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Part 1
In this assignment, I will demonstrate how further support could be provided to an individual learner whose holistic development is currently impacted by a specific learning barrier. I will support the discussion using a range of learning theories, personal practice, and literature, while also critically analysing and evaluating the in-place support plan created to provide additional guidance for learner progression. (Reference Part 2).
The 2022 Curriculum for Wales has highlighted a new focus on the importance of supporting learners’ individual needs within schools to create a pathway for pupil progression. Each school will select particular strategies to implement a practice that identifies and addresses the specific needs of individual learners (Welsh Government, 2022). Schools and teachers are responsible for identifying pupils in need of additional support, implementing individual development plans (IDP), allowing pupils to develop across all areas of the curriculum, and aiding holistic development.
[bookmark: _Hlk164765352]To maintain confidentiality, the names in this written work and support plan have been changed to protect pupils, their families, and school staff. Researchers must not make any assumptions regarding the authenticity of the name or identity provided by participants in online forums or media (BERA, 2018).
The pupil support plan implemented for this assignment aims to provide support to Oakley, a Year Four pupil exhibiting characteristics of high-functioning autism (HFA). High functioning autism is a form of autism spectrum disorder that may present challenges in social interaction and communication, as well as repetitive behaviours and intense interests (Liss et al., 2001). Oakley experiences difficulty with transition at both home and in school; he also struggles to understand and mix with his classmates socially and emotionally. Oakley’s school governors and family arranged a meeting to discuss how teachers and associated school staff can accommodate his daily school-life struggles; recommendations have also been received from Oakley during the meeting and have been considered by the school when creating his support plan. Oakley’s academic development has been monitored and assessed to identify his strengths and his barriers to learning, resulting in the school and Oakley’s class teacher implementing new strategies into his lessons to aid him in developing across the curriculum. The support plan was created collaboratively with Oakley, Oakley’s mother, Oakley’s grandparents, the school's additional needs specialist, and his current class teacher. Effective communication and collaboration among learners, parents/carers, and practitioners are crucial for the advancement and overall well-being of the learner (Welsh Government, 2022).
Barriers to learning in an educational setting are any factors that prevent learners from reaching their full potential in terms of academic, progressive, and holistic growth (Galusha, 1998). The school has identified Oakley's difficulty with less structured parts of the day as well as changes in his environment and routine. These disruptions to routine and transitions throughout the school day have an emotional impact on Oakley, making him feel anxious and overburdened. Anxiety is prevalent among many individuals who are on the autism spectrum, including both children and adults. Anxiety can be connected to difficulty understanding their surroundings and a sense of being misunderstood or lacking control over a situation (NHS, 2022).
Oakley’s school support plan aims to help him develop his routine during the school day, which will help him cope with the horizontal transitions throughout the day, therefore allowing him to feel more comfortable in his lessons, meaning he can gain valuable life skills and develop holistically. Kagan and Neuman (1998) define horizontal transitions as the movement between activities within a specific environment, such as moving from one subject to another in a classroom setting. By addressing Oakley's need for support in managing these transitions, his school can create a more inclusive learning environment for him to thrive academically and socially.
Oakley is a quiet and reserved member of his class who likes to socialise with his small friendship group and attend the football after-school club. Oakley enjoys partaking in problem-solving, working with numbers, coding, and science investigation lessons. Oakley shows pride in these areas of his learning, as he is aware that he works at a higher level than the rest of his class peers. Oakley often takes control when working in a group in lessons he enjoys; however, Oakley has difficulty assigning roles to his group members as he can be inclined to complete all the tasks singlehandedly. The NHS (2022) identifies that one common characteristic among boys diagnosed with childhood autism is having a keen interest in certain subjects or activities. Oakley himself has identified that he would like to improve on his group work and sharing as one of his social development targets. Through social interactions, learners notice the characteristics of different people and learn to recognise and trust key partners (Trevarthen, 2011).
Oakley also dislikes participating in literacy and comprehension lessons, as he doesn’t realise the concept of reading or writing for pleasure. Oakley can be easily distracted or, on occasions, will actively avoid participating, for example, by regularly going to the toilet, fidgeting or disrupting others, and zoning out and avoiding the activity completely. According to a study by Smith and Jones (2018), learners who struggle with literacy skills may exhibit avoidance behaviours during reading tasks. Additionally, research by Johnson et al. (2009) suggests that some learners with difficulties with comprehension may engage in distracting behaviours as a coping mechanism. The pupil support plan shows the strategies taken by Oakley’s support network to encourage engagement during his class literacy lessons to best accommodate progression.
