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The primary aim of this systematic literature review is to be able to definitively answer the following research question:
[bookmark: _GoBack]Will adopting a nurturing culture, as a whole school, impact positively on all pupils with Social Emotional and Behavioural Difficulties (SEBD)?

To do so this assignment will review published material in order to determine:
· What is currently understood by the term SEBD.
· The key psychological theories of approaches to human behaviour which impact on our understanding of behavioural support.
· What, at present, is understood by the term nurture.
· The advantages and disadvantages of nurture groups compared to a whole school nurture approach.
· Determine if research concurs that this approach has a positive impact upon the behaviour of all SEBD pupils.
Scope:
With the exception of the historical context of the development of the term SEBD and Nurture this review focuses on literature pertaining to British schools since the new millenium. With regard to Nurture groups this work concentrates on scholarly papers, however, overviews of psychological approaches have been taken from textbooks and websites. This review focuses mainly on the use of Nurture groups in mainstream primary schools in urban areas of England. Most of the studies in this literary review were small scale and cross-sectional studies. This work is not a meta-analysis therefore does not add these findings together. In addition, most of the findings in this review use qualitative data. Qualitative research has been criticised for lacking the same methodological rigour as quantitative studies (Dixon-Woods, 2007).
Limits on the scope of this research were in part due to the current restrictions on libraries, thus some cited and recommended texts could not be sourced. However, this literary review does introduce key authors in this field.
Although behavioural issues can be linked to Attachment; ACEs; Speech and Language Difficulties (Cross 2011), Sensory Processing; Specific Literacy Difficulties; Mental health, Substance misuse: Behavioural disorder e.g. ODD/ADD, this paper will concentrate on those with an emotional aspect i.e. attachment, ACEs and general mental health.


The Chronological Development of the term SEBD:
'SEBD' is an imprecise umbrella term, always difficult to define, although it is quite clear that many children and young people to whom the term is applied have complex and chronic difficulties, which place them at risk of school and wider social exclusion (SEBDA ‘06). 
Cooper and Tiknaz (2007) also define SEBD as an umbrella term:
incorporating a diverse range of behaviours ranging from ‘acting out’ behaviours such as aggression, non-compliant behaviour, vandalism and bullying, to ‘acting in’ behaviours such as social withdrawal, anxiety, depression, extreme passivity, eating disorders, substance abuse and self-harm. ... The range of problems includes emotional disorders (such as anxieties, phobias and depression); self-harm and suicide; conduct disorders; hyperkinetic disorders; autistic spectrum disorders; psychotic disorders; eating disorders; and substance and drug abuse.

There are certain points in history which mark the evolution of this term:
Pupils who are now recognised as having SEBD would have in Victorian times been described as maladjusted but the term only became the ‘legally enshrined category of maladjusted children’ (Visser ‘03) in the legislation which followed the Education Act of 1944 (cited in Visser ‘03), where they were defined as
‘pupils who show evidence of emotional instability or psychological disturbance and require special education treatment in order to effect their personal, social or educational readjustment’   (Ministry of Education, 1953, Part 3.9g cited in Visser ‘03)

During this time, it was perceived that the problem emanated from within the child. Despite this however, Visser (2003, p 11) does concede that ‘there was historical data showing widespread awareness of environmental, inter-actional social factors ‘outwith’ the child’. The Education Act of 1981 brought about the term ‘special educational needs’ (SEN) but ‘emotional and behavioural difficulties’ (EBD) were swiftly defined as a form of SEN (DES, 1989).

Gaining the label of EBD in the 1980s … through to the first stages of the Code of Practice continued to be haphazard, with varying practices and standards being applied in different schools and LEAs. (Visser, 2003)

SEBD developed into the term Social Emotional and Mental Health (SEMH) difficulties in England in the new Code of Practice (COP) for Special Educational Needs and Disability (SEND) in 2015 (DFE/DfH 2015). Very little is said about SEBD in Code of Practice (2004): 
 
Has emotional or behavioural difficulties which substantially and regularly interfere with the child’s own learning or that of the group, despite having an individualised behaviour management programme 
Children and young people who demonstrate features of emotional and behavioural difficulties, who are withdrawn or isolated, disruptive and disturbing, hyperactive and lack concentration; those with immature social skills; and those presenting challenging behaviours arising from other complex special needs may require help for some, or all, of the following:
· Flexible teaching arrangements
· help with development of social competence and emotional maturity
· help in adjusting to school expectations and routines
· help in acquiring the skills of positive interaction with peers and adults
· specialised behavioural and cognitive approaches
· re-channelling or re-focusing to diminish repetitive and self-injurious behaviours
· provision of class and school systems which control or censure negative or difficult behaviours and encourage positive behaviour
· provision of a safe and supportive environment. (p 86)

However, the new draft of the Additional Learning Needs Code for Wales (2018)  does not define SEBD in any terms only that they need to be ‘significant’ as ‘indicated by clear recorded examples of withdrawn or disruptive behaviour’.

