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Abstract

Background
Post- pandemic declines in school attendance have been a concerning theme across schools with Additional Learning Needs (ALN), with emotionally based school avoidance being one of the key factors for chronic absenteeism. Cynefin as a culturally grounded concept of belonging is embedded in Welsh policy, yet evidence that links cynefin centred practice is limited when measuring improvements in ALN attendance relating to EBSA.

Aims
This dissertation looks at how cynefin is positioned in post -pandemic research and policy as a response to this chronic absenteeism for ALN pupils in Wales.

Methods
A secondary mixed method approach was conducted using interpretivist thematic analysis. Sources included peer reviewed studies, Welsh Government policy documents, Estyn inspection reports and some case studies. Data extraction was used following a structured rubric to map policy and practice.

Findings
Policy language in Wales strongly supports belonging but is found to be weak in action. ISPs have no measures for belonging outcomes, Attendance triggers are inconsistent and where cynefin based practice is strong it is largely qualitative based. While cynefin based practice exists improvements in relational practices and student engagement need to be made. For progress to be made research on IDPs through a longitudinal study would be beneficial for future policy making.
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Chapter 1 
Contextualising Post-Pandemic Education in Wales
Cynefin – “the place where we feel we belong” – has become central to Welsh education policy to secure pupil wellbeing, identity and curriculum development (Welsh Government, 2021, cited in Chapman, S, et.al, p2,2023). This notion of ‘cynefin’ captures the importance of ensuring students feel emotionally and socially connected, a priority that has become increasingly crucial since the ongoing school closures, isolation and affected peer relationships during the pandemic. As Wales develops a new curriculum nurturing a sense of cynefin becomes a key goal for educators and stakeholders in Wales (Welsh Government, 2020, cited in Chapman, S, et.al, p.2, 2023). Building on this vision is essential to examine how cynefin can be refined across Wales’s educational landscape to support pupils engaged in their learning. Studying the correlation between attendance, wellbeing and belonging could offer some insights into how schools can create inclusive environments that are meaningful for all learners and receptive to diverse learning contexts. 
Post – pandemic declines in school attendance have exposed persistent inequalities for pupils with Additional Learning Needs (ALN), with emotional distress and school avoidance evolving as key factors in chronic absenteeism as noted in the abstract by key authors in the field (Finning et al; 2019; McDonald; 2023). In Wales this problem appears though distinct cultural and policy documents: national guidance foregrounds belonging (cynefin) as an educational priority even as recent attendance data and inspection reports indicate disproportionate absence among ALN pupils with gaps in attendance records (Welsh Government, 2023; Estyn, 2024). This dissertation investigates whether cynefin – a culturally rooted sense of familiarity, identity and place – can be utilised as a practicable response to emotionally based school avoidance (EBSA) and low attendance for ALN pupils in Welsh schools.
The study asks how cynefin is positioned in post-pandemic educational research and policy as a response to mental – health related absenteeism, and how cynefin intersects with student belonging for ALN pupils in Wales. It places cynefin within a system lens that draws on Bronfenbrenner’s bioecological model and the KiTeS framework to understand how microsystem interactions, mesosystem relationships and macrosystem culture combine to produce either belonging or school disengagement (Bronfenbrenner; Melvin et al., 2019). Noted in the abstract of reputable authors, by framing this these theories, it sees attendance dips not simply as administrative data but as potential early warning – signals of emotional distress that should trigger relational enquiry and multi-agency responses (Kearney & Graczyk, 2014; Finning et al; 2020).
In the wake of the Covid 19 pandemic Welsh schools have faced an array of complexities including an increase in absenteeism. This is due to varying factors such as pupils unable to attend school due to anxiety as a symptom of the pandemic, and other complexities such as poor behaviour and underdeveloped social skills. The 2022 -23 Estyn annual report highlights a significant drop in school attendance since the pandemic, especially among secondary pupils. Between 2018 – 2019 and 2022 -2023, attendance in secondary schools declined by 6.3% which equates to around 12 fewer school days per pupil. While there is missing data between 2019-2022, (Estyn, 2024) these statistics amplify the need to address the absenteeism across the country. According to the OECD report (2021) many students – especially those from lower socio-economic backgrounds change to ALN– were excluded from learning due to the lack of digital access and support. These disruptions may have long term effects on both individual and national educational outcomes. While this highlights inequalities in education systems it can present an opportunity: instead of returning to pre-pandemic norms, we can rethink and improve how education systems respond to future challenges. (OECD, 2021) This could also present opportunities for present challenges that schools face, due to chronic absenteeism caused by varying factors possibly as a fallout of the pandemic. 
Children with additional learning needs (ALN) and those from socioeconomically disadvantaged backgrounds continue to experience high rates of absenteeism in comparison to their peers (Thomas, H, p. 2, 2025). This trend is also prevalent in England, where school attendance has not returned to pre-pandemic levels. In 2023, 25.1% of pupils were categorised as persistently absent, a significant increase from the 13.1% in 2019 (BBC News, 2023, as cited in Thomas H, p,2, 2025). In response to this, the UK government launched a national attendance programme aimed at addressing this growing concern (Department for Education, 2023, cited in Thomas, H, p.2, 2025). While the attendance for the academic year 2024/25 in Wales has increased from 90.3% to 91.0% compared with 2023/24 (gov.uk), data for the latest academic year has not yet been released. The Welsh Government in a report has acknowledged that ALN pupils in both primary and secondary settings presented higher absence rates compared to their peers. (Rowland, 2022, cited in Thomas, H, p2, 2025). According to 20223/23 data from the Welsh Government, pupils in secondary schools receiving SEN/ALN support missed 17.4% of half – day sessions, notably higher than the 11.5% recorded among those without provision (Welsh Government, 2023b). Additionally, absence rates rose across all levels of SEN/ALN provision between 2018/19 and 2022/23. By 2022/23, pupils in primary schools with SEN/ALN support missed 11.1% of half-day sessions, in contrast to 8.0% among those without provision (Welsh Government, 2023a). Analysis of this data is essential to this research as it provides evidence of the disproportionate impact of post- pandemic absenteeism on pupils with ALN. This also confirms a need to explore how culturally established frameworks such as Cynefin can reframe inclusion and belonging within Welsh educational policy. In comparison to the latest release on attendance data from the Welsh Government it is disappointing that the most up to date document does not contain any ALN data for the academic year 2023/24. While the data shows that attendance has increased in the year 2023/24 by 0.4% for primary schools and down 0.1% in secondary schools ( Welsh Government, p.5, 2024) the emission of critical data for ALN pupils is a questionable decision and data on this would need to be collected so that a deeper analysis can be made as it is now known that absence is risk is far higher for ALN pupils; as previous years’ data reveals. Future releases would need to include data for comparison between ALN and non-ALN can be made and to include PRU’s and special schools for a full system review.
Considering this evidence, it is crucial to examine the Welsh Government’s publication in 2023: ‘Belonging, engaging and participating: Guidance on improving learner engagement and attendance”. This document acts as guidance for maintained schools, PRUs and EOTAS (Education Other Than At School) settings in Wales utilising attendance improvement within learner wellbeing, ensuring rights are protected and there is engagement within the local community (Welsh Government, p.2, 2023c) Interestingly it emphasises that pupils with ALN are at greater risk of absence (Welsh Government, p.8, 2023c) agency and pupil voice for learners who are facing diverse barriers (Welsh Government,p.8, 2023c) The guidance states that there should be clear roles for schools involving a multitude of agencies. For example, local authorities, and external services combine to ensure prevention and early intervention along with trauma – informed approaches and restorative practice are embedded into the school’s policy and procedures. 
While the document provides guidance for educators and schools, there are significant limitations gaps that need to be addressed. Firstly, the volume and complexity of the document can be overwhelming with over 60 pages of guidance. With an already overstretched sector this may be overwhelming to digest and implement.  Secondly, while EBSA and neurodiversity is mentioned (Welsh Government,p.13, 2023c) there is a lack of tailored systems to follow and while it states to ensure ALN pupils are given the opportunity to develop speech and language development through systems this is not specific and there is no easy-to-follow plan for attendance procedures for pupils with ALN. (Welsh Government, p.13, 2023c) Moreover, the documents title with the inclusion of the word ‘belonging’ implies a sense of cynefin and inclusion for all pupils, however there are few methods offered in how schools would collect young people’s feedback on belonging and what it means to them. 
Additionally, with regards to monitoring data, the guidance tells schools to set attendance targets to 10% as the absence threshold which was previously 20% (Welsh Government, p.7,2023c) but then offers no standard metric when it comes to judge whether whole school campaigns, family engagement officers or bespoke EBSA plans make any difference to attendance. The inflation from 20% to 10% will also inflate potential concerns/cases which there is no extra funding provided for within the school or local communities to respond to.
The final paragraph of the document offers a forwarding link to the All-Wales Attendance Framework published in 2011(Welsh Government, 2012). This outdated document, while declaring itself as a toolkit for the Education Welfare Service (EWS), with clear legal guidance and benchmarking checklist for LAs and schools, with an emphasis on interventions, community collaboration and parental engagement, there are critical limitations to the framework (Welsh Government, p.7, 2012). The framework treats attendance improvement as a rule-based intervention. There is little acknowledgment that attendance is a complex area and with a lack of a tailored approach to respond with allows for attendance problems to unravel in an unpredictable way. In relation to this research the framework lacks guidance on defining belonging and there is no mention of pupil/learner voice- an oversight is highlighted here considering the link is directly from the ‘Belonging’ framework (Welsh Government, p.5-9, 2012).
Historically, school attendance has been viewed as a critical indicator of student wellbeing and equity. According to a leading voice in school attendance and absenteeism research, (Kearney, C.A and Graczyk, P, p,2, 2014) going to school consistently helps children to achieve more academically, develop social skills, teamwork and problem-solving skills. This then increases their chances of higher academic outcomes leading to a higher probability of a successful future in the world of work. Concerns raised by Estyn highlight the need for an understanding on how to improve attendance while protecting the wellbeing of pupils.
To expand this work, further research is needed to understand how cynefin interrelates with inclusivity and belonging for pupils with ALN. Understanding how pupils experience belonging within Wales’s educational infrastructures that sustain connection and wellbeing.  Following the pandemic low attendance has highlighted the need for a more nuanced approach to education. 






