High-functioning autism is a condition that falls within the autistic spectrum and is distinguished by individuals who have intelligence levels that are average or higher (Wing, 1997). Each autistic person experiences the Autistic Spectrum Condition (ASC) in a unique way, which means that each autistic person's level of support needs will be different and depend on their strengths and weaknesses. Research by Baron-Cohen et al. (2009) found that individuals with autism spectrum disorder (ASD) often have strengths in areas such as pattern recognition and attention to detail while struggling with tasks that require social cognition. Understanding these individual differences is crucial for providing tailored support and interventions for autistic individuals (Happe & Frith, 2006). An estimated 1% of British people are currently diagnosed with autism (National Autistic Society, 2018). The diagnosis of childhood autism has improved within the last decade due to more autistic spectrum information available and increased awareness within schools. Scientific and social awareness has led to an increased likelihood of an early diagnosis of autism in children (AutismSpeaks, 2022).
The characteristics of autism in childhood can sometimes differ between girls and boys. Boys with high-functioning autism can be diagnosed earlier than girls due to their clearer autistic traits and behaviours (NHS, 2022). Boys have a four-fold higher autism diagnosis rate than girls (Autism.org, 2021). However, when considering childhood diagnosis rates, boys are seven times more likely than girls to be diagnosed with autism before reaching adulthood (National Autistic Society, 2018). Research has shown that girls with high-functioning autism may exhibit different behaviours than boys, such as masking their social difficulties by imitating their peers (Dean et al., 2017). This can lead to underdiagnosis or misdiagnosis in girls, highlighting the importance of considering gender differences in autism diagnosis.
Russell et al. (2021) study explains that receiving a diagnosis of autism is becoming increasingly difficult and frustrating for pupils, parents, and schools due to the limited screening resources available and the ever-growing demand for diagnosis. More pupils are being added to a waiting list to receive observations from the educational psychologist to help with the diagnosis process, leading to longer wait times and delays in accessing necessary support services (Russell et al., 2021). This has led to 93% of children with additional learning needs being placed within the mainstream school system, unable to get the full support needed for holistic development (Bailey and Baker, 2020). As a result, many learners are struggling to keep up with their peers academically and socially, leading to increased stress and anxiety for both the learners and their families (Russell et al., 2015).
Learners like Oakley, who have additional learning needs and specific learning barriers, benefit from being in an inclusive and supportive educational environment. The Welsh Government's (2016) guidance on inclusion and pupil support recommends a variety of strategies to help ensure inclusive practice in schools. One of the strategies includes providing additional resources and support staff to cater to the individual needs of learners like Oakley. Welsh Government (2016) guidance also suggests that any strategies employed should recognise the various complexities of need as well as the various responsibilities for assessing and meeting those needs.
Learning in an inclusive environment effectively ensures that all children are given equal opportunities to learn and develop skills in school, regardless of disability, ethnicity, or family background. Inclusive learning prioritises and appreciates the distinct contributions that each learner brings to the classroom, enabling diverse groups to develop together, resulting in benefits for all individuals involved (UNICEF, 2022). Inclusive education encourages pupils to develop skills and qualities in all areas of school life alongside their class peers, promoting all learners to progress and belong as part of the full school community. According to the United Nations Convention on the Rights of the Child (UNCRC), every learner should have equal access to and the right to education.
Planning for inclusion can be difficult for teaching practitioners, as accommodating the needs of every learner in the classroom can be challenging. While planning inclusion for learners, awaiting a diagnosis for any additional learning needs can also be problematic. While mainstream education may not always be right for every child or young person at all times, it is important to ensure that they are still included in mainstream education (Welsh Government, 2016). This can be achieved through collaboration with special education professionals, utilising individualised education plans, and providing necessary accommodations and support. Florian and Black-Hawkins (2011) emphasise the importance of inclusive education for all learners, regardless of their abilities or disabilities. By working together with special education professionals and creating individualised plans, schools can create a more inclusive environment that meets the needs of every learner.
Based on personal experience during teaching practice, it became evident that resources for learners awaiting a diagnosis of any additional learning needs are severely limited, and no additional support is provided until an individualised development plan (IDP) has been established. An IDP allows for specific accommodations and strategies to be put in place to support the learner's needs, but the process of creating one can often be time-consuming, therefore delaying crucial interventions that could benefit the learner in the classroom (Kurth and Mastergeorge, 2010). Oakley's IDP identifies his strengths and weaknesses, sets measurable goals, and outlines the necessary support and accommodations needed to ensure progress. Collecting information on individual pupils and sharing it across services is key to ensuring that we have sufficient information on pupils to focus the delivery of suitable provision (Welsh Government, 2016).
 
