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Chapter 1: Introduction  
 

Donaldson’s (2015) emphasis on the importance of well-being and its influence in 

creating ‘ethical’, ‘healthy and confident’ individuals and Ken Robinson’s (2017) and 

Goleman’s (1996) thoughts on the significance of being able to understand and com-

municate with other people in different situations (emotional intelligence), are key 

concepts that have led to the interest of exploring children’s social and emotional de-

velopment. Articles that highlight the impact of the ‘21st century skill’ of empathy, 

where individuals can collaborate successfully (MindShift, 2016) have also provoked 

curiosity.  

 

Acknowledging these contemporary matters in education informs practitioners that 

there is a strong link between behaviour and socio-economic background, resilience 

and learning as identified and observed during PTE. For example, I was placed in a 

school of a socio-economically deprived area, and a child in year 3 would often refuse 

to do work, become angry and frustrated, and would quarrel with her friends. This dis-

rupted her learning. I was informed that she was experiencing difficulties within her 

family environment, and for this reason she was supported with a counsellor. The 

class teacher and I struggled to manage her behaviour at times, though we managed 

to overcome this occasionally through speaking to her in a calm manner and allowing 

her to complete tasks in her own time. Through this experience, I took the opportunity 

to undertake a counselling course with the university. This has developed my under-

standing of some of the strategies to address children who seek emotional support in 

the classroom and has influenced my thinking in terms of how children have varying 

needs, whether it be at home or in the classroom and its severity.  

 

Research from the Joseph Rowntree Foundation (2018) suggests that enhancing 

children’s social-emotional skills through school-based programmes can support 

those in overcoming issues of poverty, as educational attainment is the ‘biggest driv-

ers’ of poverty. Those living in poverty are more likely to endure physical and mental 

health conditions. As a result, relationships between parents and their children can be 

negatively impacted because of the stress of financial deprivation. Children from dis-

advantaged backgrounds have a higher chance of:  

“receiving little or no home support for their learning; have weaker 

language and communication skills… experience frequent behav-

ioural difficulties and are less likely to believe that they have any con-

trol over events that affect them.” (Welsh Government, 2015, p.5) 

 

Nevertheless, despite a school’s area of socio-economic status, from experience, it is 

inevitable that teachers will encounter children with diverse social, emotional and be-

havioural needs regardless of their socio-economic background. This is a barrier to 

learning, hence, schools have a responsibility to provide social and emotional support 

for all learners.  

 

This research project will explore, synthesise and analyse current and progressive 

strategies to develop children’s diverse social and emotional competencies and its ef-

fectiveness; looking at how it can develop their ability to overcome difficulties in this 
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area, and improve their educational attainment. The main purpose of the research is 

to identify the effective strategies across the nation (but focusing on Wales) through 

secondary research; subsequently evaluating whether some of these strategies are 

implemented in schools and its effectiveness.   

 

Social and emotional competencies can be developed through Personal and Social 

Education lessons and supporting learners who may have difficulties with their behav-

iour. This could be support from agencies outside of the school context as well.  

 

Through conducting primary research in a primary school, corresponding with the 

school’s strategies and procedures to obtain the data required for my research was 

important. To acquire the necessary data, interviews (some audio recorded) of staff, 

observations and questionnaires (for pupils and staff) were carried out. One of the 

main aims of collecting the data was to find out whether their current approaches pro-

duced beneficial outcomes.   
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Chapter 2: Literature Review  
 

Defining key terms  

Social competence can be viewed as the ability to be independent and connect with 

other people and emotional competence is the ability to generate and express a va-

riety of feelings (Gov.uk, 2012). Topping (1998, cited in Weare and Gray, 2003, p.17) 

adds it is about “processing and using the ability to integrate thinking, feeling and be-

haviour to achieve social tasks and outcomes valued in the host context and culture.” 

 

There are five ‘broad’ aspects of social and emotional learning according to Goleman 

(1996) and this includes: ‘self-awareness, managing feelings, empathy, motivation 

and social skills.’ These are essential aspects to consider especially for those with 

BESD (Behavioural, Emotional, Social Development) difficulties (Gov.uk, 2012). The 

result of developing these skills will help children effectively interact with others 

around them as Bronfenbrenner views this as a vital part of a child’s life, as their mi-

cro-system, that includes the relationship with their family and community, has the 

greatest impact on their development (Paquette and Ryan, 2001). With creating the 

correct environment alongside cultivating these skills, children become more pre-

pared and driven to deal with conflict and manage their feelings, maintain healthy re-

lationships, persevere through adversity and respect and value the differences of oth-

ers (Primary National Strategy, 2005).  

 

Donaldson (2015) and Doyle (2016) highlight the significance of interpersonal compe-

tences, empathy, respect and tolerance as key aspects to develop. Individuals would 

need to be able to understand how others are feeling and respond accordingly in the 

workplace as well as at home. Doyle continues to write that these aspects can help 

individuals collaborate more effectively because they are able to relate to one another 

and work civilly alongside each other. The process of cultivating these aspects will be 

different for everyone, though an element that all individuals need is resilience. This 

is the ability to “overcome serious hardship” (Hughes et al., 2018, p.5) or to “bounce 

back” in times of adversity (Public Health England, 2014, p.6).  

 

The importance of developing social and emotional competence 

Living in poverty can affect children’s attitudes and behaviour which can influence 

their relationships with others. Healthy relationships are needed in order to overcome 

adversity (Joseph Rowntree Foundation, 2018). The Joseph Rowntree Foundation 

(2018) identified that in Wales there are 710,000 people living in poverty, making it 

the highest rate of poverty among the other countries in the UK. Children that are not 

acquiring the resources they require to satisfy their psychological, safety, social and 

emotional needs (Maslow’s Hierarchy of Needs), then their psychological health will 

deteriorate (Lester, 2013). This idea is maintained by Trewin and Hall (2010, cited in 

Hayward et al., 2018), where internationally, status in employment, life expectancy 

and well-being corresponds with Gross Domestic Product (GDP).  

 

The Welsh Commissioner recognises that one of the issues that Wales is currently 

trying to combat are ACEs (Adverse Childhood Experiences), which has become a 
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long-term focus (National Assembly for Wales, 2018) for one of the well-being objec-

tives (Future Generations Commissioner for Wales, 2018). The Welsh survey for 

ACEs reported that there is a link between ACEs and mental illnesses. ACEs range 

from childhood maltreatment to household experiences, where the highest percent-

age reported included verbal abuse and parental separation. They reported that these 

can affect individuals and their resilience. They found that there are various factors 

that can help develop children’s resilience. These include active participation in sports 

or leisure activities, looking at community support, working on social and emotional 

skills and developing positive relationships (Hughes et al., 2018). Although there are 

a range of strategies to improve resilience, it is important to be aware that child well-

being is becoming a concern in the UK as more and more young people are experi-

encing mental health issues, as a high percentage (90%) of school leaders have re-

ported that there has been an increase in students with anxiety and stress related 

problems (Cowburn and Blow, n.d). Similarly, Elias et al (1999, cited in Gov.uk, 2012) 

express that many of the issues in schools are related to emotional well-being. Ofsted 

have emphasised that children would be eager to learn more about how to maintain 

an emotionally healthy lifestyle (Public Health England, 2015).  

