-~ H hi 2~ Hampshir
O ampshire ampshire

County Councll

Educational
Psychology

County Councll

Inclusion Support
Service

Emotionally Based
School Avoidance

Hampshire County Council good
practice guidance for schools and

other support agencies

July 2026

hants.gov.uk/educationalpsychology



http://hants.gov.uk/educationalpsychology

Contents

Introduction

What is Emotionally Based School Avoidance?
Anxiety and EBSA

Risk and Resilience factors of EBSA
Understanding, information gathering and planning
Information gathering and analysis

Working with the child

Working with parents

Working with school staff

Interpreting the information and planning
Action Planning

Interventions and strategies

Review

Whole school good practice

Transition

EBSA, school attendance and the law

EBSA and request for Education Health and Care needs assessments
FAQs

Further local support and resources

Further resources

References

Appendix 1 Profile of Risk of EBSA (PRE)

Appendix 2 Mapping the Landscape of Your School
Appendix 3 Information gathering from school
Appendix 4 Information gathering and integration
Appendix 5 Example support plans

Appendix 6 Laddering: Gradual Exposure

Appendix 7 Whole School Audit

Appendix 8 Primary cards — Learning environment
Appendix 9 Primary cards — Social environment
Appendix 10 Rating scale

Appendix 10 Secondary cards — Learning environment
Appendix 11 Secondary cards — Social environment
Appendix 12 Subject cards

Appendix 13: Subject preference scale

10
15
18
20
22
26
28
30
32
34
36
37
39
41
42
47
54
57

61

67
105
108
110
115
116
119
122
124
125
129
131
133




Introduction

Emotionally Based School Avoidance (EBSA) is a broad umbrella term used to describe a
group of children and young people who have severe difficulty in attending school due to
emotional factors, often resulting in prolonged absences from school. Many of the
strategies that schools will be familiar with around anxiety will be applicable for supporting
these pupils, this is true for the full age range from early years to secondary.

It is difficult to estimate the prevalence of EBSA, with much of the UK literature referring to
figures of persistent absence to indicate the scale of the issue. The UK Department for
Education (DfE) figures show that across the academic year 2023/24, 20.7% of pupil
enrolments across the UK missed 10% or more of their possible sessions and were
therefore identified as persistently absent. This number of young people has roughly
doubled since pre-COVID pandemic levels. The transition to secondary school has been
highlighted as being key in some young people’s EBSA (Want & Guilliford, 2024). In state-
funded secondary schools in Hampshire, 25.7% of students were persistently absent,
compared with 11.6% of state-funded primary pupils. Figures within special schools were
higher, with 36.9% of pupils missing 10% or more of possible sessions.

Persistent absence affects some pupils more than others. In the Autumn term 2023/24,
34.1% of pupils with an EHC plan and 28.2% of pupils on the Special Educational Needs
(SEN) register without an EHCP missed more than 10% of possible school sessions,
compared with 16.6% for pupils with no identified SEN. Figures from the DfE indicate that
children boys and girls are equally affected, but that those from more deprived households
(i.e. those entitled to free school meals) are more at risk. While there are many reasons for
persistent absence, reasons cited often include mental health, SEN and caring
responsibilities at home (Children’s Commissioner, 2022).

The impact of EBSA on young people is far reaching. Persistently absent young people can
struggle to meet expectations at school, such as with reading, writing and mathematics
(Thomson, 2023). Although children may be managing to attend, anxiety about school may
prevent them accessing learning opportunities in the classroom (Butcher et al. 2021;
Owens et al., 2012). Lower attendance is also associated with an increased likelihood of
experiencing mental health problems, fewer friendships and poorer employment prospects
(Pellegrini, 2007 and Taylor, 2012). Many caregivers report stress and frustration when
managing EBSA and note the challenges this can cause within the home (McDonald et al.
2023; Want & Guilliford, 2024). Sometimes the underlying EBSA is not specifically
recognised: the presenting behaviours are sometimes simply viewed as an ‘attendance




problem’” which may lead to interventions that do not work to promptly support the
underlying anxiety as a key factor.

This Hampshire guidance has been adapted from West Sussex Educational Psychology
Service who have generously allowed us to draw upon their extensive work and EBSA
guidance, and updated in 2024 to reflect current thinking around this growing area of need.

The original West Sussex guidance was based on the current evidence base of the factors
which are associated with positive outcomes. These include:

intervening early
working with parents and school staff as well as the young person

working in a flexible manner paying attention to the individual case and function served by
non-attendance
emphasising the need for rapid return to school alongside good support and adaptations

within the school environment. (Baker & Bishop, 2015)

Contributors
The West Sussex EBSA guidance has been adapted for the Hampshire context by:

Dr Sam Beasley, Educational Psychologist (Hampshire Educational Psychology) and
Dr Caoimhe Weeks, Educational Psychologist

Jonathan Willcocks, Inclusion Support Service Manager (Inclusion Support Service) and Dave
Harvey, previous Inclusion Support Service Manager.

A special thank you to Joanne Wright and Olivia Hunt for pulling together the
production of these booklets.




What is Emotionally Based School Avoidance?

Definition

Emotionally Based School Avoidance (EBSA) is a broad umbrella term used to describe a
group of children and young people who have severe difficulty in attending school due to
emotional factors, often resulting in prolonged absences from school. A clear distinction is
made between those that are absent from school due to truanting and those that are
absent from school due to the specific emotional distress that they experience around
attending school (Thambirajah, Grandison & De-Hayes, 2008).

Although the literature in this area often cites the phrase ‘school refuser’, this terminology
could be considered misleading as the term ‘refuser’ implies that the young person has
control over the school non-attendance. This is problematic as this terminology locates the
‘problem’” within the young person and detracts from environmental factors that could be
considered instrumental in supporting a young person back to school:

“School refusal occurs when stress exceeds support, when risks are greater than resilience
and when ‘pull’ factors that promote school non-attendance overcome the ‘push’ factors
that encourage attendance.”

(Thambirajah et al., 2008: p. 33)

Cause

There is no single cause for EBSA and there are likely to be various contributing factors for
why a young person may be finding it difficult to attend school. It is well recognised in the
research literature that EBSA is often underpinned by a number of complex and interlinked
factors including the young person, the family and the school environment (Thambirajah et
al., 2008).

However, Kearney and Silverman’s (1990) review of the literature indicates that there tends
to be four main reasons for school avoidance:

To avoid uncomfortable feelings brought on by attending school, such as feelings of anxiety
or low mood.

To avoid situations that might be stressful, such as academic demands, social pressures
and/or aspects of the school environment.

To reduce separation anxiety or to gain attention from significant others, such as parents or
other family members.

To pursue tangible reinforcers outside of school, such as going shopping or playing
computer games during school time.




According to this model, the avoidance of uncomfortable feelings or situations described in
the first two points could be viewed as negatively reinforcing the EBSA, whereas in the
second two points, the EBSA could be seen as being positively reinforced by factors outside
of school (Kearney & Spear, 2012).

Looking at the current context, a report in 2023 by the UK Children’s Commissioner has
found that school absence rates have been stuck at crisis levels since the COVID-19
pandemic and highlights the breakdown of the “social contract” between schools and
families which happened during that time, and the inconsistent availability of mental health
support in schools, as areas which need to be addressed to support children’s attendance
(Missing children, missing grades. Children’s commissioner, 2023).

Identifying EBSA

The onset of EBSA may be sudden or gradual. The literature suggests that there tend to be
peaks in EBSA corresponding to transition between school phases (King & Bernstein, 2001).
Poor mental health in young people may lead to reduced school attendance through social
withdrawal, loss of motivation, sleep disturbance and low energy (Finning et al. 2019).

Difficulties children have in articulating their distress and the difficulties that parents and
school staff have in understanding the young person’s emotional experience of school are
often key barriers in identifying and supporting young people at risk of EBSA (Thambirajah et
al., 2008).

For some young people, the distress may be obvious in their presentation and chronic non-
attendance. However, for others, these difficulties may not be so easily identifiable. These
young people may demonstrate sporadic attendance, missing the odd day here and there or
particular lessons, or may only be able to attend school when provided with a high level of
support and a modified timetable. Some young people may demonstrate EBSA behaviours
before school when returning after the holidays or a weekend, which may or may not result in
persistent lateness, and some may be marked as attending but not manage to remain in the
classroom or attend their lessons (Tobias, 2019).

It is also important to highlight that some young people with EBSA may appear to recover
relatively quickly from the initial upsets of the morning and this can lead school staff and
others to question the legitimacy of the EBSA; however, it is important to hold in mind models
of anxiety, as it is not unusual for the anxiety to quickly dissipate once the perceived threat is
removed (Thambirajah et al., 2008).




Figure 1

Picture from a 14 year old: her feelings are
like a whirlwind where she is not in control,
that the school is not a safe place, she
worries something bad might happen, she
sees school as having lots of people in it, but
she is on the outside and that people are
making fun of her.

She has also indicated that she feels she is
not doing well with her work and she loves
being at home.

Anxiety and EBSA

Anxiety has been identified as a key feature of EBSA. Although a certain level of anxiety is
considered a normal and natural part of growing up, some young people may experience
heightened levels of anxiety which impact on their functioning and school experiences.

When the anxiety is linked to school avoidance, the young person may experience anxious
and fearful thoughts around attending school and their ability to cope with school. These
feelings may also be accompanied by physiological symptoms of anxiety such as nausea,
vomiting, shaking, sweating, and may start the night before, or even a few days before
school.

To avoid these overwhelming emotions and the fear associated with school attendance the
young person may withdraw from the situation, refusing to get ready for school or to leave
the house or enter the school. The young person may also turn to hostile behaviours to avoid
the threatening situation and to try and control what feels like a very ‘out-of-control’
situation (Thambirajah et al., 2008). They may also seek high levels of reassurance that then
does not appear to reduce their anxiety.

These behaviours, and the avoidance of school, may then contribute to the maintenance of
EBSA over time. It is important to note that avoidance and reassurance can be maintaining
factors for anxiety as one does not learn to overcome challenges. In essence, anxiety relates
to the fear of potential threat and trying to find ways to cope with this. Avoidance and
reassurance can provide temporary relief from anxiety; however, in the long-term, both can
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have an adverse effect as it provides evidence that one is unable to cope or manage
themselves.

Heyne and Rollings (2002) suggest that it is crucial to consider the child’s perceptions of their
ability to cope, including perceived social and academic competence, as negative thoughts
about one’s ability to cope can lead to further feelings of worry and if left unaddressed, may
undermine attempts to improve attendance.

The diagrams below show the cycles of thoughts and feelings that may (i) initially lead to
school avoidance behaviours and (ii) over time, maintain school avoidance behaviours. As
these behaviours continue, they can become interlinked, increasing their complexity, shown
in the final diagram.

(i) Initial avoidance behaviours

4 Thoughts \

| can’t do the work.
MNoaone likes me. I'm
safestathomewhere
paopla know, love and

\ understand me. j

Behaviours Refusal
to getout of bed, get
ready for school, go
toschool. Crying,
shouting, tantrums.

Feelings
Anxiety, fear, worry,
isolation, uncertainty,

l embarrassmeant etec,




(i) Maintenance of behaviours

/_ Thoughts Everyo na

willask questions about
where 've been. My friends
will have forgotten

aboutme. I've missed so
muchwork | won't know
whatto do. Theteachers

\ will be angry with me. /

Behaviours Refusal
to get out of hed, get
ready for school, go
to school. Crying,
shouting, tantrums.

Feelings
Anxiety, fear, worry,
isolation, uncertainty,

' embarrassment etc.

Anxious feelings
about school

Increased school e : Negative thoughts
avoidance N R #ork about school and

one’s ability to cope

Immediate Avoid the situation

anxiety reduces that is anOklng
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Risk and Resilience factors of EBSA

EBSA is a heterogeneous concept (Maynard et al., 2015). This means that it cannot be treated
as a single condition. Different children will be hesitant to attend school for different reasons. It
is usually a unique combination of various factors and their interaction rather than a single
cause that leads to EBSA.

Risk

Just as with general mental health there have been factors identified that place children at
greater risk of EBSA. It is usually a combination of predisposing factors interacting with a
change in circumstances which leads to the pattern of behaviour described as EBSA. The
predisposing factors may be present in the nature of the school, the child’s family or the child
themselves.

{ /\ chid | )
School N\~
Family | /

School Attendance

The exact nature of the predisposing vulnerability and the precipitating events will vary
according to an individual child’s unique set of characteristics, circumstances and experiences,
but it is still possible to identify factors associated with that vulnerability and the potential
triggers leading to EBSA. Being alert to these factors in relation to an absence from school can
act as an early warning system enabling preventative action to be taken.
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School factors

Bullying (the most
common school factor)

Difficulties in specific
subject

Transition to secondary
school, key stage or
change of school

Structure of the school
day

Academic demands/high
levels of pressure and
performance orientated
classrooms

Transport or journey to
school

Exams

Peer or staff
relationship difficulties

Factors associated with vulnerability of EBSA

Family factors

Separation and divorce or
change in family dynamic

Parent physical and/or
mental health problems

Overprotective
parenting style

Dysfunctional family
interactions

Being the youngest
child in the family

Loss and bereavement

High levels of family
stress

Family history of EBSA

Young carer

Child factors

Temperamental style —
reluctance to interact
and withdrawal from
unfamiliar settings,
people or objects

Fear of failure and poor
self confidence

Physical illness
Age (5-6, 11-12 & 13-
14 years)

Learning Difficulties,
developmental
problems, or Autism
Spectrum Condition if
unidentified or
unsupported

Separation anxiety from
parent

Traumatic events

Resilience

When working with individuals it is important to also identify and build areas of strength or
resilience of the child, family and school which may help to ‘protect’ the child and promote
school attendance.

