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Chapter 1: Introduction
Aims and rationale 
The overarching aim of the research project is to enhance the writer’s knowledge and understanding of supporting wellbeing within the primary school context. The research aims to:
· identify a sample of teaching staff’s knowledge and confidence of supporting learners’ wellbeing;
· highlight the processes implemented within the research school to monitor and measure learners’ mental health and emotional wellbeing, and;
· identify the relationship between teaching staff’s knowledge and confidence of wellbeing and the effectiveness of the processes implemented to monitor and measure learners’ mental health and emotional wellbeing.

Background research 
A range of research highlights an increase in mental health issues in primary school aged children, with recent statistics estimating 1 in 4 children with a mental health issue (Children, Young People and Education Committee, 2018; Olfson, M. et al. 2015, and Welsh Government, 2012). Early identification of mental health issues is considered an effective approach to support learners’ wellbeing, thus, highlighting the importance of monitoring and measuring learners’ mental health and emotional wellbeing (Mental Health Foundation, 2016; and Welsh Government, 2010). 

Donaldson (2015, p.30) recommends Wales’ new curriculum develops ‘healthy, confident individuals’ who are ‘building their mental and emotional well-being’. This is reflected within the Health and Well-being Area of Learning and Experience whereby mental health and emotional wellbeing are its ‘fundamental components’ (Hwb, 2020). This indicates that the effectiveness of Wales’ new curriculum is dependent on teaching staff’s knowledge and confidence of wellbeing. Thus, research must be conducted regarding the impact teaching staff’s have on the monitoring and measuring of learners’ mental health and emotional wellbeing. 

Hypothesis
It is hypothesised the school identify the importance of supporting learners’ wellbeing and, therefore, ensure all teaching staff receive relevant training. However, it is suggested the effectiveness of the training received will impact teaching staff’s knowledge and confidence of wellbeing and therefore the monitoring and measuring of learners’ mental health and emotional wellbeing. Finally, the writer hypothesises that lack of or ineffective staff training will result in ineffective processes to monitor and measure learners’ mental health and emotional wellbeing.

Research methods
In order to collect data for the research project, the following methods were employed: review of recent literature and research; interviews with senior members of staff; an interview with learners, and; use of questionnaires for teaching staff.

Defining ‘Wellbeing’
A range of literature highlights a lack of consensus regarding a definition of wellbeing, to which this will be discussed in chapter 2 (Cassidy, 2018; and Centres for Disease Control and Prevention, 2018). However, a definition is required in order to achieve a mutual understanding of wellbeing between the writer and audience. Thus, the definition by the National Assembly for Wales (2014) will be used when referring to ‘wellbeing’ (Appendix 1).

Defining ‘Mental Health and Emotional Wellbeing’
Mental health and emotional wellbeing include an individual’s emotional, psychological, and social wellbeing, and impacts their ability to form relationships, reach their full potential, handle stress, and make informed decisions (MentalHealth.gov, 2019; and South Easter Health and Social Care Trust, 2020).

Writer’s interest
The writer recently researched interventions to support learners’ mental health and emotional wellbeing and identified monitoring and measuring wellbeing as a challenging area. Therefore, this topic has been selected in order to enhance the writer’s knowledge and enable the effective support of learners’ mental health and emotional wellbeing in future practice. 





















Chapter 2: Literature Review
This chapter will conduct a review of literature regarding the monitoring and measuring of mental health and emotional wellbeing and factors that influence its effectiveness. 

Defining ‘Wellbeing’
A review of literature regarding the definition of wellbeing exemplifies a lack of consensus, to which research indicates a ‘consistent, unified definition’ of wellbeing is required for effective monitoring and measuring of mental health and emotional wellbeing (Pollard and Lee, 2003, p.64). Alatartseva and Barysheva (2015) state wellbeing can be defined from two perspectives: subjective wellbeing and objective wellbeing.

Subjective wellbeing is defined as individual’s emotional responses, perceptions of themselves, and satisfaction with life (Estyn, 2019; Eunkook et al. 1999; and Osmanoglu and Kaya, 2013). Research findings, such as those conducted by Bradburn (1969, cited in Dodge et al. 2012) and Flugel (1925, cited in Chen et al. 2012, p.2), identify wellbeing as subjective. Their research concludes that an individual will be high in wellbeing if they have an ‘excess of positive over negative’ emotions and low in wellbeing if they have greater negative emotions than positive (Bradburn, 1969, cited in Dodge et al. 2012, p.2). This highlights two theories: wellbeing is a spectrum of low and high wellbeing, and; individuals with high wellbeing may express negative emotions, however, on average their emotions are positive. Pollard and Lee (2003, p.64) support the latter theory and describe it as a ‘continuum from positive to negative’ emotions. However, there are inconsistencies within the subjective wellbeing perspective. For example, Centres for Disease Control and Prevention (2018) determine high wellbeing includes the absence of negative emotions, implying said individual will not express negative emotions. Additionally, Eunkook et al. (1999) believes only long-term emotions impact an individual’s subjective wellbeing, indicating short-term negative emotions do not contribute to an individual’s level of wellbeing.

