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[bookmark: _Toc36193355]Chapter One: Introduction

[bookmark: _GoBack]A current topic that may be deemed of significant importance in regard to Welsh education is health and well-being. Diener (2009) defines well-being as a state where an individual is comfortable, happy and healthy and is a major factor regarding a person’s potential, their emotions and to what extent they are resilient. Interest in the topic of well-being has seemingly grown in recent years (Education Support, 2018; Ackerman et al.,2018). Banerjee et al. (2016) expands that articles whose titles included key words such as ‘mental health’, ‘well-being’ and ‘resilience’, including ‘primary school’ and ‘children’, have grown from 193 papers in 1,980 to 1989, to 1,584 in 2000 to 2009. This has increased to 1,981 articles in the decade of 2010, thus implying an increased interest throughout education. Emphasis on well-being in Welsh schools has been placed by the Welsh Government (WG) (2010) who state it is at the heart of the School Effectiveness Framework (SEF) and note the current Estyn inspection framework, introduced in 2010, also places high importance. Young Minds (2017) dispute this, arguing that despite the benefits of promoting well-being in schools, far too many schools focus solely on academic performance instead.
Following researching children’s well-being, the author questioned whether those from poorer backgrounds had a lower sense of well-being, and whether this led to reduced attainment. Through reading, there is seemingly a prominent link between pupils’ positive well-being and high levels of academic attainment (Public Health England (PHE), 2014), this is an area which will be explored further throughout. The author conducted research regarding Wales’ aim to end child poverty by 2020. Currently, in the year 2020, it is clear this objective has not been met. Despite the fact child poverty reduced dramatically in 2010 (Poverty and Social Exclusion (PSE), 2020), the WG admitted in 2016 the aim to eradicate child poverty would not be met (BBC, 2016). 
This research project aims to:
· Identify whether pupils from low socio-economic backgrounds have a lower sense of well-being compared to pupils, and whether this impacts on academic attainment. Relevant theory in this area will be expanded on in the Literature Review. 
· Explore the benefits associated with promoting well-being in schools located in deprived areas. 
· Observe various school strategies and interventions that promote well-being in primary schools located in low-socio economic areas. 
In order to aid this research project, the author intends to:
· Write an evaluative literature review containing relevant research regarding poverty, well-being and whether this impacts attainment. Discussion will be held concerning the impact poverty has on pupil well-being.
· Observe whole school interventions and strategies in a primary school located in a deprived area in Swansea. 
· Conduct interviews with staff members who have expertise in well-being. Pupils will also be interviewed on the topic of well-being. 
· Distribute questionnaires to class teachers, teaching assistants and senior members of staff. 
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Chapter Two: Literature Review

[bookmark: _Toc36193357]2.1 What is a low socio-economic background?

Boatwright and Midcalf (2019) suggest educators must recognise poverty does not merely concern how much money a family has, although money is often a factor, it concerns what a person does with a lack of resources. The resources are, according to Payne (2005); financial, emotional, mental, spiritual, support systems and knowledge of hidden rules. There are various ways of measuring poverty in the UK (O’Leary, 2019). The WG (2020) defines relative poverty as if a household has less than 60% of the contemporary median income. Absolute poverty refers to the inability to afford basic necessities such as food, water and shelter (Jensen, 2009). Material deprivation describes the inability for individuals or households to afford the consumption goods and activities in society deemed necessary (OECD, 2007). A person can also be affected by food poverty, as families can often ‘lack the ability to access or afford food to make up a healthy diet’ (Devon County Council, 2020). 
[bookmark: _Toc36193358]2.2 Poverty and Wales

In 2015, the WG (2015a) outlined child poverty in Wales remained intractably high, with almost one in three children currently living in low-income families. The Child Poverty Strategy for Wales outlined a strategic approach to tackle the ambition to eradicate child poverty by 2020. Pollock (2019) outlines Wales is the only UK nation to see a rise in child poverty in the year 2017 to 2018, with 29.3% of habitants and 206,000 children being affected. The WG (2019, p.1) note ‘16% of Welsh adults, 39% of parents with three or more children and 49% of single-parent families are materially deprived, with 4% of adults going at least a day without a meal in a fortnight period’. The Welsh Government’s (2017a, p.23) programme ‘Prosperity for All- taking Wales forward’ set out pledges aimed to be delivered from 2017 to 2021, with the vision that all children should have the best start in life and have equal ‘opportunity to reach their full potential and lead a healthy, prosperous and fulfilling life’, no matter their socio-economic background. 
[bookmark: _Toc36193359]2.3 The link between low-socio economic background and attainment