Chapter 2 
Methodology

Research question
The purpose of this study will be to research the following question:
How is the concept of cynefin positioned in post-pandemic educational research as a response to mental health-related absenteeism for pupils with ALN, and how does it intersect with student belonging within the Welsh context?

Rationale:

Aims and Objectives of research activity 

Aim 1 
To explore how mental health-related absenteeism for pupils with ALN is conceptualised in Welsh post-pandemic educational literature.
Objective 1
To critically review literature on absenteeism and mental health for ALN pupils in Welsh education post-COVID, identifying key themes and gaps.

Aim 2 – 
 To examine the role of cynefin in developing student belonging and emotional wellbeing for ALN pupils with EBSA within Welsh schools.
Objective 2 
To analyse the cultural and psychological dimensions of cynefin as a framework for belonging and wellbeing for ALN pupils.

Methodology overview

This research will use a qualitative and quantitative secondary analysis methodology, with a focus on the systemic analysis of existing literature, policy documents, and theoretical frameworks. With the aim to synthesise perspectives to understand how ‘cynefin’ can address mental-health related absenteeism for pupils with ALN and support belonging in both physical environments and digital environments. 
As this research will seek to understand how individuals experience and construct meaning around cynefin, belonging and EBSA an interpretivist paradigm will be used to engage deeply with lived experiences and narratives. The interpretivist paradigm recognises that reality is dependent on context and social experiences. Interpretivism enables researchers to explore meaning through experiences and acknowledgment of subjectivity (Alharahsheh and Pius, p. 4, 2020). This method aligns with this study’s focus on cynefin, belonging and EBSA for ALN pupils within Welsh education. Therefore, using this paradigm, the research using thematic analysis will allow for the identification of patterns and construction of meaning through meaningful engagement with the data. Using an interpretivist paradigm this research will explore how individuals construct meaning around EBSA, belonging, and the concept of cynefin within the Welsh educational context. Research demonstrates that thematic analysis can allow for the identification of concealed patterns across qualitative data, such as parental narratives, policy texts pupil voice and teacher reflections (Braun & Clark, p.4, 2006). This method may reveal the experiences of ALN related absenteeism while also prioritising depth in the analysis, a review of the context, subjective interpretation. Ultimately allowing for a nuanced understanding of how cynefin is positioned in post-pandemic educational literature and how it intersects with student belonging for pupils with ALN.

Sourcing of data and selection criteria:
	Source
	Relevance to Aim 1: Mental health-related absenteeism for ALN pupil
	Potential themes

	
McDonald et al (2023)

British Journal of Educational Psychology


	
Qualitative study on school attendance problems post – COVID, with strong focus on SEN pupils
	
Emotional distress, disrupted SEN provision, relational alienation

	
Welsh Government (2022) – Attendance data and ALN policy


	
Statistical trends and policy framing of post-pandemic attendance
	
ALN vulnerability, systemic gaps, inclusion language

	
Rowlands (2022) Welsh Government Review



	
Highlights disproportionate absence among ALN pupils
	
Diagnosis delay, marginalisation, policy response


	
Havik & Ignul (2021)

Frontiers in Education


	
Conceptual analysis of school refusal and EBSA
	
Emotional distress, systemic coping, alienation theory

	
Finning et al. (2019a, 2019 b) 
Systematic Reviews


	
Links EBSA to mental health and school systems
	
Anxiety, depression, school-based triggers

	
King, S (2025) “It’s just misunderstood kids”. school exclusion, SEND and the reproduction of inequality

	
Explores how behaviour is interpreted as defiance rather than unmet needs.
	
System issues, early identification failures



Policy and guidance documents will be sourced from the Welsh Government, Estyn and relevant government bodies (e.g. BERA, OECD) and then analysed. Additionally, I will source theoretical texts on ‘cynefin’, and known frameworks on Bronfenbrenner’s Ecological Systems Theory, Belonging Theory and virtual microsystems to also be analysed. These sources will be selected based on the relevance to the research aims, with a publication date of post 2020.
Data analysis:
To ensure accuracy and transparency in the thematic analysis, the following coding table has been constructed to document the analytical process. Using Braun & Clarke’s (see Fig.1) (2006) six-phase model, the table outlines the progression from the original codes to overarching themes. This is to illustrate how patterns are identified across the dataset while also aligning with an interpretivist paradigm. This approach will allow for nuanced insights into the data and participant’s experience of cynefin, belonging and EBSA within Welsh education.


Analysis methods
Aim 1 – To explore how mental health-related absenteeism for ALN pupils is conceptualised in Welsh post-pandemic educational literature.
Within the literature review I will identify and synthesise key themes in Welsh literature on absenteeism and mental health in pupils with ALN post – COVID. Qualitative analysis methods will be used to identify patterns and gaps within the data (literature) via academic articles, policy documents, and theoretical texts.
Aim 2: To examine the role of cynefin in developing student belonging and emotional wellbeing for pupils with ALN within Welsh schools.

For this aim I will use an interpretative qualitative analysis to develop an understanding of the meaning of ‘cynefin’. This means I will explore how cynefin is described and understood in Welsh educational texts to develop a subjective understanding. This is vital for the research to analyse the social, historical and emotional context in which the ideas are voiced. This will be done by reading text (e.g. interviews, policy documents etc) to understand deeper meanings of the term ‘cynefin’. Language and symbolism of the term’ cynefin’ will be analysed to see how it can support wellbeing and inclusion for ALN pupils.
This will be mapped through the documents and papers researched and then with an extraction of language used in the documents: Welsh Government policy documents, Estyn inspection reports and effective – practice case studies alongside six peer – reviewed studies selected for relevance to EBSA, ALN and belonging to be sourced. Documents published from 2019-2025 (post -pandemic), explicit reference to belonging/cynefin or attendance/ALN, Welsh policy or Wales relevant – inspection/case study.
A spreadsheet will be created to extract data using the columns: Source/Type/Year/ Exact Quote/Excerpt/ Page/URL/ Indicator Code Y/N/ Strength (Strong /Moderate/ Weak/None) Each document will be read, with exact passages copied and linked to an indicator. 









Chapter 3 
Literature Review and critical analysis

The Covid – 19 pandemic has led to educational research examining the effect that the pandemic had on the psychological and mental impact on students during this time. Particularly in relation to absenteeism and mental health since the end of school closures due to Covid it is concerning to note that even when Covid connected absences were removed from the data, 12% of pupils were still absent from school between 2021/22 in the UK. Compared to the absence rate before the pandemic which equates to 1.2%. (McDonald, B., Lester, K.J. and Michelson, D., p. 2, 2023). This is an alarming statistic which in the context of Wales as mentioned before with a decline of 6.3% in absences since Covid highlights the need for re-evaluating traditional educational frameworks with the intention of addressing these developing challenges. 
Due to the challenges that’s schools face with attendance, this study explores emotionally based school avoidance (EBSA); a term used to describe persistent non-attendance due to emotional distress. However, the concept of the term remains ambiguous and identifying key criteria: severe emotional distress at the prospect of attending school, parental awareness and efforts to secure attendance, with the absence of antisocial behaviours need to be considered in order to position it as a phenomenon rather than a behaviour or disciplinary issue (Berg,1969, cited in Havik and Ingul p.9, 2021). Building on Berg’s criteria Havik and Ingul’s (2021) maintain that a narrower clinically grounded definition is required to avoid conflict with forms of non – attendance. They emphasise the need for a more nuanced approach to EBSA, that prioritises emotional wellbeing, family centred and school-based factors; this will avoid a blanket approach when employing interventions. (Havik & Ingul, p.9, 2021). Therefore, for the purpose of this study, EBSA is defined as emotionally rooted school avoidance that emerges gradually, often connected to anxiety, alienation and disrupted belonging – especially amongst ALN pupils who are steering their way through education.  
Current literature provides evidence that is highly relevant to this research as it places the issue of mental health – related absenteeism within a broader post -pandemic context. This highlights the uneven impact on pupils with ALN.  A study carried out in Wales correlates with studies in England and states in the abstract that school attendance in Wales has not returned to pre -pandemic levels and specifically pupils with Additional Learning Needs (ALN) have significantly poorer attendance than their peers (Thomas, H, p,1, 2025). The correlation between Welsh and English studies underpins the systemic problem. The study highlights that poor attendance among ALN pupils could be a factor contributing to EBSA, especially when combined with learning gaps and social interaction (Thomas, H, p, 2, 2025). Learning gaps have been significantly impacted globally since Covid 19, and the disruptions have disproportionally affected students from different socio-economic backgrounds, especially, as stated in their abstract, for marginalised groups such as students with disabilities (Colvin, M.K. (Molly), Reesman, J. and Glen, T., 2022). This further reinforces the importance of this issue as it draws attention to pupils with learning needs, therefore making a stronger case for exploring the framework Cynefin to support belonging and engagement within Welsh education. 
ii) In relation to Cynefin as a pedagogical tool and not merely a cultural concept, this research will attempt to address the urgent post-pandemic challenges in Welsh education. By deciphering the term Cynefin the research will explore how language, symbolism and policy discourse can shape educational responses to absenteeism and EBSA for pupils with ALN. 
Cynefin in the demographic of Wales describes a sense of belonging that is grounded in social, linguistic and environments. This is to provide guidance on how schools can acknowledge language and local histories and school pupils lived experiences. (Chapman et al, 2023, p.3). Cynefin utilises cultural and place-based recognition, which is relevant for ALN pupils who display sensory overload, identity issues and feelings of instability in mainstream settings (Chapman et al; 2023 p.4; Humphrey & Lewis, 2008, p23). This means that cynefin needs to be seen as a set of practical teaching skills and practices not just an abstract idea. For example, embedding cynefin into pedagogy and relational work, rather than leaving it as a theory.
Cynefin can be seen as a tool that can reduce EBSA for ALN pupils. Emotional safety can be achieved through routine and predictability. Predictability reduces cognitive and sensory overload for many neuro - divergent pupils, therefore lowering anxiety levels. Embedding cynefin into routines, visual timetables and transitions creates a safe environment that can reduce stress making attendance more manageable (Finning et al, 2019, p, 8-9; Melvin et al; 2019, p.4).
Identity and cultural practices that reflect pupils’ language, local stories and cultural significance can reduce social alienation and removes the shame associated with exclusion. There can be a significant shift from compliance with attendance to relational engagement, increasing motivation for attendance (Chapman et al, 2023, p 1216-1217; King, 2025, p,8-10). 
Additionally, sensory spaces can be incorporated using a Cynefin based approach by recognising how physical and sensory environments can provide breakout spaces for pupils to go to. This can be an environment that removes common school withdrawal triggers, which directly addresses triggers for EBSA (McDonald et al, p.8, 2023; Francis, p, 14-18, 2023).  
Furthermore, cynefin can emphasise relational trust and restorative practices within schools where teachers, peers and adults in the community can provide support. Embedded into school culture these practices can restore trust and create pathways back into school for pupils who are absent due to EBSA (Havik & Ingul, p,3-4, 2021; Kearney & Graczyk, p.2, 2014). 
There are some limitations and safeguards to consider when approaching cynefin as a portal for reducing EBSA. Urban and rural contexts need to be considered with regards to resources and training, therefore cynefin needs to be considered with explicit resourcing, professional learning and accountability (Welsh Government, p. 127-157, 2024).
To understand belonging/cynefin in schools in Wales a case study (Ysgol Dewi) published by Estyn highlights how the school is using the wider outdoor environment and community to enhance learning through cynefin (Estyn, 2023). The strengths of this case study showcase the strong links with community partners, use of local sites as learning resources, and visible local cultural references) that evidence how cynefin can move beyond rhetoric and into classroom practice.
The report also highlights the strong pupil voice whereby pupils can participate in planning and learning activities linked to place. The use of the outdoor sessions and variety of learning areas reduces sensory overload for some pupils and provides possible pathways for reduced EBSA (Estyn, 2023).
However, there are some limitations to the study with there being limited attendance measurements. There is no quantified evidence linking interventions to changes in attendance or rates of EBSA, therefore this study must remain tentative.
Alongside this case study an analysis of the Estyn report on the progress of the ALN system in Wales has highlighted the many practices in Wales that align with cynefin-style based, relational, and sensory approaches. While the report supplies detailed examples across schools and local authorities it is limited when measuring the links between those practices and attendance or EBSA outcomes (Estyn, 2024).
Additionally, the report shows clear progress in establishing IDP’s (Individual Development Plans) and local authorities have developed training, digital platforms and moderation to improve IDP quality. Moreover, there are concerns regarding the IDP outcomes and measures, and constraints within the system that create delays. (Estyn, p, 30-38, 2024) At the same time there is inconsistency noted in how Additional Learning Provision (ALP) is defined and applied. Attendance is commented on as a challenge that increases pressure on ALN identification, delivery of provision and outcomes, with the analysis of attendance being under – analysed in relation to the effectiveness of IDPs (Estyn, p,30-38, 2024) However, notably one school that provided a family surgery has been praised as a positive resource for pupils with ALN (Estyn, p.37, 2024).

