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Abstract 

This research was designed to explore how the school in which I currently work develops the social interaction skills of pupils who are perceived to have some form of social, emotional and behavioural problems. It was interested in the approaches taken by the school to enable these pupils to successfully engage with other members of the school community through a programme of formal and informal school-based activities. The research considered whether or not the school could claim to have played a part in behavioural changes and if so, how.
The research involved 20 pupils who study in an English-medium secondary school in South Wales. The school has 1530 pupils and an eligible for free school meals (e-FSM) percentage of 6.3%, which is below the Welsh national average of 21.2% (Welsh Government, 2024). It forms part of a rural community and has up to 20 feeder schools. As the lead researcher in this study, I have a personal interest having worked at the school for 22 years as a Curriculum Leader, Assistant Headteacher and now as sole Deputy Headteacher.
The research employed a mixed methods approach to data collection, and a research design based on participatory action research. A pragmatic, cohort-based study involving a group of 20 pupils, its principal aim was to deepen understanding of the school’s practice, with a view to driving positive changes in school procedures.
Research methods included surveys as well as using the Boxall Profile, which assesses learners’ social, emotional and behavioural development. This involved a baseline assessment at the start of the project, followed by a term of twice-weekly, Lego-based Therapy sessions and a final Boxall Profile test at the end of the research study to measure change in the Developmental and Diagnostic skills of pupils. At a specific point, pupils also participated in a supplementary Google survey that asked a series of questions on their thoughts concerning the research study itself that measured enjoyment, success and purpose. 
From the data collected, it is evident that there have been demonstrative improvements in a wide variety of areas. In particular, the use of Lego-based Therapy has been instrumental in improving pupils’ self-esteem, social interaction and self-confidence, which adds to the weight of evidence documented in this paper that regular participation in such therapy aids considerably pupils’ wellbeing.
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Chapter 1: Introduction

A pupil’s wellbeing in school is hugely impacted by their ability to make friends, interact with their peers and participate actively in the school’s teaching and learning offer. Failure to participate in these basic activities can have a considerable impact on a pupil’s ability to not only thrive emotionally but academically too (Evangelou, 2008). As such, this study is interested in how pupils’ social interaction skills can be developed so that they can engage more successfully with other members of a school community.

The school at the focus of this research project (School X) is a high performing secondary school (soon to be an all age school) which is situated in an area of wealth in South Wales. It is ranked among the highest performing state schools in Wales at GCSE and A level (The Times, 2024). The Welsh inspection body Estyn (2019, p.2) said in its report of the school in 2019 that the school demonstrates exceptionally high levels of pupil attainment and wellbeing. These levels of attainment are evidenced by the fact that the school has consistently placed in the top five state schools in Wales at GCSE and A level performance (Welsh Government, 2023). According to Estyn, the school has an excellent reputation for academic success whilst maintaining an inclusive and supportive environment (Estyn, 2019, p.2).

This is an achievement to be celebrated but does consequently lead to pressure to maintain this success for both staff and pupils. Ball (2003) alludes to the principle of ‘performativity’ where schools (and consequently pupils and teachers) are subject to increasing performance measures and accountability at all levels, which in turn impacts how they behave and what they do. This performativity can therefore have a destabilising effect on the wellbeing of all school stakeholders and the maintenance of positive attitudes to learning and pupil wellbeing remain consistent school priorities as a result.  

The pupils identified as forming the sample group for this study are therefore surrounded by a culture of success and achievement (born out of a culture of performativity, to some extent) that for some is a natural progression, but for others is more troublesome due to socio-economic, family and additional learning needs. The school and this particular group of individuals were chosen because of the increasing number of pupils experiencing social, emotional and communication difficulties. Indeed, in their book on rebuilding school culture, Lemov et al. (2023) lament many of the issues that schools across the globe are facing on the back of a global health pandemic, mental health crisis and lack of faith in social institutions exacerbated by the overuse of mobile technology. These issues are felt as sharply in my school as in many others across the sector and have led to a decline in social and communication skills, which can be observed across the institution. The particular pupils selected (and more importantly why) will be outlined in the cohort and sampling design outlined later (see Chapter 3).

My own personal motivations are simple and twofold. As a father myself, I always feel a personal responsibility to nurture and improve the life chances of others. Secondly, having worked in education for 27 years, including 12 years in senior leadership, I feel a moral obligation to support and develop pupils’ educational opportunities, of which a key component is the ability to communicate effectively. As a committed professional, I am always looking to develop my own practice to help drive school improvement at both a micro and a macro level. My role in school over the 22 years I have been there has been intrinsically linked to the pastoral wellbeing of pupils and has formed the bedrock of my moral purpose that is to ensure that no child is left behind. This has never wavered and mirrors the newly implemented Additional Learning Needs (ALN) Act in Wales (Welsh Government, 2018).

As part of the Act, the Welsh Government understands that the fundamental positive or negative impact that a child’s experience of education can have on outcomes in their later life is well recognised and that pupils need to experience a happy and successful school life in order to progress into adulthood. However, the pressures of contemporary issues relating to the cost of living, health pandemic, financial depression and global conflict is sorely testing pupils’ ability to focus on the day to day of school (Welsh Government, 2010; United Nations, 2020; Haidt, 2024). In his book ‘Building School Culture, Reconnect for Meaning, Purpose and Belonging’, Lemov (2023) outlines three unprecedented problems that young people are facing which are exacerbating the social and emotional problems, which I investigate in this dissertation. These include too much screen time, a lack of trust in public institutions and the challenge that pupils face when working together.

With this background, there is a duty in all schools to improve the life chances of all children in their care particularly those who make the transition from primary to secondary and furthermore for those who find this bridge a challenge (Evangelou, 2008). The move from primary to secondary school comes at a time of great change for children and young people. As well as adapting to their new school environment and developing new relationships, they are dealing with the physical and psychological changes that the start of adolescence brings. All children and young people are different and the move to a new school, or even moving to a new part of a school, may affect each of them in distinct and sometimes unexpected ways (Anna Freud, 2024). It is for these reasons that I chose in this study to focus my attention on Year 7 pupils.

Evangelou (2008, p.9) states that there are five aspects of a successful transition and that any good transition for children involves in the first instance ‘developing new friendships and improving their self-esteem and confidence’. Therefore, I wanted to test my hypothesis that a structured and coherent approach to wellbeing and intervention can help children and young people become more emotionally resilient and better placed to engage with life and learning. I worked with a group of 20 pupils who have social, emotional and mental health (SEMH) and Additional Learning Needs (ALN) diagnoses and those who may not have any formal diagnosis but have feelings of low self-esteem and lack of confidence, as identified by themselves or by teaching staff. 

This research project fits into the existing literature by supporting the view that a pupil’s SEMH is key to academic wellbeing and success (Craig, 2009; O’Shaughnesy, 2015; Heller-Sahlgren, 2018). It investigates how a structured, coherent programme can assist a pupil in their social interaction through learning how to develop positive relationships, self-regulation, what constitutes appropriate questions and answers and how to integrate successfully in to a group dynamic. I believe that the research presented here contributes to our collective knowledge and understanding by adding to the weight of literature (Scottish Government, 2018; Estyn, 2019) that suggests a school’s culture and ethos is fundamental in fostering happy, confident and successful pupils. 

1.1 Research Overview 

My research question was as follows:

· Does the support provided by the school’s pastoral care and Achievement Team allow a pupil to improve their social interaction skills with others and if so, how? 

In other words, the research was interested in understanding whether the everyday pastoral work of supporting pupils in both the taught, hidden and extra-curricular activities that a school engages with every day help a pupil progress their wellbeing and social interactivity with their friends, families, teachers and other staff – and if so, how it does this.

My research aims were:

· To investigate the impact that a school’s teachers have on a pupil’s social and emotional wellbeing.
· To investigate the impact of Lego-based Therapy on a pupil’s social interaction skills and feelings about attending school.

My research objectives included:

· Identifying and collecting data that explores whether improvements are indeed made in pupils’ social interaction skills and levels of confidence, which are the result of the school’s interventions and support.
· Evaluating and exploring what children and young people are trying to communicate through their behaviour.
· Better understanding whether improvements can be made with the support of adults and older pupils in the school who are prepared to dedicate time, energy and effort in improving pupils’ outcomes, attendance and wellbeing.

The objectives of my research activity are therefore centred on my belief that a structured programme of interactive activities, games and confidence building sessions within a defined framework and with strict entry and exit criteria can allow for demonstrable improvements in confidence and interaction as measured by the Boxall Profile (see Chapter 3). These may not form part of the school’s core ‘taught curriculum’ but form an integral part of the wider responsibility that every school has as part of its ‘null’ or ‘hidden’ curriculums (concepts that will be explored in Chapter 2). This ties in therefore with my research question that is interested in the bespoke projects schools employ to help develop the social interaction skills of pupils who are perceived to have social, emotional and behavioural problems and need support and help with the transition to secondary school.

Having trialled this project last year (2022) with a smaller cohort of individuals, I found that taking part in a variety of different interventions and activities to promote and develop successful social interaction skills can support learners to transition from solely taking part in teacher-led activities to them running sessions independently with teacher facilitation. 	Comment by Gareth Evans: Assume this is correct - add in correct year if not

The sessions facilitated during the pilot project aimed to help with:
	· Developing positive social relationships through collaborative activities including Lego,
· Individuals asking relevant and appropriate questions,
· Developing self-regulation in pupils,
· Improving oracy skills,
· Taking turns and making eye contact,
· Answering questions appropriately,
· Confidence initiating/engaging in conversation(s).
	



Based on the findings of this pilot study, I am of the view that the pastoral support provided by School X is itself the main driver behind a pupil’s improved wellbeing and social interaction. This research sought to explore further this hypothesis that improvements are possible due to pastoral intervention via Lego-based interventions (as originally found in the trial project), drawing on a fuller range of evidence and greater empirical rigour. 

The work presented here includes the use of both qualitative and quantitative data based on measuring human interaction, qualities and responses harvested from the Boxall Profile and Google surveys. Pupils completed two Boxall Profile assessments with the aim of exploring whether the structured programme of interactions organised over a six-month period would lead to demonstrable improvements in the highlighted areas, most notably in their confidence and social interactions with peers and adults. 

The study’s second research method involved the conducting of a survey with the pupils once they had completed the first Boxall assessment and had spent eight weeks engaging in confidence-building exercises to see if they perceived any improvement or change in their social interaction skills. Both methods will be considered in greater detail in Chapter 3.

















Chapter 2: Review of literature

Chapter 1 placed my research in context and identified a number of key research objectives for this dissertation. Chapter 2 consists of a literature review that focuses on the key research in this area that is linked to promoting self-esteem in children and developing pupil confidence in the classroom. It is designed to identify factors leading to increasing issues with anxiety and self-confidence and evaluate critically why this is taking place and how schools can work to overcome these issues at a time of great social upheaval. 

In this initial introduction to the literature, it is important to make clear the impact of recent seismic events and their effect on schools. These past five years have globally witnessed a world health pandemic leading to the death of an estimated three million people (WHO, 2022). Furthermore, the impact of the COVID-19 pandemic on education is both unprecedented and widespread in education history, affecting nearly every pupil in the world (UNICEF 2020; United Nations 2020). These events have affected the education, health and wealth of pupils and will likely have changed their perception of not only how they learn, but also how they feel about themselves and others in the school community. Given these transformational events, it is not surprising that many pupils have witnessed once in a lifetime changes leading to increasing social, emotional and behavioural problems. Lemov (2023) comments that despite often heroic efforts at remote instruction, the result has been a massive setback in teaching and learning progress and that pupils have had to endure extensive social isolation and loss.

The unexpected arrival of the pandemic and subsequent school closures saw a major effort to adapt and innovate by educators and education systems around the world (Stanistreet, Elfert and Atchoarena, 2020; Lauret and Bayram-Jacobs, 2021). In my experience, this was largely successful and many schools were able to innovate and change at very short notice, with remote learning becoming the de facto method of education provision for varying periods. Educators proactively responded and showed great support for the shifts in lesson delivery (Yong, 2021). However, schools are now coming to terms with the aftermath of such an event and finding the reality of ‘life after COVID-19’ to be turbulent and expensive. Pupil behaviour has changed considerably and it is important that teachers find remedies to manage this (Bennett, 2020; World Economic Forum, 2022; Jayman, 2022; Milanovic and Blainey, 2023).

2.1 Welsh context

Since the establishment of the Welsh Parliament in 1999 and the devolution of education in Wales, the country has sought to plough its own furrow and create a national identity in classrooms across the nation. This is traced back to the publication of The Learning Country (Welsh Government, 2001) which espoused a new, long-term vision for education and lifelong learning in Wales (Evans, 2022). The ethos that accompanied this change was based upon a policy of child-centred education that developed into the foundation of the Curriculum for Wales (Welsh Government, 2022). This was developed following a difficult period for education in Wales and criticism by organisations such as the Organisation for Economic Co-operation and Development (OECD, 2014), which raised concerns about educational standards. Subsequently, Wales chose to move away from a performance-driven, accountability-based system to one more centred around the learner and their journey through school. This culminated in the creation of the new Curriculum for Wales, based on Donaldson’s Successful Futures (2015) report, which highlighted health, wellbeing and inclusivity as key tenets of the new direction.

The new curriculum stressed that inclusion in education is firstly about equity for all learners whatever their identity, additional learning need and background (Welsh Government, 2022a). In fully inclusive schools, all learners are engaged and achieving through being present, participating and learning (Unicef, 2023). Inclusion forms the backbone of the Welsh Government’s Equity in Education Plan (Welsh Government, 2022b). This forms one of the key drivers of my research activity; that a school can only be truly equitable if it allows for an individualised and differentiated curriculum. Equity is achieved when individuals receive what they need to be on equal footing with others in the same environment (Hudson, 2021). In the school/classroom, that might mean extra time, different support, and unique resources for some pupils to achieve their learning goals. 

2.2 Classroom change

In their annual survey of nearly 7,000 teachers in the UK, the National Association of Schoolmasters Union of Women Teachers (NASUWT, 2023) has recently produced their ‘Big Question’ summary, which reinforces many of the issues introduced in this chapter. It highlights that whilst violent and abusive pupil behaviour towards staff and to each other is not a new problem, it is on the increase, particularly since the pandemic. The report states that poor socialisation skills following COVID-19 restrictions is the most commonly cited driving factor in poor behaviour, identified by almost three-quarters (73%) of teacher respondents. Other commonly identified concerns include the loss of experienced teachers because of the retention crisis across the profession and pupils being distracted by mobile phones and social media, therefore copying unacceptable behaviour seen online. The report concludes that an overwhelming majority of teachers and leaders surveyed feel the number of pupils exhibiting violent and abusive behaviours has increased in the last 12 months. The same is true for the number of pupils verbally abusing staff members. Not least is the fact that eight in ten teachers say their morale and enthusiasm for their job is affected by the verbal or physical abuse they have experienced. Stress and anxiety are other common after-effects of being subjected to verbal or physical abuse. 

In addition, the above report highlights that the number of people entering the teaching profession has reached a worryingly low number. Data derived from the Pupil Level Annual School Census (PLASC) (Stats Wales, 2023) returns supplied by schools every January, shows that the number of teachers entering secondary schools has dropped from 10,500 in 2012 to only 6,250 in 2022. I believe that this trend suggests a direct correlation between the perception of those working in certain sectors of education and how potential applicants believe this may affect their health and wellbeing over a period of time (Kurtz, Lloyd and Solis, 2024). This can be evidenced from the data from the Gatsby charitable organisation (2023) on teacher recruitment and retention in England where secondary job advertisements are up by 12%; only 59% of teachers are expected to be teaching in three years’ time, a drop from 72% in 2019; and around half of secondary leaders say their school could not interview any candidate for a position due to a weak field. This lack of high-quality applicants means that pupils could face disruption in their learning due to teachers having to teach outside of their subject specialism and an over reliance on substitute teachers. This exacerbates the growing divide between those in the least and most challenging schools who find teacher recruitment the most challenging (Evans, 2023). Overall, the combination of a limited new teacher supply and high demand for secondary teachers necessitates careful planning to address the imminent shortages in the next few years (Allen, Ford and Hannay, 2023). Even as recently as March 2024, a survey of 9,000 teachers in England and Wales observed that nearly one in five teachers had been hit by a pupil during the course of the day and that a greater proportion of primary and secondary teachers reported pupils fighting, pushing and shoving compared with two years ago (Teacher Tapp, 2024).