 
Prevelance of SEBD pupils  
Analysing of the Boxall Profile data from the academic year 2017/18 (Ruby, F 2019) concluded that 
36% of children had SEMH needs as identified by the Boxall Profile: 1 in 10 children (10%) had high levels of SEMH, and an additional 1 in 4 pupils (26%) were experiencing moderate difficulties.
That implies that in an average class of 30 pupils; 19 children will have no apparent needs; 8 children will have moderate SEMH needs and three children will have high levels of SEMH needs. Of those with high levels of SEMH it is noteworthy that Ruby found the ratio to be 2 boys to 1 girl.
Extrapolating this to the Pupil Level Annual School Census (PLASC), Welsh Government data for the year 2019/2020 this would suggest that there are almost 25,000 children in Wales who could be experiencing high levels of SEMH issues and approximately 62,000 children encountering moderate SEMH difficulties (STATSWALES 2020).
Determining the prevalence of mental health issues in children and adults is one outside the scope of this paper. However, these figures do suggest that if these children’s problems persist, many adults in the future will potentially develop mental health issues, which in itself is an ‘ACE’ (Adverse Childhood Experience’ and thus has a potential knock on effect on future generations (Center on the Developing Child, 1995).
 Public Health Wales found that those with four or more ACEs were:
4 times more likely to be a high risk drinker; 6 times more likely to have had or caused a teenage pregnancy; 15 times more likely to have committed violence...;  16 times more likely to have used crack cocaine or heroin and 20 times more likely to have been incarcerated in their life (Bellis et al. 2016)

Different psychological approaches to human behaviour 
There are a range of theoretical perspectives and research into child development which can be broadly grouped under different psychological approaches. Whilst they are different, they have all had an impact on our understanding of SEBD and the development of treatment for SEBD or ultimately its prevention.
Behaviourist approach:
Simply put this is individuals responding to their environment in some way be it to a positive or negative stimulus as can be seen through the work of early behaviourists such as Pavlov (ref ) and Skinner (ref). This approach has been criticized (ref) for being too simplistic to explain human behaviour. However, behaviourists argue that only observable behaviour can be studied as only this can be measured objectively. Indeed, some human experiments (with children) in this field such as the infamous ‘Little Albert’ experiment by Watson have been unethical. (Ref). A step on from this is the social learning theory in which behaviours are learned not only because of things in the environment but due to indirect consequences (partial reinforcement by observing social norms) through the little Bobo experiment (Bandura, 1961).  

Evolutionary approach:
Evolutionary psychologist believe that problems encountered by our ancestors which were reacted to in a way which kept them alive would see those ancestors survive and their traits passed on. Thus, living things, including humans, are born with instincts. A key theorist int his field was Lorenz (ref) who worked on the imprinting of ducklings and who would later greatly influence the work of John Bowlby. Mirror genes as mentioned by Rita thing in TED talks ...
Biological approach:
Likewise, the biological approach has a scientific basis. Some argue (Who? Ref? ) that this is the one true scientific approach. New developments in genetic mapping and the quality of scanning e.g. improved MRI scanning are lending weight to this (Banaschewski, T, 2018). 
This approach to understanding SEBD issues stems from the anatomical make-up of the brain, i.e. the internal brain structure influences the external. It would mean that people are pre-programmed to behave in certain ways. That is, the genetics of a person gives rise to the brain structure not only on a gross anatomical level but also the structures which synthesis, capture, utilise and breakdown neurotransmitters. Thus, drugs can be both a cause of SEBD but also a treatment when extreme difficulties are experienced.   (Ref) Treatments of psychological conditions and emotional highs and low through drugs have been argued by Freud (ref) to treat the symptoms and not the cause.
As ‘Synapses under genetic control’ (Li et al 2000) many studies have shown the link between genes, neurotransmitters and stress hormones (e.g. adrenaline and cortisol). This is increasingly showed to be in part an ante natal phenomenon as shown by Mark Brosnan Bath 2008 Link between finger length and academic ability I.e. testosterone exposure in the womb and the work by Gluckman et al on maternal stress hormones (2007).  Work by Carr and Coustan (2016) on Foetal alcohol syndrome where one drink a day was shown to have a negative effect on the foetus. In addition  tetrogens (things from the environment that can affect genes have been shown to have an effect e.g. tobacco smoke and ADHD (see oxford ref from ppt). ‘Biological ... e.g. ADHD is mainly genetic (heritable) approximately 60% to 90% whilst conduct disorders (CD) are strongly environmentally influenced’ (Moffitt and Scott ‘08).