Within education, social justice concerns how a young person’s future can be vastly shaped, if not determined, by factors such as low socio-economic background, race and gender, of which a person has no control over (Parsons, 2019).  A sizeable body of research emphasises the correlation between socio-economic status and low attainment in school (Engle & Black, 2008; Jensen, 2009; Lacour & Tissington, 2011) and, as said by Parsons (2019), inequity has long been an educational policy issue. In the UK, poverty and childhood research has been ongoing for at least two centuries, further notable work regarding the impact of deprivation on child development is provided by Wedge and Prosser (1973), the Joseph Rowntree Foundation (Christensen, 2009) and Smythe and Wrigley (2013). Children who are affected by poverty are at a severe risk of academic failure since they enter school with significantly lower reading skills than their more affluent peers, according to Espinosa (2005). The link is also made clear by the House of Commons Education and Skills Committee (2003, p.20) as they quote ‘it is unarguable from the evidence presented to us that poverty is the biggest single indicator of low educational achievement’. As noted by the Joseph Rowntree Foundation (2013), there is an obvious gap in attainment between those eligible for Free School Meals (FSM) and those who are not, as is shown in GCSE performance in Wales. 

The link between class inequalities and academic performance are not unique to Wales, or even the UK (West, 2007). As well as having a devastating impact on pupils’ lives, those from low socio-economic backgrounds are more likely to be affected with social, emotional and behavioural difficulties (SEBD) (Pirrie, Hockings, 2012). Since children who are affected with income poverty are more likely to be affected by SEBD, it is important to note special educational needs (SEN) such as these can also have negative effects on achievement. The Department for Children, Schools and Families (2010) note there is a well-known gap persisting between the attainment of those affected by SEN and those who are not. Education minister for Wales, Kirsty Williams places emphasis the Welsh Government’s emphasis on raising standards, in order to reduce the attainment gap amongst various groups of learners, such as those from low-economic backgrounds (WG, 2017b). Commitment to raising standards ensures education from the earliest age will be ‘the foundation for a lifetime of learning and achievement’ (WG, 2017b, p.3). This plan of accomplishment is intended to support the key theme of ‘Ambitious and Learning’, outlined in ‘Prosperity for All’ (WG, 2017a). Emphasis is also placed on pupils being ambitious as one of four purposes of the new Welsh curriculum is for pupils to be ‘ambitious, capable learners’ who are ‘ready to learn throughout their lives’ (Donaldson, 2015, p.29).	Comment by Rachel Wallis: Is this the correct phrase? 	Comment by Rachel Wallis: It could be useful to have a concluding sentence here 

[bookmark: _Toc36193360]2.4 Low socio-economic background and well-being

The concept of well-being has been prominent in policy and practice regarding health care and employment, but recently the notion of child well-being has gained attention as mental health and bullying has increased in schools (Watson et al., 2012).
Boyd-Zaharias and Pate-Bain (2008) note a useful way of envisioning the relationship between low-economic background and well-being is to view Maslow’s (1943) hierarchy of needs for self-actualisation. Maslow’s hierarchy contains five stages: physiological needs, safety needs, community and belonging, esteem and self-actualisation and Maslow (1943) discusses in order to achieve self-actualisation, a person must achieve the lower needs in the hierarchy, such as physiological needs. This suggests a correlation between material deprivation/absolute poverty and well-being, as often those in poverty do not have sufficient shelter, food and resources, suggesting they are not able to reach self-actualisation. In spite of this, McLeod (2020) notices a flaw, as through examining different cultures where there are high levels of deprivation, for example India, it is evident that higher-order needs, for instance love and belonging, can still be met. 	Comment by Rachel Wallis: Good point.  Could this argument be applied to education too?  For example are there countries where there is greater poverty but higher educational attainment than Wales?  Exploring such a point somewhere could show good criticality. 
The link between low socio-economic class and poor health and well-being is evident. Low socio-economic backgrounds and the risk factors associated are known to be extremely detrimental to the physical, cognitive and socioemotional well-being of children and their families (Sapolsky, 2005; Klebanov & Brooks-Gun, 2006). Although deprivation can be short term, it can sadly be a generational cycle too, as growing up in a low socio-economic background can be of substantial risk of child mental health problems (Mentally Healthy Schools, 2020). There are various ways poverty can lead to poorer health outcomes in children and adults. The key factors that can adversely impact on child development and health outcomes are: limited money for essential resources, stress of living in poverty, unhealthy lifestyles and poorer education and employment opportunities (NHS Health Scotland, 2019). Also, stress levels from parents from low socio-economic backgrounds can result in less preparation and support in regard to academic work for their children (End Child Poverty Network Cymru, 2012).  The Children’s Society (2020) add children living in deprivation are more likely to develop mental-health problems, have a low sense of well-being, experience social deprivation and experience stigma and bullying at school. O’Neill (2006) notes there is a substantial body of evidence presenting those who dress differently, are eligible to FSM and are not able to access mainstream education are at a high risk of being bullied, negatively impacting on child well-being and engagement. 
Those not living in poverty not have sufficient well-being either. Easterlin (1995) observed that regardless of decades of  economic growth in America, citizens were no happier when their income had increased. Blanchflower and Oswold (2004) observed similar findings from the UK and concluded that being habitants in more developed countries does not make an individual more satisfied. More recently, Easterlin et al. (2012) observed although there had been a four-fold increase in GDP in China, life satisfaction was no greater, thus raising the question regarding whether factors other than low socio-economic backgrounds can lead to poor well-being. Poor well-being can impact negatively on educational outcomes as ‘pupils with better health and well-being are likely to achieve better academically’ (Public Health England, 2014, p.4). A conclusion is there is a cyclical relationship between low socio-economic background, well-being and attainment. 
NurtureUK (2020) outline students with higher levels of health and well-being are more likely to excel academically and reach higher outcomes. A further point of evidence provided by NurtureUK(2020) is that effective social and emotional competencies are associated with greater health and well-being, thus has positive effects on student attainment. Sadly, Mentally Healthy Schools (2020) note living in a low socio-economic household often puts families under pressure and place them in an environment which is highly toxic and extremely stressful. The ECPN (2012) outlines schools have a vital role in ensuring pupils have sufficient mental health and emotional well-being and that every measure should be taken to ensuring problems are recognised early, in order to access support. 
[bookmark: _Toc36193361]2.5 Health and well-being in Wales

