendance is to talk about what has happened with their parents.

Write the word ‘’Divorce’’ on a whiteboard or piece of paper. Ask the child what does that mean? What does the word mean to them? 

Give a blank piece of paper and ask the learner to draw what divorce means to them. Talk about their feelings about divorce and ask them to write these words around the picture. 


WM2//PS2 – I can, with support focus attention on my perception and thoughts. 

Healthy, Confident



	Learning objective: I can tell you what I was doing when I first found out






Ask the learner how they found out about the divorce? What happened? Who told them? How did they react? What do they think is the best way of telling a learner that they parents are divorcing?

Can they draw a comic strip of what happened when they were told? Ask the child to draw the emotion that they felt and name it. 




Learning objective: I can tell you how things have changed


 

Ask the learner to explain how things used to be when both parents were together? Did they notice that their parents were not getting on? Did they notice that Mum or Dad was sad? How did it make them feel? Then ask the learner to explain what things are like now? How have things changed? Are things better or worse? 

Ask the learner to fill in the timeline to show how things have changed; using past, present and future. 

WM2//PS2 - I can understand how and why my thoughts, feelings and actions change in response to different experiences.
Healthy, Confident

	Learning objective: I can tell you about my worries






 
The learner will make a ‘’worry monster’’ to share their worries.
Explain how important it is to talk about what is worrying them. 
Talk about the main worries around the divorce and get them to write them down for the worry monster to eat up.

Learning objective: I can tell you about things that make me feel better



What activities do they enjoy doing? Fill in the sadness kit box. Then ask them what activities could be easy to do if they are feeling a bit sad? Which ones can they try to do to distract them from sad feelings and make them feel happier again? It is okay to be sad but also important to try make themselves feel better by doing something positive. 

WM2//PS2 - I can notice and communicate my feelings. 
I am beginning to notice when I need help to manage my feelings
Healthy, Confident

	Learning objective: I can identify my inside and outside feelings.







Learners to use a paper plate to identify the outside and inside feelings through either words or drawings. Fold and laminate. 


Learning objective: I can develop strategies to manage my outside feelings.

 

Teacher to identify the words/drawings that the learner displayed on the ‘’Inside and Outside’’ feelings plate. Discuss the impact of these feelings on themself and others? What could we do to manage these behaviours?
-Modelling positive behaviours
-Role play activities  
-Coping strategies when learner feels overwhelmed

WM2//PS2 - I can reflect on my experiences.
Ambitious, capable
	Learning objective: I can feel proud of my memory book and share it with my parent who doesn’t live with me anymore



Learner to create a memories book to fill with things that they want to share with their missing parent to share all things that they have done in the time they have been separated. 

Learning objective: I can engage in the story and relate it to my own feelings and experiences



Read the ‘’Two Homes’’ story together, pause at various points to ask questions. Ask the learner how the story made them feel. What have you learnt from the story?

Learning objective: I can express my feelings to my parents in a letter


Using a writing template, and various prompts from the previous sessions. Learner to devise a letter to give to parents. Parents will be invited in for the learner to read the letter to them. 
Healthy, confident 
WM2//PS2 - I am beginning to notice when I need help to manage my feelings
	Learning objective: I can listen and talk to other learners about my experiences and feelings




A group, child-led discussion where the adult facilitator will ask various questions and let the learners lead the discussion.

What are your experiences of parental support?

What changed?

What do you prefer?

What advice could you give?


Learning objective: I can write down all that I learnt to devise a ‘’Survival Kit’’.



Learners to devise a ‘’Survival Kit’’ on how to deal with parental separation in bullet points.


Learning objective: I can identify my support circle


Learners to draw two circles within a circle and to list family, friends and others who you can rely on to support you.




Learning objective: I can appreciate the journey and progress that I have made and identify my personal next steps. 



Learning Walk – Display all the learner’s assets that have been completed over the six weeks.

What feelings do you have now?
What do you wish you could tell yourself in week one?


WM3&4//PS2 - I can take part in group decisions 
I can communicate my needs and feelings in my relationships and notice the needs and feelings of others.
Healthy Confident, Enterprising, Creative



Monitoring, Assessment and Evaluation (As Recommend by Welsh Government (WG, 2010)
· Records of attendance levels; punctuality; changes in behaviour; attitude; function; attainment; and social skills 
· Feedback from class teacher and parents
· Boxall Online Profile
· Professional meetings will take place once every two weeks and the following stakeholders will be invited: the nurture practitioner, class teacher, and deputy head when observations and progress are shared by all staff.
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Appendix 1 – Hierarchy of Children’s Needs in Two Homes


Appendix 2 – SWOT Analysis of Intervention 
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(Emery, 2016, p.27)








Appendix 2 –


	
	HELPFUL
	HARMFUL

	INTERNAL
(within the school)
	Strengths
 
· Develop Dafydd’s wellbeing and understanding of the process
· Heightened well-being should enhance his attitudes to learning 
· Provide support within a safe environment during the separation process 
· Early intervention to minimise the potential adverse effects 
· Boxall Online Profile – Integrated as a whole-school approach to assessment and monitoring 
· Building a community of children who share experiences of parental separation

 
 
	Weaknesses
 
· Stigma – Dafydd leaving the classroom to attend the NG
· Dafydd may wish to not participate or have an involvement 
· NG are expensive to fund
· NG success dependent on highly skilled NG practitioners 
· Parents lack of understanding of the NG

	EXTERNAL
(outside the school)
	Opportunities
· Continuing professional development (CPD) for class teacher in understanding the impact on ACE and
· Building relationships with parents and perhaps increasing parent-engagement in school
· Promoting the principles of the Curriculum for Wales
· Developing the four purposes
· Opportunity for Dafydd to develop resilience, self-awareness, and management of feelings
· Development of emotional and social skills
· Utilising the space of the school is devising a Clwb Cwtch 

 
	Threats
· Funding
· Lack of engagement from parents
· Staffing (Additional staff members are recruited to deliver the NG)
· On-going training required for NQ that will incur additional costs
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