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Chapter 1: Introduction  

 

The 21st Century with its current socio-economic climate dictates that for today’s children to 

succeed in life and achieve positive well-being they will need a balance of cognitive skills in 

addition to attributes such as resilience, social and emotional skills (OECD, 2015), also  known 

as soft skills (Cullinane and Montacute, 2017).  

Emotions can facilitate or impede children’s academic engagement, with clear links between 

higher levels of emotional wellbeing and higher academic attainment (Durlak et al, 2011, Green 

et al, 2005) Consequentially, the role of educators to equip children with tools and strategies to 

regulate and provide a learning environment and pedagogy in which to thrive is therefore 

imperative. Kautz et al (2014) and Public Health for Wales (2013) argue that evidence suggests 

that social and emotional skills targeted in childhood programmes can have lifelong benefits, 

particularly for disadvantaged children. In addition,  Allen (2011) and Cooper and Cafai (2010) 

highlight that there is an increase in children entering school with inadequate emotional and 

social capabilities to engage effectively with present and future challenges. Furthermore, 

Bowlby (1980) and Maslow (1971) have indicated that for children to thrive as individuals that 

they need their basic physical and emotional needs met. 

Many definitions across the disciplines of wellbeing exist with reference across the 

interconnected physical, psychological, social and emotional dimensions of life that enable the 

full participation of people in society, however, The National Health Service (2010, p.7) 

encompass this succinctly stating that it is, ‘a positive state of mind and body, feeling safe and 

able to cope.’ Furthermore, the WAG (2010a) argue the terms, ‘emotional health’ (or 

wellbeing), ‘psychological wellbeing’ and, ‘mental health’ have similar meanings and 

implications, which encompass a multitude of feelings; happiness and confidence which 

together sustain a balance. 

For the purpose of this research the researcher has identified emotional wellbeing as the 

measurement tool; much debate and challenge await this current domain as educators begin to 

navigate through the new Curriculum (Successful Futures, 2015) and identify how to develop 

and equip children with skills and capabilities within the health and wellbeing strand as an area 

of learning and experience, in order for them to thrive and succeed.  
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The overall aim of the research is to evaluate how the target school is using the pupil 

development grant to ensure that the emotional wellbeing needs of children receiving free 

school meals are being met in comparison to other schools. The author will identify the 

strategies and interventions schools are using to measure and assess children’s wellbeing, and 

how far they perceive these to be effective in progression. Identifying the amount of funding 

the school receives and the rationale underpinning the allocation of this will be recorded. 

For the purpose of research, the author used mixed method research, providing both qualitative 

and quantitative data which included designing a questionnaire to ascertain the emotional 

wellbeing of the learners. Together this data will support and inform a critical analysis through 

triangulation to answer the research question. 

The researcher has previously worked with The Salvation Army, supporting families and 

individuals who experience poverty and for many, through adverse childhood experiences 

(Smith, 2012), now experience homelessness, addictive behaviour and emotional and social 

problems. The researcher is driven passionately to develop the tools to empower young people 

to be heard and be successful, an ambition embraced by the four purposes of the new 

curriculum. 
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Chapter 2: Literature Review 

 

Link between poverty and wellbeing  

Our National Mission (WAG, 2017) is committed to reducing poverty and its effects, including 

closing the educational gap between children in low-income families and their better off peers 

(JRF, 2018; Estyn, 2010).  However, since 2010 children from lower income families have 

been catching up on educational attainment with their peers from more privileged backgrounds 

(JRF, 2018). Nevertheless, the changes in the benefit system are continuing to have a 

detrimental impact on already low-income families (Children in Wales, 2018) with a rise of 

13% of families in 2018 accessing food banks to receive emergency food supplies (Trussell 

Trust, 2018).  

The Department for Children, Schools and Families (2009) and The Child Poverty Action 

Group (2015) argue that it is crucial to understand the significant relationship between the 

detrimental impact of poverty on children and their later life outcomes caused by Adverse 

Childhood experiences (Education Scotland, 2017) together with the effect on society as a 

whole. Evidence highlights the increased risk of developing mental health problems impacting 

social and emotional relationships in the long term (Ayre, 2016; Durlak et al, 2011; The Allen 

Report, 2011) In addition, Shonkoff and Phillips (2000) argue that early programmes that 

enhance social and emotional development are equally as important as those that develop 

cognition. 

As these children remain trapped in poverty, vulnerable in many ways (Estyn, 2014a), they 

attend school unable to access learning due to fear, anxiety and unhappiness, unequipped in the 

skills required in persistence and self-regulation that increase the time children are engaged 

and on task (Goleman, 1996; Duncan et al, 2007). 