This may include:

developing ambition, aspiration, and motivation

increasing confidence, self-esteem, self-efficacy, value in themselves
developing feelings of safety, security, and a sense of belonging

having positive experiences where they can succeed

holding positive relationships with peers or staff

feeling listened to and understood

understanding the relationship between thoughts, feelings and behaviour
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willingness to work in partnership between school, family and external professionals
developing parenting skills and understanding

flexibility of approaches within school, person centred listening to the voice of the child

Case Study 1: Identifying risk and resilience factors

Alison has not attended school for three months. When the school nurse visited Alison, she
locked herself in the bathroom and refused to answer any questions. The last time that she
left the house was one month ago and her parents are becoming increasingly concerned
about how isolated she is becoming.

On reflection, Alison’s parents thought that her problems began when she made the
transition to secondary school. Alison had always been one of the most academically able in
her class in primary school, but now she found herself in the top classes where there were
many more academic students to compete against. Alison’s friends from primary school had
gone to another secondary school in the area. Being a shy individual, Alison had not
developed close friendships with any of her peers and she tended to tag along with a group
of girls from her year instead. However, she was beginning to form a close friendship with
one of these girls. Alison often complained of stomach aches and would ask to stay home
from school or come home early. Soon before she had stopped coming to school altogether,
Alison had discovered that some of the other girls in the group were making fun of her
behind her back and leaving her out of social events.

The previous year, Alison’s mum had received chemotherapy after a cancer diagnosis.
Although she had now been given the all-clear, she had noticed that Alison had become
much more protective of her. She constantly checked where her mum was and became
distressed if she was late coming home from appointments. She frequently woke up in the
middle of the night after having nightmares about her mother getting into serious difficulty
or becoming ill again and dying.

Now Alison stays at home all day. She does not do any work apart from some household
chores for her mother. She enjoys playing with her younger brother when he returns from
school and sometimes will help him with his homework. Recently, Alison’s mum arranged for
Alison’s friend from secondary school to visit the house. This meeting went well, with Alison
smiling and laughing a lot, nearly behaving like her old self.
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‘Push’ and ‘Pull’

The literature suggests that these contributory factors of ‘risk and resilience’ can also be
divided, and understood, in terms of ‘push’ and ‘pull’ factors.

‘Push’ factors (i.e. those that push the child towards attending school)

‘Pull’ factors (i.e. those pull the child away from attending school)

The literature indicates that EBSA is most likely to occur when the risks are greater than
resilience, when stress and anxiety exceeds support, and when the ‘pull’ factors that promote
school avoidance overwhelm the ‘push’ factors that encourage school attendance.

Example of ‘Push and Pull’ factors for case study 1

School
Push (towards attending school)

e Academically able
e Beginning to form a friendship

Pull (away from school, school factors)

e Prolonged period of absence from
school

e |[solated, not leaving the house

e Difficult transition to secondary
school

e Academic demands

e Social difficulties, possible bullying

e Separation anxiety

Home
Pull (away from school, home factors)

e Change in family dynamics

e Mum diagnosed with cancer

e Difficulties sleeping, nightmares
about mum dying

e Separation anxiety from parent

Push (towards staying at home)

e Reduce anxiety around separating
from mum

e Reduce anxieties around attending
school

e Not having to complete schoolwork

Once identified, and individual’s ‘push’ and ‘pull’ factors can be linked to strategies which
would support each of these, as shown in the graphic overleaf (‘push’ and ‘pull’ factors from
home and school in the centre, with the outer support strategies shown around the outside

of the circle in green).
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Understanding, information gathering and
planning

School plays a key role in the identification of children and young people who are currently
experiencing, or at risk of, EBSA. It is important for schools to develop effective whole school
systems to support young people, be vigilant to early indicators and employ a thorough
assess, plan, do and review cycle placing the young person at the heart of the interventions.
To break the cycle, schools should be looking to recognise the early warning signs: a change
in attendance and/or punctuality, reduced engagement or negative talk about school, a
change in behaviour. Look at arrival at school — has it changed to ‘just in time’, does the child
seem angry, anxious, worried? It is important that this includes front line and support staff,
as well as parents and families, as they are most likely to experience early signs before it
reaches Head of Year/SENCo/Headteacher etc. Therefore, it is important to talk to
everybody about the signs (recognising them) and keeping open lines of communication.

Promote Vigilance for
Whole school el Awareness of 'at g ibl
effective practice protective risk factors' OSSR
resilience factors indicators
| | i
I\ \a A »

Potential indicators

It is very important to be proactive with EBSA. The longer the problems remain unaddressed,
the poorer the outcome, as the difficulties and behaviours become entrenched. Schools
need to be vigilant in monitoring attendance of young people noticing any patterns in non-
attendance or changes to behaviours.

A Profile of Risk of EBSA schedule (PRE-schedule) can be found in Appendix 1 Profile of Risk
of EBSA. This can help practitioners identify areas of risk. The PRE- schedule looks at five key
risk areas for EBSA. The checklist is for use alongside the usual attendance monitoring
systems in school, e.g. SIMS and consideration of patterns of attendance, to screen for
possible EBSA in relation to non-attendance.
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Possible indicators of EBSA include:

difficulty attending school with periods of prolonged absence

child reluctant to leave home and stays away from school with the knowledge of the
parent/carer

for younger children, reluctance to leave parents or get out of the car

regular absence without indication of anti-social behaviours

frequent absences for minor ilinesses

patterns in absences, for example, particular days and/or subjects, after weekends and
holidays

reluctance to attend school trips

the young person expresses a desire to attend classes but is unable to do so

anxiety on separation and inappropriate dependence on family members e.g. worry
expressed about the safety of those at home

evidence of under-achievement of learning potential

social isolation and avoidance of classmates or peer group

challenging behaviours, particularly in relation to specific situations at school

severe emotional upset with excessive fearfulness, outbursts of temper and complaints of
feeling ill on school days

depression and sense of isolation resulting in low self-esteem and lack of confidence
confusion or extreme absent mindedness shown in school due to lack of concentration
resulting in lower attainments

physical changes i.e. sweating, sickness, aching limbs, headaches, panic attacks, abdominal
pain, rapid weight loss or gain

Where significant risks of EBSA are identified, it is really important to gather further
information from the young person, parent and school staff involved with the young person
and put into place strategies to support the young person as soon as possible. Swift action
can prevent EBSA from becoming entrenched and result in much better outcomes. School
should follow a thorough assess, plan, do and review cycle placing the young person at the
heart of the planning and interventions.
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Information gathering and analysis

A review of effective school-based approaches for EBSA highlighted the need to be proactive
(Boaler & Bond, 2023). Once a difficulty has been identified there should be a prompt
investigation into the reasons for the difficulties. Schools should develop in advance a clear
protocol around potential risk factors and identifying factors, sharing with staff who, how
and at what point these will be explored with the child and their parents or carers. In order
for any intervention or support plan to be successful, it is essential to gain an understanding
of the various aspects causing and maintaining the EBSA behaviours. As early as possible,
schools should also draw on advice from external services such as Hampshire Educational
Psychology (HEP) or Primary Behaviour Support (PBS) to support with understanding
maintenance factors and developing evidence-based actions plans for support.

Thambirajah et al. (2008) state that the main aims of this analysis are:

To confirm that the child is displaying EBSA as opposed to truancy or parentally condoned
absence

To assess the extent and severity of (a) a school absence, (b) anxiety and (c) ascertain the
types of anxiety

To gather information regarding the various child, family and school factors that may be
contributing to the EBSA for a given child

To integrate the available information to arrive at a practical working hypothesis as a
prelude to planning effective interventions

It is often tempting to try to locate a simple reason and simple solution for the behaviour.

The parents

If only th need to be
:gh%ol = tougher with We net_ed to
would putin him...... refer him to
place more CAMHS
support....
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However, as identified earlier, it is often a complex interaction of a number of factors and
trying to find simple causation often encourages blaming and individuals can then become
anxious and defensive. Parents may feel blamed for the absences, feel that their parenting
skills are being criticised and they may be fearful that their children will be forced to attend
school. Schools may feel powerless to support change in the face of significant challenges

that may feel outside of their system/remit.

Cycle of blame

Child
perceives
\ school as
\ scary

\

\_’/

‘Parents feel

/

School
attg(celégg‘ an blames
protective of ,ﬁ’g{engf’uf r? ;
the child and th gh'Id tg /

\_ blamethe / N e o
. e /. \.  school /

N

Each person may have a different perspective on EBSA and have a different story to tell. It is
essential that different people’s views are respected and differences in views are
acknowledged. When there is a difference of views it is often more helpful to focus on how

the behaviour is occurring rather than why.




Due to the complex nature of EBSA no fixed ‘assessment process’ can be followed. However,
in all cases it is essential that the views of the young person, the family and key school
personnel are gathered and listened to. School-based interventions are more successful
when characterised by a supportive school ethos, personalised intervention, and
collaboration with families (Boaler & Bond, 2023).

Working with the child

Any child currently avoiding school will become anxious when asked to discuss returning.
They currently manage feelings of anxiety by employing the avoidant behaviour of not going
to school, so any talk about going back to school is going to raise their anxiety as you are
proposing to take away their way of coping with their fears. A good place to start any
assessment with a young person is to acknowledge it may be difficult, but you would like to
know what they think and feel. It is important that the adult does not dismiss anxieties or
worries the child has, empathise with the young person but do not collude or promote the
EBSA. It is important to acknowledge that this work may need to take place at the child’s
home if they are already avoiding school or are experiencing significant anxiety around it.
Support should begin from a place of greatest comfort/security for the child.

The approaches taken will depend on the child’s age, level of understanding and language.
Even if they are able, often children find it difficult to verbalise what they are thinking and
feeling, and they may prefer to draw what they are feeling or have visual prompts.

Some example activities or questions could include:

Think about your thoughts and feelings about school and what these would look like if they
could be drawn?
It also helps to externalise the anxiety:

What name would you give the feeling that you experience when you think about going to
school?
If it was a thing, what would it look like? What would it say?

How does the ... get in the way of you attending school? When is ... in charge and when are
you in charge?

Ask them to draw how their body feels when they are worried.

Use a scale or an anxiety thermometer to ask the child what aspects of school they find
difficult; some areas to consider include:

the physical environment e.g. toilets, corridors, assembly hall.

20




times of the day or social interactions e.g. arriving at school, play and breaktimes, lining up
to go into school or classroom, lunchtimes, going home, changing for P.E.

particular lessons or activities within lessons e.g. writing, working as part of a group, reading
aloud, verbally answering a question.

Information booklets for parents/carers, children and young people are also available
alongside this guidance and these may be helpful to support conversations.

Hampshire Educational Psychology (HEP) have a range of tools to help schools and
professionals access pupil’s views regarding school; please discuss with your link EP if helpful.
Some examples include:

School wellbeing cards ~ Dr Jerricah Holder

These cards can be used to flexibly explore the young
person’s perception of themselves in relation to school
and to identify potentially helpful environmental factors
which informs a support plan for the young person.

www. schoolwellbeingcands.co.uk

Mapping the Landscape of Your School (previously known as Landscape of Fear) ~
Kate Ripley

Mapping the Landscape of School is a useful tool that can
be used by school staff and others to explore sources of
anxiety around school attendance. It examines a young
person’s beliefs about the physical environment, the social
, “ae  €nvironment and the learning environment in school (see
&ﬁ{?g, g 3 m\('fyar’? Appendix 2, and for supplementary visuals see

o {L - - Appendices 8-14).

Ideal Classroom ~ Williams and Hanke; Lego classroom ~ Faye Morgan Rose

This tool uses Personal Construct Psychology. Using
either Lego or drawing, it elicits the child’s views
about school.
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Person Centred Planning

olln DB W i) s . .
'—1—/‘;\{ : S ===_. = Thisrange of approaches and tools is based upon a shared

set of values that can be used to plan with a person, not
for them. These tools can be used to help the person or
organisation think about what is important in their lives
and also think about what would make a good future. The
process taken by this tool can be a significant support for
motivation.

Working with parents

As mentioned previously, parents may find it difficult to talk about the concerns they have
and the difficulties they experience in trying to get their child into school. It is important that
school take time to build a collaborative partnership working together in the best interest of
the child and, where possible, choose a staff member who already has a good working
relationship with the family. Sometimes parents may have had similar experiences to their
child and may experience their own anxiety making it especially difficult for them. During
the initial meeting it is important to gather background information, establish the current
situation and the parent’s views. Children who are young carers can often experience EBSA,
therefore this should also be explored. Questions should be sensitive and the person asking
should employ active listening skills. Examples of questions can be found in a table later in
this section.

Active ‘whole body’ listening means being able to give all of your attention to someone
else. It is the ability to keep your attention external to yourself rather than thinking through
your own thoughts — the diagram below highlights key elements of this. Listening is not a
passive process. We need to work hard at really listening to what a person is saying. How
well we listen will have a considerable impact on the quality of what others share.
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Working with parents is essential to successful outcomes. While the focus is on the child it is
also important to remember that parents may need their own support. It is advised that
regular contact is made with parents; school staff should identify who will be the key person
to communicate with parents and agree how they will do this.
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Developmental
and educational
history

Any potential changes or
losses within the family or
child’s life

Academic progress

The child’s view —what is
going well in school

Typical day — when they go
to school and when they
don’t go to school

What were they like as a young child? Can you tell me about their early
experiences at school? The primary school, at the start of secondary
school?

