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	[bookmark: cysill]Targed/Target 1
1) Read even more relevant and peer reviewed books and journal articles as well as websites when researching.  

	I have used the library website to focus on peer reviewed articles and books whenever possible.
	Reference List (p.16-20)

	Targed/Target 2
2) Continue to synthesise research into your writing to aid the support of your key points.

	I have attempted to back up my decisions with evidence from literature, theory or experience throughout this assignment to support my key points.
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	Targed/Target 3
3) Continue to develop a supported critical approach throughout, offering the opposing view whenever possible.

	I have looked for opportunities to find opposing viewpoints and possible criticisms.
	Page 4




ECAD6013-C Cycle 3 Core Studies: The Learner: who am I teaching? (ECAD6013)
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).  
Part 1: A Written Reflection

Esmae Cooper is a four-year-old girl who is currently struggling to return to school after a period of home-schooling due to the COVID-19 pandemic. Esmae is displaying traits of separation anxiety particularly on arrival to school when she is prompted to leave her mum (See Part 2a- One Page Profile). Her parents and class teacher are becoming increasingly concerned about the amount of time Esmae is absent from school due to her anxiety and school refusal. This assignment aims to address ways in which both Esmae and her parents can be supported to ensure Esmae is attending school regularly to prevent any long-term negative effects on her academic progression and holistic development (See Part 2b – Transition Support Plan). The crucial elements of the support strategies for Esmae include a focus on emotional wellbeing and the importance of parental engagement and professional collaboration (Ek and Eriksson, 2013).  For the purpose of this assignment this child has been given a pseudonym to protect their right to privacy as stated in Article 16 of the UNCRC guidelines (Children's Commissioner for Wales, 2022). 

Esmae has always been a more reserved and quieter child who struggled even initially with the transition into part-time nursery class. The impact of lockdown due to COVID-19 has certainly had a significant impact on Esmae’s mental health and put a stop to all exposure to the school environment and separation from mum and dad which has now left her more anxious and afraid of school than ever before (Knopf, 2021). Now returning to school, the school experience Esmae was slowly becoming familiar with has changed; her teachers wear masks, her playtime is at a different time and in a different playground, she has to wash her hands more regularly and she can’t sit close to her friends like she used to. This has been a really overwhelming change (Zengin, Yayan and Vicnelioğlu, 2021) for Esmae which has now led to a complete school refusal where she displays great anxiety symptoms and upset on arrival to the school site and is totally reluctant to leave her mum and enter the classroom. Unfortunately, Esmae has only managed to stay in school for either a morning or afternoon session and not the full school day due to her anxiety and severe upset. Her class teacher has decided to work with Esmae’s parents to complete a plan to attempt to support Esmae in becoming confident to stay in school for the full day every day. This plan will involve Esmae’s transition to full time school being staggered to allow Esmae to build up her confidence in staying each day (Symonds, 2015). The first week of the plan will involve increasing the expected time for Esmae to be in school each day, each day Esmae will be support by a learning support assistant (LSA) who is familiar and approachable face for Esmae (Kahu and Picton, 2019) every effort will be made to keep this LSA as the same person every day to allow Esmae to from a better relationship. This week will also focus on creating a nurturing and supportive environment at school for Esmae including the use of emotional support tools and a calm area that she can access whenever she needs them (Greenwood, 2020) (See appendix). This will be discussed in greater detail later in this assignment.

The term ‘school refusal’ describes any prolonged absence that is child-motivated (Elliott and Place, 2019). Separation anxiety is very commonly linked with episodes of school refusal, and it is evidential that the majority of children with separation anxiety will have at least one episode of school refusal in childhood (Hella & Bernstein, 2012). However, it has been disregarded that separation anxiety accounts for the majority of school refusal cases, school refusal tends to peak at the around age 11 and is usually linked to children who come from a more deprived background (Carroll, 2015). Therefore, it is not possible to suggest a definite reason for the majority of school absentee cases, there can be a number of reasons behind a child’s school refusal. Despite this, it is important to acknowledge that school refusal can certainly be an indication of a deeper problem within the pupil’s situation. Ek and Eriksson (2013) outlines the links between school phobias/refusal with a mental health condition such as depression and anxiety disorder. Elliott and Place (2019) also account for the school refusal being caused by symptoms of Post-Traumatic Stress Disorder in young children who have had previous traumas particularly with school or separation. On the other hand, Heyman (2004) discourages any immediate assumption that school refusal and separation anxiety must have a deeper mental health condition link, they instead discuss that learning deficits can account for school absenteeism. They share that during their professional experience they encountered a number of children who were labelled with mental health concerns when in fact they had learning difficulties which went unnoticed until much later in their educational journey (Heyman, 2004). Considering these viewpoints, it must be acknowledged that school refusal in children like Esmae can sometimes be an indicator of a mental health concern or indeed a learning deficit. Therefore, it would be beneficial for Esmae’s class teacher to organise support from an Educational Psycholgoist and additional support from the schools Additional Learning Needs Coordinator (ALNCo).

