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Amina Dassu is a nine year old girl who has recently moved to a medium sized town in the county of Pembrokeshire. She is due to join a new school having had nine months away from formal education whilst her family fled from their home in Syria. Having been granted asylum, her family have now secured housing and are keen to settle into their new community. Her name has been fictionalised to protect her right to privacy, with other details relating to her family, school and community similarly treated to maintain anonymity for all concerned (UNICEF, 2009; BERA, 2018). 

In recent years Amina and her family have endured several traumatic events, including the loss of family and friends, living in a war zone and more recently the hazardous and difficult journey to seek asylum. These events have impacted on Amina in a number of ways, most notably anxiety when separated from her parents for any length of time. Additionally she has limited English language skills and is finding it difficult to adjust to new social routines and circumstances as she does not always understand what is being said. Her parents have enrolled her at the local school and are keen for her to return to education; Amina has expressed a similar desire but remains anxious about the transition. She has experienced the vertical transition from home to school before, and coped well with it, however the significance of going through the process again and the impact on Amina personally should not be understated (Lam and Pollard, 2006; Symonds, 2015).

Amina has experienced several transitions in her life to date, as she developed physically cognitively, emotionally, socially, and culturally. Her physical development has followed what is accepted as a standard trajectory (Child Development Institute, 2021) and raises no cause for concern. Anecdotal evidence supplied by her parents suggests that her cognitive development has similarly developed in the expected manner (Iowa State University, 2017), although it should be recognised that this is in terms of her abilities as expressed in her native language and against expectations of that culture. Recent events have required Amina to face and adapt to considerable and sudden changes in her environment, often with little warning. She has benefitted from having a secure and strong attachment to her parents as suggested by Bowlby in his theory of attachment, meaning she has been comfortable in being away from them at times as she has been confident of their attachment to her and her attachment to them (Pound, 2005; Bombèr, 2007; Lindon, 2012). This has allowed her to cope with many of the changes relatively well, however she is now showing signs of emotional difficulties in response to the trauma she has faced (Stauffer, 2008; Rankin, 2019). That said, it is not to be assumed that this will be a long term issue; children who have been exposed to trauma of the type Amina has witnessed may often be able to cope and adjust well when they have a supportive family and network around them (Khamis, 2019). Her anxiety about being separated from her parents combined with her limited ability to communicate in English, has led Amina to express concerns in relation to starting school. As such, a meeting has been held involving Amina, her parents, her new teacher, classroom learning support assistant (LSA) and a translator from the local authority Minority Ethnic Achievement Service (MEAS) team (Pembrokeshire County Council, 2021). The meeting provided an opportunity for Amina to visit her new school to begin to familiarise herself with it and allowed her and her parents to discuss their worries and develop strategies to mitigate them.

During this meeting, Amina was given the opportunity to develop a one page profile (see Part 2) with her teacher, supported by the MEAS translator. Whilst initially devised as a tool to support children with Additional Learning Needs (ALN) (Welsh Government, 2015), one page profiles are used widely throughout the school with all learners and their families as part of their activity as a Rights Respecting School Gold Award holder (UNICEF, 2021) with a focus on person-centred practice (Welsh Government, 2015; 2015a) allowing children the opportunity to have their voice heard as they participate in exercising their right to an education. 

Having completed the one page profile, Amina joined her parents in a discussion with the class teacher and LSA, supported by the MEAS translator, to create a support plan (see Part 2) intended to address the key concerns expressed. Although Amina has English as an Additional Language (EAL), this is not considered to be an ALN (Welsh Government, 2021); as such there is no requirement for the generation of an Individual Development Plan. However the school agree that Amina will benefit from some additional support as she joins the class, thus the creation of a personal support plan. Involving her parents in this process, with translation support, has enabled them to engage positively in discussing their thoughts and concerns for Amina, whilst also ensuring that they are involved with Amina’s education and feel comfortable approaching the school to discuss any issues or concerns in the future (Kendall, Gulliver and Martin, 2007; Hornby, 2011; Hancock, 2020). It has also enabled Amina and her family to create the foundations of an updated ecological system as suggested by Bronfenbrenner allowing them to identify the different people and organisations within the mesosystem (for example the school), exosystem (for example the MEAS team) and macrosystem (for example the cultural differences) (Pound, 2009; Gray and MacBlain, 2015), welcoming them all into their new community whilst acknowledging their home cultures and language (Hancock, 2020).

