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Research Context

The aim of this assignment is to undergo a research project focusing on transformative teaching and the teacher’s role in enhancing practice, as well as the beneficial influence a specific intervention can have on the learners. During a Phase Swap and an Alternative Placement, it was observed that there is a significant emphasis on emotional well-being in primary school, which appears to be less noticeable in secondary school settings. This observation sparks interest, particularly considering the challenging hormonal development teenagers undergo (Smetana, 2010). It prompts curiosity about how emotional support is provided through education in secondary schools. The interest in well-being and emotional resilience within learners supports the Four Purposes of the new curriculum for Wales of “healthy, confident individuals, ready to lead fulfilling lives as valued members of society” (Welsh Gov, 2020). Within the strands of the Professional Learning Passport (PLP), it appears that the well-being of learners and their emotional resilience could be underlying in many of the strands (Welsh Gov, 2019). However, it is highly associated with “Influencing the Learning”, under the particular strands of “listening to learners” and “sustained effort and resilience in learners” (Welsh Gov, 2019).

In adherence to ethical guidelines set by the British Educational Research Association (BERA), the school will be anonymised as School X, ensuring the confidentiality of its identity throughout the project (BERA, 2018). In School X, around 15% of pupils are eligible for free school meals, which is close to the national average of 16.4%. Around 6% live in the 20% most deprived areas of Wales. The proportion of pupils that have a special educational need is 27%, which is above the national average of 22.9% (Estyn, 2019). This information provides insights into the challenges and potential disparities that pupils may face, allowing for a more comprehensive analysis of factors influencing student welfare and the effectiveness of support systems in place. The research was conducted in a year 9 class consisting of fourteen male students and seven female students with Additional Learning Needs (ALN) and who are Eligible for Free School Meals (EFSM). This assignment will focus on the question of how does participating in a morning mentor class contribute to improving the psychological well-being of secondary school students. 

The research tools used in this study are labelled individually and are included in the appendices for reference. (Appendix A: Questionnaire, Appendix B: Observation, Appendix C: Ethics Form, Appendix D: Consent Form, Appendix E: Assent Form). 



















Literature Review

Yusuf, et al. (2021) suggests the importance of addressing all aspects of well-being in primary and secondary school settings, including physical, mental, emotional and social, as a fundamental factor of student success. Standish and Cuthbert (2021) imply that secondary schools often face intense pressure for their students to excel academically, with a strong emphasis on standardised testing, higher education and preparation, and academic performance. Walter (1996) agrees, emphasising that attaining high levels of success in school is the foremost priority during a student’s educational journey. Nevertheless, while research may support this viewpoint, it could be perceived as out-dated in light of the rise of technology and the contemporary challenges faced by young people, compounded by the mental strains and setbacks aggravated by the COVID-19 pandemic (Bullen et al., 2015.). Lahey (2015) argues the failure and autonomy in cultivating resilience and motivation in teenagers could be a result from excessive pressures exerted by parents and educators. High expectations and a fear of failure can hinder teenagers’ ability to develop essential skills such as problem-solving, self-regulation, and perseverance, which are crucial for academic success and personal growth (Lahey, 2015). This aligns with the new curriculum for Wales (Welsh Gov, 2020), and the emphasis on the seven well-being goals within The Well-being of the Future Generations Act (Welsh Gov, 2015) and the idea of developing a growth mindset. Developing a growth mindset in young people is crucial for their success and mental wellbeing (Dweck, 2017). While it may be attained through a gradual process, its significance cannot be overstated, due to the substantial benefits towards the development of young minds (Siegel, 2014).

Maslow’s (2013) hierarchy of needs emphasises meeting teenagers basic needs for well-being: nutrition, safety, social connections, esteem, and personal growth, which promotes resilience, self-esteem, relationships and purpose. Neglecting these basics, risks emotional setbacks like insecurity and isolation (Maslow, 2013). However, Stein (2019) implies how challenging it is for teachers to identify whether a students’ needs are being met as they can often mask their struggles, striving to fit in amongst peers. Zafran-Quinsio (2020) argues how these concerns can make it difficult for teachers to recognise underlying issues. Bennet (2020) aligns with this highlighting how a high school environment can be fast-paced and demanding, leaving little time for individualised attention and observation. Teachers often lack academic training in recognising signs of emotional distress or may not have the ability to address diverse needs effectively (Wasserman, 2015). 