Esmae has now missed a significant amount if learning time due to her persistent separation anxiety struggles, both her parent and class teaching are becoming concerned about the effects that this period of absence will have on her academic progression. Developing school phobia and being absent from school, even in the early years, puts Esmae at an increased risk of falling behind with her learning and progressing slower that her peers throughout her time in education (Ranta et al., 2016). The introduction of the new Curriculum for Wales means that Welsh Government (2020b) now acknowledges that each learner will progress at a different pace and can only give broad guidance as to what each learner should be able to do at different ages. The Montessori method also upholds the notion of children being individuals on their own educational journey and should only be support and guided to follow their own learning instincts (Dereli İman et al., 2019). However, it is also highlighted within the curriculum that progression requires ‘deep’ learning which should be supported by allowing learners time to consolidate their learning through a range of different contexts including reflection and repetition (Welsh Government, 2020b). Esmae is currently not able to access this ‘deep’ learning as she is unable to attend all lesson; this could mean that Esmae is missing opportunities to reflect and consolidate her learning or she is missing the key learning time and, therefore, does not have the initial understanding to reflect on which will likely begin to hinder her progression in learning (Määttä and Järvelä, 2013).

In terms of Esmae’s emotional development, she presents as significantly struggling to regulate herself emotionally and build the confidence to begin full time school independently. Bowlby’s theory of attachment would suggest that Esmae is experiencing insecurity in the attachment with her parent which leads her to be much more vulnerable to fears and phobias particularly surrounding school (Wakefield, 2007). The theory suggests that there are a number of traumatic incidences that could lead to Esmae’s anxious attachment style, this indicates that the relationship between Esmae and her parents should be supported and worked on with the intentions of creating a more ‘secure’ base for Esmae. However, Bowlby’s theory has been criticised in that not all instances of separation anxiety are indicative of poor parenting or previous trauma (Slater, 2007). As far as we are aware, Esmae has not suffered from any significantly adverse childhood experiences. However, the experience of the COVID-19 pandemic itself is currently being considered as a potential addition to the adverse childhood experiences (Duncan, 2021). Despite this, Esmae’s school staff should be aware of the indications of her emotional dysregulation and report any safeguarding concerns (Children’s Act 2004). Henri Wallon’s theory of emotional development highlights the organic and automatic nature of children’s emotional in the first instances of experience, and then as time passes children begin to make links with their environment and the reactions of those around them (Veer, 1996). This would suggest that initially Esmae certainly felt fear and anxiety surrounding school and the separation from her parents, however, it also allows that Esmae may have begun to associate school with these negative emotions and the understanding that these emotions and behaviours lead to an earlier departure from school. This suggests that if Esmae continues to see that when she becomes upset on arrival school that her teachers will make arrangement for her to go home, that she will become less and less likely to attend. This compliments the introduction of the transition support plan in this Esmae will be shown a visual timetable of the hours she is expected to attend school and that this will be followed rather than her displays of anxiety or emotional dysregulation (See Part 2b – Transition Support Plan). 