Key debates around absenteeism in Wales
School attendance problems (SAPs) have increased over the past five years due to the pandemic disruptions and underlying mental health issues. After reviewing studies that explore the absenteeism problem in Wales insights are offered into the key debates that surround this cause of concern in education now. The articles under review describe a mixture of qualitative and quantitative studies exploring SAPs due to the pandemic. After a review of four studies the following themes have become a commonality amongst the literature. The first key theme under debate is to highlight that there is a strong association between neurodevelopmental disorders and school absence and exclusion as described by John et al (p. 1, 2022) and McDonald et al. (p.12, 2022) Another cause of SAP’s is highlighted by Reid, pre -pandemic that the cause is socioeconomic deprivation and also the gaps in government policy need to be addressed as stated in the abstract (Reid, 2016). The response to SAP’s has also been under criticism with a call for supportive and community-based responses to the issue. (McDonald et al, p. 2, 2022). The term EBSA (emotionally based school avoidance) is also highlighted by (Hamilton, L p.1, 2023) as being caused by anxiety echoed by Reid (prior to the pandemic that mental health issues are often the underlying cause of absence but are poorly addressed in policy; a concern raised that those ‘at risk’ were poorly supported (Reid, p.14, 2016).
Anxiety being a common cause among pupils for non-attendance signifies that there is a need to understand what those causes of anxiety are. Therefore, interpretative codes will be utilised in the research to delve deeper into understanding the cause of anxiety. 
According to one article children with SEN were already affected by SAPs prior to the pandemic, with the Department for Educations (2022) This aligns with concerns about systemic barriers in education, including inadequate differentiation, limited pastoral support and exclusion practices. highlighting that they were twice as likely to be persistently absent. (Humprey & Lewis, 2008, abstract) Further analysis of the article highlights that the increased rates of mental health problems among children with SEN (Preece & Howley, cited in McDonald et al, p.12, 2022) are influenced by poor SEN provision (Havik et al, 2014 cited in McDonald et al, p.13, 2022). 
This is also echoed in other literature (Francis, CJ, p.14, 2023) who states that during the pandemic children diagnosed with SEN could have had a limited learning experience due to challenges they face with holding their attention. Notably, the lack of ability to concentrate when participating in online learning exacerbated their mental health (Francis, CJ, p.18, 2023). There is a correlation between mental health and poor educational provision and failing to meet these needs could contribute to disengagement and a lack of inclusion. The author highlights in the literature review that while SEN pupils often face challenges within mainstream settings compared to their typically developing (TD) peers, it could mean that they have reduced access to meaningful engagement with class teachers. Additionally, they are still expected to complete the same standardised tests which is contributing to mental health difficulties for SEN children. The author also highlights that there is a clear gap in knowledge in the current understanding of whether these barriers contribute to developing MHD (Francis, CJ, p, 21, 2023).
Moreover, these barriers are echoed in other research with one article highlighting how the pandemic exposed the fragility of SEN support systems and in contrast to Francis those children with SEN, whose learning often depended on predictability, structure and tailored support shows how the pandemic introduced layers of complexity because of the disruption and lack of specialist resources (McDonald et al, p, 13, 2022). The issue of SAP’s was also raised by previous research that recognises that specific groups of children will need ongoing support in schools as we move away from the times during the pandemic and education continues as it was pre-pandemic (Waite, 2020, cited in McDonald et al, p,13, 2023). This study is pivotal in its contribution to the development of EBSA (emotionally based school avoidance) especially in neuro diverse pupils. This study’s findings resonate with earlier literature from 2020 which underscore the need for targeted, long term support strategies that go beyond reactive measures (Creswell, C, et, al, p,536, 2020).
A qualitative study using semi – structured interviews were conducted remotely explores SAPs in England during the Covid 19 pandemic drawing on interviews with parents and education professional (McDonald et al, 2022). The focus is to determine the similarities during the pandemic and whether those problems still exist post pandemic. There are strengths to this study that capture the experiences of SAPs, and it also places EBSA within the context of pandemic-related anxiety, disrupted routines and policy shifts. For example, parents of children with SEN reported specific difficulties due to previous support resources and structures being taken away, with one parent describing his child’s experience as: “he couldn’t cope in the large classrooms in the first place” and “it was too noisy” (McDonald et al, p.8, 2022). The study also offers perspectives from professionals with some educators informing the researcher that those in receipt of a ‘pupil premium’ were not receiving the additional support required for online learning most notably access to internet and devices, with one response stating, “their return to school is stressful for them” (McDonald et al, p.8, 2022). This clear indication of post-pandemic stress underlines the emotional stress of returning to, suggesting that SAPs are not just pandemic related but are highlighting that any absence from school and return will incur ongoing challenges.  While the study offers important viewpoints from parents and educators it lacks a pupil voice which would allow an in-depth insight into pupil agency and the lived experience from the pupil’s point of view. Overall, the size of the study offers a limited scope due to the study using the following participants: nine headteachers, four Education Mental Health Practitioners, two educational psychologists, two class teachers and two SENCOs. Additionally, the parent contribution consisted of ten white British mothers, with a range of income, six below the median income, one on an average income and one above the average income. The omission of input from fathers gives the study an element of bias and the lack of pupil voice indicates a limited representation. (McDonald et al, p.8.2022) Therefore the findings should only be interpreted as an indication rather than representative of national trends. 
The study by McDonald et al offers insights into SAPs, however for the context of Wales there is a gap in the literature therefore some of the data for this study will be based on data from England. 

The methodology in the study uses parental surveys which provide valuable lived experience insights from families living in South Wales, and while the inclusion of both qualitative and quantitative data adds depth, the sample size and demographics are not clearly detailed which is limiting (Thomas, H, p.6, 2025). The qualitative survey describes an awareness of attendance percentages which reveals a gap in communication and understanding between schools and families.  This is revealed in the study which states that 60% of parents were unaware of their child’s attendance percentage, and 38% did not understand the implications of poor attendance (Thomas, H, p.6, 2025) This valuable data indicates a failure in the system as if parents are unaware of attendance thresholds they and their children may not be able to meaningfully participate with interventions and support. As part of the research for this dissertation this data offers a critical insight from a perspective of ‘cynefin’. It amplifies the disconnect from the educational system as parents are not being informed in any meaningful way in their child’s learning journey.

This study by McDonald offers an insight into how SEN pupils with anxiety is not addressed in any meaningful way similar to Thomas’s (2025) study. The article draw attention to the impact that the pandemic had on children with SEN, noting that attendance was an issue for pupil’s with SEN and already experiencing anxiety related problems (McDonald, et a;, p.31, 2022), showcasing the recurring theme of increased absenteeism among ALN pupil and aligning with Welsh data (Rowlands, 2022; Thomas, 2025). The authors place SEN within a framework that refers to Bronfenbrenner’s bioecological model, in this article adapted by Melvin et al (2019). The KiTes model (Melvin et al, p.4, 2019) is utilised to understand SAP’s and shows how the pupil’s needs should be assessed according to their environment. To break down the meaning of Bronfenbrenner’s model (see Fig.2) I have created a table to demonstrate how the model can be interpreted and used to understand that SAPs occur when a child responds to these interacting systems. 