For the first time, the new national curriculum for Wales, implemented from 2022, recognises health and well-being as a core ‘Area of Learning and Experience’, not only focussing on physical health and well-being, but mental and emotional well-being too through building positive relationships (Mindfulness in Schools Project, 2020). Donaldson (2015, p.27) outlines in ‘Successful Futures’, inspired by the Scottish National Curriculum, that there is high commitment in schools to ensure young people’s education is supported with a ‘holistic approach to health and well-being’. Fostering social and emotional health and well-being in Wales enables young people to thrive and effectively engage with their education, through helping pupils to ‘build the knowledge, understanding and skills that will enable them to develop positive and appropriate relationships, deal with the difficult issues and decisions they will face and learn to live independently’ (Donaldson, 2015, p.45). Although health and well-being is now a prominent area of learning in key stage two and beyond, it should be noted it has been recognised in the Foundation Phase for longer. 	Comment by Rachel Wallis: Inverted comma? 	Comment by Rachel Wallis: Is believed to? Be more cautious – it has not been implemented yet. 
[bookmark: _Toc36193362]2.6 Poverty and Adverse Childhood experiences

According to Julien et al. (2017), child development and well-being is highly dependent on the proximal environment in which they are placed in. They note early exposure to chronic adversity generates toxic stress which jeopardises cognitive, emotional and health development. Treanor (2018) outlines the well-known link between low socio-economic status and Adverse Childhood Experiences (ACEs), although Julien et al. (2017) contradict this claiming little is known on the consequences of adversity. Harvard University (2020) note these experiences can include issues such as physical and emotional abuse, caregiver mental illness, household violence and neglect. Experiencing one or more ACE can lead children to experiencing ‘toxic stress’.
[bookmark: _Toc36193363]2.7 Strategies to promote well-being for pupils from low socio-economic backgrounds