Esmae’s mental wellbeing is clearly being significantly hindered by her symptoms of separation anxiety throughout her transition to school (See Part 2a – One Page Profile). A comparative follow-up study of school refusers discusses the significantly increased risk of severe anxiety and psychiatric morbidity in those with separation anxiety and school phobia (Flakierska-Praquin, Lindström and Gillberg, 1997). Although, this study is focused solely on a small group of people, the comparison of mental illness rates between this group of school refusers and the general public rates is poignant. Therefore, it would be discouraged to assume this as strict evidence that school refusal can lead to more severe mental illness, however, it is important to acknowledge the risks and attempt to prevent this outcome in every way possible. The new curriculum for Wales features a ‘Health and Wellbeing’ area of learning which guides learners to make links between their experiences and its effect on their mental wellbeing (Welsh Government, 2020). This will not only support Esmae to recognise and take responsibility for her emotions but also support Esmae’s peers to be empathetic during episodes of emotional dysregulation. The transition plan includes opportunities for the whole class to take part on mental wellbeing sessions aims to support the learners is looking after their own mental wellbeing as well as learning to assist their classmates during emotionally challenging times (See Part 2b – Transition Support Plan). Estyn (2020) promotes an example of good practice which outlines a school’s provision to support pupils’ mental wellbeing by developing their social skills and self esteem awareness by incorporating meditation and relaxation into their curriculum. This school appears to be equipping their pupils with tools to recognise, support and manage their feelings and be understanding towards other pupils’ mental health struggles, therefore, this is very supportive of the provision suggested within Esmae’s transition plan. Bandura recognised that children who are supported to be self-efficacious often to be more resilient and feel confident in using cognitive and emotional processes to make decisions and solve problems within the classroom (Breso, Schaufelt, and Salanova, 2011). The examples of activities display the types of things that Esmae and her peers will be completing during desginated mental wellbeing time and Esmae will also be completing occasionally during one on one time with Miss Jones (LSA). A number of the resources utilised within the mental wellbeing programme are chosen from the Mentally Healthy School’s website which provides free guidance, support and resources to help school staff and parents in assisting children (Mentally Healthy Schools, 2020). From experience in schools, it is common to witness schools that struggle to fund resources and therefore, themes such as mental health tend to be overruled by resources that support academic progression. Hence, it is certainly beneficial to be able to access free supportive resources for children to build on their mental wellbeing skills. One criticism of whole class mental wellbeing provision is that some strategies fail to distinguish between the normal spectrum of feelings and emotions and the symptoms of actual mental illness; some wellbeing activities guide children to believe that all feelings are normal and can be coped with, whereas, it should be acknowledged that severe mental illnesses do exist and require specialist support (Norwich et al, 2022). Consequently, it will be important to acknowledge that the pupils should be made appropriately aware of mental illness and the difference between illness and the normal spectrum of feelings. 

The transition support plan for Esmae outlines the proposed content for the support session that have been put in place to ensure Esmae’s transition to school is successful. The support plan discusses activities that involve one on one time with support staff, whole class provision and home learning tasks for Esmae to complete with her parents. It has been acknowledged that positive transition practices both within the school and home environment positively impact the learner through their transition into school (Puccioni, 2015). In addition to the use of the support sessions and activities being completed at home and school, there will be a number of resources and aids put in place to further support the transition. These include a visual timetable and a ‘Now, Next and Later’ (See Appendix) board to create a predictable and organised environment, this has been shown to better engage pupils in their learning (Cadima, 2015). There will also be the introduction of the ‘Feelings hub’ which is an area is the classroom specifically for children to access when they recognise that they need support with their emotions. It can be imagine that this may be particularly supportive for Esmae to use when she becomes overwhelmed with anxiety or upset. The hub will be equipped with calming tools and emotion identifying activities (See Appendix). Shimokura, Yanagiawa & Sasaki (2022) discuss the importance of spaces such as ‘calm corners’ and ‘nurture rooms’ particularly with children who have Autism Spectrum Disorder (ASD) as these places support the needs of learners who become overwhelmed with feelings. Although, Esmae has not been identified as having ASD she struggles with overwhelming emotions so the same principles apply that the ‘feelings hub’ facility can support her needs within the classroom. However, Shimokura, Yanagiawa & Sasaki (2022) do acknowledge that practitioners should be mindful with the language they use when discussing this area with the children and that the area should never be utilised as a zone of exclusion for pupils displaying challenging emotions. Unfortunately, experience of my own encompasses a time where I observed a ‘calm corner’ including the use of a ‘sad chair’ which was used more as a space where children were sent by the teacher as a punishment. This practice goes against my personal and professional views on behaviour and emotional management, therefore, it would only be suggested that the pupils are guided to use the ‘feelings hub’ when they feel they require it not simply when they display challenging emotions. Rutanen (2012) offers the experience of a Finnish pre-school setting who use socio-spatial practices to create structure and organisation within their learning areas. This too upholds the provision of consistency and predictability within the environment to support anxious and uncertain learners. Vygotsky refers to children’s symbolic play as not only a representation of their current development level but also as a tool to support future development, particularly within the early years and transition to school (Somolanji Tokić, and Borovac, 2020). Therefore, Vygotsky’s beliefs support the activities within the transition plan that guide Esmae to use resources to discuss, identify and understand her emotions in order to be better equipped to self-regulate when her anxiety symptoms are heightened.