A further complicating factor that has had wide-scale implications for the education sector has been the recent global economic crisis. This crisis was primarily caused by the COVID-19 pandemic leading to restrictions of movement, business closures, supply chain disruption and rising inflation (International Monetary Fund, 2024). This was further exacerbated by an energy crisis due to the Russia-Ukraine war and subsequent financial volatility. Both the National Foundation for Educational Research (NFER) (Lucas and Julius, 2024) and The Sutton Trust (2022) have published articles that have outlined the extent of the crises that schools in England and Wales are facing. They reference reduced funding for schools, salary pressures, and increased numbers of low income families seeking free school meals (a recognised measure of deprivation) as the most pressing issues. The Sutton Trust (2022) states that schools are seeing growing numbers of hungry, cold and tired pupils, with those in the most deprived schools seeing the most hardship. It adds that:	Comment by Gareth Evans: Ref this - and add a line in for context to tell us when it happened/what it entailed/why it came about etc…. Don’t assume your reader will know what you are referring to

In state schools, 74% of teachers have seen an increase in pupils unable to concentrate or tired in class, 67% have more pupils with behaviour issues, and 54% have seen an increase in those coming into school without adequate winter clothing like a coat. 38% of teachers reported an increase in children coming into school hungry. 
(The Sutton Trust, 2022, p.1)

Consequently, it is not surprising that given the fact that many pupils are living in financial hardship, it is affecting their ability to focus and achieve well in school (OECD, 2023). It can therefore be argued, according to the literature available, that these levels of deprivation may well impact on a pupil’s confidence and self-esteem in school (Anders and Montacute, 2023; Holt-White and Cullinane, 2023). 

The introduction of the new Curriculum for Wales (Welsh Government, 2022) can also be considered a complicating factor in the local context as schools and pupils struggle to cope with the related changes in assessment and accountability models. The curriculum is intended to focus more on developing pupils’ skills instead of focusing primarily on content and knowledge. Indeed literacy, numeracy and digital competence are mandatory cross-curricular skills within the Curriculum for Wales and it will be the responsibility of all practitioners, across all curriculum areas, to develop and ensure progression in these skills (Welsh Government, 2022). It does need however to be concerned with pupils’ social and emotional wellbeing as well, and with a rise in the number of pupils suffering health and wellbeing issues, poor attendance and a rising divide in achievement between more disadvantaged and more prosperous families, a number of serious challenges persist (Evans, 2023). Indeed in relation to GCSE performance, the achievement gap between children from poorer and more prosperous backgrounds in Wales is equivalent to around 22–23 months of educational progress (Evans, 2023).

Evidence seems to suggest that so far, schools have seen a change in pupils’ attitudes to, and in, school which do help to showcase many of the skills espoused by Welsh Government (Estyn, 2023), but there are serious concerns that this is to the detriment of basic skills in reading, writing and numeracy. This viewpoint is supported by schools inspectorate Estyn (2023) in their annual report which highlights shortcomings in these key skills. This has also been identified in the Institute for Fiscal Study’s latest report on Wales (IFS, 2024), which outlines eight recommendations for Welsh Government. It notes that whilst having ‘noble objectives to broaden the curriculum, improve well-being and focus on skills’ (IFS, 2024, p.14), these general skills-based curricula might not be effective in developing those skills. It concludes by saying that policymakers and educators in Wales should pause and in some cases rethink the reforms.

Henceforth this leads me to return to my research question about how my school addresses these issues and the structures and processes necessary to facilitate effective change. The next subsection will address a number of other identifiable trends that have resulted in a rise of pupils who need additional support in the case school, via the school’s Achievement (pastoral) Team. 	Comment by Gareth Evans: Think this needs to be rewritten slightly as we have since changed the RQ… change to reflect what the new RQ actually says

(e.g. consider that the RQ focuses on one school - School X - not schools plural, as suggested here)


2.3 Rewiring the classroom

Despite schools having returned to some form of normality over the past 18 months, they are still not recovered from the isolation, uncertainty and fear of the pandemic years. The impact of these factors persists. Lost learning, isolation and centre determined grades (the allocation of GCSE grades during COVID-19 based upon a school’s best judgement of a pupil’s ability in a subject) all continue to cast a shadow over pupils and their engagement in school life (Education Policy Institute, 2021; Nuffield Foundation, 2024). Some commentators, such as Tomkunas (2023), have noted that the pandemic facilitated a variety of adaptations in schools that led to outcomes that were primarily negative (in relation to pupil social development and teacher stress), mixed (e.g. pupil well-being and academic achievement), or positive (e.g. pupil resilience and flexibility). Despite some optimism that the pandemic may have offered some alternatives for future learning in the shape of blended learning and opportunities for individualised learning, most accept that school closures and then the disruption that ensued have been very harmful for pupils (Sofiandis et al., 2021; Chatzipanagiotou and Katsarou, 2023). A study by Milanovic and Blainey (2023) on the impact of COVID-19 on primary school pupils in England shows a loss of two months’ worth of learning in grammar, punctuation and spelling, alongside a similar loss in reading scores between 2019 and 2022.

Twenge (2017) traces the historic decline in the psychological well-being of pupils to the rise of the smart phone and more specifically to the moment when the proportion of social media users was high enough that any teenagers wishing to have a normal social life no longer had an alternative but to become users themselves, thus rendering its users dependant. The relevance of her statement to this dissertation is predicated on the fact that these events were taking place at around the same time as the pandemic took hold and only served to increase the reliance that pupils had on their phones and the virtual world that it provided. To an extent, it provided some form of community and peer-to-peer relationships but certainly not to the extent that a normal classroom environment would provide (Twenge, 2021). This can be seen in the number and types of social interactions that many pupils engage with now in online situations, that are not age appropriate and do not come equipped with boundaries that schools naturally offer (Sherer and Levounis, 2024).

Benard (2004) notes that the environment, not just the individual, plays a key role in coping with stress and anxiety. In my experience, her assertion that schools are to a large extent ‘protective’ learning places, where teacher relationships and control help to convey compassion and respect, and help to develop peer to peer relationships, is persuasive. As these places are full of ‘firm guidance’, structure and challenge, they allow opportunities for meaningful participation and contribution. This leads to a feeling of confidence and self-esteem. Without these safe harbours, many pupils with low self-esteem and confidence suffer and those with the loudest voices prevail; an environment which festered during lockdowns. Therefore, the need for schools that provide these ‘protective’ places is essential and I would argue that the initiatives and activities, which my school provides, is a major factor in helping pupils strengthen their confidence and find their voice amongst the noise of a cacophony of other competing forces. 

The counter argument to this viewpoint is found with authors such as Rutter (1985), whose work on resilience demonstrates that some individuals can thrive even in adverse environments, suggesting that individual factors can outweigh environmental influences. This is supported by Duckworth and Gross (2014), who champion the importance of individual traits such as resilience and self-control and the need to foster a growth mindset when struggling in the pit of difficult times at school (Dweck, 2006). This shows that the interplay between these factors (e.g. environmental and individual) is complex, with both having the potential to impact on educational outcomes. Bronfenbrenner’s ecological systems theory (1979) recognises this through the importance of multiple environmental layers, including schools, in shaping individual development. While it does not diminish the role of personal agency, it stresses the interdependence of the individual and the environment.

In my presentation and interpretation of the data (Chapter 4), I will go into detail about how the use of games, Lego-based Therapy and talking opportunities are useful in building pupils’ trust and imbuing them with the confidence they need to interact appropriately with others. 

2.4 Attendance and persistent absentees

The correlation between achievement in school, a feeling of wellbeing and good attendance is well documented (Roque et al., 2017; Reid, 2010). Regular attendance allows pupils to consistently engage with educational material and participate in classroom activities, contributing to overall success in school (Finning et al., 2020). The perspective that attendance, achievement and good behaviour are central to successful schools is frequently cited in academic literature (Gottfried, 2010; Bradshaw et al., 2010); this can be evidenced for example in the link between absence and attainment for pupils aged 7-11 and 14-16 in English schools in 2019 and 2020. Pupils with higher attainment in these ages had lower levels of absence over the key stages cited, compared to those with lower attainment (DfE, 2022; Estyn, 2014). 

Lemov (2015, p.384) notes that high behavioural expectations lead pupils to aspire to environments of ‘undisturbed inquiry’ and high expectations. Not only does good attendance allow interaction with teachers for curriculum content but more importantly in the context of this dissertation, it enables active participation in classroom discussions with peers in what Benard (2004) labelled a ‘protective’ environment. These disparate strands combine to support the link that good attendance in school is key to good achievement and a subsequent feeling of self-esteem (Gottfried, 2010).

Previous researchers such as Kearney (2014), Balfontz and Byrnes (2012) and McNeal (1999) have commonly divided risk factors for attendance problems into those related to the individual, their family, school, and peers. These broader themes can then be broken down into narrower themes which can provide more granular data linked to areas including social isolation (Havik et al., 2015), a lack of peer support (Hendron and Kearney, 2016), peer conflict, bullying and a pressure to skip school (Malcolm et al., 2003). Much of the literature (Ali, 2020; DfE, 2024) points to the fact that achieving good attendance in school (and subsequently achieving well and feeling good about oneself), is a combination of effective parenting in alliance with effective schooling (Welsh Government, 2023). Implications include a need for increased awareness of the role of school factors in attendance problems, focus on promoting positive peer and pupil-teacher relationships, and collaborative working between young people, families and schools (Finning et al., 2020). This literature is fundamental in underpinning my dissertation that has selected pupils who all identify as contributing to this complex blend as part of the sample group (see Chapter 3).  

Regular participation in school helps pupils build effective learning habits and build solid relationships which is less likely whilst absent from school (Galliher, 2006). In its policy paper ‘Belonging, Engaging and Participating’, the Welsh Government (2023) recognises that good attendance has a positive effect on emotional and physical wellbeing and that establishing good attendance patterns from an early age is vital for social development. The long-term effects of absenteeism can be significant and the pupils represented in my sample group often fall into this category, hindering their own progress in relationship building (Gottfried 2011; Stempel, 2017). If the link between regular attendance and a positive school experience is key then the events of the COVID-19 pandemic have only served to exacerbate the already grave situation. The Children’s Commissioner for England recently published her annual report where she stated that: 

Our findings confirm the strong link between absence and attainment. Schools can offer a broad range of benefits to children including the opportunities to learn and gain vital qualifications. However, the benefits of school go beyond academic results. They can also be places of social and emotional development. If we want to offer every child the best chance in life, it must start with ensuring that they can regularly attend school. 
								(De Souza, 2023, p.6) 

Whilst there still remains a paucity of literature regarding qualitative and quantitative data linked to the long-term effects of COVID-19 on pupils’ wellbeing, behaviour and achievement, commentators are starting to publish work showing the impact of absenteeism on pupils (Nathwani, 2021; Totsika, 2023). This research is clear that the impact of long-term absenteeism is detrimental to the mental health of pupils in an education context. McDonald et al. (2023) write that for children with pre-existing ALN, the negative impact of the pandemic on school attendance may have been particularly marked. Prior to the pandemic, children with ALN were already more than twice as likely to be persistently absent from school than a child without these needs (McDonald et al., 2023).

In its own inquiry into the impact of COVID-19 on schools in June 2022, Estyn (p.2, 2022) points out that ‘the pandemic has disproportionately affected the attendance (and, due to known correlations, the well-being, learning and attainment) of specific groups of learners’ and that furthermore ‘almost twice as many learners are in elective home education now than prior to the pandemic’. The attendance figures below (see Figure 1) clearly show that the fall in attendance rates has been catastrophic for many learning establishments in Wales, with an average drop of 4%-5% across the sector. 


	Measure
	2014/15
	2015/16
	2016/17
	2017/18
	2018/19
	2020/21
	2021/22
	2022/23

	All pupils
	94.5
	94.6
	94.6
	94.3
	94.3
	90.6
	89.8
	89.5

	Female
	94.5
	94.6
	94.6
	94.3
	94.4
	90.7
	89.7
	88.4

	Male
	94.5
	94.6
	94.6
	94.2
	94.2
	90.5
	89.9
	88.7

	e-FSM
	91.8
	91.8
	91.7
	91.3
	91.2
	84.7
	84.5
	81.2

	Non e-FSM	Comment by Gareth Evans: Have streamlined table - looks better (first two columns said the same thing, essentially)
	95.2
	95.3
	95.2
	95.0
	95.1
	92.5
	91.6
	90.4



Table 1: Attendance of pupils in maintained schools in Wales, aged 5-15, by sex and free school meal eligibility from 2014 to 2023 in percentage figures (Welsh Government, 2023)

In the 2018/19 school year in Wales, overall absenteeism figures stood at 5.7%. Provisional data for the 2022/23 school year to date shows this has risen to 10.5%. Persistent absence amongst pupils eligible for free school meals (e-FSM) has more than doubled from 8.8% of pupils in 2018/19 to 18.8% of pupils in 2022/23 (Welsh Government, 2023).

The stated aim of the Welsh Government is to improve the educational and health outcomes of children and young people living in poverty (Welsh Government, 2023). However, nearly one in five pupils who are e-FSM regularly do not attend school and are therefore classed as a frequent absentee; these may well include pupils, for example, that struggled to get back into the routine of school after the pandemic and pupils with high levels of anxiety. Barriers such as an inability to buy resources or pay for transport to school, lacking a supportive home environment or simply caring for other members of the family will prove additional complicating factors (De Souza, 2023). Recognition that there is a rising tide of school absenteeism has led to English and Welsh governments publishing blueprints for tackling this issue (Welsh Government, 2024; UK DfE 2024).

2.5 Spike in neurodevelopmental conditions

The need for interventions and support for children with certain conditions has never been greater. Children with mental health disorders and social learning problems such as anxiety disorders, social adjustment difficulties and social isolation are on the rise across the United Kingdom (Magson et al., 2021; Von Soest et al., 2022). 

Recent decades have seen a dramatic increase in neurodevelopmental disorders and the attention paid to them. Cainelli and Bisiacchi (2023) note that virtually everyone has heard about disorders such as dyslexia, autism, or attention-deficit/hyperactivity disorder (ADHD), thanks to the considerable media coverage they have gained in recent years. As a result of the new categorisation of these disorders in ‘The Diagnostic and Statistical Manual of Mental Disorders’ (DSM-5), which is the handbook used by health care professionals around the world as the authoritative guide to the diagnosis of mental disorders (American Psychiatric Association, 2013), it is now estimated that as many as 2.1% of 16-25 year olds in Wales will have a condition which fits in to this new category (Langley et al., 2023). This now represents a growing percentage of the population of Wales who may have a slight or severe version of one of these conditions. This increase in awareness is certainly noticeable in my context and parents are certainly more cognisant of what they are entitled to as parents/carers thanks to the Welsh Government’s new ALN Act (2022). As part of the Act, every local authority in Wales must have arrangements for providing children and their families and young people with impartial information, advice, and support. This is key to my research as schools need to be proactive (rather than reactive) in their support arrangements, with initiatives such as those promoted in this study.