Can you tell me about your family? Who is in it, who is like whom? Who
are they closest to? Have there been any changes within the family
recently? (You could ask them to draw a family tree/genogram)

School should be aware if the young person has identified SEN needs
and should ask about these needs and the support in place. If there is
no identified SEN, school should ask if they have any concerns, or if the
child has spoken about difficulties.

Have they mentioned anything that is going well in school? (e.g. teachers,
lessons, friends)

Please describe a typical day when they go to school from the moment
they get up until they go to bed ... and when they don’t go to school?
What do they do when they do not go to school? What do other family
members do?
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Parental views on the
reasons for the EBSA

Why do you think they have difficulty attending school? (ask each parent
separately)

If (other parent/sibling/grandparent) were here, what would they say?
Are there any differences of views about the reasons and what should
be done within the family?

Previous attempts to
address the problem

What has been the most helpful thing that someone else has done in
dealing with the problem so far?

What has helped in the past when things have been difficult?

What strategies have been most helpful so far in managing their anxiety?
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Working with school staff

It is essential to seek information from members of staff who work most closely with the
child or young person. We all respond differently according to the environment, situations,
or task and with different people. Each member of staff may have valuable information to
help identify triggers for anxiety and strategies the young person responds positively to. It is
important to seek out the views of any members of staff the young person speaks positively
about and any member of staff where relationships may be more difficult.

Key information to gather includes:

the young person’s strengths

what is going well

any difficulties they have noticed

peer relationships / being subject to bullying

relationships with adults

response to academic tasks

if they have witnessed emotional distress, what did it look like and what caused it

what support or differentiation is put in place and how the young person responds to this
any ideas for further support

An example of a ‘round robin’ form can be found in Appendix 3 Information gathering from
school.

It is also essential to consider whether the child has unidentified special educational needs
(including social or emotional, neurodiversity or with learning), medical needs or a
disability. If they are not already involved, school staff should consult with the school’s
special educational needs co-ordinator (SENCo).

Highlighting certain ‘at risk for EBSA’ groups of young people would help school staff to be
able to identify difficulties and intervene early. Autistic young people have a higher risk of
school absence than those without (Nordin et al., 2024), with ‘school refusal’ being the
most common reason for this given by parents, felt to be due to their child’s needs not
being fully met at school (Totsika et al., 2020; Totsika et al., 2023). Autistic young people
can have difficult school experiences, such as feeling misunderstood, bullying and masking,
feeling excluded, experiencing anxiety, sensory needs in school, and being overwhelmed
during transitions (Lynam et al., 2024; Nordin et al., 2024); highlighting the need for these
areas to be addressed.

Experiences of bullying understandably can make it difficult for young people to
comfortably go into school. Supporting additional relationship and/or bullying issues
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contributing to EBSA may involve targeted and whole-school interventions which build
social skills, increase social networks and develop meaningful relationships between pupils,
teachers and other trusted adults (e.g. mentoring schemes, peer mediation, bystander
defender training) (Lester & Michelson, 2024). Restorative approaches to proactively
develop conflict-resolution skills and use responsive strategies to repair relationships
following conflict have also been found to support a sense of belonging and inclusion for
students at school (Darling-Hammond, 2023).

Adolescence is a particularly important time for identity formation, and LGBTQ+ pupils are
vulnerable to difficulties with mental health and experiencing bullying both in and out of
school. Research by the charity Stonewall found that two in five pupils have been bullied for
being LGBT and have skipped school because of this bullying. Pupils of secondary school

age who are lesbian, gay or bisexual have increased risk of absence from school due to fear
and avoidance according to a study (Burton et al., 2014).

Planning for transitions during the school day with young people, such as allowing them to
move around the school before the crowds or finding a calming role or space for them to
use, will help to reduce any social, emotional or sensory overwhelm felt at these times.

The WARMTH Framework would be helpful to consult when planning for pupils. Please see
https://barrierstoeducation.co.uk/
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Interpreting the information and planning

Following the gathering of information from the child, family, school and any other
professional it is essential that once this information is gathered ‘sense’ is made of it. An
overview of the whole picture and various factors involved needs to be obtained and
potential hypothesis/understanding formed. These should then inform the return to school
support plan.

What is the current rate of attendance?

Are there any patterns to non-attendance? Particular days or lessons?

History of behaviour: when did it first occur? Have there been similar difficulties?
Behaviour and symptoms of anxiety: what does it look like? What does the child/young
person say about any specific fears or difficulties?

e Developmental and educational history (health, medical, sensory or social factors)

e Any changes in family dynamic? (separation, loss, birth of a sibling, health issues of a
family member)

e Any other needs within the family?

What strengths do they have?

Do they have any aspirations or ambitions you know of?

What positive relationships do they have at home and at school (peers and adults)?
What positive experiences have they had at school?

What was different about the times they were able to get into school?
What has been helpful in the past?
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e What is everyone’s understanding of why the young person is
demonstrating these behaviours?

e Are there any differences of views?

e What risk factors have been identified (child, school and family)?

e What strengths have been identified that can be built upon?

What is the function of the behaviour — is it:

e To avoid something or situations that elicit high levels of stress or negative
feelings? (e.g. fear of the toilets, noise on the playground, lots of people moving
all together in the corridors between lessons, tests/exams)

e To escape difficult social situations (e.g. feeling left out at playtime, reading out
loud in class or other public speaking/group task, working as part of a group)

e To get attention from, or spend more time with, significant others? (e.g.
change in family dynamic, concern about the wellbeing of a parent)

e To spend more time out of school as it is more fun or stimulating? (e.g. go
shopping, play computer games, hang out with friends)

e Are there any maintaining factors?

Appendix 4 is designed to help schools integrate the information gathered from the young
person, school and family. It is not designed to be a questionnaire but a tool to be completed
after the information gathering to help you collate, integrate, and analyse the information
gathered from a variety of sources. A blank copy can be found in Appendix 4 Information
gathering and integration.

If helpful at this stage of formulation and integration, schools can access consultation via their
link EP to assist in the identification of function of the EBSA behaviour and inform the
subsequent action planning and intervention.

29




Action Planning

After the information gathering and analysis process has occurred, a return to school or
support plan should be made.

All plans need to be co-produced with parents, the child, and any other appropriate
agencies. All parties need to be signed up.

Each plan will be different according to the actions indicated by the assessment; what
worked with one child will not necessarily work with another.

The plan should always be realistic and achievable with the aim of reintegrating the young
person. An overly ambitious plan is likely to fail. The return should be gradual and graded
with recognition that a ‘quick fix’ is not always possible. A reduced hours timetable may be
necessary as part of this process, but this should always be temporary and not seen as a
long-term option as all children are entitled to a full-time education. Hampshire guidance
around reduced hours timetables can be found at Reduced Hours Provision Guidance Aug
2024.

All parties should be aware that there may be difficulties implementing the plan and these
should be anticipated, and solutions found. An optimistic approach should be taken; if the
child fails to attend school on one day, start again the next day. Parents and school should
anticipate that there is likely to be more difficulty after a school holiday, period of iliness or
after the weekend. For more ‘engrained’ situations, school staff should also be prepared to
begin the gradual and graded support in the home environment, working closely with the
pupil and family.

At the start of the plan the child is likely to show more distress, and all should be aware of
this. School staff and parents need to work together to agree a firm and consistent approach.
Any concerns about the process should not be shared with the child - a ‘united front’ is
recommended. Any concerns should be communicated away from the child. This can be
difficult for some, and schools should proactively manage expectations.

Schools should take an individual and flexible approach to the young person’s needs. All
school staff that will come into contact with the young person should be aware of the return
to school plan and any adaptations to normal routines or expectations that are in place to
support the child.

Once actions on a support plan are agreed with a young person, e.g. returning to school in
very finely graded steps, stick to what has been agreed for that week, even if things seem
to be going really well, as pushing things further than agreed can heighten anxiety, reduce
trust and be counterproductive.
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The format of the support plan should be flexible. If appropriate a young person’s version
should be created. Examples of a support plan can be found in Appendix 5 Example support
plans.

Literature has identified key elements of support that should be in place in order for re-
integration to be successful:

Direct telephone contact between parents/carers and key workers in school. Agree
expectations regarding frequency of contact and set realistic response times.

A return to school at the earliest opportunity.

Early home visits if appropriate to discuss the young person’s reluctance to attend school.

All parties to agree to actions and keep to them until the next review period.

A personalised programme for each young person (e.g. flexible timetable, arrangements
for transport, buddying and provision of a ‘safe haven’).

Ensuring the young person has access to an identified member of staff who can be
approached if anxiety becomes temporarily overwhelming in school (i.e. a key worker).

Ensuring all staff (including supply staff) are informed about the young person’s
difficulties, particularly during changes of classes/key stages.

Identifying a safe place or base in school that the young person can go to if needed.
Identifying a member of staff for the young person to ‘check in’ with throughout the day.

Considering whether a family assessment such as an Early Help Hub referral would be
helpful to identify whole family support.

Encouraging a sense of school belonging.
Working on reducing barriers to learning.

Working in partnership and creating a sense of agency for families when co-developing
plans
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Interventions and strategies

Kearney and Silverman (1990) suggest that choice of intervention should be governed by a
careful functional analysis of school avoidance behaviour. They describe four types of
variables which can maintain school avoidance behaviour, however, several of these may be
involved and their effects will be interactive. Interventions should be bespoke to the
individual and based upon the information which was gathered in the assessment and
integration stage.

1. To avoid something or situations that elicit negative feelings or high levels of
stress (e.g. fear of the toilets; the noise in the playground; lots of people moving all together
in the corridors between classes, tests/exams)

Interventions should include learning about anxiety and worrying; how it affects our
thinking, feeling and behaviour; how avoidance of the feared situation makes things worse.
The child should be taught anxiety management techniques such as relaxation training and
deep breathing. Links to resources to support schools in this can be found in the Resource
Section.

There should be a gradual re-exposure to the school setting using an avoidance hierarchy
created with the young person from ‘least feared’ school situation to ‘most feared’. School
should consider the provision of safe spaces that pupils can go to, such as pastoral zone and
library; these may be less stigmatising for some pupils than learning support area for some

pupils.
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Anxiety / avoidance hierarchy

Going into lunch hall without best friend (support)
Going into lunch hall with best friend (support)

Going to P.E. lessons

Going into next two favourite lessons

Going into favourite lessons

Joining in a small group activity

Staying in the resource base

Entering the school, going into the reception area
Entering the school when the school is closed
Standing outside the school when the school is closed

To create an anxiety/avoidance hierarchy, the young person can be asked to name
situations (or shown cards representing possible fears) and asked to rank them in terms of
how they feel about that situation or object from least worried about to most worried
about. When thinking about next steps it is important to start with the item that causes the
least amount of anxiety, helping them think about how they will cope with this situation
and what support they will need. When they have overcome this fear and consolidated this
several times, then they can begin to work their way up the hierarchy. A template of a
ladder may be helpful (see Appendix 6).

2. To escape difficult social situations (e.g. feeling left out at playtime; reading out
loud in class or other public speaking/group task; working as part of a group)

As with the first function, intervention should include learning about anxiety and worrying,
how it affects our thinking, feeling and behaviour and how avoidance of the feared situation
makes things worse. The child should be taught anxiety management techniques such as
relaxation training and deep breathing. In addition, the child should be taught social skills
and given opportunities to practise coping skills in real-life social and evaluative situations,
starting small and building up to most challenging. There could be pre-teaching of key work
missed, buddying, peer mentoring and role playing what they are going to say when peers
ask about their absence from school.
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3. To get attention from or spend more time with significant others (e.g. change in
family dynamic; concerned about the wellbeing of a parent)

Intervention would usually include work with caregivers supporting them to develop skills
and techniques to:

manage any heightened emotions or school avoidance behaviours, for example using
emotion coaching techniques (see www.emotioncoachinguk.com/resources-for-
professionals-parents-carers for videos and resources)

establish morning routines

use problem-solving techniques

establish positive and individual time to spend with the child outside school hours
focus on positive behaviours

limit the attention the child receives when they do not attend school

establish rewards for when they attend school and, where appropriate, consequences if
they do not.

4. To spend more time out of school as it is more fun or stimulating (e.g. watch
television, go shopping, play computer games, hang out with friends)

Intervention would usually include:

increasing “rewards” for attendance and disincentives for nonattendance, i.e. laptop time,
access to internet, phone credit, time with friends in town etc.
limit the attention a child receives during non-attendance

if possible, take away the more stimulating activity
support their travel to and from school
teach them how to refuse offers from peers

make school as stimulating as possible (“unmissable”), find out the child or young person’s
interests and if possible, apply this to the work completed in school.

Review

It is essential that any plan is regularly reviewed. There should be set dates for reviewing
how any support plan is progressing and key personnel to attend identified. It is essential
that the young people and parents are actively involved in the review.

The review should identify and celebrate any progress made, review whether further
information has come to light to help inform clear next steps. These next steps can include:
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consolidating and maintaining the current support plan
setting new outcomes and or actions for the young person, school and parent
identifying that further consultation with other agencies needs to occur which may, if

necessary, lead to a referral to other services

Assess

Gain a full
understanding of
the various
aspects at play

Plan

Based on
information
gathered plan for

(child, schooland, a realistic small
f'amily) m reintegration

REViEWW Do

Monitor the
progress made
and adjust the

plan for next steps
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Whole school good practice

Any successful work with an individual needs to be embedded in whole school systems.
General good practice for promoting emotional wellbeing and positive mental health also
applies to EBSA. The figure below outlines the culture, structures, resources, and practice
within a school that can promote wellbeing of staff and young people, with particular
reference to EBSA. A whole school audit can be found in Appendix 7.
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Literature has shown that peaks in the number of young people with EBSA correspond with
transition in educational phases. This is not surprising as young people face significant
changes at such times.