 

Cowburn and Blow (n.d) convey that ‘emotional well-being’ can be used to measure 

an individual’s academic achievement and success in life. They claim that there is ev-

idence that school programmes that cater for those who need emotional support, can 

improve social and emotional skills as well as improve behaviour and bullying. How-

ever, they continue to raise the issue of ‘funding constraints’ as schools are being put 

in a position to choose their priorities. They also found that teachers felt a lot of pres-

sure when it came to helping students attain high academic standards while trying to 

support them with their emotional needs, as they did not have enough support and 

competence do this. Schools have an important role to play when supporting students 

with their well-being as children spend a large portion of their time in the classroom. 

Schools can provide a safe environment especially for those having difficulties at 

home, and on the other side, research has shown that parents are more likely to ap-

proach teachers about their child’s well-being than other professions or services. Fur-

thermore, Cowburn and Blow (n.d) identified that a ‘Teacher Voice Omnibus Survey’ 

in 2015 showed that primary head teachers believed that 40% of their staff were 

trained in responding to learners’ emotional needs. They also found that there is not 

enough training on this subject for ‘current Initial Teacher Training’, newly qualified 

teachers and those undertaking Continuous Professional Development.  

 

Exploring different curriculum frameworks and progression for 

health and well-being 
As part of numerous legislations that Wales follows, such as the Education Act 2002, 

the equal opportunities legislation and the United Nations Convention on the Rights of 

the Child, all learners should be educated in how they can make a positive contribu-

tion to society, where they are able to make valuable decisions for themselves and 

others (Welsh Government, 2008).   
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Well-being and children’s mental health has become a contemporary issue within ed-

ucation, and it is evident in several countries. The CAMAU report suggests that re-

viewing how other countries implement health and well-being in their curriculum can 

lead to ‘progression’ (Hayward, 2018).  

 

A holistic approach to health and well-being is recommended by Donaldson (2015), 

and Weare and Gray (2003) promote the idea of Local Education Authorities’ in using 

a whole school approach to develop these skills, and ‘complementary’ approaches for 

those who have difficulties in these areas. The Health and Well-being Area of Learn-

ing and Experience in Successful Futures covers physical and emotional well-being, 

topics on different relationships and general ideas on how to keep healthy. This area 

is holistic in its approach as it considers the concept of well-being in all aspects of 

school life as well as the four purposes. Learners would be healthy, ethical, enterpris-

ing and creative contributors of society by supporting and mentoring others; develop-

ing and maintaining healthy relationships and having the knowledge and ability to 

make moral decision (Donaldson, 2015). Similarly, countries such as Ireland, Scot-

land, British Columbia, Australia and New Zealand follow a cross-curricular approach 

where they provide specific subjects and elements for health and well-being. For ex-

ample, Scotland includes physical literacy and movement in their Health and Well-be-

ing area, and Australia considers the element of ‘personal and social capability’ as a 

competence (Hayward et al., 2018). 

 

Health and Well-being would be considered as a core area of learning in British Co-

lumbia, where they maintain a ‘balance’ between knowledge and application as they 

have a ‘Know-Do-Understand’ model for their curriculum. An example of this can be 

displayed within their Physical and Health Education framework (see appendix 1). 

This aims to develop children’s knowledge on the importance of being emotionally 

and physically fit. The ‘complexity’ for the ‘big ideas’, competency and knowledge will 

increase as learners move up a grade. However, Hayward et al. (2018) argue that 

they do not provide a ‘clear’ way to deliver and track progression through these 

standards. They convey that it is difficult to ‘empirically’ assess children’s develop-

ment in this area compared to other subjects as children socially and emotionally de-

velop at different rates considering the environment they are in. Also, teachers would 

need to refer to their knowledge on ‘child development’ in order to acquire a better 

understanding of the child’s progression (Hayward et al., 2018).  

 

Comparably, the current Personal and Social education framework for 7 to 19 year 

olds in Wales aims to provide learners with the opportunity to be “confident and 

skilled in order to take an active and responsible role in society and enhance learning, 

motivation and achievement” (Welsh Government, 2008, p.5). This framework is ho-

listic in its approach and allows learning experiences to be an ‘incidental’ part of the 

school’s ethos and community. Learners can be taught the importance of cultural di-

versity through celebrating other cultures and religions; they can be taught the im-

portance of team work and collaboration; learn about their changing bodies; and can 

participate in activities that promote sustainable living to combat climate change to 

look after the environment, which can be done through Eco-Schools; using fair trade 

products and recycling (Keep Wales Tidy, 2016). Both the Foundation Phase and Key 

Stage two sections offer these elements and more, with the emphasis of developing 
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independence in the choices they make, as well as providing the specific learning 

outcomes and skills (see appendix 2) (Welsh Government, 2008).  

 

Effective practice on developing social and emotional competence 

and its impact  
A ‘whole school, multi-agency approach’, surpassing learning and teaching to help 

children with their social and emotional well-being, can result in ‘sustaining’ good 

health and economic education according to the National Institute for Health and 

Care Excellence and Ofsted. An example of a multi-agency approach would be 

schools collaborating with the 2009 Healthy Child Programme (Public Health Eng-

land, 2015). This approach can be followed through different principles. There are 

eight principles to promote social and emotional well-being (see appendix 3) and one 

of them is ‘staff development’, implying that practitioners are able to develop their 

own knowledge and skills in order to cater for learners’ needs (Public Health Eng-

land). The diagram (see appendix 4) shows that when schools provide an effective 

whole-school approach, it decreases the chances of group/individual interventions 

(Primary National Strategy, 2005).  

 

Corso (2007) demonstrates a pyramid (see appendix 5) which ranks the influences of 

developing social and emotional skills in terms of its impact. Corso believes that cre-

ating strong positive relationships could form a solid foundation in fostering these 

skills. Cowburn and Blow (n.d) believe that early intervention would minimise the ef-

fects of poor social and emotional well-being. Research presents that the brain works 

‘rapidly’ for the first 3 years of a child’s life, therefore early intervention in developing 

relationships and helping young children to regulate their emotions is essential. Par-

ents have the responsibility to help their children develop these aspects, however, 

considering the background and experience of parents, they (with the help of schools 

if necessary) can enter programs to support them with this. Schools can provide 

these opportunities to families from disadvantaged backgrounds as well (Knitzer and 

Lefkowitz, 2005). Wales provides the programme ‘Flying Start’. However, according 

to the National Assembly for Wales (2014), the social and emotional development of 

those who were on Flying Start was not significantly different to those who were not 

on the programme. The National Assembly for Wales (2018) reported that it was diffi-

cult to assess Flying Start’s impact as they did not have a group to compare it to. 

