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ABSTRACT

This is an evaluative study of an ecological, midteted, multi-level school-based mental
health and emotional wellbeing project, called Tineasure Project. The project team
directly supported 3,452 children and trained &aiff rom 56 schoolsRealistic

Evaluation (Pawson and Tilley, 1997) informed tlkialeation. Theories, developed from a
review of literature, were used to derive a framewal hypotheses about effective work in the
area of mental health and emotional wellbeing. [Ratkected about the project were checked

against the framework leading to new theories giuibtiheses being developed.

Findings from the evaluation suggest thatpjjects aiming to promote children’s mental
health and emotional wellbeing have more impatttaly are multi-faceted, multi-level and
include a whole school approach; 2) direct intetigrs supporting children’s emotional
needs are more effective if school staff's capasitgimultaneously increased through
training and partnership work; and 3) capacitydiag is most effective when it takes
place over time, is aimed at building staff’'s sup&ills, and is rooted in evidence-based
approaches providing good resources for futureeafee. The enquiry’s limitations are
discussed, together with a consideration of howelmdings might be useful to

professionals, including educational psychologistsking in partnership with schools.
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CHAPTER 1:
INTRODUCTION

1.1 Statement of purpose of research

This thesis evaluates a three-year school-basethhiealth and emotional wellbeing
project, called the Treasure Project. The projecitied through Children’s Fund and

Child and Adolescent Mental Health (CAMHS) moniess in operation from September
2004 to July 2008. During this time the small pebjieam trained 607 staff from 56
schools and also directly supported 3,452 vulnerabildren and young people. This study
will be of interest to multi-agency teams of praiemals looking to effect positive
outcomes for children in the area of mental heatith emotional wellbeing, especially
those seeking to achieve this through the effe@na efficient use of limited resources to
address children’s present needs, while buildin@aciy in schools to meet children’s

emotional needs in the longer term.

This thesis is also an example of how Realisticliation (Pawson and Tilley, 1997) can
be used as a methodology to examine the inner nwgskof a programme. This will be of
interest to fellow researchers, particularly ediocet! psychologists, because it shows how
such an evaluation can lead to improved practi¢barireal world’. The Treasure Project
programme and partnership work with schools is@gal in depth and compared to
previous research knowledge, as described intéraiure chapter, about the effective
promotion of mental health and emotional wellbeifigis evaluation cycle resulted in the
development of theory around effective partnerstopk aiming to promote children’s
mental health and emotional wellbeing. Suggestasasalso given for practitioners to

consider with regard to their own practice in tisa.



1.1.i Specific aim of the research

The overarching aim of the research was to expldvat was effective about the Treasure
Project and this way of working in partnership wstthools, that helped to both promote
children’s mental health and emotional wellbeing &d to sustained capacity being built
in school communities. Capacity has been defirethie purpose of the research, as an
increase in staff’'s understanding, knowledge, dmarfce and skill level in meeting
children’s mental health and emotional wellbeingagewithin a school environment
and/or related positive ecological changes in ti®gsl environment that help to promote

children’s mental health and emotional wellbeing.

1.2 Justification of significance of substantive foic

The following sections explain why the study oftkchool-based project might bring new
and important knowledge that would be useful faltiheand educational professionals

working in the field of mental health and emotionalllbeing promotion.

1.2.i Government guidance

In March 2008 the Public Health Interventions AdvisCommittee (PHIAC) published
‘Public Health Guidance No. 12: Promoting Childe8ocial and Emotional Wellbeing in
Primary Education’(National Institute for Healthda@linical Excellence, 2008) which
gave several recommendations with regard to méetdth and emotional wellbeing
promotion. The guidance emphasised the importahaesopportive, secure environment
and an ethos that avoids stigma and discriminatisalation to mental health and social
and emotional difficulties. It put forward the vidhat, at some point, all children may

demonstrate emotional, social and behaviouralatifties during the normal experience of