The pressures facing schools in delivering the new ALN Act have been highlighted in the Senedd’s (Welsh Parliament) scrutiny, including in the Children, Young People and Education Committee’s (CYPE) ongoing inquiry into implementation of education reforms (Dauncey, 2023). Changes to the implementation timeframe have been made so that schools can adapt to the structural and financial pressures that have been placed upon them as a result; they now have one more year to ensure compliance with the new legislation by August 2025. This recognises the difficulties that schools are having in dealing with the new bill or, as they point out, the difficult task of implementation (Senedd Cymru, 2023).

Evidence is also clear that from an educational perspective the amount of resourcing that is either required to manage pupils who have such a condition individually or as a co-morbidity is costly. Total expenditure on ALN provision in schools in Wales in 2022-23 by local authorities was budgeted to be £494m, an increase of £36.6m or 8.0% compared with the previous year (Welsh Government, 2022). In addition, the management of pupils with a neurodevelopmental disorder and/or neurological disorder is complex and involves multiple professionals from health and education fields. Many pupils who have a severe need will benefit from an Individual Development Plan (IDP) and extensive support from ALN departments, whilst those who do not meet the criteria will need to be supported by schools in other ways. It is in circumstances like the latter that the development of social competence building activities will be helpful in assisting some pupils who do not carry the funding to provide one-to-one support on a regular basis.

The need therefore for coping with the requirements of the ALN Act and for promoting positive self-esteem in children is a significant task, particularly in light of a number of the signposted issues. Brittle (2020) acknowledges that teaching in a school has consistently been identified as a highly stressful occupation in itself and unsurprisingly a vast amount of literature has been dedicated to this topic. Furthermore, Special Educational Needs (SEN) teachers have been recognised as most prone to high stress and burnout, adding another layer of complexity and need (Chang, 2009).    

2.6 Lego Therapy and school-based interventions

Lego-based Therapy is a social development programme that aims to provide an effective social development intervention for children who fall into the DSM-5 category or have other conditions affecting social competence (LeGoff et al., 2014). The strategies used in Lego-based Therapy reflect observation, research, pupils and engaging teachers to run the sessions. Detailed, objective and actual records of successful implementation are then needed to make the therapy empirically viable. LeGoff et al. based the initial idea of Lego-based Therapy on Attwood’s (1998, p.96) concept of ‘constructive application’, that is using a child’s own interests to motivate learning and change. Fundamentally, the success of the initiative is based around the idea that through play, pupils get to model peer interactions and practise social competence with peers away from social direction from adults. So as to ensure a certain structure and robustness to the interactions, roles are divided up so that there is a joint ownership of the construction (see Figure 1 below). The  ‘Director’ needs to make sure that the group works collaboratively together whilst The ‘Engineer’ is required to give verbal descriptions of the pieces needed and directions on how to assemble them. The ‘Supplier’ listens to the ‘Engineer’ and finds the pieces described to allow the build to proceed. Finally the ‘Builder’ follows the directions and puts the pieces together. A successful group dynamic will allow pupils to promote and develop successful social interaction skills. Pupils are expected to change roles during a session to ensure that they use a range of skills over a series of different builds.

[image: ]
Figure 1: Lego-based Therapy Roles and Responsibilities (School produced graphic)

Following the publication of early outcome studies between 2004 and 2006 (LeGoff and Sherman, 2006), results showed improvements in social competence in intervention groups compared with children who received no interventions, alongside the other important factor of providing an approach that was enjoyable, stress free and motivating. There is a growing accumulation of evidence, both empirical and anecdotal, that gains are more or less immediate and grow over longer periods of time (LeGoff and Sherman, 2006; Barr et al., 2022).

My research has mirrored the approach of using the Lego-based Therapy model (LeGoff et al., 2014) and uses the Boxall Profile as the quantitative tool to measure its success. This has allowed for an assessment of each learner’s social, emotional and behavioural development (SEBD), and in turn provided a ‘score’ for each pupil at different points in their social development journeys. In this case, self-esteem is based on one’s belief in their own self-worth and is a subjective assessment of themselves that may change over time. The importance of my research is based on the fact that it aims to develop our pupils’ self-esteem and how they perceive themselves (Walker, 2020). Importantly, and in the context of this work, self-esteem is considered the result of pupils’ interactions with other people (in this case peers) and how they shape and mould their personalities after a series of difficult years.

This review of literature has stressed the need for an infrastructure to support academic staff in supporting pupils who are facing difficulties that have arisen either because of the COVID-19 pandemic, social disadvantage or through an ALN. The next stage of this dissertation will detail the research methods used to capture the data needed to respond to my research question, and includes details on the research strategy, data analysis techniques and management of the data harvested. 



Chapter 3: Methodology	Comment by Gareth Evans: When you do your final checks, make sure all of these start on a fresh page etc - and update your contents page so page nos correspond etc

In this chapter, I outline the methods that I implemented to undertake my research, and more importantly, the reasons behind my choices. I consider in more detail my chosen sample, and explain my use of action research as a preferred research design. In addition, limitations of the work and potential hurdles are explored. 

3.1 Cohort participants

I have chosen to work with a handpicked group of 20 pupils who have been identified as having either an SEBD issue or an ALN, as identified by transition data highlighted by the school’s transition process. The pupils were aged 11 and 12 (in Year 7), and consisted of 11 girls and 9 boys. A number of these pupils may not have any formal diagnosis but have feelings of low self-esteem and lack of confidence as identified by themselves (through self-referral to our Achievement Team) or by teaching staff in both primary and secondary sectors.  Furthermore, the selection of cohort participants also made use of SELFIE (Social and Emotional Learning for Improvements Elsewhere) data, which has been developed to enable schools’ and councils’ learning improvement teams to establish the links for all pupils, between their wellbeing and their attendance and learning. This data is currently used by School X’s Year 7 Achievement Team and by primary schools across the local authority as a way of measuring pupils’ positive and negative social experiences in education (See Figure 2 below for an overview of the study’s approach to sampling).


Figure 2: Outline of approach identifying Key Cohort and Sampling data leading to the selection of the cohort sample.


SELFIE is a web-based system, developed through collaboration between the University of Sussex and School X’s local council. The survey looks at two areas: ‘my feelings’ and ‘my class’, and helps to gain an insight into the social and emotional climate of the school from the perspective of all members of the school community. From the results, schools can identify those pupils who need additional support and target interventions. This has helped identify children with lower levels of well-being and helped target action plans to improve their well-being. In addition, six of the pupils involved have an IDP for their ALN.

This study is not aimed at examining the experiences of all pupils across the school as to do so would be very time consuming and costly. Such a study, in order to produce meaningful results, would require a large team of researchers and is not within the scope of this dissertation. This however means that there are potential issues linked to the generalisability and validity of the data group as they are based only upon the experiences of around 10% of the total chosen year group in School X. However, as this sample cohort is not being compared to the larger group but rather against their own improvement data, then the choice of sample group is in my view still worthwhile. It is fundamentally a snapshot of the school’s Year 7 pupils.

3.2 Research Design 

The study was designed using an action research methodology and a mixed methods approach to data collection. A mixed methods approach best met the needs of this research because, in general, quantitative research answers the ‘how’ questions whereas the ‘why’ questions are left to qualitative research (Biggam, 2021). The research undertaken is both quantitative and qualitative in nature, which allows for a broader range of data and, in my view, richer analysis of the research question. The figure below (Figure 3) follows the work first outlined by John Dewey’s (1916) theory of experiential education and later exemplified by Kolb (1984) in his work on experiential learning. My work broadly follows the principles outlined by Evans et al. (2022), who developed a collaborative working model as a vehicle for effective action research in education:



Figure 3: Plan-do-review model from research design (adapted from Evans et al., 2022)

In Step 1 of my action research model, I identified a problem that I wanted to explore, namely that an increasing number of pupils in School X were entering Year 7 with confidence and wellbeing issues. In Step 2, I engaged in collecting the baseline data (Boxall data) which allowed me to gauge future impact and use it to plan subsequent interventions. Step 3 involved the intervention strategies that took the form of the Lego-based interventions, which are the bedrock of this work. Step 4 involved the second collection of data, subsequent evaluation and triangulation of findings. The final stage, Step 5, represents the end of the process and an opportunity to present what I have learned and consider future implications arising from the research (Evans et al., 2022).

Planning and undertaking an action research project means asking questions about what we are doing, why, and how we can evaluate our practice in terms of the values we hold (McNiff et al., 1996). My action research process was inspired by the research design espoused by McNiff et al. (1996) in that I have identified an aspect that the school wants to improve – communication and confidence skills of socially anxious pupils – and I have imagined a way forward that involves the use of Lego-based Therapy as a vehicle for interaction (what McNiff et al. describe as the ‘action’). I have run the research study over a specified period of six months and subsequently taken stock of what happened through data analysis. My next steps (beyond the life of this particular study) will be to modify the research design in light of the findings presented and continue with the action until we (the school) are satisfied (McNiff et al., 1996). Research design is governed by the notion of ‘fitness for purpose’; hence there is no one single process that will fulfil everyone’s needs (Cohen et al., 2007, p.78). 

3.3 Research paradigm
Cresswell (2005) states that: 

There are three recognised methods for conducting research: quantitative, qualitative and mixed methods. Mixed method research is research in which the researcher uses the qualitative research paradigm for one phase of a research study and the quantitative research paradigm for another in order to understand a research problem more completely.
											(p.17)
Based on this definition, I believe a mixed methods approach enables a better understanding of a research problem by combining both qualitative and quantitative data and developing an understanding that when used in combination, quantitative and qualitative methods complement each other and allow for a more complete analysis. Johnson et al. (2007) describe mixed methods research as being ‘qualitatively driven’, ‘quantitatively driven’, and ‘equal-status’. I believe that the data harvested from my research is of equal status as both strands provide important data streams of key information in relation to pupil’s behaviours, actions and opinions. 

Pragmatism has often been identified in the mixed methods research literature as an appropriate paradigm for conducting mixed methods research (Brierley, 2017). Pragmatism is often chosen by mixed methods researchers because it focuses on practical outcomes, flexibility in methodology, and a problem-centred approach; it emphasises finding solutions to real-world problems rather than adhering strictly to a specific methodological approach. It is outcome-oriented, making it suitable for research that aims to address practical issues (Morgan, 2014), which is of particular interest to this study.

I have chosen pragmatism as my research paradigm as it places an emphasis on action and change; it focuses on actionable knowledge and understanding how theories can be applied in real-life contexts to improve practices and policies (Patton, 2015; Lincoln et al. 2018). This aligns well with my research aims and objectives. Furthermore due to its flexibility and adaptability, pragmatism makes it particularly useful in addressing contemporary, multifaceted social issues where complex and dynamic factors interact, such as in educational research (Biesta, 2010). This paradigm therefore lies at the heart of my research having both an axiological, value-laden basis for selection and a methodological mixed methods justification for its choice. 

3.4 Research Methods	Comment by Gareth Evans: This will then become 3.4 and so on…

Will need to update contents also

In the following subsections, I will outline the qualitative and quantitative methods used and the justification for selecting these approaches. 

3.4.1 Quantitative Data 

Quantitative data is critically important across various fields because it allows researchers and decision-makers to understand patterns, measure outcomes, and make informed decisions with precision and confidence (Dawson, 2002). Quantitative data allows for direct comparison between different groups, conditions, or time periods. For instance, educational researchers might compare test scores between different teaching methods to determine which is more effective (Cohen et al., 2018). Furthermore, quantitative data can reveal trends and patterns that may not be evident through qualitative data alone (Field, 2018). In my context, the use of quantitative data allowed me to analyse the efficacy of the Lego-based research study as a means of measuring social confidence in the cohort selected. 	Comment by Gareth Evans: References? Where did you get all this from? Show us your sources

In this study, a quantitative data collection tool called the Boxall Profile was completed for each participating pupil, based on teacher observation of their behaviour in a Lego-based Therapy session held two mornings a week over a 6-month period. The Boxall Profile was completed at the start of the research study (Step 2 of Figure 3) and then subsequently at the end of the process after completion of a period of Lego-based Therapy (Step 4 of Figure 3). Figure 4 below shows examples of the information given to pupils and models produced by them as part of the Lego-based Therapy. 
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Figure 4: Photographs of models created and roles assigned to pupils (Engineer, Supplier, Builder and Director) as part of Lego-based Therapy process.

The Boxall Profile is a robust assessment tool created to identify early signs of SEBD. Through its 34 strands analysis; it provides a precise picture of a pupil’s strengths, as well as any difficulties that could affect their learning. Based on these results, the Boxall Profile identifies what type of support each pupil needs and practical strategies and techniques for support in the future. The graphic in Figure 5 highlights the two strands assessed during the Boxall Profile and a brief overview of how to both assess, and interpret, a pupil’s results.
[image: ]

Figure 5: Outlining The Boxall Profile flow (see: www.boxallprofile.org).

The Boxall Profile consists of two sections: the ‘Developmental Strands’, and the ‘Diagnostic Profile’, each consisting of 34 items. The observing teacher rates the pupil’s behaviour against a set of norms that apply to children with ‘no problems evident’ (Allyson and Craig, 2014). Children in need of support have low scores on the Developmental strands describing a child who is emotionally secure, makes constructive, adaptive relationships and is able to cooperate with others. Children in need of support have high scores on the Diagnostic strands portraying children who have marked negativism towards others, are anti-social, and angry (Allyson and Craig, 2014). A child ‘with no problems evident’ would therefore have a low score on Developmental strands such as purposeful attention and positive engagement and high scores on Diagnostic scores like avoiding attention, negativism and disengagement. The profile for the individual pupil is created from the teacher rating scores. For the purposes of this research project, if a pupil’s scores have improved because of the interventions in the Lego-based Therapy sessions then the interventions are deemed as successful in their original design.	Comment by Gareth Evans: So where do the 34 items come in? are they the same as the norms? 

Must explain this very clearly so there are no grey areas - read this par back through and check that a complete stranger with no knowledge of boxall will understand what you are saying….	Comment by Gareth Evans: Check you are content with this

Figure 6 below shows an exemplar graphic of the Boxall Profile data produced by the observer’s findings on two separate dates in April and July. In this Developmental section, it is divided into two sections (organisation of experience and internalisation of controls) that outline how pupils behave during the Boxall Lego-based Therapy observations. 
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Figure 6: Examples of the observations are outlined in Developmental - organisation of experience and internalisation of control strands. (www.boxallprofile.org).

The first section in Figure 6 (Organisation of Experience) outlines how a pupil behaves by giving purposeful attention, participating and engaging cognitively with their peers (see red circle above in Figure 6 highlighting participation). In this case, the pupil measured falls within the data that apply to children with ‘no problems evident’ (green sections). The second section (Internalisation of Controls) demonstrates how a pupil deals with working with others in a calm and measured manner’. For the purposes of this work, this shows how a pupil responds constructively to others, is biddable and emotionally secure. Interpretations of this data are explored in further detail in the next chapter, but fundamentally my research data and findings are drawn from a comparison of the baseline data in Step 2 (pre-intervention) of my action research model, and the data collected in Step 4, post-intervention. This allowed for a statistical analysis between the data sets and conclusions to be reached from the success (or otherwise) of the Lego-based Therapy process. 	Comment by Gareth Evans: Are you drawing our attention to the bit circled in red here? if so - say so

If not, and the red circle is there in error, try to remove as it suggests you want us to focus on that particular bit of the figure

3.4.2 Qualitative Data

Qualitative data provides deep insights into complex phenomena that cannot be captured by numerical data alone. It helps in exploring the ‘how’ and ‘why’ behind behaviours, attitudes, and experiences and offers perspectives that quantitative measures might miss (Green and Thorogood, 2018). Qualitative data often complements quantitative data by providing context. While quantitative data may show trends, qualitative data can explain the underlying reasons. For example, in educational research, scores such as those provided by the Boxall Profile (quantitative data) might show a disparity between individuals, but surveys (qualitative data) can reveal the social or cultural factors contributing to these differences (Creswell and Poth, 2017). 