Curriculum for Wales (2022) has now given teaching practitioners and schools in Wales the right to adapt the curriculum to provide equal opportunities to pupils, which has enabled learners with suspected or diagnosed ALN to be fully aided throughout their educational journey. The Welsh Government (2021) ALN code has been introduced to ensure that learners with additional learning needs receive appropriate support and accommodations in the classroom, fostering a more inclusive educational environment for all learners. This shift towards a more personalised approach to education aims to empower learners and help them reach their full potential.
The support strategies and methods in Oakley’s development plan aim to limit the emotional and social anxiety he experiences at school while also providing opportunities for Oakley to develop relationships with his school peers. Oakley’s school has designed his support plan to accommodate the Welsh Government's (2021) four areas of learning need: communication and interaction; cognition and learning; behaviour, emotional, and social development; sensory and physical. Research has shown that implementing person-centred approaches, such as the PCP principles, can lead to improved outcomes for learners with diverse learning needs (Mansell et al., 2019). This suggests that by aligning Oakley's support plan with the Welsh Government's framework, it ensures that he receives targeted interventions that address his specific areas of need and promote his overall well-being and academic success.
One focus of the support plan is to help Oakley manage horizontal transitions throughout the school day. Horizontal transitions occur regularly during the day and are usually movements from or to different environments or changes in routine, for example, children going from the classroom to the playground (movement) or participating in the weekly school assembly (routine) (Schoenfeld, 2020). The support plan (See Part 2) explains that Oakley will receive a personal school day timetable when he arrives at the breakfast club. According to a study by Lopata et al. (2010), providing individuals with autism spectrum disorder with visual schedules can help reduce anxiety and increase predictability in their daily routines. A learning support assistant (LSA) will physically show and explain the timetable to Oakley. Providing Oakley with his timetable each morning will help prepare him for the upcoming transition during his school day while allowing him to express any worries he may have with the LSA; if required, adjustments could be made to the timetable following input from Oakley and his class teacher. The daily schedules will also provide clarity to Oakley through developing a consistent and structured routine, meaning Oakley can become more focused on his learning and, therefore, progress academically, enabling him to reach his full potential. Koegel et al. (2013) suggest that structured routines can improve attention and task completion in children with ASD. By implementing these strategies, Oakley will have the necessary support and structure in place to thrive during the transition period and beyond.
Horizontal transition may seem less demanding on a learner's life in comparison to vertical transition; however, constant change can still have a significant impact on both learners social and emotional well-being. Transitions across the day, transitions within the same building, and transitions from service to service all bring new demands for pupils (Dunlop & Fabian, 2006). Oakley’s main transitional difficulty is processing and understanding the frequent changes in his social networks and physical environment throughout his school day, hence the focus on Oakley’s routine in his support plan. Dunlop & Fabian (2006) propose that implementing a school timetable could be beneficial in establishing stability in Oakley's routine. They propose that transitions can have various effects on children, including impacting their relationships and comprehension of socio-cultural contexts. 
According to Lendrum and Humphrey (2012), a structured timetable can help children like Oakley anticipate and prepare for transitions, reducing anxiety and promoting a sense of security. This structured approach can also support Oakley in developing independence and time management skills, which are important for his overall growth and development. By consistently following a timetable, Oakley can feel more in control of his day and better able to navigate through different activities and tasks. Additionally, research by Davis et al. (2018) suggests that consistent routines can improve social interactions and academic performance in children with transitional difficulties. Overall, implementing a consistent timetable for Oakley can not only help him feel more secure and independent but also potentially improve his social and academic outcomes.
Bridges (1991) transition model also supports the idea of preparing for transition, and although Bridges theory is predominantly based on vertical transitions, the concept and key ideas of his work are suitable and can be applied to design Oakley’s support timetable. Bridges (1991) asserts that transition is a process rather than a singular event, consisting of three distinct stages: endings (preparation), neutral zones, and new beginnings (developing routine). Bridges infers that by preparing for change, a new routine can provide much needed structure and clarity that Oakley requires to develop and progress holistically. Schlossberg (2011) and DiClemente (1982) also emphasise the importance of understanding the phases of transition to effectively help individuals manage change. This holistic approach to designing Oakley's support timetable ensures a comprehensive and effective strategy for facilitating successful transitions.
Although there are many benefits to implementing the daily routine into Oakley’s school day, there are also limitations to creating a specific pupil support plan. During first Professional Teaching Experience (PTE1), a pupil demonstrating similar barriers to learning as Oakley showed further distress when the daily routine changed due to unforeseen circumstances such as a fire drill or teacher illness. Staff members at the school found it challenging to continue with the timetable after the disruption had been resolved, as the event had caused the pupils to lose trust in the daily routine. According to Jones et al. (2021), disruptions to daily routines can lead to increased anxiety and decreased academic performance in learners with learning barriers. However, as an additional precaution to support Oakley, further measures will be considered, with all staff being briefed on the further support plan for when these circumstances arise. For instance, allowing Oakley to enter the school's sensory room with support staff present is a measure that might be advantageous. This additional support can help Oakley feel more secure and supported during times of distress, ultimately aiding in his ability to cope with disruptions to his routine. Providing a safe and calming environment can help students with learning barriers regulate their emotions and behaviour more effectively (Smith, 2018).