 

There is evidence of good practice in schools across the UK. Redhill Preparatory 

School in Wales use a range of strategies to develop leaners’ social and emotional 

competencies (see appendix 6). They provide circle time to help children resolve is-

sues, to feel valued and safe and provide a nurturing environment. They use Big 

‘Friendly Giants’ to develop relationships with their peers; they use questionnaires 

and self-registration to check up on leaners’ well-being; they provide skills sessions to 

enhance the skills in different areas of learning in order to boost self-esteem; learners 

also engage in ‘paramedics’ which is where they are able to fix or mend broken rela-

tionships as a group, which enables them to reflect on their behaviour and manage 

their feelings. Through the questionnaires and self-registration, staff have been able 

to identify those who need interventions. Additional benefits of these strategies in-
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clude better listening skills awareness; and understanding of others’ feelings; confi-

dence in seeking guidance and confronting personal issues and feeling ‘empowered’ 

to make a positive change in others’ lives as well as their own. The Social and Emo-

tional Aspects of Learning (SEAL) programme that was introduced in England had 

some affect with staff development and training for this programme, as 50% of teach-

ers reported that learners had better listening skills and improved concentration (Pub-

lic Health England, 2015).  
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Chapter 3: Methodology and Research Design 
 

Ethics  
There are ethical guidelines to follow when conducting research. It is important to 

consider research in a moral standpoint. Participants should have the right to know 

what they will be participating in and be allowed to question the researcher as well as 

be able to refuse to partake or withdraw from the study. However, young children and 

those with disabilities may not have a clear understanding about what they are partici-

pating in, therefore researchers need to think carefully about how to address this. 

Also, risks should be considered as the participants should be kept safe. Confidential-

ity and anonymity must be maintained. Allowing this can increase the chance of par-

ticipation and for more accurate and specific information to be shared (Mcneill and 

Chapman, 2005).  

 

The researcher is required to fill in an ethics form and adhere to ethical guidelines 

(see appendix 7). Permission from the school and staff were required to obtain the in-

formation. The mentor in the school discussed with the group of researchers that the 

participation consent form was to be signed by the mentor on behalf of the staff (see 

appendix 8). Though at the time when the methods were conducted, permission was 

granted verbally. If the researcher required photos, a consent form was signed by the 

mentor (see appendix 9), again on behalf of the staff and the school. The researchers 

were advised to avoid taking photos of children’s faces, and to ask staff which chil-

dren are not allowed to be photographed.    

 

Secondary Research 
To conduct primary research, evidence of current data and information must be col-

lected and reviewed. Secondary research can take in the form of statistics or docu-

ments. For researchers, it can validate findings and can be beneficial as they can 

identify any “discrepancies between past and current research” (Mcneill and Chap-

man, 2005, p.132). Collecting secondary research for this project allowed the re-

searcher to gain a better idea of what to explore.  

 

Primary Research Methods 
The school provided plenty of strategies, resources and opportunities to conduct re-

search. The approaches explored are mostly cross-curricular and are embodied in 

the school environment. The methods used to collect the data and information for this 

project were interviews, questionnaires and observation notes.  

 

Interviews 
For this project, six interviews from staff at the school were conducted. The aim of 

these interviews was to explore different roles and capture a variety of views on the 

support they give learners. 
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The first interview was with a member of staff that manages and teaches learners in 

what is known as the ‘Nurture Group’. This was to be audio recorded, however, half-

way through the interview, there was a realisation that it was not recording, and due 

to time constraints, notes were taken as an alternative. The participant was helpful as 

she recommended many resources to further explore and was flexible and open to 

questions.  

 

An Emotional Literacy Support Assistant (ELSA) from a reception class was inter-

viewed. The format was an informal interview as this is what was preferred by the 

participant. However, the interview had to be rescheduled several times as the partici-

pant kept being called into class. To gain more information, the ELSA lead was inter-

viewed. It was beneficial as they provided documents that explained their role in more 

detail. Both interviews were audio recorded.  

 

There was an interview with the ‘progress team’. This was again informal and was 

carried out with other researchers. The progress team advised for the interview to re-

semble an open forum where researchers could ask questions to a panel. As there 

were six researchers, the opportunity to ask questions was limited, though a section 

of this was audio recorded.  

 

As secondary research informed that early intervention can increase the well-being of 

children, a Year 1 teacher was interviewed. Classroom strategies were analysed 

through the questions asked. This was a good opportunity to ask the participant about 

the progress of the child who accessed the nurture group in the mornings.  

 

The school had a Learning Resource Centre (LRC). This was a wing or section in the 

school to support learners who found it difficult to function in mainstream classrooms. 

The head of the LRC was interviewed and valuable information was provided. How-

ever, the interview was not successfully recorded, though notes were recorded.  

 

Questionnaires 
Two questionnaires were conducted, one for a Year 5 class and one for all staff in the 

school. The Year 5 class took part in a questionnaire about Philosophy for Children 

(P4C) and cooperative learning sessions. The response for this was substantial as all 

the children filled in the questionnaire after their session. The children were given the 

opportunity to ask any questions or ask for help as the researcher gave them 10 

minutes to answer six questions. On the other hand, the general questionnaire about 

social and emotional support and its impact did not produce many responses as the 

questionnaires could not be filled in as soon as they received them. All staff re-

quested for it to be completed by the end of the week. Mcneill and Chapman (2005) 

argue that questions should not be ambiguous, and the appropriate language must 

be used for the correct demographic. Hence, the questionnaires were checked by 

mentors. The essential data gathered from the questionnaires were taken from more 

open-ended questions, therefore, there is little statistical data.   
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Observation Notes   
Observation notes took place during a P4C session, circle time in a Year 1 and a 

Year 3 class, and a ‘bucket time’ activity in the LRC. The researcher was able to take 

notes of the displays around the school that promoted children’s social and emotional 

well-being such as the four purposes and behaviour charts for each year. Triangula-

tion (Mcneill and Chapman, 2005) was used by taking the information from the obser-

vation notes to inform the researcher for possible interview questions.   

 

Limitations of Research  
The researcher should try to be objective in their execution, implying that questions 

asked in interviews and questionnaires should be controlled. This could be by asking 

questions that do not elicit bias responses (Mcneill and Chapman, 2005). Though, for 

this research it was somewhat difficult to follow considering that the researcher had 

already acquired some knowledge on the topic; intending to validate secondary find-

ings. The information and data gathered was primarily qualitative in correspondence 

with the research methods chosen. Interpretivists believe that collecting descriptive 

information allows for more validity as the researcher and participant can develop a 

rapport. As multiple short interviews were carried out within a span of a week, strong 

rapports were not developed, however, extensive data was collected. Positivists on 

the other hand believe that quantitative data can produce more reliable, hence more 

valid results as they can be duplicated, and a large amount of data can be collected 

(Mcneill and Chapman, 2005). For example, the questionnaires can be easily re-

peated. Additionally, researchers can find patterns and trends with quantitative data. 

For example, the questionnaires from the Year 5 class can allow the researcher to 

transfer the data into graphs to perhaps find that three quarters of the class enjoy 

P4C lessons and can then identify the reasons by looking at more open-ended ques-

tions.  