Digital World
In addition to the challenge of meeting basic needs, educators also contend with the impact of technology in the classroom. While technology can enhance learning, it frequently poses obstacles (Kersting, 2016). The focus around students well-being is becoming increasingly important as social media develops and we are moving forward in a digital world without knowing the impact on young people’s cognitive development (Stein, 2019). Twenge (2017) suggests that there has been an increase in mental health issues among teenagers in recent years, which is often due to the rise of digital media and social media use, contributing to feelings of loneliness, social comparison, and inadequacy among adolescents. Boyd (2014) emphasises the need to consider the impact of technology on teenagers’ well-being, arguing that excessive screen time and social media use may detract from real-world social interactions, sleep quality, and overall mental health. Steiner-Adair and Barker (2013) agree with this by exploring the cultural shifts that may influence teenagers’ well-being, such as changes in parenting styles, academic pressures, and societal expectations. 
On the contrary, Prensky (2010) argues the crucial role of technology in shaping the futures of young people, given the likelihood that they will enter professions heavily reliant on technological skills in our rapidly evolving world. There is a necessity of integrating technology into education to equip students with the digital literacy and proficiency essential for success in modern workplaces (Prensky, 2010). Robinson and Aronica (2016) align with this view, advocating for a forward-thinking approach that recognises technology as indispensable for preparing students for the demands on tomorrow’s workforce. 


Primary and Secondary Differences

Hall and Kreppner (2019) evaluate how monitoring children’s well-being in primary school is often perceived as more manageable than in high school due to several factors, but a critical examination reveals complexities in both settings. Kutnick and Blatchford (2013) suggest that in primary school, a smaller student population and more direct interactions with a single teacher or a small group of teachers allow for more personalised attention and observation. Kitson and Merry (2002) align with this, emphasising that teachers in primary school often have a deep understanding of each student’s individual needs, behaviours, and development, which facilitate early detection of well-being issues. Additionally, primary school environments typically prioritise nurturing and supportive relationships, creating a conducive atmosphere for open communication between students, teachers, and parents (Murphy, 2022). On the contrary, Christakis (2016) disputes this apparent ease of monitoring well-being in primary school stating that it can mask underlying challenges as primary school-aged children may not always have the language or awareness to articulate their emotions or experiences accurately. However, Hetherington and Blechman (2014) argue that issues such as bullying or family stressors may go unnoticed if students do not feel comfortable disclosing them. Additionally, Hayes (2015) suggests that primary school teachers may face time constraints and competing demands, limiting their ability to provide comprehensive support to every student. Furthermore, it is evident that the ample teacher-student contact time in primary school make it significantly easier to address and monitor students’ well-being on a daily basis (Hall and Kreppner, 2019). 

In contrast, Hughes et al. (2019) implies that monitoring well-being in high school presents unique complexities due to the larger student body and rotating schedule mean that high school teachers have less consistent contact with individual students, making it more challenging to develop deep insights into their well-being. Moreover, teenagers' increasing independence and peer influence can result in greater inconsistency in behaviour and emotional expression, making it harder to discern signs of distress or mental health issues (Hagell, 2012). Despite these challenges, Coleman et al. (2007) highlight that high schools often have more resources available for supporting student well-being, such as guidance counsellors, mental health professionals, and extracurricular programs. However, Guiney (2017) suggests that these resources may be stretched thin due to high demand, leading to long wait times for counselling services or limited access to in school support. Supporting this viewpoint, the failure to communicate this information to class teachers due to privacy concerns (Jenkins, 2007), instigates a troubling disconnect between teachers and students (Dix, 2017). This disconnect, can unintentionally encourage a perception among students that teachers can seem disengaged or unsupportive of their well-being needs (Hughes et al., 2019). 