The support plan also shows that the class teacher will assign Oakley "class helper" duties during his lessons in order to encourage work engagement and social opportunities with other class members. Research has shown that assigning students with special needs classroom responsibilities can improve their social skills and sense of belonging within the classroom (Morgan et al., 2016). Additionally, peer-mediated interventions, such as having Oakley interact with his classmates in a structured setting, have been found to be effective in promoting social interactions and relationships (Odom et al., 2015). Trusting Oakley with responsibility will allow him to feel more confident and comfortable engaging with less familiar class peers, therefore enabling him to build key relationships and potentially create new friendships over time. During my personal teaching practise (PTE), I observed this strategy in place to support a pupil with similar struggles to Oakley. This strategy proved to be very beneficial to the pupil, and over time, they formed closer relationships with peers who they had previously avoided.
The support plan also explains that Oakley will leave his class early at dinner time to get food and then sit at a quiet table in the canteen with his small friend group. Supporting Oakley during dinner time was identified as one of his main struggles when creating the support plan. Oakley will sit at the same place in the dinner hall alongside his small group of friends, allowing him to settle before other pupils enter. By allowing Oakley to have a designated spot in the canteen, it promotes a sense of security and routine that can positively impact his overall dining experience. This structured approach has been proven effective in supporting individuals with autism during mealtimes (Jones & Williams, 2017). It is important to continue monitoring Oakley's progress and adjust the support plan as needed. Consistency and understanding from staff members will also play a key role in ensuring Oakley's success during mealtimes.
Oakley will be supported by staff throughout the school day to help him recognise his emotions and feelings while encouraging him to identify and remove himself from potentially overwhelming situations. Over time, this will help Oakley understand his own emotions while finding healthy strategies to cope with frustration and anxiety, therefore promoting mental well-being and developing emotional understanding. According to the Welsh Government (2020), the curriculum has been designed to help learners with their health and well-being by supporting them to understand and appreciate the various components of health and well-being, allowing them to express ideas and emotions, and developing and maintaining healthy relationships.
Bronfenbrenner's (1979) ecological systems theory supports the idea of creating regular social opportunities for Oakley, stating that children learn through an intricate system of relationships within different environments (Bronfenbrenner, 1977). divides living environments into five separate systems: microsystem, mesosystem, ecosystem, macrosystem, and chronosystem. Each of the five systems represents different social environments, ordered according to their influence on the child. Research has shown that children who have strong connections within their microsystem, such as with family members and teachers, tend to have better social and emotional development (Sameroff, 2009). Additionally, interventions that focus on improving relationships within the mesosystem, such as between parents and schools, have been found to positively impact a child's academic success (Bronfenbrenner & Morris, 2006).
Bronfenbrenner's (1979) perspective on learning and development is similar to Vygotsky's (1978) sociocultural theory, where the social environment is seen as a vital mechanism in a child’s development. Vygotsky's sociocultural theory explains that children develop their cognitive ability through collaborative dialogue with more knowledgeable members of society, suggesting that interaction with others significantly increases the number of skills a child can learn and can affect the development of higher mental functions. Research by Rogoff (1990) further supports the importance of social interaction in cognitive development, emphasising the role of cultural practices and community participation in shaping a child's learning experiences. It is agreed that encouraging Oakley to interact with school peers more regularly will allow him to develop not only socially but cognitively as well, therefore increasing his progression in all holistic and academic areas.
The critical analysis within this assignment indicates that by developing a pupil support plan, it can dramatically improve an individual's holistic and academic development. Theorists Bronfenbrenner and Vygotsky emphasise the crucial role of social interaction in the holistic development of learners. Similarly, Dunlop and Fabian, as well as Bridges, underscore the impact that transitions can have on learners, further emphasising the importance of incorporating social and emotional development into a pupil support plan. Critical analysis of research and academic theories within this written piece has also revealed the support plan's limitations and boundaries. Highlighting the limitations has allowed stakeholders to plan for challenges that may arise when implementing the different strategies recommended to help promote Oakley's development.
From my experience with teaching practices, I have learned to be aware that pupils with additional learning needs and learning barriers can require differentiation and additional support, while also understanding that catering for the individual needs of learners is essential to further progression. During previous placements, I have planned differentiated activities and taken into consideration different pupils additional learning needs; however, the chance of creating and collaborating on a pupil support plan is something I need the opportunity to undertake. In future teaching placements, I will focus on this area of the Qualified Teaching Standards to gain valuable experience to develop my own personal practice.
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Description automatically generated]Part 2- Pupil ProfileWhat you can help me with…