 

Furthermore, as the research took place within two weeks, time was a hindrance. The 

school offered many approaches and strategies, therefore, focusing on a couple of 

approaches in great depth would have been beneficial as preparation would have 

been more meticulous and the audio recording malfunctions would have been 

avoided. On the other hand, it can be argued that there would be less findings to 

compare.  

 

As there was a limit to the time the children spent answering the questionnaire, per-

haps their answers were rushed, therefore, the point of validity can be raised. Also, it 

would have been more cost efficient to create the questionnaires online as the re-

sponses for the staff questionnaire was small. However, it was difficult to acquire time 

from a class and teachers as there would have needed to be more time provided to 

set up the online questionnaires, and it would have been inconvenient with their class 

schedules. 
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Chapter 4: Results and Discussion  

 

In primary research conducted (see appendix 10), the main principles explored in-

cluded ‘curriculum, teaching and learning’, ‘ethos and environment’, ‘targeted support’ 

and ‘identifying need and monitoring impact of interventions’ (Public Health England 

(2015). The pioneer school for Successful Futures (2015) consists of a cross-curricu-

lar environment, aiming to provide learners with a happy, caring environment, offering 

a range of approaches and resources, and promoting Donaldson’s four purposes.  

 

Whole school approaches and its impact on children’s social and 

emotional well-being  

 

Observations 

Philosophy for children (P4C) was observed in Year 5. They sat in a circle to discuss 
different topics where they can listen and debate in a civil manner, e.g. I disagree be-
cause… The topics discussed are usually relatable to learners’ experiences and simi-
lar to the themes in the Personal and social framework for 7-19-year olds in Wales.  

A ‘check in’ in a Year 1 class was observed. They sat in a circle and took in turns to 

pass ‘Ruby the Rainbow’ around and talk about their aspirations; what they wanted to 

be when they’re older and the responsibilities that come with that. Children are given 

the opportunity to talk and to be listened to. A ‘check out’ was observed in a Year 3 

class and after the children had said how they felt at the end of the day, they under-

took a well-being activity which involved spreading themselves out in the classroom 

to lay on the floor and listen to meditation music to ‘relax their minds’.  

Cooperative learning was not observed however, the mentor did recommend watch-

ing the video on their website about it. Cooperative learning consists of five elements 

(see appendix 11). This type of learning can help children develop positive attitudes 

to learning as well as develop positive relationships with others through mutual trust 

and respect. It allows them to face challenges on their own and with others. When it 

was first introduced in year 6, children were reluctant to work outside of their friend-

ship groups, but through working on active listening e.g. eye-contact, children were 

able to overcome this (Pembroke Dock Community School, 2018). 

In terms of social and emotional development, ‘check in and check out’, P4C and co-

operative learning gives children the opportunity to be ethically informed (Welsh Gov-

ernment, 2008) through the different areas they cover and skills they develop. For ex-

ample, in P4C they talked about consequences of actions, whether it’s right to treat 

everyone equally. At the same time, they’re learning how to question, to listen, to take 

in turns to speak and essentially to debate in civil manner. During the P4C session, 

article 13 was mentioned. It was phrased as the right to share opinions without of-

fending others (Unicef, 2010). This was to reinforce a friendly debate. 
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Interview 

Year 1 teacher  

The class follow a behaviour chart and consider their ‘golden responsibilities’. This is 
a good way to remind children what behaviour is acceptable (see appendix 12). The 
teacher promotes children’s self-esteem through reward charts, showing examples of 
work and praising them. The teacher introduced ‘identity day’ where children were 
asked to bring in something important to them and speak about it to the class. Addi-
tionally, the teacher believes that the children enjoy sharing how they feel and what 
they got up to during circle time. The teacher conveyed that as part of social compe-
tence, circle time provides the opportunity for them to listen and respect others. They 
informed that the learner who attended the nurture group in the mornings has been 
making progress as they are more likely to engage in activities and interact with peers 
well.    

Questionnaires 

The questionnaire on P4C and cooperative learning (see appendix 13) produced a to-
tal of 24 responses from a Year 5 class. 95.8% of learners were happy or confident 
that they were able to do this listen to and respect other people’s ideas and offer their 
own. Question five had more of a variety of responses (see Figure 1). 

Figure 1 

 

 

Assuming that learners responded to this statement considering all the aspects, 
20.8% of learners chose neutral and 12.5% of them disagreed with the statement, 
perhaps implying that teamwork and cooperating with other peers are skills some 
leaners lack. This suggests the importance of social skills in order to complete tasks.  

Furthermore, despite acquiring only five responses from the staff on the impacts of 
supporting children’s social and emotional development, all respondents either 
‘agreed’ or ‘strongly agreed’ to the statement below referring to SEAL aspects men-
tioned previously: 
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"Through coopertive learning, I feel that I am 
able to take on a responsibility, share ideas and 

come to an agreement as a group to achieve the 
desired goal."
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“When these aspects are developed children are equipped to manage 
strong feelings such as frustration, anger and anxiety; be able to pro-
mote calm and optimistic states that promote the achievement of 
goals; and recover from setbacks and persist in the face of difficul-
ties.” (Primary National Strategy, 2005, p. 7) 

General responses on how children demonstrate confidence in themselves and 
their learning (see Figure 2 and 3) involved children being resilient and having a 
growth mindset which is Carol Dweck’s idea of overcoming failure and being 
open to challenges (Hymer and Gershon, 2014). 

Figure 2 

 

 

 

 

 

 

 

 

Figure 3 

 

 

 

 

 

 

 

 

Targeted support and interventions for those who need additional 
social and emotional support and its impact 

Observation 

‘Bucket Time’ is an autism attention strategy used in the LRC. It intends to help chil-
dren build on functional and social communication, understanding and spontaneous 
communication. It promotes engagement, helps to build trusting relationships and 
helps increase their focus and attention. If children pay attention to what is going on 
(visual and sensory engagement) for three minutes, they get rewarded a point on the 
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first step. The longer they maintain their attention, the higher they will go. There are 
three steps and once they get to the top, they will be rewarded with free time.  

The observation involved children gathering around the practitioner with a bucket full 
of different objects inside. The practitioner would take one out and would say a few 
things about the car in simple language. The children would repeat it. For example, 
the practitioner would say “car, car has four wheels…” The children would listen and 
try not to spontaneously interrupt the practitioner, unless they asked them a question. 
The practitioner placed A2 paper on the floor, put shaving foam on it and then differ-
ent coloured paint and glitter. Some children were excited and some of them had to 
be refrained from touching what was on the floor. It was interesting how focused the 
children were on what the practitioner was doing. The aim is to help them communi-
cate a shared understanding and experience, through eye contact, gestures, facial 
expressions, proximity and body language.  