Overcoming these issues can therefore be significantly challenging in improving the life 

chances of these children and young people and yet, to date, ‘major reports on well-being at 

school have not substantially and solely focussed upon the primary setting’ (Banerjee et al. 

2016, p.14). 
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Pupil  Development Grant 

The Pupil Development Grant is delivered to break down the barriers faced by learners from 

disadvantaged backgrounds, with results now showing improvements for those learners at all 

key stages (WAG, 2017).  In fact,  The PDG  highlighted that,  

‘Schools have actively embraced The WG directive to focus on pupils’ wider needs, and not 

just academic attainment: interventions cover pastoral activity, family support as well as 

literacy and numeracy skills for example’ (WAG, 2017, p. 11). 

 This is reflected within the new curriculum reform as The Good Childhood Report 2018 has 

identified the need to significantly reform the approach to wellbeing within the ethos and 

environment of the school.  

Early Intervention 

Schools offer a foundational frontline role in promoting and protecting children and young 

people’s mental health and wellbeing (Banerjee et al, 2017; Ofsted, 2012; Weare and Nind, 

2011; Gross, 2008) which will require a whole school approach (Dyson et al, 2010). In addition 

to collaboration with health care professionals and organisations working with schools to 

promote resilience and target specialist small group  interventions for those children with 

identifiable mental health symptoms (House of Commons, 2017; Department for Children, 

Schools and Families, 2010; Wolpert et al, 2010). Furthermore, collaboration between schools, 

parents and families can be successful in overcoming the barriers faced by many and promote 

positive impacts on emotional wellbeing (Egan et al, 2014; Weare and Nind, 2011). Thus, 

universal provision and targeted activity is required across a multi-agency approach. 

In addition, as early intervention is crucial (Cahill and Neerose, 2014)  Layard and Haggell 

(2015) argue that wellbeing should be adopted as a major objective, with life skills being taught 

alongside core subjects  as emotional skills and social skills do not exist in isolation but work 

together (OECD, 2015).  Children and young people need to experience social, emotional and 

physical well-being to thrive and engage successfully with their education’ (WAG, 2015, p. 

45), and an important element in promoting this is to promote and develop resilience of all 

children (WAGa, 2010) by identifying those at risk of developing emotional problems and 

providing activities to promote greater resilience. Wong et al (2008) and Ager (2013) suggest 

that this resilience provides self-esteem, leading to personal aspirations and the capacity to 
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problem solve. In contrast, children who have limited emotional literacy, are unable to self 

sooth and manage their emotions leading to social, academic and personal difficulties (Durlak 

et al, 2011).  

Nurture Groups 

One of the key actions of Our National Mission (WAG, 2017, p.15) is to, ‘strengthen provision 

and support for all learners,’ with the Department for Education (2016) highlighting that 

strongest evidence to support children emotional and mental well-being is the early 

intervention (UKGOV, 2009)  that focus on teaching emotional skills in small group sessions 

such as nurture groups that take a holistic approach to raise their skills and confidence levels 

and ensure progression (OECD, 2018; National Assembly for Wales, 2018; Woodier, 2011). 

The WAG (2017) found that in case study schools, where the PDG was used effectively, that 

they used tracking systems and their own knowledge of  children’s circumstances to identify 

those needing targeted additional support. 

These nurture groups use an assessment tool; The Strengths and Difficulties Questionnaire 

(Goodman, 1997) and The Boxhall profile (Boxhall, 1992 ) to identify learners who would 

benefit from small group intervention that foster positive attachment representations and thus 

build emotional wellbeing (Banerjee et al, 2016). The goal being to re-introduce them into their 

mainstream class better equipped with skills that allow them to access learning. Evidence from 

The Sutton Trust (date unknown) suggest that the overall impact for social and emotional 

learning interventions has an additional four months progress. 

The WAG (2010b) highlight that the balance of provision within the nurture groups brings 

together the relationship between emotional and cognitive learning. This in turn develops a 

greater sense of achievement, creating a pattern of successful learning.  Research by Hughes 

and Schlosser (2014), Scott and Lee (2009) and The Nurture Group Network, 2016) support 

The WAG (2010) assertion that children’s self-esteem and emotional wellbeing has improved 

as a result of Nurture group intervention within a holistic whole school approach (Howard et 

al, 2017) as these children accessing this provision respond best to a relationship based 

approach (ERW, 2017). In addition research from Binnie and Allen (2008) and Cooper and 

Tiknaz (2005) suggested that significant improvements in childrens social and emotional 

wellbeing were found in children that attended nurture groups compared to those that didn’t 

attend such a group with over half of teachers recording positive improvements in the 

mainstream classroom, including less interruption of learning, improved classroom 
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engagement and better social skills with peers. Hughes and Schlosser argue Nurture Groups, 

‘improve the emotional well-being of children, but there is a need for higher quality and 

longitudinal research’ (2014, p.1). 