Objective wellbeing is described as the use of facts and data to define an individual’s wellbeing, as opposed to emotions and opinions (Estyn, 2019). Research suggests objective wellbeing includes an individual’s health, literacy skills, education, and income (Alatartseva and Barysheva, 2015; Carnwath, 2015; and Pollard and Lee, 2003). Gasper (2005) suggests measuring wellbeing objectively is depended on the factors and data utilised. For example, Estyn (2019) recommend the use of Free School Meals, Looked After Children, and Additional Learning Needs data in order to objectively measure learners’ wellbeing. However, it is evident the data selected is depended on the individual’s understanding of wellbeing, a factor that will be discussed later within the chapter.

Despite the different perspectives of wellbeing, there is a wealth of research that indicates wellbeing is a ‘multifaceted construct’ (Forgeard et al. 2011). This implied wellbeing may be a combination of subjective and objective perspectives. The ‘dynamic model of well-being’, shown in Appendix 2, highlights how a combination of factors influence an individual’s wellbeing. Similarly, research suggests that wellbeing relates to an individual’s social wellness, allowing them to connect with other people; their emotional wellness, allowing them to form and maintain positive relationships and manage their emotions; their intellectual wellness, allowing them to learn new skills and reach their full potential; their mental wellness, allowing them to deal with daily challenges and handle stress; and their physical wellness which allows them to be physically active and healthy (MentalHealth.gov, 2019; National Health Service, 2019; and South Eastern Health and Social Care Trust, 2020). 

Huebner and Furlong (2016) identify a lack of consensus of a definition of wellbeing as a detrimental factor to the measurement of wellbeing. As a result, studies, whereby the wellbeing of individuals has been measured, are unable to be compared due to the use of different criteria of wellbeing. Thus, resulting in a lack of reliable research of measuring wellbeing. Additionally, the writer has identified that a number of studies conducted only utilised objective approaches to measure wellbeing, thus, not identifying the most effective perspective to measure learners’ wellbeing: subjectively or objectively (Huebner and Furlong, 2016; Miles, 2008; and Pickett and Wilkinson, 2007). This indicates the differing definitions of wellbeing have been detrimental to indicating the most effective process to measure an individual’s wellbeing.

Monitoring and measuring mental health and emotional wellbeing
The New Economics Foundation (2012, p.9) suggests schools should frequently measure learners’ wellbeing to form a ‘baseline of information’, enabling the monitoring of wellbeing over a period of time. Additionally, research supports this approach as it enables early identification of mental health issues (Mental Health Foundation, 2016; and Welsh Government, 2010). That aside, the Children Young People and Education Committee (CYPEC) (2018) and Young Minds (2017, p.18) recommend the Welsh Government priorities the improvement of measuring learners’ wellbeing and establish a wellbeing measurement framework. Thus, forming a consistent measurement of learners’ wellbeing in schools. This highlights the importance of implementing effective approaches to monitor and measure learners’ mental health and emotional wellbeing in primary schools. 

Estyn (2019) informs that schools currently use a range of approaches to monitor and measure learners’ mental health and emotional wellbeing, including subjective and objective approaches. Therefore, a number of said approaches will be explored.

Forgeard et al. (2011) recommend the use of observations to objectively measure learners’ mental health and emotional wellbeing due to a range of characteristics being easily observed. In order for effective observation, Estyn (2019) recommend the development of quality relationships between staff and pupils, enabling staff to have a greater understanding of learners’ mental health and emotional wellbeing. However, Huebner and Furlong (2016) have reservations about this approach as some characteristics, such as sadness, as more easily observable than others. This indicates that it may be challenging to observe all characteristics learners display. Additionally, Huebner and Furlong (2016) question the effectiveness of wellbeing observations, stating children may perceive high life satisfaction yet ‘demonstrate relatively few positive emotions and/or frequent negative emotions’ (Huebner and Furlong, 2016, p.1-2). This indicates that wellbeing observations may not be an accurate representation of a child’s mental health and emotional wellbeing due to a lack of correlation between emotions displayed and wellbeing. Eunkook et al. (1999, p. 277) agree with this notion and state every child reacts differently to the same circumstance due to their ‘unique expectations, values and previous experiences’. This further indicates the unreliability of wellbeing observations. Finally, Forgeard et al. (2011) note observers must share the same standards and criteria when observing learners in order to be effective. However, as discussed later in the chapter, teaching staff often lack sufficient knowledge of mental health and emotional wellbeing, suggesting teaching staff observations of wellbeing is a less effective approach (AFNCCF, 2017; CYPEC, 2018; and Reinke et al. 2011).