Cognitive approach
Another scientific approach is the cognitive approach, as it often uses laboratory conditions and involve manipulating variables, to test and observe human behaviour. The cognitive approach has biological support in the form of MRI scans e.g. Various parts of the brain show stimulation when new things are learned, previous knowledge is accessed or both. (Ref for this?) 
It is concerned with functions of thought e.g. memory, perception, attention. That is the brain behaves in a similar way to a computer with an input and an output. For example, memory has to do with three processes: Taking in the information, storing that information and retrieving that information (McLeod, 2013).
One of the key contributors to this approach in children was Piaget (1936). He proposed that there were schemas or blocks of knowledge and that there were specific stages of cognitive development: sensorimotor, preoperational, concrete operational and formal operational. The movement through these stages is to do with maturation and integration with the environment.
 We take a specific stage and expect them to be there.  On the other hand, metacognition theorists say stages are not set but we can go back and forth – sequential thinking. Contemporary cognitive theorists such as Dr Linda Smith believe that these stages are not discrete discontinuous entities rather a continuous learning ‘pathway’. Vygotsky however explored social learning under the behavioural model unlike Bandura who explored social learning in a behavioural context. (Psych book ref)
SEBD can arise when the tasks have a higher cognitive demand than the pupil’s cognitive ability.
Cognitive behaviour learning relates to ways in which the relationship between external stimuli and target behaviours can be intervened with and changed by thought processes (Meichenbaum, 1977). Thus, the cognitive approach has many applications including eyewitness testimony and cognitive therapy. Cognitive Behaviour Therapy (CBT) encourages functional ways of thinking and therefore behaving and challenging (thus reducing) dysfunctional ways of behaving. Surface problems can mask problems and unscrupulous individuals could take advantage. 

Psychodynamic approach
Unlike the behaviourist or the cognitive approaches, the psychodynamic approach does consider the subjective experiences that different people have had. Freud, arguably the most famous psychoanalyst of all theorists in this approach, stated that there were 5 psychosexual stages of child development and fixation can occur at any stage resulting in adult psychological disorders. (Freud 19XX need ref). Freud believed that people have little choice over what happens to them I.e. no such thing as free will, rather, behaviour is pre-determined by our unconscious thoughts and early childhood experiences. Freud labelled different parts of the human personality as the Ego, the Superego and the Id. Whilst the first two exist in both preconscious and unconscious minds the Id remains in the unconscious. Where there’s a conflict between the Id and the Superego, the Ego must intervene, and it can use self-defence mechanisms, such as denial, regression or repression, to prevent extreme anxiety.
Erikson (1968) proposed 8 stages of development which look at the balance between satisfying innate drives and previous experiences with the needs of society.   For example, trust vs mistrust up to the age of 18 months; then, the following 18 months would see the battle between autonomy and shame, between 3 and 5 years, initiative vs guilt and so on.
Bowlby much like Freud and other psychoanalysts believed that early childhood influence behaviour and mental health. However, Bowlby was also influenced by ethological theory especially by Lorenz’s (1935) study of imprinting, where Lorenz showed that attachment was innate (in young ducklings) and therefore has a survival value McLeod 2017). Thus, Bowlby postulated that staying close to the mother, together with a fear of strangers was an important survival mechanism. Although he didn’t rule out children having more than one significant relationship, he did believe that there would be one that was stronger than the others (primary caregiver).
Through these interactions children develop internal working models, which consist of the internalised attitudes, thoughts and behaviour of the primary caregiver towards them and the child’s view of their own interactions with others (Holmes, 1993).

Inadequate nurturing, on the other hand, results in an internal model of others being unavailable and perceiving oneself as unworthy and incompetent. Such feelings make it difficult for these children to achieve a sense of security and safety and according to Maslow’s (1970) hierarchy of needs theory, these difficulties ‘hamper their access to the higher needs of affiliation, self-esteem, and self-actualization’ (Cooper, Arnold & Boyd, 2001, p. 160). (Cited in that PhD paper)

This is notion was further developed by Mary Ainsworth. She found that patterns of behaviour between children and parents were similar across all cultures (Ainsworth ‘67) and that children’s reactions to strangers, in relation to their attachment with their main caregiver, was similar (Ainsworth et al., 1978). Ainsworth categorised the attachment styles as: type A - avoidant; type B - secure; type C - ambivalent; and type D - disorganised, which is currently used in the attachment questionnaire (AQ) used by teachers when working with children with attachment issues (Durrant, E. et al (2012).
Fearon et al ‘06 experiments in Leiden and London showed that attachment has an environmental impact i.e. Attachment can be different even with identical twins. (REf)