Education Scotland (2017) highlighted the challenge of developing children’s creativity which 

can develop confidence within a structure, that can be over led by the teacher, stifling individual 

creativity. In addition, Cooper and Cafai (2010) also notes the challenges of possible 

constraints in a mainstream classroom for children who have benefitted in a smaller nurture 

group, however, it could be argued that this could be overcome by pedagogical changes, and 

providing a more inclusive environment (The Nurture Group Network, 2016). 

Staff 

The effective use of staff to resource such social and emotional interventions is crucial. as 

Ofsted (2014, p.14), argue that the ‘indiscriminate use of teaching assistants can represent very 

poor value for money, with little or even negative impact on learning.’ They noted that in good 

practice schools, specially trained teaching assistants were responsible for small group 

intervention. Furthermore, the evaluation of the PDG argued that using funds to employ 

Teaching assistants for a specific range of pastoral roles for dis-advantaged pupils helped them 

to understand individual barriers faced by these children and were therefore in a better position 

to support these children (WAG, 2017). Whole school staff training is therefore paramount to 

ensure signs of anxiety, emotional distress and behavioural problems within learners are 

identified and assessed correctly (NICE ,2008). 

 

Ysgol Glan Gele  was highlighted by The Education Achievement Service (2014)  for effective 

use of TAs to work with learners who were socially disadvantaged to develop their emotional 

and social skills, with a Family Liaison Officer leading a daily nurture group alongside parents;  

developing attachments which facilitate coping skills, protecting mental health and providing 

positive outcomes for vulnerable learners (WAG, 2010a; Cahill and Neerose, 2014). 

Importantly, Education through Regional Working (2017) highlighted the importance of staff 

training, to move away from  the concept of, ‘Managing behaviour and towards a relational 

approach based on responsiveness to the emotions that give rise to it’ (ERW, 2017, p. 3) as 

they argue some staff failed to understand why traditional behavioural approaches had no 

impact on these children, and thus felt ill-equipped to support them.  



Student 1601326 
 

11 | P a g e  
 

The Welsh Government suggest some schools have tackled the emotional wellbeing and 

resilience agenda through having dedicated support staff; Emotional Literacy Support 

Assistants (ELSA), who support social and emotional development of learners in small groups 

such as friendship groups. The impact of the ELSA programme within schools was highlighted 

in their report which suggested it showed a positive impact on children’s confidence, social 

skills and self-esteem (Edwards, 2016). Equally FLO’s funded by the PDG, who’s role includes 

engaging and fostering relationships in home-school connections, dedicating time and support 

to improve the well-being of specific children, and improving attendance has had significant 

impact on attendance, relationships and inevitably promote positive well-being (Banerjere et 

al, 2016). 

St. Mark’s Church in Wales Primary School, use their PDG to promote wellbeing through the 

use of staff to provide a free parent and toddler group run at the school weekly. A  multi-agency 

hub of professionals are on site to support children in deprivation. Documentation is the key to 

track the leaners’ progress, and this is evidenced through noting observations and through 

conversations with the child and parents. In addition, the Inclusion Family Officer has 

increased family engagement. The Impact of their strategies has seen an increase in results for 

FSM pupils also showed a positive increase in learner confidence and preparedness for learning 

(EAS, 2014). 

Parental engagement  

Public Health Wales (2014) suggests that schools play an important part in building parental 

skills, which in turn effects the social and emotional well-being of children, with NICE (2008) 

recommending schools offer small group-based programmes to support parenting skills.  

Rewriting the Future (WAG, 2014) emphasises this crucial relationship as being one of its four 

central themes, with Savage and Brodie (2015) highlighting that this is also critical for the 

success of inclusion. However, programme engagement is a common problem for universal 

parenting programmes (EEF, date unknown). Aston and Graystone (2013, p.45) state that 

schools need to, ‘Create an ethos that says that all families are reachable’ with The DFEE 

(2008) highlighting that the positive impact can continue to have a significant impact on 

achievement into adulthood.  

