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I have chosen to look at ‘what are the most effective interventions in Primary schools to support pupils with SEBD?’ Throughout this assignment I will look more closely at Nurture Groups, Attachment programmes and Relationship Based play.
What determines SEBD and its historical context? 

Despite the fact that there is no firm definition of Social, emotional and behavioural difficulties (SEBD), what we do know is that it forms an umbrella of many attributes and characteristics within the term (Fahey, 2020). There appears to be a collective of titles and acronyms that represent what we currently know as SEBD. Behavioural, emotional and social difficulties (BESD), has been previously used within education according to official publications from the Department for Education and Skills (DfES 1994, 2001) as are EBD and SBED (emotional and behavioural difficulties and social, behavioural, educational difficulties) cited in English publications such as SEBDA (2006).

Historically, Baroness Mary Warnock’s ‘Report to the committee of Enquiry into the Education of Handicapped Children and Young People’ focused in part on the emotional and behavioural disorders of children and recognising the need for early awareness and intervention. Highlighting the importance and need for children and young people to form ‘good’ relationships through activities that encompass more of an emphasis on therapeutic strategies in order to develop. (Warnock, 1978. 11.60-61)
As well as the Warnock report, my study will consider other key influencers – Piaget, Vygotsky, Bronfenbrenner and Bowlby to name a few. A number of these key individuals, whom I will refer to, have been fundamental in the development of the understanding of the psychology behind social, emotional and behavioural difficulties and what that means to teachers/ staff in schools nurturing pupil progress and development. 
What does SEBD look like and where is it documented?
With elements of special educational needs interlacing throughout many common disorders and difficulties it is almost impossible to pin-down and identify the vast number of characteristics involved with SEBD. 
Pupils in a school setting may present with wide-ranging attributes such as a lack of concentration, disruptive behaviour, alongside features such as immaturity, hyperactivity and other more complex and challenging behaviours within the classroom. (2013) p.86
It is widely known that modern day educational practitioners have established from many theories that SEBD may be seen as a result of the following: Attachment issues, trauma – ACES (adverse childhood experiences), speech and language difficulties, sensory or physical impairments, a specific learning difficulty, mental health issues or behavioural disorders such as; Attention deficit hyperactivity disorder (ADHD), Oppositional defiant disorder (ODD), Fahey (2020). It is important to recognise that the above attributes may differ from one individual to another. They may present with many or few attributes.
The Special Educational Needs (SEN) Code of Practice draws attention to the emotional and/or behavioural difficulties and the impact that SEBD may have on both the learner and the learning of others within the classroom environment. Highlighting that a programme of intervention should be developed to enable the child to access learning. SEN Code of Practice, (2004) p. 70
Priority placed within the ALN system on early intervention, ensuring needs are identified early, the right provision is put in place promptly, and multi-agency working to support learners and deliver effective and prudent interventions supports the healthier goal. Williams (2018) p.1 
Kirsty Williams and the Welsh Government continue to refer to early identification and key influences in subsequent pages of the New Draft ALN Code (2018) emphasising the support requirements for those pupils with an additional need at the heart of the document, while the SEN Code of Practice (2004) documents provide outline details for the process of a graduated response (of support) alongside the significance of early intervention and parental consultation p.32. The document (2004) considers the need for a more in-depth knowledge of a condition in order for the child to access different teaching methods, resources and overall flexibility, in relation to their specific need, for example, ‘behaviour, emotional and social development’ p. 86-87
Piaget and Vygotsky, stand firm on the human development perspective, in their work providing us with concrete evidence from their studies and perspectives. Bee and Boyd (2014) cite Piaget as a theorist who strongly perceived that thinking processes had to take place within the brain for cognitive development to occur. This was perceived as essential to building links and connections within a child’s brain, leading to ...“great regularities in the development of children’s thinking”. While Vygotsky’s ideas persuade us to reflect on his theory of cultural interventions and social influences, that would have a greater and more instrumental effect on brain growth and development p.21. 
At present, substantial evidence remains to suggest that Piaget is “the dominant psychological resource for professionals”. Burman, (2008).p.243. He is commonly cited as the central figure of influence in ‘progressive education’, with many references dating back to the 1960’s and 1970’s. Piaget as a key theorist went on to make known his thoughts and ideas on a representation of ‘child-centred’, proclaiming that education should take the focus of a more vocational model. This highlighted putting the needs, growth and development of a child in high regard, allowing practice to include play and discovery. 
This is apparent within the Education systems in the U.K. today. For example, England and Wales base great emphasis on the evidence that ‘play’ experiences are essential for children’s early development. This ideal formed a basis for the current curriculum and early years practice, in England known as Early Years Foundation Stage and in Wales the Foundation Phase Framework (2015).     
For children, play can be (and often is) a very serious business. It needs concentrated attention. It is about children learning through perseverance, attention to detail, and concentration – characteristics usually associated with work. Play is not only crucial to the way children become self-aware and the way in which they learn the rules of social behaviour; it is also fundamental to intellectual development. Welsh Government, revised (2015)
Therefore, it seems more clear-cut when we reflect on theorists like Piaget who approved the significance of meaningful play and play experiences as evidence based, a way forward in order for children to develop competence and curiosity when learning and exploring the world. Welsh Government, p.9. Burman, p.263.
Nonetheless, even with this evidence and guidance in place, there is often a greater pressure on an achievement and attainment approach, weighing heavily on schools in terms of funding, dating as far back as elementary schools in the 1870’s as recorded by Burman, (2008) p.262. Surely, it is our duty as practitioners to always keep in mind a more holistic, child-centred approach to learning. 
Modern day prominence on the ‘child at the centre’ has formed the basis of PCP (person centred practice). The PCP model sees the need for both pupil and parent/s to engage and respond effectively, taking ownership of the intervention/development plans in order to fully meet the needs of the child with an additional learning need - Norwich and Eaton, (2015). Neath, Port Talbot and many other local authorities have already taken steps to train and provide valuable guidance for ALNCo’s (Additional Learning Needs Coordinators), in-line with the new draft ALN code for Wales (2018).
Why do we have social, emotional, behavioural difficulties? 
To look at SEBD more closely we need to address the characteristics more closely. One of the more prominent factors is Adverse Childhood Experiences (ACEs).
Public Health Wales (2015) state that ACEs are “an international concern” in the modern world. Evidence suggests that negative childhood experiences can greatly affect the health and development of a child/ person throughout life.  A cycle of events, repetition of generational factors due to environmental deprivation, poor health and other elements of adversity may contribute. Stress from abuse, neglect, violence or any other traumas can result in the long term harm to the developing child and/or a grown adult.