Systemic approach
The child’s functioning is understood as part of the social systems in which they are rooted in concentric systems. The Microsystem (their immediate environment), the Mesosystem (connections), the Exosystem (their indirect environment), the Macrosystem (social and cultural values) and the Chronosystem (changes over time) (Bronfenbrenner ‘79). So, if parents don’t work with a school it doesn’t work. Systemic interventions combine features of the other psychological approaches’ interventions in order to facilitate the child or young person (CYP) to take part in the main social systems around them such as families, friends, relationship with the class teacher and the school as a whole. 

Humanistic approach
Unlike the psychoanalysts, who believed that there is little free-will, the humanistic approach centres on the belief that humans have free will and can change their beliefs and circumstances if they choose to do so. 
Like Freud Maslow acknowledges the existence of the unconscious but did believe that people are aware of their drives and motivations and that they are constantly trying to understand and accept themselves.  Maslow's hierarchy of needs is a five-tier hierarchy of human needs. The most fundamental need being physiological (such as food, water, sleep, warmth); then safety, love and belonging, esteem. Finally arriving at self-actualization.
Carl Rogers (1959) believed that humans have one basic motive, that is the tendency to self-actualize - i.e., to fulfil one's potential and achieve the highest level of 'human-beingness' we can.
One of the contemporary theorists of the humanistic approach is Martin Seligman who in 1998 chose it as the theme for his term as president of the American Psychological Association in a backlash against the focus that had been in psychology on mental illness rather than wellness. Since the new millennium this has developed into a branch of psychology called Positive Psychology. (Ref)
 
The term Nurture
Nurture groups are very small classes which try give children nurturing experiences which they may have missed consequently developing more trusting relationships with adults in a secure, stable environment. Nurture acknowledges the importance of context and environment upon the development of the child it offers the ‘warmth and understanding offered by the NG staff seems to enable the personal and social and emotional skills that are needed for successful learning’ (Arslan 201). They model the interactions which should normally exist between a child and a primary caregiver at home (Bennathan and Boxall, 2002). 
For us as nurture teachers, it is essential that we do not lose sight of what makes nurture unique. That is Marjorie Boxall’s original, and very simple vision: that nurture is about children’s learning at their present developmental level, it is not therapy. We do it by following her maxim: be and do for these children as you would your own young children. (Lucas, 2019)
The term Nurture and Nurture group was coined in the 1960s by Marjorie Boxall an Educational Psychologist in the Inner London Education Authority working with primary school. 
‘Although at the time Boxall didn’t follow a particular theoretical point of view but has been backed up since by Bowlby and through neuroscience (neuroimaging)’ (Bennathan in the Foreword of Cooper and Tiknaz 2007). However, it could be argued that it each psychological approach can support the rationale for the nurture approach. The positive, affirming nature of these groups adopts several aspects of the Humanistic psychological approach. 
Nurture in that respect takes an eclectic approach to a child’s emotional development in a similar way to what the American Psychiatrist, Engle, did for treating mental health issues with his ‘Biopsychosocial’ model (Whitcomb and Merrell, 2012).
Teachers in North London developed small special classes called ‘nurture groups’ (Bennathan 2000). Two central aims of Nurture Groups are to provide children with an environment that facilitates their emotional, social and cognitive development; and to remove any barriers in relation to those factors in order to prepare children for functioning constructively in mainstream classrooms (Boxall, 2002). Nurture groups are not intended as therapy for those with severe attachment issues or mental health problems.
Some children with attachment disorders or similar needs at a severe level require additional specialised interventions that would normally be beyond the scope of a nurture group to provide. The report of the APSAC task force on attachment therapy, reactive attachment disorder and attachment problems (Chaffin et al. (2006), Cited in Mackay (2015))
There are things which need to be considered when starting a nurture group:  What age group? What kind of group? Part-time? Full-time? Mainstream or own SoW? Standard assessments or your own? Internal or external support? Who is the gatekeeper? What is the criteria for admission to the group? What is the roll in out prosses?
Traditional nurture groups are ...
small classes in infant and primary schools for students with social, emotional, behavioural and learning problems. There are also nurture groups in secondary schools, but these are less common. (Cooper and Tiknaz, 2007).