Young Minds (2017, p.9) state that emotional wellbeing is a ‘key indicator of academic achievement’, suggesting wellbeing can be measured objectively using learners’ academic achievement. Additionally, Estyn (2019) acknowledge academic achievement as an indicator of future wellbeing, highlighting the importance of ensuring learners achieve their potential in order to have high wellbeing as adults. When this research is applied to the number of children in Wales not achieving the expected outcomes at the end of their key stage, the Foundation Phase Indicator and Core Subject Indicator, 32.2% of children will have low wellbeing as adults (Statistics for Wales, 2019). This evidences how academic achievement data can be used to objectively measure learners’ wellbeing. Conversely, research implies that ‘easily measured constructs of wellbeing’, such as academic attainment, are privileged as measurements of mental health and emotional wellbeing due to the accessibility of data (Thorburn, 2018). Research suggests measuring mental health and emotional wellbeing by academic attainment does not provided detailed information about a learners’ wellbeing (Thornburn, 2018). 

A range of literature identifies wellbeing self-assessments as an effective subjective approach to measure mental health and emotional wellbeing (Huebner and Furlong, 2016; and New Economics Foundation, 2012). Said self-assessments may include questionnaires, focus groups, and diary entries (New Economics Foundation, 2012). Estyn (2019, p.15) and New Economics Foundation (2012) informs that conducting wellbeing questionnaires over a period of time allows the data to be analysed and ‘anomalies and trends in scores’ can be identified, enabling relevant support to be provided to specific learners. However, this is evidently dependent on teachers’ abilities to effectively analyse data. As a result, a number of organisations have formed tool kits that include questionnaires to measure mental health and emotional wellbeing, however, Estyn (2019) recommend that learners should be involved in the evaluation and development of processes that support their mental health and emotional wellbeing (Anna Freud National Centre for Children and Families, 2016; and Child Outcomes Research Consortium, 2016). This may indicate that a questionnaire created for a specific school may be more effective than a framework created by an organisation as it  can be personalised to the school and its learners. However, it is suggested that further research is conducted within this field.

In order for effective measurement of learners’ mental health and emotional wellbeing, research indicates that schools should utilise a range of subjective and objective approaches. However, there is a lack of research to identify the most effective approaches.
Teaching staff’s knowledge and confidence of wellbeing 
Bronfenbrenner’s Ecological Model highlights that, within a learner’s microsystem, the interactions teaching staff have with learners impact their development (Ettekal and Mahoney, 2017; and Psychology Notes HQ, 2020). This may suggest that sound teaching staff  knowledge and confidence of wellbeing is required to impact learners’ mental health and emotional wellbeing. Estyn (2019, p.8) supports this statement and identify ‘professional learning for all staff’ as effective practice. Therefore, teaching staff’s knowledge and confidence of wellbeing must be explored to identify its impact on the monitoring and measuring of mental health and emotional wellbeing.

In order to support children, Whitley et al. (2012, p.58) state individuals working in the education sector, such as teaching staff, require effective ‘knowledge, skills and attitudes’ with regards to mental health and emotional wellbeing. This is supported by learning theory that indicates teacher subject and pedagogical knowledge and equally important for effective teaching (Cochran et al. 1993; and Zeidler, 2002). These sources suggest the level of effective support provided to learners is depended on teaching staff’s knowledge of mental health and emotional wellbeing, skills to support learners, and positive attitude towards wellbeing (Cochran et al. 1993; Whitley et al. 2012; and Zeidler, 2002). Conversely, Craig (2009) argues that developing teachers’ knowledge of wellbeing to the level of psychologists or mental health experts can ‘deprofessionalise teachers’ and be detrimental to their confidence and effective teaching. As a result, Craig (2009) describes that a balance should be formed between teachers supporting learners’ wellbeing and their education. CYPEC (2018) agree with Craig (2009) and describe how supporting learners’ mental health and emotional wellbeing should be a collaboration between professionals, thus suggesting teachers do not require extensive knowledge of how to support learners’ mental health and emotional wellbeing. It highlights that teachers require knowledge of professionals to contact if they require support (CYPEC, 2018). However, the Anna Freud National Centre for Children and Families (AFNCCF) (2017) highlighted that ‘less than half’ of respondents within their research felt confident as to which professionals to contact if they require support. Perhaps, this indicates a gap within teaching staff’s knowledge of supporting learner’s wellbeing and requires greater emphasis within staff training. 