A recent study reveals the implications that COVID-19 is likely to have on the emotions of young children and the wellbeing of their parents. This study discusses the negative power of young children’s negative emotions on a mother’s mental health, this is heightened further during the COVID-19 pandemic when a majority of children will spend their days at home with parents (Wei et al., 2022). This indicates that the school needs to ensure that Esmae’s parents are able to seek support from the school to uphold their own mental wellbeing. In order to properly manage Esmae’s transition to full-time school and support her parents, all key stakeholders need to be on-board with the plan and keep Esmae’s best interests at heart. Parental engagement has worked well in this case to date; Esmae’s parents have shared their concerns with her class teacher and appear keen to address these issues accordingly. Regular, mutually respectful communication is essential in upholding the aims of the support plan, this can be achieved by ensuring the parents feel able to express concerns and ask for further information from a key person when needed (Thambirajah, Grandison, and De-Hayes, 2008) (See Part 2b – Transition Support Plan). The transition to full-time education can be traumatic and emotion provoking for the parents as well as the pupil themselves; Esmae’s parents need to feel supported and informed about the principles of the support plan to ensure they are upholding their part of the responsibilities. All key stakeholders also need to acknowledge that there is a possibility that Esmae will not develop as expected in this plan, this is not entirely a negative outcome, it simply indicates that adaptation is needed (Thambirajah, Grandison, and De-Hayes, 2008). Stakeholders should be prepared to be flexible and adapt their provision to suit the needs of Esmae throughout the whole transition journey. One study found that children who had a good parent and teacher relationship showed greater success in academia and social development compared to those with just one positive relationship (parent or teacher) or none at all (Cook, Dearing & Zachrisson, 2018). A key theory that supports the idea of parental engagement is that of Bronfenbrenner and his view of the interlinkages between school and family within the microsystem. The microsystem is the closest system that surrounds the child, the theory conveys the importance of social interconnections and their effect on the school setting’s ability to function effectively as a place for development (Bronfenbrenner, 1996).  Interestingly, one criticism of Bronfenbrenner’s theory is the lack of acknowledgement regarding the effect that life events and transitions have on a person, these factors are not highlighted within his model (Christensen, 2016). Perhaps, it would be fair to suggest that Bronfenbrenner’s theory supports the notion of parental engagement but fails to acknowledge the true impact of transitions. In light of these findings, it would seem fair to suggest that school staff make a particular effort to foster positive working relationships with Esmae’s parents to ensure they are supporting Esmae efficiently with her transition and feel comfortable in addressing any of their ongoing concerns with her class teacher or LSA. 


