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[bookmark: _Toc210250567]Abstract
[bookmark: _Toc184042535][bookmark: _Toc200060447]Tric a Chlic (an early reading programme based on phonics) and Clonc (an oracy package to build confidence in spoken Welsh) are national initiatives designed to strengthen bilingual education. Together, they aim to bridge the gap between school-based learning and home use, particularly in households where Welsh is not spoken.
This study evaluates their impact at a Welsh-medium primary school in Swansea and considers their contribution to the Welsh Government’s Cymraeg 2050 strategy. A mixed-methods design combined 220 parental surveys (68% response rate) with three semi-structured interviews with senior staff, including the co-creator of Clonc. Findings show that 72% of parents reported increased Welsh use at home, and teachers noted greater pupil confidence, although engagement was uneven in non-Welsh-speaking households.
The evidence suggests that success depends on scaffolding and family-friendly resources, echoing Baker and Wright’s (2021) view that sustained bilingual growth requires both family and community support. Limitations include reliance on self-reports and the absence of pupil voice. Despite this the study makes a unique contribution as the first combined evaluation of Tric a Chlic and Clonc, showing that bilingual interventions can extend into the home when effectively supported. It recommends embedding children’s perspectives and aligning delivery more closely with the Cymraeg 2050 goal of one million Welsh speakers.
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[bookmark: _Toc210250570]Introduction
As expressed in a traditional Welsh proverb:-
Braint yw cael dy eni'n Gymro.
Nid a llwy arian yn dy geg,
Ond a chan yn dy gallon,
A cherdd yn dy waed.
It is a privilege to be born Welsh.
Not with a silver spoon in your mouth,
But with song in your heart,
And poetry in your blood.
This proverb captures the essence of Welsh identity: being born Welsh is not measured by material privilege but by a deep-rooted connection to language, music, and culture. For centuries, the Welsh language has represented more than a means of communication; it has been a marker of identity, a vessel of heritage, and a living thread in the nation’s cultural tapestry. Yet a paradox persists. While Wales boasts a rich bilingual tradition, many families continue to struggle to embed Welsh into everyday life. According to the Welsh Government’s Annual Population Survey (2023), 29% of the population in Wales report that they can speak Welsh — a figure that highlights both the resilience of the language and the scale of the challenge in achieving the Government’s aspiration of one million Welsh speakers by 2050.
The urgency of sustaining Welsh is captured not only in cultural expression but also in government strategy. The Cymraeg 2050 plan, launched by the Welsh Government (2017), sets the ambitious target of creating one million Welsh speakers by the middle of this century. Education is identified as the principal vehicle for achieving this, placing schools at the forefront of both language transmission and revitalisation. While the strategy has been widely welcomed, researchers have noted that the headline figure of one million speakers is not underpinned by clear criteria for measuring language competence or usage (Evans, 2021; May, 2012). There is no agreed threshold that defines when an individual is deemed a “speaker,” whether conversational fluency, literacy competence, or occasional use qualifies. This ambiguity complicates both policy evaluation and school-level planning. It also highlights the importance of empirical studies such as this one, which seek to understand not only whether initiatives like Tric a Chlic and Clonc promote bilingual practices, but also the extent to which they engage families in ways that align with national aspirations. Some scholars argue that the million-speakers target is therefore as much a symbolic aspiration as it is a practical policy instrument, useful for mobilising support but problematic as a measure of success unless accompanied by clear definitions and accountability mechanisms (Evans, 2021; May, 2012). In this sense, Cymraeg 2050 provides both the inspiration and the critical challenge driving this research: it frames the vision but leaves unanswered questions about what counts as meaningful progress.
Within this agenda, Tric a Chlic and Clonc have been developed to strengthen bilingual education. Tric a Chlic is a nationally available synthetic phonics programme for children aged three to seven, while Clonc, co-created at Ysgol Gymraeg Lonlas, provides structured activities to build confidence in spoken Welsh and promote parental engagement. Although both initiatives are widely used and positively received, there has been no systematic evaluation of their combined impact on literacy, oracy, and home engagement. This study addresses that gap.
The research question therefore asks: To what extent do the Tric a Chlic and Clonc programmes promote a positive approach to bilingualism in homes where Welsh is not the first language? Guided by five objectives, it assesses their contribution to early literacy, oracy, parental attitudes, barriers for non-Welsh-speaking families, and the role of schools in supporting home bilingualism.








Research Question
To what extent do the Tric a Chlic and Clonc programmes promote a positive approach to bilingualism in homes where Welsh is not the first language?
Objectives
This study is guided by five objectives:
1. To assess the impact of Tric a Chlic on early literacy.
2. To evaluate the influence of Clonc on oracy and confidence.
3. To explore parental attitudes towards bilingualism.
4. To identify barriers for non-Welsh-speaking families.
5. To examine the role of schools in supporting home bilingualism.

[bookmark: _Toc210250571]Structure of the Dissertation
To provide clarity and coherence, the dissertation is organised into six main sections. The Introduction establishes the context, outlines the research problem, and presents the aims and objectives. The Literature Review examines research on bilingualism, the sociopolitical context of Welsh language policy, and previous evaluations of Tric a Chlic and Clonc. The Methodology explains the mixed-methods design, detailing the survey and interview instruments and the ethical considerations underpinning the study. The Findings present the results of the research, integrating quantitative analysis of parental surveys with qualitative insights from staff interviews. The Discussion interprets these findings in relation to key theoretical frameworks, including translanguaging, Bronfenbrenner’s ecological systems theory, and Ruiz’s orientations to language. Finally, the Conclusion draws together the main arguments, highlights the unique contribution of the study, and identifies implications for schools, policymakers, and future research.
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[bookmark: _Toc210250573]Introduction: Language as Identity
Language is far more than a tool for communication; it is a vessel of identity, culture, and belonging. In Wales, this is visible in moments of shared song and collective expression, where language embodies cultural pride as much as it facilitates interaction. This symbolic power connects directly to the Welsh Government’s Cymraeg 2050 target of one million speakers by 2050 (Welsh Government, 2017; 2023). Achieving this ambition requires not only school-based provision but also family and community reinforcement, echoing Saunders Lewis’s reminder that “the family must carry the language.”
Academic research reinforces this view. Fishman (1991) highlights intergenerational transmission as the cornerstone of language vitality, while Baker and Wright (2021) stress that bilingual identity is sustained when learning is embedded in home and community practice. Yet for many families in English-dominant contexts, Welsh remains school-bound, raising questions about how initiatives such as Tric a Chlic and Clonc can cross into family life.
This review therefore evaluates cognitive, sociocultural, and ecological perspectives on bilingualism, alongside international case studies, to situate these two programmes within current theory and policy. By critically appraising existing evidence, it identifies a gap in systematic evaluations of school–home bridging interventions, positioning this study to assess their effectiveness in non-Welsh-speaking households.
Like many minoritised languages globally, Welsh faces substantial challenges in its intergenerational transmission, a concern central to Fishman’s (1991) seminal analysis of language shift. My own family’s history mirrors this: while my grandparents were fluent Welsh speakers, my parents were raised predominantly in English-speaking homes, marking a break in continuity. Reclaiming Welsh in adulthood has become a personal journey fuelling this research into nurturing Welsh use within homes where it is not the first language.
This personal experience resonates with Baker and Wright’s (2021) claim that bilingual identity is not only cognitive but motivational: children and families are more likely to embrace bilingualism when it aligns with identity, belonging, and community. The hymn Hen Wlad Fy Nhadau, which resonates in hearts and homes across Wales, encapsulates the emotional power and pride embedded in the language (Williams, 1991). Welsh-medium education opened doors that might otherwise have remained closed, allowing access to academic resources and social capital that have shaped my journey (Baker, 2006). Beyond individual benefit, engagement with Welsh culture reinforces appreciation for linguistic diversity and its role in fostering social cohesion (Williams, 2000).
This review therefore explores bilingualism as a complex phenomenon—cognitive, social, and ecological—and situates language intervention models within the broader landscape of Welsh revitalisation. It draws on international case studies to provide a nuanced understanding of bilingualism in minority contexts. Central to this investigation are programmes such as Tric a Chlic and Clonc, which operate at the intersection of education, family, and community to promote sustainable bilingualism.
[bookmark: _Toc210250574]Cognitive Perspectives on Bilingualism
Bilingualism plays a central role in cognitive, cultural, and social development, a point emphasised by Baker and Wright (2021) in their comprehensive analysis of bilingual education. In Wales, promoting bilingualism transcends education; it is a cultural and political imperative tied to the Welsh Government’s goal of one million speakers by 2050 (Welsh Government, 2017; 2023).
Claims that bilingualism confers cognitive advantages remain contested. While studies suggest gains in metalinguistic awareness and pattern recognition (Bialystok, 2017; Adesope et al., 2010), meta-analyses highlight small, unrepresentative samples and publication bias (De Bruin, Treccani & Della Sala, 2015; Paap & Greenberg, 2013; Leivada et al., 2021). Over-reliance on such claims risks fuelling scepticism if benefits fail to materialise at home. For Welsh-medium provision, a more durable rationale lies in cultural, social, and ecological benefits (May, 2014).
Metalinguistic awareness is another reported benefit. Ellis and Lortie-Forgues (2015) suggest bilinguals are more adept at recognising grammatical patterns, aiding literacy transfer. Yet such benefits depend heavily on instructional quality. For Welsh-medium provision, the lesson is caution: cognitive claims are not universally replicable and must be situated within context. For this study, interventions like Tric a Chlic and Clonc are evaluated on measurable outcomes—literacy progression and oracy confidence—rather than abstract notions of brain advantage. While evidence of cognitive advantages is often cited (Bialystok, 2017; Adesope et al., 2010), critiques highlight publication bias and inconsistent effects (De Bruin, Treccani & Della Sala, 2015; Paap & Greenberg, 2013; Leivada et al., 2021). In an English-dominant local ecology (Haugen, 1972; Bronfenbrenner, 1979), these effects may depend on opportunity, exposure and programme design, suggesting that outcomes vary considerably across different bilingual settings.
[bookmark: _Toc210250575]Socio-Cultural Perspectives and Family Language Practices
Language is inseparable from identity and community, making socio-cultural perspectives crucial. Fishman’s (1991) Graded Intergenerational Disruption Scale (GIDS) stresses family transmission as the bedrock of minority language survival. Yet his model, centred on the dinner table, undervalues digital platforms that now shape family practices. Parents at School X often cited school apps and online videos as scaffolds, showing how digital ‘domains’ rival traditional spaces.
Despite institutional support, only a minority of speakers report using Welsh daily (Welsh Government, 2023). This indicates that schooling alone cannot ensure vitality. Programmes like Tric a Chlic and Clonc aim to bridge this gap, equipping families with practical tools. Objective 2 examines whether these resources shift parental attitudes from passive support to active engagement, while Objective 3 assesses whether they strengthen intergenerational continuity.
Structured supports can increase parental confidence and Welsh use at home (Evas & Morris, 2017; Research into Parents’ Support Needs, Iaith Wales; Edwards & Newcombe, 2005). However, most evidence relies on small samples or self-reports, limiting generalisability and creating risks of social desirability bias. For Objective 4, this highlights both barriers (over-reliance on self-report, English-dominant routines) and facilitators (structured phonics, digital scaffolds).
Lundy (2007) argues children’s perspectives are underrepresented, reminding us that young people are active agents, not passive recipients of policy. Current evaluations of Tric a Chlic and Clonc risk an adult-centric bias. Recognising this is essential for ecological validity and frames the rationale for embedding pupil voice in future evaluations.
[bookmark: _Toc210250576]Translanguaging and Family Language Policy
Theories of bilingualism increasingly view languages as fluid rather than compartmentalised. Translanguaging (García & Wei, 2014) reflects how families switch between Welsh and English in daily life. Studies in Welsh-medium schools show translanguaging deepens understanding, enhances inclusion, and normalises bilingualism (Lewis, Jones & Baker, 2012).
MacSwan (2017) warns that if translanguaging is not well supported, it can end up strengthening the dominant language instead of the minority one. In Wales, where only 29% of people say they can speak Welsh (Welsh Government, 2023), English is the language most families use every day. This means that while Clonc can help families practise Welsh, there is also a risk that conversations slip back into English unless clear Welsh-first prompts and resources are provided. For Objective 4, the key lesson is that the way programmes are designed really matters if Welsh is to stay at the centre.
Family Language Policy (FLP) further explains how families make decisions about language use (Curdt-Christiansen, 2009; King & Lanza, 2017). It encompasses practices, beliefs, and management. Research shows that even when parents value minority languages, challenges such as limited proficiency or societal pressures reduce consistent use (De Houwer, 2007). Tric a Chlic and Clonc offer scaffolds but cannot substitute for robust FLP. Parental motivation remains decisive (Baker & Wright, 2017). Translanguaging is widely promoted as pedagogy (García & Wei, 2014; García, Johnson & Seltzer, 2017; Cenoz & Gorter, 2015), yet the literature is less explicit about how families operationalise it at home when they are not Welsh-speaking. This study therefore tests whether light-touch scaffolds (e.g., Clonc prompts) translate stated beliefs into daily routines. For this study, Objective 2 explores belief-shifts while Objective 4 identifies concrete facilitators and barriers.




[bookmark: _Toc210250577]Ecological and Community Approaches
The ecological approach considers multiple interacting levels—individual, family, community, and policy (Grenoble & Whaley, 2006). Haugen (1972) described the ecology of language as the interaction between languages and their environments. In Wales, this ecology includes schools, homes, digital spaces, and communities.
Hoffmann and Ytsma (2004) show that sustained revitalisation requires alignment between policy and grassroots practice. While Welsh-medium provision benefits from policy support, challenges remain in embedding Welsh into urban communities dominated by English. Programmes like Tric a Chlic and Clonc are valuable because they cross the school–home boundary, reinforcing Welsh in daily routines. Objective 5 situates programme experiences at school X within this ecological and policy context, assessing alignment with Cymraeg 2050 and identifying practice gaps.
[bookmark: _Toc210250578]Policy Context: Cymraeg 2050
The Welsh Government’s Cymraeg 2050 strategy (2017; 2023) sets the goal of one million speakers by mid-century. It highlights schools, families, and communities as central vehicles for transmission. Bronfenbrenner’s (1979) ecological systems theory illustrates how macro-level policies interact with micro-level routines.
Recent evaluations reinforce this caution. Estyn (2023) highlighted inconsistencies in early phonics and family engagement across Welsh-medium schools, noting that provision remains uneven despite national strategies. Similarly, the Welsh Government’s (2023) own progress review of Cymraeg 2050 admitted that uptake varies significantly by region and socio-economic background, raising questions about equity of impact. Such findings underline May’s (2012) critique that language policy often overestimates institutional capacity while underestimating social realities. A recurring limitation is that many of these evaluations rely on provider self-reports or input measures, rather than independent evidence of outcomes. Without addressing these blind spots, Cymraeg 2050 risks faltering unless families themselves are meaningfully included in sustaining the language. Although policy narratives presume a simple transmission pathway from school to home, empirical work suggests mediation by parental confidence, usability of materials, and social value of Welsh (Fishman, 1991; Williams, 2000). The present case interrogates these mediators directly.
[bookmark: _Toc210250579]International Case Studies
International evidence provides valuable comparative insight into the challenges and opportunities of minority language revitalisation. In Catalonia, strong institutional support has not prevented tensions with Spanish and English, showing that parental ideologies remain decisive even where policy is robust (Pujolar & Puigdevall, 2015). Māori Kōhanga Reo nurseries highlight the transformative role of grassroots, intergenerational initiatives, directly relevant to sustaining Welsh in English-dominant urban contexts (King, 2001). In the Basque Country, digital activism and youth-led initiatives have been critical in sustaining visibility, emphasising the importance of family-friendly digital scaffolds such as apps and online videos (Cenoz & Gorter, 2021). By contrast, the Irish experience illustrates that immersion schooling alone is insufficient without consistent parental reinforcement (Hickey, 2011). Finally, the revival of Hebrew demonstrates that sustainable revitalisation requires community mobilisation as well as school provision (Spolsky, 2009).
Taken together, these cases highlight four recurring lessons for Wales. First, school programmes succeed only when families are active participants. Second, intergenerational continuity remains decisive, as shown in Māori and Irish contexts. Third, digital innovation is increasingly vital in extending minority languages into everyday life, a lesson from the Basque experience. Finally, large-scale success requires community mobilisation alongside school provision, exemplified by the revival of Hebrew. Of course, no context transfers directly — Welsh revitalisation has its own sociopolitical history — but these international lessons highlight dynamics that resonate strongly. They also explain why initiatives such as Tric a Chlic and Clonc are significant. Both provide accessible ways for non-Welsh-speaking households to engage with Welsh, linking school and home practice in ways that mirror international evidence. As García and Wei (2014) argue, effective bilingual education depends on the dynamic interplay between school provision and family use. By combining classroom resources with parental scaffolding, this study evaluates whether these programmes can reinforce Welsh not only in lessons but also in everyday family life.