As previously stated, Estyn (2019) highlight the importance of school staff’s professional learning with regards to mental health and emotional wellbeing. However, recent research highlights that teachers often lack sufficient knowledge of mental health and emotional wellbeing in order to support learners (AFNCCF, 2017; CYPEC, 2018; and Reinke et al. 2011). More specifically, the research indicated that teachers have not been provided with sufficient mental health training, with ‘only 10%’ of teacher stating that they strongly agreed the training they had received allowed them to confidently support learners (AFNCCF, 2017; and Reinke et al. 2011). Therefore, this highlights the impact teachers’ knowledge and confidence of mental health and emotional wellbeing has on the support provided to learners. However, it is important to note that the research conducted by AFNCCF (2017) includes only English teachers which may not accurately reflect the training, knowledge and confidence of teachers in Wales.

Conclusion of chapter 
To conclude, this chapter has highlighted how the differing definitions and perspectives of wellbeing has been detrimental to the identification of effective processes to monitor and measure learners’ mental health and emotional wellbeing. Literature reviews highlighted the contrasting facets of objective and subjective approaches to measure wellbeing; it will be interesting to identify the processes implemented to monitor and measure wellbeing within the research school. The chapter highlighted the importance of teaching staff’s knowledge and confidence of wellbeing, however, there is a lack of research to identify a correlation between teaching staff’s knowledge and confidence of wellbeing and its impact on processes implemented to monitor and measure learners’ mental health and emotional wellbeing.









Chapter 3: Methodology and Research Design 
In order to conduct in-depth research in relation to the research project question, the following methods were used: questionnaires completed by teaching staff; interviews with senior members of staff, and; an interview with a group of learners. As later exemplified within the chapter, it was ensured all data collection adhered to the following: British Education Research Association (2018); General Data Protection Regulation (2018); Education Workforce Council Research and Ethics Guidelines (2019); UWTSD Research and Ethics Guidelines (2019), and; UWTSD Research Ethics and Integrity Code of Practice.

A range of literature supports the use of mixed method research approaches, whereby quantitative and qualitative data are collected and analysed, as it collates a wider range of information and utilises the strengths and reduces the weaknesses from said approaches (Creswell and Piano Clark, 2007; Dunning et al. 2008; Schulze, 2003; and McKim, 2017). Therefore, a mixed method research approach was utilised within the research project.

Interviews 
The purposes of the interviews were, primarily, to collect data regarding the processes implemented within the school to monitor and measure learners’ mental health and emotional wellbeing. Therefore, the writer selected this method as the data required to fulfil this purpose needed to be detailed and enable to writer to clarify aspects and ask additional questions (Boyce and Neale, 2006). Thus, a semi-structed approach was utilised to enable the interviewer to establish questions prior to conducting the interview and have the ability to ask additional questions in order to ‘explore new areas which arise within the interview’ (Palaiologou et al. 2016, p.140). 

Interviews with senior members of staff
3 senior members of staff were selected for interview due to their knowledge of and involvement in the school’s processes to monitoring and measuring mental health and emotional wellbeing: Deputy Headteacher, Wellbeing Officer, and Additional Needs Coordinator. The interviews aimed to collect qualitative information relating to the following: the school’s philosophy for wellbeing, teaching staffs’ training, and processes within the school to monitor and measure learners’ mental health and emotional wellbeing. Prior to conducting interviews, it was ensured participants understood the purposes of the research project and provided consent (Appendix 3). This is further discussed in the ethics form shown in Appendix 4. Cohen et al. (2007) highlights that interviews are often time consuming, especially with senior members of staff due to their busy schedules. Therefore, it was evident only a small sample of senior staff could be interviewed during the limited time of the research process. It is suggested that, in order to increase the data collected and reliability, a larger sample size is utilised, to which Marshall et al. (2013) and Shoukri et al. (2004) suggest larger sample sizes increase reliability. Cohen et al. (2007, p.349) also highlight that an interviewee’s response is ‘open to interviewer bias’, indicating the information collected is depended on the interviewer’s interpretation of the interviewee’s response. This may indicate the information collected could be unreliable. Thus, in order to increase the accuracy of data collection, the interviews conducted were audio recorded, enabling the exact responses of the interviewees to be recorded. 