Interviews  

Head of the Nurture Group 

The nurture group aims to nurture leaners’ feelings and get them back into main-
stream classrooms. These children have difficulties with their behaviour and may 
have problems at home. There are usually 2-4 children for each session hence there 
are more opportunities for 1-1 support, and it is easier to implement different strate-
gies. The practitioner mentioned that they tend to focus on dialogue. This means lis-
tening to children’s views, making them aware of their environment and accessing 
learning through their language which helps them manage their feelings and actions 
using ‘Pyramid Club’ and ‘TalkABout’. The practitioner assists children with basic nu-
meracy and literacy skills as well as carrying out activities such as cooking, baking 
and games on the iPad. The practitioner believes that doing these types of activities 
help children with their concentration. They mentioned that there was a Year 3 boy 
who refused to do work in the class and would become irritated and angry. Through 
partaking in these activities, the child was able to complete tasks and had a better at-
titude towards learning. They were then able to go back into a mainstream learning 
environment. Lastly, the practitioner estimated that roughly 85% of learners are 
moved back into mainstream classrooms.  

Reception ELSA and ELSA lead  

Emotional Literacy Support Assistants help learners who have behavioural difficulties, 
going through bereavement, or those who are finding it difficult to identify their emo-
tions. They help to unpick problems and help manage them. Both practitioners pro-
vided valuable information (see appendix 14). 

The practitioners believe that early identification of any social and emotional difficul-
ties can help prevent future issues and referred to their ‘Flying Start’ programme. 
They can identify leaners through an ELSA Referral form (see appendix 15). An ex-
ample given was about a boy who did not engage in learning, found it difficult to de-
velop relationships with other peers, hurting others and throwing things. But through 
ELSA (one to one support) they were able to overcome these barriers. Children pre-
fer one to one support for ELSA. Although, depending on the area or topic, it can be 
done in a group setting, e.g. friendship and sibling relationships. For example, they 
gathered a group of children who were facing the same problem of falling out with sib-
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lings to make them aware that they’re not alone. A good strategy mentioned was so-
cial stories. This is to help learners better understand what they’re going through. 
Though the main strategy is to be available to listen and speak to them; being there 
for them. 

Moreover, the ELSA lead trains two children from each year group and class in KS2 
to be peer mentors in restorative practice (low level). Restorative practice can lead to 
unpicking problems such as issues at home which leads to their behaviour. Addition-
ally, it was mentioned that there is an ELSA/behavioural specialist to support all 
learners in the school. The specialist is usually requested by staff whenever there is a 
challenging situation between leaners which they believe is convenient. They also 
keep record of incidents.  

Children’s needs are different; therefore, the effectiveness of a strategy will depend 
on the individual need. This type of support allows leaners to have a healthier mental 
well-being, as a result they can focus and engage in class. They currently do not pos-
sess hard evidence to track learners’ well-being, however, the ELSA lead is trailing 
out a questionnaire to give out to leaners at the start of the programme and then at 
the end to track leaners’ progress.  

Progress Team  

Learners who are not hitting their phase outcomes are referred to a progress group. 
The progress team staff have a responsibility to help children achieve their intended 
outcome, focusing on literacy and numeracy and social skills. They do this through an 
alternative curriculum of a variety of interventions (see appendix 16).  

They believe that challenging behaviour stems from the inability to be able to manage 
the work that they have been given. Giving them tasks that are at their level can im-
prove behaviour and attitude towards learning. Also, they aim to develop skills to 
raise self-esteem in order to motivate them to keep going and progress in their learn-
ing. An example of this would be a boy in year 5 working at a ‘U’ or reception level in 
literacy and numeracy. They were given the choice of how to answer comprehension 
questions on one of the songs from ‘The Greatest Showman’, either to write them 
down or record them on the iPad. Through giving him the choice and with support, he 
was able to come up with very good answers. It is about how you work with the chil-
dren and providing those strategies to help them manage their learning.   

Head of the LRC  

This unit offers an alternative curriculum for those with additional learning needs pri-
marily relating to insufficient social and emotional skills. They have a social skills/in-
clusion scales checklist to assess progress (see appendix 17).  

The head of the LRC suggested that the most effective strategies to support children 
with their social skills are visual support such as picture cards. This can help to pro-
vide structure and routine, encourage independence, build confidence, improve un-
derstanding, avoid frustration and anxiety, and provide opportunities to interact with 
others. They can also make communication physical and consistent.  

It is suggested to work with parents for both practitioner and parent(s) to plan and 
evaluate the child’s progress. Additionally, there is an emphasis on developing chil-
dren’s independence and emotional regulation.  
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As there are more opportunities to individualise learning, they can understand their 
learners in great depth. Each learner has a profile stuck on the wall. Despite having 
numerous strategies and interventions such as bucket time, a soft playroom to dereg-
ulate, a sensory room and partaking in activities such as going shopping or making 
toast, challenging behaviour is still difficult to overcome for some children, therefore, 
more one to one support is required. However, they contest that this is a barrier to 
promoting independence. Therefore, it is difficult to produce consistently effective 
strategies.  
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Chapter 5: Conclusion 

A range of strategies was analysed in this research. Each intervention/strategy could 

be further explored if time was not a constraint. Evidence from observations, ques-

tionnaires and interviews demonstrate that the interventions in place to develop lean-

ers’ social and emotional competencies can be effective, as accounts of learners 

overcoming barriers and difficult situation was recorded. The interventions cover the 

development of positive relationships which Corso (2007) mentions as the basis of 

establishing further social and emotional development e.g. cooperative learning, P4C 

and ELSA to be specific. 

 

However, assessing or monitoring learners’ progression in this area is quite complex 

compared to other areas of learning. Many practitioners have conflicting views on 

how the different aspects within social and emotional development should be as-

sessed because children have different experiences during their development. As a 

result, the knowledge and skills are “socially and contextually framed” implying that 

children’s social and emotional competencies will be influenced by their family culture 

and economic background. (Barblett and Maloney, 2010, p. 14). Consequently, the 

school use their own systems of assessing progress in this area using whole-school, 

cross-curricular, or individualised approaches.  

 

Furthermore, other aspects to further explore when developing leaners social and 
emotional competencies according to Weare and Gray (2003), would be the involve-
ment of parents and the community, which the school are heavily involved in e.g. 
family engagement days. Early intervention is also something to further explore. The 
school has a Flying Start programme as well as a member of staff being trained as an 
ELSA in the early years. Another aspect to research would be developing practition-
ers’ well-being and consistent CPD training for practitioners to develop their 
knowledge and skills on this area. The school also consider this as staff can take Fri-
day afternoons off from teaching (scheduled alternate weeks) to either undergo train-
ing/research or spend the time to develop their well-being. 
 