Thomas (2017, p.217) underlines the importance of surveys as a ‘versatile tool…. used in a number of different kinds of research’ that affords the opportunity to ask closed questions or open questions that may allow a longer, more detailed answer. For my research, the qualitative data collection (Step 4 of Figure 3) involves a qualitative survey where pupils were asked a series of questions based upon their experiences of the research study and their perceptions of the progress that they were making. Surveys have the advantage of consistency, as each question asked is the same (Thomas, 2017) and enable the collection of primary data, which is crucial for answering research questions that secondary data cannot address. They allow researchers to gather information on attitudes, behaviours, experiences, or opinions directly from respondents (Creswell, 2014) and when designed correctly, surveys can capture data from a representative sample, allowing findings to be generalized to a broader population (Fowler, 2013).	Comment by Gareth Evans: Attention to detail!

Compared to other methods like interviews or observations, surveys can collect large amounts of data relatively quickly and at a lower cost. Online survey tools have further enhanced this efficiency, making it easier to reach respondents which forms the rationale behind my decision to use Google (Saunders et al., 2019). All registered pupils have access to the Google suite of documents as part of their email registration and work frequently in Google drive to complete schoolwork and homework. This suite of documents includes word processing, presentational tools and data packages but more importantly in this context, a software element called ‘Forms’ which allows the user to create and complete surveys. Pupils are familiar with this tool as it forms part of their learning and feel comfortable in using it. 

The questions listed in the Google Form and asked of participating pupils were grouped within themes related to feelings, communication and confidence in school. The quantitative data collected via the Boxall Profile in association with the qualitative data collected from the surveys form the basis of all data collected and subsequently analysed in the next chapter. Essentially, there is a two-pronged approach: Boxall Profile findings are presented and the data interpreted; secondly, pupils’ survey results are presented and data interpreted, thus giving equal status to both qualitative and quantitative results in the analysis (as per Figure 7, which shows the journey taken from cohort selection to data analysis).




Figure 7: Research Process of group (Survey preview – Appendix 3)


3.5 Limitations 

This type of research design is not without its challenges. Firstly, such an approach requires careful consideration of timing both in terms of deciding on the sequence of data collection, but also in terms of time management, as collecting and interpreting different data sets can be difficult. Furthermore, this approach requires a researcher to be skilled in both quantitative and qualitative data collection and more importantly how it is interpreted and subsequently evaluated equally. Drawing on nearly 30 years’ experience of handling data as a teacher and senior leader responsible for assessment, recording and reporting across the school (in relation to the use of numbers linked to attainment, attendance etc.) and language (when reporting to parents and interacting with pupils’ use of surveys), I believe I have the skills and experience to complete this task competently.

Cresswell (2006) identifies another challenge in interpreting mixed methods research that is linked to ‘design mixing’. This can be summarised as the skill needed by the researcher to decide on how the quantitative and qualitative elements will be mixed together. In this dissertation, this refers to the moment when the two sets of data are brought together at the point of analysis. To mitigate against this limitation, my use of a sequential design (one set of data collected after another and not at the same time) (Cresswell and Plano Clark, 2017) allowed me to firstly collect quantitative data followed by qualitative data to explain the quantitative results. This I believe provided a clear, transparent alignment of data in line with the research aims.

Finally, the sample size of 20 pupils, whilst representative of approximately 10% of the year group does raise the potential for a selection bias due to the nature of the pupils selected to form the group (Thomas, 2017, p.141). Therefore, the small size of the group and time constraints are minor limitations in generalisability to the reliability of the data set, but I believe that the sample group selected is statistically representative of the year group in terms of age, gender and geography (Bryman, 2006). Furthermore, the primary aim of my action research is to better understand the learners in my own setting and that any data collected will enhance my knowledge of the school environment.

Finally, the study only included mainstream schools therefore further research would be necessary to explore the effectiveness in special educational needs schools. 

3.6 Ethical Considerations

I believe I have outlined in my Ethics Form (Appendix A) a teleological justification for conducting this research which upholds my obligation to conduct the study in a socially just, respectful and peaceful manner (Mill,1969 as cited in in Kivunja and Kuyini, 2017) and which complies with the British Educational Research Association’s ethical guidelines (BERA, 2018). In terms of procedural ethics, I have followed what I believe to be a gold standard approach as laid out by Cohen et al. (2007, p.51) in ‘Research Methods in Education’, namely a thorough exploration of ethical considerations such as informed consent, privacy, anonymity and confidentiality.	Comment by Gareth Evans: You must explain all of these in turn in the context of THIS study… e.g. what did informed consent mean for you etc etc
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The principle of informed consent was adhered to, as full written consent was requested and granted from all participants in the research study. This was arranged via correspondence from the school explaining the research study and the intended objectives of the activities. Parents were explained that they have the right to refuse their child’s participation and may withdraw their child at any time from the sessions if they wish. Pupils were explained their right to refuse participation, the ability to withdraw and the principal of no adverse consequences. Pupils were explained the ethics of the research study and that their parents would be required to give consent to participate also. Fairness was demonstrated in the principle that no harm would come to any persons involved in this study. Fairness was ensured in the sample group through the principle of non-discrimination; that the selection of participants was inclusive and did not fairly exclude or over-represent any group (Resnik, 2018). Pupils were explained their right to refuse, the ability to withdraw and the principal of no adverse consequences. No harm was to come to any persons involved in this study. 

Privacy was provided through the guarantee of data minimisation, that only data that was absolutely necessary for the research was collected and that data encryption was guaranteed through secure storage methods and was password protected (Caldwell, 2014). Anonymity and confidentiality were ensured through the removal of personally identifiable information to prevent the identification of participating pupils (Beskow et al., 2012). All participants’ parents were asked for informed consent (a voluntary agreement for their child to participate in research) and were given full knowledge of the destination of any data, the reason for the research and the potential risks. The participation letter and subsequent conversations made clear what the parents were consenting to and their right to withdraw. 

Throughout the research project, I adhered to the normal school safeguarding policy in all aspects in order not to put my personal safety or professional name at risk. Throughout the research project, I adhered to the All Wales Safeguarding policy (2008) and the school’s Governing body policy (2020). As one of the school’s safeguarding team, I am aware of appropriate safeguarding arrangements and regularly give safeguarding professional development to staff and pupils (when necessary).

3. 7 Approach to Data Analysis

I undertook a process of descriptive analysis to help interpret meaning from the data collected. In her work on descriptive analysis, Loeb (2017) outlines the need to identify causal relationships in research in order to validate it. In my research, I aimed to identify whether a specific academic intervention, in this case, a Lego-based intervention, caused an effect on the participants involved (specifically, whether it impacted on their wellbeing and confidence). Descriptive analysis as described by Loeb (2017) can help identify socially important phenomena that may not have been previously recognised. McAteer (2013) reinforces this belief when stating that descriptive analysis can allow the audience to fully understand, where, with whom and why something happened, while at the same time providing a structure for the development of ongoing reflection and sense-making. 

Cresswell (2018) supports this approach in identifying its value as a powerful means of discovering trends and gaining understanding. He writes that descriptive analysis research focuses on analysing a particular phenomenon or situation and is important because it focuses on identifying causal relationships between variables. In my context, this applies to a number of previously identified phenomena such as those listed in my literature review (e.g. the COVID-19 pandemic, virtual learning environments, the role of smartphones and economic global recession) and what impact, and why, they have had on pupils in school today.
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Figure 8: Steps in an iterative descriptive analysis process (Loeb, 2017)

The iterative process of descriptive analysis outlined in Figure 8 provided the framework for my interpretation of both qualitative and quantitative data, aligned with the mixed methods approach outlined earlier, and provided a means through which causal research could be more fully explored (Loeb, 2017, p4). In particular, I was interested in understanding not just what happened, but why it happened. I believe that this is at the core of my dissertation, which seeks to not only investigate how we, as a school, can develop pupils’ social emotional skills but why such problems have arisen in the first place (i.e. the causal nature referenced above).	Comment by Gareth Evans: You’ll need to go back through all mentions of table and figure at the end, to check that all in-text references correspond with the actual figs/tabs… especially now I have asked you to change/renumber a few of them	Comment by Gareth Evans: Check this at the end

The iterative process of descriptive analysis as presented by Loeb (2017) is undertaken in six steps. In Step 1, the phenomenon identified by this research study is that a growing number of pupils transitioning into secondary schools have increased social and emotional issues, which manifest themselves into feelings of negative wellbeing, stress and reduced confidence levels whilst in school (see Chapter 1). Therefore, to initiate the process in Step 1 I selected 20 pupils who fitted this criteria as my sample group to participate in an intervention that would allow me to investigate how and why we could improve these measures. In Step 2, I considered which features of the phenomenon were most salient, which in this case related to the way in which social and emotional issues manifested themselves in pupils in school (e.g. pupils’ enjoyment of school, confidence in communicating to others and strengthening relationships amongst peers). Having previously worked on Lego-based Therapy in preceding years I decided that in Step 2 I would undertake an action research Lego-based Therapy process to test whether participation in this group could support pupils with the issues identified. Through a process of descriptive analysis, I was able to explore the causal relationship between these phenomena and why they occur. 

Step 3 outlines how, after carefully considering the phenomenon, I implemented a mixed methods research study using both qualitative and quantitative data. This approach made use of both the Boxall Profile process and Google survey tool to collect data. In Step 3, I met the group regularly to take part in Lego-based Therapy and carry out the Boxall Profile assessment. To complement this quantitative data, pupils also completed a post-intervention Google survey, which sought answers to questions of both a qualitative and quantitative nature. In Step 4, I searched for patterns in the data sets and set them out as part of my key thematic findings (see Chapter 4.1.1). My identification of patterns is not solely linked to a pre-existing hypothesis but does explore the usefulness of Lego-based Therapy as a tool for improving a pupil’s social-emotional wellbeing, which was itself born out of the identified phenomena in Step 1 (the recent global crises of a health pandemic, global recession and overuse of personal mobile devices). These statistics are simple, not overly complex, and reduce the data sets to make them suitable and useful for a wide audience in education. 

In Step 5, the research study follows best practice and presents the data visually and in a format that is useful to the audience (Loeb, 2017). Step 6 is considered in my concluding chapter, which considers how this work might be ‘rethought’ and taken forward, for ease of reading. The next chapter of this dissertation explains the most important patterns in the data when answering the research question and works on the premise of the three key features of data visualisation, namely: function, familiarity and simplicity (Loeb, 2017) or as Thomas (2017) puts it – making the data meaningful to the reader.
















Chapter 4: Presentation and analysis of data

In this chapter, I will analyse data and discuss findings from both the Boxall Profile and Google surveys. First, I present data gathered from the Boxall Profile observations that are quantitative in nature and allow for an evaluation of a pupil’s social and emotional wellbeing. Further exploration is then carried out between assessments observed in the spring and summer terms, and the key findings are evaluated and presented. Analysis of the data gathered by the Google surveys is then presented and evaluated in the final section of this chapter, before the dissertation concludes in Chapter 5.

4.1 Quantitative Findings – The Boxall Profile

I will begin this section by presenting two key data sets, labelled Table 2 and Table 3. These figures outline the pupils who participated in the Lego-based Therapy, their anonymised form classes and how they performed in the Boxall Profile assessments pre and post-intervention. 	Comment by Gareth Evans: These will be out of sync now as we’ve renamed a figure earlier on…. Check later they all align	Comment by Gareth Evans: Check at end

The data outlined below in Table 2 is a summary of the assessments carried out as per the methodology described in the previous chapter. Two assessments were carried out capturing the Developmental strands (cognitive strengths) and Diagnostic profile (barriers to learning) of the 20 pupils included in the final data. The data was collected approximately eight weeks apart and formed part of a six-month programme of Lego-based Therapy social competence. 
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Table 2: Results from the Developmental and Diagnostic assessments from the Boxall Profile baseline Assessment One.

All names have been redacted to protect the anonymity of the pupils in the ‘Name’ column whilst the pupils’ form class is shown as either 71-74 or 75-78. This has no bearing on the research study but simply reflects which group they registered in every morning. Each column in the table represents a strand of the profile (A-J labelled dev for Developmental and Q-Z labelled diag for Diagnostic) representing an area of the profile such as organisation of experience, undeveloped behaviour and unsupported development.	Comment by Gareth Evans: Good - this is all much clearer

The Boxall class overview (Table 2) provides a clear picture of the social, emotional and wellbeing needs of a whole class or group. One row represents one child; one column represents one area of the Boxall Profile (social and emotional skills from A to J; challenging behaviours from Q to Z). Looking at the last two columns, staff can identify pupils with high levels of needs (children scoring 8+ on either measure, highlighted in red). Scores highlighted in green indicate a positive score whilst those in amber represent a good performance but with some areas for development.  Looking at the last row of the overview, staff can identify difficulties common across the whole class; for example, 15 out of 20 children have difficulties in Strand H ‘accommodating to others’. Another area of need can be identified in Strand W which represents an insecure sense of self and a negative internal model (these are explored further in Table 6, in Chapter 4.1.1). Teaching staff can then put in place strategies to help pupils develop the missing social, emotional skills. 

To arrive at the data in Assessment One (Table 2 - both Developmental and Diagnostic) the teacher assesses pupils’ behaviour against a set of norms that apply to children with ‘no problems evident’. Through its analysis, it provides a precise picture of a pupil’s strengths, as well as any difficulties that could affect their learning. Based on these results, the Boxall Profile identifies an identification of what type of support each pupil needs and practical strategies and techniques for support in the future. 

Developmental questions measure a pupil’s cognitive, social and emotional strengths whilst Diagnostic identifies a pupil’s challenges and barriers to learning such as craving attachment, self-negation or disengagement from the learning process. Where a pupil scores a green score there are no apparent difficulties, amber indicates low levels of difficulties whilst a red score highlights an elevated level of difficulty in this area. For example, for the pupil in row two their elevated scores across the strands mean that they are awarded a ten score for Developmental needs and eight for Diagnostic needs. If we were to compare this with the pupil in row three whose scores are considerably lower, with a score of two for Developmental and two for Diagnostic, we can extrapolate that the pupil in row two has greater needs and will need more substantial interventions.

In Table 3 below the data are presented showing the pupils’ results from the Boxall Profile assessment conducted eight weeks later by the same teacher after having undergone Lego-based Therapy sessions and social interaction activities with the assistance of sixth form prefects. A quick inspection of the data shows a clear improvement in scores across the cohort, as demonstrated by a reduced number of red and amber scores and a greater number of light and dark green scores. These results are explored in further detail in the Key Findings section (4.1.1).
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Table 3: Results from the Developmental and Diagnostic assessments from the Boxall Profile baseline Assessment Two.

The table below (Table 4) shows the results from Assessment One with a comparison of the results from Assessment Two to indicate any progress observed by the teacher. When interpreting the Developmental strands an increased score represents positive progress whilst the opposite applies to the Diagnostic strands where a reduction in the score signifies a removal of barriers to learning thus enabling progress to be made. 
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Table 4: Boxall Profile assessments One and Two comparison of the data, and clear improvements shown by the pupils in Developmental behaviour in Assessment Two.

The differences indicated in the Table 4 (above) demonstrate the improvement shown by pupils in their ability to learn and function in the classroom (cognitive strands). For example, the pupil in row two made an improvement from 62 to 81, according to the Boxall Profile scoring matrix indicating an improvement of 19 points. The lowest level of improvement is eight (row 19), whilst the largest improvement is a pupil in row seven with an improved score of 47. No pupils’ scores indicate a regression in their levels of cognitive functioning according to the Boxall Profile marking scheme. The mean improvement score is calculated at 20.95 for the developmental strands across the cohort of pupils reducing the number of pupils with an elevated (red) score from three to zero. See section 4.1.1. for further analysis.