There are presently several concerns that Amina has shared in relation to her return to education as noted on the support plan. These can be considered as barriers to her making a successful transition, namely emotional, social and linguistic barriers. (Guo, Maitra and Guo, 2021). Whilst her basic needs in terms of physiological requirements are being met, and some stability is now occurring in relation to her personal feelings of security, there remains other elements of Maslow’s hierarchy of needs that these current barriers relate to (Pichère and Cadiat, 2015). Addressing the concerns she has raised will support her emotional and social development, enabling her to feel a sense of security and belonging once again within her new environment, and allowing her to update and reframe her personal ecological system as posited by Bronfenbrenner (Pound, 2009; Gray and MacBlain, 2015). The events Amina has been exposed to over the last few months have disrupted this system significantly; whilst she has continued to have a close relationship with her parents, other relationships between her and her friends, school, her broader community, and external agencies that impact on her life have been subject to significant change and destabilisation as a result of war and the family leaving their hometown and country (Arakelyan and Ager, 2021).

Amina has expressed anxiety at being separated from her parents whilst at school, as she is worried that something bad may happen to them or herself whilst they are apart, a fear arising from the traumatic experiences she has had recently (Sharp and Cowie, 1998). Although she has not yet been in the school, it is known and understood that a child who is anxious and uncertain may demonstrate this through a range of potentially negative behaviours such as withdrawing into their own world, chatting incessantly or being disruptive (Bombèr, 2007; Sobel and Alston, 2021). Similarly she has raised concerns around making friends and being able to understand what is happening within the classroom environment given the language barrier and change in culture to that of her original home and school (Hancock, 2020; Guo, Maitra and Guo, 2021). When combined with the learning loss Amina has experienced through absence from education and her experiences during that time (Andrabi, Daniels and Das, 2021), these factors all have the potential to impact on her progression and skills development.

It has not been possible to accurately assess Amina at this stage in relation to the expectations of the curriculum her new school uses, and such assessments will be further impacted by her language skills in the short to medium term (Hancock, 2020; Scott, 2021). However it will still be necessary to assess Amina in the first few weeks of her time in school to determine an approximate marker of her skills and knowledge to date and identify which progression step or steps she is working at across the Areas of Learning and Experience (Welsh Government, 2020). The nature of the Curriculum for Wales is such that Amina and her peers are assessed against progression steps which reflect the stage of their learning and experience, something that could be suggested to reflect the work of Froebel where he suggested that at every stage children should be able to enjoying being at that stage and not assessed based on their age (Pound, 2005), rather than a list of achievements to be made by a specific age, although these progression steps do broadly align to expectations at certain ages (Donaldson, 2015). Such age linked markers may arise from interpretation of the work of Piaget, Vygotsky and Bruner amongst others (Pound, 2005; Lindon, 2012; Gray and MacBlain, 2015), however there are conflicts amongst them in terms of whether children develop individually and independently of others or require a social environment in order to learn and progress (Shayer, 2003). For Amina it is likely that she will make more progress within a supported social learning environment where she is able to operate in a community of fellow learners whilst being immersed in the new culture (Vygotsky, 1979; Smidt, 2013); Vygotsky suggested that learning is a social activity, where children will interact with each other and adults using language, numbers, signs and play to develop and extend knowledge. Furthermore, her progress over the long term may be further benefitted by her arrival in her new school as a primary age pupil (Kendall, Gulliver, and Martin, 2007).

To support this, several activities that will involve Amina and her new classmates working collaboratively and cooperatively have been identified in the support plan. The school uses collaborative learning approaches widely throughout, recognising that where learners are active participants in their learning, they are more likely to discuss and question what they are learning and therefore retain new knowledge and be able to apply it elsewhere as a result (Udvari-Solner and Kluth, 2018; Estyn 2020a). Whilst the themes for some of the work has already been chosen by the class teacher, there will be opportunities provided in the early stages of the term for the children to contribute ideas and suggestions as to the direction of their learning within that, ensuring that their right to have their voices heard is exercised whilst demonstrating good practice within the learning environment (Estyn, 2020; UNICEF, 2021). Furthermore, the work has been structured to progress the children, including Amina, in their acquisition of skills and characteristics to support the four purposes of the Curriculum for Wales (Welsh Government, 2020); in particular the class teacher will support Amina over time to engage with and encourage her classmates to gain greater skills as ethical informed citizens, and facilitate discussions around how her rights have been denied at times during the last few months (UNICEF, 2021).