Globally, there has been a growing interest on how to boost well-being (Mguni, Bacon,Brown, 2012). It has become apparent through wider reading that schools play a major role in promoting pupils’ well-being through supporting them to be ‘resilient and mentally healthy’ (DfE, 2014). This assertation is supported by Ofsted (2018) who emphasise pupils in primary schools are interested in extending their knowledge in regard to keeping themselves emotionally healthy. Furthermore, schools have a duty to foster the well-being of their students (Ofsted, 2018). Estyn (2019) declares in a great number of Welsh primary schools, senior members of staff devolve responsibility for health and well-being too much on one member of staff, therefore leaving pupils with the assumption that not all staff members care. Expanding on this, a recommendation made is that schools should: ‘develop a coherent whole-school approach that supports all pupils’ health and well-being’, in turn developing students as ‘healthy, confident individuals’ (Estyn, 2019, p.8). It should also be noted relationships can have a strong influence on child well-being. McLaughlin and Clarke’s (2010) research identified that, above all,  the relationships between staff and pupils, and pupil’s peer relationships, have a powerful impact on mental health and well-being. In regard to Welsh education research, Banerjee et al. (2016) found when schools placed emphasis on strong relationships, as well as introducing targeted interventions, well-being amongst pupils was positive, leading to increased attainment. 
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With the aim of aiding the research question ‘A study on strategies and interventions that promote well-being for pupils from low socio-economic backgrounds’, primary research was conducted in a local primary school. The primary methods chosen were unstructured and semi-structured interviews, questionnaires and overt participant observation. However, secondary evidence was obtained through research, as shown in the literature review section. The combination of several research methods is known as triangulation (Bogdan and Biklen, 2006). Through ensuring triangulation, a more detailed picture of the topic can be obtained, as well as supporting the validity of results (Altrichter et al., 2008).
Wexler (1990) notes social-science research allows for an expansion of knowledge and for the researcher to gain an insight into specific topics. In order to collect primary and secondary evidence, it was crucial the researcher adhered to the appropriate ethical methods throughout. The researcher followed the BERA (2018) ethical guidelines for Educational Research as well as the Education Workforce Council (EWC) Research and Ethics Guidelines (2019), as is shown in the ethics form in appendix one.  
3.1 Conducting research in an ethical manner
The importance of ethics as part of school-based research is well known, with Sachs (2007) noting that through ensuring ethical conduct is understood, higher-quality research is provided. Gorad and Taylor (2004) expand on this, noting unethical research procedures often lead to unreliable findings. Doyle (2007) and Felzzman (2009) state that in order to conduct ethical research in schools, consent is required. Before undertaking research, it was ensured that assent had been obtained from all children and consent had been obtained from adults. It should be noted participants under eighteen are not legally able to give consent, and therefore give ‘assent’ instead and agree to participate (Medical Research Council, 2020). UCL (2018) and Cohen et al. (2011) elucidate that to ensure ethical practice, it is essential participants under the age of eighteen are given the full information regarding the research, in order for informed assent to be obtained. 
The concept of informed consent is defined as ‘the procedures in which individuals choose whether to participate in an investigation after being informed of facts which would be likely to influence their decisions’ (Diener and Crandall, 1978, p.57).  BERA’s (2018) principles of consent apply to children, as well as adults. BERA (2018) endorses the UNCRC Rights of the Child (UNICEF, 2020) and recognises children who are adept of forming their own views, should be given opportunity to express their opinions freely. Primary research was gathered in school A, after being awarded permission from the head teacher and participants taking part. 	Comment by Rachel Wallis: This could be considered very dated – see comment above re. two authors 	Comment by Rachel Wallis: Check date? 
[bookmark: _Toc36193365]3.2 Unstructured and semi-structured interviews

Primary research was collated through unstructured interviews with staff and pupils, for the reason that they provide high quality, in-depth, qualitative data, providing participants’ experiences and thoughts (King, Horrocks, 2010; Jamshed, 2014). Before the interviews were conducted, all participants were briefed and were assured their information would remain confidential and anonymous, as is the norm in educational research (BERA, 2018).  BERA also state researchers must recognise participants are entitled to confidentiality and anonymity, unless otherwise agreed. Participants were able to leave the interview at any time and did not have to answer questions if they did not wish to. Participants were identified using a voluntary response sample. On arrival, it was explained to staff the purpose of the research was to expand knowledge on how whole school interventions aid the well-being of pupils. Staff volunteered if they felt they had sufficient expertise in this area. Moore (2010) notes voluntary response sampling may generate bias and through using random sampling instead, this can rule out favouritism. However, the researcher felt it was suitable to use this type of sampling as expertise views can be obtained. 
One benefit of using unstructured interviews, is there are no predetermined questions or responses, allowing for a more informal conversation to take place, thus creating a better rapport between interviewer and interviewee  (Zhang, Wildemuth, 2009). Klenke (2008) expands on this, noting open-ended questions allow for a deeper understanding of experiences to be obtained. Corbin and Morse (2003) outline that due to flexibility, the researcher can engage in evolving themes and gain relevant insights. Despite this, a limitation of using unstructured interviews is provided by Wilson (2012), who notes it can be difficult to compare data between interviews as the conversation can and is anticipated to lead anywhere. Semi-structured interviews were held with six children (three of each gender) to ensure fairness and equality. Through collating evidence through semi-structured interviews, data could be collated in a systematic way, allowing comparison between answers from pupils, whilst gaining perspectives (Fox, 2009). 	Comment by Rachel Wallis: (three of each gender)	Comment by Rachel Wallis: ? 	Comment by Rachel Wallis: It is good that you are showing awareness of limitations and benefits here – why semi-structured for learners? Try to ensure you consistently justify choices. 
[bookmark: _Toc36193366]3.3 Questionnaires