Figure 2
	
System
	
Description
	
Relevance to SAPs and ALN

	
Microsystem
	
Immediate environments (e.g. home, classroom, peer groups)

	
An ALN pupil may experience anxiety due to sensory overload, strained teacher relationships, or peer exclusion.


	
Mesosystem
	
Interactions between microsystems (e.g. parent – school communications)

	
Ineffective collaboration between schools and parents can intensify EBSA, especially when ALN needs are misunderstood.


	Exosystem
	Indirect environments (e.g. parental stress home/work, local authority policies)
	Inflexible attendance policies or lack of ALN funding can indirectly affect the pupil.


	
Macrosystem
	
Social norms, cultural values, legislation
	Dominant narratives around attendance, productivity, and ‘normal’ behaviour may marginalise neurodivergent pupils.


	
Chronosystem
	
Time-based changes (e.g. transitions, post pandemic shifts)
	
Covid -19 disrupted routines and support systems for ALN pupils, increasing SAPs over time.



Fig.2 (Melvin et al., p.3. 2019)
Bronfenbrenner’s model is praised for its understanding of how SAPs develop and allows for exploration of external pressures (e.g. policy) and exploration of internal experiences (e.g. anxiety). For example, EBSA is not just a microsystem issue (classroom anxiety), but also influenced by mesosystem failures (e.g. poor parent – school communication) and macrosystem pressures (e.g. attendance problems). However, it is acknowledged in the article that disadvantaged pupils face challenging risk factors for absenteeism. These risk factors can include cultural misunderstandings and/or marginalisation, inaccessible learning environments, lack of culturally responsive pedagogy and systemic bias in behavioural or attendance policies (Melvin et al, p.4, 2019). This is relevant to this research as it demonstrates the experience of EBSA by ALN pupils are often shaped by systemic policies that do not align with pupil identity and school structures. For example, exclusion due to behaviour problems that are linked to trauma.
While the Bronfenbrenner model offers a base to start it is quite static in that it does not offer solution to the emotional complexities of experiences like EBSA. Additionally, Bronfenbrenner’s model does not explicitly account for cultural concepts of identity, place or belonging in reference to this research of exploring how Welsh concepts like cynefin shape pupil experience. Reframing absenteeism not as a behaviour problem but a systemic response to the problem of absenteeism. Therefore, this model will be used as a guide whereby extending the model will enable inclusion and absenteeism dimensions to the framework to guide stakeholders.
As the Bronfenbrenner’s is an outdated model (1979) it is therefore important to evaluate the Kids and Teens at School (KITES) framework. Designed by Melvin et al is an inclusive model designed to gain a deeper knowledge and understanding of school absenteeism and attendance problems (SAPs). It adapts Bronfenbrenner’s bioecological theory to further understand and navigate complex factors that influence attendance (see Fig.2). The aim of the KITES framework is to guide research and interventions for stakeholders across ALN/SEN pupils (Melvin et al, p.3-4, 2019). As the framework combines disability related and ALN factors this makes this tool valuable for this research which seeks to reframe EBSA for ALN pupils systemically. The framework allows for nuanced analysis of how individual and structural factors interact to cause EBSA. For ALN pupils this means recognising how anxiety, sensory needs, and emotional dysregulation are shaped by the environment (Melvin et al, p.7, 2019). Current research gives examples of differing levels of complexity, for example a pupil diagnosed with autism who experiences an overload within their senses in a noisy classroom may shutdown due to triggered anxiety which then leads to school avoidance (John A et al, p.2, 2022). 
Further research implies that this emotional dysregulation can be misinterpreted as defiance as suggested by a study that found parents of SEN pupils frequently felt blamed for their child’s EBSA, with schools framing anxiety – driven behaviours as deliberate disruption with additional comments that penalties through fines created more anxiety for the pupil as it created more pressure for them (McDonald et al, p, 9, 2022). This misrecognition leads to punitive responses rather than the correct support from the system. 
While the evidence from this study is limiting according to the authors, due to the lack of longitudinal data, there is a suggestion that depressive symptoms often emerge before patterns of non-attendance (Finning, K, et al, p.9, 2019).  The researchers in this study argue that emotional disorders are associated with increased school absence across all absence categories. For example, authorised and unauthorised, and complete absence are all affected. Using a sample of data from the 2004 British Child and Adolescent Mental Health Survey (BCAMHS) they suggest that emotional stress is an indicator and predictor of absenteeism. This research helps to understand that unmet emotional needs in the school environment, relation breakdowns with peers and staff, and rigid policies that are not personalised could affect the attendance of ALN pupils (Finning et al, p.8, 2019).
Using diagnostic data (DAWBA) alongside symptom-based measures (SDQ) allows a high degree of validity in the data. For example, it differentiates between authorised and unauthorised absence, and the data reveals that the researchers looked separately at approved days off (authorised) against days not approved off (unauthorised). The data then revealed that children with depression were about 11 times more likely to have unauthorised absences than their non-depressed peers. The author explains that the incident rate ratio (IRR – simply that after they have accounted for other factors such as age, gender, socioeconomic background) children with depression still have X times the rate of unauthorised absences compared to children without depression. Therefore, the IRR of 11.24 means that pupils with depression miss school without permission at a rate that is 11.24 times higher than their non-depressed peers (Finning et al, p.3, 2019).
Additionally, the authors analyse the link between emotional distress and school absence by asking “Does the link between emotional distress (depression or high SDQ emotional scores) and school absence look the same for 5–11-year-olds in primary school versus 11–16-year-olds in secondary school?” The findings demonstrate that in primary school, depression was not significantly linked to more authorised days off. In secondary pupils, depression was strongly linked to more authorised absence (Finning et al, p. 8, 2019) This infers that adolescents with depression were far more likely to have their absences authorised. This highlights a variation in development and context. Adolescents generally have more control over attendance and are dealing with different pressures (exam stress, peer issues, puberty) so emotions can lead to absence. Moreover, secondary schools are bigger with less routine leading to possible internalisation of distress. 
This research highlights the need for future frameworks to be age sensitive as what works to ensure better attendance for a 7-year-old won’t work for a 15-year-old. It also highlights that ALN pupils’ emotional stability and feelings of belonging change significantly when starting secondary school. This is relevant to my findings; to explore flexible interventions and grounded belonging strategies that follow them through the transition to secondary school. As the research signifies a correlation between absence and emotional distress simply watching who is repeatedly absent could be an easy way to flag students for extra emotional support. To avoid ‘false positives’ as in flagging pupils who don’t need support is amplified in the article highlighting that further research needs to be undertaken as it is mentioned that there are gaps in research testing whether attendance can predict emotional distress in ALN pupils (Finning et al, p.8-9, 2019).
The mention of the Government’s initiative to support schools with mental health programmes to essentially support children’s mental health problems is relevant to this research as this study was undertaken pre-pandemic. Upon further investigation into the UK Green Paper Bill which mirrors Wales’s growing emphasis on mental health and wellbeing, the information provided reveals an extremely slow process where the 2nd reading of the Bill won’t take place until May 2026 (UK Parliament Bill, 2025).
This has prompted an analysis of the Additional Learning Needs (ALN) Code for Wales 2021 which details the statutory duties of Welsh schools and local authorities to plan and review for provision of pupils with ALN. Schools are currently expected to develop IDP’s for every pupil with ALN (Welsh Government, p.37, 2021). The Code highlights the importance of inclusion and can help to recognise emotion distress in pupils, while also utilising pupil voice to understand the emotions of young people. However, it does not explicitly require inquiry into school-avoidant behaviour or attendance patterns as part of the IDP narrative.
The ALN Code also instructs schools to share responsibilities across education, health and social services (Welsh Government, p.50, 2021).  While the ALN code offers strategies on enabling inclusion for pupils with ALN by for example IPS’s creating detailed profiles of pupils can capture family and health factors contributing to EBSA, there is a suggestion that attendance data is treated administratively, not diagnostically. The Code lacks guidance on using absence records as an activation for a referral for mental health assessments (Welsh Government,2021) Therefore, a deeper understanding though peer – reviewed literature to show how some multi-agency teams have begun to use absence records to highlight pupils for mental health assessment and support is required.
Consideration of frameworks in Ireland and Scotland are of particular interest for the purpose of this research as it enables a more rigorous approach to the methodology. Alternative policy designs so that best practices can be transferred and considered for future amended frameworks.  Irish and Scottish models offer frameworks around devolved education systems.
Considering this review of the ALN code in Wales, further in-depth research on international and closer UK policies is required. Firstly, looking at the GIRFEC (Getting it Right for Every Child) framework for education in Scotland. An article highlights how the shift from a crisis driven welfare approach to a more pro-active approach to well-being is necessary to identify and address children’s needs as soon as concerns arise (Coles, E, et al. p.4, 2016). The authors note that the policy identifies the ‘continuum of support ‘(Coles, E, et al.p.7,2016) while the acronym SHANARRI (every child should be safe, healthy, active, nurtured, achieving, respected, responsible and included) is used as a basis for well-being indicators (Coles, E et al, p.10,2016). Multi – agencies are utilised with clear named persons and lead professionals to lead to ensure help is offered at the right time (Coles, E et al, p7-10, 2016). While this framework offers an ambitious goal through the integration of early intervention it does become fragmented due to lack of definition for the term “wellbeing” – however this could be cross referenced with low attendance data, and the pupil’s wellbeing analysed once attendance issues have been interrogated. It is therefore a considerable framework to review as the framework offers clear guidance for early intervention which is lacking Wales’ ALN Code. 
Interestingly, Ireland offers a variety of frameworks which suggest a multi -layered approach to offering guidance for pupil wellbeing and EBSA. After initial research of the frameworks in Ireland I have curated a brief overview of the Irish frameworks to highlight the key information relevant for this research (understanding the link between attendance, wellbeing and EBSA). The following comparative table demonstrates this:
Figure 3
	
Framework
	
Year/ Source
	
Core Elements
	
EBSA/Wellbeing focus
	
Critical analysis

	
Wellbeing Policy Statement and Framework for Practice
	
2019; Government of Ireland, p12 -15
	
Six wellbeing elements; Active, Responsible, Resilient, Respected, Aware) – using whole – school approach, cross – curricular approach and defined roles.
	