childhood. The PHIAC considered that universal apphes should be the main focus of
social and emotional wellbeing promotion in primachools. This was seen as including
theearly identification of children at risk of havirigeir learning disrupted by social and
emotional difficulties. It was hoped that a strdagus on prevention could also avoid
inappropriate referrals to clinical services. Tapart recognised that national initiatives
such as the Social and Emotional Aspects of Legr(®iAL) programme (DfES, 2005)
and the Healthy Schools programme (Department afthi®epartment of Education and
Skills (DoH/DfES), 2004) along with related localligies on, for example, anti-bullying
(Department for Children, Schools and Families (B;2007) could provide important
vehicles for implementing the recommendations withie guidance and that this should
also help support Ofsted in its inspection of pesgrin schools towards achieving the
goals set out in ‘Every Child Matters’ (Departmét Education and Skills (DfES), 2003).
An integrated approach using universal and targetedventions was seen as cost
effective and preventative, thus reducing the rfeethe National Health Service, Social
Services or the Criminal Justice System to becamelved. It was recommended that
programmes designed to promote the emotional atidlseellbeing of children need to be
rigorously evaluated and that teachers and praicéts in primary education need basic
and ongoing training, provided by relevant trainamgl education organisations, to
promote young children’s social and emotional waitlg. The Treasure Project could be
viewed as one such integrated programme with iatérons at both universal and targeted
levels and it is hoped that this study will addhe knowledge about the effectiveness of

such an approach.



1.2.ii Supporting mental health and emotional weshig in schools

The Treasure Project is of particular interest & of study because the small project
team developed a unique multi-faceted, multi-levay of working in partnership with
schools, guided by MacDonald and O’Hara’s (1998)agical definition of mental health
and emotional wellbeing which is discussed in Céapt The project’s model of service
delivery, which included both training and direapport to children, could be viewed as
similar to the three-wave intervention model suggg e the recently-published Targeted
Mental Health in Schools (TaMHS) Programme Guideg@&rtment of Health and
Department for Children, Schools and Families (Cawtd DCSF), 2008). The TaMHS
programme, funded by the Department for Childrexmd®ls and Families (DCSF) as part
of a commitment to The Children’s Plan (DCSF, 20®i) cover all local authority areas
by 2011, following Pathfinder work in 25 areas fr@@08 (DoH and DCSF, 2008).
Authorities have been encouraged to deliver mémalth interventions which are
grounded in the available evidence about what wiorkelping children and families with
problems, or at risk of experiencing them. Thiglewice, the guide suggests, should be
drawn from existing knowledge about interventiorigali proved effective in helping
children with mental health problems; it also enages Pathfinders to develop their own
local evidence base, through a combination of kedg# from research and knowledge
from the evaluation of their own practice. Therefthre evaluation of the Treasure Project
is viewed by the writer as a significant substamtipic for research, providing
information about the effectiveness of intervensigimilar in nature to those being

delivered by the current TaMHS projects.



1.2.iii Influence of the school environment

A further rationale for this study is that it ispwrtant to ascertain those circumstances that
lead to the sustained promotion of mental healtheanotional wellbeing within a school
environment. School is a common experience for ipeshg people and children as they
grow and develop into adults. It was acknowledgge@&#&roness Catherine Ashton,
Parliamentary Under Secretary of State for Earlgrgeand School Standards in 2001, that
a positive school experience is important for aieifdand can make a real difference to the
long-term outcomes for children who are experiegieirental health problems (DfES,
2001, p.iii). There is clear evidence that a godtbs| experience can be a protective
mechanism to counteract effects of risk factorsti@ul1987; Benard, 1991; Garmezy,
1991, Gilligan,1998, 1999, 2000, 2003, 2004). The&nment acknowledged this in their
guidance document about the promotion of childreméntal health within early years and
school settings (DfES, 2001). A later Ofsted (20@3)lication, ‘Healthy minds:

Promoting emotional health and wellbeing in schooéported on the evidence collected
by Her Majesty’s Inspectors (HMIs) about practiee&® schools. It concluded that
schools’ lack of knowledge of the government guaaresulted in missed opportunities to
improve the quality of provision for pupils with mtal health difficulties. HMIs found that
only a very small number of schools were workingdads, or had met, the 2004 National
Healthy Schools Standard’s criteria for providing pupils’ emotional health and
wellbeing (DoH/DfES, 2004). One barrier was seethadow level of awareness of the
importance of the issue and the report recommetigddchools should make the
promotion of emotional health and wellbeing a ptyoand ensure that school staff are

aware of the guidance available. It is hoped thigtévaluation of the Treasure Project may



reveal some of the context factors and key mechenibat might be helpful for schools

and outside agencies to consider when aiming téeim@nt strategies in this area.