The role of key stakeholders is outlined in Esmae’s transition support plan (See Part 2b), the title ‘key stakeholders’ describes any person of particular importance within Esmae’s transition. Esmae is not currently able to access any additional services to support her needs due to the increased caseload and waiting times due to COVID-19 (Gagliardi et al, 2021) within statutory and voluntary support services such as CAHMS or Action for Children. Therefore, Esmae’s school will need to take particular care and prioritise Esmae’s support in school. Professional collaboration and communication between the relevant staff members will be essential in maintaining Esmae’s dignity, independence and overall wellbeing (Ma, 2020). In addition to this, school staff having proper understanding and competence in supporting Esmae’s needs is particularly important, this is supported by the CASEL framework which offers a model of social and emotional learning in children (Gimbert et al, 2021). This suggests that staff who are working with Esmae to support her needs may need additional training to be competent. The ALNCo (Mr Rees) will be able to support Esmae’s class teacher (Miss Harwood) and her lead LSA (Miss Morgan) with any additional advice, guidance or resources they need. Mr Rees will also be responsible for the proper monitoring and assessment of Esmae’s needs, as well as any future referrals to any additional services or professionals (The Additional Learning Needs (Wales) Regulations 2021). Following the guidance referenced will ensure that the staff are supporting Esmae’s correctly, it can be seen as unfortunate that Esmae is not able to access any additional support from outside agencies or professionals, however, from personal professional experience this is not an uncommon situation for children in Wales and it is quite often the child’s school that must take sole responsibility for their development alongside their parents/carers. 
In conclusion, there have been a number of factors addressed which should support Esmae in having a successful transition into full-time school. Parental engagement, mental wellbeing, development of empathy, emotional development and professional collaboration are key features in Esmae’s transition support plan. The Wellbeing of Future Generations act guides practitioners to support short term needs while balancing the responsibility to uphold long term needs (Welsh Government, 2015). In context, this would mean addressing Esmae’s anxiety symptoms and upholding her rights on a daily basis whilst also striving to ensure she is progressing in her resilience to maintain a regular school attendance in order to prevent learning loss. Therefore, it can be seen that this proposed support will take responsibility for Esmae’s short- and long-term needs. Completing this research and creating this plan has allowed knowledge and understanding of the four purposes of the curriculum to be developed, this will support me accessing of the four purposes QTS standard. In addition, leadership skills have been developed through my experience of finding relevant support strategies for an individual and delegating tasks across school staff member within the support plan, again this would support my achievement of the leadership QTS standards. Finally, acknowledgements should be made towards the lack of some research regarding the long-term implications of COVID-19 on children with separation anxiety and the transition to full-time school. I remain hopeful that with time and research, practitioners will be able to access information regarding the implications of the pandemic and adapt their practice to support learners effectively in post-pandemic learning culture. 
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Part 2a: One Page Profile
[image: ][image: ]What people like about me….
· I am thoughtful and kind to all my friends.
· I love to do jobs to help my teachers and support staff.
· I try really hard with my reading and writing activities.
· I really enjoy drawing, colouring, painting and plasticine during creative time. 
· I always engage in singing and musical activities.
Hello, my name is….
 Esmae C
Age: 4 Years
Class: Nursery (Full-time)
Teacher: Miss Harwood.













How I like to be supported…
· I like to be given support by Miss Morgan when I feel sad.
· Encourage my friends to include me in games.
· Ask me to tell you how I am feeling or give me resources to do this.
· Give me time and space to calm down when I need it.
· I like to be given choices and decisions to make about what activities I can do.

What I am working on…
· Coming into school and leaving Mum in the morning.
· Holding a pencil with the right grip.
· Managing my feelings and staying calm when I feel sad or nervous.
· Completing tasks without help from classroom staff.
· Using scissors correctly and safely.











Part 2b: Transition Support Plan
Transition Support Plan
Name: Esmae Cooper
Class: Miss Harwood (Nursery- Full Time)
Transition: Return to full time school following period of home-schooling due to COVID-19.
Current Concerns (Class Teacher):  Esmae is becoming increasingly nervous about coming back to school, this has been identified as anxiety triggered separation by Esmae’s GP. Emotional outbursts are displayed by Esmae whenever the topic of retuning to school is brought up in conversation. On arrival to the school site, Esmae is refusing to leave Mum and enter the classroom independently. Mum and Dad are becoming concerned that Esmae is missing a significant amount of school due to the long-lasting effects of Esmae’s separation anxiety. Classroom staff are having to support Esmae for extended periods of time and this is creating barriers to her learning and development at school. 
Aims of Support Plan/ Indicators of Success:
· Esmae is appropriately supported and distracted enough to leave Mum and enter the classroom calmly.
· Esmae is encouraged to identify her fears and concerns surrounding the separation from Mum and communicate these feelings to members of staff.
· Classroom staff are made aware of Esmae’s anxiety and are able to support Esmae in an appropriate manner.
· The support plan is followed and utilised effectively to support Esmae in becoming more confident in facing her anxieties and attending school regularly.