The differences indicated in Table 5 (below) demonstrate the improvement shown by pupils in overcoming their challenging behaviour that prevent successful social and academic performance. In this data, an improvement is indicated by a reduction in the score indicated in the ‘Assessment 2 Diagnostic’ column. Of the 20 pupils assessed, 19 showed improved scores indicating an improvement in their ability to manage their challenging behaviour in a social environment. One pupil (row two) indicated a very minor regression in their Diagnostic strand whilst the average improvement score is noted at 15.25 points on the Boxall Profile scale.

[image: ]
Table 5: Boxall Profile assessments One and Two comparison of the data and improvements shown in Diagnostic behaviour
4.1.1 Boxall Profile: Key findings 

There are a number of key findings that can be synthesised from the analysis of the data from Assessment One, Assessment Two and a comparison between them. This has been formulated through the comparison of the data evidenced in the two assessments carried out by the observing teacher and an uncovering of the key findings outlined below. My principal deductions here posit on the assumption that the process of interacting with other pupils has improved the pupils’ self-confidence, ability to work with others and reduced their challenging behaviour due to the need for social competence when interacting with others in engaging with play. These have been recurring themes in this research. This supports my reading in Chapter 2 when exploring the benefits of the Lego-based Therapy for young people (LeGoff and Sherman, 2006; Barr et al., 2022). Simply put, Lego-based interventions are beneficial for those participating.	Comment by Gareth Evans: Should these be capped or not? Decide which and check them all for consistency in styling

Control F	Comment by Gareth Evans: Check at end

Firstly, nearly all of the 20 pupils who participated in the research study had only low or no apparent difficulties when completing the first assessment. This is seen when looking at the Assessment one data that indicates either green or amber (as defined by the Boxall Profile in Table 2). Nevertheless, despite these low scores there remain six pupils who are highlighted as red in either the Developmental or the Diagnostic strands that indicates the potential for conflict when discussing social interaction (Table 5).

When examining Tables 2 and 3 a number of strands stand out as being problematic in both the Developmental and Diagnostic areas. These can be identified as they are the strands where the highest numbers of pupils have scored an amber score in Assessment One. These strands are a barrier to effective teamwork and building confidence in young people. These are outlined below (Table 6). Each strand is categorised alphabetically from A-Z.	Comment by Gareth Evans: Should these two be capped as they’re titles? Decide and check for consistency throughout	Comment by Gareth Evans: good

	Developmental strand
	Diagnostic strand 

	Strand F refers to the internalisation of controls and highlights a pupil who is emotionally insecure.
	Strand R highlights that a pupil can form positive attachments with others. A low score here indicates that a pupil is self-negating and lacks self-esteem.

	Strand A refers to a pupil’s organisation of experience and indicates that a young person can adapt flexibly and interact purposefully and constructively with others. An inability in this strand suggests that a pupil is unable to give purposeful attention to an activity.
	Strand V refers to an unsupported development and a need to establish trust before an attachment is made. A low score here indicates an individual who is distrustful of others in social situations.

	Strand H represents an ability to function in a group and accommodate to others. A low score here would signify a difficulty in interacting with others.
	Strand W represents an insecure sense of self and a negative internal model.



Table 6: Key strands needing development post Assessment One

Assessment One (see Table 2) highlights that more than three quarters of the pupils tested in The Boxall Profile baseline Assessment One had a number of areas of concern when considering others in social situations. These insecurities would certainly imply a reluctance to interact socially with unknown individuals in both formal and informal activities and justify their inclusion in this research study. Consequently, in the Lego-based Therapy sessions that followed Assessment One the teacher and Sixth Form prefect helpers sought to support those highlighted as scoring a red indicator, namely pupils in rows 2, 7, 9, 20, 12 and 15 in particular. This involved giving extra praise when completing a successful build (strands F and W) and providing consistent encouragement to a pupil to remain ‘on task’ (strands A and R). Strands A and V were supported through constant reminders of a pupil’s role in the research study whether it be ‘Engineer’ or ‘Architect’ and how their involvement assisted in the organisation, and success, of the group’s build.

If we subsequently compare the results of Assessment One with those of Assessment Two, having taken part in their social immersion research study over an extended period, a number of important quantitative results stand out. I have listed these by theme, based on Boxall data collected:

a) Social Confidence – Assessment One demonstrated that most of the pupils showed a number of weaknesses in their social confidence which is evident from the amber data, highlighting difficulties in forming trusting relationships and a tendency to lack self-worth. The results from Assessment Two show a marked improvement in the data with significantly larger numbers of green scores. This would indicate a noticeable improvement in the confidence levels of those involved in the cohort because of the research study.

b) Social and Emotional indicators – The average (mean) Developmental cohort score in Assessment One was 88.2 (n=20) whilst in this had improved to 109.7 showing a clear improvement of 21.5 marks per pupil, as per the Boxall grading system. Similar results can be found when analysing the Diagnostic scores. The average score in Assessment One was 32.7 whilst the average in Assessment two stands as 16.9 showing another clear improvement in scores of 15.9. Test results here suggest a significant improvement in all but one of the Developmental strands of the profile following intervention and represent a clear correlation in the data.

c) Outliers benefitting – The number of pupils indicated as scoring red in Assessment One has reduced from six in total to one only in Assessment Two. This also forms a significant reduction in those who show high levels of difficulties. The results indicate here that those pupils who presented with the highest levels of need have benefitted significantly from the research study. The six pupils who originally received a score of 8+ in the totals columns of either of the strands subsequently improved the most. The mean scores of those identified originally as red improved by 31.8 (n=6) in comparison to 14.78 in the Developmental strand (n=14). Furthermore this also applies to the Diagnostic strand where a similar pattern is identified with scores of 27.3 (n=6) and 11.07 (n=14). These suggest a strong improvement for pupils with significant needs and that gains are immediate as established in Chapter 2.

d) Exceptions to the rule – Out of a cohort of 20 pupils, only 1 is seen to have shown any form of regression. Even this is very marginal and represents a 1-point deterioration in Diagnostic scores. The range of scores in the second Developmental observations ranged from 81 to 125 with a mean of 109 (n=20). The ranges of scores in the Diagnostic observations were not quite as pronounced but still shows a statistically large rise in scores when compared with Assessment One. Here the range is 2 to 46 with a mean score of 16.9. Fifteen of the 20 pupils scored observations of under 20 whilst a few outliers had large discrepancies of scores of 45 and 46. This is true of the only pupil in the sample group who showed a very minor regression in her Diagnostic score as a result of the teacher observations. 

e) Reduction in challenging behaviours observed – The scores illustrated in the Diagnostic profiles (Diagnostic identifies a pupil’s challenges and barriers to learning such as craving attachment, self-negation or disengagement from the learning process) have significantly improved. This suggests that the research study facilitated a successful reduction in the barriers which were previously holding them back in their confidence and engagement in activities which is evidence based by the scores. In Assessment One all pupils showed a minimum of two scores demonstrating low level of difficulties with a number of pupils showing as many as nine or ten scores indicating problems (n=20). The average score is 6.7. By the time pupils are tested in Assessment Two the data shows that just over half (11) pupils have no or only one score indicating a level of difficulty. The mode number in this data set is zero. Four of the 20 pupils still show elevated scores of eight, nine or ten but eighty percent have substantially improved scores with the mean score now standing at only 2.9 highlighting a demonstrable difference.

4.2 Qualitative Findings – Surveys 

Qualitative data for this section was obtained solely through the vehicle of surveys. The sample group (n=20), who all completed Assessment One and two of the Boxall Profile, also completed a survey at the end of the process about their thoughts and feelings of how they felt after the research study had finished. A full list of the fifteen questions can be found in Appendix 3.

This form of self-reporting survey is quick, easy and safe to administer and pupils are proficient in their use. All pupils were offered support in interpreting how to answer the questions but no support was given to pupils when answering the questions, which they completed independently. The responses from the questions show a good range of empirical data that identifies that improvements were indeed made in pupils’ social interaction skills and levels of confidence, at least in part as a result of the school’s interventions and support.
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Figure 9: Pupils’ opinions on whether they have enjoyed taking part in the Lego Sessions where, 1=not at all and 10 = very much

In this question (Figure 9), the x-axis represents the number of responses given to the question whilst the y-axis presents a score of 1-10. One represents a score expressing that they did not enjoy participating in the research study whilst a score of 10 means that they enjoyed participating very much. In question one when asked if they had enjoyed the Lego sessions; 60% (n=20) of the pupils gave a score of more than seven out of 10 and 25% gave the research study full marks (10/10). This shows that most pupils took enjoyment from participating in the research study by giving a mean score of 6.95 and a mode score of 10. I believe that this demonstrates the useful nature of this collaborative research study as a way of boosting a pupil’s wellbeing. 
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Figure 10: Pupils express which skills they feel that they have learned or improved as part of the Lego activities.

In Figure 10, pupils were asked to select the skills they felt they had learned over the duration of the research study. They were entitled to select as many as they felt necessary in their own opinion. The skill that pupils feel that they have learned the most is the ability to interact for the whole duration of the activity (45%) which links back to Developmental strand A of the Boxall Profile where pupils had previously lost concentration quickly and failed to apply themselves at length. Pupils also expressed that they feel better equipped to look after the equipment distributed. This shows an improved awareness of the local environment and others. This is linked to the third highest response which I believe in the context of this research question is the most important. 

As outlined in Figure 10, 35% of the pupils stated that listening to instructions from other members of the group had been an acquired skill as a result of group participation. I believe that this response is validated by both this question in the Google survey and in the Boxall reports that conclude a similar improvement journey for many participants. A total of three pupils highlighted that they did not feel that they had acquired any new skills.

Table 7 (below) asked pupils to list any other skill that they felt that they had learned thanks to Lego-based Therapy. Responses here were limited (n=9) but three pupils indicated that “talking to people”, “taking turns” and “talking positive language” had been important take aways from this activity. A number of the questions in this survey sought more qualitative responses from the sample. When asked what other skills they had learned from the interventions, the following were suggested:

	Participating pupils
	Comment

	Pupil A   

	to listen to help

	Pupil B 
	taking in turns

	Pupil C   
	no

	Pupil D   
	hand eye coordination

	Pupil E  

	I have learnt to always communicate not just be quiet we have a voice for a reason might as well share it to communicate with others in activities

	Pupil F   
	Having fun with the group

	Pupil G  
	?

	Pupil H 
	speaking in positive language

	Pupil I   
	Talking to people.



Table 7: Pupils express which skills they have learned during the research study.

A small number stated that they had learned to communicate better but this view was not shared by many in the group, some of whom responded by saying that they simply did not know. This may well be an indication of written competence and cognitive ability than the intended objectives of boosting confidence amongst the pupils themselves.
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Figure 11: Pupils’ confidence levels after participating in the research study when talking to friends.

Figure 11 addresses the question of whether or not pupils felt more confident in communicating with friends after taking part in the Lego-based Therapy. A quarter of those involved stated that they did not feel more confident, whilst 75% believed that they were either definitely more confident or maybe more confident in communicating with their friends. I believe that this reflects well on the interventions as three quarters of those taking part gave positive reflections on their involvement. This is perhaps as a result of the skills that they feel they honed in Figure 10; namely listening to instructions from others in the group (35%), looking after the equipment (40%) and interacting for the whole duration of the activity (40%). These are essential every day skills that a pupil would benefit from in every classroom scenario and hence boost confidence skills.
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Figure 12: Pupil confidence levels before the sessions,1= not at all, 5 = extremely confident.
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Figure 13: Pupil confidence level after the sessions, 1= not at all, 5 = extremely confident.

Figures 12 and 13 offer clear empirical evidence that a number of pupils benefitted positively from the interventions offered by the research study. In this question, the x-axis represents the number of responses given to the question whilst the y-axis presents a score of 1-5. Pupils were asked if they could rate their scores before and after the Lego sessions with a score of one if they did not feel confident at all and five if they felt extremely confident. 

If we were to take a mean score of the 20 pupils involved in the research project and calculate an average score then confidence levels as self-assessed by pupils (n=20) rise from a mean of 3.38 before the research study to a mean of 4 after the research study has been completed. Whilst this does not represent a significantly large increase, it does show that many pupils felt that the interventions had validated their participation and supported their wellbeing through an improved sense of confidence. In addition, not one pupil measured themselves as a one or two on the 5-point scale that would have indicated a failure to benefit from the research question. Further validation of the research study is evident in Figure 14, where pupils were asked if they would recommend participation to their friends. More than half of the participants gave a yes response (55%) whilst 85% stated either yes or maybe. A minority of pupils (15%) stated they would not recommend it to their peers.
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Figure 14: Pupils who would recommend taking part in this research study to their friends.

Figure 14 gives a positive reflection on pupils’ participation in the research study where only three out of the 20 pupils involved did not feel that this research study was worth recommending to their friends. The fact that 17 out of the 20 would recommend taking part in this research study is testament to the organisation and collaborative nature that these sessions engendered.. This would offer very positive reinforcement of the viability and validity of the intervention for future year groups.

Many pupils, when asked, did offer a selection of good ideas as to what activities they would like to see themselves, or for others in future cohorts. These included the following activities in Table 8 (below):

	Participating Pupils
	Comment

	Pupil A
	board game

	Pupil B
	team building games

	Pupil C
	More complex Lego

	Pupil D
	I would like to see more Lego and board games

	Pupil E
	complex Lego

	Pupil F
	Board games, team games

	Pupil G
	Maybe something like making your own board game/Any game in groups then presenting it then everyone gets a turn to have a turn playing with each game 

	Pupil H
	less boring things

	Pupil I
	Online building / Creating new things online 

	Pupil J
	class Lego build

	Pupil K
	I don't really find interests in playing games like board games and others

	Pupil L
	football

	Pupil M
	more complex Lego builds

	Pupil N
	playing computer games

	Pupil O
	more complex Lego

	Pupil P
	playing jenga with no words

	Pupil Q
	board games 



Table 8: Pupils express what they would like to see in the second part of the sessions? E.g., more complex Lego builds board games, interactive games, team building activities etc...

These suggestions will certainly form part of the next steps of the school’s improvement journey as the school aims to build upon the success of this cohort of pupils in managing wellbeing, stress and anxiety in vulnerable pupils post pandemic. I would infer from these comments (Table 8) that during the course of a pupil’s busy academic day, all pupils are in need of activities that will allow them to liberate the stresses and anxieties that build during the course of the day, particularly if there are cognitive barriers to learning. These extracurricular, goal-setting and reflection activities will be increasingly in need if we are to stem the huge increase in the number of children being referred to National Health Service mental health services (in England) for anxiety, which has just hit its highest level ever recorded (Gregory, 2024). In 2023-24, there were 204,526 referrals of children made to mental health services with a primary cause of anxiety. In 2016-17, there were just 3,879 referrals. This, as the article suggests in The Guardian newspaper, is a ‘jaw-dropping number of children’ (Gregory, 2024) and indicates our need for vigilance moving forward. Wales is seeing similar increases in the number of referrals being made according to the data available (Welsh Government, 2022). Implementing a combination of interventions can create a holistic approach that looks to address factors contributing to a pupil’s confidence and anxiety reduction. 	Comment by Gareth Evans: But your study relates specifically to wales… so this comment is pretty much irrelevant

Try to frame in such a way that it IS of relevance (by e.g. suggesting wales has seen similar increases) or, better still, find some wales-specific stats instead	Comment by Gareth Evans: Presumably england-specific again? In which case, meaningless to your research and the point you are trying to make here

These activities may take the form of a sporting or team building activity depending on a pupil’s needs. I believe that the data from this research project suggests that all pupils benefit from some form of activity during their free time whether that be before, during or after school. This is particularly important for pupils such as those who form the cohort sample group who lack confidence at times and benefit from a structure and organisation such as that provided by the Lego-based Therapy. The data provided by Table 8 underlines the need for collaborative learning tasks, which can foster both cognitive and social-emotional development complemented by pupils who enjoy the tasks.
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Figure 15: Do pupils feel more confident in communicating to their friends after taking part in the research study?
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Figure 16: Do pupils feel that they have developed stronger relationships with their friends?