[bookmark: _Toc210250580]Models of Language Intervention
Building on international evidence, intervention models provide a theoretical lens to understand how programmes like Tric a Chlic and Clonc can be analysed within bilingual contexts. In Wales, most children from English-speaking homes encounter Welsh primarily through school, a process described as sequential bilingualism—the learning of a second language after the first is already established (Genesee, 2008). This requires tailored strategies to support both conversational and academic development. Immersion models worldwide show effectiveness when linked with cultural identity (Turnbull & Dailey-O’Cain, 2009). Thomas and Collier’s (2002) longitudinal work suggests sustained support over six to seven years is necessary for parity with peers. Hornberger’s (2008) continua of biliteracy highlight the need for interventions across oral–written, minority–majority, and home–school continua. Tric a Chlic strengthens literacy through structured phonics (Welsh Government, 2019), while Clonc develops oracy and spoken confidence in Welsh (S4C, 2020). Yet both remain supplementary without reinforcement in wider community domains. Recent evaluations of early literacy interventions in minority contexts (e.g., Murphy & Unthiah, 2019) confirm that consistent parental scaffolding and accessible digital resources are decisive factors in sustaining gains — a finding directly relevant to Objectives 2 and 4 in this study. 
[bookmark: _Toc210250581]Revisiting Theoretical Frameworks in Light of Findings
Classic frameworks remain valuable in framing minority language revitalisation, but the School X findings suggest they require updating for contemporary Welsh contexts. Fishman’s (1991) Graded Intergenerational Disruption Scale (GIDS) rightly positions the home as decisive, yet the data show that digital platforms such as Weduc, YouTube and TikTok now act as parallel domains of practice. International evidence supports this shift: research demonstrates that digital multimedia strongly influences bilingual children’s language outcomes (Sun et al., 2020) and that online video platforms create translanguaging spaces where learners move flexibly between languages (Ho, 2021). For many families, online scaffolds are as significant as dinner-table talk, indicating that intergenerational continuity must be re-conceptualised to include digital ecologies.
Clonc supports oracy aligned with BICS (S4C, 2020; Estyn, 2022), and Tric a Chlic develops literacy aligned with CALP (Welsh Government, 2019). However, classroom observations suggest these competencies increasingly overlap, reflecting wider critiques that the BICS/CALP binary does not fully capture hybrid or digital bilingual practices (García & Wei, 2014; May, 2014).
Translanguaging theory (García & Wei, 2014) provides a powerful lens for understanding flexible bilingual practices. The interviews at school X confirm that Clonc legitimises code-mixing, reducing barriers for English-dominant families. Yet MacSwan’s (2017) warning is also evident: several parents noted that children defaulted to English when uncertain. This indicates that translanguaging can be empowering, but only if paired with explicit Welsh-first scaffolds to preserve functional and symbolic prestige.
Finally, Baker and Wright’s (2021) argument that bilingual identity is motivational is supported but extended by this study. Motivation among families appears closely tied to the usability of resources: where glossaries, videos and app integration were present, parents framed Welsh as a resource; in their absence, Welsh risked being treated as “school-only.” This highlights how identity and motivation are materially shaped by programme design, not simply by ideology.
Taken together, these reflections suggest that classic frameworks remain essential touchstones, but their application in Wales must account for digital ecologies, overlapping competencies, and the material scaffolds that mediate parental agency. In doing so, this study contributes theoretically by updating established models for an era where minority language vitality depends as much on apps and online platforms as on intergenerational transmission. This theoretical refinement directly underpins Objectives 1–5 by showing how interventions like Tric a Chlic and Clonc can be evaluated not only for immediate outcomes but for how they extend and adapt established models of bilingualism to contemporary Welsh contexts.





[bookmark: _Toc210250582]Conclusion
This review has demonstrated that bilingualism is a multifaceted phenomenon encompassing cognitive, cultural, and ecological dimensions. While claims of cognitive advantage remain contested, there is broad consensus that identity, motivation, and intergenerational continuity are decisive for sustaining minority languages (Fishman, 1991; May, 2014). International evidence further shows that successful revitalisation requires alignment across school, family, and community, with digital spaces now emerging as crucial new domains of practice (Sun et al., 2020; Ho, 2021).
Within this context, Tric a Chlic and Clonc stand out as innovative but under-evaluated interventions. Existing research on phonics and oracy confirms their potential, yet little is known about their combined effect or their capacity to support families with no Welsh at home. This study addresses that gap. By applying frameworks such as translanguaging, BICS/CALP, and ecological systems theory, it investigates not only the uptake of these programmes but also the ways in which they reshape parental attitudes, scaffold home practices, and contribute to the wider aims of Cymraeg 2050.
In doing so, the review highlights the need for empirical evidence that moves beyond celebratory accounts to critically assess whether well-designed classroom resources can realistically extend into English-dominant homes. This framing directly informs the research design and underpins the objectives of the study.









[bookmark: _Toc210250583]Methodology
This study employs a mixed-methods approach to investigate the effectiveness of the Tric a Chlic and Clonc bilingual education programmes in promoting Welsh language proficiency and fostering positive attitudes towards bilingualism in homes where Welsh is not the first language. The research contributes to the Welsh Government’s strategic ambition of achieving one million Welsh speakers by 2050 (Welsh Government, 2017).
The choice of methodology was guided by the study’s five main objectives. Quantitative questionnaires provided measurable evidence of programme effectiveness (Objective 1), while qualitative interviews explored parental attitudes (Objective 2) and barriers/facilitators to engagement (Objective 4). Sampling across children and parents enabled exploration of intergenerational transmission (Objective 3), and the study as a whole was situated within the broader aims of Cymraeg 2050 (Objective 5). This explicit mapping of design to objectives strengthens methodological coherence. However, the approach also carries risks. Because the study relies heavily on parent reports, adult perceptions may overshadow children’s lived experiences. This is a limitation in ecological validity (Bronfenbrenner, 1979; Lundy, 2007). Even light-touch pupil voice, such as short questionnaires or creative tasks, could have provided a more balanced dataset.
[bookmark: _Toc210250584]Research Context and Design
The research was conducted at School X, a Welsh-medium primary school in Swansea. Although the school delivers its curriculum through Welsh, many of its families are English-dominant, making it a valuable case study for exploring how bilingual programmes support Welsh in non-Welsh-speaking homes.
An explanatory sequential mixed-methods design was adopted, beginning with quantitative questionnaires followed by qualitative interviews. This design allowed survey findings to shape the interviews, so emerging patterns or contradictions could be explored in depth (Ivankova & Plano Clark, 2022). The breadth of quantitative data combined with qualitative depth enhanced validity. Nevertheless, explanatory sequential designs can overemphasise coherence by seeking convergence between datasets (Bryman, 2016). This raises the risk of under-reporting contradictions. In my analysis, I have therefore deliberately highlighted areas of divergence between survey and interview data, recognising these tensions as analytically productive rather than dismissing them as anomalies
Participants included parents and children in Years 3–6, as these pupils had sustained engagement with Tric a Chlic and Clonc. A total of 220 questionnaire responses were received, slightly below the target of 250, representing about one-third of the school’s parent population. Parents were invited to participate via the school’s Weduc platform and follow-up letters, ensuring both digital and paper access. This was a substantial dataset, but the smaller sample reduced statistical power, especially when comparing sub-groups such as year or parental proficiency (Bryman, 2016).
Semi-structured interviews were conducted with three key stakeholders: the Headteacher, the Deputy Head (and co-creator of Clonc), and the Progression Stage 2 Leader (also co-creator of Clonc). Their direct involvement in design and delivery offered valuable insights into programme implementation and parental engagement. This purposive sampling was essential for addressing Objective 3, since it connected home and school perspectives on intergenerational language practices. However, the decision to sample only senior staff excludes the perspectives of classroom assistants and support staff, whose daily interactions often mediate parental engagement. This choice reflects the resource constraints of a Master’s study but nonetheless limits representativeness. Future research would benefit from broadening the staff sample to capture this fuller ecology.








[bookmark: _Toc210250585]Data Collection Methods
Quantitative phase 
Structured electronic questionnaires were distributed to parents and pupils. This method was selected because surveys are widely recognised as effective in capturing broad patterns of language use and attitudes across large populations in bilingual education contexts (Dörnyei & Taguchi, 2010; Mackey & Gass, 2016). Items captured frequency of Welsh use, attitudes towards bilingualism, engagement with programme resources, and perceived impact on language learning. A short pilot with five parents tested item clarity; minor wording changes were made to improve accessibility for non-Welsh-speaking families. These items provided measurable indicators of effectiveness (Objective 1), particularly in terms of literacy gains linked to Tric a Chlic and oracy confidence linked to Clonc.
However, the choice of self-reported questionnaires brings challenges. While surveys are efficient in identifying trends, they risk oversimplifying complex practices of bilingualism (Baker, 2011) and are particularly vulnerable to self-report biases. For example, parents may overstate Welsh use or positive attitudes due to the high value placed on supporting the language in Swansea and within Welsh Government policy (Welsh Government, 2017). This raises questions of validity: reported confidence in Welsh may not directly equate to actual use or competence. I therefore treated survey results as indicative rather than definitive and sought to counteract these limitations through triangulation with qualitative interviews, a strategy recommended for strengthening interpretive validity in bilingual education research (Creswell & Plano Clark, 2018; Podsakoff et al., 2003).
Qualitative phase
Semi-structured interviews with key staff explored themes raised in the survey. This method was chosen because interviews are particularly effective in educational research for generating rich, in-depth insights into participant perspectives and contextual factors that surveys alone cannot capture (Kvale & Brinkmann, 2009; Cohen, Manion & Morrison, 2018). The semi-structured format, using a flexible guide, enabled participants to elaborate on challenges, successes, and contextual influences while keeping the discussion aligned with the study objectives.
This stage directly supported Objective 2 by examining how parental attitudes towards Welsh were shaped, and Objective 4 by identifying barriers and facilitators influencing family engagement. Moreover, interviews are widely recognised as a valuable approach in bilingualism research because they allow exploration of nuanced beliefs, practices, and lived experiences that are not easily quantified (King & Mackey, 2007). They also facilitate co-construction of meaning between researcher and participant, which was particularly important in this study given the sociocultural sensitivities around Welsh language promotion (Silverman, 2016).
My familiarity with the school context was also advantageous. As an educator who has previously collaborated with staff in similar Welsh-medium settings, I was able to build trust and encourage open dialogue. However, this insider position also carried risks. Participants may have moderated their responses due to existing professional relationships, and I had to guard against assuming shared understandings of practice. To reduce these risks, I explicitly emphasised confidentiality, used open prompts to minimise leading, and sought clarification rather than relying on tacit knowledge. Such acknowledgement of the tensions between “insider” and “outsider” perspectives is vital for ensuring transparency and credibility in qualitative research (Berger, 2015; Holmes, 2020).
Data Analysis
Interviews were analysed thematically following Braun and Clarke’s (2006) six-phase model. Thematic analysis is a method for systematically identifying, organising, and interpreting patterns of meaning (“themes”) across a qualitative dataset. It is valued for its flexibility, allowing both inductive coding (themes emerging from the data) and deductive coding (themes guided by research objectives), and for making the researcher’s analytic decisions explicit (Braun & Clarke, 2012). This made it particularly suitable for exploring parental attitudes and engagement in the sociocultural context of Welsh bilingual education.
Alternative approaches such as grounded theory or content analysis were considered but not adopted. Grounded theory seeks to build new theory from data (Charmaz, 2014), whereas this study was concerned with evaluating existing interventions (Tric a Chlic and Clonc) rather than generating a novel theoretical framework. Content analysis, while useful for quantifying frequencies of codes, risks losing the depth and nuance of meaning that was central to my research aims (Schreier, 2012). Thematic analysis was therefore most appropriate as it allowed for both depth and flexibility, while keeping findings clearly aligned with the research objectives.
NVivo software assisted in coding, providing an audit trail and increasing transparency (Bazeley & Jackson, 2013). Themes were aligned with the research objectives: effectiveness (Objective 1), attitudes (Objective 2), intergenerational practices (Objective 3), and barriers/facilitators (Objective 4). For example, comments about ‘not knowing how to pronounce words’ were coded as ‘parental anxiety’, which contributed to the broader theme of ‘barriers to engagement’.
Ethics and Positionality
Ethical approval was granted by the university (Appendix D). Participants were informed of the study’s aims and their rights. Consent was voluntary, with the option to withdraw at any time. Questionnaire data were anonymised, and the three teachers gave explicit permission to be named. Data were securely stored and will be destroyed in line with policy.
As a Welsh-medium educator and advocate, I occupy an insider position, bringing cultural competence and rapport (Mercer, 2007). My familiarity with the school community was shaped not only by my professional role in the university, where I have collaborated with staff on teacher education, but also by personal experience as a parent whose children have attended the school. These overlapping connections enhanced trust, allowed me to build richer dialogue with participants, and offered contextual knowledge that strengthened interpretation.
However, such closeness also carries risks. Colleagues may have felt inclined to present the programmes positively, and my own professional and personal investment in the success of Welsh-medium education could predispose me to interpret data favourably. To mitigate these risks, I employed strategies including journaling, peer review, and member checking (Lincoln & Guba, 1985; Berger, 2015). I approached positionality as a lens rather than a liability: it inevitably shaped the questions I asked and the interpretations I privileged, but by being explicit and transparent, I enabled readers to critically evaluate my conclusions. Acknowledging these dynamics was essential for maintaining credibility and integrity in the study (Holmes, 2020).
This study adhered to the British Educational Research Association (BERA) Ethical Guidelines (2024), which emphasise respect for autonomy, informed consent, confidentiality, and participant welfare. All participants were fully informed of the study’s purpose and their rights, with parental responses anonymised and teachers choosing to be identified with explicit consent. The school itself was anonymised to protect institutional identity. In line with BERA’s (2024) increasing emphasis on children’s rights, the decision not to collect direct pupil data was made to avoid placing additional pressure on families, though this is acknowledged as a limitation. Issues of equity were also considered, particularly around digital access, which BERA highlights as an ethical as well as practical concern. By making these decisions explicit, the study demonstrates transparency, integrity, and alignment with professional standards for educational research.
[bookmark: _Toc210250586]Reflections and Limitations
Several methodological reflections emerged during the study.
Choice of questionnaires over focus groups
Questionnaires were selected to maximise inclusivity and avoid potential anxiety among non-Welsh-speaking parents, who might have felt exposed in a group setting (Krueger & Casey, 2015). This choice allowed a broader reach but limited the depth of peer-to-peer dialogue, which can often generate richer insights.
Bias and representativeness
Responses were likely skewed towards more engaged families, creating the possibility of positivity bias. Social desirability pressures may also have influenced results, with parents overstating their support for Welsh in line with local and policy norms (Podsakoff et al., 2003). These factors limit the representativeness of the findings.
Case study specificity
The single-school focus means findings are deeply shaped by the English-dominant Swansea context and cannot be generalised statistically (Yin, 2018). Instead, they should be read as naturalistic generalisations—insights that resonate with readers through contextual richness rather than broad representativeness (Firestone, 1993).
Children’s voices
A notable limitation is that children’s perspectives were not collected directly; parents reported on their behalf. This constrains understanding of children as active agents in intergenerational transmission (Objective 3) and reflects a broader weakness in bilingualism research where adult voices dominate (Lundy, 2007). One important limitation is that the study did not include children’s own voices. This was an ethical and practical decision, made to avoid adding pressure on families during the research, but it means the findings rely only on what adults reported and what teachers observed. Because children themselves play a key role in shaping everyday language routines, future studies should build in child-friendly ways of gathering data, such as short language diaries, photo tasks, or paired conversations, to show more directly how they take up and use programme prompts at home.
Cross-sectional design
The study provides only a snapshot of programme impact. While this mirrors common policy approaches to evaluation, it obscures the long-term trajectories of bilingual development. More sustained longitudinal work is needed to capture the durability of outcomes (Thomas & Collier, 2002).
These limitations are not only weaknesses of this project but reflect wider blind spots in evaluating bilingual interventions. Reliance on parental self-report risks reproducing adult-centric bias, while policy reliance on cross-sectional measures constrains evidence of long-term impact. Ultimately, the study demonstrates that while structured programmes can extend Welsh into English-dominant homes, their success depends on scaffolding, sustainability, and inclusivity. Future research must place children’s voices at the centre, ensuring that Tric a Chlic and Clonc not only succeed in schools but thrive in homes, securing the vision of Cymraeg 2050.



[bookmark: _Toc210250587]Summary
This chapter has outlined the methodological framework, demonstrating how each stage was selected to serve the study’s objectives. Quantitative data captured measurable outcomes of programme effectiveness (Objective 1), while qualitative interviews explored parental attitudes (Objective 2) and barriers/facilitators (Objective 4). Sampling across parents (plus staff interviews) addressed intergenerational practices indirectly (Objective 3), and triangulation situated findings within the broader Cymraeg 2050 policy framework (Objective 5).
Despite limitations, the explanatory sequential mixed-methods design provided both breadth and depth, making it well suited to exploring how Tric a Chlic and Clonc operate in non-Welsh-speaking homes. The approach balances rigour with accessibility and ensures that findings contribute not only to local practice but also to national and international debates on language revitalisation.
