This research has led to the posed research question of this assignment due to the significant interest in how well-being and emotional resilience is managed and improving in high schools.   









Case Study
Thomas (2010) clarifies the stress and importance of grasping the fundamental characteristics of case studies which involve in-depth investigation and analysis of a particular phenomenon within its real-life context. Researchers should clearly define the purpose objectives of their case study, whether it is to explore a new phenomenon, understand a complex issue, or generate hypotheses for further research, having a clear aim guides the entire study (Thomas, 2010). Yin (1996) discusses the process of selecting appropriate cases for study by highlighting the significance of choosing cases that offer rich meaningful insights into the research questions at hand. This involves considering factors such as relevance, diversity, and accessibility of data (Yin, 1996). Thomas (2010) outlines the importance of using various data collection methods suitable for case studies, such as interviews, observations, document analysis, and surveys. Stake (1995) emphasises the importance of using multiple sources of data to triangulate findings and ensure validity and reliability. Ensuring an adequate analysis of qualitative data obtained from case studies is paramount, involving organising, coding, and interpreting the data to identify patterns, themes, and relationships (Thomas and Myers, 2015). 
Thomas (2010) highlights the iterative nature of data analysis, where researchers continually revisit and refine their interpretations and draw conclusions from their case study findings. This involves synthesising the data, addressing research questions or objectives, and offering insights, implications, and recommendations based on the analysis (Thomas, 2010). Case studies excel in providing detailed, contextually rich insights into specific phenomena, offering flexibility in research design and generating comprehensive qualitative data (Stake, 1995). However, their findings may lack generalisability to broader populations or contexts, and they can be subject to researcher bias, resource intensiveness, difficulty in replication and ethical considerations regarding participant rights and confidentiality (Tight, 2017). 

In the context of this research project, a representative sample selects participants who accurately reflect the demographics, characteristics, and experiences of the broader population of students within the morning mentor class. This ensures that the findings of the study can be more confidently generalised to the entire population of interest, providing insights that are applicable beyond the specific individuals involved in the case study (Baxter and Jack, 2015). In this case study focusing on the well-being and emotional resilience of learners, participants were selected based on specific criteria relevant to the research focus, such as ALN, varying levels of academic performance, socio-economic backgrounds, and experiences/attendance within the mentor group (Creswell and Poth, 2016). This method aims to capture a diverse range of perspectives and experiences of the participants. 










Research Methods

Multiple research methods were employed during this research project, including questionnaires, observations, and informal interviews. Using a variety of research methods to gather data allows for a comprehensive understanding of the research topic by providing insights from multiple perspectives (Chapman and Mcneill, 2005). Additionally, employing triangulation, or cross-referencing data collected through different methods, enhances the credibility of the research findings (Creswell, 2014). Furthermore, using a combination of methods helps to mitigate the weaknesses in individual approaches which increases the validity of the research (Chapman and Mcneill, 2005). Employing multiple methods reduces bias, enhances rigor, and increases the reliability of research studies (Pajo, 2017). 