Figures 15 and 16 offer a more optimistic picture of how many perceived their involvement in the group. When asked whether they felt more confident in communicating with their friends (Figure 15), 60% responded yes, whilst only 25% replied no. This supports the idea that the intervention project was a successful intervention as it enabled pupils who had previously had issues in communicating with their peers with the skills necessary to provide them with a stronger relationship with their friends. 

In support of this line of enquiry, the majority of the group (65%) felt that they had developed stronger relationships with their friends in answering yes to the question of improved relationships, a cornerstone of the research study’s stated aim (Figure 16). This I believe represents a direct causal relationship between the intervention study and an improvement in the participants’ wellbeing. Whilst this research study is not able to identify if the pupils’ confidence levels were initially low due to the overuse of mobile phones and virtual learning during COVID-19, these histograms demonstrate a clear empirical analysis that Lego-based intervention activities have helped to improve their communication skills and confidence levels when seeking friendships.























Chapter 5: Conclusion and Recommendations 

In this research study, I have investigated how a pupil’s social interaction and confidence is impacted by their cognitive, social and emotional strengths in addition to the Diagnostic challenges and barriers that they face in their lives. I believe that many of the issues facing pupils today are complex and multifactorial. Global events and developments in modern technology are intrinsically linked to behavioural patterns, falling attendance rates and the rise in student dissatisfaction in school, culminating in poorer achievement and self-esteem (UNSECO, 2020). The combination of these factors is leading to what some consider to be system-changing pressures in schools (ASCL, 2022).

Given the increasing emphasis on the role of schools in seeking to improve social outcomes for children and young people, this study shows that Lego-based Therapy, as part of a wider programme of socially interactive activities, could be a pragmatic and immediate option for schools. This is particularly prescient given the challenging state that many schools find themselves in today in terms of decreasing finances, falling attendance and development of a new curriculum. In my research, I set out to advance understanding of these things, using three specific objectives as a guide. These were as follows: 

· Identifying and collecting data that explores whether improvements are indeed made in pupils’ social interaction skills and levels of confidence, which are the result of the school’s interventions and support.	Comment by Gareth Evans: Identifying data to demonstrate suggests bias… think this is safer

Remember that if you change any of these aims/objectives here, you will need to change them elsewhere also….	Comment by Gareth Evans: Yes double check at the end
· Evaluating and exploring what children and young people are trying to communicate through their behaviour.
· Better understanding whether improvements can be made with the support of adults and older pupils in the school who are prepared to dedicate time, energy and effort in improving pupils’ outcomes, attendance and wellbeing.

This concluding chapter will summarise the main findings of the research project by revisiting these objectives and offer specific conclusions for each. Recommendations for future exploration are illustrated before a final selection reflecting on the research process that has been undertaken.

Objective 1 - Identifying and collecting data that explores whether improvements are indeed made in pupils’ social interaction skills and levels of confidence, which are the result of the school’s interventions and support.

The literature review revealed that Lego-based Therapy is a social development programme that aims to provide an effective social development intervention for children who suffer from neurodevelopmental issues or have other conditions affecting social competence (LeGoff et al., 2014).

The findings of the research study reveal that immediate gains are achievable from a Lego-based intervention. Twenty pupils were involved in the Lego cohort and only one pupil showed a very minor regression in some of the data. The remaining 19 pupils demonstrated an improvement in both Diagnostic and Developmental strands of the Boxall profile. Furthermore, pupils reported an improvement in both their ability to communicate with others and an overall improvement in their confidence levels. The findings support the idea that a coherent pastoral plan of intervention and support can demonstrate clear, empirical improvements in wellbeing and self-esteem (Elway, 2021; Walker, 2020; O’Neill, 2018). The possibility does exist that some improvements in the pupils’ wellbeing and confidence is due to other factors such as getting older, changes in friendship groups and better home contexts. Nevertheless, this study supports the findings of earlier work by LeGoff (2004) who suggests that social functioning and communication are improved as a result of involvement in this research study (LeGoff, 2004; Sherman, 2006). LeGoff (2004) also found that children participating in Lego therapy displayed increased self-esteem and a greater willingness to engage in social interactions over time. 

It can therefore be concluded that Lego-based interventions support my initial hypothesis that the school’s pastoral care and Achievement Team allow some pupils to improve their social interaction skills with others. I feel confident that the Lego-based intervention is the primary catalyst for improvement but do acknowledge that other school based interventions such as peer mentoring, buddy interventions, extracurricular activities, personalised learning plans and parental involvement and communication with the school may also be contributory factors.

Objective 2 - Evaluating and exploring what children and young people are trying to communicate through their behaviour.

The literature review identified that understanding what children and young people are trying to communicate through their behaviour involves looking beyond the surface actions and identifying the underlying needs, emotions, or challenges they might be facing (Shapiro, 2020). This dissertation supports the belief that pastoral based interventions can allow children to communicate more effectively if they are provided with a vehicle which allows them to structure their words and actions, such as that provided by Lego-based Therapy (the specific intervention used in this study).

From this empirical study, it was apparent that communication could be improved even if some of the traumatic and stress-inducing experiences suffered were not explored sufficiently by this work as they fell outside of the remit of the research objectives.

Objective 3 - Better understanding whether improvements can be made with the support of adults and older pupils in the school who are prepared to dedicate time, energy and effort in improving pupils’ outcomes, attendance and wellbeing.

The literature review highlighted that schools can play a pivotal role in meeting a child's unmet needs through various strategies and support systems. Schools can help with academic support through Pastoral Support Plans (PSPs) and IDPs that can tailor education to each child's unique requirements. Emotional and social support can be improved through counselling services and mentoring schemes, whilst family and community engagement can improve a pupil’s academic outcomes, attendance and wellbeing with greater parental involvement and wider community partnerships.

The findings of this dissertation demonstrate that through participation in extracurricular activities large improvements are made in improving confidence in communicating with peers and how pupils feel about their friendship groups. Participation in extracurricular activities such as those outlined in this work can promote both teamwork and social skills thus promoting an inclusive culture where all pupils feel valued and respected. 

The study as a result has raised a number of issues and as such highlights the need for further research.

5.1 Recommendations for Future Research

In my view, further work needs to address the concerns highlighted in my dissertation particularly in relation to the role COVID-19 has played in adolescent behaviour. In addition to this pandemic, global economic struggles have only served to exacerbate changes in classroom culture as outlined in the Literature Review. As such, I propose the following recommendations for future research:

1. Continue a programme of interventions for a selected sample of pupils identified as part of the school’s transition programme from Year 6 to Year 7. This cohort should include pupils who have demonstrated challenging behaviour, poor attendance (below 85%) and/or a lack of social cohesion in their relationships with others.

2. Continue to research the use of the Boxall Profile’s assessment tool across a wider range of schools to identify, track and support those in need of extra support. Ensure that individualised, achievable targets are drawn up that address behaviour and skills and explore their impact over time.
 
3. Oracy skills are fundamentally linked to confidence in their use. Many pupils are reluctant to express themselves orally in front of their peers due to a lack of self-esteem. This represents another improvement plan priority for School X (Appendix 5). As highlighted in pupils’ survey responses, an area requiring further development would be to see how boys and girls differ in their attitude to the use of oracy within the classroom and evaluate how schools could improve the use of such key skills to assist with the teaching and learning process.
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Appendix 1
APPLICATION FOR ETHICAL APPROVAL

In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research pupils, and both taught postgraduate and undergraduate pupils working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  

SECTION A: About You (Principal Researcher)
	1
	Full Name:
	Jonathan Christopher Ling

	2
	Tick all boxes that apply:
	Member of staff:
	☐
	Honorary research fellow:
	☐

	
	Undergraduate Pupil
	☐	Taught Postgraduate Pupil
	☒	Postgraduate Research Pupil
	☒


	3
	Institute/Academic Discipline/Centre:
	
UWTSD, Yr Athrofa

	4
	Campus:
	SA1 Campus, Swansea


	5
	E-mail address:
	0451460@pupil.uwtsd.ac.uk


	6
	Contact Telephone Number:
	07813326975


	
	For pupils:

	7
	Pupil Number:
	0451460

	8
	Programme of Study:
	MA (Ed)

	9
	Director of Studies/Supervisor:
	Junnine Thomas Walters






SECTION B: Approval for Research Activity
	1
	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☒	NO
	☒
	
	
	Date

	2
	If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval
	Research Degrees Committee
	☐	

	
	
	Institute Research Committee
	☐	

	
	
	Other (write in)

	☒	Junnine Thomas Walters



SECTION C:  Internal and External Ethical Guidance Materials
	
	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, location-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines. You may add rows to this table if needed.

	1
	UWTSD Research Ethics & Integrity Code of Practice
	☒
	2
	UWTSD Research Data Management Policy
	☐

	3
	British Educational Research Association (BERA) (2018) Ethical guidelines for educational research. 

	☒



SECTION D: External Collaborative Research Activity
If there are external collaborators then you should gain consent from the contact persons to share their personal data with the university. If there are no external collaborators then leave this section blank and continue to section E.
	1
	Institution
	N/A


	2
	Contact person name
	
N/A

	3
	Contact person e-mail address

	N/A

	4
	Is your research externally funded?
	YES
	☐
	NO
	☒

	5
	Are you in receipt of a KESS scholarship?
	YES
	☐
	NO
	☒

	6
	Are you specifically employed to undertake this research in either a paid or voluntary capacity?
	Voluntary
	YES
	☐
	NO
	☒

	7
	
	Employed
	YES
	☐
	NO
	☒

	8
	Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)?
	If YES then the permission question below does not need to be answered.
	YES
	☐
	NO
	☒

	9
	Has permission to undertake the research has been provided by the partner organisation?
	(If YES attach copy)
If NO the application cannot continue
	YES
	☐
	NO
	☒




Where research activity is carried out in collaboration with an external organisation
	10
	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	☐

	
	
If Yes, please attach a copy of any final approval (or interim approval) from the organisation (this may be a copy of an email if appropriate).




SECTION E: Details of Research Activity
	1
	Indicative title:
	An investigation in to how my school’s pastoral care and Achievement Team support allow a pupil to improve their social interaction skills with others and why.


	2
	Proposed start date:
	April 2023
	Proposed end date:
	September 2023

	
	Introduction to the Research (maximum 300 words per section)
Ensure that you write for a Non-Specialist Audience when outlining your response to the points below:
· Purpose of Research Activity
· Proposed Research Question
· Objectives of Research Activity
· Objectives of Research Activity
Demonstrate, briefly, how Existing Research has informed the proposed activity and explain
· What the research activity will add to the body of knowledge 
· How it addresses an area of importance. 

	3
	Purpose of Research Activity
A pupil’s wellbeing in school is hugely impacted by their ability to make friends, interact with their peers and participate actively in the school’s teaching and learning offer. Failure to participate in these basic activities can have a considerable impact on a pupil’s ability to not only thrive emotionally but academically too.

Welsh Government recognises that the fundamental positive or negative impact that a child’s experience of education can have on outcomes in their later life is well recognised and that pupils need to experience a happy and successful school life in order to progress in to adulthood. The pressures of contemporary issues relating to the cost of living, health pandemic, financial depression and global conflict is sorely testing pupils’ ability to focus on the day to day of school whilst these issues weigh heavily upon them.
(WG,2010 https://gov.wales/sites/default/files/publications/2018-12/thinking-positively-emotional-health-and-well-being-in-schools-and-early-years-settings.pdf).

With this background it is our moral obligation in school to improve the life chances of all children in our care particularly those who make the transition from primary to secondary and furthermore for those who find this bridge a challenge. Therefore, I intend to test my hypothesis that a structured and coherent approach to wellbeing and intervention can help children and young people become more emotionally resilient and better placed to engage with life and learning. I aim to work with a group of 20-30 pupils consisting of pupils who have SEMH and ALN issues and those who may not have any formal diagnosis but have feelings of low self-esteem and lack of confidence as identified by themselves or by teaching staff. I may also make use of SELFIE data (Social and Emotional Learning for Improvements Elsewhere) which has been developed to enable schools and councils' learning improvement teams to establish the links for all pupils, between their wellbeing and their attendance and learning. This data is currently used by the Year 7 Achievement Team.

This programme will fit in to the existing literature by supporting the view that a pupil’s social, emotional mental health is key to academic wellbeing and success. I aim to show that a coherent programme will assist a pupil in their social interaction through learning how to develop positive relationships, self-regulation, what constitutes appropriate questions and answers and how to integrate successfully in to a group dynamic. In the long term I would hope to prove that improvements in social interaction leads to academic added value. 

I believe that it will help add to our knowledge and understanding by adding to the weight of literature that suggests that a school’s culture and ethos is fundamental in fostering happy, confident and successful pupils. I aim to prove that this reinforces the school’s motto of Education, inspiration and opportunities for life. Furthermore I aim to support the view that wellbeing in school is increasingly under threat as a result of societal change and technological developments.




(this box should expand as you type)

	4
	Research Question
How successful is school X in developing the social interaction skills of pupils in our care who are perceived to have social, emotional and behavioural problems and how adept are we in enabling them to successfully engage with other pupils through formal and informal activities? Subsequently, can the school claim to have played a part in the improvement and if so how?



(this box should expand as you type)

	5
	Objectives of Research Activity

Inclusion in education is firstly about equity for all learners whatever their identity, additional learning need and background. It ensures particular attention to the provision made for, and the achievement of individuals and different groups of learners within the school. Inclusive education is about the meaningful participation and achievement of all learners. In fully inclusive schools, all learners are engaged and achieving through being present, participating and learning. Inclusion forms the backbone of Welsh Government’s Equity in Education Plan. This forms one of the key drivers of my research activity; that a school can only be truly equitable if it allows for an individualised and differentiated curriculum. Equity is achieved when each individual receives what they need to be on equal footing with others in the same environment. In the school/classroom, that might mean extra time, different support, and unique resources for some pupils to achieve their learning goals. I believe that this project supports this aim in making these pupils more ambitious, capable learners
and more healthy, confident individuals.

The objectives of my research activity are therefore centred on the belief that a structured programme of interactive activities, games and confidence building sessions with a defined framework and with strict entry and exit criteria can allow for demonstrable improvements in confidence and interaction as measured by the Boxall assessment profile.

Having trialled this project last year with a smaller cohort of individuals, the project found that having taken part in a variety of different games and activities to promote and develop successful social interaction skills that the group had developed from learners solely taking part in teacher-led activities to them having subsequently run some sessions independently with teacher facilitation.

I propose that the school’s pastoral support itself is the main driver behind a pupil’s improved wellbeing and social interaction. It may however be hypothesised that each individual pupil in the study may need bespoke care, support and guidance to demonstrate improvement whether it be from adults or peers.



(this box should expand as you type)

	6

	Objectives of Research Activity


	Understand what children and young people are trying to communicate through their behaviour - so we can promote their positive mental health, improve their ability to learn ad communicate with others.
Understand that large improvements can be made with the support of adults and older pupils in the school who are prepared to dedicate time, energy and effort in improving pupils’ outcomes, attendance and wellbeing

	
	· Developing positive social relationships
· Developing self-regulation in pupils
· Improving oracy skills
· Overall confidence
	· Individuals asking relevant and appropriate questions
· Taking turns & making eye contact
· Answering questions appropriately
· Confidence initiating/engaging in conversation(s)





(this box should expand as you type)

	
	Proposed methods (maximum 600 words)
Provide a brief summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed. You do not need to justify the methods here, but should instead describe how you intend to collect the data necessary for you to complete your project.

	7
	Use literature to provide empirical evidence as to the value and worth of carrying out the following proposed methods of research. 