Undergoing a study has helped the researcher develop a variety of skills in terms of 
conducting questionnaires, interviews and writing up the study. As a student teacher, 
it is beneficial to enhance knowledge on an area of learning that is relatively current 
and in the progress of developing as an aspect within Donaldson’s proposed curricu-
lum. The researcher was able to identify good practice as well as evaluate different 
issues. Evaluation and reflection are important, as problems are identified and can 
then be researched further. Lastly, the researcher can use the knowledge and skills 
developed and acquired form the study to inform their own practice (Grigg, 2015).  
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Appendices 
 

Appendix 1 
 

This is an example of British Columbia’s framework for Physical and Health Educa-

tion (grade 5), which includes the purpose of delivering these competencies and the 

learning standards (skills and knowledge). (British Columbia Ministry of Education, 

2016) 
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Appendix 2  
 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 
This is an example of the Key Stage 2 Personal and social education framework, 

demonstrating the learning outcomes for Key stage 2. (Welsh Government, 2008) 

 

 

 

 

 



1600208 
 

27 | P a g e  
 

Appendix 3  
 

 

 

 

 

 

 

 

 

 

 

 

 
Schools can follow these eight principles to develop effective social and emotional 

well-being. (Public Health England, 2015) 
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Appendix 4 
 

 

 

 

 

 

 

 

 
This inverted triangle demonstrates key approaches to cater for children’s social and 

emotional needs. (Primary National Strategy, 2005) 
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Appendix 5 
 

 

 

 

 

 

 

 

 
 

 

Without the bottom element, the ones above cannot be developed effectively. (Corso, 

2007) 
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Appendix 6 
 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 
 

These are the effective strategies Redhill Preparatory school uses. (Estyn, 2018) 
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Appendix 7 – Ethics form pages 31-43 
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Appendix 10 

  
Electives Report 

2019 

 

Exploring the development of children’s social and emotional skills, its link to resilience and its 

impact on learning. 

Rationale 

I have been interested in well-being. I’ve always thought about whether achievement in school is linked 

in some way with children’s resilience, which could potentially be caused by adversity in their lives.  

The Welsh survey for ACEs (Adverse Childhood Experiences) (Hughes et. Al, 2018) reported that 

there is a link between ACEs and mental illnesses. ACEs range from childhood maltreatment to 

household experiences, where the highest percentage reported included verbal abuse and parental 

separation. They reported that these can affect individuals and their resilience (the ability to overcome 

hardships). They found that there are various factors that can help develop children’s resilience. These 

include active participation in sports or leisure activities, looking at community support, working on 

social and emotional skills and developing positive relationships. Having read this and a few more 

documents and exploring this school, I decided to focus on developing children’s social and emotional 

skills within a school context.  

Also, Donaldson (2015) proposes that children should be given the opportunity to be “Healthy, 

confident individuals who: are building their mental and emotional well-being by developing confidence, 

resilience and empathy.” 

Context and nature of strategies: 

Children experience different levels of adversity within different contexts; therefore, social and 

emotional support is provided for all pupils. Observations, interviews and questionnaires were used to 

explore how Pembroke Dock school develops leaners social and emotional skills to promote resilience. 

The school uses a cross-curricular approach with a variety of different interventions and approaches. 

There is no general data provided that demonstrates the link between developing children’s social and 

emotional skills, resilience and learning. However, interviews and questionnaires conducted for 

learners and practitioners provided some evidence of the links.  

 

Findings 

Approaches  

The school provides specific interventions to support learners with behavioural, social and emotional 

difficulties as well as using whole school approaches. They also have a facility called the Learning 

Resource Centre (LRC) to support ALN learners (primarily with social skills).  

Whole-school approaches 

The school aims to support children’s well-being through providing “an inclusive, caring and happy 

environment in which children feel safe, secure, valued and respected” and through “inspiring children 

to ‘dream big dreams’, encourage high aspirations and a good attitude.” Children therefore 

acknowledge and understand their rights and responsibilities, which they are made aware of in 

different contexts within the school. There are also displays around the school that remind and 

encourage children to be resilient.  

- Check in and check out through circle-time: children in both Foundation Phase and Key 

Stage 2 participate in ‘check ins’ and ‘check outs’ which involve asking children how they are 

feeling. Children are given the opportunity to talk and to be listened to.  
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- Promoting self-esteem in class: A teacher from Year 1 promotes children’s self-esteem 

through reward charts, showing examples of work and praising their work. For example, the 

teacher introduced ‘identity day’ where children were asked to bring in something important to 

them and speak about it to the class. 

- Restorative Practice – all staff trained, and it involves helping children respond to conflict and 

coming up with solutions to repair relationships.  

- Philosophy for Children: children in year 5 and 6 sit in a circle to discuss different topics 

where they can listen and argue points across in a civil manner, e.g. I disagree because… 

Topics are usually PSE related.  

- Cooperative Learning:  

5 elements: 

1. Positive interdependence – when learners in the group feel connected enough to succeed. 

They share the same goal.  

2. Individual Accountability – holding each member of the group accountable for the success of 

the task. 

3. Face to face interaction – when they have dialogue which promotes continued progress. 

4. Social skills – skills needed to function well in a group such as listening, taking in turns to 

speak and coming to an agreement. Allows children to become better communicators, better 

decision makers, better leaders and conflict managers.  

5. Group processing – choosing different strategies to assess their social skills and identify ways 

to move forward. 

- Children are given ‘academic goal’ and ‘social goal’. They follow a success criterion for both. 

An example given for a social goal was ‘active listening’. As a class they come up with a 

success criteria using a ‘T chart’ to assess their social goal. For example, they would look at 

what active listening would look like (eye-contact, nodding) and how it would sound like (tone 

of voice, questioning).  

Impacts on Learning 

In terms of social and emotional development, ‘check in and check out’, P4C and cooperative learning 

gives children the opportunity to be ethically informed through the different areas they cover and skills 

they develop.  

For example, in P4C they talked about consequences of actions, whether it’s right to treat everyone 

equally. At the same time, they’re learning how to question, to listen, to take in turns to speak and 

essentially to debate in civil manner. I observed a check in a Year 1 class where they sat in a circle 

and took in turns to talk about aspirations; what they wanted to be when they’re older and the 

responsibilities. Also noticed that in both of P4C and check in, an Article 13 from UNCRC was 

mentioned (reinforcing friendly debate).  

Cooperative learning can help children develop positive attitudes to learning as well as develop 

positive relationships with others through mutual trust and respect. Allows them to face challenges on 

their own and with others. It makes children aware that it is a team effort, and everyone contributes 

(they have their own roles and responsibilities). When it was first introduced in year 6, children were 

reluctant to work outside of their friendship groups, but through working on active listening e.g. eye-

contact, children were able to overcome this.  

 

Interventions for those who need additional social and emotional support and its impact 

Emotional Literacy Support Assistant (ELSA) 
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ELSA - for those who have behavioural difficulties, going through bereavement, or those who are 

finding it difficult to identify their emotions, unpicking the problems and helping them manage their 

problems can lead to them being happier therefore they can focus better in class. No hard evidence, 

but currently working on new programme to track their progress.  

Teacher gives ELSAs referral form to prioritise children. Working with 9 children and have a waiting list 

of 15. 

- Different needs so different strategies. 

- ELSA leas trains 2 children from each year group and class in KS2 to be peer mentors in restorative 

practice (low level). Restorative practice can lead to unpicking problems such as issues at home which 

leads to their behaviour. 

- There is an improvement in attitudes when children undergo ELSA.  

- Main strategy is to be available to listen and speak to them, to be there for them. 

- Early identification of any social and emotional difficulties can help prevent future issues. An example 

given is about a boy who did not engage in learning, found it difficult to develop relationships with other 

peers, hurting others and throwing things. But through ELSA (one to one support) they were able to 

overcome these barriers.  