Questionnaires were distributed to teachers and teaching assistants, alongside a cover letter (see appendix two), to ensure respondents were fully informed before completion. Although respondents can be encouraged to complete a questionnaire, it is not ethical to coerce person into completion (Cohen et al.,  2011). The researcher ensured all members of staff were aware the questionnaire was not compulsory and attached a consent form (see appendix three). BERA (2018) outline the most common form of gaining consent is via consent form. According to Patten (2017) due to questionnaires containing closed-questions, responses are often easy to score, providing numerical data. However, McLeod (2018) expands that through questionnaires only containing closed-questions, participants are not given opportunity to expand on and explain their answer. To combat this, the researcher chose to hand out questionnaires containing closed and open questions. This allowed for both quantitative and qualitative data to be obtained. Theorists argue through questionnaires, the feelings and emotions of the participant are not displayed, and there is no guarantee answers are honest (Ackroyd, Hughes, 1981; Popper, 2004). However, through protecting the anonymity and confidentiality of all respondents, this encouraged the respondents to provide honest answers (Williamson, Johanson, 2018). A disadvantage regarding questionnaires is response rate, alongside the fact that several answers may remain incomplete (WG, 2015b). Response rates to questionnaires are rarely 100% but obtaining a low response rate can impact negatively on the representativeness of the data sample and can potentially produce bias (Monette et al., 2013). In comparison, the author’s questionnaire acquired a 70% response rate as 21 out of 30 were returned. On reflection, perhaps the questionnaire could have been distributed via email, allowing respondents to complete questions online, therefore increasing the response rate.
[bookmark: _Toc36193367]3.4 Overt participant observations

Overt observations of pupils in group settings were also undertaken by the researcher. Participants were fully informed by the researcher that they were being observed, in which they verbally assented. Covert participant observation was avoided as many critics deem such methods as being professionally unsound and unethical (Beauchamp et al., 1982; Warwick, 1982; Herrera, 1999). However, although overt participant observation was more ethical due to the avoidance of deception, it could be argued participants may have been impacted by the Hawthorne effect (Landsberger, 1958). Roeckelein (1998), McCarney (2007) and Monahan (2010) infer that if individuals are aware they are being observed, they may alter their behaviour accordingly to the situation, effecting validity as findings are not accurate.
[bookmark: _Toc36193368]


Chapter 4: Results and Discussion

Throughout this chapter, discussion will be made regarding the findings of primary research collated in School A, located in Swansea contains 44% of pupils eligible for FSM. As the percentage of FSM is extremely higher than the Welsh National Average, information concerning strategies and interventions that promote well-being for pupils from low socio-economic backgrounds  obtained. A report on School A is presented in appendix two. As mentioned in Chapter Three, the questionnaire distributed obtained a 70% response rate and contained twenty-one questions, as shown in appendix three. The questionnaire respondents were twelve class teachers, three senior members of staff and six teaching assistants. Interviews were held with the Flying Start Lead, Nurture Group lead, head teacher and Key Stage two pupils. Observations of children were also undertaken. 
[bookmark: _Toc36193369]4.1 Well-being in School A

During the research period, an interview took place with School A’s head teacher, who discussed the importance of promoting positive mental health and well-being as it can lead to a decrease in behavioural incidents and can lead to pupils holding a positive attitude towards learning. It was also conferred that promoting positive well-being in school is crucial for pupils from low socio-economic backgrounds, as many pupils come from families who have been affected by poverty for generations and often have poor mental health, thus leading to poor well-being of pupils and lower academic outcomes. This reflects points discussed by Engle & Black (2008), Jensen (2009) and Lacour & Tissington (2011) in Chapter Two, where the clear relationship between low socio-economic background and attainment is discussed. 
Through analysing responses to question seven of the questionnaire, it was evident 81% of respondents had noticed a link between pupils from poorer backgrounds and poorer attainment. Question nine revealed 95% of staff believed promoting positive well-being for pupils is crucial for those tackling poverty. Ensuing this, question ten produced qualitative data as staff were asked to explain their reasoning. Examples of responses produced by staff outlined that often pupils from low socio-economic backgrounds have lower self-esteem and sometimes have behavioural issues, leading to disengagement in school. Again, responses given are comparable to discussion made in Chapter Two by bodies such as the Children’s Society (2020).
[bookmark: _Toc36193370]4.2 Breakfast Club