[bookmark: _Hlk130296276]This work objectives to include the of use qualitative data based on measuring human interaction, qualities and responses harvested from the Boxall Profile assessment and survey. This will involve the parsimonious use of data gathering and highlighting both positivist and anti-positivist interpretations in carrying out this research.
Gary Thomas underlines the importance of data gathering as a “versatile tool….used in a number of different kinds of research” (Thomas, 2017) thereby increasing the number and range of pupils available for research.

The intention is to send a letter of consent requesting the permission of parents and pupils who are invited to participate in the project as identified by the author and colleagues involved in supporting the programme.

Pupils will complete 2 Boxall Profile assessments with the aim of proving that the structured programme of interactions organised over a 6-month period will lead to demonstrable improvements in the highlighted areas, most notable in their confidence and social interactions with peers and adults. The Boxall test is a form of observation and represents a recognised research tool which will act as a framework for gathering data. The assessment provides teachers and professionals working with children and young people with an insight into their world, allowing them to think about what might lie behind challenging behaviour, a perceived lack of confidence or wellbeing need. Once needs have been identified, the Boxall Profile can be used to plan and review the support offered to pupils.

There are two Boxall Profile® Tests - one for children (nursery/primary school pupils), and the other for young people (secondary school pupils), which the Online Boxall Profile® automatically sets according to the date of birth inputted by the member of staff. On completion, the scores of each individual child are compared to the standardised emotional literacy scores of "competently functioning" children of a similar age group.

Individualised, achievable targets for social and emotional aptitudes are then set for the child which are reviewed and re-assessed periodically. Both profiles have two sections, each consisting of a list of 34 descriptive items.

I intend to use 2 research methods. Firstly, I will make use of the Boxall Profile observations to measure different aspects of the pupils’ cognitive, social and emotional development that influence how well they are able to learn and function in the classroom. I aim to measure and interpret the progress made over the course of the 2 assessments and show that a structured programme of interactive activities, games and confidence building sessions with a defined framework and with strict entry and exit criteria can allow for demonstrable improvements in confidence and interaction as measured by the Boxall assessment profile. Boxall Profile observations will be completed by myself.

Secondly, I intend to conduct survey with the pupils once they have completed the first Boxall assessment and have spent eight weeks engaging in confidence building exercises to see if they perceive whether they have improved as a result and developed more successful social interaction skills. This will be done using a Google Questionnaire/survey using the pupils’ email addresses as a secure method of acquiring the results.  I also intend to survey members of the Achievement Team staff so as to record any judgements that they have regarding the progress of the pupils in this cohort. This will involve staff indicating whether they have noticed an improvement in their social emotional functioning and wellbeing. This may be proved by the following indicators;
· a reduction in the number of behaviour points issued, 
· improved attainment levels, 
· improved attendance levels, 
· fewer visits to the Achievement Team bases,
· improved attitude to learning.

Potential ethical issues involve the concerns of some parents that the data will be used to identify their child and hence request withdrawal from the programme.

(this box should expand as you type)

	

	Location of research activity
Identify all locations where research activity will take place.

	8
	The research activity will take place in a semi-rural secondary school with approximately 1600 pupils which is situated in South Wales.


(this box should expand as you type)

	
	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural and/or legal sensitivities or vulnerabilities of participants. If you live in the country where you will do the research then please state this.

	9
	N/A


(this box should expand as you type)



	10
	Use of documentation not in the public domain: Are any documents NOT publicly available? 

	NO
	☒

	
	
	YES
	☐

	11
	If Yes, please provide details here of how you will gain access to specific documentation that is not in the public domain and that this is in accordance with the current data protection law of the country in question and that of England and Wales.



(this box should expand as you type)



	
	Does your research relate to one or more of the seven objectives of the Well-being of Future Generations (Wales) Act 2015?
	
YES
	
NO

	12
	A prosperous Wales
	☒
	☐

	13
	A resilient Wales
	☒
	☐

	14
	A healthier Wales
	☒
	☐

	15
	A more equal Wales
	☐
	☒

	16
	A Wales of cohesive communities
	☒
	☐

	17
	A Wales of vibrant culture and thriving Welsh language
	☐
	☒

	18
	A globally responsible Wales
	☐
	☒

	19
	If YES to any of the above, please give details:

	
	The Wellbeing and Future Generations Act is about improving the social, economic, environmental and cultural well-being of Wales (WG, 2015). The aim is to create a Wales that we all want to live in.
As the representative of a public body in wales our aim is to uphold this principle by offering up the opportunity to improve the life chances of our pupils. 
In particular it is always the stated intention of improving the wellbeing of our pupils which can be achieved through this initiative. The aim in essence to create a society in which pupils’ physical and mental well-being is maximised through the opportunity to gain confidence by working with professionals in school who understand and see the need for future health benefits.

(this box should expand as you type)



SECTION F: Scope of Research Activity
	
	Will the research activity include:
	YES
	NO

	1
	Use of a questionnaire or similar research instrument?
	☒
	☐

	2
	Use of interviews?
	☒
	☐

	3
	Use of sample groups?
	☒
	☐

	4
	Use of participant diaries? 
	☐
	☒

	5
	Use of video or audio recording?
	☐
	☒

	6
	Use of computer-generated log files?
	☐
	☒

	7
	Participant observation with their knowledge?
	☒
	☐

	8
	Participant observation without their knowledge?
	☐
	☒

	9
	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	10
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	11
	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	12
	Investigation of participants involved in illegal activities?
	☐
	☒

	13
	Use of procedures that involve deception?
	☐
	☒

	14
	Administration of any substance, agent or placebo?
	☐
	☒

	15
	Working with live vertebrate animals?
	☐
	☒

	16
	Procedures that may have a negative impact on the environment?
	☐
	☒

	17
	Other primary data collection methods. Please indicate the type of data collection method(s) below.
	☒
	☐

	
	Details of any other primary data collection method:

The research will make use of data that has been generated by Boxall testing and may also use data generated by SELFIE testing. These are both well established ways of generating useful quantitative data to inform schools of pupils who may need some form of social and emotional support in school.



(this box should expand as you type)
	
	


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants
If there are no participants then do not complete this section, but go directly to section H.

	
	Who are the intended participants:
	
YES
	
NO

	1
	Pupils or staff at the University?
	☐
	☒

	2
	Adults (over the age of 18 and competent to give consent)?
	☐
	☒

	3
	Vulnerable adults?
	☐
	☒

	4
	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)
	☒
	☐

	5
	Prisoners?
	☐
	☒

	6
	Young offenders?
	☐
	☒

	7
	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	8
	People engaged in illegal activities?
	☐
	☒

	9
	Others. Please indicate the participants below, and specifically any group who may be unable to give consent.

	☐
	☒

	
	Details of any other participant groups:



(this box should expand as you type)
	
	



	
	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	10
	How many participants are expected?

	
I aim to work with a group of 20-30 pupils in Year 7 which will provide a good number of pupils to base the working hypothesis on.


(this box should expand as you type)

	11
	Who will the participants be?

	
Participants consisting of pupils who have SEMH and ALN issues and those who may not have any formal diagnosis but have feelings of low self-esteem and lack of confidence as identified by themselves or by teaching staff. I may also make use of SELFIE data (Social and Emotional Learning for Improvements Elsewhere) which has been developed to enable schools and councils' learning improvement teams to establish the links for all pupils, between their wellbeing and their attendance and learning. This data is currently used by the Year 7 Achievement Team.


(this box should expand as you type)

	12
	How will you identify the participants?
	
Pupils will be identified through an entry criterion which will highlight issues pertaining to interaction with peers. This process will involve the interrogation of wellbeing data, testimony from primary school, the ALN register and concerns raised by the school’s Achievement Team highlighted in the Autumn term of Year 7.

Pupils will be selected and a baseline Boxall profile assessment will allow the school to measure a pupil’s social, emotional and behavioural score at the outset of the programme.

Two more Boxall profile assessments will take place in the spring term and summer term where pupils will be measured against exit criteria which has been previously drawn up. The empirical data created by the programme will allow the school to measure improvement quantitatively and ascertain whether qualitative testimony can reinforce the findings.


(this box should expand as you type)




	
	Information for participants:
	
YES
	NO
	
N/A

	13
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☒
	☐
	☐

	14
	Will you tell participants that their participation is voluntary?
	☒
	☐
	☐

	15
	Will you obtain written consent for participation?
	☒
	☐
	☐

	16
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☒
	☐
	☐

	17
	If the research is observational, will you ask participants for their consent to being observed?
	☒
	☐
	☐

	18
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☒
	☐
	☐

	19
	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☒
	☐
	☐

	20
	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☒
	☐
	☐

	21
	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☒
	☐
	☐

	22
	If NO to any of above questions, please give an explanation 

	
	


(this box should expand as you type)



	
	Information for participants:
	
YES
	NO
	
N/A

	24
	Will participants be paid?
	☐
	☒
	☐

	25
	Is specialist electrical or other equipment to be used with participants?
	☐
	☒
	☐

	26
	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	27
	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study objectives?
	☐
	☒
	☐

	28
	If YES to any question, please provide full details 

	
	


(this box should expand as you type)



SECTION H: Anticipated Risks

	
	
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  

	1
	Full risk assessment completed and appended? 
	Yes 
	☐

	
	
	No
	☒

	2
	Risks to participants
For example: sector-specific health & safety, emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	
	Risk to participants:
I have read the University guidelines on ethical research; UWTSD Research, Ethics and Integrity code of professional conduct and practice (2017) and BERA Ethical guideline for educational research (2011). In light of both sets of guidelines I will take the following steps to ensure there is no risk to participants. 

I will ensure that no child or member of staff will be treated differently if they want to withdraw or not participate in this research and I will obtain assent from the children.

NO incentives will be offered to pupils to participate in this study.

I will comply with the legal requirements of storage and the use of data. All data will be stored in a password protected account and will be made confidential with all names removed.

I have chosen research methods that are fit for purpose to achieve both quantitative and qualitative data. These methods are regularly carried out as normal practice in our school as part of quality assurance, pupil voice, work scrutiny etc. The anonymity and confidentiality of the data gathering will help to reduce the impact of intrusion and distress on the participants.


(this box should expand as you type)
	How you will mitigate the risk to participants:

All participants will be clearly informed that they can withdraw from involvement at any time with no detriment. This will be put in writing.

I will ensure that data is securely stored on a password protected device, that no names are collected and pseudonyms used if appropriate to protect identities.

Any research methods proposed form part of our current procedures for collecting and interpreting qualitative data via a familiar operating system. All staff and pupils understand its use and security.

The pupils that have been identified are already receiving extra pastoral support from the wellbeing team and ALN department due to their specific needs. If any pupil shows signs of distress or anxiety as a result of participating they will be removed from the project. 


(this box should expand as you type)

	3
	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
	The project does not intentionally set out to uncover any illegal activity but this will of course be disclosed if necessary. Similarly, if any safeguarding matters arise, the appropriate action will be taken to safeguard and protect those involved via the appropriate channels. 

In my position as a senior leader and a safeguarding officer, I believe that I am in a position to deal with any sensitive or unsettling topics with experience and expertise. The nature of this project however is not linked in any way to these types of disclosures which would be dealt with immediately if any such issue arises.
Parents have been informed that if any issues are disclosed as part of the project that any relevant authorities will be contacted.

(this box should expand as you type)

	4
	Risks to the investigator
For example: personal health & safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	
	Risk to the investigator:
Throughout the research project, I will adhere to the normal school safe guarding policy in all aspects in order to not put my personal safety or professional name at risk. 


Throughout the research project, I will adhere to the All Wales Safeguarding policy (2008) and the school’s Governing body policy (2020) in all aspects in order to not put my personal safety or professional name at risk. 



(this box should expand as you type)
	How you will mitigate the risk to the investigator:

As one of the school’s safeguarding team I am aware of appropriate safeguarding arrangements and regularly give safeguarding CPD to staff and pupils (where necessary).


Any interviews will be conducted in an open, well light environment with unlocked doors and a CCTV camera. All interviews will be conducted in a COVID 19secure environment (if still necessary).


(this box should expand as you type)

	5
	University/institutional risks
For example: adverse publicity, financial loss, data protection

	
	Risk to the University:


Reputational damage

Data Protection 

Adverse publicity


(this box should expand as you type)
	How you will mitigate the risk to the University:


I am aware, as a pupil of the University, that I need to uphold the good name of the establishment by conducting myself and my research in a professional, ethical and appropriate manner. I am aware of the standards set by the Education Welfare Council.

My school also has a partnership with the university as a centre of Initial Teacher Education training and, therefore, I am aware of the need to behave in the same ethical and professional manner in order to not damage that partnership. Consequently I will not fabricate or falsify any results or manipulate the research. I will not plagiarise other people’s work, I will submit my work punctually and in the appropriate format. I will ensure that any possible data breaches are minimised by storing the data in an appropriate manner.


(this box should expand as you type)

	6
	Environmental risks
For example: accidental spillage of pollutants, damage to local ecosystems

	
	Risk to the environment:

I do not believe that this school based project is any way dangerous to the local environment.

(this box should expand as you type)
	How you will mitigate the risk to environment:



(this box should expand as you type)



	
	Disclosure and Barring Service

	
	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES

	NO

	N/A


	7
	Does your research require you to hold a current DBS Certificate?
	☒
	☐
	☐

	8
	If YES, please give the certificate number. If the certificate number is not available please write “Pending”; in this case any ethical approval will be subject to providing the appropriate certificate number.
	001326380406



SECTION I: Feedback, Consent and Confidentiality

	1
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
	
[bookmark: _Hlk60307914]Oral Feedback will be provided to those pupils involved in the study whilst a full version of the project will be provided to the project teacher leading the participation in the study along with the Headteacher.
Pupils will be aware that there are entry and exit criteria for participating in this project and hence pupils will be made aware of their involvement in the project and when we feel that they are ready to exit.

(this box should expand as you type)

	2
	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
	Full parental consent will be requested from all participants in the research project. This will be arranged via correspondence from the school explaining the project and the intended objectives of the activities. Parents will be explained that they have the right to refuse their child’s participation and may withdraw their child at any time from the sessions if they wish. A pupil will also have the right to remove themselves from any activity or with draw if they wish to do so.

Pupils will be explained their right to refuse, the ability to withdraw and the principal of no adverse consequences. Pupils will be explained the ethics of the project and their parents will be required to give legal written consent to participate. No harm will come to any persons involved in this study. Pupils will be asked to give verbal assent to participate in the project. Pupils will be asked to give their assent during discussion in class when explaining the project’s objectives. They may withdraw at any point.

All participants’ parents will be asked for informed consent (a voluntary agreement for their child to participate in research). They will be given full knowledge of the destination of any data, the reason for the research and the potential risks. The participation letter and subsequent conversations will make clear what the parents are consenting to and their right to withdraw. Pupils will be explained this verbally at the outset of the project when they are asked for their assent.

(this box should expand as you type)

	‘ parent3
	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
	[bookmark: _Hlk60308055]Anonymity and confidentiality should be considered the norm for the conduct of research (BERA 2018). The project will not name people and will give the utmost endeavour to hide the identity of participants. In this instance confidentiality means not disclosing the identity from a participant in any way that might identify an individual.
The research project will provide anonymity meaning that neither the researcher or another person cannot identify the participant from the information provided. This means extra care being taken with names (direct identifiers) and indirect identifiers such as age, gender and job role for those teachers partaking.
All data collected will be anonymised at source and a pseudonym used if appropriate in transcripts and write ups. 
Access to all data and Boxall Test results will be password protected and only accessible by myself

(this box should expand as you type)



SECTION J: Data Protection and Storage

	
	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	1
	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person. Any video or audio recordings of participants is considered to be personal data.
	x☐
	☐

	
	If YES, provide a description of the data and explain why this data needs to be collected:

	2
	Pupils will complete 3 Boxall Profile assessments with the aim of proving that the structured programme of interactions organised over a 6 month period will lead to demonstrable improvements in the highlighted areas, most notable in their confidence and social interactions with peers and adults.