- Children prefer one to one support for ELSA. But depending on the area or topic, it can be done in a 

group setting, e.g. friendship and sibling relationships. They gathered a group of children who were 

facing the same problem of falling out with siblings to make them aware that they’re not alone. 

- A good strategy would be going through social stories in order to help them better understand what 

they’re going through. 

- Ffion’s role (TA/ELSA/behavioural specialist) is to support all leaners. They can take their work to her. 

She does a lot with building friendships. She keeps record of incidents (for behaviour).  

- These interventions help remove barriers to learning, if a child is socially and emotionally healthy then 

they are more likely to engage in learning.  

 

Progress Groups 

- For those who aren’t hitting their outcomes.  

- Role is to help children achieve their intended outcome. 

- Alternative curriculum with interventions for Progress Group. 

- Hands on, every-day, basic skill activities e.g. forest schools (building activities), shopping 

(numeracy and literacy). 

- Develop skills to raise self-esteem, to motivate them to keep going and progress in their 

learning.  

- Behaviour stems from the inability to be able to manage the work that they have been 

given. Giving them tasks that are at their level can improve behaviour.  

- Examples include a girl engaging in learning through photography. Another one example 

would be a boy in year 5 working at a ‘U’ or reception level in literacy and numeracy was 

given the choice of how he was to answer comprehension questions on one of the songs 

from ‘The Greatest Showman’, either to write them down or record them on the iPad. 

Through giving him the choice and with support, he was able to come up with very good 

answers. It is about how you work with the children and providing those strategies to help 

them manage their learning.   

 

Nurture Group  
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- Focused on nurturing feelings, less children so more 1-1 support and more able to implement 

different strategies. Aim for children to get back to mainstream.  

- Nurture group is focused on dialogue, listening to children’s point of view, make them aware of 

the environment, accessing learning through their language and helps them manage their 

feelings and actions using Pyramid Club, TalkABout.  

- Effects on learning include better concentration with work, better attitude towards learning and 

towards others. 

- Teaching strategies to overcome difficulties in behaviour. 

- Transitioning from nurture group to mainstream – giving child choice of what to do in 

mainstream.  

- Success rate: roughly 85%. 

 

Interventions for ALN leaners and its impact: 

- Most effective strategies to support children with their social skills are visual support which 

can help to provide structure and routine, encourage independence, build confidence, 

improve understanding, avoid frustration and anxiety, and provide opportunities to interact 

with others. They can make communication physical and consistent. 

- Focused more on developing social skills. Social skills checklist used to assess progress: 

assessed beginning and end of year through observation and scoring children’s 

development from 0-2. Looking at social and emotional development e.g. beginning play 

behaviour – taking turns, being able to be stand at certain proximity from others; 

intermediate – play with peers, invite others to play; advanced – making comments when 

playing with peers.  

- They need to learn these basic social skills in order to do activities. A lot of the learning is 

developing social skills.  

- it is important to work with parents and keep contact with them, so both practitioner and 

parent(s) can plan and see child’s progress.  

- to overcome things such as attachment and attention, aspects from the social skills 

checklist are used to devise activities for children.  

- It’s quite difficult to assess children’s academic attainment as the focus is more on 

developing their social skills.  

- There is an emphasis on developing children’s independence and emotional regulation.  

Strategy - Bucket Time 

- Autism attention intends to help children build on functional social communication, 

understanding and spontaneous communication. It allows for engaging learning and 

trusting relationships. 

- It helps to increase their focus and attention. 

- If children pay attention to what is going on (visual and sensory engagement) for 3 

minutes, they get rewarded a point on the first step. The longer they maintain their 

attention, the higher the steps they take (up to 3 steps).  

- The children would gather around the practitioner. The practitioner would have a bucket 

that would have different objects inside it and would take one out and would say a few 

things about the car in simple language. They would repeat it. For example, practitioner 

would say “car, car has four wheels…” They would listen and try not to spontaneously 

interrupt the practitioner, unless they asked them a question.  
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- The practitioner placed A2 paper on the floor and put shaving foam on it and then different 

coloured paint and glitter. Some children were excited and some of them had to be 

refrained from touching what was on the floor. It was interesting to see how focused the 

children were on what the teacher was doing. The aim is to help them communicate a 

shared understanding and experience through eye contact, gestures, facial expressions, 

proximity and body language.  

 

Next Steps: 

- Look into sport, outdoor learning and family engagement which have an impact on 

resilience and mental health.  

- Look at pupil voice which is one of the aims of the school. 
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Cooperative Learning:  
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Five elements: 

1. Positive interdependence – when learners in the group feel connected enough to 
succeed. They share the same goal.  

2. Individual Accountability – holding each member of the group accountable for the 
success of the task. 

3. Face to face interaction – when they have dialogue which promotes continued pro-
gress. 

4. Social skills – skills needed to function well in a group such as listening, taking in 
turns to speak and coming to an agreement. Allows children to become better com-
municators, better decision makers, better leaders and conflict managers.  

5. Group processing – choosing different strategies to assess their social skills and 
identify ways to move forward 

Children are put into small groups. They are given a warmup activity to help build on 

their relationship. They are then given responsibilities and work together to solve the 

problem. They are also given an ‘academic goal’ and ‘social goal’. They follow a suc-

cess criteria for both. An example given for a social goal was ‘active listening’. As a 

class they come up with a success criteria using a ‘T chart’ to assess their social 

goal. For example, they would look at what active listening would look like (eye-con-

tact, nodding) and how it would sound like (tone of voice, questioning).  

 

(Pembroke Dock Community School, 2018). 
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The teacher will refer to this chart when pupils are misbehaving.  
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Appendix 13 
Questionnaire 
Impacts of supporting children's social and emotional development 

 

1: What is your role? E.g. teacher, LSA 

_______________________________ 

 

Please circle answers. 

2: Who do you think is primarily responsible for helping a child deal with his or her emotions 

appropriately? 

 

Parents  

Schools 

Children  

All 

 

3: What social and emotional aspects have you helped children develop? 

 

Self-awareness 

Managing Feelings 

Motivation 

Empathy  

Social Skills 

All 

 

4: “When these aspects are developed children are equipped to: manage strong feelings such as 

frustration, anger and anxiety; be able to promote calm and optimistic states that promote the 

achievement of goals; and recover from setbacks and persist in the face of difficulties.” 

 

Strongly agree        Agree        Neutral        Disagree        Strongly Disagree 

 

5: “When these aspects are developed children are equipped to: recognise and stand up for their rights 

and the rights of others; understand and value the differences and commonalities between people, 

respecting the right of others to have beliefs and values different from their own.” 

 

Strongly agree        Agree        Neutral        Disagree        Strongly Disagree 

 

6: “When these aspects are developed children are equipped to: make and sustain friendships; deal with 

and resolve conflict effectively and fairly; solve problems with others or by themselves; and work and 

play cooperatively.” 
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Strongly agree        Agree        Neutral        Disagree        Strongly Disagree 

 

7: What do you think are the most important factors to consider when developing children's social and 

emotional skills? (Please tick 3) 

 

• Schools or setting systems which make sure that all individuals feel valued and listened to. 