Universal promotion of wellbeing – mental, physical, social and spiritual health.
Protective factors are embedded in practice
	
Inclusive and in depth – but lacks explicit attendance triggers for EBSA referrals.

	
Continuum of support and Hardiker Model
	
Wexford CYPSC (2021)
	
Three tier support (School Support, School Support Plus, School Support Plus – External Agencies) Planning and Intervention 
	
Community support – Webinars available for parents and guardians for specific attendance related (see image 1 and 2)
Structured multi levelled support for pupils reluctant to attend through to chronically low attendance.
	
Interventions are based on school capacity and specialist availability which can vary the consistency across schools.

	
Healthy Ireland Framework
	
2013; Department of Health, Ireland p.16
	
Cross – government health promotion. Vision for physical and mental well-being.
	
Underpins educational wellbeing policies by addressing societal and environmental influences on child health and notes that early intervention is crucial.
	
Broad and non-education specific; relies on other frameworks for school implementation. 


 
This table illustrates a brief overview of some frameworks used in Ireland and while providing a solid foundation there are some frameworks that are too broad and require clarity on attendance drive referrals. 
A closer analysis of the Continuum of Support, implemented by the NEPS and the Department of education, utilises a three -tiered intervention model as per the Hardiker Model. This model uses a structured response to emerging emotional EBSA patterns. This is achieved by having a pathway in place to specialist support; however, the effectiveness of this practice is inconsistent due to dependency on each individual school’s access to psychology services (NEPS, Department of Education and Youth, 2020). The Hardiker Model, developed in the 90s, is used by the Irish government and UK as a means for planning interventions for those in the population with additional requirements. It is used to understand EBSA to not only support government services but also families and communities to emphasise that prevention and graduated intervention should work together to avoid problems from arising. The figure below illustrates the Hardiker Model:
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Wexford CYPSC (2021)
The Continuum of Support framework (see figure below) is another tool used the by the Department of education to plan how they will meet the needs of children and young people, including both learning needs and socio-emotional needs (NEPS, Department of Education, 2020). 
The Continuum recognises that pupils’ needs change over time and that responses should be matched accordingly. Support is provided for along a graduated range, from universal, school-wide prevention (Support for All) through targeted group interventions (Support for Some) to highly individualised specialist help (Support for Few). Schools use ongoing monitoring of a pupil’s needs and progress to decide when and how to step up or step-down support, ensuring interventions remain incremental and proportionate. The Continuum of Support also offers a practical framework for understanding EBSA; while some pupils engage successfully with the whole school and universal provision, others will need targeted support. Pupils with elevated risk or more complex needs should receive ‘Support for Some’, and those with more severe or engrained patterns of avoidance would need highly specialist interventions delivered as ‘Support for Few’.
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While the Hardiker Model used by the Irish Department of Education offers easy to access visuals and practical guidance for families (as also seen in image 1 and 2), there are no measurable triggers for attendance and wellbeing to prompt escalation, which creates reliance on judgement alone. The guidance labels different levels of needs but doesn’t give clear, practical steps for what to do when a pupil is at the most serious end of EBSA. To simplify, schools are told who needs the most help but not exactly how to get that child back to school quickly and safely.
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(NEPS, Department of Education and Youth, 2020).
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Image 2 NEPS, Department of Education and Youth, 2020).



To understand even further the factors that affect EBSA in pupils with ALN further research exemplifies the argument that school exclusion is a symptom of wider inequalities for pupils with SEND identifying the trend that pupils with additional needs are more likely to be excluded from schools in comparison to other pupils. (King, S, p.1, 2025). The author refers to Archer’s morphogenetic theory which criticises ideologies that shape educational systems that lead to marginalisation of vulnerable pupils (Archer cited in King, S, p.2, 2025). This is highlighted by the author through an examination of pupil behaviour and school structures – specifically underfunded SEND support (King, S, p.6, 2025).
Additionally, the author highlights how pupils with SEND are often excluded from school due to their behaviour rather than their needs being recognised or supported King, S, p.2, p.6, 2025). Further analysis of the interviews conducted by the author reveal that children can internalise the feeling of blame they get from being excluded. By describing themselves as ‘’naughty’’ or more alarmingly a ‘’little shit’’ (King, S, p.10, 2025), deeply reflects how these punishing systems can shape a sense of identity and belonging in a child. This supports the relevance of this research underpinning how EBSA can be a protective response from the child to unmet needs, and feelings of neglect. 
The author’s insight into the need for early identification is an interesting insight into how this could be embedded in Wales policy with regards to IDPs (Individual Development Plans).  While the research as undertaken in one East Midlands setting and will be biased geographically and may offer little relevance to Wales there are some points that could be relevant to this research. The article underpins the need for early identification of EBSA as there is a tendency for behaviour problems to be highlighted instead of their support needs (King, S, p.8, 2025). While this is described there are no details of how to screen for EBSA or how it would integrate into an IDP plan.
Comparison of this with other articles:
King offers a compelling and timely review of how behaviour can be misinterpreted leading to exclusion for SEND/ALN pupils, often before their needs are met. This resonates with McDonald et al. (2023) and Thomas (2025) who similarly highlight in the abstract the relational and systemic failures that underpin EBSA. Together these studies reveal a consistent pattern that government systems are failing education institutions.
 
For the sake of this research with a focus on ALN pupils it is important to understand in more detail the learning barriers created by inaccessible learning environment and systemic bias in behavioural or attendance policies. This next step in this research will be to explore a review of best practices used by schools and PRUs to prevent school exclusions.
The Estyn thematic review (2024) review offers an insight into what “good practice” looks like, with a focus on what high retaining schools do and what conditions enable reliability (Estyn, 2024, p.14-22). The key practices highlighted in the review demonstrate how strategies are implemented and how successful they are. The review identifies that schools use internal dashboards (behaviour points, attendance dips, safeguarding flags) to direct to pastoral support before sanctions escalate. The evidence provided by the review shows that repeat incidents and that chance to rebuild a sense of belonging is due to shifting from disciplinary responses to strategies including, restorative meetings, building emotional resilience, and employing reflective practices. The review highlights that the approach needs to be consistent otherwise the improvements in attendance etc will not last. There needs to be a whole school alignment (teachers, support staff, pastoral teams, governors) otherwise pupils may get mixed messages (Estyn, 2024, p, 14-22).
Restorative practices are mentioned in the review; communicated via the school’s leadership team who stated that Monmouth Comprehensive school after introducing restorative practices noted an exclusion drop by 95%. While this demonstrates tentatively the positive effects restorative meetings can have it is not a finding from a research study (Welsh Government, 2024, p.207) Therefore, considering the review cites case studies or self – reported success, the evidence is not supported by longitudinal or controlled studies (Welsh Government, 2024, p.157). Moreover, there is little causal evidence to show which interventions directly reduce exclusions or improve attendance for specific groups such as ALN, suggesting an urgent need for further research in these areas.
A significant gap that was identified by Finning et al (p.8-9,2019) is also highlighted in this review; while schools monitor attendance there is a lack of research on using attendance dips as a systematic trigger for multi-agency assessment. 
The review lacks any data on pupil voice as mentioned previously the finding reviewed by McDonald et al that the lack of this data presents a limited understanding. Therefore, a limited understanding on how pupil perspectives – especially those with ALN – are integrated into intervention and IDPs. This would weave into a framework ensuring co-produced research where interventions address lived experience and barriers to belonging. 
The review also highlights that there is little research on how to embed whole – school consistency to enable alignment of intervention for all pupils. It is therefore necessary to analyse the Welsh Government’s documents that set out their priority to support all learners. Wales has a macro-level commitment to inclusion, wellbeing, and personalised learning declared in legislative and policy frameworks including the Curriculum and Assessment (Wales) Act 2021. An examination of these macro – level commitments need to translate into micro and meso levels practices for ALN learners experiencing EBSA. To examine the Act in detail the framework developed by the Welsh Government needs to be evaluated. 
Framework on embedding a whole-school approach to emotional and mental well-being (Welsh Government, 2021)
This framework offers statutory guidance to governing bodies, PRUs and LA’s under section175 and section 21 of the Education Act 2002. This highlights the sensitive nature of EBSA and that appropriate practice is mandatory (Welsh Government, p.11-13, 2021). This is enforced by UNCRC and UNCRPD that states that the rights of the child should be recognised with the understanding that the voice of the pupil should shape planning (Welsh Government, p.49, 2021).
From a critical viewpoint the framework offers advice on the curriculum with a mandate stating “healthy, confident individuals” should be embedded into Health and Wellbeing AoLE. While the rights and curriculum are clear in this framework, they are not guided with specific protocols with regards to EBSA (Welsh Government, p.34-37, 2021). This means that educators, headteachers etc are not given guidelines on how to track attendance data in relation to safeguarding and well-being triggers.
Additionally, the framework offers a caution not to use data only approaches that can offer a powerful early warning sensor. Why this won’t automatically tell you why a pupil is missing, it offers the opportunity to trigger a relational enquiry. This also echoes research from Finning et al. (p.9, 2020) who suggests that attendance can flag depression or anxiety.