In response to question fourteen, 86% of respondents stated School A utilises the Pupil Development Grant (PDG) in order to promote positive well-being amongst pupils. The PDG is ‘extra funding from the WG to overcome the additional barriers poorer pupils face, which prevent them from achieving their full potential’ (WG, 2018, p.2). Some respondents may have been unfamiliar with the school budget, circling they were ‘unsure’ whether the PDG is used. Other respondents noted the funding is used to provide a breakfast club which takes place thirty minutes prior to school starting, available to all pupils at no cost. All primary schools maintained by the local authority are entitled to receive a free breakfast, as the WG (2015c) recognises the positive impact on pupils health and concentration, therefore improving learning. Under sections 88-90 of the School Standards and Organisation (Wales) Act 2013, the breakfasts provided to pupils must be healthy (National Assembly for Wales, 2013).
As discussed, lack of money to buy essential resources, for example food, can be detrimental to the well-being of pupils from low socio-economic backgrounds (NHS Health Scotland, 2019), this point was built on by School A’s nurture lead who noted many parents cannot afford sufficient food as they struggle financially. As noted by the Borgen Project (2014), pupils who are hungry sometimes have poor concentration, often leading to poor behaviour or pupils falling asleep during class, due to lack of energy, which the brain and other body parts need to function. Therefore, providing free breakfast for pupils, helps to eradicate the effects of child poverty by reducing hunger, therefore leading to improved behaviour, well-being and attainment. Enfield Government (2020) outline through providing breakfast to pupils, positive well-being is promoted as there is an improvement in relationships with peers and staff members, and pupils are able to concentrate in class, thus again leading to increased attainment. Again, the nurture lead revealed this initiative has improved the happiness of pupils, concurring with Banerjee et al. (2016), as previously mentioned in Chapter Two, who believes through fostering peer and pupil/staff relationships, well-being is improved, as well as attainment. 
[bookmark: _Toc36193371]4.3 Check-in strategy

Every morning, School A conducts a ‘check-in’, where pupils are given opportunity to discuss how they are feeling, thus preventing pupils from keeping emotions hidden. Responses to question sixteen in the questionnaire disclosed 100% of staff incorporate check-ins into their morning routine. During the interview held with the head teacher, it was discussed when pupils are given opportunity to deal with home challenges, they are then able to possess a positive mindset and are, in turn ready to learn. Similarly, sixteen out of twenty-one respondents revealed this strategy is most effective when promoting positive well-being, with one respondent revealing ‘it is useful as a way of tracking pupils’ feelings throughout the week, making early intervention possible’. Likewise, Burch (2019) exclaims through following pupils’ emotions throughout the week, teachers can be more aware of when to intervene and help. 
Cadoxton Primary (Estyn, 2018), which holds a similar cohort to School A as 38% of pupils are eligible for FSM, also incorporate check-ins into their morning routine to create a positive approach to well-being where pupils are ready to learn. Through doing so, vulnerable pupils are ready to learn at the start of each lesson, leading to increased attainment. However, a check-in is also provided at Cadoxton at the end of the day, to prevent students feeling overwhelmed before they leave. This could potentially be a suggestion for school A going forward. 
A disadvantage of the check-in strategy was revealed whilst interviewing Key Stage Two pupils as although pupil A, pupil B and pupil D stated participating in check-in enabled them to solve problems and carry on with their day, pupil C and pupil E noted they felt uncomfortable revealing personal issues with the class due to embarrassment. It may even be argued if other pupils are positive, pupils who are not may be less likely to share. Through observing check-ins in key stage two classrooms, it was noticeable many pupils did not feel comfortable discussing personal feelings and emotions, either choosing not to respond or giving one word answers such as ‘happy’ or ‘fine’, though perhaps pupils felt a sense of discomfort due to the Hawthorne effect (Landsberger, 1958) as they were aware they were being observed. To ensure pupils are comfortable, schools could download an app called ‘Speakr’ (2019), where pupils can choose a face and write how they are feeling. Jones (2019) from Trimsaran school discussed Speakr (2019) can be viewed by the teacher and nobody else, avoiding embarrassment. However, it may be argued this could place further pressure on teachers as workload would be increased, causing stress. Ferguson (2019) notes nearly three quarters of classroom teachers in the UK describe themselves as ‘stressed’ and experience poor mental-health. A further suggestion might be to place a ‘worry box’ into all classrooms, allowing pupils to unload worries and problems they may be holding (Dadoly, 2015).
Growth-Mindset
Whilst interviewing a group of Key Stage Two pupils, it was noted School A has a whole school approach to ‘Growth-Mindset’ (Dweck, 2006). Pupils noted they had a positive attitude towards learning due to this, and did not give up on work they deemed ‘hard’. The pupils further noted they felt their work had improved because of their positive attitudes. Dweck (2006) notes a person can have two types of mindset: growth and fixed. A person with a fixed mindset ‘sees intellectual ability as something of which people have a fixed, unchangeable amount’, while a person holding a growth-mindset can ‘see intellectual ability as something that can be grown or developed over time’ (Yeager and Dweck, 2012, p. 303). Dweck (2006) confers holding a growth-mindset promotes resilience in pupils. The BBC (2018) note in order to improve mental well-being, it is crucial to build psychological resilience, expanding this allows a person to adapt and maintain emotional strength regarding adversity and stress, helping to cope with difficult experiences and maintain positivity. This builds on points made by Julien et al. (2017) and Treanor (2018) who note pupils from low socio-economic backgrounds are more likely to experience ACEs and in turn, toxic stress. Despite the fact those living in poverty are often faced with uncertainty, building resilience can create opportunities for a greater life, thus breaking the generational cycle of poverty (Rutkowski, 2016).
[bookmark: _Toc36193372]4.4 The nurture group