Interview with a group of learners
An interview was conducted with the ‘emotion coaches’, a group of 5 learners, in order to collect qualitative information about their roles and responsibilities, their training, and the opportunities they are provided to self-assess their mental health and emotional wellbeing. When conducting interviews with participants it was essential the experience was not detrimental to their wellbeing. Thus, in order for learners to be relaxed and not intimidated by the interviewer, a group of  learners were interviewed simultaneously (Cohen et al. 2007). Hutchinson (1994) highlights the importance of gaining consent from interviewees in addition to assessing their consent throughout the interview. Therefore, prior to conducting the interview, it was ensured a letter of consent was signed by each participants’ parent or guardian (Appendix 5), the learners signed a consent form before and after conducting the interview (Appendix 6), and a consent card (Appendix 7) was used throughout the interview to state whether the learner wishes to continue. This is further discussed in the ethics form (Appendix 4). As previously stated, interviews with senior members of staff were audio recorded in order to increase the reliability of the data collected. However, this method was not used during this interview due to the challenge of identifying the responses from different learners. Therefore, information was collected via the interviewer making notes of the key discussions within the interview, to which research indicates can result in interviewer bias (Cohen et al. 2007). Thus, it is suggested that interviews with groups should be audio recorded and transcribed by the interviewer during the interview, in order to establish the responses from specific individuals. However, it is important to note that consent and confidentiality must be attained during this approach (Cohen et al. 2007; and Palaiologou et al. 2016).

Questionnaires
The purpose of the use of questionnaires were to collate qualitative and quantitative data regarding teaching staff’s knowledge and confidence of wellbeing. The writer selected this research method as it allowed a range of quantitative data to be collected and easily analysed (Wilson and McLean 1994, cited in Cohen et al. 2007). Additionally, McColl et al. (2001, p.2) advocates the use of questionnaires, stating it enables the collection of ‘valid, reliable, unbiased and discriminatory data’. However, a range of literature states the use of questionnaires provide a lack of depth and detail (Boyce and Neale, 2006; and Cohen et al. 2007). Therefore, a triangulation approach will be utilised when reviewing the results of the questionnaires in order to increase validity and gain a greater depth of data, for example, comparing to other questionnaire results for larger surveys, Estyn reports and literature (Palaiologou et al. 2016).

All teaching staff, 37 members, were asked to complete a questionnaire. However, only 14 responses were received, resulting in an approximate 38% response rate. Cohen et al. (2007, p.318) highlight this as a risk of this research method as the decision to participate must be made by the participant and not ‘coerced into completing a questionnaire’. In an attempt the increase the response rate, the questionnaire was conducted on a university approved online platform which allowed respondents to complete the questionnaire when they had time. However, the writer considers the response rate, as well as the triangulation approach, sufficient in order to effectively aid the research project. Despite this, it is suggested that a greater time period to conduct the research should be considered during future research to enable a larger research sample, which is also likely to increase reliability (Marshall et al. 2013; and Shoukri et al. 2004).

As implied by Cohen et al. (2007), respondents must provide consent prior to completing the questionnaire and participate at their own will. Therefore, a cover letter (Appendix 8) was provided to participants which described the purpose of the research project and questionnaire, and a consent form (Appendix 9) was completed by all participants. Further details, information about confidentiality and anonymity, and ethical consideration are evidenced in the ethics form (Appendix 4). Finally, Parahoo (2008) notes effective data collection is dependent on the construction of a questionnaire, for example the types of questions utilised to collect data. Therefore, the following types of questions were utilised within the questionnaire: closed, open-ended, multiple choice, and Likert scales. An example of a questionnaire provided to teaching staff is shown in Appendix 10.


Chapter 4: Results and Discussion
[bookmark: OLE_LINK1][bookmark: OLE_LINK2]Teaching staff’s knowledge and confidence of wellbeing 
This section aims to discuss the findings collected from questionnaires to determine teaching staff’s knowledge and confidence of wellbeing. In order to achieve this, the training teaching staff have received during their employment at the school will be explored. The questionnaires collected 14 responses, including those of class teachers, teaching assistants, Wellbeing Officer, and Deputy Headteacher. This is represented in figure 1. On average, respondents had more than 10 years of experience working in the education sector with 1 to 4 years of experience supporting learners with mental health issues. Thus, respondents have a number of years of experience supporting learners’ wellbeing.

Training
Respondents were asked to identify the training they had received, during their employment at the school, to develop their knowledge and confidence of supporting learners’ wellbeing. It was vital to gain this information as a range of literature, as discussed in chapter 2, highlights the impact staff knowledge and confidence of wellbeing has on the support provided to learners (Estyn, 2019; Ettekal and Mahoney, 2017; Psychology Notes HQ, 2020; and Whitley et al. 2012). The results highlight that all respondents had received training during their employment at the school, to which figure 2 depicts the trainings received. Additionally, an interview with the Wellbeing Officer highlighted that all staff, including non-teaching staff, had received training via In-Service Training (INSET) (Appendix 11). This supports and exceeds the writer’s hypothesis that the school ensured all teaching staff received training to develop their knowledge and confidence. A larger sample size survey, conducted in England, identified that 47% of schools had provided all staff with training to support learners’ wellbeing (Department for Education, 2017). This may evidence the school’s commitment to ensuring its learners receive the most effective support, with regards to their wellbeing, as over 50% of school do not provide training for all staff. It is important to note the survey’s results cannot be direct compared to the research project’s results due to different locations and sample sizes, however, it provides an insight into a larger sample size. 