Questionnaire
Questionnaires are commonly used to gather quantitative and qualitative data from participants in a structured format, offering the advantage of efficiently collecting data from a large sample size, allowing for statistical analysis and comparison (Wilson, 2016). However, limitations include potential response bias and the inability to probe for deeper insights (Creswell, 2014). 
For the questionnaire method, a structured format was utilised, incorporating a mixture of closed-ended, open-ended and multiple choice questions. This approach facilitated the collection of both quantitative and qualitative data, enabling a comprehensive analysis (Yin, 1996). Specific questions were designed to inquire about participants’ well-being, emotional resilience, and experiences within the mentor class, drawing upon relevant literature on psychological and educational factors affecting student outcomes. To inquire about participants experiences of anxiety during the school day, it was crucial to provide a multiple-choice format (Josephs, 2017). This approach aimed to alleviate any potential stress or pressure associated with formulating a response, thereby minimising the likelihood of inducing worry or panic among the students (Fadem, 2008). By offering predefined options seen in Appendix 1, Question 1, participants could readily select their answer by simply circling the most applicable choice. This streamlined method enabled swift and effortless participation, ensuring that the data collected accurately reflected the frequency and intensity of anxiety experienced by the students (Fadem, 2008). 
To accommodate participants with ALN, the questions were structured to enhance comprehension. In Appendix A, the language is intentionally simplified and presented in an easy-to-follow manner. The page design is tailored to be dyslexia-friendly, featuring a yellow background when printing, larger font size, and provided example answers for each question (MacIntyre, 2005). The questions were customised to extract valuable insights into the operation of the mentor class and to ascertain its effectiveness in benefiting the students. Inquiring about the students’ relationship with the teacher was essential, as negative responses could indicate potential challenges that might impact their engagement and performance in the class (Ellis and Tod, 2018). Understanding these dynamics provided crucial context for evaluating the class’s overall impact and effectiveness. 

Observation
In addition to this, observations provide valuable qualitative data by directly observing participants’ behaviours and interactions within their natural environment (Jorgensen, 1989). Creswell (2014) suggests the strengths of this method include capturing authentic, real-time behaviour and context-rich data. However, limitations may arise from observer bias and the potential influence of the observer on participants’ behaviour (Creswell, 2014). 
The observation schedule involved conducting five observations of the morning mentor class, focusing on participant interactions, engagement levels, and any contextual factors influencing the learning environment (Hattie, 2012). This schedule aimed to capture a representative sample of class dynamics and behaviours over multiple sessions. Appendix B presents the observational notes, a pivotal component of the research process owing to its informal nature. These observations shed light on various aspects of the classroom dynamic. While some students demonstrated active engagement with the lesson content, actively participating and posing questions, a recurring pattern emerged regarding the disruptive influence of mobile phones. This distraction compromised students’ ability to fully absorb vital information pertaining to well-being, consequently affecting their focus and involvement in the class activities (Kersting, 2016). Emphasising the detrimental effects of excessive phone use on children’s attention spans, academic performance, and overall well-being, Kerstring (2016) argues how smartphones are disrupting classroom dynamics and hinder students’ ability to engage fully in learning activities. It was observed that during the mentor class, students primarily engaged in passive activities such as listening to the teacher’s discussion on daily well-being focus words and watching uplifting videos, without much opportunity for active participation or discussion. Given that the morning mentor class is only 25 minutes long and serves as the students’ initial point of contact upon arriving at school, it is acknowledged that time constraints limit the scope for extensive activities. A conversation with the teacher revealed her mindfulness regarding the potentially challenging mornings some students may have experienced, prompting her to maintain a light and informal atmosphere to provide a safe space for relaxation before the start of lessons. The informal approach has proven effective in calming the students and positively impacting their well-being. However, despite these efforts, the issue of phone distraction persists. 



Informal interviews 
Informal interviews and conversations offer an opportunity for more in-depth exploration of participants’ perspectives and experiences, whilst also allowing for flexibility in questioning that can expose valuable insights (Cohen et al., 2013). In addition to the constraints of the other methods, there’s the potential for interview bias and subjective interpretation of responses that could also occur in this approach (Pajo, 2017). 
Informal interviews and conversations were conducted with all participants during the mentor class sessions. Questions were designed to explore participants' perceptions of the class, their experiences with their teacher, and any challenges they faced. These discussions were open-ended, granting participants the opportunity to openly express their thoughts and feelings (Gupta 2023). Recognising the sensitivity of discussing anxiety and well-being with teenagers, it was decided that conversations would not be recorded live using a laptop or pen and paper to create a more comfortable environment for the students, given the personal nature of these topics (Huberty, 2012). Conducting informal interviews proved to be a valuable approach, as students voiced that they felt at ease and spoke freely, demonstrating a clear understanding of the research project’s objectives. Establishing rapport with the students before these discussions was essential for developing trust and enabling them to feel comfortable opening up to the researcher (Dix, 2017). 