Another recent study undertaken in 2025 explores multiple concepts; ALN policy, EBSA, post-pandemic attendance trends, parental engagement and inclusion. However, there are many unexplored areas that would need to be considered in future studies to fully understand they relate in relation to any impact the study can have or any possible solutions to the problem of combatting SAPs for pupils with ALN in Wales (Thomas, 2025).
Further research by Thomas (2025) adds to the literature by reinforcing the decline in attendance particularly for pupils with ALN showing significantly poorer attendance than their peers (Rowlands, 2022; Welsh Government 2022, cited in Thomas, H, 2025b). The study offers a brief insight into poor attendance among ALN pupils with a concern that poor attendance may contribute to EBSA. This is stated by Thomas that that EBSA can be heightened due to learning gaps and reduced social interaction, with an understanding that too much sensory experiences can be overwhelming for some pupils (Thamirajah et al., 2008; Baker & Bishop, 2015, cited in Thomas, H, p.4, 2025). This is an issue which is echoed in the study stating that the transition from primary to secondary can be a particularly challenging for ALN pupils due to sensory and physical stressors (Rowlands, 2022, cited in Thomas, H, p, 4, 2025) 
The study was completed using qualitative surveys utilising parental voice, which offer an insight into the lived experiences across Welsh local authorities. The questionnaire allowed for sensitive themes to be explored; the mental health related absenteeism and the online method allowed parents/carers to reflect on their experiences without the pressure of interviews in person (Thomas, H, p.5, 2025). This could potentially increase emotional depth and given the methodology used – interpretivism -to understand in depth a subjective perspective – it is an effective method to use in this instance. However, the study does not indicate whether open ended questions were used which raises concerns about the depth and trustworthiness of the findings. This creates a lack of clarity as with qualitative research, particularly within an interpretivist paradigm, the systematic analysis of textual data is vital to decode and uncover nuanced meanings and patterns. 
Significant research offers a framework for thematic analysis that could have been beneficial for this study. Notably Braun & Clarke (2006) offer a widely respected model for conducting thematic analysis and by using a more robust process would allow for more grounded data (Braun & Clarke, p.87, 2006). The following table demonstrates how the study’s findings would be more transparent and meaningful for the researcher’s purpose of reaching meaningful data that understands subjective experiences:
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Figure.3
(Braun & Clarke, p. 12, 2006)
Integrating this model would have also allowed Thomas to better capture the symbolic and emotional elements of the parental narratives, which would align with this research which focuses on inclusion and belonging. Therefore, it is vital for this research when exploring cynefin and belonging in relation to ALN pupils, to ensure the coding framework is transparent and grounded in participant meaning.

Upon further review of literature in Wales it has become apparent that there is a gap in the literature on SAPs in Wales; therefore, a variety of studies within the UK and Further afield will be closely examined.
Trude Havik and Jo Magne Ingul (2021) How to Understand School Refusal:
This article draws attention to how the three key themes (emotional distress, systemic coping and alienation theory) are conceptualised, the theories developed in relation to this research (EBSA, ALN and belonging in Welsh education).
To briefly summarise the article Havik and Ingul’s conceptual analysis explores the phenomenon of School Refusal (SR) within the broader context of SAPs. Two theoretical frameworks are explored – Systemic Integrated Cognitive Approach and School Alienation Theory to explain how SR develops with students (Havik & Ignul, p.1, 2021).
There are significant strengths in the article; one that emotional distress is a defining feature of school refusal, separating it from truancy and non-attendance due to behaviour issues Havik & Ignul, p.3, 2021). Drawing on clinical literature the authors link school refusal to anxiety and depression which reinforces its psychological complications (Egger et al., 2003; Bernstein, 1991, cited in Havik & Ignul, p. 4, 2021). This article highlights how trauma – informed approaches as a response to emotional distress is beneficial for educators and teachers. Anxiety and panic about school isn’t to be seen as something wrong with the pupil, but rather a natural reaction to overwhelming feelings at school. Therefore, this view can be a way of encouraging schools to understand and respond with care and empathy – rather than seeking to blame and/or put sanctions on parents such as fines/pupil exclusion. This research builds on the idea by asking: What if schools recognised emotional distress as a signal disconnection rather than disfunction? 
A Norwegian study by the authors in 2014 SR was defined as “child-motivated non-attendance related to emotional distress experienced in connection with academic or social situations in school.’’ (Havik et al., 2014, cited in Havik & Ignul, p.3, 2021). This highlights how emotional distress is a core driver of SR, particularly in relation to stress caused by social factors and academic worries. Therefore, educators/ teachers and all stakeholders should be open to the idea that some school refusers should not be punished because of defiance but rather be approached with empathy. There needs to be a psychological and emotional response from the system if the school refuser is displaying psychological and emotional responses such as anxiety, sadness, somatic symptoms and visible distress (Berg et al., 1969, Bools et al, 1990; Berg 1997, 2002, cited in Havik & Ignul, p.4, 2021). Furthermore, the article signifies that parents are aware of absences in some cases and are trying to support attendance, which reinforces some cases are wellbeing issues, nor neglect or defiance (Havik & Ignul, p.4, 2021). With regards to this research this article signals that emotional distress is caused by unmet needs and / or unsafe environments, highlighting the need for a cynefin base framework to be in line with this concept especially for ALN pupils.


To complete this literature review it is important to understand the term ‘cynefin’ in education in Wales. Within the Welsh educational landscape, the concept of Cynefin has gained momentum as a focus for understanding student wellbeing and engagement. While the term ‘cynefin’ is a complex word that is difficult to translate into English (Snowden, 1999, cited in Chapman, Susan et al. p.3 2023). The word has also been described as “slippery” as it is rooted in ancient times when people had a deeper connection to the land (Adams, 2022, cited in Chapman, S, et al. p.3, 2023). As the Welsh Government (2021) defines cynefin as “a place where we feel we belong” and the new curriculum is steadfastly being embedded in Welsh schools it is vital to understand what cynefin means to the children in Wales. 
Key debates around cynefin Welsh Education:
As this concept of ‘cynefin’- has become a focal point within the Curriculum for Wales it is important to recognise the major debates and perspectives surrounding it. There are debates over the definition of the term ‘cynefin’.  The definition of the word ‘cynefin’ in the Welsh dictionary offers the translation, ‘habitat’ or ‘acquainted’, so by having both a noun and adjective as a definition we can begin to understand the ambiguity around the word. However, it is important to note that the development of technology across Wales and the globe will change how this term is utilised in the educational landscape, for example, society in Wales does not exist as it did in the past when communities were close knit and reliant on the land. If we examine the disconnect between Welsh people and their land due to the industrial transformation and the depleted environment we can begin to understand how ‘cynefin’ can be contextualised for modern Wales. Research shows that the traditional connection to nature has declined due to the near-total obliteration of woodlands by the late 18th century. Forests that were originally used for vital resources were cleared for industrial use symbolising the that the natural eco-system being turned into raw materials symbolises a change in connectedness to the land and how its importance was changing. (Hilton, 1971 cited in Rosen, D and Dumayne-Peaty, L, p. 2, 2001) According to Keen (cited in Rosen, D and Dumayne – Peaty, L, p,2,2001) from the mid-18th to late 19th century Swansea’s economy became dominated by industries producing tinplate and chemicals etc. These industries often prioritised profit and production over local well-being and the condition of the environment. This then marked a change from land – based livelihoods to more factory-based jobs and with the collapse of these during the post war recession (WW1) the communities were left economically vulnerable and left with a sense of disconnect from the land that previously served them. (Keen, 1995, cited in Rosen, D and Dumayne – Peaty, L, p.2, 2001).
The implication of this transformation reflects a deep cultural shift and leaves us with the question can a sense of ‘cynefin’ with the land be replaced with a sense of ‘cynefin’ within the community? Since the shift in the way the world operates and how Wales’s future looks with an ever growing technologically driven world. It has been noted through recent research that even though Wales is making significant progress in business digitisation there are digital inequalities experienced by rural communities. According to research pre -pandemic rural businesses often must spend more on transportation, utilities, and logistics compared to urban areas. (UK Parliament, 2019, cited in Norris, L. p.2, 2020) ‘ the write about the coal and farming industries very briefly here) then briefly go into tech and digital links) Additionally, the article highlights that government funding like EDRF could be used to upgrade rural educational infrastructure and in turn offer a route to train teachers and develop community learning hubs. (Norris, L p, 4, 2020). This idea offers an insight into why it is important to connect the term ‘cynefin’ into educational strategies therefore this literature review will begin to connect the dots as to how ‘cynefin’ can establish a real – world identity for students who are displaying a disconnect with education.











Chapter 4 
Results and Findings

Research aim
The aim of this research was to examine how cynefin is positioned in post-pandemic educational research as a culturally grounded response to mental-health related absenteeism (EBSA) among ALN pupils in Wales, and how cynefin intersects with student belonging in schools. The focus was to examine whether routine attendance patterns can serve as an early – warning signal for EBSA when interpreted through a lens (cynefin) with a focus on rights of the child, relationships and how this should be reflected in IDPs and whole school practice.