The interview with the wellbeing Officer highlighted that a number of trainings conducted by teaching staff, shown in figure 2, were conducted via INSET (Appendix 11).  For example, Thrive and Adverse Childhood Experiences training. Estyn (2019, p.33) question the quality of training conducted through ‘participation in short training sessions’, such as training via INSET. Similarly, the Evidence Based Teachers Network (2017) indicates training via INSET is ineffective due to ‘bite-size talks and no follow-up or practice’, implying sessions do not provide participants with sufficient time to develop and assess their knowledge. These reservations are supported by long-term memory research that indicates information must be repeated, recalled, and applied in different contexts in order for effective and memorable learning (Alexander, 2010; Ebbinghaus, 1885; and Department for Children, Education, and Lifelong Learning Skills, 2008). This research would suggest the INSET provided to teaching staff was ineffective in developing their knowledge and confidence of wellbeing due to insufficient time and lack of review of practice. This notion is mirrored in the responses from question 7, whereby respondents stated the most effective training received, as 0 respondents stated INSET. However, there is limited evidence collected to support this statement, thus, further research must be conducted to determine the impact INSET has on teaching staff’s knowledge and confidence of wellbeing compare to accredited courses.

Impact of training on teaching staff’s knowledge and confidence of wellbeing
In order to determine respondents’ knowledge and confidence of wellbeing, the questionnaire collected data regarding the impact the received training had on respondents’ knowledge and confidence. Question 9 (Appendix 10) entailed participants stating their level of agreement to a number of statement regarding the impact of the training on their knowledge and confidence of wellbeing. As a result, figure 3 evidences that, on average, respondents ‘strongly agreed’ the received training increased their knowledge of supporting mental health and emotional wellbeing. Additionally, figure 4 evidences the 50% of respondents stated they ‘strongly agreed’, approximately 43% stated they ‘agreed’, and approximately 7% stated they ‘strongly disagreed’ the received training increased their confidence of supporting learners’ mental health and emotional wellbeing. Therefore, despite research questioning the effectiveness of the training respondents received, on average, respondents strongly agreed the training increased their knowledge and confidence of supporting learners’ mental health and emotional wellbeing (Alexander, 2010; Ebbinghaus, 1885; Estyn, 2019; Evidence Based Teachers Network, 2017; and DCELLS, 2008). Interestingly, the results contrast those of larger surveys. For example, the National Assembly for Wales (2017) share that 30.1% of educational professionals in Wales agreed the training they had received helped them to support learners’ mental health and emotional wellbeing, 15.6% stated they disagreed, and 26% stated they had not received any training (Appendix 12). Additionally, the Department for Education (2017) highlighted that 36% of respondents in England indicated they lacked knowledge and understanding of mental health and emotional wellbeing. This highlights that, when compared to results from surveys with larger sample sizes, the results from the research project’s sample contrast. This may suggest the knowledge and confidence of teaching staff within the research school are not an accurate representation of teaching staff in Wales. 

In conclusion, the data highlights that participants have received training to supporting learners’ wellbeing which has, on average, increase their knowledge and confidence. This implies the training respondents received was effective. Research indicates that effective training will have a ‘significant impact on pupils’ health and wellbeing’ and suggests the training will result in the implementation of effective processes to monitor and measure learners’ mental health and emotional wellbeing (Durlak and DuPre, 2008; and Estyn, 2019, p.33). 

Monitor learners’ mental health and emotional wellbeing
An interview conducted with the Wellbeing Officer identified the school has implemented a whole school approach to monitor learners’ mental health and emotional wellbeing (Appendix 13). Said approach includes learners conducting daily emotion check-ins, enabling them to reflect on how they are feeling and communicate this to the teacher. For example, learners putting an image of their face on the emotion they are feeling (Appendix 14). As discussed in chapter 2, a range of literature supports the use of wellbeing self-assessments to monitor learners’ mental health and emotional wellbeing, describing it as an effective approach (Estyn, 2019; Huebner and Furlong, and New Economics Foundation, 2012). Thus, suggesting the emotion check-in is an effective process to monitors learners’ mental health and emotional wellbeing. However, the Deputy Headteacher informed that each class has developed their own approach to learners checking-in (Appendix 14). Estyn (2019, p.5) notes that ‘differences in implementation at classroom level affect success’. This may imply that, due to different approached implemented within each class, some approach may be less effective. Estyn (2019) implies that teacher knowledge and confidence of wellbeing will impact the effectiveness of approaches implemented within the class. This indicates that low teacher knowledge and confidence of wellbeing will result in ineffective processes being implemented. However, it may be argued the high level of teacher knowledge and confidence of wellbeing, evidenced from the questionnaire data, suggests teachers would have implemented effective approaches in their class, thus, reducing this detrimental factor. 