Overall

Some intervention meetings disrupted the allocated time for the mentor class, potentially impacting the regular flow of classroom activities. Moreover, absences among the students posed a challenge, potentially disrupting the continuity of the intervention and the data collection process. Additionally, the volatile nature of hormonal changes and the daily fluctuations in the opinions of teenagers introduced an element of unpredictability into the study environment (Coleman et al., 2007). Conflict within friendship groups emerged as a significant barrier, hindering the students’ willingness to engage fully in the research activities. To mitigate these challenges, the researcher implemented strategies such as providing regular breaks and opportunities for mediation, aiming to create a supportive and conducive atmosphere for participation (Hart and Hodson, 2004). Overall, these various factors highlight the importance of flexibility and adaptability in research methodologies, particularly when working with adolescent populations facing diverse socio-emotional and developmental challenges (Jensen and Nutt, 2016). These factors were considered in the design and implementation of data collection methods to ensure their appropriateness and effectiveness in capturing the experiences of the participants (Cohen et al., 2013).
















Data Presentation 

The results below highlight the effectiveness and challenges associated with the daily 25-minute morning mentor class aimed at improving students’ well-being. Firstly, the high percentage of students leaving the class feeling happier (77%) and looking forward to it (83%) suggests that the class is generally perceived positively by a significant portion of the student body. This indicated that the class is fulfilling its intended purpose of creating a positive and welcoming atmosphere. 
However, the fact that 79% of students feel there are distractions during the class, and mobile phones were noted as a significant distraction, raises concerns about the learning environment's effectiveness. Distractions could hinder students' ability to engage fully with the class content and could potentially detract from the overall impact of the mentor class on students' well-being (Kersting, 2016). 

Additionally, while it's promising that 44% of students are learning coping strategies to deal with low mental health, the fact that a majority (93%) express a desire for more activities to support their well-being suggests that there may be gaps in the current curriculum or resources provided. This highlights the importance of continually assessing and adapting the content and structure of the mentor class to meet the evolving needs of students (Hattie, 2012). Positive relationships with the teacher (86%) are crucial for creating a supportive and inclusive learning environment (Bennett, 2020). However, the finding that 59% of students actively engage in the lesson raises questions about the effectiveness of the teaching methods or the relevance of the class content to students' interests and needs.

Finally, the high percentage (92%) of students feeling judged by their peers when participating in the class is concerning and could negatively impact students' willingness to engage and share openly during discussions or activities (Josephs, 2017). Overall, while the morning mentor class shows promise in improving students' well-being, the results suggest areas for improvement, particularly in addressing distractions, enhancing engagement, and cultivating a more supportive peer environment. Addressing these challenges will be crucial in maximising the class's effectiveness in promoting student well-being (Hart and Hodson, 2004).

[image: A group of colorful rectangular objects

Description automatically generated]
[image: A group of colorful rectangular objects

Description automatically generated]






Ethical Considerations

Ethical considerations were of utmost importance throughout this research project, as outlined in the Ethics Form provided in the appendices titled Appendix C (Denscombe, 2017). Prior to participation, a comprehensive discussion was held with all participants to ensure their understanding of the study's procedures and implications. It was emphasised that all information shared would be treated with confidentiality and anonymity, with measures in place to safeguard their privacy (McNiff, 2013). Participants were informed of their right to withdraw from the project at any stage if they felt uncomfortable, without any repercussions. 

Moreover, parental consent was obtained for each student's participation, with parents signing consent forms indicating their understanding and approval of their child's involvement in the study. Additionally, every student provided assent by signing assent forms, demonstrating their voluntary agreement to participate in the research. These measures were implemented to uphold ethical standards and ensure the well-being and autonomy of all participants throughout the research process (Bell and Walters, 2014). The researcher strived to minimise any potential harm or discomfort to participants and conducted the study in a culturally sensitive and inclusive manner, considering diverse perspectives and experiences (May and Perry, 2010). These ethical principles are essential to uphold the integrity of the study while safeguarding the rights and well-being of all participants. 