A ‘classic’ nurture group has 10 to 12 students, and two staff, a teacher and a teaching assistant. A central aim of nurture groups is to provide students with a secure and safe environment that provides the conditions necessary for them to develop emotionally, socially and cognitively (Boxall 2002). In classic nurture groups, the lessons are highly structured and the nurture group staff ensure a supportive and routinised learning environment within which students’ experiences are carefully managed (from Cooper and Tiknaz 2007)
However, there are many deviations from this. Some deviating by the size and frequency of the groups others so far from the original ideology that they should not be called a nurture group.  Type one strictly adhering to Boxall’s original vision of a nurture group and type 4 being a nurture group in name but not in practice (ref?)

‘The high expectations of teachers in Nurture Groups can bring about amazing change’ in the lives of young emotionally disturbed children (Lucas, 1999, p.14). There, are many references, such as ….that the staff involved are the most crucial factor to a nurture group’s success. Weber (1982) claimed ‘The teacher is the key’ and this summarises the position of much literature on effective practice in relation to EBD (Cited in Visser 03).

Measurement of the success of nurture groups
The effectiveness of NGs is reflected in a number of research studies and is recognised in the 1997 Green Paper from the DfEE, Excellence for All Children: meeting special educational needs, which recommends NGs as effective early intervention for children with EBD (DfEE, 1997 cited in   PHD).  
‘Published studies have tended to be retrospective and to chart the progress of pupils in Nurture Groups over time, often using the Boxall Profile ( Bennathan & Boxall, 1998) and the Strengths and Difficulties Questionnaire (SDQ) (Goodman, 1997, 1999) as a measure of pupil progress.’ (Cooper and Tiknaz 2005).
Sloan and her colleagues say that qualitative data e.g. from teachers and parents back up the quantitative data from Boxall and SDQ (Sloan et al, 2020 p4). The Strengths and Difficulties Questionnaire (SDQ) is a brief behavioural screening questionnaire that can be completed in 5 minutes by the parents or teachers of children aged 4 to 16. Sloan et al. Provide a comprehensive look at the current literature evidencing the effectiveness of nurture group provision from descriptive accounts of nurture provision (theory, practices etc.), to studies of the perspectives of the child and their family and finally literature which consider the effectiveness, impact and outcomes of Nurture group provision.
Research methods have been both cross-sectional and longitudinal (following certain subjects over years) and the data has been quantitative (surveys and questionnaires) or qualitative (interviews and observations).  During this literary review more studies using cross-sectional were found than longitudinal ones. They tended to be based on quantitative data rather than qualitative. Even the qualitative nature of the Boxall profile has its limits as the teacher themselves carry out the Boxall and that could be open to cultural bias. Also, Grieg et al 2007 state that questions need to depend upon the age of the child e.g. very young children (approx. 3 years) can only understand who? and what? Where? They cannot understand why? So, questions for both quantitative and qualitative must be age appropriate. 
Boxall is standardised on 8-year olds, no information was found during this review as to its validity with older or younger children.
There are other ways of assessing behaviour such as the Behaviour Assessment System for children (BASC-11) 2000 Reynolds and Kamphaus it assesses behaviour and self-perception. There is also the Behaviour Rating Inventory of Executive Function (BRIE) Gioia et al 2000.
‘Beyond the scope of many studies to know what impact homelives has, as many in SEBD provision are from disadvantaged backgrounds and have significant difficulties in their home lives (Mattison ‘04 cited in pp150 Emotional and Behavioural Difficulties 2013 Vol 18 
Nora Frederickson et al p135-154 in the article Can developmental cognitive neuroscience inform intervention for SEBD 
So, are they successful?  On p56 of Bennathan and Boxall’s book they compare the cost of a nurture group to that of a statement and a Pupil Residential Unit (PRU). Thus, keeping one child’s SEBD from escalating would be financially beneficial. Even if the success of nurture groups cannot be accurately measured in terms of outcomes anything that strives to stops destructive cycles in families, for example regarding attachment or ACEs might not only be beneficial to the child but potentially future generations.  Nurture or any other social and emotional learning will not cure conditions such as ASD or ADHD however it might lesson the symptoms so that a Pupil Referral Unit (PRU) would not be necessary. In addition, preventing pupils going to PRU could potentially prevent them from mixing with more SEB disturbed children and making it worse. In the PRUs there are gender (Clubb, M. 03 Girls groups are cool SEBDA) and ethnical imbalances too 5.5 and 5.6 (Visser 2003).
Nurture groups within whole school and documented changes to ethos (Chicken and egg?) 
There are many documented qualitative accounts (Stone et al., 2017, Binnie and Allen 2008) of how having a nurture group in the school changes the ethos of the school. Cooper and Whitbread (2007) found that...
mainstream classes were more effective where there was a nurture group in the school, with the implication that nurturing principles could successfully inform mainstream classes (cited in Coleman 2020).

However, this may be to do with the type of leadership style as those leaders who may be more nurture minded would be the ones to introduce nurture groups to their schools.