Estyn (2017) also state the way in which data is used to support learners’ wellbeing is more important than the processes used to collect said data. For example, Estyn (2017, p.21) inspection guidance states there is a greater focus on ‘how well the school tracks and monitors pupils’ progress and wellbeing’ and how they use ‘this information to consider the progress and development of specific groups’. Therefore, the interview conducted with the Wellbeing Officer explored how the data collected from check-ins is used to support learners’ wellbeing. Appendix 15 highlighted said data collected is not recorded, however, teachers are required to observe the emotions learners state within their check-ins, identify trends from their observations, and record said trends on the school’s ‘My Concern’ database. Ho and Kane (2013) questions the effectiveness of this approach and implies a sole observer cannot accurately observe and recall the emotions stated by each learner. Similarly, Professional Teaching Experience exemplified that teachers often have a number of responsibilities and tasks to conduct during the school day which would present a challenge for a teacher to accurately remember each learners’ emotions stated within their check-in. This may suggest that teachers cannot accurately remember each learners’ emotion stated within a daily check-in and, therefore, cannot accurately identify trends within all learners’ emotions. This suggests that a number of learners wil not receive the support they require. Thus, highlighting a detrimental element of the process and questioning its effectiveness to monitor learners’ mental health and emotional wellbeing.

As previously stated by the Wellbeing Officer (Appendix 13), learners conduct an emotion check-in every day. However, during an interview with the Emotion Coaches (Appendix 16), Pupil B implied that emotion check-ins are not conducted frequently. Similarly, the Deputy Headteacher acknowledged that a number of classes do not conduct check-ins every day, despite its inclusion in the school’s wellbeing policy (Appendix 17). This contributes to the statement made by Estyn (2019) that differences in class implementation of processes to monitor learners’ wellbeing impact the effectiveness of the process. Additionally, the New Economics Foundation (2012) indicate a large amount of information is required in order to identify trends within learners’ emotions. Thus, lack of frequent emotion check-ins may result in an ineffective approach to monitor learners’ mental health and emotional wellbeing.

This concludes that an approach that enables learners to self-assess their emotions has been implemented throughout the school, however, a lack of implementation consistency throughout each class, ineffective recording of the process, and irregular opportunities to self-assess have reduced the effectiveness of the process to monitor learners’ mental health and emotional wellbeing.

Measuring learners’ mental health and emotional wellbeing
An interview conducted with the Deputy Headteacher (Appendix 18) identified the school recently implemented the Thrive approach to measure learners’ wellbeing. The Thrive measurement provides a range of ‘age-related expectations’ in which the learners are measured against (Thrive, 2019, p.5). The approach entails all learners being Thrive assessed at the beginning and end of the academic year in order to collect baseline and exit data regarding each learner’s wellbeing (Appendix 18). The Additional Learning Needs Coordinator informed that teachers complete the Thrive measurement based on their classroom observations (Appendix 19). Forgeard et al. (2011) support the use of this framework as it provides all observers, the teachers, with the same criteria when measuring learners’ mental health and emotional wellbeing, to which increases the effectiveness of wellbeing observations. Conversely, research indicates wellbeing observations are ineffective if teachers lack knowledge and confidence of wellbeing (AFNCCF, 2017; CYPEC, 2018; and Reinke et al. 2011). However, the teaching staff within the research sample have, on average, high levels of knowledge and confidence of wellbeing, implying the wellbeing observations will be effective. As stated, this may not be an accurate representation of all teaching staff in Wales (National Assembly for Wales, 2017). Finally, Thrive (2019, p.5) states the use of the measurement tool provides teaching staff with ‘a wealth of suggested strategies and activities’ to develop learner’s mental health and emotional wellbeing, as well as identify learners who require specific intervention. In contrast, as discussed in chapter 2, research indicates that observing wellbeing is an ineffective approach due to the challenge of identifying learners’ emotions and the lack of correlation between emotions an individual displays and their wellbeing (Eunkook et al. 1999; and Huebner and Furlong, 2016). This suggests the Thrive assessment approach cannot accurately measure learners’ mental health and emotional wellbeing due to the unreliability and ineffectiveness of wellbeing observations.