Results / Analysis of results / Discussion

The data previously presented reveals several key insights into the dynamics of the morning mentor class and its impact on student well-being. Firstly, the high percentage of students reporting distractions during the class, particularly from mobile phones, accentuates the need for strategies to minimise disruptions and enhance student engagement. This finding suggests that interventions to manage phone use during class time may be beneficial in creating a more focused learning environment. Additionally, the significant proportion of students expressing a desire for more activities to support their well-being highlights the importance of incorporating diverse and engaging content into the mentor class curriculum. This aligns with existing literature emphasising the importance of providing students with opportunities for active engagement and skill-building to promote their overall well-being (Shirley and Hargreaves, 2021). 
Furthermore, the finding that a majority of students feel judged by their peers during class participation raises concerns about the classroom climate and stresses the importance of encouraging a supportive and inclusive peer environment. This echoes research highlighting the impact of peer relationships on student well-being and academic engagement (Jones, 2022). Overall, the data suggests that there is a need for ongoing efforts to enhance the effectiveness and inclusivity of the morning mentor class, with a focus on minimising distractions, providing meaningful activities, and nurturing positive peer relationships to support student well-being and academic success (Dix, 2017). 
Discovering that implementing a strict no-phone policy could significantly enhance student engagement underscores the potential impact of simple interventions on classroom dynamics (Kersting, 2016). This finding highlights the importance of proactive measures to mitigate distractions and create an environment conducive to learning. By addressing the issue of mobile phone use, educators can nurture a more focused and productive learning atmosphere, ultimately enhancing students’ academic performance and overall well-being. Rosen (2018) aligns with this by emphasising the detrimental effects of technology-related distractions on student learning outcomes. Instituting a no-phone policy not only addresses immediate classroom challenges but also contributes to the broader goal of promoting student well-being, success and academic achievement. 













Conclusions and Recommendations

In critically examining the work undertaken for the research study, several key considerations emerge. Firstly, the methods of data collection, including questionnaires, informal interviews, and observations, were chosen based on their feasibility within the context of the study. While these methods provided valuable insights into student experiences and perceptions, it is important to acknowledge potential limitations in reliability and validity (Denscombe, 2017). Ultimately, self-report measures such as questionnaires may be subject to response bias, and informal interviews may lack standardised procedures, affecting the reliability and generalisability of the findings (Creswell and Poth, 2016).

Similarly, the validity of the methods used must be carefully considered. While efforts were made to ensure that questions were clear and unbiased, the subjective nature of qualitative data collection methods may impact the validity of the findings (Tight, 2016). Moreover, the extent to which the findings can be generalised to other contexts or populations may be limited by the specific characteristics of the sample and the study context (McNiff, 2013). Looking to the future, there is a desire to further explore the effectiveness of interventions aimed at addressing identified issues, such as mobile phone distractions in the classroom (Denscombe, 2017). This aligns with the Professional Standards for educators, particularly in the areas of creating supportive learning environments and promoting student well-being (Welsh Gov, 2019).

Recommendations arising from the research include implementing a no-phone policy in the classroom to minimise distractions and enhance student engagement. Additionally, interventions focused on providing diverse and engaging activities to support student well-being may be beneficial (Murphy, 2022). Moving forward, it is essential to conduct further research to assess the effectiveness of these interventions and explore additional strategies for improving classroom dynamics and student outcomes. In terms of next steps, the findings of the research could inform the development of targeted interventions and instructional practices aimed at addressing identified challenges and promoting student success (Hattie, 2012). This could involve collaboration with colleagues, stakeholders, and educational researchers to design and implement evidence-based interventions that meet the needs of students and align with Professional Standards and best practices in education (Welsh Gov, 2019). Overall, while the research study provides valuable insights into the dynamics of the classroom environment and student well-being, there is a need for continued exploration and innovation to ensure the effectiveness of interventions and the promotion of positive learning outcomes for all students.
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