Maslow’s theories of SEBD also include his hierarchy or needs: “self-actualisation, self-esteem, affiliation, safety and physiological” all of which have a great affect on how that child/ young person sees the world. Thompson (2010).p.42-43
There is now evidence that verifies that these needs that are not met and ‘stresses’ created as a result of the trauma, are ACEs, which have an enormous affect on the developing brain. Thus altering connections or even inhibiting neurological growth resulting in later problems.  The cerebral cortex is located at the front of brain, “it is involved in perception, body movement, thinking and language”. Bee and Boyd (2014) p.109 See figure 1
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 Figure 1
On reflection and study it is important to recognise that the awareness of adverse childhood experiences is not a modern concept. Even in the time of theorists like Erikson and Goldfarb (1945), where the original idea of “psychological deprivation” and environmental changes would have even then been perceived to be detrimental to young children’s growth and development. This will be addressed in conjunction with further studies. 
Where is the proof that the ‘early years’ development has a prominent effect on lives?
During the first 2 years of a child’s life the main synaptic development occurs in the brain. This continues throughout the early years are more connections are made and growth and development become more apparent. Therefore, any lack of connections, or possible traumas (such as ACEs) makes the brain more vulnerable to limited growth and/or damage Bee and Boyd (2014) p. 110. 
Further studies from Gerhardt (2004) provide more supportive evidence of the effects that early experiences have on a baby’s brain. Pursuing well documented theories and hypotheses’ that illustrate how the brain doubles in size within the first year. It is during that timescale that the critical support in growth, learning and development of brain is predominantly believed to be led experience. In addition to this, experiences of fear or trauma are likely to cause a chemical imbalance (of cortisol) in the brain. Abramas, R. (2004). We know this because the brain of a baby responds to all the senses, including visual. This may take form of a happy, friendly glance, a kind and positive look, all actions that are realised to be part of the gateway to early relationships (with an adult/caregiver), key in developing the baby’s nervous system. Lucas, (2010) p.28-29 