As previously stated, the way in which data is used once collected is important in the measuring of learners’ mental health and emotional wellbeing (Estyn, 2017). Thrive (2019) recommend the results from the measurement tool are used in conjunction with additional learner data, such as academic achievement. Similarly, Estyn (2019) identify the use of a range of data and approaches to measure learners’ wellbeing as effective practice. However, from the information collected and the researcher’s understanding, the data collected from Thrive assessments are not used in conjunction with other learner data. This may highlight an ineffective element of this process as the data collected is not compared with other data to gain a larger insight into a learner’s mental health and emotional wellbeing and highlight learners who are at greater risk of developing mental health issues due to external factor, such as living in poverty (Estyn, 2019).


Chapter 5: Conclusion 
The research project aimed to identify the impact teaching staff’s knowledge and confidence of wellbeing has on the monitoring and measuring of primary school learners’ mental health and emotional wellbeing and enhance the writer’s knowledge of supporting learners’ wellbeing.

The results discussed in chapter 4 evidenced that the sample of teaching staff had, on average, high knowledge and confidence of wellbeing. This was achieved by the school conducting INSET for all members of staff. However, it is suggested these results are not an accurate representation of all teaching staff in Wales due to the level of knowledge and confidence contrasting with results of larger sample size surveys (National Assembly for Wales, 2017; Department for Education, 2017). Thus, it is recommended that further research is conducted with a larger sample size to increase the accuracy of data collected. Furthermore, a number of sources suggested that INSET is an ineffective approach to develop staff’s knowledge and confidence of wellbeing (Estyn, 2019; and Evidence Based Teachers Network, 2017). As recommended in chapter 4, further research is required in order to identify and compare the impacts of INSET and accredited courses with regards to developing participants’ knowledge and confidence of wellbeing. 

The writer notes that only training received during employment at the school was analysed to determine the knowledge and confidence of teaching staff, primarily due to the confines of the research project. Thus, it is recommended that further research is conducted whereby a range of factors, such as teaching experience and types of training, are explored in order to determine the samples’ knowledge and confidence of wellbeing. This chapter of discussion has greatly developed the writer’s understanding of the importance of ensuring teaching staff are knowledgeable and confident when supporting learners’ wellbeing. Thus, informing future professional practice and ensuring the writer is continuously building upon his knowledge and confidence in order to effectively support learners’ wellbeing.

Chapter 4 highlighted two processes used within the research school to monitor and measure learners’ mental health and emotional wellbeing: emotion check-ins and Thrive assessment. A range of literature discussed in chapters 2 and 4 identifies a range of learning theory that underpin both processes, for example learners self-reflecting upon their wellbeing and measuring wellbeing against a shared criteria. Despite this, a number of detrimental factors, primarily instigated by teaching staff, result in the processes becoming surface level and ineffectively monitoring and measuring learners’ mental health and emotional wellbeing. For example, differentiation in implementation of processes in each class, ineffective recording methods, and teachers observing wellbeing. This indicates that, despite the high levels of knowledge of confidence of wellbeing stated by teaching staff, the processes implemented to monitor and measure learners’ mental health and wellbeing were ineffective. Therefore, the hypothesis by the writer, whereby high teaching staff knowledge and confidence of wellbeing will result in effective approach to monitor and measure learners’ mental health and emotional wellbeing, was not represented within the research findings. This will inform future professional practice as it is evident that in-depth research must be conducted when selecting and implementing processes to support learners. However, the writer suggests that further research should be conducted into the impact senior members of staff’s knowledge and confidence of wellbeing have has on the effectiveness of processes selected and implemented as it was identified during the research project that the senior management team had designed the processes implemented within the school. Feedback of the elective experience was provided to the research school via a report of a selection of findings from the research project (Appendix 20).
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Figure 1
A chart depicting respondents' roles within the school


Class Teacher	Teaching Assistant	Wellbeing Officer	Deputy Headteacher	7	5	1	1	

Figure 2
A chart depicting the training or guidance teaching staff had recieved to support learners' mental health and emotional wellbeing during their employment at the school


INSET	Thrive	Adverse Childhood Experiences	Mental Health Awareness Course	Relationship based play	Local Authority	13	11	10	2	2	1	Training or guidance


Number of respondents



Figure 3
A chart depicting responses to the following statement: The training or guidance I have received during my employment at the school has increased my knowledge of mental health and emotional wellbeing 


Strongly agree	Agree	Neurtal	Disagree	Strongly disagree	9	4	0	0	1	Responses


Number of respondents



Figure 4
A chart depicting the responses to the following statement:
The training or guidance I have received during my employment at the school has increase my confidence when supporting learners' mental health and emotional wellbeing


Strongly agree	Agree	Neutral	Disagree	Stronly disagree	7	6	0	0	1	Responses


Number of respondents





Page 1
	
image2.png




image1.png