[bookmark: _Toc210250588]Results
This chapter presents and interprets the findings of the study, drawing on two complementary data sources. The first is a bilingual Microsoft Forms questionnaire distributed to parents of Year 3–6 pupils at school X, which generated 220 valid responses. No pupil questionnaires were administered; children’s perspectives are therefore inferred from parental accounts and staff interviews, and are treated cautiously in the analysis. The questionnaire explored parental use of Tric a Chlic and Clonc at home, perceptions of programme effectiveness, and attitudes towards bilingualism. Prior to distribution, the draft survey was reviewed by the school’s leadership team to ensure clarity and appropriateness. The final version was then shared electronically via Weduc, the school’s communication app, maximising accessibility and response rates while safeguarding anonymity and confidentiality. Online surveys have been shown to be effective tools for capturing attitudinal and behavioural data in educational research, particularly when endorsed by schools (Dillman, Smyth, & Christian, 2014).
The second dataset comprises semi-structured interviews with three key educational stakeholders: the Head, the Assistant Head (and co-creator of Clonc), and the Head of Progression Stage 2 (and co-creator of Clonc). These interviews provided in-depth insights into the rationale, design, and implementation of the programmes, alongside professional reflections on the challenges and opportunities of sustaining Welsh language development.
The results are presented in line with the study’s objectives, moving from parental perceptions to programme effectiveness and wider engagement. Quantitative data from the questionnaire are presented first, with figures and charts illustrating key findings. These are then enriched with qualitative extracts from the interviews, offering a deeper understanding of programme implementation and contextual influences. The chapter concludes by integrating both datasets to highlight areas of convergence and divergence, providing a comprehensive account of how Tric a Chlic and Clonc contribute to the Welsh Government’s ambition of one million Welsh speakers by 2050.
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This distribution demonstrates that the majority of families involved in the study come from non-Welsh-dominant households, with over 70% either having limited or no Welsh use at home. This pattern reflects broader sociolinguistic trends in Swansea and South Wales, where English continues to dominate domestic and community life, even for children enrolled in Welsh-medium education (Welsh Government, 2023).
The implications of this linguistic backdrop are significant. For many pupils, Tric a Chlic and Clonc provide one of the few structured opportunities for Welsh exposure outside of the classroom. As the Deputy Headteacher explained:
“Clonc was designed very deliberately for children from non-Welsh-speaking homes. We knew that for many families, Welsh wasn’t a natural part of everyday life, so the resource had to be something parents could use easily without needing high levels of language themselves.”
This finding resonates with Baker and Wright’s (2021) assertion that family engagement is central to sustaining bilingual development. Without reinforcement beyond the classroom, minority languages risk remaining school-bound and peripheral to everyday life. By offering accessible activities that do not demand high levels of parental Welsh, Tric a Chlic and Clonc reduce barriers for non-Welsh-speaking households and extend opportunities for children to practise.
Ruiz’s (1984) “language-as-resource” orientation provides a useful lens here: rather than viewing non-Welsh-speaking families as a deficit, these programmes create ways of involving them meaningfully in their children’s bilingual journey. However, the results also highlight a structural challenge: children from Welsh-speaking homes still benefit from greater exposure and reinforcement, raising questions about how effectively supplementary resources can compensate for unequal linguistic environments.
In this sense, Q1 establishes the baseline context for interpreting subsequent findings, underscoring the centrality of home language use in shaping how families engage with Welsh-medium initiatives.
The parental questionnaire asked respondents to indicate their child’s year group. Out of the 220 responses, the distribution was as follows:
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This relatively even spread across Years 3–6 is valuable, as it captures perspectives from both the earlier and later stages of progression within Welsh-medium primary education. The slight weighting towards Year 5 (31%) is particularly noteworthy, as these pupils have had extended exposure to Tric a Chlic in the Foundation Phase and are now consolidating skills through Clonc, which targets confidence in oral interaction.
Interview data reinforced the importance of tracking impact across developmental stages, and the PS2 Leader explained that  “We designed Clonc with Years 4–6 in mind, because that’s the stage where children need confidence to use Welsh beyond the classroom. By then, Tric a Chlic has hopefully laid the foundations, and Clonc gives them the chance to practise speaking naturally.”
The Year 3 cohort provides an important baseline for measuring progression. At this stage, children are transitioning from early phonics and decoding activities towards more fluent reading. The Headteacher highlighted this point:
“Year 3 is where we can see the first signs of how much Tric a Chlic has done its job in the early years. By comparing that with what we see in Years 5 and 6, we get a clear sense of how children develop through the programmes.”
Here, the spread across Years 3–6 supports a richer understanding of how Tric a Chlic and Clonc contribute to Welsh language development at different stages.
From a theoretical perspective, the data echoes Cummins’ (2000) distinction between Basic Interpersonal Communicative Skills (BICS) and Cognitive Academic Language Proficiency (CALP). Younger pupils are consolidating BICS through phonics and decoding, while older pupils are moving towards CALP through extended oracy and literacy tasks. The year-group distribution thus provides insight into how the two programmes collectively scaffold progression across these domains.
The Q2 findings show that the dataset captures a broad cross-section of pupils across year groups, offering a clearer picture of how progression develops from early to later primary years.
Levels of confidence in using Welsh varied considerably across the cohort, with parents offering a diverse set of responses. While a strong minority of children were described as very confident, many others were characterised as “trying their best” or “not very confident.” Interestingly, the largest proportion of parents selected Other, and free-text comments often revealed that children mixed Welsh and English at home, or that confidence fluctuated depending on context.
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This mixed distribution highlights that, for many families, Welsh use does not always translate smoothly from the classroom into the home. Such findings resonate with Ruiz’s (1984) orientation of language-as-resource, which cautions against treating code-mixing as a deficit. Instead, translanguaging should be seen as a natural developmental stage in bilingual competence (Wiley, 2015).
Teacher interviews echoed this interpretation. The Deputy Headteacher explained “Confidence depends so much on whether Welsh is reinforced in the home. Some children flourish because they’ve got parents or siblings supporting them. Others may only hear Welsh in school, so it’s a big leap to use it in natural conversation at home.”
Her observation aligns with the ecological model of bilingualism (Spencer & Hanley, 2004; Thomas & Roberts, 2011), which emphasises that children’s language development is shaped by multiple, interacting environments — school, family, and community. Without reinforcement at home, pupils may struggle to carry classroom Welsh into spontaneous use.
This echoes Hickey’s (2011) critique of Irish immersion evaluations, where parental optimism often exceeded children’s demonstrated proficiency. Without child-centred measures, self-reports risk exaggerating progress, suggesting the need for independent triangulation of bilingual competence.
The data also invite consideration of bilingual identity. As Bourhis (2001) argues, confidence in a minority language depends not only on linguistic skill but also on social legitimacy and sense of belonging. Children who do not hear Welsh in peer groups or family interactions may lack the confidence to use it at home, even if they are competent in class.
Q3 suggests that while Tric a Chlic and Clonc build confidence, their impact is uneven. Children with supportive home environments seem to progress more quickly, whereas others require additional scaffolding to sustain confidence outside school.
Parental understanding of the two programmes emerged as a mixed picture. Out of the 220 respondents, 92 parents reported that they understood both Tric a Chlic and Clonc well. However, 34 indicated they only understood Clonc, while 45 stated they only understood Tric a Chlic. A further 45 parents admitted they did not understand either programme well, with four providing alternative answers.
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This variation underscores one of the recurring challenges in bilingual education: ensuring that resources are communicated effectively to families, particularly to those who are not Welsh speakers. As Baker (1993) and later Baker and Wright (2021) argue, family engagement depends heavily on parents’ clarity about programme aims and methods. If understanding is partial, parents may struggle to reinforce activities at home, limiting programme impact.
The findings also reflect Ruiz’s (1984) framework of language orientations. Where parents expressed strong understanding, the programmes were more likely to be viewed as resources that could enrich their child’s bilingual journey. Conversely, weaker understanding risked positioning the programmes as a problem, leaving parents unsure of how to support their children effectively.
All three interviews were conducted in Welsh, out of respect for the participants as first-language speakers and as teachers in a Welsh-medium school. Drawing on my prior experience in translation, I translated the transcripts into English for analysis. To ensure that meaning was not lost, I asked participants to read and approve the translated extracts before including them in this dissertation. This process safeguarded authenticity and accuracy, allowing the quotations presented below to reflect the participants’ intended meaning.
Interviews with staff provided additional perspective. The  Headteacher, emphasised “Even where parents don’t speak Welsh, we want them to feel confident about using the resources. If they don’t fully understand, it becomes a barrier — not because they’re unwilling, but because they’re unsure of what’s expected.”
Similarly, PS2 Leader suggested that simplifying instructions and offering bilingual glossaries could reduce confusion and empower more families to participate. Yet even here, structural barriers remain. Estyn’s 2022 evaluation of Foundation Phase phonics warned that inconsistent digital access disproportionately affects lower-income families. In my dataset, several parents mentioned lack of time or devices, suggesting that without equity considerations, scaffolding risks reinforcing socio-economic divides rather than levelling them. These practical adjustments reflect Wiley’s (2015) call for minority language interventions to equip parents with accessible, confidence-building tools.
Overall, Q4 highlights that while many families are well-informed, a substantial proportion remain unclear about one or both programmes. Addressing this gap could significantly enhance the programmes’ reach and effectiveness, ensuring that Tric a Chlic and Clonc are positioned as tools for partnership between home and school rather than as tasks that parents struggle to interpret.
One of the clearest patterns to emerge from the parental questionnaire was the perceived value of Tric a Chlic in supporting early literacy. Out of 220 responses, 40 parents (18%) reported that the programme had helped their child’s reading and phonics skills a great deal, and a further 77 (35%) said it had helped quite a lot. By contrast, 73 parents (33%) felt the programme had helped only a little, 17 (8%) reported not at all, and 10 (6%) stated that they had not used it.
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These results indicate that just over half of families (53%) perceive Tric a Chlic as highly effective in developing literacy foundations, while roughly one-third experience only limited benefit. This distribution highlights both the potential of the programme and the unevenness of its impact.
Where parental confidence or routine is low, programme impact is diluted; observed benefits are therefore contingent on home reinforcement and teacher fidelity rather than inherent to the resource alone. The strong positive responses reinforce research by Spencer and Hanley (2003), who argue that explicit phonics instruction is especially critical in minority language contexts where reinforcement at home may be limited. Tric a Chlic’s structured approach to phonological awareness provides children with decoding skills that underpin their ability to read Welsh confidently, even in English-dominant households.
However, the sizeable proportion of parents reporting only minimal gains reflects concerns raised by De Houwer (2009), who cautions that literacy initiatives often falter if they are not consistently supported in the home environment. Without parental confidence or routine use, the effectiveness of Tric a Chlic can be diluted.
The teacher interviews echoed this mixed picture. The Headteacher, explained “Tric a Chlic bridges the gap between classroom phonics teaching and the home. But if families don’t use it regularly, the benefits are naturally limited.”
Similarly, the deputy head highlighted that while the programme was designed as a scaffold for families, “children whose parents engage actively gain far more than those who only dip into it.”
The uneven impact reported in Q5 also speaks to Ruiz’s (1984) concept of language-as-resource. Where families embraced Tric a Chlic as a tool to reinforce Welsh at home, the outcomes were clearly stronger. However, the sizeable minority of families reporting only limited benefit invites caution. This echoes De Houwer’s (2009) finding that parental consistency is decisive: resources are only as effective as the routines into which they are embedded. Thus, rather than assuming inherent programme efficacy, these results should be interpreted as evidence of interaction effects between resource design and family practice. But where engagement was low, Welsh risks being positioned as a school-only language, reducing its role in family life.
Overall, the findings for Q5 suggest that Tric a Chlic has established itself as a valuable foundation for bilingual literacy. Yet its effectiveness depends heavily on consistent and confident home use — an area that future school–family partnerships could target with clearer guidance, encouragement, and resources.
Whereas Tric a Chlic was viewed primarily as a literacy tool, Clonc was most strongly associated with developing children’s oral Welsh. From the 220 responses, 52 parents (24%) stated that Clonc had helped their child’s speaking and understanding a great deal, with a further 69 (31%) selecting quite a lot. Meanwhile, 61 parents (28%) felt the programme had helped a little, 28 (13%) reported not at all, and 10 (5%) indicated that they had not used it.
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In this sample, just over half of families (55%) report that Clonc has a strong positive influence on Welsh oracy—marginally higher than the literacy-focused outcomes reported for Tric a Chlic—while a substantial minority (41%) perceive limited or no benefit. These perceptions may be inflated by novelty effects, social-desirability bias, or uneven understanding of task instructions. Interview evidence echoes these risks (e.g., several parents were unsure how to support oracy at home), so claims about the size of the effect are treated cautiously and weighted toward converging evidence rather than any single source.
The data align with theories emphasising the centrality of interaction in bilingual development. Valdés and Figueroa (1994) highlight that language confidence grows when children are encouraged to use their minority language in natural conversation. Unlike Tric a Chlic, which focuses on structured decoding and phonics, Clonc was designed to create space for spontaneous speech practice at home. This distinction was stressed by the Deputy Head:
“Clonc gives children the tools and confidence to use Welsh naturally. It isn’t about worksheets or formal learning—it’s about practising conversation in a safe and supportive way.”
The findings also echo Baker and Wright’s (2021) framework of additive bilingualism, where both literacy and oracy need to be cultivated to produce balanced bilinguals. Parents who reported strong benefits from Clonc often linked this to their child’s increased willingness to speak Welsh informally, suggesting that the programme supports the social, not just academic, dimension of bilingualism.
Nevertheless, the sizeable group of parents who experienced only limited benefit indicates that Clonc faces the same challenges as Tric a Chlic when it comes to home engagement. Families without Welsh language skills may find it difficult to support their child’s spoken practice, leaving gaps in reinforcement. As De Houwer (2009) argues, minority language initiatives succeed only when they are meaningfully integrated into family routines.
The PS2 Leader acknowledged that this tension was an inherent aspect of the programme’s design. “We wanted Clonc to work especially for children without Welsh at home—but that means we’re constantly balancing accessibility for parents with challenge for the children.”
This perspective underlines Ruiz’s (1984) orientation of language-as-resource: for Clonc to succeed, families must view conversational Welsh not as a burden but as a shared opportunity. Where this shift occurs, the programme seems to provide significant gains in confidence and oral fluency.
In sum, Q6 demonstrates that Clonc has a distinctive and valuable role in fostering oracy. It complements the literacy focus of Tric a Chlic, but its impact—like its partner programme—depends heavily on sustained and confident parental engagement. This reflects a common pattern in minority-language initiatives internationally. For instance, Hickey (2011) notes that Irish immersion families often express strong support but struggle to sustain oral practice at home. In this sense, Clonc illustrates both the promise and fragility of oracy-focused interventions: success depends on alignment between family enthusiasm and practical capability.
One of the most important conditions for programme success is whether families actually understand how to use the resources provided. The survey revealed a mixed picture. Out of 220 parents, 92 reported that they understood both Tric a Chlic and Clonc well, while 34 indicated they understood Clonc only, and 45 understood Tric a Chlic only. A further 45 parents stated that they did not understand either programme well, with four offering alternative explanations.
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This distribution highlights a significant challenge: while many parents are confident in supporting both programmes, a large proportion remain unsure about at least one, and nearly a quarter expressed limited understanding overall. Such variability has direct implications for how consistently the resources are used at home.
The findings resonate with Baker (1993) and Baker & Wright (2021), who stress that parental engagement is central to the effectiveness of bilingual education programmes. When parents are uncertain about the aims or methods of an intervention, they are less able to reinforce it outside the classroom. This is particularly problematic in non-Welsh-speaking households, where confidence is already lower and guidance from the school plays an even more critical role.
Unclear communication risks shifting parental views from resource to problem orientation (Ruiz, 1984), reinforcing patterns already evident in Q3 findings. Several parents wrote in the free-text comments that they wanted “clearer, step-by-step instructions” or “examples in English as well as Welsh,” underscoring the need for bilingual guidance materials.
Parental understanding of the programmes was mixed: while 92 families reported strong comprehension, nearly a quarter admitted limited understanding. This variability had clear consequences. Parents who grasped both programmes tended to frame them as valuable resources (Ruiz, 1984), whereas unclear instructions left others disengaged, despite strong willingness to help. Interviews confirmed this, with staff noting that unclear guidance often turned Welsh into a source of anxiety rather than a shared opportunity.
Overall, Q7 suggests that while many families feel confident in using the programmes, a significant minority require additional scaffolding—particularly those without Welsh themselves. Targeted support, such as bilingual glossaries, video demonstrations, or regular communication via Weduc, could strengthen parents’ ability to act as co-partners in their child’s bilingual development.
Beyond measuring literacy and oracy skills separately, it was important to understand whether parents felt the programmes were helping their child to become confidently bilingual. Responses to Q8 demonstrated strong endorsement. Nearly 70% of parents agreed or strongly agreed that Tric a Chlic and Clonc were supporting their child’s bilingual development. Around 24% selected a neutral position, while only 7% disagreed. Crucially, there were no “strongly disagree” responses.
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This overwhelmingly positive response highlights the credibility of the programmes among the school community. Even parents who were cautious or sceptical about bilingualism in general did not outright reject the idea that these interventions were making a difference. The findings align with Baker and Wright’s (2021) argument that structured bilingual initiatives can scaffold both languages effectively, especially when embedded in daily learning routines.
The results also connect closely to Ruiz’s (1984) orientation of language-as-resource. Parents who agreed saw the programmes not only as tools for improving Welsh literacy or speaking skills but as valuable resources for their children’s wider identity, cultural belonging, and future opportunities. However, the neutral responses are noteworthy. As Wiley (2015) argues, neutrality often signals uncertainty or ambivalence: some parents may not yet see clear results in their child’s language use, while others may be unsure about what “becoming bilingual” actually entails.
Teachers offered valuable context for these findings, and the PS2 Leader reflected that “The biggest challenge is making sure families without Welsh feel confident supporting the programmes. When they do, the impact is obvious. When they don’t, progress is slower.”
The Headteacher, also noted that variation in progress often reflects the broader home environment, “Children who hear Welsh at home tend to show quicker gains. For others, it takes longer, and that can influence how parents perceive success.”
This echoes Bourhis’ (2001) concept of language vitality, which stresses the influence of the broader linguistic environment on minority language outcomes. The uneven distribution of perceived impact reminds us that school-based programmes alone cannot guarantee balanced bilingualism.
Taken together, Q8 indicates that Tric a Chlic and Clonc are broadly viewed as effective contributors to bilingual development. The key challenge lies not in convincing parents of their value—the majority are already persuaded—but in ensuring that families with little or no Welsh at home receive sufficient support to see tangible outcomes. In this way, the programmes can continue to build towards additive bilingualism (Baker, 1993), where Welsh enriches rather than competes with English in children’s repertoires.
The questionnaire asked parents how important they considered bilingual confidence to be for their child’s development. The responses revealed a strong alignment with the Welsh Government’s vision of creating one million Welsh speakers by 2050. An overwhelming 89% of parents stated that bilingual confidence was important or very important. The remaining 11% described it as not very important, while none dismissed it outright as unimportant.
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This near-unanimous support demonstrates that the parent community at School X largely recognises the value of bilingualism. It resonates with Baker and Wright’s (2021) findings that parental belief in the utility of bilingualism is central to sustaining children’s language development. Even where Welsh is not spoken at home, parents appear to perceive it as an asset for their children’s education, cultural identity, and future opportunities.
The small minority (11%) who rated bilingual confidence as “not very important” is nevertheless significant. Their perspective may reflect wider societal trends, particularly in English-dominant communities where Welsh is less visible in everyday life. As Spencer and Hanley (2003) observe, families may prioritise English as the language of employment and global communication, while regarding Welsh as optional. Such views align with Bourhis’ (2001) “language vitality” framework, which suggests that minority languages are often judged against perceived economic utility.
Teacher interviews added further nuance. The head explained “Even where parents don’t speak Welsh themselves, they see the benefit of their children gaining access to two languages—it’s about opportunity, identity, and belonging.”
Her perspective reflects Valdés and Figueroa’s (1994) argument that bilingual competence strengthens both personal empowerment and collective cultural sustainability. The Deputy Head  added that while support was generally strong, some families still struggled to connect Welsh with daily life outside of school:
“The challenge is showing families that Welsh isn’t just for lessons—it can be part of who they are at home, even if they only know a few words.”
The responses to Q9 suggest that Tric a Chlic and Clonc are operating within a favourable environment where the vast majority of parents value bilingualism. This creates fertile ground for the programmes’ success, but it also highlights the need to address ambivalence among the small minority who remain unconvinced. Initiatives that showcase the real-world relevance of Welsh—such as community events, digital media, and family workshops—could help bridge this gap.
Overall, the findings from Q9 strongly support the notion of Ruiz’s (1984) “language-as-resource” orientation, where bilingualism is valued as a cultural and cognitive asset. The absence of outright negative responses is particularly significant: even parents who were less enthusiastic did not reject the importance of bilingualism altogether. This reinforces the potential of Tric a Chlic and Clonc to thrive in a school community where bilingual confidence is already widely seen as a priority.
Parents were asked how often their families used Tric a Chlic at home to support Welsh language learning. The responses revealed encouraging levels of engagement: 30% reported using it every day, 39% a few times a week, 25% occasionally, and only 6% never.
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This distribution demonstrates that the majority of families—almost 70%—integrate Tric a Chlic into their weekly routines. Such consistent engagement is a positive indicator, as Baker and Wright (2021) argue that sustained exposure and reinforcement in the home environment are critical for developing bilingual proficiency.
The 25% who reported only occasional use highlight the reality of variability in family practices. As Valdés and Figueroa (1994) note, time pressures, competing commitments, and differing cultural values often shape how and when families can engage with minority language activities. Occasional use still offers reinforcement but is likely to have less cumulative effect than more frequent practice.
The small minority (6%) who stated that they never use Tric a Chlic point to a potential challenge. This group may reflect what Ruiz (1984) described as a language-as-problem orientation, where Welsh is seen as confined to the school domain rather than extending into the family home. Teacher interviews supported this interpretation. The headteacher  noted “Some families are very enthusiastic, but others still see Welsh as just something for school—not something to bring into the home.”
By contrast, the families who reported daily engagement demonstrate the transformative potential of the programme when embedded in household routines. This finding aligns with De Houwer’s (2009) conclusion that parental consistency in bilingual practices strongly influences children’s eventual fluency and language identity.
The disparity between daily and occasional or non-use families highlights a broader equity issue. While Tric a Chlic is clearly accessible and valued by many, not all households are equally positioned to benefit. This reflects Wiley’s (2015) argument that institutional initiatives must be accompanied by tailored family-level support to prevent uneven outcomes.
From the perspective of teachers, the challenge lies in sustaining motivation and providing manageable guidance. The Deputy Head noted that “families who use Tric a Chlic regularly see the difference in confidence, but for others it slips to the bottom of the list.” Suggestions from parents in Q11 (see next section) echoed this need for clear, bilingual guidance and digital support.
In summary, the results from Q10 indicate that Tric a Chlic enjoys widespread uptake and consistent use among most families at School X. However, the presence of occasional and non-users highlights the need for school-led strategies that encourage more equitable engagement. By reinforcing routines, providing bilingual resources, and addressing barriers for non-Welsh-speaking families, schools can maximise the impact of Tric a Chlic as a foundation for Welsh language literacy.
[image: Output image]
Clearer bilingual guidance
Parents stressed the need for simple bilingual instructions to reduce anxiety, particularly in non-Welsh-speaking households. One parent admitted: “I don’t speak Welsh, so step-by-step English instructions would help me feel more confident supporting my child.” Staff agreed that simplifying materials would make participation easier.
Digital support and flexible access
Families preferred short videos or app-based tools over evening workshops, which were often impractical. This reflects modern engagement patterns where flexibility and on-demand resources are essential.
Integration into existing school structures
Several parents suggested embedding support into newsletters or Weduc updates rather than creating extra tasks. Staff also favoured this approach, noting it avoided adding workload or disadvantaging families with less time or confidence.
Encouragement and child motivation
Parents recommended light recognition, such as stickers or certificates, to encourage Welsh use at home. Teachers cautioned against over-reliance on rewards, but agreed that celebrating effort could strengthen motivation. This divergence highlights a tension between parental preference for tangible rewards and teachers’ emphasis on intrinsic motivation, reflecting wider debates in bilingual pedagogy about sustaining long-term engagement.
The missing voices of children
A limitation was the absence of direct input from children. Parents and staff acknowledged this gap, emphasising that pupil perspectives should be included in future evaluations to strengthen ecological validity and align with the rights-based ethos of the Curriculum for Wales (2022).
Policy and practice implications
The findings highlight priorities for Welsh bilingual education: more accessible bilingual resources, greater investment in digital innovation, clearer integration into existing systems, and stronger mechanisms for embedding pupil voice. Equity remains a challenge: families with limited digital access or time may struggle to benefit, risking uneven impact across socio-economic groups. These align with Wiley (2015) and Bourhis (2001), who stress the importance of shared responsibility between families, schools, and communities.
Summary
Q11 reveals strong parental appetite for structured, accessible support at home. Success depends on consistent family reinforcement, resource accessibility, and framing Welsh as a resource rather than a burden. Recognising variation as well as success avoids over-claiming and situates the findings within debates on equity and sustainability.