It is crucial that leadership has a strong focus on nurture. The teacher’s own ethos affects the class, but if the leadership is not there, nurture is not embedded in the classrooms. The ethos must come from the top. It should be throughout the entire school. Leadership must drive this forward (Lucas ‘99 cited in Coleman 2020).
When nurture are traditional stand-alone classes there is a danger that there is some dispute between the nurture teacher (who has the child a few mornings) and the class teacher. Issues such as ‘Where does my role begin and end with a Nurture Group child?’ or when the Nurture Group staff ask: ‘Is this child mainly my responsibility?’ (Cooper and Tiknaz 2005) and problems in transitioning back and forth between the groups. A whole school approach could possibly reduce these problems.
The high expectations of teachers in Nurture Groups can bring about amazing change in their schools as well as in the children. When the theory which underpins Nurture Groups is applied to the whole school with a clear curriculum focus, a positive cycle of growth and development is set in motion, teaching and learning become more effective for all children and the morale of all concerned improves. The Nurturing School offers a real alternative to committed teachers who are concerned about the emotional development of the children and adults in our schools in the current educational climate.’ Sylvia Lucas 99 (From her abstact could not get hold of her full text.
This implies that nurture group teachers have a certain demeanour that is needed for this type of work. Would it then be possible to find enough nurture positive teachers to introduce nurture in every class?
Whole school approach
A whole school approach is beginning to become a more common place than it was. This appears to be a trend reflected in research/academic papers where there appears to be a movement from research into groups to, in more recent years, more papers have emerged on whole school approach. Schools in Scotland appear to be following this trend (Kearney and Nowek, 2019). 
However, there has been little by way of direct research into the actual effectiveness of applying nurturing principles to a whole-school context. Doyle (2003) provides a persuasive account of how the school where she worked as nurture group teacher was transformed from being described by Her Majesty’s Inspectorate as ‘a wasteland of violent and disruptive behaviour’,‘a bear-pit’ and having ‘a deeply entrenched school ethos of directionless, unmotivated and underachieving classes’ to obtaining a positive Ofsted report three or four years later. The central contribution of the nurture group and the embedding of a culture of nurture throughout the school was clear. However, this was in some ways an exceptional case of a school that required to be placed in ‘special measures’ and in which there were major issues relating to school leadership. What is now required is more general investigation of the effectiveness of applying nurturing principles with a view to identifying the specific features that contribute most successfully to outcome variance. (Mackay 2015)
The Nurture Group Network/nurtureuk advocate 6 principles of nurture:
· Children's learning is understood developmentally
· The classroom offers a safe base
· The importance of nurture for the development of wellbeing
· Language is a vital means of communication
· All behaviour is communication
· The importance of transition in children’s lives
These fit easily with Mackay’s continuum pyramid of nurture type intervention to match the continuum that is SEBD. The base of the pyramid represents the whole school and its communities. The next represents other nurturing structures where nurture groups are not feasible (like type 2 and 3 groups in ref?). The third represents the nurture group proper whilst at the apex would be nurture group plus (+outside agency) for the most damaged children. Evaluation of the second level by Stephen, Stone, Burgess, Daniel and Smith (2014) indicated that in the experience of parents and educators, time spent in a nurture corner can support children to overcome language and (Mckay2015).
By promoting nurture type strategies in every classroom, nurture groups become a preventative strategy and so less pupils will need intervention by outside agencies. However, teachers would not only have to support the pupils social and emotional needs but unlike the nurture groups they would have to educator them as well (Broomhead, 2014). However, with health and well-being being one of the six areas of learning in the new Welsh Curriculum, it should allow more opportunity to integrate the two.
Paul Dix (2017) in his book ‘When Adults Change Everything Changes’ states that ‘Visible Kindness, Visible Consistency’ (similar principles as those of a good parent which Marjorie Boxall was emulating through the original nurture groups), throughout the whole school are key to changing the behaviour of pupils. However, Chazan, Cole, Clark et al (ref) suggest that teacher is resistance to the presence of pupils with behavioural difficulties within the mainstream and as previously mentioned belies that the SEBD children are the responsibility of the nurture teacher (ref). In addition,   (ref) noted the level of teacher stress with SEBD pupils in the class. 
Visser 2007 argued that as SEBD is so subjective it can encourage labels that define the individual which contribute to the very behaviour causing concern. This echoes the classic ‘Eye of the Storm’ social experiment by Jayne Elliott Riceville Community Elementary School in 1970 who said, ‘When people are expected to fail, they are more likely to fail’. Thus, if they are labelled as the ‘nurture group’ or the SEBD kids it is possible there might be a negative impact.
‘The term ‘nurture group’ was intended as an administrative name but caught on because it so exactly described the work of the groups. But the school avoided any possible offence to parents by always giving the groups a neutral name’ (Bennathan and Boxall, 2000)
‘Carers of children who attend nurture groups may express worries about their children being separated from their mainstream classrooms’ (p 26 Cooper and Tiknaz 2007). With least half a day in the mainstream transitions are a problem so a whole school approach could possibly negate this.
How a student relates to school does matter Externalising and internalising problem behaviours are linked to a student’s sense of belonging to their school. The link has predictive power. School based mental health providers can use measures of ‘belonging’ to support mental health and educational outcomes. (G. Arslan, 2019. Education and Child Psychology Vol.36 no. 4 pp 22 - 33)
Belsky ‘88 ‘92 insecure (usually avoidant attachment) working mothers who placed their children in childcare for more than 20 hours a week.  So, it’s not just a problem for those from scoio-economically deprived backgrounds that would typically be chosen for the typical nurture group, but maybe children of professionals working long hours.
Another plus point in support of the whole school approach are those children who would not have got to attend a traditional nurture group; those who would have gone ‘under the radar’
‘Acting out behaviours have a tendency to receive more attention from parents, teachers and the wider community, because they impinge in negative ways on the lives of others. Acting in behaviours, on the other hand, are more likely to be hidden from public view, or even deliberately concealed by an individual ‘(Cooper and Tiknaz 2007).
As Coleman (2020) describes in her recent article ‘Leading the change to establish a whole-school nurturing culture’ there is a need for stong leadership from the SLT to drive the nurturing ethos forward within the team. She also describes the negative impact that the movement of key staff from a school can have upon this drive. 
It does not take complicated equipment to embed nurture within a class, just a will to do so. Circle time and restorative practice do not have ongoing costs after initial training. A ‘peace and quiet tent’ and a toaster for tens of pounds but they do foster that warmth in the relationship between student and teacher.
Spalding (2000) reported on a small pilot initiative that shared common aims with nurture groups and that offered primary school children a ‘Quiet Place’, a room within the school with soft furnishings and items designed to promote a sense of peace and relaxation. Children could attend for an agreed number of sessions using a holistic therapeutic approach over a six-week period, with parents invited to attend also. Positive reports were obtained from parents and school staff, but quantitative results did not reach significance level in comparison with controls. However, a subsequent larger study with 54 children showed significant gains for the children participating (Renwick & Spalding 2002). Similarly, King and Chantler (2002) reported positive results in a small study without controls using a ‘Quiet Room’ staffed by a suitably experienced half-time support assistant. The children admitted had significant emotional and behavioural issues and required a nurturing approach, but this was not because of a lack of early nurturing but from other issues such as divorce and bereavement. Cited in Mackay 2015
‘Today I have just been out and bought eight toasters. All class rooms are going to get one from next September. This is a decision that the school management team made. I have been told in another school, the children all come in at ten to nine and spend the first ten minutes in the morning reading … books with their parents and having a slice of toast. And I said that fits perfectly with what we are trying to do as a welcoming school; as a nurturing school, and as a caring school … A lovely community time: parents, children and teacher all together… Nurture Group sets the model and that has been transferred to the whole school.’ (Headteacher 2) (Cooper and Tiknaz 2005)