Key Stakeholder Roles:
Miss Harwood (Class Teacher) – Observe and monitor Esmae’s progression and evaluate support plan effectiveness at agreed intervals. Keep in regular contact with Esmae’s parents to ensure they are up to date and on board with Esmae’s progress. 
Miss Morgan (Main LSA) – Support Esmae’s day to day emotional, social and behavioural needs. Use resources to support Esmae’s development and progress within this transition.
Mrs Jones (Supporting LSA) – Ensure Esmae is supported effectively on occasions where Miss Morgan is absent or occupied with other responsibilities.
Mr Rees (School ALNCo) – Advise and support classroom staff with how they can provide appropriate support for Esmae throughout this transitional phase.
Weekly Support Timetable
	Week
	Plan for the week
	Links to Curriculum 
	Next Steps for progression / Parental Engagement 

	1
	Initial planning meeting with parents to agree on appropriate reduced timetable. Esmae is to attend school for:
Monday: 1 hour in the afternoon
Tuesday: 2 hours in the afternoon
Wednesday: Full afternoon including lunchtime
Thursday: Begin school at playtime stay for the remainder of the day.
Friday: Stay for the full day.

Esmae is to spend the first 10 minutes of each day with Miss Morgan in the calm area completing wellbeing and emotional regulation activities. 

Esmae should then join the rest of the class and offered support by Miss Morgan when she becomes upset, withdrawn or anxious.

Esmae will be introduced to the following resources throughout the week; visual timetable, now next later board, clock, sand timer, calm centre and emotion cards. (see appendix for these resources)

	Four Purposes:
healthy, confident individuals who:
face and overcome challenge.
(Welsh Government, 2015)



Four Purposes:
healthy, confident individuals who: form positive relationships based upon trust and mutual respect.
(Welsh Government, 2015)

Health and Wellbeing:
a critical step for learners in health and well-being is transferring understanding from their own well-being to that of others; becoming more socially responsible.
(Welsh Government, 2020)



	Discuss how Esmae’s day has been each day when mum arrives to collect Esmae. 

Ensure Mum is aware of the plan for the following day.

Ask Mum and Dad to make a note of any behavioural changes at home with Esmae and feed these back to the school where possible.

	2
	This week Esmae will be in school full time. 
To support this change Esmae will have an hour-long emotional support session with Miss Morgan on Monday and Tuesday.

From Wednesday onwards support sessions will go back to 10-minute sessions with additional support throughout the day whenever Esmae becomes anxious, upset or withdrawn. 

Morning handover from mum will be a maximum of 2 minutes long supported by the visual aid of a sand timer. 

Esmae will be given homework to complete with mum and dad to support their attachment and relationship.

Whole class sessions will be held on “what makes a good friend” to support Esmae’s classmates in being empathetic and welcoming her into their class.
	Four Purposes:
healthy, confident individuals who:
have the skills and knowledge to manage everyday life as independently as they can.
(Welsh Government, 2015)

Four Purposes:
healthy, confident individuals who:
are building their mental and emotional well-being by developing confidence, resilience and empathy.
(Welsh Government, 2015)

	Encourage Mum to be reassuring but firm with Esmae on handover and use the sandtimer to support when needed.

Ask Mum and Dad to ivest time in homework provided and spend quality time with Esmae to support her.

	3
	This week Esmae will have support session with Miss Morgan focussing on the book ‘The Invisible String’ by Patrice Karst. This book focusses on the concept of people still being connected even when they cannot physically be together (Karst, 2000). 
There will be activities to complete to support Esmae in identifying her feelings and understanding the process of separation.

Esmae will have the opportunity to create a bracelet using string and beads where she will be asked to think about her feelings and which beads represent these feeling for her. The beads will be threaded onto her bracelet to represent her feelings along this journey. If Esmae wishes this could be a gift to her mum.
	Health and Wellbeing:
Explore the connections between their experiences, mental health and emotional well-being.
(Welsh Government, 2020)

Health and Wellbeing:
By learning how to communicate their feelings, learners will be better placed to create a culture where talking about mental health and emotional wellbeing is normalised.
(Welsh Government, 2020)


	Discuss Esmae’s progress with Mum and Dad regularly and ensure they have ample opportunity to discuss concerns.


	4
	This week’s support sessions will focus on the handover with mum to minimise the upset that Esmae faces when mum leaves.
Miss Morgan will support Esmae in brainstorming ideas of ways that she could say good bye (eg. high five, hand shake, hug, wave). Each day Esmae will be prompted to choose how she would like to say goodbye to mum. The sandtimer can be used if needed but Esmae should be encouraged to come into school independently where possible.