· Sharing how I feel
· Managing changes that happen in school
· Working with others in my class
· Managing distractions

What other people like about me…
· My humour
· I work hard on my school work
· I am good at fixing things at home
· Helping tidy the classroom.
I dislike…

· Changes to my routine
· Loud noises
· Crowded classroom
· Literacy lessons

I like…

· Playing football
· Walking my dog Milo
· Building with LEGO
· Maths and science lessons 

Oakley is 8 years of age and has been in his year 4 class for 4 months. Oakley struggles with certain aspects of social and emotional development. These aspects have been noticed in class and therefore, his class teacher has referred him to the ‘Wellbeing Hub’. 
Below are Oakley's responses to the following questions:


	PHYSICAL DEVELOPMENT
	INTELLECTUAL 
DEVELOPMENT
	LANGUAGE
DEVELOPMENT
	EMOTIONAL DEVELOPMENT
	SOCIAL 
DEVELOPMENT
	SIGNITURES

	Oakley’s Current Progress:

Oakley is a healthy weight and height for his age.

Oakley enjoys a range of outdoor exercise opportunities.

Oakley also attends football afterschool club on Thursdays. 

Oakley has hit all the milestones for both fine and gross motor skills, even exceeding in some areas. 

Oakley has a healthy balanced diet; he enjoys eating his fruit and having milk at morning play time.


FURTHER SUPPORT:

Oakley, his mum, Mrs Llewellyn and Mr Perry have all agreed that at this stage Oakley’s Physical development is appropriate for his age and no further support or guidance is needed at this stage, However, if a concern arises, it will be bought to everyone’s attention in a follow up meeting. 
	Oakley’s Current Progress:

Oakley enjoys working with numbers and participating in class science experiments. In both of these subjects he is currently working at a year 6 level.

Oakley does not like his literacy lessons as he prefers working with numbers and problem solving. Despite this, he has good reading and writing skills for his age.


Oakley sometimes can get distracted if the classroom gets loud. 


FURTHER SUPPORT:

Oakley, his mum, Mrs Llewellyn and Mr Perry have all agreed that at this stage Oakley’s intellectual development is appropriate for his age and no further support or guidance is needed at this stage, However, if a concern arises, it will be bought to everyone’s attention in a follow up meeting.
	Oakley’s Current Progress:

Oakley has an excellent range of spoken vocabulary for his age.

Oakley is able to use a good range of complex sentences.

Oakley enjoys his Welsh lessons. He has a good understanding of both Welsh reading and language. 

Oakley understands that there are many other languages other than Welsh and English.


Oakley has taken particular interest in his weekly Mandarin lessons.