Articles like the above cited by The Guardian (Abramas, 2004), help us all to try to understand the effect on babies and young children as a result of negativities. Parents need to be further informed about these theories, and for some may indeed lead to reflection on their own behaviours, in which will be explored later on. 
There have been a number of studies which more critically reflect on early interaction and care giving. Ainsworth is an example of this; her work in the 1950’s and 1960’s is relevant for reflection today. The Ugandan observations (1954) which saw a study of 28 mother-infants and the Baltimore project where she carried out the ‘Strange Situation study’ validated the importance of the mother or care giver as an invaluable resource for babies developing and learning. 
Bowlby was another theorist that stood proudly on his views of the need for love, care and an ‘affectional bond’ between infants and care-givers. He is predominantly called on during modern teaching and training on attachment theories, providing advice for teachers and support staff in schools when observing and assessing attachment in children. Golding, K. et al. (2013), p.21 & appendix 2.
As mentioned previously, Goldfarb supported others and their works and opinions on trauma, stating that the longer children suffer and may be exposed to trauma the more damage to their health would be evident, even alarmingly using the term “more disturbed they become”. Goldfarb (1945) p.22  Bowlby’s attachment studies led the way for many programmes of study, such as the ‘still face’ experiment (Tronick, 2016) which demonstrates the short-term stress on babies when they are ignored or disengaged with their familiar caregiver, in this case the Father. Looking more closely at the impact that just being ignored for a short time can cause anxiety and tension. ERW power point notes, (2017)
The Romanian Orphanage case study (Gerhardt, 2004) takes the severity of lack of stimulation and stress effect on babies to a new intensity; comparing the stresses experienced to the formation of a ‘black hole’ over time. Gerhardt further explains how it is created in the orbital frontal cortex of the baby’s brain where early childhood experiences should ‘fill-up’ in order to develop. Again, proving that the creation of a bond and positive relationships have a massive impact on early development. 
In 2017, the BBC article Adopted Romanian orphans 'still suffering in adulthood' describes how many if not most Romanian adults have indeed suffered long into adulthood due to the lack of stimulation and experiences as a result of being institutionalised in orphanages for extended, substantial periods of time. This is all despite being adopted into caring loving homes in Britain later in life. Conversely, the preconception that all Romanian orphans suffer due to past traumas into adulthood is not always the case. Statistics within the article suggest 1 in five adults do not see themselves as troubled or effected by their past. Could this be down to the age and configuration of the brain at the time of adoption taking place? A placement set once an Infant has reached two years old has a greater impact on the reversal of poor brain development, compared to more cognitive development success, given the Infants the ability to recover at an earlier stage (under 2 years old).  This, once again leads us to believe theorists like Piaget, Freud and Erikson (who both acknowledge that early development takes places in stages with the support of a caregivers consistence in response to an infant’s needs) found that the early years development in babies and infants in the first two years of life is crucial for greater success and intervention. 
To look further into home life and development, Allen and Gorden, (2011) cite Bloom as being another influence in the study and explanation of the impact of home-life and experience on the developing child and his learning. Blooms taxonomy encompasses three domains; cognitive, affective and psychomotor. These domains have levels in which educators can deliver effective steps to build-up knowledge and experience in learning. Bloom recognised the ‘holistic’ approach as a crucial factor, where the emotional and physical needs of the child are valued and at the forefront of teaching.p.4. This considered, Blooms practical explanations of step and the build-up of knowledge unite the necessity for nurture, child-centred and child-led practice in correspondence with SEBD difficulties in children. 
Blooms ideals and theories are relevant today, our more recent teaching approaches include: AFL – assessment for learning. Where teachers are encouraged to inform pupils of the expected outcome or end goal, tying in with the ability to self-assess. p.5. Focusing on step-by-step achievements to build-up confidence in order to achieve progress.
When we consider Bloom as a positive influence in this field, we make reference to Blooms association with American education development programmes. The 1960’s saw Blooms principles on child learning and development paving the way as he became widely associated with the establishment of the ‘Head Start’ agenda in America. This programme was aimed at funding and aiming to help support the most deprived children in several America states.  This programme ultimately went on to influence the UK in developing and introducing its own version called ‘Sure Start’ in the late 1990’s p.6. While in Wales, the Government funding the ‘Flying Start’ programme, Welsh Government, (2014).
Attachment and SEBD
An attachment is a bond or internal state that is built-up within a relationship. The relationship between adults and children is built around trust, love, care and reliance. Bee and Boyd, (2014)