• Positive relationships in school. 

• Teacher (or practitioner) insight and knowledge into the emotional factors that affect learning and skilful 

teaching which arouses pupil interest and motivation. 

• Clear and consistently implemented policies on behaviour, bullying, race equality and inclusion. 

• Proactive work with parents. 

• The active involvement of children themselves. 

 

8: What do you think are the most effective approaches to support children's social and emotional 

development? 

__________________________________________________________________________________________

__________________________________________________________________________________________

_______________________________________ 

9: Do you think that most children will feel more confident in themselves and their learning when their 
social and emotional development is being catered for? 

 

Strongly agree        Agree        Neutral        Disagree        Strongly Disagree 

 

 

10: If agreed, please comment on how children demonstrate their confidence in themselves and their 
learning. 

__________________________________________________________________________________________

__________________________________________________________________________________________

__________________________________________________________________________________________

__________________________________________________________________________________________

______________________________________________________________________________ 

Any other comments? 
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Appendix 14   

Reception ELSA interview  

Researcher: How are children with social and emotional difficulties identified?  

Participant: It’s normally the class teacher. 

Researcher: Do you help plan for these children? 

Participant: Yes, they get referred to us and then the class teacher fills in a form where they level their social and 

emotional skills, with one being the lowest. You’re able to see their lowest areas and what they need to work on 

Researcher: What do you think the benefits are of supporting children with social and emotional difficulties? 

Participant: Massive benefits and it is important to catch them early to stop the problems from getting worse. 

There was one child I worked with. He was kicking off every day, in the classroom, in the corridor hurting 

everybody. He was not engaged in school life whatsoever, but through ELSA time, his behaviour improved.  

Researcher: What does ELSA time involve? 

Participant: It’s half an hour spent with the child to develop different areas like self-esteem, building up their 

resilience, helping those who can’t accept failure, it all really depends on the child, it’s all different.  

Researcher: Can this be done in groups? 

Participant: It can be done in groups through a circle of friends because some children struggle to make friends. 

There’s a lot of different ways but a lot of it is one to one support.  

Researcher: What are the most effective strategies to support these children? 

Participant: every child is different, sometimes all it takes is being there, talking to them. Sometimes you have to 

go through social stories or read it to them, like making friends, in order for them to understand their behaviour 

because they don’t know what they’re doing is wrong. There are so many different things to help them.  
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ELSA Lead Interview 

 

Researcher: Can you explain your role? 
 

Participant: I am the inclusion leader and one of my roles is ELSA lead. There are two other members of staff 

who trained in ELSA and we have another one currently training down in the early years because they have 

brought out a new ELSA course which is specifically tailored to the younger child. As ELSA lead, I oversee what 

the other ELSAs do. I coordinate the pupils who are coming in, who are referred to us. I then liaise with the teach-

ers. It could be the paediatrician who has referred them. I also liaise with the other inclusion manager who may 

have communication with parents.  
 

Researcher: I spoke to one of the ELSAs and she mentioned that you have a referral form. 
Participant: We’ve put together a referral sheet, I send that out to the class teacher who will then mark off and 

score the children and from then we can prioritise because we currently have nine children on ELSA and then 

we’ve probably got a waiting list of 14-15 children. So, we try and then prioritise by what they’ve scored on there. 

 

Researcher: I know that every child is different and need different things, but what do you think are the most ef-

fective strategies to develop children’s social and emotional development? 
 

Participant: It will depend on the child’s need; the child would lead you. You sit them down and chat with them to 

see what the problems are because they may not know what they are, and they might see things differently to how 

we see them. They may not have an understanding, they may not have emotional literacy or understand their feel-

ings, so it’s about chipping away at that and unpick their problems and work forward from there. There are lots and 

lots of strategies, it really depends on their area of need.  
 

Research: How about in terms of restorative practice? 
 

Participant: I’m also the lead for restorative practice. So, I train the children, because we have peer mentors here. 

So, all classes in KS2 have peer mentors, so that if there are any issues on the playground, if it’s low level then 

they can deal with it. If it’s more than that then they can bring to an adult or the class teacher. With restorative 

practice, it works hand in hand because it’s all about making them aware of their emotions and unpick what the 

problem is. When you sit down with these children and work though the restorative practice questions, you realise 

there might be something going on at home or there could be another problem with another child at school that 

nobody hasn’t picked up on and that’s where some ELSA referrals come from. If we can unpick these problems 

children are more likely to want to come in to school and engage in the learning. They’re going to feel happier, 

confident and motivated. Our job is being there for them, we’re someone they can talk to. We’re there to empa-

thise for them and we want to make them aware that they’re not alone. Siblings group we had ran really well be-

cause they saw that it’s not just them who has a brother or sister that behaves this way. It worked well with chil-

dren lower down in the school who had siblings in the upper end. ELSA typically goes on for 6 weeks but depend-

ing on the child’s needs it can go on for longer or shorter.  
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Appendix 15  
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Appendix 16  
 

Group interview with the Progress Team 

 

A response from a question asked by another researcher:  

Participant: Quite often the behaviour stems from the inability to be able to manage the work that they’ve given. 

Giving them tasks that are at their level, you’re eliminating a lot of the behaviours.  
 

Participant: There’s one boy who springs to mind, I usually have him on a Thursday morning, he needs the out-

doors, even when he had a day out with Darwin Science, the guy picked on him for being so good. It shows that 

it’s what he needs. There was also another girl in year 5 in my group who showed behavioural issues, we weren’t 

sure what to do with her as she was causing so many problems. But ever she’s come to me, she’s found a love for 

photography during forest schools. We’ve found something that she can channel and the photos she’s taken on 

the iPad at 9 years of age are amazing. When we do the recording work, we give them a choice. We did this com-

prehension on one of the Greatest Showman songs and I said you could either write it or record the answers on 

the iPad. We went through the questions, what they meant, and they recorded it. There was one boy in Year 5 

who was working at a ‘U’ reception level in maths and literacy, but his answers on the comprehension were stun-

ning, amazing answers. It’s all about giving them the choice. 
 

Researcher: Being ELSA trained, how does your support help them in their learning and progress in other areas 

of curriculum. 
 

Participant: It’s similar to behaviour. You have children who go through bereavement, children who find it difficult 

to identify their emotions and when we’re solving these problems, alongside ELSA, and when you unpick these 

problems then obviously they’re happier about themselves, in their own bodies, they’ll be able to focus more in 

class. I don’t have actual hard evidence, although I have just started using a new programme to track so that we 

can see the difference.   
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Appendix 17 
Learners are assessed at the beginning of the year and at the end of year through observation and 
scoring children’s development from 0-2. Social development is levelled by ‘beginning play behaviours’ 
‘intermediate behaviours’ and ‘advanced behaviours’. Emotional development is levelled by ‘under-
standing emotions’, ‘self-regulation’, ‘flexibility’ and ‘problem solving’. There is a section for communi-
cation and academic ability as well. To overcome things such as attachment and attention, aspects 
from the social skills checklist are used to devise activities for children.  
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