Transition

school
culture or
ethos

Changes school size

teaching level of
styles demand

numbers of

timetabling
students 5 5

how subjects

workload are taught

Successful transition involves the young person being supported to be able to make

N

adjustments to fit in with their new environment.

- to meeting lots of new
children and young people;

- to subjects being - to greater pressure

departmentalised, how placed on attainment;

these are timetabled and - to being grouped in
how different teachers classes for different
teach them; classrooms for different | Subjects, often streamed

- to a different journey to || Subjects; according to ability; and
school - to new staff and staffing |- from being the oldest in
structures their primary school to
being the youngest in the
secondary school;

- to the pastoral system
and pastoral support
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Most children adjust to these changes over time. However, young people who experience
higher levels of anxiety or who have experienced loss and separation may be vulnerable to
developing, or experience an exacerbation of, EBSA behaviours. It is important that schools
and parents provide appropriate support and any vulnerable young people are flagged up
early by the ‘feeder’ school and an individual approach is taken.

Good transition practice involves effective exchange of information, both pastoral and
academic, from primary to secondary school. It is really important for ‘feeder’ schools to
flag up any early separation difficulties and past EBSA even if the issues were mild and
attendance is now fine. We advise that secondary schools should specifically ask this
information on any transition gathering forms. Some Hampshire schools such as those in
local clusters have joined to discuss working in partnership to reduce the risk of EBSA,
particularly around secondary transition, and this can be very effective.

Familiar school staff should discuss with young people and their parents what they are
looking forward to and what they are worried about and this should be individually
addressed. An example of support for this is ‘What if ..." cards.

If | don't know  If someone calls If | have nothing
where my me an unkind to do at
classroom is... name... breaktime...

' N ' 0 ( B
| will get my plan from
my student planner and
see if | can work it out

| will try and walk away

and not swear or shout | could go to the library

\ 2 A - 3 J
4 N g N A N
I will try and ask | will tell a teacher why | | could buy a snack and
someone in my class feel upset eat it in the dining hall
. J \ J
e 3 @ Y e 3

My teacher will deal with

it and talk to that person Feauld find.my busdy

| will ask my teacher

\ J \ J \ J

Good transition also involves good communication with the young person and their parents.
Key to this is giving the young people and their parents practical information.

38




Travel to school — how will they get Go through journey to school, practice
there this, identify any companions

Environment Layout of the school — provide maps,
—p give tours, quiz, colour code subjects
to building areas

Social time — supporting social |dentify how pupils will be supported
interactions and those more —p 10 Mmake new friendships, access to
vulnerable, bullying policies supported social activities

Support systems in place — pastoral
SEN support

Set out how young people will be

' supported, provide one page profile

Many Hampshire schools have found that developing a sense of school belonging not only for
children but also their parents, through involvement in parent coffee mornings, fundraising,
projects, activities and so on can make it easier for parents to meet supportive members of
staff, access peer support from other parents, build trust with their child’s new school and feel
confident to raise any concerns early on.

EBSA, school attendance and the law

The Education Act 1996 places a legal duty on all parents to ensure that their child has an
education. When this education is provided in a school setting, parents must ensure their
child attends regularly. If the parent is unable to ensure this, they can be held accountable for
an offence under S.444 Education Act 1996; failure to secure the regular school attendance
of a child. The term regular has recently been defined to mean ‘as prescribed by the school’.
For the majority of pupils, this means attending school full-time. Any unauthorised absence
is therefore irregular attendance.
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As with any law, the parameters are firm; the Education Act 1996 goes further as the offence
is one of strict liability. This means there are only certain permitted defences a parent can
use for their child missing school. One such defence is the child was unfit to attend school
due to ill health; the parent must prove this to be the case. Only a Headteacher can authorise
absence from school. They may request supporting medical evidence from the parent which
shows the pupil is unfit to attend school.

This request is often made to avoid the matter moving into a legal process. Medical evidence
can include appointment cards, prescriptions, reports from medical professionals, etc. The
weight and value of the evidence is one for the Headteacher to consider in their decision
making of whether an absence is to be authorised or not.

When unauthorised absence occurs, dependent on the length and reason for the absence,
the school has the option to refer to the Local Authority via the Attendance Legal Panel (ALP)
for advice and intervention. The ALP discharges the Local Authority’s statutory duties
associated with school attendance. On receiving the referral, the ALP will gather evidence
from all involved before deciding on next steps within the legal framework. All cases are
considered on a case-by-case basis at the point of referral and throughout the process. If
there is no evidence to support a statutory defence, a judgement is made about the most
suitable form of legal intervention.

Interventions are offered within a legal framework with an investigation to establish if an
offence can be proven. This can lead to a variety of actions including the use of Fixed Penalty
Notices (FPNs) and/or court action, both in the Criminal Court (offences under the Education
Act), or in the Family Court when seeking an Education Supervision Order.

If the decision is made to go forward with a prosecution, consideration is given as to whether
this will be the fast track pathway, a normal or an aggravated offence. The fast track route is
generally deemed appropriate when support is in place for the family from other agencies
and provides a further 12-week period in which the parent is expected to demonstrate a
significant improvement in their child’s school attendance.

For schools with young people experiencing EBSA and struggling with attendance, it is the
Headteacher’s decision whether to authorise absence or not. If a school decides to refer a
student to the ALP the expectation would be that the school will have tried an array of
strategies to encourage and support the young person’s attendance such as those as
outlined in this document as well as requesting any supporting information from medical
professionals.

Summary table of responsibilities for school attendance (applies from 19 August 2024)
contains statutory guidance for maintained schools, academies, independent schools, and
local authorities and outlines everyone’s responsibilities. It should be read alongside other
statutory guidance as referenced in the document, and on page 46 under Safeguarding.
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EBSA and request for Education Health and Care
needs assessments

Education Health and Care Plans (EHCPs) are for children and young people who have a
special educational need or disability that cannot be met by the support that is available at
their school or college setting. Most children and young people with special educational
needs will have help given to them without the need for an EHCP at the SEN support level.

In some cases, children who display EBSA behaviours may have underlying special
educational needs and require support above the SEN support level. If this is the case
schools or parent can request that the local authority undertake an Education Health and
Care (EHC) needs assessment.

In order to be able to decide whether an assessment should occur, the Local Authority will
need to see evidence that the school or college have taken appropriate action following the
assess, plan, do and review cycle and there is evidence that the child or young person has
not made adequate progress or has only made progress because of a very high level of
support.
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When a child has been displaying EBSA behaviours, the Local Authority will require evidence
that the school has sought and followed advice from:

outside agencies that advise schools such as PBS, ISS and HEP
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health professionals including GP and CAMHS
professionals that work with families.

Examples of the services this may include can be found in the further local support &
resources section of this guidance.

Before making a request for an EHC needs assessment, schools should refer to: The

Hampshire Guidance and Criteria for EHC Needs Assessments

www.hants.gov.uk/socialcareandhealth/childrenandfamilies/specialneeds/sen-
pathway/draft-ehc-plan

The Hampshire Graduated Approach Guidance Document

documents.hants.gov.uk/education/sen-support.pdf

The SEND Code of Practice (2014) can be found here:
www.gov.uk/government/publications/send-code-of-practice-0-to-25

Children and young people with medical needs — school must have regards to the DfE (2015)
guidance ‘Supporting children at school with medical conditions: statutory guidance for
governing bodies of maintained schools and proprietors of academies in England’

https://www.gov.uk/government/publications/supporting-pupils-at-school-with-medical-

conditions--3

DfE guidance on how to support school attendance where there is a pupil experiencing
social, emotional or mental health issues can be found here:
https://www.gov.uk/government/publications/mental-health-issues-affecting-a-pupils-

attendance-guidance-for-schools

Further DfE guidance for schools on maintaining high levels of school attendance, including
roles and responsibilities, can be found here:
https://www.gov.uk/government/publications/working-together-to-improve-school-
attendance

FAQs

What is EBSA?

EBSA, also known as school anxiety or school refusal, refers to children and young people
who experience significant emotional distress that makes attending school challenging. This
can manifest as:
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o Avoiding or delaying getting ready for school.

e Refusing to leave the house.

e Showing physical and emotional signs of distress.
e Reluctance to attend school regularly or at all.

Can EBSA arise from underlying Special Educational Needs (SEN)?
Yes, EBSA can be linked to underlying SEN, such as anxiety disorders, autism spectrum
conditions, or other mental health issues.

How can schools identify and support EBSA?
Schools can identify EBSA by observing changes in attendance patterns, physical complaints,
and emotional behaviour. Support strategies include:

e Creating a supportive and understanding school environment.

e Collaborating with parents and mental health professionals.

e Implementing individualised education plans (IEPs) and providing access to
counselling.

What can parents do to support their child with EBSA?
Parents can:

e Communicate openly with their child about their feelings.
e Work closely with the school to develop a support plan.
o Seek professional help if needed, such as counselling or therapy.

Are there alternative education options for children with EBSA?

Yes, in some circumstances, if a child cannot attend school due to EBSA, they may be able to
access alternative education options, such as home tutoring or online learning

programs. These would need to be a last resort once all other school-based options have
been exhausted.

How can Reduced Hours Provision or flexible attendance plans be implemented to meet
the individual needs of students with EBSA?

1. Gradual Reintroduction Plan
o Initial Phase: The student starts by attending school for a short period each day, such
as one hour. This can be during a time when they feel most comfortable, like the first
or last hour of the school day.
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¢ Incremental Increase: Gradually increase the time spent at school by 30 minutes to
an hour each week, depending on the student's comfort level and progress.

o Full Integration: Aim for the student to attend full days over a period of several
weeks or months, with regular check-ins to adjust the plan as needed.

2. Partial Attendance Plan
e Core Subjects: The student attends school for core subjects or classes they enjoy and
feel less anxious about.

e Home Learning: For other subjects, the student completes assighnments at home with
support from teachers and parents.

e Flexible Days: Allow the student to have some days where they attend school and
others where they work from home.

3. Modified Schedule Plan
e Late Start/Early Finish: The student starts school later in the morning or finishes
earlier in the afternoon to avoid peak anxiety times.

e Breaks and Downtime: Incorporate regular breaks and downtime during the school
day to help the student manage their anxiety.

o Safe Space: Provide a designated safe space in the school where the student can go if
they feel overwhelmed.

4. Blended Learning Plan
¢ Combination of In-Person and Online Learning: The student attends some classes in
person and others online, allowing for a gradual transition back to full-time in-person
learning.

o Flexible Assignments: Teachers provide flexible deadlines and alternative
assignments to accommodate the student's needs.

These plans should be developed collaboratively with input from the student, parents,
teachers, and mental health professionals to ensure they are effective and supportive.
Regular reviews and adjustments are essential to address the student's evolving needs.

How should a child with EBSA be coded on the attendance register?
For children with EBSA, coding their attendance accurately is important.
1. Authorised Absence Due to Iliness

Code I: If the child's EBSA is linked to mental health issues, their absence can be coded as "I"
for illness. This includes both physical and mental health-related reasons.
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2. Medical or Dental Appointments
Code M: If the child is attending medical or therapeutic appointments related to their EBSA,
use "M" for medical or dental appointments.

3. Other Authorised Circumstances
Code C: In some cases, the absence may be coded as "C" for other authorised circumstances
if the school agrees that the absence is necessary and justified.

4. Unauthorised Absence
Code O: If the absence is not authorised by the school, it should be coded as "0O" for
unauthorised absence.

Decision-Making Process

Head Teacher's Discretion: The head teacher has the discretion to authorise absences based
on the specific circumstances and evidence provided.

Documentation: Ensure that all decisions are well-documented, including any
communication with parents and professionals involved.

It's essential to follow your school's attendance policy and seek guidance from your local
authority if needed. Regular reviews and clear communication with parents and
professionals can help in managing EBSA effectively.

Is the parent of a child with EBSA expected to phone the school every day to report the
child’s absence?

The expectations for parents of children with EBSA can vary depending on the school's
policies and the specific circumstances of the child.

Daily Communication

Regular Updates: Some schools may request that parents call in daily to provide updates on
their child's condition and any progress being made.

Consistency: Regular communication helps the school keep accurate attendance records
and ensures that the child receives appropriate support.

Alternative Arrangements

Agreed Plan: In some cases, schools and parents may agree on a different communication
plan, such as weekly updates or a written report, especially if daily calls are not feasible.
Professional Involvement: If the child is under the care of a mental health professional, the
school might coordinate with the professional for regular updates instead.
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Flexibility and Understanding

Individual Needs: Schools should be flexible and understanding of the family's situation,
recognizing that daily calls might add stress to an already challenging situation.
Supportive Approach: The goal is to support the child and family, so any communication
plan should be mutually agreed upon and manageable for the parents.

It's important for parents to discuss and agree on a communication plan with the school
that works best for everyone involved.

Should a school see a child regularly who is not attending due to EBSA?
It is important for schools to maintain regular contact with a child who is absent due to
EBSA:

1. Monitoring Well-being

Regular Check-ins: Regular contact helps monitor the child's emotional and mental well-
being, ensuring they are safe and receiving the necessary support.

Building Trust: Consistent communication can help build trust between the school and the
child, making it easier for the child to eventually return to school.

2. Providing Support

Tailored Support Plans: Regular updates allow the school to adjust and tailor support plans
based on the child's current needs and progress.