Banerjee et al (2016) and Estyn (2018) highlight that successful schools have strong links with 

the community, with family volunteers and provide parenting courses. These have been  shown 

to promote wellbeing, prevent child mental health problems and good academic outcomes 
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(Sanders, 2008; Lindsay et al, 2011, Gardner et al, 2007; Lindberg, Enebrink and Ulfsdotter, 

2014) as parental low self-esteem and an inability to cope within a deprived environment can 

be reflected in their children who are unable to receive nurture (Jensen, 2009). However, 

Hutchins, Owen and Williams (2018) argue that there is little research to their long-term 

effectiveness, with the EEF (ate unknown) also stating that the evidence is mixed and less 

conclusive particularly for disadvantaged families. In contrast, Layard and Hagel (2015, p.19) 

state that a survey of 200 school-based programs to promote the social and emotional skills of 

children, identified that these children, ‘gained about 10 percentile points in emotional 

wellbeing and behaviour but also in academic achievement.’ 
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Chapter 3: Methodology and research design  

 

It is paramount that all research observes protocol, and ethical considerations (Mills, 2011) 

with the responsibility of the researcher to maintain the well-being of the participants involved. 

The researcher was mindful of guarding against intentional and unintentional harm (Bell and 

Waters, 2018) to the participants in the way the research was conducted, as this school was in 

an area of high deprivation, with the school acknowledging that it offered a rich nurturing 

environment promoting wellbeing as its core ethos. The nature of the questionnaire could 

therefore potentially be challenging for some children and the need to guard against this was 

paramount. The teachers were therefore informed of the questionnaire at the outset. The BERA 

(2011) ethical guidelines refers to the compliance of  Children’s rights in The United Nations 

Convention of the Rights of the Child; whereby Article 3 and 12 (UNICEF, unknown date) 

highlights the interests of the child must be the primary concern of the researcher, with children 

having freedom to have a voice on matters that affect them.  Full consent must be given from 

the child, and the right to withdraw (BERA, 2011, Mcniff and Whitehead, 2010) explained 

clearly and succinctly, which the researcher did verbally before distributing the questionnaires 

to each class, whilst they actively supported learners as appropriate such as reading through 

the questions, and modelling how to fill in the questionnaire. 

The Researcher also aligned the research with The University of Wales, Trinity St Davids, 

‘Research Ethics & Integrity Code of Practice’ (2017) whereby the researcher carefully 

considered the ethical implications of their research activity before submitting the ethical 

approval application (see appendix 1) prior to undertaking research. The Education Workforce 

Council guidelines (date unknown) with understanding of The Equality Act (2010) 

underpinning the ethical principles undertaken in the research has also been adhered to. The 

consent form (see appendix 2) was signed on arrival at the target school and it was clarified to 

the senior mentor of the school that Data collected and recorded would be destroyed at the end 

of the project in conjunction with The UK Data Protection Act (1998). 

A mixed method approach combining both qualitative and quantitative data was used with the 

primary method of gathering the research data through observations, interviews, questionnaires 

and field notes. These range of approaches will be used to interpret, explain, reason and provide 

personal future recommendations, offering both measurable data, and interpretive data which 
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allows for deeper understanding that may underpin the research (Bell and Waters, 2018; 

Holliday, 2012). 

The Qualitative research data used deliberate sampling, with a specific focus and purpose in 

mind (Punch and Oancea,2014). The evidence was gathered through qualitative data from 

conversational notes taken through observations and quantitative data in the form of a 

questionnaire (see appendix 3). Recommendations from the Wellbeing and Children Forum 

(2015) suggest that schools measure wellbeing in this way every year with resulting scores 

being properly standardised showing value-added during school life. The Schools Estyn Report 

(2016) indicate that this occurs on an annual basis. 

Questionnaire  

The questionnaire consisted of 13 short direct closed questions relating to wellbeing  with a 

multiple choice of 5 responses, which required a tick to choose the most appropriate answer. 

The questionnaire was based on the guidance in Action for Children (2009), This form of 

questionnaire was a quick way to obtain informational data that would be quantifiable 

(Hopkins, 2014), the questions were written for a specific purpose and anonymity could be 

assured (Opie, 2004; Cohen, 2007). However, Bell and Waters (2018) suggest that this form 

of question offers no room for expansion of reasoning behind the answers given. On reflection, 

this is evident, however, for the purpose of the research to achieve a snap shot of whether the 

children are happy was sufficient to gather in the manner chosen. The layout was important to 

encourage and engage the children (Cohen, 2007) and therefore had a colourful border to the 

paper and clear font size. Due to the size of the school, it was decided to target Key Stage 2, 

giving a sample size of 112 learners, effectively 52% of that key stage. Morrison (1993) argues 

that the reasoning behind the sampling strategy is an important factor as it distinguishes the 

appropriateness and validity to the initial research question, however, as the researcher had a 

limited time in an unknown school  it was decided after discussion with the mentor to target 

children randomly to get an overview. On reflection the design of the questionnaire wasn’t in 

itself appropriate to answer the research question in its entirety, however, this will be discussed 

in the results section.   