[bookmark: _Toc210250589]Interview Findings: 
While the parental questionnaire captured how families experience Tric a Chlic and Clonc, the semi-structured interviews provided a crucial complement: the staff perspective. Conducted with three senior leaders at School X —the Head, the Assistant Head (and co-creator of Clonc), and the Head of Progression Stage 2 (and co-creator of Clonc)—these interviews offered invaluable insight into the rationale, implementation, and sustainability of the programmes.
The accounts of these professionals represent interconnected vantage points. The Assistant Head contributed both leadership and innovator perspectives, drawing on her role in co-creating Clonc. The Head provided the strategic and cultural leadership view, emphasising whole-school ethos and alignment with national policy. The Head of Progression Stage 2 brought a classroom-based lens, describing how the programmes are embedded in teaching practice and adapted for pupils. Together, their reflections reveal how Tric a Chlic and Clonc are not simply teaching resources but integral parts of a wider pedagogical and cultural strategy for Welsh language development.
Each participant described their role in terms that reflected their position in the school, yet a shared thread of commitment to bilingualism emerged. The Head of Progression Stage 2 positioned herself as a mentor to colleagues, describing her role as modelling best practice and coaching others so that there was consistency across classes. This reflects the concept of distributed leadership (Spillane, 2006), where responsibility for bilingual pedagogy is not confined to senior leadership but cascades throughout the staff. The Head highlighted the importance of strategic embedding, noting that her responsibility was to ensure that Tric a Chlic and Clonc were not just add-ons but embedded into the school ethos. This illustrates an ecological approach (Bronfenbrenner, 1979), where learning is shaped by overlapping environments. The Assistant Head, in her dual role as leader and innovator, explained that because she helped design Clonc, she could ensure it was used as intended, while also adapting it in response to feedback from staff and parents. Her perspective reflects García and Wei’s (2014) argument that translanguaging pedagogy must be iterative and responsive to the lived experiences of learners and families.
The interviews also highlighted distinctive strengths of the programmes. The Assistant Head stressed the home–school link offered by Clonc, framing it as a tool for bridging school and family life and making Welsh part of everyday conversations. The Head of Progression Stage 2 valued the predictability of routines, explaining that this helped children to relax, knowing what was coming, and allowing them to focus on the language. The Head emphasised the systematic phonics approach of Tric a Chlic, describing how it gave even reluctant readers the confidence to decode Welsh words. These findings resonate with Baker and Wright’s (2017) emphasis on structured literacy interventions as essential in minority-language contexts. However, they also raise the question of sustainability: if such programmes are not continually resourced and refreshed, there is a risk they will become routine rather than transformative. Internationally, the Catalan context demonstrates that sustained innovation is needed for minority language programmes to retain their impact (Pujolar & Puigdevall, 2015).
Despite these strengths, the staff acknowledged barriers for non-Welsh-speaking parents. The Assistant Head explained how bilingual scaffolding in Clonc helped to address this, noting that clear English guidance made families feel included rather than excluded. The Head described this as a “confidence gap” rather than a lack of commitment, observing that parents wanted to help but often felt overwhelmed. The Head of Progression Stage 2 reflected on how children often became “teachers at home,” which could boost confidence but sometimes left parents unsure of their role. These reflections reveal the tension between parental willingness and practical ability. They echo international findings: in Ireland, for example, despite strong support for Irish-medium schooling, parents without fluency often feel disempowered to reinforce the language at home (Hickey, 2011). In Ruiz’s (1984) terms, Welsh risks being framed as a “problem” if families feel excluded, whereas effective scaffolding can reframe it as a “resource” accessible to all.
All three participants also connected the programmes to the Welsh Government’s target of one million speakers by 2050. The Head of Progression Stage 2 stressed that achieving Cymraeg 2050 would be impossible unless whole families saw the value of Welsh. The Head emphasised the importance of early intervention, stressing that without foundations in the early years it becomes much harder to develop fluency later. The Assistant Head described Clonc as “planting seeds of language loyalty.” These perspectives reinforce May’s (2017) view that language revitalisation requires joined-up efforts across school, family, and community contexts. Yet they also reveal a potential bias: as school leaders, the participants are heavily invested in the success of these programmes, which may shape the optimism of their accounts. A more critical stance might ask whether such enthusiasm aligns with parental realities, particularly in English-dominant communities such as Swansea.
When reflecting on children’s responses at home, staff observed varied patterns. The Head noted that some children enjoyed independence while others disengaged without encouragement. The Head of Progression Stage 2 suggested that home environments either encouraged experimentation or created distractions. The Assistant Head observed pupils’ pride in “showing off Welsh” to parents. These insights reflect Bronfenbrenner’s (1979) ecological systems theory, which highlights how children’s bilingual trajectories are shaped by microsystem interactions at home as much as by school interventions. They also suggest that Clonc functions as a bridge between school and home domains, legitimising children’s role as language brokers. Similar findings have been observed in Māori-medium education, where children often act as cultural transmitters within English-speaking households (King, 2001).
The participants underscored the role of parents as crucial facilitators of bilingualism. The Assistant Head stressed that attitude mattered more than fluency, explaining that if parents were curious and supportive, children picked up on that. The Head described them as “gatekeepers of language opportunities.” PS2 Lead emphasised that children mirrored parental attitudes, noting that if Welsh was seen as exciting, pupils pushed through the challenges. These reflections resonate with Family Language Policy research (King & Lanza, 2017), which stresses that parental ideology and everyday choices determine whether minority languages are sustained at home. The challenge, however, lies in translating supportive attitudes into consistent practices—an issue also seen in Basque contexts, where positive attitudes coexist with limited home use (Cenoz & Gorter, 2021).
Staff also described adaptations to delivery designed to support non-Welsh-speaking families. The Head of Progression Stage 2 described running rehearsal sessions in class so pupils could practise activities before taking them home. The Head explained that simplified bilingual letters and visuals were used to make materials more accessible. The Assistant Head piloted bite-sized tasks and audio clips to increase accessibility. These strategies reflect inclusive pedagogy, where adaptations are designed to meet families where they are, reducing barriers to participation. Yet the reliance on paper-based and workshop-style approaches may not fully address the realities of modern family life. Parents themselves increasingly call for digital supports—short videos, app-based tools, or interactive activities—that fit into busy schedules. Internationally, Basque and Catalan initiatives have shown that digital integration is critical in normalising minority languages within families (Cenoz & Gorter, 2021).
The interviews also revealed differences between the two programmes. The Head likened them to “building the bricks of language versus bringing the language to life,” suggesting that Tric a Chlic provided the technical building blocks while Clonc brought language into lived family practice. The Head of Progression Stage 2 distinguished them as “schoolwork versus fun,” with both complementing each other. The Assistant Head emphasised the programmes’ community impact, noting that parents and siblings learned alongside children. This differentiation underscores the holistic nature of the provision, with one programme strengthening technical skills and the other embedding Welsh in family life. However, this duality raises questions of scalability: can both programmes be sustained with equal emphasis, or will one inevitably dominate due to funding or time constraints?
Looking to the future, the Assistant Head recommended bilingual glossaries and phrase cards, designed to reassure parents fearful of “getting it wrong,” reflecting wider research on language anxiety in family settings (Curdt-Christiansen, 2013). The Head proposed the use of digital supports, such as explainer videos or QR codes, aligning with policy calls for technology-enhanced language learning (Welsh Government, 2017, 2023). The Head of Progression Stage 2 advocated for greater pupil agency, suggesting that children co-design activities, which echoes García and Wei’s (2014) translanguaging approach and the learner-centred ethos of the Curriculum for Wales (2022). These suggestions collectively show an awareness of both structural and cultural barriers, while also revealing the limitations of school capacity: staff consistently emphasised the need for light-touch, realistic supports rather than resource-intensive interventions.
In terms of broader visions, the Head of Progression Stage 2 emphasised the need to tailor approaches to diverse communities, reflecting the fact that families in urban Swansea may have very different needs to those in rural or majority-Welsh-speaking areas. The Head imagined interactive apps combining phonics and conversational prompts. The Assistant Head envisioned scaling Clonc nationally as a model for family–school partnerships. These perspectives highlight the tension between scalability and local flexibility, echoing debates in minority language education worldwide (Benton, 2015).
All three participants also proposed practical ways of extending support to families. The Head recommended reusable digital demonstrations and termly drop-in sessions. The Head of Progression Stage 2 envisioned “language passports,” where children could take on the role of teaching their parents. The Assistant Head suggested playful family challenges, such as using three Welsh phrases at dinner. These suggestions reveal a strong awareness of both pedagogical and emotional dimensions of family engagement, recognising that revitalisation depends on shared ownership of language practices. They also echo findings from international contexts where children’s agency is central to revitalisation—for example, in Hawaiian immersion schools, where pupils often act as language role models for their families (Wilson & Kamanā, 2001).
While the interviews provide rich insights, it is important to recognise that only three senior voices are represented. Perspectives from classroom assistants, newly qualified teachers, and support staff could add further nuance, as could systematic consultation with families. This limitation underscores the value of future research adopting a broader staff-wide approach, perhaps through focus groups or surveys.
In summary, the interviews with the Head, the Assistant Head (and co-creator of Clonc), and the Head of Progression Stage 2 (and co-creator of Clonc) provide deep professional insight into the implementation of Tric a Chlic and Clonc. Their reflections reveal the programmes’ pedagogical strengths, the barriers faced by non-Welsh-speaking families, and their contribution to national bilingualism goals. Importantly, they show how strategic leadership, innovation, and classroom practice interlock to embed Welsh within both school and home contexts. While limited to three senior leaders, these accounts offer valuable depth. They highlight the iterative nature of language revitalisation and point to future opportunities for scaling, adaptation, and broader staff involvement. Ultimately, the findings affirm that Tric a Chlic and Clonc are not merely resources but central to a wider strategy of cultural and linguistic sustainability.
Summary of Key Findings
This study provides useful insights into how Tric a Chlic and Clonc are working in homes where Welsh is not the first language. From the 220 parent responses, most highlighted a positive impact on their child’s Welsh language development. Tric a Chlic was strongly linked to improvements in early reading and phonics, with more than 70% of parents saying it helped their child “a great deal” or “quite a lot.” In turn, Clonc was valued for developing oral language and encouraging conversation in households that may not otherwise use Welsh.
Responses to Q7 (“Do you think these programmes help your child become bilingual?”) were especially encouraging. Over 80% of parents either strongly agreed or agreed, with none strongly disagreeing. This shows that the programmes are widely trusted and viewed as legitimate tools for promoting bilingualism, which ties directly into the Welsh Government’s Cymraeg 2050 target. Parents also showed strong ideological support for bilingualism. In Q8, almost all said it was “very important” or “quite important” that their child be confident in both Welsh and English.
At the same time, there were barriers. Families with little or no Welsh often struggled to engage fully, asking for clearer bilingual guides, video tutorials, and simplified instructions. These barriers remind us that language learning does not just happen in classrooms but within the wider ecology of family life. This aligns with Estyn’s (2022; 2023) findings that while early literacy schemes like Tric a Chlic are valued, their success depends on consistent family reinforcement — a condition often missing in English-dominant areas. Welsh Government reviews (2023) similarly stress the need to embed parental engagement, highlighting that policy targets falter when confined to school input measures.
 In Bronfenbrenner’s terms, the microsystem of the home plays a decisive role, and unless parents feel confident, the school’s efforts can only go so far. The interviews with the Head, the Assistant Head (and co-creator of Clonc), and the Head of Progression Stage 2 (and co-creator of Clonc) echoed these themes. Parents may ask for apps and frequent workshops, but staff emphasised the need for realistic, light-touch supports that fit within busy family life and existing school structures (such as newsletters, induction meetings, or Weduc).
Another theme was the absence of children’s direct voices. Both parents and staff acknowledged this gap, with several noting that children themselves could explain more clearly what helps them, and why. Relying only on adult perspectives risks overlooking the very group the programmes are designed for. In Bronfenbrenner’s ecological model, children are not passive recipients but active players within the microsystem and mesosystem. Their voices would add depth and balance, giving a more complete picture of how Tric a Chlic and Clonc work in practice.
Finally, when seen through Ruiz’s orientations, most families viewed Welsh as a resource—a skill and a cultural asset for their children. But where instructions were unclear, Welsh sometimes slipped into being seen as a problem, with parents feeling frustrated or excluded. A small but important number of responses hinted at this. The task going forward is to strengthen the “resource” framing by making the programmes as accessible, practical, and family-friendly as possible.
Taken together, the results show that Tric a Chlic and Clonc are well regarded and effective, but their long-term impact depends on three things: clear parental support, sustainable school–home partnerships, and listening to children themselves. It is important not to conflate positive perceptions with long-term impact. As Thomas and Collier (2002) demonstrate, bilingual proficiency develops over many years, often beyond primary schooling. The overwhelmingly positive responses in my dataset should therefore be read as indicators of short-term engagement rather than definitive evidence of sustained bilingual competence.
Alignment with Literature
The findings align closely with theoretical and empirical work on bilingual education and language revitalisation. Baker and Wright (2021) stress the need for continuity across home and school; parental calls for clearer resources illustrate this principle directly. Without scaffolding, non-Welsh-speaking families struggle to reinforce school-based learning.
Parents largely framed Welsh as a ‘resource’ in Ruiz’s (1984) terms — a valuable skill and identity marker. Yet traces of a ‘problem’ orientation emerged where families felt excluded by unclear instructions. However, the reliance on parental self-report introduces risks of positivity bias. International evidence cautions that families often overstate engagement compared to observed practice (Hickey, 2011; Pujolar & Puigdevall, 2015). These findings partially support translanguaging pedagogy—parents valued flexible prompts—yet they also expose a design gap: materials still presume adult Welsh competence. This aligns with critiques that translanguaging requires explicit task design and accessible models to be enacted beyond classrooms (Cenoz & Gorter, 2021). The positive attitudes reported here therefore constitute necessary but insufficient conditions for sustained home use; without novice-friendly scaffolds and digital exemplars, families struggle to convert willingness into routine practice. 
This raises questions about whether the strong support expressed in surveys reflects sustained behavioural change or simply aspirational attitudes. By foregrounding this tension, the findings align with Baker (1993) and Wiley (2015) but also extend them by emphasising the need for independent measures of children’s actual bilingual competence.
The staff’s pragmatic stance towards workload echoes Valdés and Figueroa’s (1994) warning that overburdening families or schools risks undermining participation. Their emphasis on embedding support within existing channels reflects a sustainable approach to family engagement.
Bronfenbrenner’s (1979) ecological model provides a useful interpretive lens: while parents and teachers were included, children’s voices — central to the microsystem — were absent. This gap highlights the need for more participatory research, consistent with Lundy’s (2007) rights-based model.
International parallels strengthen these findings. Evidence from Catalonia and Māori medium education (Cenoz & Gorter, 2021; Hill, 2017) shows that bilingual success depends on both institutional support and home engagement — precisely the dual focus reflected here. However, one tension remains underexplored in the literature: how far parental self-report can be trusted as a reliable indicator of bilingual progression. My findings echo international critiques (Hickey, 2011; Pujolar & Puigdevall, 2015) that families often overstate engagement. This highlights the need for independent measures of children’s proficiency if policy makers are to evaluate programmes rigorously.
Strengths and Challenges of the Programmes
The programmes’ complementary nature emerged as a key strength: Tric a Chlic supports literacy foundations, while Clonc enables oral confidence and family participation. This balance mirrors Baker and Wright’s (2021) view that bilingual education must integrate both receptive and productive skills. Their alignment with Cymraeg 2050 strengthens their strategic value.
Challenges remain. Accessibility was a recurring barrier, particularly for non-Welsh-speaking parents who lacked scaffolding. As Bourhis (2001) and Wiley (2015) argue, minority language programmes falter when families feel excluded. Sustainability was another concern: while parents requested digital apps and workshops, teachers stressed the limits of time and budgets, echoing Valdés and Figueroa’s (1994) caution against disproportionate burdens. Finally, the exclusion of children’s perspectives left evaluations incomplete, weakening ecological validity (Bronfenbrenner, 1979; Lundy, 2007). Equally, sustainability cannot be assumed. Both staff and parents expressed enthusiasm for digital supports, yet this requires long-term investment. Without continued funding, programmes risk becoming outdated or tokenistic. Estyn (2023) has already warned of variation in resource quality across schools; my findings confirm this risk and call for system-level monitoring.
Implications for Policy and Practice
The findings point to several implications for schools, programme developers, and policymakers. First, parents’ repeated calls for bilingual glossaries, video tutorials, and simplified guides highlight the importance of creating accessible resources that are reusable and available on demand through existing platforms such as Weduc. Second, teachers emphasised the value of embedding support into existing structures—such as newsletters, induction meetings, and parent evenings—rather than creating additional workload, suggesting that sustainability depends on integration rather than expansion.
Third, future iterations should place greater emphasis on child-centred evaluation by incorporating children’s perspectives through questionnaires, focus groups, or creative methods such as drawings and storytelling. Equity considerations also emerged as significant: differences in digital access and parental time mean that printed bilingual guides should complement digital tools to ensure inclusivity.
From a development perspective, programme designers could simplify interfaces, expand bilingual scaffolds, and engage parents and teachers in co-design (Spencer & Hanley, 2021). Finally, at the policy level, the findings underscore the need for sustained Welsh Government investment in parental engagement as part of Cymraeg 2050. International evidence from Catalonia and New Zealand demonstrates that large-scale success requires both institutional support and grassroots family participation, reinforcing the importance of connecting national strategy with everyday family practice.