Visual prompts and aids (The Bell Foundation, 2021) will also form part of the support being offered to Amina as she joins the school and navigates her way through the school day. Images with relevant words and phrases will be developed with input from Amina and her class teacher, supported by the MEAS translator. Given that the school she is joining also teaches Welsh to pupils, such resources will be developed to feature Arabic, English and Welsh enabling Amina to build a database of vocabulary in the languages she will be most frequently exposed to. However it is important to understand that her language development will need to go further than simply building a database of vocabulary to being able to understand the use of the words in different contexts and situations (Zhao and Murphy, 2017). By creating multilingual resources however it could be suggested that it will provide a means for others in Amina’s class to engage and build relationships with her as they express an interest in learning from her, taking turns to be the more knowledgeable other in Vygotsky’s Zone of Proximal Development (Pound, 2005; Gray and MacBlain, 2013, Pritchard, 2014). In turn this could support Amina’s integration into what is for her a new cultural environment, whilst also allowing her classmates to learn about the culture she has come from (Rogoff, 2003).

The change in culture is one area that Amina has indirectly mentioned when discussing her concerns, but perhaps one of the key areas to be addressed once language barriers have been taken into consideration. Whilst working in groups collaboratively with others in the class will help bring Amina into social groups, it will be a new and different approach to that which she has been used to in the past (Rutter, 2003; Kendall, Gulliver and Martin, 2007, Griggs, 2010; Elkord 2019). Similarly the culture of behaviour and routines in the classroom may well be quite different and almost alien to her; likewise her teacher and LSA need to be aware of how their behaviours may need modifying or explaining to Amina (Watkins and Wagner, 2000). During the day, whilst there are certain elements that are routine, such as taking the register, break times, lunch and so on, there can be many interruptions and distractions that break the teacher or pupils’ attention away from the task in hand before returning. For children who have been used to the busy-ness of the primary classroom throughout their time in school, they will have devised their own coping strategies and approaches to this (Ming-tak and Wai-shing, 2008), however this will be something that Amina will have to learn about and adjust to as she makes sense of her new environment where children are able to move around freely in the classroom and work in groups, rather than being seated in rows facing the teacher.

Coming to terms with such changes from a cultural and social perspective may further increase Amina’s anxiety about coming to school. As such it will be important that there is a routine established with her and her family to smooth the transition from home into school each day and allow her to feel emotionally ready to learn (Bombèr, 2007; Cooper and Cefai, 2009). The use of a visual timetable will be part of this (Hewitt, 2005; Bombèr, 2007; Sobel and Alston, 2021), as will the use of a transitional object that she is able to bring from home into school with her (Bombèr, 2007; Woodhouse, 2019). This approach has been discussed in detail with Amina and her parents during the meeting, and copies of the early morning activity (coming into school, where to hang coats, coming to class for registration and so on) shared with them to have at home so that conversations may be had around the routines to start the day (Packer et al., 2021). Furthermore the use of a contact book or ‘home/school book’ (Bombèr, 2007) will facilitate a regular daily exchange of information between home and school, providing updates on how well Amina is settling and what she has been doing during the day, whilst her parents can share information about events and life at home that may be of use to the teacher.

By making sure that Amina’s parents are involved in the creation of the support plan, the school are taking steps to facilitate their input into her education and seek to improve the outcomes for her long term (Lui and White, 2017; Goodall, 2018; Estyn, 2020b). Over the coming weeks and months there may potentially be challenges to this because of language barriers, as Amina’s parents do not speak English fluently, however the school has made arrangements with the MEAS team to have a translator attend the half termly progress meetings, and to ensure that important letters or documents are translated into their home language. Such undertakings will further support the engagement of and with Amina’s parents (Estyn, 2020c). Additionally, it establishes a point of contact for her parents with an organisation that is well placed to provide signposting to other support they may need, and a means by which they can find out more about their new community (Stewart et al., 2018; Estyn 2019; Estyn 2020d).

It has been agreed that an initial review of the support plan and the impact it is having will take place shortly before the half term break, although Amina and her parents have been made aware that they do not have to wait until that point to raise anything should they wish to discuss it sooner. Evaluation of the success of the plan will largely be informed by observation of and discussion with Amina across the school day, supported further by comments and messages noted from home in the home/school book. As her language skills begin to develop more, appropriate assessments will be used to determine her progress and refine the support she requires (The Bell Foundation, 2021a). It is however understood by her teacher and LSA that, as with all of the children in the class, her progression will most likely not be linear and continuous, but subject to some variation and possibly further impacted by the different teaching styles and culture compared to what she has been used to (Pritchard, 2014; Elkord, 2019). In time, once Amina is more settled into school and her language capability improves, there may be a need to involve other stakeholders in supporting her, for example if it becomes apparent she may have an Additional Learning Need, at which point the school Additional Learning Needs Coordinator (ALNCo) would become involved (Welsh Government, 2021). Additionally, it should be acknowledged that there may be other external factors that could impact on Amina’s progress; how the family are accepted into the community, discrimination and bullying (Measham et al., 2014; Symonds 2015) may all impact on Amina’s self-esteem and willingness to engage in school.