Each afternoon, pupils who experience anxiety, mental-health and behaviour issues attend School A’s nurture facility centred around well-being. The interview held with the school’s head teacher revealed the targeted intervention provides a holistic and supportive approach for pupils with low well-being and self-esteem. The nurture lead discussed, during the unstructured interview, that the facility is run for up to seven key stage two pupils for a period of six weeks and are selected using a Boxall Assessment. 
As prior noted in Chapter Two by Aber, Bennett, Conley and Li (1997) and Belford (2012), children living in poverty are more likely to suffer from attachment issues, due to the extreme stress of parents. Bowlby’s (1969) attachment theory displays this leads to pupils feeling confused, thus leading to decreased well-being and a lack of social and emotional skills. In the nurture facility, pupils partake in cookery once a week, where they are given opportunity to prepare ingredients independently. Pupils also prepare snacks and are given opportunity to sit and eat together as a ‘nurture family’, thus developing social skills pupils may be lacking. Maslow (1943) considered humans have numerous needs, hierarchically classified by their significance, as earlier remarked.  For example, Maslow’s theory discusses that a person’s behaviour is extremely affected by their unmet need, therefore if a pupil feels unsafe in class, due to attachment issues, they will aim to make themselves feel safer, rather than focus on their academic work (Balisteri, 2016). Maslow (1970) continues that only when pupils feel safe, loved and cared for, then they will academically achieve. The nurture lead discussed the facility provides routine for pupils as meals are eaten at certain times, promoting a sense of belonging which may have been lacking. Through ensuring a sense of belonging, pupils can progress academically as their social and emotional well-being is looked after. 
The nurture lead also noted a focus of the nurture group is to build strong relationships between herself and the nurture teaching assistant and the pupils. Balisteri (2016) discusses that teacher-child relationships are of utmost importance as it allows for pupils to improve self-esteem and self-confidence. Building strong relationships seemingly has great influence on social progress and attainment (Dobbs and Arnold, 2009). This builds on discussion made in Chapter Two by Banerjee et al. (2016) who notes when schools place emphasis on targeted interventions as well as building positive relationships, well-being and attainment are improved. 
The nurture lead revealed pupils are assessed using the Boxall Profile at the end of the six week period to view progress. Many pupils make progress in self-esteem and behaviour, allowing them to successfully reintegrate into mainstream classrooms. As the school places emphasis on Donaldson’s (2015) new curriculum, pupils are encouraged to be ‘healthy, confident individuals, ready to lead fulfilling lives as valued members of society’. O’Connor and Colwell (2002) discuss the short term impact of nurture groups is fairly obvious, emotional and behavioural difficulties often reduce significantly after exiting the group, allowing pupils’ return to regular classrooms. This is in line with the ‘developmental catch-up’ elucidation, where pupils improvement is seen as a result of secure attachment (Cooper, Arnold and Boyd, 2001; Doyle, 2001). However, the long-term impact of nurture groups is unclear. Although, nurture groups can lessen the effects of deprivation, pupils may need long-term nurture in mainstream classrooms and at home, which they might not experience (O’Connor and Colwell, 2002).
Sadly, the nurture lead discussed that around 40% of the schools’ pupils would benefit from the nurture facility but there is only room for seven pupils. It may be useful to create a nurture group for the Foundation Phase too, to improve well-being and attainment at an early age. Romilly Primary School’s (Estyn, 2015) nurture facilities ensured nearly all pupils achieved their Foundation Phase Indicator at the end of FP. The nurture lead stated School A is looking to incorporate pupils’ families into the nurture Facility and have visited local schools to see good practice. Estyn (2014) discuss successful strategies that can be used in schools tackling disadvantage, one is to use nurture groups to involve families of vulnerable pupils.
[bookmark: _Toc36193373]4.5 Flying Start Facility