Data sources
As illustrated in the table below the data sourced was collected from the following:
Figure A
	Category
	Sources

	Peer reviewed research: 
EBSA/attendance – mental health
	 Finning et al. (2019;2020) Havik & Ingul (2021); McDonald et al. (2023); Hogn et al. (2022)

	
Peer – reviewed research:
Belonging/ cynefin
	
Chapman et al (2023); theoretical texts on belonging; Archer’s reflexivity

	
Welsh policy and inspection documents
	
Framework on embedding a whole – school approach to emotional and mental well-being (Welsh Government, 2021); ALN Code for Wales, (2021); Curriculum and Assessment (Wales) Act (2021); Estyn attendance analyses/annual reports (2022-2024); Welsh Government absenteeism statistics 2022/23; Review of maintained school and PRUs to prevent exclusions (Welsh Government, 2024)
Estyn, 2023

	
UK /Wider policy context 
	
Timpson Review (2019); DfE attendance guidance; persistent absence statistics
NEPS, Department of Education and Youth, Ireland, 2020




Methodology notes: This is a qualitative secondary analysis using interpretivist thematic analysis (Braun & Clark, 2006) across articles, policy and data sets; no primary research.
The findings will be reported under sub themes as follows:
Theme 1: Attendance as an early warning to EBSA
i) Disproportionate absence rates:

Evidence to present: Welsh absenteeism rates for ALN vs non ALN; synthesised finding and Estyn trend notes. Technical terms from the statistical studies to be analysed – Incident Rate Ratio (how often events happen in group compared with another) and Risk multiplier (how many times greater) to show how big the difference is between pupils with mental health challenges or ALN with their peers. (Table/ figure showing ALN vs Non – ALN absence (
This table (Figure B) demonstrates the findings from the Welsh Government for the year 2022/23. The persistent absence rates derived risk multipliers/IRR’s for ALN vs non- ALN pupils:

	Phase
	ALN rate 	(%)
	Non- ALN rate (%)
	Risk multiplier
	IRR

	Primary
	18
	8
	2.25
	2.25

	Secondary
	25
	12
	2.08
	2.08



Figure B (Welsh Government, 2023a & 2023b)
This table demonstrates that primary pupils with ALN will miss 18% of possible sessions compared to 8 % for non- ALN, a significant 10 points between the two groups. The risk multiplier of 2.25 was reached using the following equation:
Risk multiplier = /
Where,  = persistent – absence rate of ALN pupils
 = persistent absence rate of non – ALN pupils
So, if ALN pupils have an 18% persistent absence rate and non – ALN pupils have 8%:
 = 18 ÷ 8 = 2.25
Therefore, the risk multiplier of 2.25 means that ALN pupils in primary schools are more than twice as likely to be persistently absent.
In secondary schools the risk multiplier was 2.08 and reached using the same equation:
= 25 ÷12 = 2.08
Therefore, the 13-point difference shows ALN pupils in secondary schools are just over twice as likely to be persistently absent.
To summarise, these figures show that both phases in schools in Wales, pupils with ALN face a higher risk of chronic non – attendance than their peers.
For the academic year 2023/24 and 2024/25 attendance data for ALN and non-ALN has been omitted due to there being no data available on this in the Welsh Governments latest releases. The latest statements state that future releases will include data for ALN pupils, therefore a recommendation for future research would need to analyse this data once available.
The following table illustrates the findings from the OECD report summarising the key finding from Estyn with added insights from the OECD:
Figure C
	
Source
	
Key findings
	
Details 
	
Implications

	
Estyn Annual Report (2022 – 23)
	
Decline in secondary school attendance
	
Attendance dropped by 6.3% between 2018 and 2019 and between 2022 and 2023 12 fewer school days per pupil.
	
Indicates growing rates of absenteeism; urgent need for targeted interventions.

	
Estyn (2024)
	
Data gap
	
Missing attendance data between 2019-2022(Covid-pandemic)
	
Limits ability to track pandemic’s full impact on attendance.

	
Estyn (2024)
	
Slow recovery in attendance
	
Secondary school attendance remains low after pandemic
	
Long term planning needed to restore engagement and attendance culture

	
OECD (2021)
	
Opportunity for reform
	
Pandemic disruptions offer chance to consider other education systems
	
Encourages innovation in attendance tracking, wellbeing support and inclusion








ii) Emotional distress patterns

In relation to mental – health related patterns for ALN pupils, the literature in this research implies that EBSA is driven by internal distress rather than anti – social or defiant motives. The following table compares the findings from four literature demonstrating the patterns of emotional distress and low- attendance:
Figure D: Emotional Distress Patterns
	Source
	Framing of EBSA
	Main findings
	Recommendations

	
Berg (1969)
	
Somatic complaints; parental attendance efforts; no anti – social behaviour
	
EBSA driven by emotional distress rather than defiance
	
Clinical focus on identifying emotional symptoms in low/non attenders

	
Havik & Ingul (2021)
	
Anxiety and depression response to academic and social stressors
	
School refusal as a trauma response to school demands
	
Trauma – informed (through staff training) and family centred intervention strategies.

	
Finning et al (2019)
	
Mood – disorder related absence rates
	
Depressed pupils 11 times more likely to miss school; adolescents show higher authorised absence
	
Early mood screening (as a trigger on registers) policy adjustments for authorised absences.

	
McDonald et al. (2023) p.8

	
Qualitative accounts of fear and overwhelming feelings
	
Children “he couldn’t cope in the large classrooms in the first place” and “it was too noisy” and “too overwhelmed by fear to even step onto the playground”

	
Shift from punitive measures (avoidance of detentions, exclusions, fines, threats of imprisonment) to emotional support (embedded frameworks in school policy of support and external agencies to support schools)



This table offers guidance with the key takeaway being that EBSA is derived from genuine distress, not non-compliant behaviour that needs to be addressed through early screening, family engagement, trauma informed practice and policy changes with a priority on pupil wellbeing instead of punitive measures.

iii) Systematic and Policy Barriers affecting ALN pupils and EBSA support

The following table illustrates the findings from the existing policies and frameworks that demonstrate how current procedures are problematic and need updating.

Figure E: Systematic and Policy Barriers affecting ALN pupils and EBSA support


	
Barrier
	
Policy/Framework
	
Key Issue Identified
	
Implications for practice


	
Slow legislative process

	
UK Green Mental Health Bill
	2nd reading delayed until May 2026

	Delays in national mental health support for schools; limited immediate impact on EBSA interventions.

	
Lack of diagnostic attendance data
	
ALN Code for Wales (2021)
	
Attendance treated administratively, not diagnostically.
	
Missed opportunities for early mental health referrals; need for multi agencies to interpret the data.

	
Absence of EBSA specific protocols
	
ALN Code for Wales (2021)
	
No requirement to investigate school avoidant behaviour
	
IDPs may overlook emotional distress linked to attendance patterns

	
Over – reliance on data only approaches
	
Welsh Government Framework (2021, p.11-13)
	
Data alone can’t explain reasons for absences
	
Emphasis needed on relational enquiry and pupils voice

	
Undefined tracking protocols for EBSA
	
Welsh Government Framework (2021, p. 34 – 37)
	
No guidance on linking attendance data to safeguarding
	
Educators lack tools to identify emotional triggers behind absences

	

	
	
	






Figure F: Comparative Table: Estyn and Welsh Government Findings on School Attendance 

The following table illustrates a comparative analysis between Estyn and the Welsh Government’s absence data for ALN vs non- ALN pupils:



	
Feature
	
Estyn Annual Report
	
Welsh Government Data (2022-23)

	
Overall attendance trend
	
Significant drop in attendance since post- Covid
	
Quantified persistent absence rates for ALN vs non-ALN

	
Attendance decline
	
6.3 % attendance drop in secondary attendance (= 12 fewer days per pupil)
	
ALN pupils miss 18% (primary) and 25% (secondary) of sessions vs 8% and 12% for non-ALN

	
Key causes of absenteeism
	
Anxiety, poor behaviour, underdeveloped social skills due to the pandemic
	
Not specified but data suggests systemic disadvantage for ALN pupils.

	
Data gaps
	
Missing data between 2019-2022
	
No ALN specific attendance data for 2023/2024 and 2024/2025  

	
Implications
	
Need for mental health and social emotional support strategies
	
ALN pupils face systemic risk of chronic absenteeism; urgent need for targeted interventions

	
Recommendations

	
Reconsideration of education systems post – pandemic to address inequalities
	
Future research needed once new ALN attendance data is released.





Both sources highlight chronic absenteeism as a growing concern in Welsh schools, particularly among ALN pupils. Estyn provides a broader examination post-pandemic, while the Welsh Government offers quantitative data of the gap amongst ALN pupils. Together, they highlight the need for multi-agency support, inclusive strategies and vigorous data tracking to address attendance challenges.




Theme 2:  National Frameworks (Scotland and Ireland) and implications for Wales (ALN/EBSA in IDPs and the ALN Code)
After close analysis of the Scottish and Irish Frameworks (GIRFEC/SHANARRI) and Irish (Continuum of Support and NEPS+ Hardiker) it is notable that the early intervention, multi-agency roles, and a common language all play a role in a structured approach. These features can offer a transferable role in strengthening Wales’ ALN Code and IDP practice.
Scotland’s SHANARRI provides wellbeing indicators that involve multi – agency screening and ensure that concerns are recognised through a shared vocabulary. Ireland’s Continuum of Support provides a clear progression from whole school prevention through group support work through to intensive individualised support. The NEPS problem solving cycle operationalises that progression with defined assessment stages:
Clarify the concern
Gather information
Plan interventions 
Review outcomes
Embedding a similar problem-solving cycle into Wales’ IDP procedures would ensure actions follow assessment rather than descriptive measures.
The comparative review identifies three recurring gaps that Wales must address if policy transfer to schools is to be effective. First, wellbeing remains a broad and variably interpreted concept; without explicit definitions and association to attendance data wellbeing flags do not prompt action. Secondly, tiered frameworks lack measurable, attendance – linked triggers with no re-engagement systems for severe EBSA. This leaves schools aware of who needs help but not how or when to escalate. Thirdly, both models assume stable access to specialist capacity; this leads to mental health services being unavailable to some pupils.
This can be actionable for Wales by refining the frameworks by; introducing a common wellbeing indicator set in Wales and map each indicator to specific attendance and engagement signals so that wellbeing concerns trigger timely intervention. The ALN Code and IDP templates should require attendance-based triggers that lead to problem -solving reviews of pupils. Using the NEPS style problem solving tool within the IDP process to include data gathering, ALN sensitive screening, a function-based tool such as SRAS -R, questionnaire tool that identifies SR behaviours (Kearney, Christopher A, p18-26, 2016), alongside time allocated review windows. Embedding specific ALN adaptations specifying sensory needs and communication needs into the EBSA pathway as adjustments for the reintegration of EBSA pupils into school.