The authors cite Bowlby as the key psychoanalyst who developed the ‘internal working model’. This model predominantly offers reference to brain development during the child’s first years, when they begin to make “mental representations of the relationship that becomes a set of expectations... for future interactions.” P.335
The above statement in itself speaks volumes in terms of what may indeed become the reverse affect if those key attachments aren’t made early on. Of course on reflection of ACEs above, we as practitioners to the early years can see why many different and challenging behaviours may begin to emerge. Trained and experienced practitioners have never been so crucial in the observation of children, putting in motion the vital steps in a staged response to these emerging behaviours. 
Erikson’s theories noted that the basic trust between an adult and a child is unlikely or even cannot be developed unless the parents are consistent and loving in their response to the child. Erikson also heavily based his practice on stages, these psychosocial stages where the child moves and develops through a series of fixed tasks. Lack of exposure and consistency in these tasks and stages will affect later development and responses later on in a child’s life. Bee and Boyd, p.20. Therefore, we can acknowledge once again the need to highlight any missing links, emerging behaviours that a child may be portraying. The brain as a social organ, the evidence suggested that humans have a need for metaphorical contact with other brains, other human interactions and exchanges must take place in order to function and work effectively. Positive interactions have a huge effect on a person’s brain, as dopamine is released into the brain it creates connections and learning experiences for the infant/ child. Lomax, L. (2016)
Many attachment informed documents and resources have recently (in the last 5 years) been produced in order for schools and practitioners to develop a further understanding of attachment itself. Local Authority (LA) courses such as ‘Creating an attachment and trauma informed classroom’ and ‘Attachment and emotion coaching’. Davies and Shorthouse, NPT Wellbeing Team.  Keeping teachers up-to-date with new policy and practice, the courses are commonly offered through LA inclusion service training menus. As previously cited, Liza Lomax and KCA (Kate Cairns Associates) have further developed the term ‘emotion coaching’ from what started out in America as a study of parents who were able to emotionally regulate their children through positive interactions and behaviour. This has become influential in practice for teachers, where there are children with social, emotional and behavioural difficulties that are not able to control their own behaviours or self-regulate themselves in the classroom. The adults around them therefore have the challenge of devising a programme of intervention in which to work on, following the principles of a positive and nurturing approach. KCA, (2003)
As above, we can reflect on the many positive features of attachment awareness and training, but it is worth us remembering that different children portraying the more typical signs of SEBD cannot all be dealt with and treated the same. An example of this would be sensory impact. In her writing, Nicola Marshall (2014) explains the need for ‘sensory less than sensory more’. Working with the evidence that it is not stimulatory activities children need, it is the small and gradual build-up of human connections. Such development of connections in the brain, are also referred to by Gerhardt, (2004), when studying the Romanian Orphans, Gerhardt reflected on the importance of the need for touch, care and love of another human, to form those connections in the brain, which sadly saw many Romanian orphans in deficit. 
Modern day education and medical practitioners are often pressured into compulsory judgements in SEBD or conditions alike, in order to diagnose young children with attachment difficulties more quickly, thus evidently enables parents and school predominately to access to wider levels of support. However, there are, as expected discrepancies over many diagnoses amongst young children. On reflection of the article ‘The negative consequences of over-diagnosing attachment disorders in adopted children’. We begin to understand that not all children have attributes of an attachment disorder but may actually require other less rigid and more common medical treatable interventions to support a condition, such as mental health therapy, counseling support as an example. Woolger and Scott, (2013) 
Recent studies in America have also looked more carefully at the ‘mis-diagnosis of attachment issues (RAD – relative attachment disorder), looking at time and situational elements predominantly in children who have been fostered or adopted. The evidence suggests that greater attachments are formed by those children who end up being adopted and gain more stability in a loving, nurturing placement allowing a ‘bond’ to be formed with the care-giver. In contrast to those children who end of with multiple care-givers due to moving around foster homes and families, they are less likely to progress and develop the crucial bond supported by Bowlby’s theories on attachment. Allen and Schuengel, (2019) Again, supporting the findings of Woolger and Scott who describe the reaching of a  diagnosis as complex, mainly due to the many inaccuracies in identification and opinion.    
The Nurture Group
In the study of Nurture Group and the support offered to children with SEBD allows us to critically reflect on its value in terms of being an effective intervention.
Cognitive developmental theories within the premise of a Nurture Group focus on the development and environment in which children grow. Nurture groups have been tried and tested for many decades. Since the 1960’s in London they began to have an impact on children in schools who had endured major stress and upheaval. This work was considered to have positive effect on young lives, giving children in their local schools ‘restorative experiences’.  Later the government along with the HMI (Her Majesty’s Inspector) funded work on a more statistical approach to measuring children’s difficulties. Consequently, leading to the beginning of the ‘Diagnostic Development Profile’ now called the ‘Boxall Profile’.  Lucas (2010), p. xi