Located on School A’s grounds is a Flying Start Facility. Although the facility is not officially a part of the school A and is run by a family resource manager, one of the Welsh Government’s top priorities in regard to early year development and well-being is Flying Start (WG, 2012). Wales’ Flying Start provision was informed by the ‘Effective Provision of Pre-School Education (EPPE) Project (2003). The EPPE Project (2003) identified an early start for children in pre-school, before they reach three years old, is linked to higher attainment later in life and improved relationships between peers. 
Flying Start is an early years programme for families who have children under the age of four and is targeted in many of Wales’ most deprived areas according to post-code (WG, 2014). Blaenau Gwent Council (2020) outline the aim of Flying Start is to promote the mental well-being of parents, in order for their child to succeed later in life. A body of research supports the claim evidence based parenting programmes, such as Flying Start, can benefit families’ well-being (Moran et al., 2004; Allen, 2011). Flying Start also promotes positive well-being for children with SEBD (Barrett, 2003; Barrett, 2010). The family resource manager noted the aim of the programme is to ensure families are not disadvantaged by poverty, through ensuring well-being.Through interviewing the Flying Start family resource manager, it was outlined the strategy is made up of four areas: health visiting, childcare for children aged two to three, speech, language and communication and family partnerships.
Discussion was made that many deprived families experience poor mental health and drug and alcohol abuse, which in turn can lead to lack of parenting as life is chaotic and stressful. Buchanan (2004) contends this, noting that social exclusion can often lead to drug and alcohol misuse due to low self-esteem, confidence and social skills. The family resource manager further noted that lack of parenting can lead to children toxic stress, due to ACEs. Discussion on this was made in Chapter Two by Julien et al. (2017). Tavistock (2012) outlines parental conflict is associated with children experiencing poor attachment and well-being. It was noted by the family resource manager that if parents are happy, then this filters down to their child, improving their well-being too. 
The family resource manager outlined through Flying Start, support is given to parents through parenting classes, to improve their parenting skills in order to support their child’s development, care and well-being. This can lead to improved attainment. This is supported by the WG (2017c) who note parents play a central role in relation to outcomes of their child.
The Flying Start pre-school provision often has a positive impact. The family resource manager noted when young children feel cared for, this can ‘set them off on a positive track in school’. Also discussed was that School A’s nursey have seen a huge change in pupils’ attainment, after they have attended Flying Start. Since the Flying Start facility opened, there has been a huge improvement in pupils’ social-skills once starting nursery as they are able to sit properly on the carpet and play sensibly with peers. 


[bookmark: _Toc36193374]Conclusion 

Through analysing secondary data gathered in Chapter Two, it is evident pupils from low socio-economic backgrounds often have a lower sense of well-being, therefore impacting negatively on their attainment and progression, presenting a cyclical relationship.
Reflecting upon the aims of this research project, it is evident fostering positive well-being for pupils affected by poverty is crucial as Maslow (1970) notes pupils will only achieve academically if they feel safe, loved and cared for. The researcher’s understanding of primary data is there are numerous interventions and strategies which can be used in order to promote positive well-being of pupils in low socio-economic backgrounds. Strategies such as the nurture facility, Flying Start and growth-mindset had a direct impact on well-being, therefore impacting positively on pupil’s attainment. As discussed in Chapter Two, it was apparent that often families disadvantaged by poverty do not have the means to afford sufficient resources such as food, therefore having a detrimental impact on pupil well-being, primary research from the nurture lead concurred with this. Providing free breakfast for pupils can help eradicate some of the effects associated with child poverty, as pupils are no longer hungry and can concentrate in class, improving attainment. Finally, through using the check-in strategy pupils’ well-being can be improved, ensuring pupils are ready to learn in class. However, it was apparent many pupils felt uncomfortable sharing their personal feelings with the class, the researcher suggests using similar strategies to minimise embarrassment. 
The author believes it may have been useful to visit other schools in low-income areas in order to view different strategies used to promote well-being, thus allowing data to be compared. However, given the time restriction to collate research, it would not have been possible on this occasion. 
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