Contribution to Knowledge
This dissertation makes an original, practice-focused contribution by providing the first integrated evaluation of Clonc (oracy) and Tric a Chlic (literacy) within a single Welsh-medium primary school, with particular attention to non-Welsh-speaking homes in an English-dominant locality. It demonstrates that accessibility and light-touch scaffolding—such as clear instructions, novice-friendly prompts, and short digital exemplars—are the mechanisms most likely to transform positive parental attitudes into regular language use at home.
The study advances knowledge in four main ways. Conceptually, it re-frames home engagement not as a question of parental motivation but as a challenge of programme design, extending translanguaging from an abstract principle to a practical routine (García & Wei, 2014; Cenoz & Gorter, 2021). Empirically, it draws on survey data, interviews, and classroom observations to show the persistence of a school-to-home transfer gap, even when parents are highly supportive. Methodologically, it offers a mixed-methods template for evaluating bilingual interventions at the programme-pair level, assessing oracy and literacy together rather than in isolation. At the policy level, it underlines the need for low-cost, scalable supports if Cymraeg 2050 targets are to be met in communities where English remains dominant (Welsh Government, 2017).
Taken together, these findings shift the debate beyond the question of whether families ‘value’ Welsh towards the more practical issue of how they can enact it in daily life. The contribution of this study lies in identifying a set of design levers—brevity, clarity, and modelling—that can be scaled across Welsh-medium contexts to ensure that bilingual programmes are not only effective in schools but also sustainable and equitable in the home.
Mapping Findings to Bronfenbrenner’s Ecological Systems Theory and Ruiz’s Orientations
The findings from this study can be better understood when considered through Bronfenbrenner’s (1979) ecological systems theory, which highlights how children’s development is shaped by a set of overlapping environments. At the closest level, the microsystem of the home made a clear difference. Where families used Tric a Chlic and Clonc regularly as part of daily routines, children grew in confidence and developed secure early reading and speaking skills. Where use was more occasional or absent, Welsh often remained confined to the classroom. This is not unique to Wales. In Māori-medium education in New Zealand, for instance, researchers have also noted how children progress more quickly when families reinforce the language at home, rather than leaving it as something that only happens in school.  
The mesosystem—the links between school and home—was another decisive factor. Parents who received straightforward bilingual guides, newsletters, or short digital supports felt much more confident in helping their children. Teachers backed this up, stressing how important accessible communication was for maintaining engagement. In contrast, parents who struggled with unclear materials often disengaged. A similar pattern is seen in Basque schools, where practical, family-friendly materials have been shown to boost confidence among parents who don’t speak Basque themselves. 
The exosystem—the structures that surround the school—also shaped families’ experiences. The use of bilingual letters, Weduc, and accessible formats enabled parents to take part even when they lacked Welsh proficiency. These small, structural decisions made a big difference to how included families felt. At the broader macrosystem level, the policy backdrop of Cymraeg 2050 played its part. Parents frequently linked their support for bilingualism to this wider vision, framing Welsh not only as a school subject but as part of their children’s future. Over time—the chronosystem—parents noticed a cumulative effect: younger pupils developed strong literacy foundations, while older ones gained independence and oral confidence. 
Ruiz’s (1984) orientations towards language provide another way of interpreting these results. Most families saw Welsh as a resource—an asset that carried cultural, social, and future benefits. This view was most common among those who understood the aims of the programmes and had received clear bilingual instructions. However, when guidance was confusing or inaccessible, some parents slipped into a language-as-problem stance, describing frustration or feeling excluded from their child’s learning. A smaller, emerging theme pointed towards language-as-right. Several parents implied that their children had a right to Welsh-medium education, recognising the cultural and identity value it brings. This reflects wider debates across minority language contexts. In Ireland, for example, parents of children in Gaelscoileanna often describe Irish as both a resource and a right, even when they themselves have limited fluency.
Bringing these perspectives together, the study shows that family engagement with Tric a Chlic and Clonc is influenced by both ecological systems and language orientations. In practical terms, the most powerful lever lies in the mesosystem: the relationship between school and home. By offering accessible, confidence-building supports, schools can shift more parents firmly towards a language-as-resource view of Welsh. This strengthens not only family engagement but also the wider ecological conditions needed for the language to thrive, much as has been seen in Basque and Māori revitalisation efforts.
















Recommendations
This study identifies three evidence-informed priorities for action — clarity of parental guidance, sustainable digital scaffolds, and embedding pupil voice. These operate across school, developer, and policy levels.
For Schools
Schools should prioritise clarity and accessibility when engaging families, particularly those without Welsh language skills. Quick-start bilingual guides, phrasebooks, and glossaries would help reduce anxiety and enable parents to support their children with confidence. Embedding this support into existing structures—such as newsletters, induction evenings, and parent meetings—would ensure sustainability without increasing staff workload. Teachers might also encourage pupils to act as “language brokers” at home, a strategy that reinforces their own learning while boosting parental confidence, consistent with Vygotsky’s (1978) sociocultural theory of co-constructed knowledge.
Schools should pilot a pupil-voice add-on to Clonc and Tric a Chlic: two 10-minute activities per week where children record a micro-reflection (‘When did I use Welsh at home?’) and a one-click audio sample practising that week’s target pattern. Teachers can sample two entries per class weekly to shape next steps. This low-burden model keeps children as agents of transmission, aligns with translanguaging principles, and supplies actionable feedback to staff and programme developers.
For Programme Developers
Programme developers must ensure that resources are simple, bilingual, and user-friendly. Overly complex or text-heavy materials risk alienating non-Welsh-speaking families. Co-design with parents and teachers is therefore essential to ensure usability and inclusivity. Developers could also expand digital extensions—such as interactive apps, video demonstrations, and bilingual phrasebanks—that embed Welsh in everyday family routines. Evidence from Basque and Māori-medium contexts (Cenoz & Gorter, 2021; Hill, 2017) demonstrates the potential of digital scaffolds to normalise minority language use in homes and communities.
For Policymakers and Researchers
At the strategic level, findings reinforce the need for Welsh Government investment in family-focused bilingual resources and equitable digital access. Policy framing should position Welsh as both a right and a resource (Ruiz, 1984), ensuring that families from less advantaged backgrounds are not left behind. Future evaluations should embed children’s perspectives as central stakeholders, in line with Lundy’s (2007) rights-based model, and adopt longitudinal designs to assess sustainability over time (Thomas & Collier, 2002). Broader comparative studies across rural and urban Welsh-medium schools, as well as international parallels with Catalan and Māori-medium provision, could extend understanding of how interventions like Tric a Chlic and Clonc operate across diverse contexts.
Limitations of the Study
While this study provides valuable insights into the role of Tric a Chlic and Clonc in supporting bilingualism within non-Welsh-speaking homes, several limitations must be acknowledged.
First, the findings are based on a single case study at School X. Although the sample of 220 parental responses is relatively large for one school, the results cannot be generalised to all Welsh-medium schools, particularly those in rural areas or different socio-economic contexts. Broader studies across multiple sites would provide a more representative picture.
Second, the research relied primarily on self-reported data from parents and the perspectives of school leaders. While these viewpoints are critical, they reflect adult interpretations of children’s learning and may not fully capture pupils’ lived experiences. The exclusion of children’s perspectives represents more than a practical omission; it undermines ecological validity and contravenes Lundy’s (2007) rights-based model, which frames pupil voice as integral to educational research. Future designs should therefore embed participatory methods to ensure children are not positioned as passive subjects.
Future research could address this gap by employing child-centred and age-appropriate methods. For example, focus groups facilitated through games or storytelling could allow children to express how they experience Tric a Chlic and Clonc in their own terms. Visual methods such as drawing or photo diaries could help younger pupils communicate experiences beyond what they might articulate verbally. Story-completion tasks, where children finish prompts about using Welsh at home, could also reveal their attitudes, emotions, and confidence in authentic ways. These participatory approaches would not only align with ethical imperatives but also strengthen the ecological validity of findings by capturing the voices of those most directly affected by the interventions.
Third, the use of an online questionnaire may have introduced a digital access bias, with families less confident or less able to use technology potentially underrepresented. Although the school’s endorsement likely boosted participation, the mode of delivery may still have limited inclusivity.
Finally, time and resource constraints restricted the methodological scope of the study. A longitudinal design, incorporating classroom observations and follow-up interviews, would have provided richer evidence of programme impact over time.
Recognising these limitations does not diminish the value of the findings but rather situates them within their context, highlighting areas where future research can extend and deepen understanding.