Marjorie Boxall refers frequently in her written work about the significance of a fully nurturing school as was later considered by Cooper and Tiznaz (2005). A nurturing school is where there are productive and ‘established’ nurture groups, often providing a whole-school approach, ensuring that suitable support/ experiences are at the centre for those who need it most. Lucus, (2010) p.20

Cooper and Tiznaz (2005) discuss the primary issues regarding the way Nurture groups can have either have a largely positive impact or mediocre affect on those children receiving the intervention.  A negative they both conclude is often the lack of communication (between teachers and support staff), thus often creating a barrier between effective improvements within a mainstream school. This is very interesting notion and would likely depend vastly on whether a Nurture group was an integral part of a Primary school or a housed as separate unit. 
In contrast, the authors highlight a more positive view of the ‘whole –school’ approach to tackling Nurture. The idea that Nurture becomes intrinsically embedded within a school, having a positive impact on all those who work and learn in it, not just those with specific difficulties. Strengthening the idea that working in this way, leads to more positive developments and changes in children in ‘social and emotional development and behaviour’.  Vol.23 (4), p.221-223

On reflection of other key studies into the effectiveness of nurture groups, the findings tend to lean positively on the impacts shown. However, there are many different forms of what are considered or labelled as ‘Nurture groups’. Some variants can be deemed as ‘undermining’ if they are not carried out or set –up with the key principles intended by the founder Marjorie Boxall. Cooper and Tiknaz (2005) p.212
Hughes and Schlosser (2014) also cite Boxall (2002) in their research conclusions, stating that school in which housed nurture groups (NG), facilitated further learning and development of staff, through the means of greater awareness and sometimes training. This then led to a greater successful on behaviour in particular in a nurturing school. It can be seen that therefore the nurture group attendees alongside other children who do not have access to the group and are solely in mainstream have reaped the benefits. p.220
Other journals that back up this theory of success are “An unexpected finding is that schools with NGs appear to work more effectively with pupils who have SEBD who do not attend NGs than schools where there is not an NG on site.” Cooper and Whitebread (2007). p.171-190
Once again, key evidence maintains that promoting a culture of nurture, as whole school approach bears great influence on children’s development and performance in and throughout a child’s education. 
A study of emotional health and support in English schools in 2009 gave backing to this idea. In its research study of supporting adolescent emotional health in schools the need for emotional health support in the form of a whole school plan, built into policy and then monitored and evaluated through dissemination of positive practice within school staff is beneficial to all. Kidger, et al.
Assessment