Professional Collaboration: It facilitates collaboration with mental health professionals,
ensuring that the child receives comprehensive care.

3. Encouraging Reintegration

Gradual Reintegration: Regular contact can help plan and implement a gradual reintegration
process, making the transition back to school smoother for the child.

Motivation and Encouragement: Maintaining a connection with the school can provide the
child with motivation and encouragement to overcome their anxiety.

4. Attendance Records

Accurate Records: Regular communication helps keep accurate attendance records, which
are important for understanding the child's situation and planning appropriate
interventions.

Schools should work closely with parents and mental health professionals to establish a
communication plan that is manageable and supportive for the child and their family.

5. Safeguarding

Schools have a critical role in safeguarding children and ensuring their well-being. There are
three statutory guidance documents that include aspects of safeguarding checks when a
child is not attending school: Working together to improve school attendance (applies from
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https://assets.publishing.service.gov.uk/media/66bf300da44f1c4c23e5bd1b/Working_together_to_improve_school_attendance_-_August_2024.pdf

19 August 2024), Keeping children safe in education 2025 and Children missing education -
GOV.UK. As general guidance, the Local Authority would advise that regular ‘eyes- on’
checks are conducted at least once a fortnight, preferably in person but via video call/online
call as the next best case. All schools should include details of their own policies around this
within their School Attendance Policy. Sometimes ‘eyes-on’ arrangements need to be
flexible and creative to meet both the safeguarding requirements of the school and the
needs of the CYP i.e. seeing the child at a place other than their home, other professionals
seeing the child and making regular reports to the school. It isimportant that the child is
seen by the school or other professionals, rather than limited to reports from parents.

Further local support and resources

Information regarding local services and organisations can be found on the Hampshire Local
Offer

www.hants.gov.uk/socialcareandhealth/childrenandfamilies/specialneeds

Below are key Local Authority services who can offer support to schools, families and young
people who may be experiencing EBSA.

Hampshire Educational Psychology

Hampshire Educational Psychology (HEP) promotes the development and learning of all
children through the application of psychology. Educational Psychologists (EPs) work at the
level of the educational organisation, with individuals and groups of children, teachers and
other adults in schools, families, other Local Authority officers, health, social and care and
other agencies. EPs apply a wide range of skills, including consultation, assessment, case
formulation and intervention related to children’s learning, developmental, behavioural,
emotional and mental health needs.

How we support EBSA

HEP can offer consultation to support in assessment, understanding and planning for
intervention for individual children, young people and families. HEP can deliver training and
ongoing supervision for both school and multi-agency staff on working with children and
their families who display EBSA. This includes information covered within the good practice
guidance and tools for working with young people and families. HEP offers training bespoke
to individual settings; however, a range of central trainings are also available, e.g. using
cognitive behavioural approaches to support children and young people. Please contact
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your link EP or local HEP office (numbers below) for further information about the range of
training available.

Telephone contact line

Brief advice can also be obtained from an EP (for parents/carers) via a Telephone Contact
Line which runs twice weekly. Please see the HEP website for current timings (link on the
home page): www.hants.gov.uk/educationandlearning/educationalpsychology

How to access support
School staff can access ongoing and regular EP advice and support via purchasing a service

level agreement which provides the school with a named link EP. Parents can phone the
Telephone Contact Line for further information or brief advice.

Further details on how to access the service can be found on HEP’s website.

If you have any enquiries, please phone the number below for your local area and ask to
speak with the Area Senior EP:

North (Basingstoke & Test Valley North): 01252 814 835

South (Havant, Fareham & Gosport): 02392 441 497

East (Hart, Rushmoor & East Hants): 01252 814 729

West (Winchester, Eastleigh, New Forest & Test Valley South): 01962 876 239

Early Help Hub

The family support service delivers vital early help support and targeted early help support
to children and families across Hampshire. The Early Help model is coordinated through ten
multi-agency hubs: Eastleigh, Gosport, Test Valley, Basingstoke, Hart and Rushmoor, New
Forest, Havant, Winchester, Fareham and East Hants.

The hubs are coordinated by the Family Support Service (FSS) and involve a range of
practitioners who contribute to the local Early Help offer.

FSS is part of the 'early help' provision for Hampshire run by the County Council for families
with children aged 0 to 19 years (or up to 25 for young adults with learning difficulties
and/or disabilities) to provide a joined-up, whole-family service to those who have high
levels of need.

How we support EBSA

Advice and signposting to schools — access duty teams or attend local forum meetings to
discuss concerns relating to children, young people and families.

Access to a range of group offers and one to one targeted intervention through an Early
Help Plan.
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Drop-in services for young people and families.

How to access support

Information regarding referral routes and contact details:
Early Help
CAMHS

Child and Adolescent Mental Health Services (CAMHS) are made up of specialist teams
offering assessment and treatment to children and young people up to age 18 who have
emotional, behavioural or mental health problems. CAMHS are part of the National Health
Service (NHS) and provide services across the South East. They help children and young
people and their families and carers when someone is experiencing emotional wellbeing or
mental health difficulties.

https://hampshirecamhs.nhs.uk/

How we support EBSA

CAMHS offer consultation to professionals from a trained mental health practitioner who
can offer advice and support where there are concerns about a child or young person’s
mental health. These consultations can occur through our telephone consultation line or
through a consultation clinic. In some cases, an enhanced level of consultation may occur
which involves a joint meeting with the child, young person and/or their family.

Some young people experiencing EBSA may benefit from direct work with the young person
and their family alongside the professional using evidence-based interventions such as low
intensity psychological interventions. All interventions are goal based. In addition, children

under 12 may benefit form a small group anxiety- based intervention.

How to access support

A CAMHS referral can be made by a GP, social worker or school staff, if they feel specialist
support is required.

Parents/carers can also contact CAMHS directly on 0300 304 0050, Monday to Friday,
between 9am and 5pm. Trained mental health staff are available to discuss any concerns
and how CAMHS, or one of their partner organisations, may be able to help.

Alternatively, a referral form can be accessed via the Hampshire CAMHS website. The form
asks some questions to help find out a bit about the difficulties being experienced. Once
this information has been received, CAMHS will make contact to discuss whether they may
be able to help. Because there are lots of people who need support from CAMHS, there
may be a short wait time before an appointment can be offered.
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General information for young people, parents/carers and professionals, with specific links
to and resources for anxiety support, can be accessed via hampshirecamhs.nhs.uk/

Requests for consultation are only accepted from people working with children and young
people, not children or young people themselves or their families/carers.

Consultation can be accessed in the following ways:
Hampshire Single Point of Access Team: 0300 304 0050
Aldershot: 01252 335600

Andover: 0300 304 0070

Basingstoke: 01252 824800

Eastleigh: 0300 304 0625

Fareham: 0300 304 0447

Havant: 0300 304 0099

New Forest: 023 80 743000

Winchester: 0300 304 0070

Hampshire Youth Access

Hampshire Youth Access (HYA) is a partnership of 11 leading agencies providing counselling,
information, advice, and support to children and young people aged 5 to 17 across
Hampshire. They also give advice and information to anyone concerned about a child or
young person’s emotional wellbeing.

Information and access available on 02382 147 755, 9am to 5pm, Monday to Friday or via
enquiries@hampshireyouthaccess.org.uk

Primary Behaviour Service

The Primary Behaviour Service (PBS) primarily works with mainstream primary schools. The
service supports children who do not currently have an Education, Health and Care Plan
(EHCP) and who go to school in Hampshire. This includes children who live in a bordering
local authority but attend a Hampshire primary school.

By providing early, targeted support through a child-centred approach, the service aims to:

remove barriers to learning
help children get the most from their education
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reduce exclusion.

How we support EBSA

Impartial advice, information and support to schools and parents/carers of
pupils. Strategies to engage children into education.

How to access support
www.hants.gov.uk/educationandlearning/educationinclusionservice/primarybehaviourservice

The website has links to the PBS six teams across Hampshire.

51



http://www.hants.gov.uk/educationandlearning/educationinclusionservice/primarybehaviourservice
http://www.hants.gov.uk/educationandlearning/educationinclusionservice/primarybehaviourservice

Special Educational Needs and Disability Information, Advice and
Support Service (SENDIASS)

The Hampshire SEND Information, Advice and Support Service (SENDIASS) provide impartial
information, advice and support to parents and carers of children who have special
educational needs and/or a disability. The service aims to encourage partnership between
parents, school, social care, Local Authority, health and other agencies.

How we support EBSA

Impartial advice, information and support to parents/carers of pupils with SEND. Service also
has young people (YP) advisers who can work directly with YP and their families as
appropriate.

How to access support

Helpline: 0808 164 5504 Mon — Thurs 9am— 5pm; Fri 9am-4pm Email:

www.hampshiresendiass.co.uk/contact-us

Legal Intervention Team

The Legal Intervention Team (LIT) provides a prompt and structured response to poor school
attendance where it has been agreed through the county’s Attendance Legal Panels (ALP) to
pursue legal action. The LIT is an integral part of the Family Support Service in Hampshire. It
has six Legal Intervention Court Officers (LICO), across eight districts within the county of
Hampshire. It is the role of the LICOs to process legal decisions authorised at each District
Attendance Legal Panels (ALP).

The LIT can provide advice and guidance for schools and practitioners.

Attendance Legal Panel

Hampshire County Council, through its Attendance Legal Panel (ALP), carries out its
responsibility to act on behalf of its schools. (Education Act 1996. Section 443: failure to
comply with school attendance order and Section 444: failure to secure regular attendance
at school of registered pupil).

The County Council’s Legal Intervention Team (LIT) will also process Education Supervision
Orders. (Section 447 Education Act 1996; and School attendance orders — Section 437
Education Act 1996.)

Each county district has developed an Attendance Legal Panel (ALP). This is chaired by the
District Manager of the Children and Families branch. The panel considers if it is appropriate
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to pursue legal action on cases presented by schools and to ensure that the evidence
provided is robust and unambiguous enough to be presented in court.

How we support EBSA

We can advise both parents and schools on the legal framework around any associated
school absence.

How to access support www.hants.gov.uk/educationandlearning/legalintervention/panel

reporting concerns and general guidance
reporting concerns for child welfare

general education enquiries

finding childcare

sources of help and support

adoption and fostering

children with special needs Phone 0300 555 1384

Email childrens.services@hants.gov.uk

We also give advice and information to anyone concerned about a child or young person’s
emotional wellbeing.

Communication and Interaction Team
Support for young people in school with speech, language, and communication needs.

We are a team of Specialist Speech and Language Therapists (SalLT) and Specialist Teacher
Advisors (STA) who support young people in special schools and mainstream schools and
colleges across Hampshire. We are a separate service from the NHS and aim to liaise closely
with our colleagues from other services.

In special schools we support children from Year R and up. Any child in a special school is
automatically eligible for our support.

In mainstream schools and colleges, we support KS2, 3, 4 and 5 pupils with EHCPs, where
communication and interaction is an area of need.

How we support EBSA

During the times when the young person is able to access a school site we offer:

Assessment both direct and through observation and information gathering to identify the
role of language and social communication needs in the EBSA.
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Direct support to the young person to develop language and social communication skills and
their ability to use strategies in the school environment.

Indirect support to school staff to help them understand the young person’s language and
social communication needs and ensure they are trained and confident in supporting them.

How to access support

In special schools there is a speech and language therapist attached to the school who will be
aware of the needs of all the children.

In mainstream the school or college Special Educational Needs Coordinator (SENCo) will
discuss with us whether the young person would benefit from a referral to our team.

Support for pupils who are not able to access a school site can be accessed via request from
the SEN team. Further Information www.hants.gov.uk/stas

0-19 Children and Families Public Health Nursing (Hampshire)
provided by Hampshire and Isle of Wight Healthcare NHS
Foundation Trust

www.hampshirehealthyfamilies.org.uk

A request for support can be made through school or by following the QR codes below, and
an assessment completed. If appropriate, a care plan can be offered.

Young Person self referral to the Digital referral for the 5-19
Community Public Health Nursing Hampshire Community Public
Service Health Nursing Service

Further resources

Anxiety management

Starving the Anxiety Gremlin: A Cognitive Behavioural Therapy Workbook on Anxiety
Management for Young People by Kate Collins-Donnelly
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What to Do When You Worry Too Much: A Kid's Guide to Overcoming Anxiety by Dawn
Heubner

Information about Anxiety from Young Minds
https://www.youngminds.org.uk/young-person/mental-health-conditions/anxiety/

Hampshire CAMHS self-help guide Self-help-Workbook-Children-1.pdf

The Anxious Child: a booklet for parents and carers wanting to know more about
anxiety in children and young people.
https://www.mentalhealth.org.uk/explore-mental-health/publications/anxious-
child

Overcoming Your Child’s Fears and Worries: A Self-help Guide using Cognitive
Behavioural Techniques by Cathy Cresswell and Lucy Willetts

General emotional wellbeing & mental health literature

Managing Your Mind: The Mental Fitness Guide by Gillian Butler and Tony Hope (for older
young people)

Get Out of Your Mind and Into Your Life for Teens by Joseph V. Ciarrochi, Louise Hayes and
Ann Bailey

Stuff That Sucks: Accepting What You Can't Change and Committing to What You Can by Ben
Sedley

Promoting Emotional Resilience — Toolkit:
https://www.mentalhealth.org.uk/explore-mental-

health/publications/emotional-resilience-toolkit

The Thriving Adolescent: Using Acceptance and Commitment Therapy and Positive
Psychology to Help Teens Manage Emotions, Achieve Goals, and Build Connection by Louise
Hayes

0]

Parent survival guide: https://www.youngminds.org.uk/parent/parents-

guide-to-looking-after-yourself/

Dealing with Feeling by Tina Rae. Published by Lucky Duck
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I am Special by Peter Vermeulon. Jessica Kingsley Publishers

Emotional Literacy assessment and intervention by Southampton Psychology Service.
Published by GL Assessment Limited (available for both primary and secondary age)

Online course on how to support young people with mental health difficulties
www.minded.org.uk

MindEd for families has online advice and information from trusted sources
and will help you to understand and identify early issues and best support
your child: https://mindedforfamilies.org.uk/ @

MindEd for professionals has e-learning applicable across the health, social
care, education, criminal justice and community settings. It is aimed at
anyone from beginner through to specialist:
www.minded.org.uk/Catalogue/TileView

A Volcano in My Tummy by Elaine Whitehouse and Warwick Pudney.