[bookmark: _Toc210250590][bookmark: _Toc200060457]Conclusion
This dissertation set out to investigate the extent to which the Tric a Chlic and Clonc programmes promote positive approaches to bilingualism in homes where Welsh is not the first language. In doing so, it contributes to wider debates on how structured interventions can bridge ideological support for minority languages with sustained everyday practice. Using the five research objectives as a framework, the findings respond directly to each, while also acknowledging the study’s limitations and contributions. Overall, the study contributes context-specific evidence that programme impact hinges on usable home supports and family confidence, while also evidencing the limits of single-site, adult-reported data. This dual emphasis helps calibrate school-to-home interventions without over-claiming impact.
[bookmark: _Toc210250591]Objective 1: Evaluate effectiveness.
The evidence shows that Tric a Chlic is widely regarded by parents as effective in strengthening early reading and phonics, whereas Clonc is appreciated for enhancing oral confidence and encouraging informal Welsh use. Over 70% of participating parents reported noticeable gains in their child’s Welsh in the home, confirming that the programmes can enhance bilingual competence—though such gains are mediated by consistency of use and parental support. Given the single-site sample, reliance on self-report, and the absence of pupil voice, external validity is limited; these figures should be read as indicative of potential rather than definitive evidence of impact. This caveat is significant: it challenges the assumption that uptake automatically translates to long-term bilingual competence. Without triangulating parental reports with observational or pupil data, the evidence base risks overstating effectiveness
[bookmark: _Toc210250592]Objective 2: Explore parental perceptions and attitudes.
Survey and interview data reveal strong ideological support for bilingualism: 89% of parents rated it highly for their children’s futures. Most households framed Welsh as a “resource,” aligning with Ruiz’s orientations, though some reverted to a “problem” stance when guidance or scaffolding was lacking. These results underscore that attitudinal support, while necessary, is insufficient without practical, easy-to-use guidance (e.g. bilingual glossaries, guidance, demonstration)—echoing wider research that highlights the centrality of scaffolding in supporting minority language learners (Fuster, 2022; Thomas, 2020). This nuance strengthens Ruiz’s orientations framework by showing that ideological ‘resource’ positioning must be operationalised through concrete supports. Otherwise, Welsh risks slipping back into a symbolic rather than functional domain.
[bookmark: _Toc210250593]Objective 3: Examine programme engagement.
Approximately 70% of families engaged with Tric a Chlic multiple times per week; Clonc usage was similar. A minority used the programmes more sporadically or reported confusion about instructions. Where engagement was regular and supported, children showed greater gains in confidence and active usage of Welsh at home. This suggests that for programmes like these, frequency and clarity of support are key levers. This finding echoes De Houwer’s (2009) emphasis on routine and consistency, but extends it into the digital age: frequency now depends as much on app accessibility and online demonstrations as on parental time or confidence.
[bookmark: _Toc210250594]Objective 4: Conduct comparative analysis.
The programmes are complementary rather than redundant. Tric a Chlic tends to serve a more structured, literacy-oriented role—the “building blocks” of reading and phonics—while Clonc offers more free-flowing, oral, conversational usage, helping embed Welsh into everyday life. Interviews with staff confirmed this: Tric a Chlic is seen as technical literacy work; Clonc as animating the language in family interaction. Together, they offer a balanced approach, though ensuring equal attention and adapting to digital usage are essential for long-term sustainability. Here, Bronfenbrenner’s ecological model offers fresh insight: literacy and oracy do not operate in isolation but interact across microsystems (home routines), mesosystems (school–parent links), and exosystems (digital platforms).
[bookmark: _Toc210250595]Objective 5: Identify barriers and facilitators.
The most persistent barrier was parental confidence. Non-Welsh-speaking families often felt unsure how best to support their children without overstepping or getting it “wrong.” Facilitators included tools that lowered that uncertainty: bilingual glossaries, video examples, school-home links, and digital scaffolds that permit flexible reinforcement. This reinforces international evidence (e.g., Catalonia, Māori-medium contexts) that minority language vitality increasingly depends on light-touch, parent-friendly tools. The finding is not just practical but theoretical: it reframes scaffolding as a socio-material as well as pedagogical construct Ideological support, while strong, needed to be converted into concrete, accessible supports for non-Welsh households to participate meaningfully.
As with any small-scale study, limitations exist. The focus on a single school restricts generalisability of the findings, and the absence of pupils’ voices leaves an important dimension unexplored. Future research might address these gaps by incorporating multi-school case studies, eliciting direct perspectives from children themselves, and exploring the influence of digital domains such as YouTube, TikTok, and gaming in shaping Welsh language use at home. Longitudinal study would also be valuable to see whether early engagements translate into sustained bilingualism over time.
[bookmark: _Toc210250596]The unique contribution of this research lies in three areas:
Contextual extension: It provides rare evidence of how Tric a Chlic and Clonc operate in an English-dominant urban context, extending bilingualism theory into the lived reality of Swansea families.
Theoretical refinement: It shows how digital scaffolds and bilingual guides can reshape parental attitudes in real time, shifting Welsh from being perceived as a “problem” to a genuine “resource.” This adds nuance to ecological and orientation models in bilingualism—aligning with research that emphasises translanguaging, scaffolding, and confidence-building as vital for minority language sustainability (Fuster, 2022; Thomas, 2020).
Practical and policy insight: It offers actionable recommendations for schools and policymakers—small, confidence-building supports rather than broader ideological appeals are what enable families without Welsh to meaningfully engage with language revitalisation efforts. This contributes directly to realising the goals set out in Cymraeg 2050 for increased family transmission and use of Welsh in informal domains (Welsh Government, 2022).
Overall, this dissertation demonstrates that while Tric a Chlic and Clonc are effective catalysts, their transformative potential lies in how they interact with family agency, digital resources, and cultural identity. The originality of this study is in showing that bilingual revitalisation requires not just policy vision or classroom practice, but an ecology of supports that normalise Welsh across multiple domains. By situating parental scaffolding within digital and home–school ecosystems, the study offers a distinctive contribution to Cymraeg 2050 and to international scholarship on minority language sustainability.
Language is more than a medium of instruction; it is a song that carries us, a light that connects generations. If nurtured carefully, the children in our schools today will not only inherit the words of their ancestors but also add their own verses to the evolving story of Welsh. As the old Welsh proverb reminds us: “Cenedl heb iaith yw cenedl heb galon” — a nation without a language is a nation without a heart. In this light, programmes such as Tric a Chlic and Clonc are not merely educational tools but vessels of identity, belonging, and hope. By enabling schools, families, and policymakers to work in partnership, they ensure that the heartbeat of the Welsh nation will remain strong, carried forward in the voices of a new generation.
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List of semi-structured interview questions used with:
· Karen Thomas (Headteacher)
· Nerys Davies (Deputy Head and co-creator of Clonc)
· Llinos Jones (Progression Stage 2 Leader and co-creator of Clonc)
Cwestiynau Cyfweliad i Athrawon / Interview Questions for Teachers
Isod ceir y cwestiynau cyfweliad a gynlluniwyd ar gyfer athrawon sy’n ymwneud â’r rhaglenni Tric a Chlic a Clonc yn Ysgol Gymraeg Lonlas. Mae pob cwestiwn wedi’i gyflwyno yn Gymraeg yn gyntaf ac yna yn Saesneg.
Cynhaliwyd y cyfweliadau gyda thri aelod allweddol o dîm arweinyddiaeth yr ysgol, sydd â phrofiad helaeth a chyfraniad uniongyrchol i’r rhaglenni hyn:
· Karen Thomas – Pennaeth Ysgol Gymraeg Lonlas, sy’n gyfrifol am arwain gweledigaeth yr ysgol a goruchwylio gweithredu strategol y rhaglenni dwyieithog.
· Nerys Davies – Dirprwy Bennaeth ac un o gyd-grewyr y rhaglen Clonc, sydd â phrofiad uniongyrchol o ddylunio a datblygu’r adnodd, yn ogystal â chefnogi ei weithredu yn y dosbarth.
· Llinos Jones – Arweinydd Cyfnod Cynnydd 2, sy’n canolbwyntio ar ddatblygiad iaith ac arloesi addysgol ymhlith disgyblion Blwyddyn 3–6, gan sicrhau bod y rhaglenni’n cyd-fynd ag anghenion dysgwyr a theuluoedd.
Drwy gynnwys safbwyntiau’r tri arweinydd hyn, ceir darlun cytbwys o sut mae’r rhaglenni’n cael eu gweithredu, eu cryfderau, a’r heriau sy’n codi wrth gefnogi disgyblion a theuluoedd.
__________________________________________________________________
Below are the interview questions designed for teachers involved in the Tric a Chlic and Clonc programmes at Ysgol Gymraeg Lonlas. Each question is presented first in Welsh and then in English.
The interviews were conducted with three key members of the school leadership team, each of whom has extensive experience and a direct role in these programmes:
· Karen Thomas – Headteacher of Ysgol Gymraeg Lonlas, responsible for leading the school vision and overseeing the strategic implementation of bilingual programmes.
· Nerys Davies – Deputy Headteacher and co-creator of the Clonc programme, with direct experience in designing and developing the resource, as well as supporting its classroom delivery.
· Llinos Jones – Progression Stage 2 Leader, focusing on language development and educational innovation among pupils in Years 3–6, ensuring the programmes align with learner and family needs.
Including the perspectives of these three leaders provides a balanced picture of how the programmes are implemented, their strengths, and the challenges involved in supporting both pupils and families.
1. A allwch chi egluro eich rôl wrth weithredu’r rhaglenni Tric a Chlic a Clonc?
Can you explain your role in implementing the Tric a Chlic and Clonc programmes?
2. Beth ydych chi’n ei weld fel prif gryfderau’r rhaglenni hyn wrth gefnogi datblygiad iaith Gymraeg disgyblion?
What do you see as the main strengths of these programmes in supporting pupils’ Welsh language development?
3. Ydych chi wedi sylwi ar unrhyw heriau penodol i deuluoedd di-Gymraeg wrth ymgysylltu â’r rhaglenni hyn?
Have you noticed any particular challenges for non-Welsh-speaking families in engaging with these programmes?
4. Yn eich barn chi, sut mae’r rhaglenni hyn yn cyfrannu at darged Llywodraeth Cymru o gyrraedd un filiwn o siaradwyr Cymraeg erbyn 2050?
In your opinion, how do these programmes contribute to the Welsh Government’s target of reaching one million Welsh speakers by 2050?
5. Sut ydych chi’n teimlo bod plant yn ymateb i ddefnyddio Tric a Chlic a Clonc gartref o’i gymharu ag yn yr ysgol?How do you feel children respond to using Tric a Chlic and Clonc at home compared to in school?

6. Pa rôl ydych chi’n meddwl y mae rhieni’n ei chwarae wrth gefnogi llwyddiant y rhaglenni hyn?What role do you think parents play in supporting the success of these programmes?

7. Ydych chi wedi addasu neu addasu’r ffordd rydych chi’n cyflwyno’r rhaglenni hyn i wella anghenion disgyblion neu deuluoedd?
Have you adapted or modified the way you deliver these programmes to better meet pupils’ or families’ needs?

8. Pa wahaniaethau, os o gwbl, ydych chi wedi sylwi rhyngddynt ynghylch effaith Tric a Chlic a Clonc?
What differences, if any, have you noticed between the impact of Tric a Chlic and Clonc?

9. Pa welliannau neu newidiadau fyddech chi’n eu hawgrymu i wneud y rhaglenni hyn yn fwy effeithiol?
What improvements or changes would you suggest to make these programmes more effective?
10. Gan edrych ymlaen, sut ydych chi’n gweld rôl y dyfodol i Tric a Chlic a Clonc wrth gefnogi dwyieithrwydd yn Ysgol Gymraeg Lonlas?
Looking ahead, how do you see the future role of Tric a Chlic and Clonc in supporting bilingualism at Ysgol Gymraeg Lonlas?

I orffen 
Pa awgrymiadau sydd gennych ar sut y gallai’r ysgol helpu teuluoedd ddefnyddio a chryfhau       Tric a Chlic a Clonc gartref?
What suggestions do you have for how the school could help families use and reinforce Tric a Chlic and Clonc at home?
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Q1. A allwch chi egluro eich rôl wrth weithredu’r rhaglenni Tric a Chlic a Clonc? / Can you explain your role in implementing the Tric a Chlic and Clonc programmes?
All three interviewees explained their responsibilities in ways that highlighted both complementary and overlapping roles.
· Karen Thomas (Headteacher) described her role as ensuring that both programmes are embedded strategically across the school. She stressed that her position involves creating a whole-school culture where Welsh is seen as natural and valuable. She also emphasised supporting staff confidence, particularly for new or less experienced teachers, and ensuring that the ethos of the school aligns with the Welsh Government’s vision for Cymraeg 2050.
· Nerys Davies (Deputy Head and co-creator of Clonc) described her dual role as both a senior leader and an innovator. She had been directly involved in creating Clonc, which gave her unique insights into its purpose: enabling families to practise Welsh beyond the classroom. She emphasised that her leadership role allowed her to ensure fidelity in implementation while also gathering feedback from staff and parents to refine resources.
· Llinos Jones (Progression Stage 2 Leader) discussed her more hands-on classroom perspective. Her role is to oversee day-to-day implementation within Key Stage 2 and ensure consistency across classes. She highlighted that her responsibility was to model best practice, coach colleagues, and adapt the resources for a range of pupil abilities.
Together, their roles showed how leadership, innovation, and classroom practice interlock to sustain the programmes.

Q2. Beth ydych chi’n ei weld fel prif gryfderau’r rhaglenni hyn wrth gefnogi datblygiad iaith Gymraeg disgyblion? / What do you see as the main strengths of these programmes in supporting pupils’ Welsh language development?
· Karen identified Tric a Chlic’s systematic phonics approach as its greatest strength, noting that it gave even reluctant readers the tools to decode Welsh words with confidence. She observed that this structured literacy foundation was particularly helpful for children who had little exposure to Welsh at home.
· Nerys explained that Clonc filled a different but complementary role, focusing less on decoding and more on spoken Welsh and natural conversation. She argued its greatest strength was its ability to bridge home and school: children could use familiar, playful prompts to practise with parents and siblings, which fostered both language and relationships.
· Llinos stressed that both programmes created predictable routines. Pupils became accustomed to specific activities, which reduced anxiety and allowed them to focus on the language. She noted that confidence-building was at the heart of both initiatives, giving children the sense that Welsh was not just for school but part of everyday life.

Q3. Ydych chi wedi sylwi ar unrhyw heriau penodol i deuluoedd di-Gymraeg wrth ymgysylltu â’r rhaglenni hyn? / Have you noticed any particular challenges for non-Welsh-speaking families in engaging with these programmes?
All three highlighted similar challenges but framed them slightly differently.
· Karen said that non-Welsh-speaking parents often feel daunted when instructions or tasks are presented without sufficient translation or scaffolding. Even if they want to help, the lack of confidence can result in avoidance. She described this as a “confidence gap” rather than a “commitment gap.”
· Nerys noted that this barrier was one of the drivers for designing Clonc with bilingual prompts. She said that families often expressed gratitude for clear English guidance alongside Welsh activities, which helped them feel included rather than excluded.
· Llinos provided classroom-based anecdotes where children became “teachers” at home, taking responsibility for explaining tasks to their parents. While she saw this as positive for pupils’ confidence, she also worried that some parents might feel sidelined. She suggested that schools need to reassure families that their encouragement, even without language skills, is valuable.

Q4. Yn eich barn chi, sut mae’r rhaglenni hyn yn cyfrannu at darged Llywodraeth Cymru o gyrraedd un filiwn o siaradwyr Cymraeg erbyn 2050? / In your opinion, how do these programmes contribute to the Welsh Government’s target of reaching one million Welsh speakers by 2050?
· Karen argued that early years interventions are crucial, because they lay the foundation for a lifelong relationship with the language. Programmes like Tric a Chlic ensure that all children, regardless of background, can enter KS2 with the skills needed to thrive in Welsh-medium education.
· Nerys explicitly connected Clonc to Cymraeg 2050 by emphasising that language use must extend beyond school walls. By equipping parents and families with resources, even if they are not Welsh speakers themselves, Clonc normalises the presence of Welsh in the home. She described this as “planting seeds of language loyalty.”
· Llinos highlighted sustainability. She suggested that while teaching children is essential, reaching the million-speaker target requires fostering attitudes in whole families. If parents see Welsh as something they can access and value, then their children are more likely to sustain its use through adolescence and into adulthood.