Different LA’s (local authorities) have a varied approach to early intervention, pathways for assessment, monitoring and use of external agencies. In Neath Port Talbot, a graded response ensures teachers have the flexibly to highlight, monitor and observe, raise concerns and assess in school before calling on external support through consultation requests NPT, (2014). The tools in which teacher may use may vary due to the initial observation. External guidance is also important for teachers and support staff, having the support of teams including wellbeing support, to make even the smallest judgments on pupils is welcomed. More in- depth support can be accessed from the Education Psychologists, whose role is to observe, liaise with staff and conduct more cognitive support/ assessments subsequent to school-based results.
In order for teachers /staff to establish the need for Nurture the diagnostic instrument ‘The Boxall Profile’, (Bennathan and Boxall, 1998) was introduced. This tool is widely used in schools today, allowing staff to assess pupil needs within the developmental strands in relation to their chronological age. Lucas, 2010 p.35
The Boxall profile is a tool in which educators can consider and monitor behaviours in children who are thought to have SEBD. This is more likely when the children are not responding to daily routines and rules, display challenging behaviours and do not appear to improve with other classroom interventions or strategies. 
Bennathan and Boxall in their extensive writing support the need for wider community intervention in order to tackle the effects of SEBD. This community approach is logical when considering the detrimental effect of challenging behaviours and social difficulties faced. Eliminating the risk of children and young people being, at worst, excluded from society and therefore improve their chances of success. (2012) p.121 
Identification of need and support, The Boxall Profile assessment tool gives practitioners segments in which to work on with the child as a result as assessing, this is then developed into a programme of intervention. Both the developmental strands and diagnostic profile begin to formulate a picture of the child’s vital needs. For example, a low score on the developmental strand is negative and suggests there is a need for Nurture Group intervention. While the high score on the diagnostic profile also confirms need for intervention to enable a child to access learning as it highlights a learning impairment during the early years. Bennathan and Boxall, (1998)
In parallel to the Boxall Profile there is another accessible tool known as the SDQ or the Strengths and Difficulties Questionnaire, Goodman (1997). This SDQ tool is more commonly used in the field of social work and mental health. Studies by Couture, Cooper and Royer (2011), found that while the Strengths and Difficulties Questionnaire was shorter in length when compared with the Boxall Profile, it was the BP that was found to be more conductive for teachers and school support staff as it gave more clear direction in the area of need for the child being assessed. 
Relationship Based Play (RBP)
Relationship-based play is modelled on the healthy parent-infant relationships. The focus of the play is the relationship and enjoying being together. Golding, K.et al. (2013) p.145 
Theraplay was designed to reflect interactions expected in healthy parent-child relationships (Jernberg, 1984).

RBP or Theraplay is known as a practical resource aimed often at ASD – autistic spectrum disorder children. However, with its underlying principles being to secure relationships through play based activities, it is argued to be a very relevant intervention for children with SEBD.  Some of the activities may include sensory, joyful and safe engagement opportunities which are approved by many health professionals and teachers as it valid component of calming and self-soothing strategies. Simeone-Russell, (2011). On reflection of RBP we can acknowledge the worth of such as resource in schools and homes supporting children and parents alike. Home – school links are essential in order for this type of intervention to be more affective. DeMulder, et al. (2000) in her writing examines the need for home visits to enable the facilitator to develop a greater understanding of the attachment issues and need of the child from a pre-school perspective. This is still relevant today, where many schools are beginning to make initial, achievable links with families in order to respond to children’s needs in school before they actually physically arrive and are entered on-role. 
Bruner’s work in 1960 also compliments cognitive development and the positivity in engaging in play. He viewed children as ‘active learners’ who develop more convincingly in their thinking and learning of which transpires as a result of first hand and play experiences. 
There is minimal certified evidence to suggest that RBP or similar resources have any negative effects on children with SEBD but they can be enhanced by home-school links as well as positive parent partnerships. 
A Schema