Another point Mackay makes with supports the whole school approach is despite the contribution nurture groups can make to addressing the needs of vulnerable children and young people, there are situations where it is not feasible to provide them. Two such situations are outlined here: rural schools with low density populations and other areas where there is an insufficient pool of target children (Mackay, 2015). In addition, Sloan brings up the point that nurture groups in reality tend to be for those pupils externalizing (Sloan et al 2020) i.e behaviour problems not so much for internalizing problems (purely emotional) so these may not be ‘caught’ in the net. These may be the ones who wouldn’t want to go to nurture groups anyway because they’d worry about missing class or they couldn’t cope with those pupils with external behaviour problems.
‘The first paper by Jo Warin arises from in-depth qualitative research in seven schools in the north-west of England which are practicing the principles of nurture. It stresses the importance of leadership in bringing about an ethos of care and nurture throughout the school. Within this context, the importance of staff-to-child, child-to-child and staff-to-staff relationships, and the support and training of the whole staff, not just nurture practitioners, stand out as key factors in achieving effectiveness.’ (Coleman and Cooper 2017)
There are many publications about the impact of attachment, trauma and SEBD and the way to be sensitive to those social and emotional needs of all pupils e.g.  Brooks (2020) “The Trauma and Attachment Aware School”, “When Adults Change Everything Changes” Dix (2017) and “Don’t send him in tomorrow” Jarlath O’Brian (2016). It might be advantageous that such publications were to form part of all teacher’s continuous professional development.
Underpinning all the successful programmes in this review was a positive approach adopted by teachers and school leaders to pupils with SEMH. Approaches that are careful to avoid a deficit model perspective and that embrace techniques which encourage pupils to feel secure and that foster good relations with teachers, result in pupils who were more motivated to learn and are therefore at less risk of exclusion. The programmes found in this review that typified such approaches included strategies adopting functional behaviour analysis, positive behavioural support and nurture group frameworks (Carol and Hurry pp319)
It costs nothing to be aware of what Rebecca Brooks terms the ‘Tricky Curriculum’ (Brooks 2020. p106), I.e. days which are difficult for some children such as Mother’s Day for a bereaved child. This is a no cost approach to whole school nurturing but potentially has a massive impact on soe pupils. 
Cooper and Tiknaz highlight another reason to favour a whole school approach:
However, the lack of effective communication between Nurture Group staff and mainstream staff and difficulties over balance in Nurture Groups are highlighted as important factors that may, in some circumstances, inhibit educational progress. (Cooper and Tiknaz 2005 page 1 (Abstract)) 
Also, they found that mainstream teachers perceived the nature of existing communication to be mainly in the form of ‘feeding back’ (reporting on what happened in their classrooms) rather than ‘feeding forward’( developing joint strategies to meet children ’s needs more effectively). (Cooper and Tiknaz 2005) Mainstream teachers also highlighted concerns about the dangers of pupils becoming socially disengaged from them as a result of prolonged separations from the mainstream classroom. These problems with both transition and communication would potentially diminish if each teacher was responsible for nurturing each pupil within their class.