Q5. Sut ydych chi’n teimlo bod plant yn ymateb i ddefnyddio Tric a Chlic a Clonc gartref o’i gymharu ag yn yr ysgol? / How do you feel children respond to using Tric a Chlic and Clonc at home compared to in school?
· Karen noticed that children enjoy the independence of taking ownership of their learning at home, but that their level of engagement depends heavily on family support. Some children thrive when parents encourage them, while others disengage if reinforcement is absent.
· Nerys observed that children often show pride when “teaching” their parents or siblings. She described instances where pupils enjoyed demonstrating their Welsh skills to adults who did not speak the language, which boosted their confidence.
· Llinos noted that the home environment can cut both ways: some children relax and practise more freely without peer pressure, but others become distracted. She stressed that the role of parents is to create a positive but structured atmosphere to ensure practice is meaningful.

Q6. Pa rôl ydych chi’n meddwl y mae rhieni’n ei chwarae wrth gefnogi llwyddiant y rhaglenni hyn? / What role do you think parents play in supporting the success of these programmes?
· Karen described parents as the “gatekeepers of language opportunities.” Even small acts, such as asking a child to share a Welsh word at dinner, can significantly reinforce learning.
· Nerys argued that parental attitude is more important than ability. She emphasised that non-Welsh-speaking parents who show curiosity and encouragement often raise children who are more resilient and positive about bilingualism.
· Llinos added that children quickly pick up on whether parents value Welsh. If parents present Welsh as something exciting and useful, children are more likely to persevere through challenges.

Q7. Ydych chi wedi addasu neu addasu’r ffordd rydych chi’n cyflwyno’r rhaglenni hyn i wella anghenion disgyblion neu deuluoedd?
Have you adapted or modified the way you deliver these programmes to better meet pupils’ or families’ needs?
Karen Thomas (Headteacher) explained that adaptation has been necessary to make the programmes accessible to all families, regardless of linguistic background. One practical step she mentioned was the school producing simplified home–school communication letters, in both Welsh and English, that explain activities clearly with visuals. She said that this prevents parents from feeling excluded and increases their willingness to engage. Karen also highlighted that training sessions for staff have been adapted to ensure consistency of delivery across year groups, which she felt was crucial for families with more than one child in the school.
Nerys Davies (Deputy Head, co-creator of Clonc) emphasised the iterative nature of Clonc. Since its launch, she has trialled different approaches based on parental feedback. For example, she found that longer activities were often left incomplete at home, so she adapted them into shorter, “bite-sized” challenges that could realistically be completed in five to ten minutes. She also piloted the use of bilingual audio clips so that families could listen together and repeat phrases without relying solely on written materials. She argued that adaptation was key to sustaining family motivation.
Llinos Jones (Progression Stage 2 Leader) spoke from her classroom experience, noting that children sometimes lacked the confidence to explain tasks to parents. To address this, she adapted the delivery in school by introducing short rehearsal sessions where pupils practised teaching the activity to a partner. She described this as a way of empowering children so that when they got home, they could confidently “take the lead” in guiding their family through the task.
Summary: All three emphasised that adaptation was less about changing the content of Tric a Chlic or Clonc, and more about making the delivery manageable, accessible, and confidence-building for both children and parents.

Q8. Pa wahaniaethau, os o gwbl, ydych chi wedi sylwi rhyngddynt ynghylch effaith Tric a Chlic a Clonc?
What differences, if any, have you noticed between the impact of Tric a Chlic and Clonc?
· Karen noted that Tric a Chlic had a more measurable impact on literacy skills—phonics, decoding, and spelling patterns—which she said was evident in standardised test results. By contrast, she viewed Clonc as developing oral confidence and “language play,” which are harder to measure but just as important. She likened the difference to “building the bricks of language” (Tric a Chlic) versus “bringing the language to life” (Clonc).
· Nerys stressed that Clonc is distinct because of its family focus. She explained that its impact extended beyond the pupil: parents and siblings often learned alongside the child. She shared anecdotal evidence of parents using simple Welsh greetings at the school gate, which she felt reflected Clonc’s wider community impact.
· Llinos said that pupils often saw Tric a Chlic as “school work” and Clonc as “fun at home.” While both programmes required effort, the tone of the engagement was different. She stressed that this balance was powerful: Tric a Chlic gave the structure, Clonc gave the joy.
Summary: All three agreed that the programmes are complementary: one is literacy-driven and school-centred, the other oral and family-centred.

Q9. Pa welliannau neu newidiadau fyddech chi’n eu hawgrymu i wneud y rhaglenni hyn yn fwy effeithiol?
What improvements or changes would you suggest to make these programmes more effective?
· Karen suggested strengthening the digital offer. She argued that modern families often rely on quick, accessible supports, such as short explainer videos or QR codes linking to demonstrations. This would particularly help non-Welsh-speaking parents who may not feel comfortable interpreting text-heavy guidance.
· Nerys recommended adding bilingual support materials such as glossaries, phrase cards, or even a parent handbook that could accompany the programmes. She noted that some families had expressed the need for reassurance that “getting it slightly wrong” at home was acceptable. She also suggested an annual parent–child workshop where activities could be modelled together.
· Llinos argued for embedding pupil voice into future development. She proposed that children themselves could give feedback on which activities they enjoyed most or found most helpful. This would ensure the programmes evolve in ways that keep learners motivated.
Summary: The main improvements focused on accessibility (digital and bilingual supports), sustainability (building in family workshops), and learner engagement (listening to pupil feedback).

Q10. Gan edrych ymlaen, sut ydych chi’n gweld rôl y dyfodol i Tric a Chlic a Clonc wrth gefnogi dwyieithrwydd?
Looking ahead, how do you see the future role of Tric a Chlic and Clonc in supporting bilingualism?
· Karen predicted that Tric a Chlic and Clonc would remain cornerstones of Welsh-medium education, but she emphasised the need for evolution. She argued that to remain relevant, the programmes should align more closely with digital platforms that families already use. She imagined future interactive apps that blend phonics games (Tric a Chlic) with conversation prompts (Clonc).
· Nerys envisioned Clonc being scaled up across Wales. She believed that the model of involving families directly could be transformative in achieving the Cymraeg 2050 target. She described the programme as a “blueprint” for family-school partnerships in minority language education.
· Llinos stressed flexibility and localisation. She suggested that while the programmes had universal strengths, their future success would depend on adapting resources for different communities—urban, rural, and diverse linguistic backgrounds. She felt that schools should have scope to tailor delivery to fit their own parent body.
Summary: The future role of the programmes was seen as central but dependent on adaptation—especially through digital innovation, scaling, and flexibility.

Q11. Pa awgrymiadau sydd gennych ar sut y gallai’r ysgol helpu teuluoedd ddefnyddio a chryfhau Tric a Chlic a Clonc gartref?
What suggestions do you have for how the school could help families use and reinforce Tric a Chlic and Clonc at home?
· This question generated the richest discussion, with detailed and practical ideas.
· Karen proposed creating a bank of bilingual video demonstrations where teachers model activities with children. She felt this would demystify the process for parents, particularly those lacking confidence in Welsh. She also recommended holding informal drop-in sessions for parents once a term, where they could ask questions and see the programmes in action. Karen cautioned, however, that workload must be considered—digital resources could be created once and reused rather than repeatedly demanding teacher time.
· Nerys suggested developing bilingual phrase cards and mini glossaries to accompany each Clonc or Tric a Chlic activity. She said this would empower parents to support without fear of “getting it wrong.” She also floated the idea of “family challenges,” where children are encouraged to involve siblings and parents in short playful tasks, such as using three Welsh phrases during dinner. For her, the priority was keeping the reinforcement realistic and enjoyable, rather than burdensome.
· Llinos highlighted the potential of child-led reinforcement. She suggested that pupils could be given “language passports” or reward charts to track their use of Welsh at home, with encouragement to teach parents or carers a new word or phrase each week. She explained that this would turn the dynamic around: children would feel empowered, parents would feel included, and the programme would become more interactive.
Summary:
Digital supports (videos, QR codes, apps)
Bilingual scaffolds (glossaries, phrase cards)
Family involvement (games, challenges, passports)
Accessible engagement (drop-in sessions, one-off workshops rather than constant demands)
All three stressed the same key principle: support must be practical, inclusive, and motivating rather than overwhelming for families.
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SECTION E: Details of Research Activity
	1
	Indicative title:
	To what extent do the 'Tric a Chlic' and 'Clonc' programmes promote a positive approach to bilingualism in homes where Welsh is not the first language?

	2
	Proposed start date:
	November 2024
	Proposed end date:
	January 2025

	
	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
· Aims 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.
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	3
	The purpose of this research is to evaluate the effectiveness of the 'Tric a Chlic' and 'Clonc' programmes in promoting bilingualism among students and families at Ysgol Gymraeg Lonlas, a Welsh-medium primary school in Swansea. With 97% of the school’s 650 students coming from non-Welsh-speaking families, these programmes are crucial in fostering Welsh language acquisition and supporting the Welsh Government’s target of reaching 1 million Welsh speakers by 2050.
This research will focus on several key areas: the impact of 'Tric a Chlic' and 'Clonc' on children’s Welsh language proficiency, the perceptions and attitudes of parents towards these programmes, and the level of engagement with these initiatives at home. By analysing both quantitative and qualitative data, the study aims to identify the barriers and facilitators experienced by non-Welsh-speaking families in implementing these programmes effectively.
The significance of this research is underscored by existing literature on bilingual education and language revitalisation. Studies have shown that targeted bilingual programmes are vital for enhancing language proficiency and cultural engagement among students from non-native backgrounds (May, 2014; Baker, 2011). The 'Tric a Chlic' and 'Clonc' programmes align with these principles by providing structured activities aimed at boosting Welsh language skills, which is essential for effective language acquisition in minority language contexts.
Research also highlights the crucial role of family involvement in the success of language education programmes. Parental attitudes and engagement are pivotal in reinforcing language skills learned at school and integrating the language into daily life (Hoff, 2006; Cummins, 2001). By examining the perceptions and involvement of parents at Ysgol Gymraeg Lonlas, this study will contribute to understanding how family engagement can be optimised to support bilingual education efforts.
Evaluating the effectiveness of educational programmes and identifying barriers to their implementation is also a key focus of this research. Previous studies emphasise that understanding both the facilitators and obstacles faced by learners and their families can lead to more effective programme design and delivery (Thomas & Collier, 2002; MacSwan & Rolstad, 2006). This research aims to provide insights into the specific challenges and successes of the 'Tric a Chlic' and 'Clonc' programmes, informing future developments in bilingual education.
Data will be collected through electronic questionnaires distributed to Year 5 and Year 6 students and their parents, as well as through interviews with key stakeholders involved in the design and delivery of the programmes, including the headteacher and programme creators. The questionnaires will be administered via Microsoft FORMS to ensure accessibility and ease of completion, while the interviews will provide deeper insights into the programmes’ impact and effectiveness.
The findings from this research will offer valuable insights for policymakers, educators, and programme developers by highlighting best practices and identifying areas for improvement. Additionally, this study will contribute to the broader academic discourse on bilingual education in minority language contexts, providing evidence-based recommendations that align with national language revitalisation goals. Ultimately, this research seeks to support the Welsh Government’s efforts to increase Welsh language proficiency and foster a positive approach to bilingualism in non-Welsh-speaking homes.


	4
	Research Question
To what extent do the 'Tric a Chlic' and 'Clonc' programmes promote a positive approach to bilingualism in homes where Welsh is not the first language?


	5
	Aims of Research Activity

1. Evaluate the Effectiveness: Assess the effectiveness of the 'Tric a Chlic' and 'Clonc' programmes in enhancing bilingual language skills among children at Ysgol Gymraeg Lonlas, contributing to the Welsh Government's target of achieving 1 million Welsh speakers by 2050.
1. Perceptions and Attitudes: Investigate the perceptions and attitudes of parents and guardians towards these programmes and their role in fostering a bilingual environment, supporting the Welsh Government's language revitalisation efforts.
1. Programme Engagement: Analyse the level of engagement and participation of children and their families in these programmes, aiming to increase Welsh language proficiency as part of the national goal.
1. Comparative Analysis: Compare the 'Tric a Chlic' and 'Clonc' programmes in terms of their approach, content, and outcomes in promoting bilingualism, aligning with the strategic objectives set by the Welsh Government.
1. Barriers and Facilitators: Identify the barriers and facilitators experienced by non-Welsh speaking families in implementing these programmes at home, addressing challenges to meet the ambitious language targets by 2050.


	6
	Objectives of Research Activity

1. Literature Review: Conduct a literature review on bilingual education programmes and their impact on language acquisition in minority language contexts, reflecting on strategies that can accelerate progress towards the Welsh Government's language goals.

1. Questionnaires: Develop and distribute electronic questionnaires to Year 5 and Year 6 students and their parents/guardians at Ysgol Gymraeg Lonlas, capturing insights on the effectiveness of 'Tric a Chlic' and 'Clonc' programmes in achieving bilingualism.

1. Interviews: Perform in-depth interviews with Mrs. Karen Thomas (Headteacher), Mrs. Llinos Jones (Progression Stage 2 Leader), and Mrs. Nerys Davies (Deputy Head and Co-creator of 'Clonc') to gain qualitative insights into programme design and implementation strategies that contribute to the 2050 Welsh language target.

1. Data Analysis: Analyse academic performance and language proficiency data of students participating in these programmes since 2016, evaluating their impact on long-term language sustainability.

1. Case Studies: Conduct detailed case studies to provide qualitative insights into the experiences of different types of families and stakeholders, informing policies aimed at promoting Welsh language acquisition.



	
	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
	Proposed Methods
This research will employ a mixed-methods approach, incorporating both quantitative and qualitative data collection techniques to assess the effectiveness of the 'Tric a Chlic' and 'Clonc' programmes in promoting bilingualism at Ysgol Gymraeg Lonlas. Data will be gathered from students, parents, and key stakeholders involved in the design and implementation of these programmes.
1. Quantitative Data Collection
a) Questionnaires:
Electronic questionnaires will be used to collect quantitative data from Year 5 and Year 6 students and their parents/guardians. Microsoft FORMS will be used to ensure user-friendly, accessible, and secure data collection.
Student Questionnaires:
These will include both closed and open-ended questions to assess students’ engagement with the 'Tric a Chlic' and 'Clonc' programmes, their Welsh language proficiency, and their perceptions of bilingual education.
Parent/Guardian Questionnaires:
These will explore parents’ perceptions of the programmes, the challenges of supporting bilingualism at home, and their views on the impact of these initiatives on their children’s language development.
b) Distribution:
The questionnaires will be distributed via email, school communication channels to maximise participation. Reminders will be sent to encourage completion via social media platforms.
2. Qualitative Data Collection
a) Semi-Structured Interviews:
Qualitative data will be gathered through semi-structured interviews with key stakeholders to gain deeper insights into the design, implementation, and perceived impact of the programmes. Interviews will be conducted with:
Mrs Karen Thomas, Headteacher:
Her input will cover the integration of the programmes into the curriculum and their alignment with the Welsh Government’s language goals.
Mrs Llinos Jones, Progression Stage 2 Leader:
Her interview will focus on the pedagogical approaches, challenges, and effectiveness of the programmes.
Mrs Nerys Davies, Deputy Head and Co-Creator of 'Clonc':
Her insights will provide an understanding of the 'Clonc' programme’s goals and strategies for non-Welsh-speaking families.
b) Interview Process:
Interviews will be conducted in person. A pre-prepared guide will ensure consistency while allowing for flexibility. Interviews will be audio-recorded and transcribed with consent.
3. Case Studies
Detailed case studies will be developed from the data to explore the experiences of different families and stakeholders. These case studies will highlight challenges and successes in promoting bilingualism through the programmes. There will be no further participant data collection – these will be based on the data obtained from the questionnaires.
Example Case Study:
One potential case study could focus on a non-Welsh-speaking family who initially struggled with the language barrier but, through active participation in the 'Clonc' programme, found ways to integrate Welsh into daily routines. This case would illustrate the programme’s impact on enhancing family engagement and fostering a supportive environment for language learning, particularly in non-Welsh-speaking homes.
4. Data Analysis
a) Quantitative Data Analysis:
Data from the questionnaires will be analysed using descriptive statistics. This analysis will summarise responses and identify patterns in attitudes and experiences.
b) Qualitative Data Analysis:
Thematic analysis will be used to identify key themes from the interview transcripts, focusing on effectiveness, engagement, and barriers.







	

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

	8
	
UWTSD SA1 campus and Ysgol Gymraeg Lonlas

(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
	


(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 aims 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 research question relates to several of the seven well-being goals of the Well-being of Future Generations (Wales) Act 2015. Specifically, the following goals are relevant:

1. A Wales of Vibrant Culture and Thriving Welsh Language

Relevance: The research is directly aligned with this goal, as it evaluates the effectiveness of bilingual education programmes ('Tric a Chlic' and 'Clonc') that aim to promote the Welsh language in homes where Welsh is not the first language. By fostering bilingualism and encouraging the use of Welsh, the research supports the preservation and growth of Wales’ cultural heritage, contributing to the Welsh Government's target of 1 million Welsh speakers by 2050.