Synthesis of key Welsh documents, inspection reports and school practice in relation to cynefin
The table below summarises how key Welsh policy documents, inspection reports and school practice connect to cynefin indicators (pupil reported comments, IDP belonging goals, relational or restorative activity, sensory audit score, attendance to relational enquiry). The indicators are described using a quick rubric drawing on Bloom’s Taxonomy (Bloom et al, 1956) to evaluate the written material. The comments from the literature can be found in Appendix A. 
Figure G
	
Source (year)
	Pupil – reported familiarity
	% IDPs with belonging goals
	Restorative/relational frequency
	
Sensory Audit Score
	
Attendance/ Relational Enquiry Systems
	Evidence summary

	
Welsh Government – Belonging, engaging and participating (2023)
	
Weak
	
Moderate
	
Weak
	
None
	
Weak
	
Emphasises belonging and pupil voice but mainly rhetorical guidance; recommends IDP/ pupil voice without measured IDP uptake or formal relational threshold procedures.

	
ALN Code for Wales (2021)
	
Moderate
	
Moderate - Strong
	
Weak
	
None
	
Weak
	
Statutory duties require IDPs and multi-agency working (ch.3) but does not mandate standardised belonging metrics, sensory audits or an attendance – relational flowchart.

	
Estyn – Effective practice:
Ysgol Penrhyn Dewi (Cynefin case, 2023)
	
Strong
	
Moderate
	
Moderate
	
Moderate
	
Moderate
	
Case documents cross-curricular activities, community links and weekly sensory/outdoor work for ALN pupils; provides solid examples however limited quantified attendance impact.

	
Estyn- Thematic Report:  ALN System (2024)
	
Moderate
	
Moderate
	
Moderate
	
Weak
	
Moderate
	
Documents can be unreliable in relation to IDPs and some local restorative/relational practice but not all schools. Inconsistent use of attendance as a trigger across sampled LA’s

	
Chapman et al; 2023
	
Strong
	
Weak
	
Weak
	
Weak
	
None
	
Secure pupil voice evidence on cynefin and incorporating this into the curriculum. Empirical data on perception but not attendance outcomes or IDP measures.

	
McDonald et al; 2023
	
Moderate
	
Weak
	
Moderate
	
Moderate
	
Weak
	
Qualitative parent surveys link sensory overwhelm, anxiety and disruption to non – attendance; documents practices but lacks quantified school level indicators or attendance metrics.




See Appendix A for extraction examples in Figure G

How the strength indicators are rated:
· Strong: direct pupil data or school case showing implemented practice of belonging (e.g., restorative sessions)
· Moderate: practice described or recommended but limited or no measure uptake /outcome data.
· Weak: rhetorical mention only (policy language about belonging with no detail how to operate this).
· None: no evidence found for the indicator in the source.

To summarise, the policy mapping reveals a regular pattern: Welsh policy places belonging and cynefin within the framework language, with some case studies highlighting the cynefin-bases practice. However, the literature provided by the government is weak and vague in terms of operating in an educational setting (Chapman, et al, p.3, 2023). The Estyn Penrhyn Dewi case offers direct qualitative evidence that cynefin operates as a lived experience and a similar longitudinal study across a variety of schools is recommended for future research. The ALN Code (2021) creates a starting point for IDPs, but the Code does not require standardised belonging metrics or routine sensory audits, making the framework weak as belonging is not implemented in any meaningful way. The evidence from this mapping provides an indication that cynefin could be plausible causal link to reduce EBSA, however lack of empirical evidence implies tentativeness but also the need for more robust policy surrounding cynefin. Recommendations for government policy to run targeted policy projects to test whether targeted, measurable changes influence ALN attendance and EBSA outcomes. A brief example in the form of a flow chart is shown below:
Figure F


Conclusion
This study demonstrates that cynefin, when understood as a culturally grounded sense of belonging and familiarity, offers a response to post-pandemic mental – health related absenteeism (EBSA) among pupils with ALN in Wales. Post-pandemic attendance data and the literature show persistent absence among pupils with ALN and a clear link between emotional distress and non-attendance.  Cynefin can work as protective factor to reduce EBSA however Policy gaps highlight a lack of clear procedures, pupil-centred measures for belonging and specific pathways for EBSA.
Qualitative patterns such as emotional safety, relational trust and identity recognition offer ways to reduce attendance barriers and indicate ways that cynefin-informed practices can improve re-engagement for ALN pupils. 
Therefore, schools should prioritise practices that utilise pupil voice, restorative responses and sensory aware classrooms. This needs to be implemented through policy specifically use of attendance triggers, explicit EBSA guidance embedded into IDPs to ensure effective interventions.
The limitation to this study draws on secondary research only and does not include updated primary level data. The acknowledged gaps in ALN attendance reports are limited and must therefore be treated cautiously. For ALN pupils recovering from pandemic disruptions, utilising cynefin into educational institutions is an opportunity to restore belonging, reducing EBSA and improving access to learning.














Appendix

Figure G – Extraction examples:
Belonging guidance (Welsh Govt, 2023): “emphasises pupil voice and belonging” — rhetorical; recommends multi‑agency working but no attendance→relational flowchart.
ALN Code (2021, ch.3): “IDPs required; responsibilities shared” — statutory but no standard belonging metric or mandated sensory audit.
Estyn Penrhyn Dewi (2023): “co‑produced local curriculum; weekly sensory outdoor sessions; inclusive displays” — concrete practice illustrating pupil familiarity and sensory practice.
Chapman et al. (2023): pupil interviews showing many children feel curriculum images do not reflect their lives — strong pupil voice on cynefin, but no attendance outcome data.
McDonald et al. (2023): parent/professional narratives describing sensory overwhelm in large classrooms and increased anxiety post‑pandemic — evidence linking mechanisms to EBSA but no quantified intervention outcomes.



Glossary (selected)
· ALN — Additional Learning Needs.
· ALP — Additional Learning Provision.
· EBSA — Emotionally Based School Avoidance.
· IDP — Individual Development Plan.
· KiTeS — Kids and Teens at School framework.
· Cynefin — Welsh cultural term used in policy to indicate belonging/connectedness.
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Evidence is indicative not causal


Run targeted pilot projects
- Familiarity surveys
- IDP belonging goals
- sensory audits
-Restorative rates
-Attendance protocols	


Test policy impact on ALN attendance outcomes and EBSA outcomes 
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NEPS Support and Development for Primary Schools

For more details and to register visit: www.esci.ie

Embracing Cultural and Linguistic Diversity

This webinar reflects on cultural and linguistic diversity in Ireland and provides
examples of good practice in schools.

‘Webinar 1: 3.30pm - 4.15pm Wednesday, 15 October 2025

‘Webinar 2: 3.30pm - 4.15pm Wednesday, 5 November 2025

Reluctant School Attendance

This webinar provides information on how to manage Reluctant School Attendance

and School Avoidance Behaviour.
Webinar 1: 3.15pm - 4.30pm Tuesday, 21 October 2025

Introducing Trauma-informed Practice
This webinar is a taster session for the online e-learning training.
Webinar 1: 4.15pm - 5.15pm Tuesday, 14 October 2025
Webinar 2: 4.15pm - 5.15pm, Tuesday, 11 November 2025

NEPS E-Learning Supports and Courses

Responding to critical incidents
+ This self-paced course supports schools in preparing for and responding to critical

incidents. Visit: https: /elearning.education.ie/browse/neps/courses/responding:to-

Introducing Trauma-informed Practice
+ This course introduces all staff to whole school and class approaches to trauma

informed practice. Visit: https:/elearning.education.ie/browse/neps/courses/wellbeing

‘Welcome to our school
+ The Welcome to our Schools’ video provides information and strategies to welcome and
include children in schools following their arrival in Ireland.

Visit: https:/youtu.be/UR-tWbApvrQ
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Table 1 Phases of thematic analysis

Phase

Description of the process

1

2.

Familiarizing yourself
with your data:

Generating initial codes:

Searching for themes:
Reviewing themes:
Defining and naming

theme:
Producing the report:

Transcribing data (if necessary), reading and re-reading the data, noting down
initial ideas.

Coding interesting features of the data in a systematic fashion across the entire
data set, collating data relevant to each code.

Collating codes into potential themes, gathering all data relevant to cach
potential theme.

Checking if the themes work in relation to the coded extracts (Level 1) and the
entire data set (Level 2), generating a thematic ‘map’ of the analysis.

Ongoing analysis to refine the specifics of each theme, and the overall story the
analysis tells, generating clear definitions and names for each theme.

The final opportunity for analysis. Selection of vivid, compelling extract
examples, final analysis of selected extracts, relating back of the analysis to the
research question and literature, producing a scholarly report of the analysi:
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NEPS Support and Development for Post-Primary Schools
For more details and to register visit: www.esci.ie
Post-Primary Assessment and Diagnosis - English

This webinar provides information on the PPAD-E, which is a standardised assessment of English
literacy skills for use in post-primary schools

Webinar 1: 4.15pm - 5.15pm, Tuesday, 23 September 2025
Webinar 2: 4.15pm - 5.15pm, Tuesday, 7 October 2025
Webinar 3: 4.15pm - 5.15pm, Thursday, 16 October 2025

RACE (Reasonable Accommodations in Certificate Examinations)
‘This webinar is a joint initiative from the SEC (State Examinations Commission) and NEPS, providing an
overview of the RACE scheme and to support the application process.

Webinar 1: 4.15pm - 5.30pm, Tuesday. 30 September 2025

Webinar 2: 4.15pm - 5.30pm, Thursday. 2 October 2025

Webinar 3: 4.15pm - 5.30pm, Wednesday, 8 October 2025

Reluctant School Attendance

This webinar provides information on how to manage Reluctant School Attendance and School
Avoidance Behaviour.

Webinar 1: 4.15pm - 5.30pm Thursday, 23 October 2025

Introducing Trauma-informed Practice

This webinar is a taster session for the online eLearning training which focuses on a whole school and
class approach to Trauma Informed practice.

‘Webinar 1: 4.15pm - 5.15pm, Tuesday, 14 October 2025

Webinar 2: 4.15pm - 5.15pm, Tuesday, 11 November 2025

NEPS E-Learning Supports and Courses
Responding to critical incidents
« This self-paced course supports schools in preparing for and responding to critical incidents. Visit:
httos:/elearning.education.ie/browse/neps/courses/responding:to-critical-incidents
Introducing Trauma-informed Practice
« This course introduces all staff to whole school and class approaches to trauma informed practice.