 

The results were gathered by a class at a time, which on initial reflection could have affected 

the results as on observing the children, it was evident that some children were trying to 

produce the ‘same’ answers as their neighbour. Thereafter, these initial evaluations, the 
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researcher took a small group at a time to discuss and share the questionnaire, which appeared 

to have more honest results as the children filled them in more independently.  

 

The results were recorded in an excel spread sheet in order that they could be analysed 

proficiently (Mills, 2011), however as Hopkins (2014) argues this analysis could be time-

consuming, which indeed it was. 

 

Semi structured interview 

Semi structured interviews are a powerful, flexible tool for exploring peoples view-points, 

perceptions and with open ended questions guiding the interview but allowing flexibility, 

within that agenda which allows for truly qualitative data (Cohen,2007;  Mertler, 2014; Johnson 

and Christensen, 2014). In contrast, it could be argued that structured interviews leave little 

room for variation (Punch and Oancae, 2014) and unstructured interviews which may need in 

this situation a level of basic understanding to what is being asked (Punch and Oancea, 2014).  

When interviewing the head teacher about the PDG, pre-prepared questions were used (see 

appendix 4) to set a structure for the interview and gauge answers to specific questions that 

were required. It also allowed the researcher to respond and use follow up questions that 

emerged as the interview flowed, whereby both the interviewer and interviewee co-constructed 

the interview (Walford, 2001, Bell and Waters, 2018) as the head teacher had more appropriate 

information that the researcher had no knowledge of, yet would assist with the research 

question. 

Observations and field notes 

Observational data and field notes recorded can identify live events that record non-verbal 

behaviour in a natural setting (Bailey,1994) which could offer the researcher additional 

information to assist in interpreting the children’s understanding of wellbeing. This occurred 

in small group settings where children would partake in nurture group sessions, which allowed 

the researcher to observe and record behaviours, non-verbal and verbal cues taking place 

(Arthur et al, 2012).  However, in comparison, observing the children with an iPad, taking 

notes in the social and emotional intervention groups, it could be argued could alter the child’s 

behaviour as they are aware they are being watched  (Mertler, 2014). Equally, notes taken could 

lack the richness of what is actually taking place, compared to video evidence which can be 

visited time again to reflect on what is taking place (Leedy and Oramond, 2005), however on 
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reflection the researcher felt that for this particular research video evidence would have no 

further benefit as the children would feel under pressure and therefore provide less authentic 

and valid results. 
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Chapter 4: Results and discussion 

 

The aim of this chapter is to reflect, analyse and interpret both the quantitative and qualitative 

data from all research methods undertaken in conjunction with the literacy review to identify 

whether the research question could be answered with clarity and assurance.  

 

It is important to note the socio-economic environment in which the school is situated as the 

amount of PDG allocated will reflect this. The area is one of high deprivation, with around 

39% of pupils are eligible for free school meals, which is well above the national average 

(Estyn, 2015). The school has a  nurturing environment with wellbeing a priority; identifying 

as an Attachment Aware School. It was observed that in both morning and afternoon 

registrations throughout both phases, the teacher provided ‘check in’ sessions which enable all 

children to share discreetly through classroom strategies or through verbal feedback how they 

are feeling (see appendix 5). This therefore allows teaching staff to monitor, assess and put 

children forward for wellbeing interventions on an individual basis. 

 

Semi structured interview 

The semi-structured interview with the Head Teacher based on how the PDG was allocated to 

support the wellbeing of disadvantaged learners by identification of fsm children opened up 

interesting dialogue that provided qualitative data. He felt that the allocation of funding under 

the current system was unfair and wasn’t representative of the children at the school, which 

reflected in receiving less PDG than what he would expect. The researcher felt this required 

discussion as this has bearing on how the school allocates funding to promoting the wellbeing 

in disadvantaged learners. He explained that in January, the eligibility of fsm is recorded in the 

Pupil Level Annual School Census (PLASC), however, this is not a true reflection of the 

reality, as many families take multiple seasonal work and at the time of collation, families 

appear to be on an income, however, this is only a temporary situation. Therefore, the 

measurement of fsm used is in fact not a true reflection and thus an inadequate measure for the 

PDG grant. (Head, 2019) Furthermore, The Childrens Society (2012, p.3) state that, ‘In 

England, about a third of school aged children living in poverty are not eligible to receive 

FSM.’  For this reason the Head suggested that the school’s ethos was attainment for all, in that 

a large percentage of children are dis-advantaged, although not statistically recorded as being 
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such, and that at different times because of the nature of family set ups that children will feel 

insecure and need nurture. PDG Funding is therefore allocated across the school as a whole, 

with well-being a large part of this.  