Oakley demonstrates good understanding when using technology.

FURTHER SUPPORT:

Oakley, his mum, Miss Llewellyn and Mr Perry have all agreed that at this stage Oakley’s language development is appropriate for his age and no further support or guidance is needed at this stage, However, if a concern arises, it will be bought to everyone’s attention in a follow up meeting.
	Oakley’s Current Progress:

Oakley has difficulty understanding the emotions and feelings of his peers.


Oakley has difficulty dealing with change and transition.

Oakley doesn’t understand that his actions can negatively impact his peers.

Oakley can sometimes lose control of his emotions if he becomes overwhelmed.

Oakley can get upset when his peers are loud and disruptive in class.





FURTHER SUPPORT:

Following Oakley’s progress meeting, Oakley, his mother, Mr Perry and Mrs Llewellyn have identified the following areas that Oakley can be further supported:

During carpet time in, the morning, the whole class will be encouraged to show the card of how their feeling. To encourage Oakley to talk about his own feelings. This process will be repeated at the end of the day as well. 

Oakley will start group sessions with Mrs Llewellyn to help him understand the impact his actions can have on others. 

Oakley will be given a stress/fidget toy that he can use whenever he feels overwhelmed or anxious. 


	Oakley’s Current Progress:

Oakley has a small group of close friends who he enjoys playing games with.

Oakley can get irritated by peers who have different interests to him.

Oakley is confident participating in group discussions. He enjoys leading peers in problem solving and science activities.

Oakley finds it hard to share with his class peers.

Oakley becomes shy around unfamiliar peers.

Oakley can understand a range of complex instructions and conversations.

FURTHER SUPPORT:

Following Oakley’s progress meeting, Oakley, his mother, Mr Perry and Mrs Llewellyn have identified the following areas that Oakley can be further supported:

Oakley will be supported and encouraged to work with other class peers who he is less familiar with. 

Oakley will be encouraged to join the lunch time board game club. This will help him share belongings and wait his turn. The board game club will also allow Oakley to socialise with pupils of different ages to himself.
	




The words written in red are a collaborative view of Oakley’s development following a meeting between Oakley, his mother, Mr Perry (his class teacher), and Mrs Llewellyn the Additional Learning Need’s School Specialist.
Oakley’s school have developed a support plan linked timetable which will help him with the difficulties he experiences during the school day (which is shown below). The timetable will focus on helping Oakley in his emotional and social development as well as supporting his horizontal transition anxiety throughout the school day. The timetable has been approved by Oakley, Oakley’s mother, grandparents, class teacher (Mr Perry), and the schools’ additional needs specialist (Mrs Llewellyn) following a meeting involving all parties regarding Oakley’s development. If any concerns arise, the support plan or the timetable can be appropriately amended to best support Oakley’s needs: additional interventions may also be considered if concerns are raised in any future meetings regarding Oakley’s development.
	
Time/ Activity
	
Support Needed
	
Stakeholders Responsible
	
Review

	
8:30am - Arrival at Schools’ Breakfast Club

	Transitioning to school in the morning is difficult for Oakley. When Oakley arrives at school, he will need to be met at the school entrance and guided into the canteen. A dinner lady/ kitchen staff will share the list of lunch options with both Oakley and his mother where they will both decide what he will eat during his lunch break.
Once Oakley is sitting in the dining room the LSA support member of staff will speak to Oakley and lay out a timetable for his school day. The timetable will be visual for Oakley to see all day so that he understands the different transitions throughout the day. 
Oakley will also be given the opportunity to ask any questions about his day that he is unsure about, or nervous about. 
	




LSA Support, 
Other school staff. 
	
There will be regular reviews and communication between all key stakeholders.
The school staff will monitor Oakley's engagement and development on a weekly basis to gauge his progress. 


	

9:30am – School Assembly

	
Although Oakley enjoys singing and being involved in the school assembly, he can find the clapping and cheering difficult.
A LSA support member will be present during the school assembly to guide Oakley. The LSA will be given ear defenders to give to Oakley if he feels like he is getting overwhelmed.
The LSA staff member will also notify Oakley that he can leave assembly to go to a quiet area if he feels distressed or upset.
	


Class teacher,
LSA staff member,
assembly teacher, peers
	There will be regular reviews and communication between all key stakeholders.
The school staff will monitor Oakley's engagement and development on a weekly basis to gauge his progress. 