A schema was introduced as a concept by Piaget. Piaget’s word ‘scheme’ describes the “action of knowing something”, often illustrated as a repeated pattern of behaviour which then see a child “accommodate and adapt to modify the existing schemes”. These ideas of actions and repetition are endorsed today by the Welsh Government, Wales’ Foundation Phase, where children learn through play and experiences. Highlighting that as children we develop and improve our skills, we learn more and then move on to new strategies. Bee and Boyd, (2014) p.174-175
It is recommended that teachers have a more in-depth knowledge of a scheme/ schema that this can aid better more effective practice in the classroom for those who need support and those who do not. Piaget concluded that if a child’s mind could generate a pictorial image/ memory as well as take part in motor practice, a process would there for become embedded,  enabling progress and movement onto the next level (of the scheme). Mitchell and Ziegler, (2007). In Wales, the new curriculum guidance provides emphasis to educators on making “meaningful connections between the different things they learn.” Education Wales, (2020). This inevitably upholds theories like Piaget and his schemas. 
Current documents in England and Wales already favour the principles of play as an important premise incorporated into the ‘early years’ curriculum. Where play strategies become a powerful learning tool that can be shared and developed. Play-based learning can be accessed by all children, many of which who learn in different ways, whether they have special educational needs or not. Such an understanding is a guideline for parents, child-minders, carers and statutory for teachers in order to initiate and guide ‘play based’ activities in a range of ways. DfE (2017) p.6, 9-11. 
Parental involvement in all cases is a primary requirement where possible. Understanding the background of children’s lives from birth on-wards gives educational practitioners a more in-depth understanding in order to assess a child’s needs more accurately. Flying Start programme in Wales began in 1997, it was developed by the Government to enhance the learning of early development, parenting and communication and language skills. It was aimed at areas (postcodes) of deprivation, to engage parents to access free-childcare for their Infants/ children under the age of 4, non-statutory school age, Welsh Government, (2014) p. 1-9. The draw back of this community intervention is that Flying Start is not accessible for all. The Health Visitor can advise parents of their entitlement and can offer other advice with regards to parental and health providers concerns for the child/ family. 
Another factor to consider when we discuss the diversity of learning is to look at the study of the outdoor exploration and play and its impact on child development. Rousseau focused his ideals on the freedom; freedom to play, explore and experience nature, in which is undeniably available to all - the rich and poor. Rousseau’s philosophy on this individual exploration and learning, based on his own experiences, later made way for the Forest School movement in the U.K. Allen and Gorden, (2011). Forest School is another fantastic resource available to obtain and use to promote and develop children and young people’s skills:
“Forest School is an innovative and inspiring approach to learning and development which offers people of all age’s opportunities to achieve and develop confidence and self-esteem through hands-on learning experiences during regular visits to a local woodland site.”

Once again this discussion seems one-sided, as there appear to be a lack of negative reports on the impact of play, outdoor play and forest school network. However, we can mention the negativity surrounding safety outdoors, fear of accidents, child abduction, road safety and even the elements (sun burn) are often recorded as barriers to children’s independence and ability to explore the world in the modern day according to https://www.quora.com/ parental view points. 
The current climate

Today, as we live through the current corona virus pandemic and deal with the daily the restraints of COVID-19, it is right that we look at the impact on lives of the children in our care, those in-receipt of Additional Learning Need (ALN) diagnosis or not. Children and young people have now had to deal with trauma and loss, from illness, hospitalisation, becoming a carer or even being neglected due to school closures. Dating back ten years the Thinking Positive document (2010), outlined relevant procedure and interventions for those experiencing loss/ bereavement, p.33, as well as advice for school on the loss of a staff/ pupil. Schools and LA’s have readily prepared and set-out provision documents and information for example, Early Years COVID-19 Support and Guidance (2020) developed to sign post parents and education practitioners to the help available, whether it is in relation to coping with anxiety and stress, food/ meals, medical needs or other vulnerabilities. There has never been a greater requirement for a common, collective of interventions and strategies than at this time. We can look objectively at the use of social stories, circle time and emotional regulation as tools to engage and support. Page 32 refers specifically to SEBD and ASD children, considering their needs as they spend more time away from their ‘normal’ school/ home routines. 
The common prerequisite of social stories originally developed for practitioners working with children with Autistic spectrum disorders but they too can assist in the social and emotional guidance for all learners, which as mentioned previously is very relevant today (during the pandemic).  Developed in the early 1990’s by Carol Gray in America, the social story has developed through time. Written stories based on the exploration of real life situations, in the hope of explaining and preparing young children as a result. According to Gray, (1994) each social story should be based on the three types of sentence; descriptive, perspective and directive. Once written it is suggested that the resource is used frequently or even daily for as long as it is require by the child (NPT wellbeing, (2020)).
Therefore, we can see once again another positive strategy of engagement for those whom require SEBD support and intervention as well as pupils/ children with ASD, communication difficulties and other additional needs. 
On Monday, 15th June, 2020, the BBC news reported that the death toll for the victims of covid-19 in the United Kingdom was more than 41,000 and still rising. The effects of this virus are likely to impact all lives, young and old for years to come. We will have a generation of children needing support to access and return to a ‘new-normal’ (Williams, 2020), adapting to loss and grief as well as poverty and uncertainly. My research has demonstrated the many advantages of well-known interventions and programmes available in schools to ensure that we can do our best for individuals just as we would do for those before them suffering with Social, emotional and behavioural difficulties and ACEs. We reflect on Bowbly, Piaget (schemas) and other theorists to appreciate that with love and care, nurture and development can continue and support these children as they journey through life stages.
In conclusion