This week Esmae will also be focussing on her social development with Miss Morgan. She will be considering questions such as:
What makes a good friend?
What can friends do together?
Who would I like to be my friends?
If appropriate, Esmae can invite a friend or two to join her in some short support sessions to develop her social skills.


	Four Purposes:
healthy, confident individuals who:
face and overcome challenge.
(Welsh Government, 2015)



Four Purposes:
healthy, confident individuals who: form positive relationships based upon trust and mutual respect.
(Welsh Government, 2015)

	Support Mum in engaging with the new handover prompts.

Encourage Mum and Dad to hold conversations with Esmae about her friends.

	5
	Esmae will be meeting with Miss Morgan only when she becomes upset or uses her emotion cards to request support.

Esmae should be encouraged to join in all tasks and be prompted to work with friends when needed.

Esmae’s classmates should be praised accordingly for being good friends and helping Esmae to feel comfortable in their class.
	Four Purposes:
Ethical, informed citizens who:
Respect the needs and rights of others, as a member of a diverse society.
(Welsh Government, 2015)

	Check-in with Mum and arrange evaluation meeting for following week.

	6
	Evaluation of Progress

Esmae’s parents to attend school for an evaluation of how her transition into Nursery has gone. Address any current concerns and opportunities for improvement. Ensure all stakeholders are up to date with Esmae’s progress and aware of ways they can support Esmae in the long term.
Discuss the possibility of any issues reoccurring and what can be put in place if this is to happen. 
	Health and Wellbeing:
Progression in health and wellbeing occurs across a wide-range of skills, including: physical, emotional, psychological and social skills.
(Welsh Government, 2020)
	Next Steps
Continue to support Esmae in becoming a confident and happy member of the class. 
Allow her to identify and regulate her own emotions where possible and support her when she becomes overwhelmed. 

Ensure Esmae is making appropriate progress across all areas of her development.

Support Esmae in creating solid friendships with her class mates.
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Appendix 1 – Feelings Hub
[image: ]This is an example of the area that would be used as the ‘Feelings hub’ within Esmae’s classroom, she would be guided to access this when she feels overwhelmed, anxious or upset. Other pupils would also be able to access this area for emotional support and self-regulation time.
Photo Credit: https://www.pinterest.co.uk/pin/287597126182685638/ 


Appendix 2 – Emotion Cards
These cards will be introduced to Esmae at the beginning of the transition period, they provide Esmae with a non-verbal communication aid and support her to identify her feelings. The cards can be passed to a staff member when Esmae recognises that she needs support.
[image: ]
Photo Credit: https://www.etsy.com/listing/567320859/emotions-clip-art-cards 







Appendix 3 – Visual Timetable
This resource outlines Esmae’s daily tasks to keep her experience predictable. Staff can refer back to the timetable throughout the day to show Esmae what she has achieved so far each day and what she can expect to do for the remainder of her day. 
 
[image: ]
Photo Credit: https://www.mrsmactivity.co.uk/downloads/nurture-with-nature-ks1-visual-timetable/ 

Appendix 4 – Now, Next, Later Board
This board is particularly useful for times when Esame is becoming overwhelmed. Support staff can break down task with Esmae to help to guide her though each activity. 
(Eg. Now: Lunch Time
       Next: Painting 
       Later: Home Time) 

[image: Calendar
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Appendix 5 – Activity Examples
These are some examples of activities that will be completed with Esmae to support her emotional wellbeing.
[image: Graphical user interface, text, application

Description automatically generated] [image: Graphical user interface, application, Word

Description automatically generated]
Photo Credit: https://mentallyhealthyschools.org.uk/media/2022/anxiety-thermometer.pdf 

[image: Graphical user interface, text, application
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[image: A picture containing graphical user interface

Description automatically generated]
Photo Credit: https://mentallyhealthyschools.org.uk/media/2295/tracking-my-feelings.pdf 

[image: Graphical user interface

Description automatically generated]
Photo Credit: https://www.timetochangewales.org.uk/files/8315/7590/6843/TTTD-2020_Conversation_Starter.pdf 
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