	





10:15am – Play Time 

	Oakley enjoys yard time by playing football and games with his friend group. However, transition back into the class can be difficult for Oakley.
The supervising staff member will have to give 5 minute/ 2 minute/ 1 minute warnings so that Oakley can prepare.
 Oakley will become disappointed if there is a wet play time. Oakley will need to be removed from the classroom with a small group of peers to do class moves or brain gym exercises. 
If Oakley becomes upset during wet play, then a LSA support member may have to guide him into the school’s sensory room to relax and calm down before returning to class.
	

Class Teacher, LSA support member,
Teaching assistant, other supervising staff members.
	
There will be regular reviews and communication between all key stakeholders.
The school staff will monitor Oakley's engagement and development on a weekly basis to gauge his progress. 


	
10:30am – 
Second Session (Literacy)
	Oakley can show little interest and become distracted during in his literacy lessons. To help improve Oakley’s involvement, his class teacher will position him at the front of the class and give him class jobs, book monitor, English helper etc.
If Oakley completes all of his literacy work, he will be given a maths extension task on the class laptop as reward.
Oakley can become disruptive to his class peers during his literacy lessons. A LSA support member will have to remove Oakley from the classroom and guide him to a quiet area to calm down. 
	

Class Teacher, LSA support member, Teaching Assistant
	There will be regular reviews and communication between all key stakeholders.
The school staff will monitor Oakley's engagement and development on a weekly basis to gauge his progress. 


	
12pm – Lunch Time
	At lunch time Oakley has school dinner. Oakley has a specific routine that he follows during his lunchtime which includes him; leaving his classroom earlier than his peers, being guided through to the school canteen, sitting at a specific table in the canteen along with his friends.
The LSA will support Oakley during his time in the canteen, once Oakley has finished his food he likes to go outside and spend the rest of his break time sat on the benches on the school yard playing games with his friends. The yard supervisor will have to give Oakley 5 minute/ 2 minute/ 1 minute warnings so that he can prepare himself for transition back into the classroom.
	

Class teacher, LSA support member, Teaching assistant,
Canteen staff, other supervising staff members.
	
There will be regular reviews and communication between all key stakeholders.
The school staff will monitor Oakley's engagement and development on a weekly basis to gauge his progress. 


	
1pm – Third Session
(Topic/Themed lesson)

	

The current topic theme in Oakley’s class is coding, Oakley has taken particular interest in this topic. Sometimes Oakley can become frustrated when other pupils do not understand or cannot complete the coding tasks, therefore, to involve Oakley talking to more people he can be Mr Perry’s helper and help other pupils in the class once he has finished his tasks. 
	


Class teacher, LSA support member, Teaching assistant
	There will be regular reviews and communication between all key stakeholders.
The school staff will monitor Oakley's engagement and development on a weekly basis to gauge his progress. 

	

1:50pm – Afternoon Play Time

	Oakley enjoys yard time by playing football and games with his friend group. However, transition back into the class can be difficult for Oakley.
The supervising staff member will have to give 5 minute/ 2 minute/ 1 minute warnings so that Oakley can prepare.
 Oakley will become disappointed if there is a wet play time. Oakley will need to be removed from the classroom with a small group of peers to do class moves or brain gym exercises. 
If Oakley becomes upset during wet play, then a LSA support member may have to guide him into the school’s sensory room to relax and calm down before returning to class.
	


Class Teacher, LSA support member, Supervising staff member.
	There will be regular reviews and communication between all key stakeholders.
The school staff will monitor Oakley's engagement and development on a weekly basis to gauge his progress. 


	
2:50pm – Home Time
	Oakley does not like leaving school at the same time as all of his school peers as he becomes anxious around large groups of unfamiliar people. The LSA support member will need to remove Oakley from his lesson 5 minutes early and help him gather his belongings from the cloakroom.
Oakley gets picked up from school by his grandparents, the LSA support member will greet Oakley’s grandparents outside the school and give a detailed run down of how his day has gone, involving Oakley in this discussion. If Oakley has had a particularly difficult day the class teacher will join the discussion also. 
	

Class teacher, LSA support member,
Teaching assistant.


	There will be regular reviews and communication between all key stakeholders.
The school staff will monitor Oakley's engagement and development on a weekly basis to gauge his progress. 
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