In practice, the success of easing Amina’s transition into school will require proactive and effective engagement from a range of stakeholders including Amina, her parents, the MEAS translator and support team, and her teacher and LSA (Symonds, 2015). For the class teacher and LSA, they may find that they wish to call on support from the MEAS team more frequently in the early stages of the term, but potentially not be able to access it readily, given that the team are supporting children in a number of schools across the county and may not have the capacity to respond instantly. However they may choose to utilise resources created specifically for schools who are supporting Syrian refugees to further expand the support they can offer to Amina and her family (WLGA, 2021). Her parents appear to be keen to encourage Amina back into school and to work with the school, however they may also face challenges and difficulties integrating into the community, whilst also trying to come to terms with their own trauma (Stauffer, 2008; Measham et al. 2014). This could in turn impact on their willingness to engage with the school and other bodies.

When working with learners and their families, including those who may be considered vulnerable, the teacher has a duty to take responsibility for themself and ensure that they are developing positive relationships with them and others who can provide support in delivering equitable opportunities for all learners (EWC, 2021). Similarly they must ensure that they discharge their duties fully and correctly in terms of the legal responsibilities they have in relation to the children in their care, seeking advice and guidance where appropriate. Taking advantage of professional learning opportunities when they are presented and being proactive about seeking additional learning to improve the quality of teaching, whilst also identifying and sharing best practice (Estyn, 2019a) will further improve the impact and effectiveness of supporting learners day to day and through transition phases. From a personal perspective, there is a need to maintain a reflective approach to teaching and learning, ensuring that it is identified as soon as possible when a situation arises that requires a teacher to seek support or further training in order to effectively support a new pupil. However by taking a proactive approach to developing knowledge and awareness of contemporary and emerging issues, teachers may further facilitate the creation of a supportive learning environment, where everyone is made to feel included, able to reach their individual potential and access an authentic, appropriate and holistic curriculum delivered using a range of teaching and learning approaches (Donaldson, 2015; Coe et al., 2020) whilst ensuring that all aspects of the children’s development are supported (Modey, Schoem and St. John, 2017).
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What do others like and admire about me?
I like to share sweets I make with other children.
I like to draw pictures and everyone says I am very good at drawing pictures of animals and people.
I am good at drawing and painting pattern designs.
Name: Amina Dassu
Age: 9 
[image: Children learning 1080P, 2K, 4K, 5K HD wallpapers free ...]














What is important to me?
It is important to me that my mother and father are safe and that we have a home together.
I feel happier when I know where my parents are during the day.
I like to wear my necklace all the time as it makes me feel closer to my family.
Being able to draw pictures and having paper and pencils to use helps me calm myself if I am upset.
I like to spend time outside in the fresh air, but I am afraid of things like ponds and lakes.
I don’t like loud noises. 









What do I need to support me?
I can speak a little English but need help understanding when people talk quickly or talk about things I don’t know the words for.
I want to learn to swim but am afraid of being in the water so I will need a lot of help to do this.
I feel nervous being in new places and with new people. I would like to have help to feel less nervous.
I want to sit near a door so I know how to leave a room if something bad happens.











Profile created with support from an interpreter. 
Photo credit: Bing Stock Images in Microsoft Word.
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Background Overview
Amina is nine years old and was born in Syria. She has not been in full time education for the last nine months and has experienced several traumatic events during that time since leaving Syria with her family to seek asylum. She can speak a little English but struggles to keep up with most day to day conversations and interactions between herself and other children and adults. There is limited information available about her education and progress to date, however it is understood that she particularly enjoys art and design related activities and can carry out a range of mathematical calculations and activities commensurate with her peer group. She also likes music and storytelling in her native language.

Amina’s family have been granted refugee status and received some support from the Local Authority (LA) in securing housing and registering with local health care and support services. Her family are keen to settle Amina back into school. Whilst full details of her education, progress and achievement to date are not available, discussions with Amina and her family suggest that she has enjoyed school in the past and worked hard to do her best across the subjects she was taught. Amina has found leaving her friends and known environment difficult, and has expressed concerns about making new friends, finding her way around a new school and community and is clearly worried about being separated from her parents for any length of time. She is due to join the school in Year 5, entering a class of 27 other children, with 1 full time Learning Support Assistant (LSA) supporting the class teacher. 