1.2.iv National Service Framework

The National Service Framework (NSF) for Childrénung People and Maternity
Services has established clear standards for pnognibte health and well-being of
children and young people and for providing higlaldgy services which meet their needs
(DoH/DfES, 2004). It is a ten-year programme sgttint 11 standards for health and
social care that local authorities must achieve®i4 (Jones, 2006). Standard 9 of the
NSF covers the mental health and psychologicalbs&ly of children and young people.
A progress report, written by Jones (2006), onirtiqfdementation of NSF Standard 9
(DoH/DfES, 2006) pointed out that good mental Hertan important factor in
strengthening families; improving educational ataént; promoting social inclusion;
tackling anti-social and offending behaviour; exgliag individuals’ opportunities; and
improving individual’s general health and wellbeifidne report also noted that there were
a number of initiatives that contributed to thelyeartervention and primary care of mental
health. These were: emotional development beiry@@utcome within the Early Years
Foundation Stage; multi-agency programmes sucluees Rart; the Healthy Schools
programme: and the national roll-out of the SEALlt@nals across primary schools, with
piloting of similar materials underway in secondacjools. Jones (2006) also reported
that 70% of Children and Young People’s Plansdisteental health as a priority area. The
need to know more about how to build and sustarctpacity of schools effectively to
meet children’s mental health and emotional neg@ds iadditional reason to study the

work of the Treasure Project team.



1.2.v Proactive service delivery models

There is strong evidence to show that the CAMH&tsn unable to meet the demands of
the number of children with identified psychopatgy (Slowik and Noronha, 2004;
Jones, 2006); referral to specialised servicegesult in children waiting for long periods
for the initial assessment of their needs. Ovey&ds ago Albee (1982) pointed out that
there was an unbridgeable gap between the largbensnm need and the small number of
helpers, and thus he argued for a proactive apprmaihe promotion of mental health.
Jones (2006) suggested that supporting childreryandg people with mental health
problems should not be the responsibility of sgestisnental health professionals alone
and pointed out that, in many cases, the intergarttiat makes the difference will come

from another service.

The Treasure Project was a programme that attentgpteel both proactive and reactive to
the mental health needs of children and young gedjple development of the Treasure
Project was guided by reference to key researctesitgnce-based practice in the field of
emotional wellbeing promotion (Shepherd, Du’Montldran, 2006). The research
knowledge at that time seemed to indicate thastheol ecology should be the central
focus of interventions promoting mental health prelyenting mental distress in school-
aged children (Weissberg, Caplan and Harwda®88]1; Wells, Barlow and Stewart-Brown,
2003; Greenberg, Domitrovich and Bumbar@®01). The Government Guidance Paper
‘Promoting Children’s Mental Health within Early ¥es and School Settings’ (DfES,
2001) also reported that there was increasing aceléhat early years settings and schools
can promote all children’s mental health, and wdee effectively with those children

experiencing problems. Greenbetgal’s (2001) substantive review of effective primary



preventative interventions is further discusseGlimpter 2 , as is Weissberpal's (1991)
review of successful family-, school-, and commyxhiased prevention efforts aimed at
reducing the incidence and severity of psychosqeiablems in children. Both of these
research reviews indicate the importance of intetieas that attempt to enhance the
environment as well as building up an individuaisnpetencies. The Treasure Project
team used the research evidence described abdnegrie their work within a multi-level
and multi-component developmental service deliveogel (Shepherdt al, 2006). The
team offered whole-school sessions to raise awasesnad increase understanding of
mental health and emotional wellbeing promotiogetber with training for key school
staff in specific approaches to supporting vulnkrahildren. The project team also
developed and delivered project work, in partngrstith each school, around identified
areas of need, for example playground behaviowaddition to this, they directly
supported vulnerable children and their familigseif involvement with a school evolved
over time and they encouraged head teachers tio dbiout how their school, as an
organisation, met children’s emotional needs. Thimbination of universal, targeted and
direct support to vulnerable children is referredhroughout this thesis as a multi-faceted,

multi-level ecological model of service deliveryhgpherdet al.,2006).

1.3 Context of enquiry

The following section describes the context in wahite enquiry took place. It covers the

history of the project’s inception, the staffingdaie funding of the project.



1.3.i Parameters of project brief

The Children’s Fund was launched in November 2@0paat of the Government’s
commitment to tackle disadvantage among childrehyaning people. The Children’s
Fund programme aimed to identify children and yopegple at risk of social exclusion at
an early stage, and make sure they received tipeanel support they needed to achieve
their potential. In 2002, in partnership with kéglseholders, the Children’s Fund in the
local authority in which this study was conductdéntified a need to increase the capacity
of school communities to meet the emotional neéasitdren and young people. As a
result the local authority’s Children’s Fund and i@IAS agreed to fund a two-year (2004—
06) mental health and emotional wellbeing proj&utially the project was targeted at two
local authority secondary schools and their fe@dienary schools. The newly-established
project team was asked to work in partnership ti#dse schools in order to meet the
mental health and emotional wellbeing needs oficail through direct therapeutic support
to vulnerable children between the ages of 5 an@43vell as providing training and

collaborative capacity-building partnership supgorschool staff.