1. A More Equal Wales

Relevance: The research supports equality of opportunity by focusing on bilingualism in homes where Welsh is not the primary language. It investigates how educational programmes can enable all children, regardless of their linguistic background, to benefit from Welsh-medium education. Promoting bilingualism helps bridge gaps between Welsh-speaking and non-Welsh-speaking communities, fostering a more inclusive society.

1. A Prosperous Wales

Relevance: Bilingualism is associated with cognitive benefits, improved educational outcomes, and better employment prospects. By promoting bilingual education, the research contributes to the goal of a prosperous Wales where individuals have the skills to contribute to a well-educated society, driving economic growth and innovation.

The research contributes to multiple aims of the Well-being of Future Generations (Wales) Act 2015 by promoting the Welsh language, fostering equality, and supporting educational and economic prosperity.

(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 focus 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:

(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
	Students 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?

	The study expects to include approximately 250 participants, consisting of Year 5 and Year 6 students from Ysgol Gymraeg Lonlas and their parents. This total comes from the members of five classes within these year groups, plus their parents. By focusing on these cohorts, the study aims to gain insights from families who have had significant exposure to the 'Tric a Chlic' and 'Clonc' programmes, allowing for a comprehensive evaluation of their impact on bilingual language acquisition.

These interviews will be anonymised, and the information provided will be treated as confidential. Additionally, interviews will be conducted with Mrs Karen Thomas (Headteacher), Mrs Llinos Jones (Progression Stage 2 Leader), and Mrs Nerys Davies (Deputy Head and Co-Creator of 'Clonc'). These interviewees do not wish to remain anonymous and are comfortable sharing their answers.


	11
	Who will the participants be?

	Participants will be identified through the school’s enrolment records, focusing on those involved with the 'Tric a Chlic' and 'Clonc' programmes. The study will concentrate on Year 5 and Year 6 pupils and their parents, as these groups will have had the longest exposure and involvement with these programmes within the school. Importantly, children and young people (CYP) will not be forced to contribute if they do not wish to, and parents will not be required to offer their opinions if they do not want to. All input will be strictly on a voluntary basis, ensuring that participants feel comfortable and free to choose their level of involvement. The study will include children of all abilities, Welsh proficiency levels, and those with additional learning needs (ALN) to provide a comprehensive overview of the effects of these programmes.


	12
	How will you identify the participants?
	Recruitment will be carried out with the assistance of the school, ensuring recognition of pupils who have been enrolled throughout their entire academic journey as well as those who have joined the school more recently. The school will distribute electronic invitations and information sheets to parents via email, clearly explaining the purpose of the study and seeking consent for both their own and their children's participation. Following consent, electronic questionnaires will be provided for participants to complete, ensuring ease of access and convenience. The school intends to provide contact details for 250 children and their parents, enabling them to be approached for participation. Given the sensitive nature of this data, it would be preferable for the Forms URLs to be shared directly with the school, allowing them to distribute them to participants, rather than having this information stored by the researcher.






	
	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 aims?
	☐
	☒
	☐

	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

	
	The data collected in this study will be anonymised to ensure the privacy and confidentiality of all participants. For the questionnaire responses from Year 5 and Year 6 pupils and their parents, no personal identifiers, such as names or contact details, will be included within the responses themselves. However, names may be used initially to distribute the questionnaires to the correct participants. Once the questionnaires are completed, names will be separated from the data, and each participant will be assigned a unique code for analysis. This ensures that individual responses cannot be traced back to specific participants, maintaining their anonymity throughout the research process.

Participants may have concerns about being associated with negative feedback. To address this, it will be clearly communicated that their responses are strictly for research purposes and will remain confidential. To further mitigate the risk of participants feeling pressured to take part due to familiarity with the researcher, it will be emphasised that participation is entirely voluntary, with no negative consequences for choosing not to participate. Questionnaires will be completed in a neutral setting, allowing participants to express themselves freely.

For the interviews with the three teachers (Mrs Karen Thomas, Mrs Llinos Jones, and Mrs Nerys Davies), audio recordings will be transcribed, and any references to specific pupils or parents will be anonymised to protect their privacy. While the teachers have consented to be identified in the study, measures will be taken to ensure that any sensitive information shared about students or families remains confidential.
	All data from questionnaires and interviews will be anonymised by assigning unique codes to each participant and removing any personal identifiers before analysis. Data will be stored securely in encrypted files or password-protected systems, accessible only to authorised personnel. Physical records, if any, will be kept in locked storage to ensure the confidentiality of the data.

To address the potential risks for children and young people (CYP), such as feeling judged or stigmatised, a supportive environment will be fostered. Participants will be reassured that their responses will remain confidential and that their identities will not be disclosed in any reports or presentations. This will encourage openness and honesty in their responses.

In summary, the measures outlined will help to manage any potential risks associated with the research, ensuring that the process is respectful and supportive for all participants. The voluntary nature of participation and the steps taken to ensure confidentiality will help maintain a positive research environment. Data will be securely stored, with password protection and access limited to authorised personnel. Once the analysis is complete, and after any necessary follow-ups, all identifying information will be securely deleted.

Potential Risks to UWTSD: It is important to note that inadequate ethical practices could negatively impact the reputation of the University of Wales Trinity Saint David (UWTSD). To prevent this, the study will adhere to strict ethical guidelines, focusing on transparency, participant welfare, and adherence to best practices in data handling and confidentiality. This approach will reflect positively on the university’s commitment to ethical research.


	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 involve collecting data of this nature. However, if any participant discloses sensitive information during the research, I will adhere to the procedures specified in the university's policy to handle such disclosures appropriately.

(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

	
	In terms of recruitment, there is a risk that not enough participants may engage with the study, which could impact the diversity and representativeness of the data collected. To mitigate this risk, I will collaborate closely with Ysgol Gymraeg Lonlas to facilitate recruitment efforts. The school will assist in promoting the study through newsletters, meetings, and parent-teacher communications, emphasising the importance of participation for improving bilingual education. By highlighting how their contributions will directly influence the effectiveness of the 'Tric a Chlic' and 'Clonc' programmes, I aim to encourage a greater number of responses.

I will provide flexible participation options, such as allowing parents and students to complete the questionnaire at their convenience. Multiple reminders will be sent to further encourage involvement, ensuring that participants feel supported throughout the process. By fostering an open line of communication and making participation as accessible as possible, I hope to engage a sufficient number of participants and gather comprehensive data that reflects the views of both students and their parents.


	Regarding the potential risk of my email address being made public and the associated concern of harassment, all communication related to the study will be conducted through the school’s official channels. Participants will be provided with a dedicated email address specifically for research inquiries, ensuring that my personal contact information remains confidential. This approach will not only protect my privacy but also reduce the likelihood of unsolicited contact. Furthermore, I will clearly communicate to participants that their responses will be anonymised and treated with the utmost confidentiality, thereby alleviating any concerns about negative repercussions for their participation.

The risks associated with this research will be managed by adhering to the BERA 2024 guidelines, which include obtaining informed consent from participants. This process guarantees anonymity and provides participants with the right to withdraw from the study at any time without consequence. The questionnaire will be distributed as a Microsoft Form, designed for ease of use and confidentiality. Data collected will be utilised effectively to address the research questions while maintaining participant privacy throughout the process. By implementing these strategies, I aim to secure a robust dataset while safeguarding both participants and myself from potential risks.



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

	
	
There could be institutional risk outlined linked to the professionalism of the researcher, maintaining good practice when interviewing, keeping data safe, and publishing/presenting to a high standard externally. The researcher will ensure adherence to ethical guidelines and institutional policies, prioritizing confidentiality, security of data, and professional conduct throughout the study.

	


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

	
	Risk to the 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.
	001777804978



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?

	
	Participants will be provided with detailed feedback on the research findings, outlining how their contributions have informed the study and its conclusions regarding the effectiveness of the 'Tric a Chlic' and 'Clonc' programmes. This feedback will be presented in a summary report or document, illustrating how participants' input has shaped the research outcomes and its implications for promoting bilingualism. The feedback will be distributed once the analysis is completed and the findings are finalised, typically within a few months after the research concludes.

To facilitate a comprehensive understanding of the research and to address any immediate questions or concerns, debriefing sessions will occur directly after the data collection phase. For participants involved in interviews, this will include a verbal debriefing, allowing for a real-time discussion about their experiences and insights gained during the process. For those completing the questionnaires, a debriefing form will be provided at the end of the questionnaire, which participants can download and retain for their reference. This form will include information on the purpose of the study, how their responses will be used, and details about whom to contact if they have further questions or need clarification. Additionally, my contact information will be provided to all participants, enabling them to discuss the study with me at a later date if they wish.

In addition to providing feedback, participants will be given information on how to access the full research report and any associated publications or presentations. This information will be distributed via email or through the school’s communication channels once the final report is completed and made available to the public, ensuring that participants can review the comprehensive results of the study.



To further support participants, particularly children and young people, safeguarding measures will be in place throughout the research process. These measures will include training for researchers on child protection and recognising signs of distress, ensuring a supportive environment for all participants. Participants will be informed about how to access support services, such as school counselling or local mental health resources, if needed. Additionally, clear protocols will be established for handling any disclosures of sensitive information or safeguarding concerns, ensuring that appropriate actions are taken promptly. If any participant expresses distress or requires additional support during or after their involvement, they will be encouraged to reach out for assistance. These details will be clearly communicated to participants at the outset and reiterated during the debriefing sessions.

All participants will also receive a thank you note or formal acknowledgment for their valuable contributions. This expression of appreciation will be communicated through a thank you letter or email immediately after their participation and data collection is concluded, ensuring that participants feel valued and understand the significance of their role in the research.


	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.


	
	
Informing Potential Participants:
Before obtaining consent, potential participants will be fully briefed on the research process. They will receive information sheets outlining the study's purpose, the nature of their participation, and what will be required of them. These sheets will explain the focus of the research on the 'Tric a Chlic' and 'Clonc' programmes and their role in examining bilingualism. Participants will be informed about any potential risks, how their data will be kept confidential, and their right to withdraw from the study at any time without facing any negative consequence

Arrangements for Consent:
The Microsoft Forms will be used to distribute electronic consent forms to participants and to gather essential agreement from those involved in the study. These forms will ensure that all participants fully understand the nature of the research, their role within it, and their rights as participants, including the right to withdraw at any point without any negative consequences.

For participants aged 18 and over, the Microsoft Form will include detailed information about the purpose of the study, the types of data that will be collected, how their data will be used, and the measures taken to ensure confidentiality and anonymity. Participants will be asked to read through this information carefully and, if they agree to take part, to electronically sign the form to indicate their informed consent. This process allows for a clear and verifiable record of their agreement to participate.

For parents or guardians providing consent for participants under the age of 18, a similar Microsoft Form will be used. This form will outline the nature of their child’s involvement in the research, including what will be expected of them, how their data will be used, and the steps taken to safeguard their privacy. Parents or guardians will review this information and, if they agree, will provide their electronic signature as consent for their child’s participation.

In addition to obtaining parental consent, participants under 18 will be required to give their assent to participate. This involves a simplified explanation of the study provided verbally by a staff member in an age-appropriate way. The Microsoft Form will include a section confirming that the young participant has understood the study and has given their assent to participate voluntarily. This dual approach ensures that young participants are not only permitted by their parents or guardians to participate but also that they feel comfortable and willing to do so themselves.

This structured consent process aims to ensure that all participants are fully informed about the research and are comfortable with their involvement, whether they are providing consent directly or through a parent or guardian. It also respects the autonomy and understanding of younger participants while maintaining a high standard of ethical research practice.

Data Protection and Consent Recording:
In compliance with data protection legislation, all consent forms will be securely stored and managed. Electronic records of consent will be kept confidential and accessible only to authorised research personnel. These records will be handled in accordance with the General Data Protection Regulation (GDPR) and any applicable local data protection laws, ensuring that participants' personal data is protected and used solely for the purposes of this research.

By providing comprehensive information and obtaining formal consent, we ensure that participants are fully informed about their involvement in the study and their rights, with consent documented in line with ethical and legal requirements.


	3
	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.

	
	All participant data from the children and parents taking part in the study will be treated as confidential and automatically anonymised. No personal identifiers, such as names, will be included in the final reports. Each child and their parent will be assigned a unique code, and any identifying information will be removed before analysis. Data will be securely stored in encrypted files or password-protected systems, accessible only to authorised personnel, while any physical records will be kept in locked storage.

These measures ensure that the privacy of the children and their parents is maintained, as it is essential to protect vulnerable participants, especially minors, from any potential risks associated with the disclosure of their personal information. In contrast, Mrs Karen Thomas, Mrs Llinos Jones, and Mrs Nerys Davies, who have agreed to take part in interviews, have stated that they do not require anonymity and are happy to share their views and opinions on the subject. Their contributions are integral to the study and will provide valuable insights into the effectiveness of the programmes.

To ensure the confidentiality of interview data, if any names or identifying information are provided during the interviews, this information will be carefully handled. Identifying details will be removed from the transcripts, and the final reports will only include aggregated or non-identifiable information. By maintaining this distinction, the research appropriately balances the need for privacy with the requirement for transparency regarding the insights gained from both participants and interviewees.

In terms of determining the age of participants, there will be one link and form for adults to complete and another form specifically designed for children. The adult questionnaire will include questions to confirm parental consent, while the children's form will ask them to indicate their age. This separation is essential for distinguishing between participants over and under the age of 18, ensuring that appropriate consent processes are followed. Although collecting this information involves processing personal data, it will be treated with the same confidentiality as all other data collected in the study. Responses will be anonymised in the final analysis, thus preserving participant privacy while allowing for compliance with ethical guidelines concerning age-specific consent.















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.
	☒

	☐


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

	2
	Audio recordings of interviews with the three members of staff—Mrs Karen Thomas, Mrs Llinos Jones, and Mrs Nerys Davies—will be collected as part of the research. These recordings are essential because the interviews are expected to provide a significant amount of detailed information in response to the questions asked. Capturing these insights in audio form will ensure that all nuances of their responses are preserved, allowing for a thorough and accurate analysis.

Listening to the recordings multiple times will enable me to extract key points, themes, and quotations accurately, ensuring that their insights are faithfully represented in the dissertation. This process is critical for writing in-depth sections of the research that focus on the perspectives of these staff members, as their input is integral to understanding the effectiveness of the 'Tric a Chlic' and 'Clonc' programmes. The recordings will thus serve as a reliable reference throughout the analysis and writing stages of the study.


	
	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),
	☐
	☒

	
	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:


	
	UWTSD’s encryption tools will be used to ensure data security, with firewalls and intrusion detection/prevention systems in place on UWTSD devices to guard against unauthorised access. Data will be securely stored until the qualification is awarded, after which it will be permanently deleted. Participants will be informed of these security measures, including how their data will be encrypted and protected, through the consent forms they sign.

Participants will also be made aware of the data storage and privacy policies of the platforms used for the study. This information will be explicitly shared with them to ensure transparency regarding how their information will be handled and protected.

Once the data is no longer needed, it will be securely deleted. Data will be retained only until the qualification is awarded to ensure that any necessary revisions or verifications can be addressed. After the qualification has been conferred, all data, including electronic records, will be permanently deleted from storage systems, and any physical records will be shredded. Participants will be informed of this process in the consent forms, ensuring transparency about how and when their data will be disposed of.




	
	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):

	
	
Data will be kept only for the duration of the research and will be promptly deleted once the study is completed. Participants will be informed of their rights under GDPR, including their right to access and request the deletion of their data. No data will be collected until ethical approval has been granted by the UWTSD ethics review board. The researcher will receive guidance on GDPR compliance and data protection principles to ensure proper handling of all data.

(this box should expand as you type)

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

	
	David Ian Jones
Ishmael Lewis

(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:

	
	
David Ian Jones

(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 securely stored on the university's OneDrive, protected by password access to ensure its security. Once the research is complete, all data will be deleted in line with university policies and data protection regulations. After data analysis, the survey data will be removed from the system to prevent any unauthorised access or use. As the dataset pertains solely to this research project and is not intended for long-term use, it will not be archived. This process ensures that participants' information is handled confidentially and disposed of appropriately once it is no longer needed.

(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)

	
	
This dataset will not be stored in the research data repository.

(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:
	D. I. Jones
	Date:
25/08/2024







For STUDENT Submissions:
	2
	Director of Studies/Supervisor:
	
	

	3
	Signature:
	
	



For STAFF Submissions:
	4
	Academic Director/ Assistant Dean:
	Ishmael Lewis
	Date:26/08/24

	5
	Signature:
	
I Lewis
	



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 STUDENTS ONLY
Once complete, submit this form via the MyTSD Doctoral College Portal at (https://mytsd.uwtsd.ac.uk).


	RESEARCH 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.


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