 

 A Targeting funding survey showed, ‘that only 23% of schools use the PDG funding strictly 

for pupils on free school meals. The majority of respondents, 77%, admitted that additional 

support is shared amongst pupils on free school meals as well as those who are low achievers’ 

(Welsh Democrats, 2013). However, Estyn (2014) stipulate that the PDG is not, ‘for tackling 

underachievement across the school.’  In contrast, it was found that case study schools with 

lower attainment levels continued to target PDG spending at lower-attaining pupils in general 

- regardless of disadvantage or eFSM status – on the grounds that there is often a substantial 

overlap between disadvantage and lower levels of attainment (Welsh Democrats, 2013). It is 

evident therefore that this is where the target school sits. Furthermore, The WAG state that, 

‘Only eFSM and LAC learners may receive PDG-funded support from individualised 

programmes’ (WAG, 2017, p. 4), although they also state that funding should be allocated to 

help ‘overcome the additional barriers poorer pupils face that prevent them from achieving 

their full potential’ (WAG, 2014a). 

The target school uses approximately £121,000 (Head, 2019) of the fund to employ 

experienced and trained staff, relevant to the nurture required in such a setting. Staff employed 

include ELSA’s, a Welfare officer; responsible for the Nurture Groups and a FLO, with a role 

including the running of the toddler group. All staff employed have responsibility to support 

the development of skills in learners to become resilient and emotionally stable, secure 

individuals, which research argues supports them to be in a place ready to learn (Connelley, 

2007). In addition, thirty- five teaching assistants are employed that support literacy catch ups, 

and social and  circle time groups which take place out of the classroom. The school also liaise 

with ERW on staff training to equip and resource them for their specific role (WAG, 2017) 

which research suggests can also promote good teacher-student relationships and address  

students’ emotional and behavioural difficulties’ (Dolev and Leshemb,2016). This was an 

important aspect to consider when questioning the leadership, as Estyn (2017)  suggest that 

those children that need the most support, are the children who spend the most time with the 

least qualified adult.  
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Observations  

The target school research showed evidence of children assessed through daily check ins for 

targeted interventions which The Sutton Trust (date unknown) highlighted as being very 

effective. These flexible arrangements to informally assess for interventions for children reflect 

the Head teacher’s comments and are key to targeting and thus preventing the escalation of 

difficulties (Banerjee et al, 2017) which can continue throughout life if not dealt with (The 

Child Poverty Action Group, 2015; Durlak et al, 2011). Within one social and emotional small 

group intervention observed, the teacher used Bertie -Bee (see appendix 6) to discuss feelings. 

After completing worksheets related to the discussion on feelings (see appendix 7) the teacher 

kept the work which would then be assessed with the class teacher at the end of every half term, 

to measure progress and identify any further support required if appropriate. These provide key 

assessments which allow for tracking of individual needs (WAG, 2017) which filter into the 

wider pupil data tracking that the assistant head records and monitors; information that was not 

readily available to closely observe or gather information from, which was a limitation of the 

study.  

Observations and Field Notes  

The Welfare Officer employed through the PDG funding has responsibility for the Nurture 

Group. Ofsted (2011) argue that Nurture Group intervention involves a considerable 

investment in terms of finance, resources and staff training, however, the impact can be far 

reaching on children and families. Criteria for nurture group intervention requires either formal 

assessment; The Boxhall Profile (1992) and The Strengths and Difficulties Questionnaire 

(Goodman, 1997) or informal assessment; through teacher referrals taking place. The 

attachment awareness training this position requires is crucial as The Nice Guidelines (2015) 

argue that staff need training to understand how attachment issues affect learning and well-

being.  

The strength of the informal assessments used, mean that there are no particular criteria for 

children to receive the intervention. The class teachers in conjunction with parents and carers 

reflect on the wellbeing of children through the daily class check ins. On observation the 

researcher identified at the commencement of each nurture group session, the children would 

‘check in’ using emotion stones, face pictures (see appendix 8) before partaking in the lesson 

which would include playing team games; Jenga, parachute, cosmic yoga or relaxation sessions 

and mindfulness (see appendix 9)  Hagen and Nayer (2014) argues that yoga can provide a tool 
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for children to deal with stress, and bring emotional balance, equipping them to be able to 

regulate themselves. Furthermore, mindfulness programmes have shown a significant positive 

impact on children’s stress, anxiety, resilience and wellbeing (Clarke et al, 2015; Fuch, 

Mundschenka and Groark, 2017; Erbe and Lohrmann, 2015). In addition, Smith (2012) argues 

that social interaction; learning to take turns, learning to listen to others in small groups in this 

way supports children’s overall social and emotional well-being.   