Specific support for families

Square Peg www.teamsquarepeg.org/

Not fine in school https://notfineinschool.co.uk/

Hampshire Chat Health service run by the 0-19 Public Health Nursing Service (Southern
Health NHS Foundation Trust).

Chat Health 0-5 - anonymous text support service for parents/carers of children under 5
years. 07520 615720

Chat Health 5-19 - anonymous text support service for parents/carers of children aged 5-19
years. 07507 332417

Chat Health 11-19 — anonymous text support service for children and young people aged 11-
19 years. 07507 332160

www.hampshirehealthyfamilies.org.uk

Examples of Local Authority guidance

Lancashire lancashire-ebsa-guidance-strategy-toolkit-2023-update.pdf

West Sussex schools.westsussex.gov.uk/Page/10483
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Books for young children

The Goodnight Caterpillar: A Relaxation Story for Kids by Lori Lite
Huge Bag of Worries by Virginia lronside

The Koala that Could by Rachel Bright

Silly Billy Anthony Browne

Willy the Wimp by Anthony Browne

Owl Babies by Martin Wadell

How to Catch a Star by Oliver Jeffers

Willy and the Wobbly House by Margot Sunderland
The Boy and the Bear by Lori Lite

Starting School by Janet Ahlberg

Back to School Tortoise by Lucy M. George

Gotcha Smile by Rita Philips Mitchell

Halibut Jackson by David Lucas

Giraffes Can’t Dance by Giles Andreae
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Appendix 1 Profile of Risk of EBSA (PRE)

The PRE Schedule consists of five key areas, each of which contain a number of items you
are asked to consider in terms of their possible importance in influencing an emotionally
based attendance problem. The rationale for the schedule content is based on risk factors
identified in the guidance.

When completing the schedule, it is important to be as objective as possible, and to base
assessments on evidence. Thus, it is recommended that completion of the schedule is a joint
venture, wherein checking and questioning can lead to the best judgements in terms of item
importance.

During the process of completing the schedule, it may be useful to note factors associated
with particular items, such as:

this has been an issue in the past, but does not appear to be now
this has been an issue in the past and has persisted as an important item

Items are not quantified by a typical rating scale. This is because it may be that one single
item (e.g. death of a parent) is so important it cannot be rated numerically in the same way
other items might be rated. Its influence could be proportionately much greater than a
rating scale could accommodate. As such the schedule asks you to make notes on the key
items of importance you identify. These can then be visually represented in the five
overlapping circles that follow the schedule.

If the resultant profile suggests to you that the pupil is at risk of emotionally based school
avoidance, the next step is to obtain the views of the pupil, parents/carers and other staff.
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Level of concern

Loss and change High Med Low Not Not
an known
issue
Death or caregiver, relative, friend
Death of pet
Sudden traumatic event
Sudden separation from a parent/carer
Moving house, school, area
Loss of a classmate
Caregiver/relative/friend illness
Note on key items
High Med Low Not Not
Family / home factors an known
issue

Family dynamic

Parenting concerns

Birth of new child

Parents separated

Parents arguing/fighting

Practical problems bringing the child to
school
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Problems with parental control

Jealous of sibling at home

Note on key items
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Curriculum/Learning issues High Med Low Not Not
an known
issue

Low levels of literacy

P.E. and/or Games issues

General learning difficulties

Specific subject difficulties

Exam or test anxiety

Difficulties with a particular

teacher/adult

Problems keeping up in lessons

Note on key items

Social/Personal High Med Low Not Not
an known
issue

Being bullied

Seems to have few friends/friendship
issues

English as a second language

Dislikes play/break times

Few leisure interests

Note on key items

64




Psychological wellbeing High Med Low Not Not
an known
issue

Often seems tired

Low self-esteem

Appears depressed

Appears anxious

Keeps feelings to themselves

Has a pessimistic nature

Note on key items

Otherissues High Med Low Not Not
an known
issue

Note on key items
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Appendix 2 Mapping the Landscape of Your
School

Mapping the Landscape of Your School by Kate Ripley == Fl H (=== HFI a0
(For accompanying materials, see appendices 8-13) fr= Y

1. The Physical Environment

Instructions
Look carefully at the map of your school
e Use the highlighter pens to mark how the areas on the map make you feel.
Green =1feel calm and relaxed in this space
Yellow = | feel anxious/uncomfortable in this space
Red =1would like to avoid this space as it makes me very anxious
e For the areas that you have coloured red, what makes you feel unsafe?

e What might the school do to help you feel safer in your ‘red’ areas?

Thank you for colouring the map.
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2. The Social Environment

.During the school day children work with their class and talk to other
children and adults. Sometimes this can be fun but sometimes we can

feel anxious about being with other people. What things that you do with

other people make you happy or upset you?®

| I|©

1 2 3 4 5
| avoid this | am very anxious | feel anxious/ | feel | enjoy
If I can about this uncomfortable comfortable this
about this about this
1 Coming into school L 2 3 H
in the morning.
2 Hangingupmy |~ 2 i — —
coat or putting my
bag in the cloakroom
3 Goinginto the 1 2 3 4 5

classroom when the

children are all
moving round

4 Finding my job to 1 2 3

do when | come in

5 Finding a place 1 2 3

where | can sit

8 Choosing times

6 Carpet times ! ’ ’ _4 5
7 Lining up with my ~ — - ; 0 |
class

1 2 > ! >
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9 Going out to play

10 Sitnginthe |- : ] — —

dining hall with other

children

11 Changing for PE ! 2 3 4 >
1 2 3 4 5

12 Joining in with

games, PE' dance _

3. The Learning Environment
Subject Preferences

Many different subjects are taught in school and some we find easier and
more interesting than others. Rate the subjects on the list on a scale of 1 — 5.

1 2 3 4 5

| | | | |

| avoid this | do not like This is OK I like this | really enjoy
this subject this subject subject this subject
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e.g. If you really enjoy maths ...

List of subjects Rating
Maths 5

My subject ratings are ....
Subject Rating Subject Rating
Science Art
ICT Making things
Reading Geography
PE/Games Writing
Drama Spelling
Topic work Dance
RE Music
Maths

Working in class

Classes involve different ways of working and some we will find more comfortable than
others. Use the 5 point rating scale to indicate how you feel about different things that

happen in classes.

®

1 2 3 4 5

| avoid this | am very | feel anxious/ | feel comfortable | enjoy

if | can anxious about  uncomfortable about this this
this about this
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1 Answering 2 4 5
questions in class _
2 Listening when the

teacher explains what _
we are going to do

3 Following 2 4 5
instructions. .
4 knowing what to 2 4 5
do'to st a task. — —
5 Working on my 2 4 5
own. I
6 Working with a 2 4 5
learning partner. .
7 Working in a group. 2 4 5
8 Asking a teacher for 2 4 5
help when | have not T
understood

something.

9 Working in a quiet 2 4 5
class. .
10 Worlflng when ) A ;
other children are _
messing about.

11 Reading aloud in 2 4 5
class. .

12 Written work —
handwriting.
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13 Recording what |
have done in pictures,
diagrams or graphs.

14 Using the
computer to record
what | have done

15 When the teacher
tells off other children

16 When the teacher
is marking my work

17 When | go into
class and my usual
teacher is not there

18 Making sure that |
have all the books and
equipment | need for

the task

19 When | have an
LSA supporting me in
class

20 When | have to
stop what | am doing
before | have finished

21 When the teacher
uses pictures,
diagrams, videos, etc
to help to explain
things

22 Homework.

23 Sharing equipment
in practical lessons,
e.g. art or DT.
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24 When other

children try to distract _
me.

25. Class tests and
assessments

Look at your rating about what happens in class. Can you describe your ideal class/lesson.

Picture credit: Pixabay, Freepik
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Secondary Pupil — Student version

Mapping the Landscape of Your School by Kate Ripley
(for supplementary visuals see Appendices 8-14)

1. The Physical Environment

Instructions
e Look carefully at the map of your school

e Use the highlighter pens to mark how the areas on the map make you feel.
Green =1feel calm and relaxed in this space
Yellow = | feel anxious/uncomfortable in this space
Red =1would like to avoid this space as it makes me very anxious
e For the areas that you have coloured red, are there any circumstances, e.g. time of
day, which make you feel more safe?

e What might the school do to help you feel safer in your ‘red’ areas?

Thank you for colouring the map.
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2. The Social Environment

During the school day we are expected to work with and talk to both adults and other
students. Sometimes these social situations can be pleasant but at other times they may
cause us anxiety. Some social situations are described below. Mark on the rating scale to
show how you feel about them, e.g.

1 2 3 4 5
| avoid this | am very anxious | feel anxious/ | feel | enjoy this
If | can about this uncomfortable comfortable

about this about this

1 Greeting other
students in the tutor
group in the morning.

2 Walking down
corridors at less
changeover time.

3 Liningup to gointo

the classroom before |1 2 3 4

a lesson. _
4 |n class, if there is 1 2 3 4

no teacher in the _
room.

5 Waitingtogointo |1 2 3 4

the canteen for lunch.

6 Buying food in the
canteen

7 Sitting in the
canteen
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8 Break times when |

. 2 4 5
have 10 B0 ou’ With ——
the other students
9 Changing for PE 2 4 >
10 Teking partin PE, : —
games
11 Talking to subject 2 4 >
teachers 00 |
12 Talking to support 2 4 >
staff/ staff in RP 0
13 Getting to school
and home from
school: 4 5

Walk 0
4 5
Bus 0
4 5
Taxi 0
14 Talking to other 4 5
students in my tutor .
group
15 Talking o —
classmates
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For the situations that you find most difficult — please write down what would make them
easier for you.

What could make a difference....
Situation Idea

3. The Learning Environment

Subject Preferences
Many different subjects are taught in school and some we find easier and more
interesting than others. Rate the subjects on the list on a scale of 1 - 5.

1 2 3 4 5

l | | | |

| avoid this | do not like | tolerate I like this | really enjoy
this subject this subject this subject subject this subject

e.g. If you really enjoy maths ...

List of subjects Rating
Maths 5
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My subject ratings are ....

Subject Rating Subject Rating
Science Art

IT DT

English Geography

PE/Games French

Drama Spanish

History Other language

RE Dance

Maths Music

Classes involve different ways of working and some we will find more comfortable than
others. Use the 5 point rating scale to indicate how you feel about different things that
happen in classes.

B | | ]

1 2 3 4 5

| avoid this | am very | feel anxious/ | feel comfortable | enjoy

if | can anxious about uncomfortable about this this
this about this

1 Answering

fuestions in class . B

2 Listening when the

teacher explains what _

we are going to do in

the lesson.

3 Following 1 2 3 4 5
instructions. _
4 knowing what to 1 2 3 4 5
do to start a task. _
5 Working on my 1 2 3 4 5
own.

.
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6 Working with a
learning partner.

7 Working in a group. 2 4 5
8 Asking a teacher for

help when | have not

understood _
something.

9 Working in a quiet 2 4 5
class. _
10 Working when ) A ;
other students are _
messing about.

11 Reading aloud in 2 4 5
class. .

12 Written work —
handwriting.

13 Recording what |
have done using
pictures, diagrams or
graphs.

14 Using the
computer to record
what | have done.

15 When the teacher
tells off other
students.

16 When the teacher
is giving back our
homework.
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17 When the teacher
is marking my work.

18 When | go into
class and my usual
teacher is not there,
but a cover.

19 When our class
has been moved to a
different room.

20 Making sure that |
have all the books and
equipment | need for

the class.

21 Writing down
homework so that |
can understand what
to do when | get
home.

22 When | have an
LSA supporting me in
class.

23 When | have to
stop what | am doing
before | have finished.

24 When the teacher
writes down what we
have to do as well as
telling us.

25. When the teacher
uses pictures,
diagrams, videos, etc
to help to explain
things.

26 Homework.

N
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27 Sharing equipment
in practical lessons, |
e.g. art or DT.

28 When other

5

5
students ty to | —

5

5

distract me.

29 When the teacher |1 2 3 4
introduces a new |
topic | know little or
nothing about

30 Class tests and 1 2 3 4

assessments  —

Look at your rating about what happens in class. Can you describe your ideal class/lesson.

Picture credit: Pixabay, Freepik
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College

Mapping the Landscape of Your College Student version
1. The Physical Environment

Look carefully at the map of your college
+ Use the highlighter pens to mark how the areas on the map make you

feel.
Green = |feel calm and relaxed in this space
Yellow = | feel anxious/uncomfortable in this space
Red =|would like to avoid this space as it makes me very anxious

+ For the areas that you have coloured red, are there any circumstances,
e.g. time of day, which make you feel more safe?

* What might the college staff do to help you feel safer in your ‘red’ areas?