In view of this a support plan has been created to help Amina transition into her new school and help allay both her and her family’s concerns. This plan has been created with input from Amina, her parents, the class teacher and LSA, and a translator from the LA Minority Ethnic Achievement Service (MEAS) (Pembrokeshire County Council, 2021). As part of this process, Amina and her parents have visited the school during the summer holidays to begin to familiarise themselves with the buildings and classroom and have an opportunity to meet the teacher and LSA prior to the start of the new term. The activities and support identified below will be in place initially for the first half term of Amina’s attendance at school, with opportunities to review, extend and modify support beyond that if required.
Page 2

	Reason for support
	Nature of support
	Who will be involved?
	Review date
	Evaluation/Comments

	Separation Anxiety
Amina is worried about being away from her parents and worries what may happen to them or her when they are apart,
	· Clear details of daily school routines to be provided (visual timetable)
· Agreed object to be allowed into school with Amina to link with home
· Home/school contact book allowing closer linking between the two environments
	Class teacher and LSA set up and use visual timetable.


Amina, her parents and the teacher to agree on an appropriate object for Amina to have in school.
Amina, class teacher, LSA and parents to contribute to the contact book daily.

	Meeting to be held with Amina, her parents, class teacher, LSA and interpreter in the week before half term.
	Regular monitoring of Amina and how she is feeling will take place daily via class check in and one to one if needed. It is anticipated that initially Amina may feel quite anxious, but over time will be more settled and confident in being away from her parents. Evidence to support this will be gathered via feedback from Amina, her parents, teacher and LSA.

	Socialisation
Amina wants to make new friends but is nervous about being somewhere new and not being able to understand everything that is being said. She is also nervous about speaking English as she feels she doesn’t know enough words to be properly understood.
	· First day introduction to the class
· ‘This is Me’ portfolio activity for whole class across the half term
· Picture cards with key words and phrases available (trilingual – Arabic, English, Welsh)
· Support to engage with lunchtime and afterschool clubs that are of interest
	Class teacher 


Class teacher, LSA, MEAS translator (once a fortnight), parents.

LSA, MEAS translator.




Class teacher, LSA, group leaders.
	Meeting to be held with Amina, her parents, class teacher, LSA and interpreter in the week before half term.

Regular check ins with Amina will happen throughout the half term with her teacher and the MEAS translator, with language development continually monitored and supported by the LSA.
	Progress will be monitored through discussion with Amina and observation of interactions during the school day. Parental input relating to development of friendships beyond the school gates will be encouraged and welcomed. Parents will be given details of and support to access social groups and activities e.g. sports clubs, youth clubs etc and asked for feedback on engagement.

	Settlement
Being new to the area, Amina and her family are unfamiliar with the locality. This is making Amina feel nervous as she is worried about getting lost and not being able to find her way back to her house or other key places.
	· Class topic for the first half term is ‘Our Community’
· Work will involve walking tours, visits to local landmarks, mapping activities, historical investigations, visitors to the school, giving directions etc.
	Class teacher, LSA, selected visitors (e.g. local police officer, members of different faith communities etc), parents/carers of all children in the class, MEAS translator.
	Meeting to be held with Amina, her parents, class teacher, LSA and interpreter in the week before half term.

	Discussion with Amina as part of whole class activity to talk about routes around the community, giving and receiving directions. Observation of Amina combined with feedback via daily check in to monitor general anxiety relating to this.

	Language
Amina can speak some English but does not feel confident expressing herself. She finds it hard to keep up when there are a lot of people talking. She has basic reading and writing skills and wants to improve all these things.
	· Access to translation facilities (e.g. Google Translate, bilingual dictionary) and support to use them
· Trilingual picture cards with key words and phrases available for Amina, staff and fellow pupils
· Development of trilingual displays where appropriate in class
· Dedicated Language development programme
	Class teacher and LSA to ensure easy access to translation apps and dictionaries.




Picture cards developed with support from MEAS translator. Used by class teacher and LSA as well as Amina and peers.

Class teacher, LSA, MEAS translator, Amina


MEAS translator to train LSA, LSA to be given allocated time to deliver with Amina.
	Ongoing. Progress will be discussed every half term with parents, supported by MEAS translator if required. School reports will also be translated by the MEAS team and provided bilingually (Arabic, English) for Amina’s parents.
	Progress will be evaluated using appropriate formative tests at specified intervals supporting by the MEAS team. Marking of work, observation and formative feedback will provide day to day ongoing evaluation of progress. It is anticipated that it will not be a linear development and that support will be required for more than one half term.
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