There are two Boxall Profile® Tests - one for children (nursery/primary school pupils), and the other for young people (secondary school pupils), which the Online Boxall Profile® automatically sets according to the date of birth inputted by the member of staff. On completion, the scores of each individual child are compared to the standardised emotional literacy scores of "competently functioning" children of a similar age group.
Individualised, achievable targets for social and emotional aptitudes are then set for the child which are reviewed and re-assessed periodically. Both profiles have two sections, each consisting of a list of 34 descriptive items. The data needs collecting to highlight that the pupil is eligible and suitable for the project and subsequent data needs collecting so as to allow participants to either remain or exit the research project. 


(this box should expand as you type)

	
	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	3
	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	☐
	x☐

	
	If YES, provide a description of the special category data and explain why this data needs to be collected:

	4
	


(this box should expand as you type)



	
	
Will data from the research activity (collected data, drafts of the thesis, or materials for publication) be stored in any of the following ways?
	YES
	NO

	5
	Manual files (i.e. in paper form)?
	☐
	☒

	6
	University computers?
	☐
	☒

	7
	Private company computers?
	☐
	☒

	8
	Home or other personal computers?
	☐
	☒

	9
	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☒
	☐

	10
	“Cloud” storage or websites?
	☒
	☐

	11
	Other – specify:

	☐
	☐

	12
	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of backup procedures, password protection, encryption, anonymisation and pseudonymisation:

	
	[bookmark: _Hlk60308114]All data stored will be anonymised and password protected and a pseudonym used if appropriate when analysing the results of interviews with staff members. The laptop is securely stored in a locked office. Access to Google Drive and Google forms which will provide cloud access to the survey is password protected on the secure laptop. No use of memory sticks will be made.


(this box should expand as you type)



	
	Data Protection

	
	Will the research activity involve any of the following activities:
	YES
	NO

	13
	Electronic transfer of data in any form?
	☒
	☐

	14
	Sharing of data with others at the University outside of the immediate research team?
	☐
	☒

	15
	Sharing of data with other organisations?
	☐
	☒

	16
	Export of data outside the UK or importing of data from outside the UK?
	☐
	☒

	17
	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐
	☒

	18
	Publication of data that might allow identification of individuals?
	☐
	☒

	19
	Use of data management system?
	☐
	☒

	20
	Data archiving?
	☐
	☒

	21
	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and Data Protection Act (2018) (and any international equivalents, where appropriate):

	
	The following information below is from Nurtureuk Data and Privacy website
(Boxall Profile owner company) and outlines how the data I use will be conducted in accordance with the GDPR and Data Protection (2018).

Every pupil assessed using the website has their own unique reference or Electronic Boxall Profile® (“EBP”), a unique identifier of the pupil automatically generated by the platform or chosen when a user creates a new pupil’s record (e.g. the pupil’s Unique Pupil Number). Users shall ensure they know the EBP number of each pupil assessed. Users shall also ensure that the same EBP is used when assessing a pupil more than once.
You may choose to provide another identifier for pupil data (such as their unique pupil number or another identifier used by your systems) in addition to the randomly generated EBP to make it easier to use the website and to monitor pupil data. We strongly advise that you do not use an identifier that makes any pupil directly identifiable (such as the pupil's name). Instead, we suggest maintaining an offline list (in a secure location) of all the pupils under your care, with the corresponding EBPs and/or identifiable details for your own reference.

Personal pupil data will never be used by nurtureuk for marketing, communications or research purposes, or shared with any third party without the express consent obtained from the owner of the relevant EBP.
Any organisational or personal data entered by a user and stored on the website remains the property of the administrating organisation the user belongs to, or the owner of the individual account that purchased tokens to allow the user to complete the assessments.
An EBP and all the associated pupil data and Boxall Profile® assessments entered by a user on the website are owned by the administrating organisation, i.e. the organisation that purchased access to the website via a subscription or tokens.
You have the right to delete or edit any data you have inputted or stored on the website, 

Secure Socket Layer (SSL) encryption is used on the website to encrypt the information you provide us. This ensures that the data is collected and stored securely.
Only our nurtureuk approved support staff and/or the technical collaborators can access your data under the following circumstances:
· Where necessary to provide customer support or investigate a complaint
· During product development, testing and/or for site maintenance purposes
· In order to provide or suggest some of our services to you
· When analysing data for research purposes by our researchers
Nurtureuk will not rent or sell your personal information to other organisations for use by them in their own direct marketing activities.

We use the website to collect and analyse data for research purposes. Nurtureuk uses the data to better understand the SEMH difficulties experienced by children and young people in the UK and beyond, in order to raise awareness of pupils’ needs in education and at the government-level. All data used for research purposes is anonymised and only used once all personally-identifiable information has been removed and data has been aggregated, so that no findings released by nurtureuk can be attributable to a specific pupil, a specific user or a specific organisation.
We will not disclose any identifiable information about individual EBPs or group of EBPs with other parties without consent. We use aggregated and anonymised data related to EBPs for research purposes, create awareness of social, emotional and mental health difficulties among the public at large and relevant authorities. For any other purposes, you will be asked for consent.

Your password is encrypted and stored securely on our servers. We do not keep a record of your password. Please refrain from sharing your password details with nurtureuk staff when sending queries or calling regarding your account.
Where we have given you (or where you have chosen) a password which enables you to access certain parts of our website, you are responsible for keeping the password confidential. You agree not to share that password with anyone else.

(this box should expand as you type)

	22
	List all who will have access to the data generated by the research activity:

	
	Myself, Daniel Williams (project lead and Teacher of English) and my supervisor Junnine Thomas -Walters


(this box should expand as you type)

	23
	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
	
Myself (Jonathan Ling) and Daniel Williams


(this box should expand as you type)

	24
	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
	Data will be stored in password protected devices on a computer which will be locked in a secure room. No data will be archived.


(this box should expand as you type)

	25
	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
	
No

(this box should expand as you type)

	26
	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)
	YES
	☒

	27
	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	☒





SECTION K: Declaration
	
	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 

	1
	Signature of applicant:
	J C Ling
	Date:
07/02/2023




For PUPIL Submissions:
	2
	Director of Studies/Supervisor:
	Junnine Thomas Walters
	Date:15/02/23

	3
	Signature:
	J Walters

	



For STAFF Submissions:
	4
	Academic Director/ Assistant Dean:
	
	Date:

	5
	Signature:
	

	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	☒
	I have read the guidance notes supplied before completing the form.

	☒
	I have completed ALL RELEVANT sections of the form in full.

	☒
	I confirm that the research activity has received approval in principle

	☐
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	☐
	I have attached a full risk assessment (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT

	☒
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	☒
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Academic Director.



	RESEARCH PUPILS AND STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.
You will be informed of the outcome of your claim by email; therefore it is important that you check your University and personal email accounts regularly.

	PUPILS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form (and receive the outcome) via systems explained to you by the supervisor/module leader.



This form is available electronically from the Academic Office web pages: https://www.uwtsd.ac.uk/academic-office/appendices-and-forms/













































Appendix 2
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Appendix 3
Social Interaction Group
You have now had the chance to spend a term playing with and building some well-made constructions with Lego. You have worked in small groups listening to and communicating with other pupils in the group as a way of building the shapes requested. You may have been an engineer, a builder, a supplier or even the director, at some point? We hope that you have valued the sessions so far?
The purpose of the group is not only to allow you to take part in building, but also to allow us to help support you in building your social communication skills with other pupils in school and with other people in the wider community.
In order to see if the project is working, please be kind enough to answer the following questions which will help us see if it helpful to you (and us) in making you into ambitious, capable, creative and confident pupils both in and out of the classroom?
You do not have to answer the questions if you do not wish to do so and if you do help with your answers then you will remain anonymous (in other words I will not know who has said what in the answers).

1. Have you enjoyed taking part in the Lego sessions?
2. Which, if any, of the following skills do you feel you have learned or improved so far (please choose as many as you like)?
3. After taking part in the sessions, do you now feel more confident in communicating to your friends?
4. If you answered yes to the above question, why do you feel more confident?
5. Could you rate your confidence level before the sessions, 1= not at all, 5 = extremely confident?
6. Could you rate your confidence level after the sessions, 1= not at all, 5 = extremely confident?
7. Would you recommend taking part in this project to your friends?
8. What other activities would you like to see in the second part of the sessions? e.g more complex Lego builds, board games, interactive games, team building activities etc?
9. What else do you think the school can do to improve your wellbeing?
10. Do you feel that taking part in the programme has improved your opinion about school? 1-10
This section is about self-development, more particularly about developing positive social relationships, developing self-regulation, improving oracy skills, positive social relationships and improving confidence.
1. After taking part in the sessions, do you now feel more confident in communicating to your friends?
2. After taking part in the sessions, do you now feel that you have developed stronger relationships with your friends?
3. After taking part in the sessions, do you now feel more able to better express yourself orally?
4. Self-regulation - After taking part in the sessions do you feel that you have improved your ability at working with others in a group situation? Are you better able to abide by the rules of an organised group activity and interact and co-operate with more success? 
Is there anything you wanted to add that would help us support you and your peers in school and make them better
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Cohort sample (20 pupils out of a cohort of 240)


Teacher referral through transition data


SELFIE Data


SEBD Identified 


ALN identified













Step 1 
 Focus on wellbeing identified


Step 2
Pre intervention data collected as a baseline (Boxall Profile)


Step 3 
Intervention strategies and Lego-based Therapy undertaken


Step 4
Post Intervention work carried out include second data collection.


Step 5
Data analysis and evaluation carried out.



















Cohort Selected


Boxall Profile assessment baseline


Pupil surveys


Boxall Profile assessment final


Data analysis and next steps identified
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How to use the Boxall Profile

Thereare2
sections o
‘complete.

Describes aspects of early developmental stages- Describes behaviour that
‘these are positive features. Children must interferes with success at school-
complete these stages to  satisfactory levl for these are outcomes of impaired
Successful leaming in a mainstream classroom to leaming in the early years
take place.

+ Each section has 34 descriptive comments (Ifems) to complete and a
corresponding histogram 1o fold out on which {o piot your results

+ There s a key at the top of each section that explains how to score the
item-
0-4 according to how wel the description fts the child.

Caution: A score of 4 would mean different things for each section- ths is
because children who would beneft from the Nurture Group intervention
have low scores on the Developmental Strands section and high
scores on the Diagnostic Profile.

ie. () Developmental Strand: 4 = Yes, or usually
(1) Diagnostic Profile:4 = Like this to a marked extent

Children who would benefit from the Nurture Group intervention would have fow
scores on the Developmental Strands section and high scores on the Diagnostic
Profie.

Both parts of the profife should be considered together because the sections of
the Profile are related to each other- the developmental level affects the
observed behaviour.
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Box 6. Steps in a Descriptive Analysis—An Iterative Process

Step 1. Identify a phenomenon.

Step 2. Consider which features of the phenomenon are most salient.

Step 3. Identify the constructs (measures) that best represent these features.

Step 4. Determine whether there are observable patterns in the data.

Step 5. Communicate the patterns in the data that describe the realities of the phenomenon.

Step 6. Rethink and repeat as needed.
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Our Aspirations

‘We aim to be a happy and high-achieving school where children are inspired and challenged from their very first day with us. Our
pupils wil be challenged to think independently, creatively, and with curiosity, to enjoy and participate fully in their learing,
and to achieve their full potential 5o that they can flourish and grow.

Central to our core aims are for children to be confident and to believe, ‘I can and | will!” and to be fully supported in a warm and
inclusive environment in order to thrive in all that they do at Cowbridge. We will guide children to learn to value themselves and
each other; to take risks and responsibility; to learn from their mistakes; and, to build on their successes day by day, year by
year.

‘We aim to provide a broad and exciting curriculum, supported and delivered by excellent specialist teachers so that our children
steadily build: knowledge and understanding; key skills; and, a robust work ethic, ready to embrace the secondary phase of
learning.

‘We aim to be recognised as a centre of excellence for learning, wellbeing, and nurture for our children, inspirationally led and
self-improving, whilst sharing the values and aspirations of the comprehensive phase of education for life.

education, inspiration and opportunities for Life
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Cowbridge School

Headteacher: Mrs Thomas MA
Deputy Headteachers: Mr Fowies, M Ling
Assistant Headteachers: Mr B
Me Griffith, Mr Lews, Miss Pe
Business Manager: Mr Waiters

Clsiz, Mr Coates

December 2022
Dear Parent/Carer,

I:am witing to inform you that during the course of this school year there are a number of
additional intervention programmes taking place. Based on relevant data we have
provisionally identified that your child might benefit from additional support. The focus would
be on supporting the further development of their social interaction skills in speaking and
listening, improving social relationships and maintaining focus.

Pupils will be withdrawn from form time once each week in order to participate and will be
tracked and monitored closely to ensure that they will only take part in the programme for as
long as s necessary. The intervention will commence at the beginning of the Spring Term
2023,

In order to track progress, we will be using an on-line assessment system to help us establish
abaseline on pupils social skills. We will use this information to help us plan what we do
during these support sessions to further develop their social interaction skills. We will treat
the information we gain from the assessments carefully, keep it secure and dispose of it after
aperiod of time, in line with the school's data retention schedule

To help us evaluate the impact of our work, the University of Wales Trinity Saint David may
have access to the information so as to evaluate how these interventions may benefit others
in the long term. Your son/daughter will not be identified in any conclusions of the university's
work as the pupils’ names remain anonymous.

Participation within the survey is voluntary and should you or your child wish to be withdrawn,
or if you would like further information please contact year7@cowbridgecs.co uk by Thursday
227 December 2022

Your sincerely,

Mr J Ling (Deputy Headteache)
Mr D Williams (Achievement Team)
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Strategic Improvement Plan 2023-2025

Improve pupils literacy and numeracy skils: RWS | Nearly all pupils use increasingly sophisticated language across |+
Further improve and refine pupils literacy and numeracy skills (where ALY | curriculum areas and are able to express themselves articulately
appropriate) across the curriculum and confidently. They demonstrate that they have 2 repertoire of
skills strategies, knowledge and understanding of how to learn
(within the actions column, we need to specifically add the actions required effectively and recallinformation from long-term memory
to remedy/ improve those areas recently encountered as part for the recent
book scrutiny, lesson observations and define and differentiate age- related. Nezrly all pupils are able to successfully connect and transfer skills
areas for improvement) (literacy and numeracy) and successfully apply these skills across
the curriculum
The very few pupils struggling with literacy/ numeracy receive
 Specific focus on reading bespoke, tailored interventions using digitz), adaptive technology
where appropriate
 Further explore the effectiveness of oracy
Nezrly all pupils are able to access and apply successfuly a range of
teaching and learning strategies specifically taught within and
across subject areas and specifically focus
Pupils are clear how to use reading strategies to improve their
comprehension
Nearly all pupils are clear of expectations and rationale and have
Improve behaviour for learning so that all pupils are very clear of DGS | the opportunity to remedy their actions i a calm, s2fe
expectations. Embed ‘Ready, Respectful, Safe’ in all lessons and wider oLs | environment.
school ethos
RBM | All pupils know the descriptors and apply these regularly in their

Ensure that the descriptors for assessment (habits for effective behaviour
for learning) are made explicit o that pupils develop good habits over time

Analyse data regularly and apply graduated behaviour interventions
including specific mentoring and coaching for a minority of pupils identified
with more challenging behaviour

learning. Reports to parents reflect accurately the application of
behaviours for learning.

Pupils receive specific coaching and mentoring, including the
development of empathy to understand the impact of their
behaviour on others and are equipped with strategies to improve
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