Thank you for colouring the map.
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2. The Social Environment

During the college day we are expected to work with and talk to both adults and
other students. Sometimes these social situations can be pleasant but at other
times they may cause us anxiety. Some social situations are described below.

Mark on the rating scale to show how you feel about them, e.g.

;1

1 2 3
| avoid this | am very anxious | feel anxious/ | feel | enjoy this
If | can about this uncomfortable comfortable

about this about this

1 Greeting other

students in the tutor | 2 3 4 5
group in the morning. T
2 Walking down : ) X \ :,

corridors at lesson

changeover time.

3 Inclass, ifthereis no |1 2 3 4 [
teacher in the room. .
4. Going into a shared 1 2 3 4 5

area where there are
other students, e.g.

outside areas

Sa. Coming back to 1 2 3 4 5
college after a holiday |
5b. Coming back to 1 2 3 4 5
college after being off S
sick

6 Walking into the 1 2 3 4 5

canteen for lunch.

7 Buying food in the
canteen.
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|

1 2 3 4 5
| avoid this | am very anxious | feel anxious/ | feel | enjoy this
If | can about this uncomfortable comfortable
about this about this
1 4 5

8 Sitting in the canteen

9 Free time when |
have to be around the

college with other

students

10 Talking to college

.
un

staff

11 Getting to college
and home from college

Walk 1
Bus 1
Taxi 1

12 Talking to other

students in my tutor
group
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For the situations that you find most difficult — please write down what would
make them easier for you.

What could make a difference....
Situation Idea
[ ]
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3. The Learning Environment

Subject Preferences
You may be studying different subjects in college and some we find easier and
more interesting than others. Rate the subjects on the list on a scale of 1 — 5.

1 2 3 4 5

I I | I |

| avoid this | do not like | tolerate | like this | really enjoy
this subject  this subject  this subject subject this subject

e.g. If you really enjoy maths ...

List of subjects | Rating
Maths 5

My subject ratings are ....

Subject Rating
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Classes involve different ways of working and some we will find more
comfortable than others. Use the 5 point rating scale to indicate how you feel
about different things that happen in classes.

;1

1 2 3

| avoid this | am very | feel anxious/ | feel comfortable | enjoy

if | can anxious about uncomfortable about this this
this about this

1 Answering questions
in class

2 Listening when the

teacher explains what |- : : —
we are going to do in

the lesson.

3 Following 1 2 3 4 3
instructions. TS
4 Knowing whattodo |1 2 3 4 5
to start a task. E—
5 Working on my own. |1 2 3 4 5

6 Working with a
learning partner.

7 Working in a group.

8a Asking a teacher for

help when | have not ! 2 3 4 5
understood something. T

8b. Asking a fellow
student for help when |
have not understood
something.

9 Working in a quiet
class.
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;1

1 2 3
| avoid this | am very anxious | feel anxious/ | feel | enjoy this
If | can about this uncomfortable comfortable
about this about this
4 5

10 Reading aloud in
class.

11 Written work —
handwriting.

12 Recording what |
have done using
pictures, diagrams or
graphs.

14 Using the computer
to record what | have
done

15 When | go into class
and my usual teacher is
not there, but a cover

16 When our class has
been moved to a
different room.

17 Making sure that |
have all the books and
equipment | need for the
class.

18 Writing down
assignments so that |
can understand what to

do when | get home.

19 When | have a
support adult
supporting me in class.

20 When | have to stop
what | am doing before |
have finished.
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j|

1 2 3
| avoid this | am very anxious | feel anxious/ | feel | enjoy this
If | can about this uncomfortable comfortable

about this about this

21 When the teacher

writes down what we ! 2 3 4 .
have to do as well as _
telling us.

22. When the teacher ‘ p 3 4 5

uses pictures, diagrams,
videos, etc to help to
explain things.

23 Homework
assignments

24 Sharing equipment

in practical lessons - : i — e
25 When other ’ 5 3 4 5

students try to distract

me.

26 When the teacher

introduces a new topic| |1 2 3 4 5
know little or nothing — e
about

27 Class tests and 1 2 3 4 3
assessments T

Look at your rating about what happens in class. Can you describe your ideal class/lesson.

22 Hampshire
@ p

County Council
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Primary Age Adult version _ Aa

- i
Mapping the Landscape of Your School by Kate Ripley A
rarAAHHEARRRA

1. The Physical Environment aa H

Equipment o =

Map of the school, showing all areas labelled, e.g. include outside space,
bike sheds, toilets, corridors, stairs, hall, resourced provision, SEN base,
etc.

Coloured highlighter pens: red, yellow, green.

Instructions for the children
Go through the instructions with them to ensure that they understand the
map and the areas that it shows.

Look carefully at the map of your school
= Use the highlighter pens to mark how the areas on the map make you
feel.
Green = |feel calm and relaxed in this space
Yellow = | feel anxious/uncomfortable in this space
Red =Iwould like to avoid this space as it makes me very anxious

= For the areas that you have coloured red, what makes you feel unsafe?

« What might the school do to help you feel safer in your ‘red’ areas?

90




2. The Social Environment

Instructions for staff

Explain the task carefully to the children so that they
understand that some social encounters can be positive
but others may cause anxiety. Check that they
understand the rating scales and how to complete them.

During the school day children work with their class and and talk to children and
adults. Sometimes this can be fun but sometimes we can feel anxious about
being with other people. What things that you do with other people make you

happy or upset you? @

1 2 3 4 5
| avoid this | am very anxious | feel anxious/ | feel | enjoy this
If | can about this uncomfortable comfortable
about this about this

1 Coming into school 1 2 3

in the morning.

2 Hanging up my coat . 2 3

or putting my bag in the

cloakroom

3 Going into the

classroom when the 1 2 3

children are all moving

round

4 Finding my jobtodo |1 2 3

when | come in

5 Finding a place 1 2 3

where | can sit

6 Carpet times 1 2 3

7 Lining up with my : 2 5

class

8 Choosing times | 5 5
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9 Going out to play

10 Sitting in the dining

hall with other children E

11 Changing for PE : Z 3 4 5
TS

12 Joining in with : Z 3 4 5

games, PE, dance e

For any of the social situations that they express anxiety about, explore with
them what makes them anxious.

e.g. 7. Lining up with my class might be difficult because of the close physical
contact, uncertainty about the transition, leaving the known space of the
classroom or because of many other triggers.

The situation Anxiety triggers
7. Lining up with the class

11. Changing for PE

3. The Learning Environment
Subject Preferences

a) Instructions for staff

Talk to the children about something they enjoy doing in school. Explain
that people like different things and find some things easier than others.
Explain the rating scale so that they know a 5 is something they really like
and feel good at.

The list of subjects is not definitive, please add any subjects that the
children do in the class and delete any that are not appropriate for the
age-group.
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When the children have rated their subjects, choose one that has been
rated as a 5 and one that has been rated as a 1 or 2. How the children
describe what makes their experiences different for these two subjects
can be used to explore their personal constructs and give some insights
into triggers for anxiety.

Example:
What makes ICT a good lesson for you, and worries you about PE?
Score 1 or 2 Scored or5
PE ICT
+ We all have to change in * | have a computer to myself
the classroom + | like doing things on the
* |tis noisy, | lose my things computer at home and
« We have to find a partner of school
join a group ¢ My work looks neat

Many different subjects are taught in school and some we find easier and more
interesting than others. Rate the subjects on the list on a scale of 1 - 5.

1 2 3 4 5
| avoid this | do not like This is OK | like this | really enjoy
this subject this subject subject this subject

e.g. If you really enjoy maths ...

List of subjects | Rating

Maths 5

My subject ratings are ....
Subject Rating Subject Rating
Science Art
ICT Making things
Reading Geography
PE/Games Writing
Drama Spelling
Topic work Dance
RE Music
Maths
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Working in class

Explain to the children how different lessons involve different ways of working
and some we find more comfortable than others. Ask them to think about these
ways of working and rate them using the 1-5 scale.

Classes involve different ways of working and some we will find more
comfortable than others. Use the 5 point rating scale to indicate how you feel
about different things that happen in classes.

@

[ |
| | | | |
1 2 3 4 5
| avoid this | am very | feel anxious/ | feel comfortable | enjoy
if | can anxious about  uncomfortable about this this
this about this

1 Answering questions | 2 3

in class

2 Listening when the | p 3

teacher explains what

we are going to do

3 Following 1 2 3

instructions.

4 knowing whattodo |1 2 3

to start a task.

5 Working on my own. |1 2 3

6 Working with a : z 3

learning partner.

7 Working in a group. 1 2 3

8 Asking a teacher for | 5 5

help when | have not

understood something.
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9 Working in a quiet
class.

10 Working when other
children are messing
about.

11 Reading aloud in
class.

12 Written work —

handwriting.

13 Recording what | 4 5
have done using |
pictures, diagrams or

graphs.

14 Using the computer 4 >
to record what | have _
done

15 When the teacher 4 c
tells off other children _
16 When the teacher is 4 g

marking my work

17 When | go into class
and my usual teacher is
not there

18 Making sure that |
have all the books and
equipment | need for the
task

19 When | have an LSA

supporting me in class ﬁ
20 When | have to stop 4 5
what | am doing before |

have finished E 00
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21 When the teacher _

. ) 1 2 3 4 5
uses pictures, diagrams,
videos, etc to help to _
explain things
22 Homework. 1 : i —
23 Sharing equipment ' 5 5 s _
in practical lessons, e.g. - —
art or DT.
24 When other children ' 5 N s _
iy to dltract me. ' —
25. Class tests and _
assessments ! 2 3 4 N

B

Look at your rating about what happens in class. Can you describe your ideal class/lesson.

Picture credit: Pixabay

g Hampshire

County Council
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Secondary Adult version
Mapping the Landscape of Your School by Kate Ripley
1. The Physical Environment

Equipment

Map of the school, showing all areas labelled, e.g.
include outside space, bike sheds, toilets, corridors,
stairs, hall, resourced provision, SEN base, etc.
Coloured highlighter pens: red, yellow, green.

Instructions

= Look carefully at the map of your school

= Use the highlighter pens to mark how the areas on the map make you feel.
Green =|feel calm and relaxed in this space
Yellow = | feel anxious/uncomfortable in this space
Red =1 would like to avoid this space as it makes me very anxious

= For the areas that you have coloured red, are there any circumstances, e.g.
time of day, which make you feel more safe?

e What might the school do to help you feel safer in your ‘red’ areas?

Thank you for colouring the map.
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2. The Social Environment -
for

Instructions for staff: | g

Explain the task carefully to the students so that they understand ll- <

that some social encounters can be positive but others may cause .

anxiety. Check they understand the rating scales and how to

complete them.

During the school day we are expected to work with and talk to both adults and other
students. Sometimes these social situations can be pleasant but at other times they
may cause us anxiety. Some social situations are described below. Mark on the rating
scale to show how you feel about them, e.g.

EE |
| | | | |
1 2 3 4 5
| avoid this | am very anxious | feel anxious/ | feel | enjoy this
If | can about this uncomfortable comfortable
about this about this

1 Greeting other . 9 3

students in the tutor

group in the morning.

2 Walking down

. 1 2 3

corridors at less

changeover time.

3 Lining up to go into

the classroom before a 1 2 3

lesson.

4 |Inclass, ifthereis no | 1 2 3

teacher in the room.

5 Waiting to go into the | 1 2 3

canteen for lunch.

6 Buying food in the 1 2 3

canteen

7 Sitting in the canteen ! 2 3

98




8 Break times when |

have to go out with the 2 4 5
other students _
9 Changing for PE 2 4 5
T
10 Taking partin PE, 2 4 5
games T
11 Talking to subject 2 4 5
teachers TS
12 Talking to support 2 4 5
staff/ staff in RP TS
13 Getting to school
and home from school:
Walk 2 4 5
TS
Bus 2 4 G
T
Taxi 2 4 5
TS
14 Talking to other
, 2 4 5
students in my tutor
group T
15 Talking to - 4 5
classmates B

For the situations that you find most difficult — please write down what would make them easier

for you.

What could make a difference....

Situation

ldea
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3. The Learning Environment

Subject Preferences

Many different subjects are taught in school and some we find
easier and more interesting than others. Rate the subjects on the

list on a scale of 1 = 5.

1 2 3 4 5
| avoid this | do not like | tolerate | like this | really enjoy
this subject this subject this subject subject this subject

e.g. If you really enjoy maths ...

List of subjects Rating
Maths 5

My subject ratings are ....
Subject Rating Subject Rating
Science Art
IT DT
English Geography
PE/Games French
Drama Spanish
History Other language
RE Dance
Maths Music

When the students have rated their subjects, choose one that has beenratedasa b
and one that has been rated as a 1 or 2. How the students describe what makes their
experiences different for these two subjects can be used to explore their personal
constructs and give some insights into triggers for anxiety.

Example: What makes maths a good lesson for you, and worries you about science?

Score 1 or 2

Scored or 5

The teacher sometimes

changes his mind and takes us .

out of the classroom to find

things
The lab smells.

Science Maths
+ \We have to get into groups or « \We sit at our tables
find a partner to work with + | have a set place at the side

of the class

People do not talk or mess
about

The teacher does not shout
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Working in class

Instructions for staff:

Explain to the students that different lessons involve different ways of writing and some
we find more comfortable than others. Ask them to think about these ways of working
and rate them using the 1-5 scale.

Classes involve different ways of working and some we will find more comfortable than
others. Use the 5 point rating scale to indicate how you feel about different things that

happen in classes.