Public Health England (2015) recognise that children’s emotional health and wellbeing and 

resilience can also be affected by parental wellbeing. The researcher found that the target 

school fosters this through the role of a FLO, also funded by the PDG who supports families 

in a number of ways; offering parental drop in sessions, whereby parents can access further 

professional support, holding  parent and toddlers sessions weekly at a set time, and monitoring 

school absence which can have a detrimental effect on childrens wellbeing as they lose valuable 

opportunities to boost social skills, confidence and self-esteem (WAG, 2011). The impact of 

parental involvement, the EAS (2014) suggested were that learners were more confident and 

prepared for learning.  

The employment and deployment of staff funded by the PDG that can provide such essential 

support to promote the emotional and social wellbeing of children, which the school provide, 

has as suggested by the Head Teacher, a significant impact on nearly all childrens wellbeing. 

The Education system in Finland which has high PISA results places considerable emphasis 

on learner’s well-being by providing an array of staff  to ensure their well-being is met (Kelly, 

Joseph and Gonzalez, 2018)  

The questionnaire  

On collation of the results and having spent two weeks in the target school the researcher 

concluded that the design of the questionnaire was not in itself appropriate to answer the 

research question. 

Figure 1 below indicates results from question 1 and 2 of the questionnaire, which asked the 

children how often they felt happy and sad based on their feelings from last week. The validity 

of the results could be argued as the children were asked to reflect on the previous week and 

may not be indicative of the general wellbeing of the children, however they needed something 

concrete to reflect on with Holliday (2012) suggesting this is a challenge with quantitative 

research as it can be difficult to respond to uncontrolled variables. The data results indicated 

that 68% of children felt they were happy most days or every day. 
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These results do, however, set the scene in conjunction with the observations, field notes and 

interview to indicate that the children are aware of the importance of their well-being and 

through discussion during the undertaking of the questionnaire the children are aware and feel 

confident of who to talk to if they feel emotionally unwell. In all classrooms  there are, ‘ rights 

of the child’ (UNCRC)  notice boards re-enforcing their rights to be happy and healthy (see 

appendix 10) and areas within the school where children can access wellbeing resources (see 

appendix 11) which are provided by the Wellbeing officer.  

One child shared her experience with the researcher, how through the daily class check in the 

ELSA had approached her and supported her in a practical way to deal with her situation that 

was causing her anxiety. This early intervention with a trained staff member has been shown 

as noted in the review to be crucial to maintain good well-being and prevent further 

deterioration of wellbeing (Cahill and Neerose, 2014; Edwards, 2016). Important to note in 

light of the purpose of the research is that these key staff are funded by the PDG, however, are 

deployed (Head Teacher, 2019) to benefit the wellbeing of all children, not just fsm children 

which Dyson et al (2010) suggests should be the wider initiative of all schools. 

Figure 2 indicates the results from questions 8,9, and 13 which relate to how the children view 

their enjoyment of learning and how they feel their teacher views their learning. These 

questions are important to consider as they could reflect higher self-esteem and confidence 

implying the level of emotional wellbeing that these children are experiencing  (Wong et al, 

Figure 1  

A graph to show the percentage of children who responded 

how often they felt happy and sad in an average week 
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2008). This is key for the researcher  to understand whether the trained staff and interventions 

deployed, funded by the PDG are having an impact on the learner’s general levels of wellbeing. 

 

 

 

 

 

 

 

 

 

 

 

 

The data showed that 81% of children felt that most days and everyday they enjoyed learning, 

thought they were doing well with their learning and felt the adults at school were happy with 

their learning, compared to only 9% of children who felt that was the case on one day a week 

or never at all. It could be suggested therefore that these results indicate that the overall 

deployment of PDG funds shows clear links between high levels of wellbeing and the ability 

to learn as research argues that improvement in wellbeing correlates to enhancements in 

academic achievement (MacKay, Reynolds & Kearney,  2010; Cooper and Tiknaz, 2005) as 

Place et al (2000) argue that children with emotional difficulties have higher levels of 

educational under-achievement.  

The school hold data on well-being which the researcher was unable to access, however, it was 

suggested by senior leadership that the targeting of PDG funding within the school is having a 

positive effect on the wellbeing of nearly all pupils. The researcher’s personal feelings were 

that the general sense of nurture and care is overtly evident within the whole holistic 

environment and reflects in a very natural capacity to the children.  Public Health England 

Figure 2  

 

A graph to show the percentage of children who 

responded saying how often they enjoyed their learning, 

were doing well with their learning and felt their teachers 

were happy with their learning in an average week. 
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(2013) highlight that this secure school environment are the foundations of good child 

wellbeing. 