Research concludes that even though there are many different interventions that have positive effects on primary aged children with social, emotional and behavioural difficulties, the most effective in terms of outcome appears to lean towards the Nurture Group, Cooper and Whitebread, (2007). The NG theory and approach is based on a whole-school, whole community approach to understanding and working in support of those who have SEBD traits or diagnoses.
In addition to this whole-school approach, Vygotsky recognised the need for collaborative working across the education system and beyond, along with the need to develop a better understanding of welfare of children and the services local authorities/ neighbourhoods can offer those with SEBD. Daniels and Hedegaard, (2011). p.169. The United Nations Convention on the Rights of the Child (UNCRC) transmits the global message on children’s welfare, conveying the accountability on adults whose role it is to look after young children. Who are, in this case, the teachers and support staff in our schools.
Under the United Nations Convention on the Rights of the Child (UNCRC) and the Welsh Government’s overarching strategy document Rights to Action (2004), all children and young people must be provided with an education that develops their personality and talents to the full. The Education Act 2002 further strengthens schools’ duty to safeguard and promote the welfare of all children and young people. W.G. (revised 2015)              

Local authorities and councils have an increasing amount of support available to parents and schools in relation to Additional Learning Needs (ALN) and Social, emotional and behavioural difficulties. 

It is unlikely that schools alone can provide any quick-fix to attachment difficulties/ disorders, SEBD and other needs without the support of external support services. In particular, Neath, Port Talbot Council services have a provision called TAF – Team around the family. This engagement provision advocates development of positive relationship between children and parents, when two or more difficulties occur. The team around the family support service takes into account; school, health and wellbeing and behaviour, as well as housing and budgetary needs of the family, of which often have consequences on bigger picture and overall needs. 
CAMHS - Children and Adolescent Mental Health is also another vital service which like TAF supports schools and families with children and young people who are struggling with various aspects of life. SPOC – ‘Single Point of Contact’ is a service that can be used to contact to receive advice or report an observation /concern regarding children’s welfare. All of these services convene in relation to the dealing with and supporting the challenges that many face. 
Another central priority in schools and within childcare provision is safeguarding. The safeguarding of children and young people with ALN and difficulties including SEBD needs is paramount. We reflect on ACE’s and documents cited below, Public Health Wales:
This first Welsh ACE survey identifies that substantial proportions of the Welsh population suffered abuse, neglect and other ACEs during their childhood with 47% reporting having experienced at least one ACE and 14% experiencing four or more ACEs. (2015). 

On reflection that is a significant number of the population, having experienced at least one ACE. It is therefore, vital that we (the educators, police services, health care providers...) are focused and driven to support children and young families in understanding attachment through the promotion of positive parenting, support and advice networks in-order to ensure future secure-attachments are made, for the benefit of the local and wider communities. 
There are of course many more positive activities and interventions that have not been drawn to light and discussed in this assignment. Importantly, we must enable practitioners to have a reflective, calming and nurturing impact on young lives, consideration should be given to the strategies below: 

Mindfulness, guided reflection, children’s yoga. All of which are aimed at promoting self-regulation, in-terms of social, emotional and behavioural difficulties and other difficulties.  All of which will surely help to illuminate toxic stress, encourage growth and development while training young minds into being resilient and resourceful in practice. 

Overall, continuing to develop a better understanding of SEBD, providing valuable safe and nurturing interventions and policy will help to provide a more positive and gradual learning experience for those who have additional needs.
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