1 2 3 4 5

| avoid this | am very | feel anxious/ | feel comfortable | enjoy

if | can anxious about uncomfortable about this this
j Answering questions . 2 a 5
n class N |
2 Listening when the 1 9 4 5
teacher explains what _
we are going to do in
the lesson.
3 Following 1 2 4 5
instructions. T
4 knowing whattodo |1 2 4 5
to start a task E——
5 Working on my own. |1 2 4 5
6 Working with a 1 2 + >
leaming partner. I
7 Working inagroup. |- : —
8 Asking a teacher for

1 2 4 5

help when | have not
understood something. TS
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9 Working in a quiet
class.

10 Working when other
students are messing
about.

11 Reading aloud in 4 >
class. T
4 5

12 Written work —
handwriting.

13 Recording what |
have done using
pictures, diagrams or
graphs.

14 Using the computer 4 5
to record what | have _
done

4 5

15 When the teacher
tells off other students

16 When the teacher is
giving back our
homework

17 When the teacher is
marking my work

18 When | go into class
and my usual teacher is
not there, but a cover

19 When our class has
been moved to a
different room.

20 Making sure that |
have all the books and
equipment | need for the
class.
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21 Writing down
homework so that | can
understand what to do
when | get home.

22 When | have an LSA
supporting me in class.

23 When | have to stop

what | am dDiﬂQ before | ﬁ

have finished.

24 When the teacher 4 _

writes down what we o

have to do as well as _

telling us.

25. When the teacher 4 _

uses pictures, diagrams, .

videos, etc to help to TS

explain things.

26 Homework. _
4 5

27 Sharing equipment
in practical lessons, e.g.
art or DT.

28 When other

students try to distract

me. .
29 When the teacher

introduces a new topic | 4 5
know little or nothing s
about

30 Class tests and 4 5
assessments T
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Look at your rating about what happens in class. Can you describe your ideal class/lesson.

Picture credit: Pixabay

a Hampshire

County Council
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Appendix 3 Information gathering from school

is currently experiencing difficulties attending school which we
feel may be due to emotional distress. We would like to gain a picture of how they are in
school. As an adult who works with please complete the
questionnaire below.

'Your name Lesson/activity

Please describe

What are ’s strengths?

What is going well for

What does find difficult?

How does get on with their peers?
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How does get on with you and other adults?

Is engaged and motivated with their learning? Are they making
progress? If not, why not?

Have you observed any emotional difficulties at school? What have these been, when did/do
they occur?

What support do you provide for ? How do they respond to this?

What is your understanding of ’s attendance problems?

106




'What do you think would help

in school?

107




Appendix 4 Information gathering and integration

Name School

'Year group Key school staff

Other agencies
involved

Description of behaviour

Risk factors school, child and family
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Strengths and protective factors

Formulation & integration of various factors
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Appendix 5 Example support plans

Support Plan

Name: Date:

At school, these things can make me feel upset:

My key adult(s) in schoolis/are:

'When | can speak to my key adults(s): Where |

can speak to my key adults(s):

Until my return to school plan includes the following changes to my
attendance:

(Identify any changes to days or times they come in)

Changes to my timetable include:

Identify any changes needed and what should happen/where they should go

Timetable
instead ERESL

/Any other changes include:
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Identify any other changes to routines, (break, lunchtimes, changes between lessons

etc.) classroom expectations (not expected to read aloud, work in pairs etc.) or =
homework (-

When | start to get upset, | notice these things about myself:

0

When | start to get upset, others notice these things about me:

€0

Things | can do to make myself feel better when I’m at school:

Things that other people (staff and friends) can do to help me feel better when I’m at
school:

2

Things that my family can do to support me to attend school:

family
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Places in the schooll can go to where | feel safe and supported:

This plan will be reviewed regularly so that it remains helpful

Review date:

My sighature Key adult’s signature Parent signature

Other people who have access to the plan are:
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Support Plan

Name: Date:

At school these things can make me feel upset:

My key adult(s) in schoolis/are:

'When | can speak to my key adults(s): Where |

can speak to my key adults(s):

Until my return to school plan includes the following changes to my
attendance:

(Identify any changes to days or times they come in)

/Any other changes include:

Identify any other changes to routines, (break, lunchtimes, changes between lessons etc.)
classroom expectations (not expected to read aloud, work in pairs etc.) or homework

When | start to get upset, | notice these things about myself:
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When | start to get upset, others notice these things about me:

Things | can do to make myself feel better when I’m at school:

Things that other people (staff and friends) can do to help me feel better when I’m at
school:

Things that my family can do to support me to attend school:

Places in the schooll can go to where | feel safe and supported:

This plan will be reviewed regularly so that it remains helpful.

Review date:

My sighature Key adult’s signature Parent signature

Other people who have access to the plan are:
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Appendix 6 Laddering: Gradual Exposure

Most Feared

~
J

1 11 11

/
X
N AN VAN

Least Feared
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Appendix 7 Whole School Audit

'Whole school systems for promotion of emotional wellbeing and prevention of EBSA

'Whole school
provision
currently
available

In need of
development

Comments/Next
steps (including
by whom and
when)

School Culture and Ethos

Committed and inclusive senior
management team - values all
students and allows them to feel a
sense of belonging.

All staff working within school are
\valued. Clear protocolsregarding
emotional support and stress
management for staff including
supervision.

Continuous professional
development for all staff which
makes clear the promotion of
positive emotional health and
wellbeing is everybody’s
responsibility (including EBSA).

The importance of pupil voice and
viewing the child holistically are
approaches which are embedded
within the culture of the school.

Recognition of the importance of
communication and partnership

working with parents and external
agencies.
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School systems, policy and practice

Clear policies on attendance,
behaviour, bullying, equality and
transition which set out the
responsibilities for all and the
supportin place.

Curriculum includes the teaching
of resilience, coping and social
skills.

Curriculum appropriately
differentiated accordingto
individual need.
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'Whole school systems for promotion of emotional wellbeing and prevention of EBSA

Whole school
provision
currently
available

In need of
development

Comments/Next
steps (including
by whom and
when)

Promotion of supportive literature
regarding emotional wellbeing and
mental health for young people and
parents.

Clear roles and responsibilities for
SENCo and wellbeing leads.

A member of senior staff is
responsible for over-seeing
arrangements for EBSA students.

Clear systemsin place for the early
identification of school avoidance.

Nominated member of staff who
has responsibility to investigate
and act on concerns.

Staff are aware as to whom they
should convey any concerns
regarding EBSA.

IAccess to indicated provision,

e.g. safe places within the school, key
person.

All staff are aware of specific
strategies and programmesiin
place to support those
experiencing EBSA.
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Appendix 8 Primary cards — Learning environment -
Mapping the landscape of your school

Answering questions in
class.

Picture credit: Freepik

Listening when the
teacher explains what
we are going to do.

Picture credit: Freepik

Following instructions.

Picture credit: Pixabay

Knowing what to do to
start a task.

Picture credit: Freepik

Working on my own.

Picture credit: Freepik

Working with a learning
partner.

Picture credit: Freepik

Working in a group.

Picture credit: Freepik

Asking a teacher for
help when | have not

understood something.

O 1@

O (>0
O\- 6
Q"o

Picture credit: Freepik

Working in a quiet class.

Picture credit: Pixabay
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Working when other
children are messing
about.

Picture credit: Freepik

Reading aloud in class.

Picture credit: Freepik

Written work —

handwriting.
C _ N\
Ja== 4‘//
A

Picture credit: Pixabay

Recording what | have
done in pictures,
diagrams or graphs.

s

I i

Picture credit: Pixabay

Using the computer to
record what | have
done.

Picture credit: Freepik

When the teacher tells
off other children.

Picture credit: Pixabay

When the teacher is
marking my work.

v

When | go into class and
my usual teacher is not
there.

Making sure that | have
all the books and
equipment | need for
the task.

Picture credit: Freepik

Picture credit: Freepik

Picture credit: Freepik
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When | have an LSA
supporting me in class.

Picture credit: Freepik

When | have to stop
what | am doing before |
have finished.

When the teacher uses
pictures, diagrams,
videos, etc. to help to
explain things.

Picture credit: Freepik

Picture credit: Freepik

Homework.

Picture credit: Freepik

Sharing equipment in
practical lessons, e.g. art
or DT.

Picture credit: Freepik

When other children try
to distract me.

Picture credit: Freepik

Class tests and
assessments.

Picture credit: Pixabay
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Appendix 9 Primary cards — Social environment -
Mapping the landscape of your school

Coming into school in Hanging up my coat or Going into the
the morning. putting my bag in the classroom when the
cloakroom. children are all moving
: A B around.
raRAAAARARRR
HA ‘
E ik a

Picture credit: Freepik Picture credit: Pixabay Picture credit: Freepik

Finding my job to do Finding a place where | Carpet times.

when | come in. can sit.

® L2 -

Afdlk

Picture credit: Pixabay Picture credit: Freepik Picture credit: Pixabay

Lining up with my class. Choosing times. Sitting in the dining hall
with other children.

| B

.

Picture credit: Pixabay Picture credit: Pixabay Picture credit: Freepik
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Changing for PE.

Picture credit: Pixabay

Joining in with games,
PE, dance.

1852 ¢,

Picture credit: Pixabay
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Appendix 10 Rating scale

)
&

-

]

4

| avoid this
if | can

2

| am very
anxious
about this

3
| feel anxious /

uncomfortable
about this

| —

4

| feel
comfortable
about this

5
| enjoy
this
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Appendix 10 Secondary cards — Learning

environment — Mapping the landscape of your

school

Answering questions in
class.

fal| &

Picture credit: Freepik

Listening when the
teacher explains what
we are going to do in
the lesson.

Picture credit: Freepik

Following instructions.

Picture credit: Pixabay

Knowing what to do to
start a task.

Picture credit: Freepik

Working on my own.

*

\.’V
o

- W

Picture credit: Freepik

Working with a learning
partner.

Picture credit: Pixabay

Working in a group.

Picture credit: Pixabay

Asking a teacher for
help when | have not

understood something.

Picture credit: Freepik

Working in a quiet class.

Picture credit: Pixabay
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Working when other
students are messing
about.

Picture credit: Freepik

Reading aloud in class.

Picture credit: Freepik

Written work —
handwriting.

Picture credit: Freepik

Recording what | have
done in pictures,
diagrams or graphs.

&s

"

Picture credit: Pixabay

Using the computer to
record what | have
done.

Picture credit: Freepik

When the teacher tells
off other students.

Picture credit: Pixabay

When the teacher is
giving back our
homework.

Picture credit: Pixabay

When the teacher is
marking my work.

X|v

Picture credit: Freepik

When | go into class and
my usual teacher is not
there, but a cover.

Picture credit: Freepik
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When our class has
been moved to a
different room

Picture credit: Freepik

Making sure that | have
all the books and
equipment | need for
the class.

Picture credit: Freepik

Writing down
homework so that | can
understand what to do
when | get home.

="

Picture credit: Pixabay

When | have an LSA
supporting me in class.

Picture credit: Freepik

When | have to stop
what | am doing before |
have finished.

Picture credit: Freepik

When the teacher
writes down what we
have to do as well as
telling us.

Picture credit: Freepik

When the teacher uses
pictures, diagrams,
videos, etc to help to
explain things.

Picture credit: Freepik

Homework.

ol
S, A
L,.:,l il& .

Picture credit: Freepik

Sharing equipment in
practical lessons, e.g. art
or DT.

Picture credit: Freepik
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When other children try || When the teacher Class tests and
to distract me. introduces a new topic | || assessments.
know little or nothing
about.

Spplnals et dev=
Voo N

1 APy,

Picture credit: Freepik Picture credit: Freepik Picture credit: Pixabay
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Appendix 11 Secondary cards — Social environment —

Mapping the landscape of your school

Greeting other students
in the tutor group in the
morning.

G

Picture credit: Pixabay

Walking down corridors
at lesson changeover
time.

Picture credit: Freepik

Lining up to go into the
classroom before a
lesson.

Picture credit: Pixabay

In class, if there is no
teacher in the room.

Picture credit: Freepik

Waiting to go into the
canteen for lunch.

%3"‘,

lltl /wy

adl A

o

= _ T

Picture credit: Freepik

Buying food in the

canteen.
~ ;
___;ﬂ;;ﬁ;ﬂ_ %
[}

Picture credit: Freepik

Sitting in the canteen.

Break times when | have
to go out with the other
students.

Picture credit: Freepik

Picture credit: Pixabay

Changing for PE.

Picture credit: Pixabay
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Taking part in PE,
games.

18220,

Picture credit: Pixabay

Talking to subject
teachers.

Picture credit: Pixabay

Talking to support staff/
staff in RP.

Picture credit: Pixabay

Getting to school and
home from school.

LI LALALALIL
iI---lI--'--t
mimlm LIL] i

Picture credit: Pixabay

Talking to other
students in my tutor

group.

Talking to classmates.

Picture credit: Pixabay

Picture credit: Pixabay
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Appendix 12 Subject cards

Mathematics. English.

3 A1

Picture credit: Freepik Picture credit: Freepik Picture credit: Freepik

Science. History. Geography.

bog

Picture credit: Freepik Picture credit: Freepik Picture credit: Freepik

4

1€

Modern foreign Design and Art.
languages. technology.

Picture credit: Freepik Picture credit: Freepik Picture credit: Freepik




Picture credit: Freepik

Religious
Education.

Computing.

Picture credit: Freepik
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Appendix 13: Subject preference scale

.t)-_.
1 2
| avoid this | do not like
subject this subject

| tolerate
this subject

4

| like this
subject

5

| really enjoy
this subject
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