Overall, the researcher felt that the analysis and interpretation of the findings based on the 

questionnaire (see appendix 12) were sufficient to allow confidence in the findings to support 

that wellbeing offers targeted support to all children and not just fsm children as the researcher 

set out to investigate.  
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Chapter 5: Conclusion 

 

The overall aim of the research was to identify how schools were using the PDG to support the 

emotional wellbeing of fsm children, with research in a target school, which was shared with 

school leadership at the end of the project (see appendix 13). Very defined links were made 

between wellbeing and poverty, a crucial element as the school was placed within an area of 

high deprivation. However, it became evident that the PDG is used to promote the wellbeing 

of all pupils, and not just Fsm children as the prefix is that most children are disadvantaged at 

some point, but not eligible for free school meals. Therefore, the research question could not 

be addressed in its entirety as the fsm part of the research was not measurable at the target 

school. Consequentially, the research was only able to establish that the PDG is used 

significantly for all pupils to support their emotional, social and physical wellbeing through the 

data found.  

The secondary research provided secure evidence that poor emotional wellbeing in children 

has detrimental effects in both their adult lives and society as a whole, having an impact on the 

ability to learn, however, researchers suggested that much more concurrent and conducive 

evidence was required in this area. Evidence and good practice identified how early 

intervention for children at risk of poor emotional wellbeing was crucial with clear assessment 

procedures. In addition, the benefits of secure attachments, effective use of trained staff in 

attachment awareness, parental engagement, and social and emotional interventions such as 

Nurture groups were discussed as being essential tools to foster positive wellbeing. 

The Primary research; observations and the semi-structured interview with the head teacher 

provided evidence that the measurement tool of the PDG funding (PLASC) was insufficient as 

it was not an accurate reflection of the needs of the school, however, decisions made by 

leadership and the governing body are to benefit all learners regardless of disadvantage, 

recorded as fsm children, which the author originally hoped to identify. It was evident that the 

school use the funding to employ and train staff in attachment awareness including all 35 

teaching assistants, together with ELSA’s, a welfare officer, and a family liaison officer who 

lead and support various interventions as identified in the secondary research as good practice 

and effective use of the PDG (WAG, 2015). 
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Additional research also provided evidence that nurture group provision can lead to 

improvement in childrens social and emotional wellbeing together with the strategies targeted 

in all intervention groups, having a clear evidence base for the improvement of emotional 

wellbeing. Durlak et al (2011) argue that this is crucial as schools have limited resources and 

must prioritise and effectively implement evidence-based approaches that show progress and 

multiple benefits. 

Although there were limitations as the researcher was unable to access the wellbeing data held 

by the school, the head teacher provided assurance that the health and wellbeing of pupils was 

positive and showed progress. Furthermore, it was highlighted that the school development 

plan established that the school will become a thrive school which will provide a more accurate 

form of assessment of wellbeing. 

The questionnaire which consisted of 13 questions, reflected physical, social and emotional 

wellbeing and were, on reflection not all useful for the purpose of answering the research 

question, however, it could be argued that all areas of wellbeing are intrinsically linked,  thus 

providing the researcher with a general overview of the holistic wellbeing of the children. 

Undertaking a pilot study would have benefitted and validated the research as the issues it 

raised could have been rectified (Cohen, 2007). Future studies could also benefit from 

contrasting specific target schools within the same and different socio-economic locations, in 

order to provide a more extensive picture of how schools are using funding to promote 

wellbeing. In addition, ensuring that wellbeing data could be assessed would ensure more valid 

findings.  

The observations and field notes indicated that as an attachment aware school and a rights 

respecting school, the wellbeing of children is core to is provision and this was observed 

holistically within the whole school environment. The researcher has gained a valuable and 

insightful understanding of the importance of promoting, and nurturing wellbeing in its entirety 

within children, and that with early and appropriate intervention if required children can  

flourish and thrive. With the rise of young people experiencing ACES (Education Scotland, 

2017), offering such key interventions and strategies early on as those observed in the target 

school is crucial. The researcher also identified future recommendations for the school;  that 

with the new curriculum offering more accessible creative avenues, could children’s health and 

wellbeing be enhanced through cross curricular rich experiences such as bringing together 
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literacy and dance. This would further develop and deepen wellbeing embedding it within the 

curriculum and equip children entering school ill-equipped with life-skills.  

 

 

 

 

 

 

 

 

 

 

 

 

 