Conclusion:
This literature review has touched upon what the term SEBD is. Definitions of SEBD in relation to school documentation from the government e.g. the codes of practice state very little about this other than when it has a severe impact upon the child and their life. This review has defined what is meant by a traditional nurture group and looked at the type of children who would attend one. Children experience SEBD would be the ones to attend these groups anyway. 
Whilst there is much literature about the benefits of nurture groups this review has not investigated those rigorously nor tried to pull together the various types of data pertaining to this subject other than in a very superficial manner. However, this review has identified a paper which has pulled this data together (Sloan, 2020). In addition, at present, those involved with nurture groups are the same people as evaluate those groups (e.g. Coleman). However, this is not unique to the UK as Merrell who is involved in social and emotional learning in the USA runs the Strong Kids social and emotional learning programme. Thus, those with an interest in social and emotional learning are those going to be involved in programmes, that generally must be run as a business however, this potential leads to bias. 
Whilst the literature evaluating nurture groups has been around since the approximately the year 2000, the literature regarding a whole school approach tends to be more recent, since about 2015. This shows that a whole school “nurture’” approach is still in its infancy.
However, from the literature review of key psychological approaches it was inferred that social emotional learning and increasing one's awareness of self was a good thing. If everybody is taught, such as is hoped from the new Welsh Curriculum about social and emotional learning there might be a less visible need for remedial provision such as nurture groups. This could possibly have some advantages. It could reduce stigma. It could reduce the number of pupils attending a PRU where inappropriate behaviours could be learned from others. It might help those quiet children, whose problems are ‘within-child’ and are not acting out in class, be able to address their social and emotional needs as they would not be overlooked. 
In addition, as Belsky stated attachment isn’t only an issue with social deprivation it can arise from parents working long hours and not having that bond with their childcare provider. These more economically advantaged children might get overlooked if nurture provision was only provided for the nurture group.
There is a danger that if there is whole-school provision then the school might not feel there is a need for nurture groups in the traditional sense and thus the approach would be too watered down to have an impact on those who really need a nurture provision. However, from Coleman 2020 it can be inferred that those schools who have nurture provision are those schools who would recognise such an emotional need in their pupils and provide it.
Points that have arisen that might warrant further research: Will whole school nurture lead to a mirroring of what happened when everybody became a teacher of literacy and numeracy (academic inclusivity)? Is there enough subjectivity when it comes to evaluating the effectiveness of nurture provision when the training etc. Is provided by the Nurture Group Network Ltd.? Will there be a reduction of mental health issues in years to come, I.e. a longitudinal study? What is the impact of staff attitudes to social and emotional learning upon students of SEBD?
It appears from the literature that adopting a whole-school nurture approach will benefit those with SEBD but it would also benefit all the other pupils and in addition the staff (if a caring approach is embedded from the top down). These things would make potentially make a school a happier and calmer place to be and that in turn would benefit those with emotional difficulties but also a biological basis to their SEBD such as sensory issues or ADHD.
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