Prior to commissioning, it was agreed by the Cleitids Fund, CAMHS and the EPS that
the aims of the project were to be as follows:
» to raise awareness of children’s emotional needshiools and communities
» to build the capacities of those working with ched
» to pilot new ways to support children’s emotionavedlopment and build their
resilience; and

* to disseminate best practice.



These aims shaped the way that the project tealkeddogether and, consequently, with

school communities.

1.3.ii Staffing and funding of project team

During the period 2005-06, funding was used to empl0.4 full time equivalent (FTE)
senior educational psychologist, a 0.5 FTE asdigtsychologist, 1.7 FTE Area Project
Coordinators (APCs) to work in partnership with@als, and a 0.2 FTE teaching assistant.
The balance of the funding was used to provide lgugver for training, to purchase
resources and, by schools to employ teaching astssto be trained as listening mentors.
By March 2006, the boundaries of the project haahgled and 20 primary and 3 secondary
schools were actively engaged with the ‘Treasu@Tdas the team was named).
Although further funding was agreed for April 20@6March 2008, the level of funding
only allowed for the ongoing employment of the tM@Cs. The management of the

project by the Senior Educational Psychologistic®d as 0.2 of her time and income

was generated for resources from the training esurs

1.4 Role of the Senior Educational Psychologist

The Senior Educational Psychologist who manageg@hject team was a key influence
on how the project developed, but it should be ch¢that she is also the writer of this
thesis. Her beliefs and values with regard to sttpppchildren’s mental health and
emotional wellbeing determined the way the progaalved. She encouraged the multi-
faceted, multi-level ecological approach takenhmy project team. She wanted the team to

build on her knowledge and experience gained iratka of mental health and emotional
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wellbeing promotion in her previous role as an educational psychologist as part of a

CAMHS Early Intervention and Prevention team, workin schools.

The Senior Educational Psychologist ensured that the APCs, who were not educational
psychologists, were trained in person-centred approaches (Pearpoint, O’'Brien, and Forest,
1993) and solution focused approaches (De Shazer, 1985) by herself. All the project team
were trained by Trisha Waters to both deliver and train others to deliver Therapeutic
Storywriting approaches (Waters, 2004). The APCs were also trained by Jenny Moseley to
be Quality Circle Time (Moseley, 1996) trainers. They were also trained to deliver and
train others in the Zippy’s Friends (Clarke and Brown, 2010; Mishara and Ystgaard, 2006)
emotional wellbeing programme. After both attending training and co-facilitating support

groups, the APCs were able to train and mentor school staff in these approaches.

The APCs were encouraged to establish a participatory partnership with head teachers so
that a tailor-made package of support and/or training from the project team could be
developed around identified need. In this way, it was hoped to develop a cohesive
approach to mental health and emotional wellbeing promotion within the school
community. This enabled any previously established in-school initiatives or strategies,
such as SEAL (DfES, 2005), to be taken into account when planning interventions or
activities. Several schools also took up the opportunity to participate in a PATH
(Promoting Alternative Tomorrows with Hope) (Pearpoint etE)93), a visionary
organisational development exercise conducted with the school staff, to look at how well

emotional wellbeing was promoted in their schools. By developing the project in this way,
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the team avoided imposing interventions on schoo&ssuming that one particular plan or

intervention would suit all.

1.5 Model of service delivery

Initially the Treasure Project team contacted ttteosl clusters targeted by the Children’s
Fund team and consulted with them with regard ¢éokihd of service that was needed to
meet the emotional needs of the children and yqaagle within their school
communities. As a result of this consultation,ha tight of experience and background of
the team members and with information gathered fdmoad search of available research
literature, a responsive multi-level model of seevilelivery was developed by the team.
Schools were able to choose from a menu of evidbased interventions to provide direct
support for vulnerable children, as well as buiigiheir staff’'s capacity, either by training
key staff in specific approaches and/or undertakihgle school staff training in the area
of the promotion of mental health and emotionalllbe2hg. In this way, the Treasure

Project team tailored their involvement over tirnerteet identified need.

1.5.i Participatory partnership, Project Schoolg Bion-Project Schools

Schools involved in such an active ‘participatogytpership’ relationship with the
Treasure Project, will be referred as Project Skhfuw the purposes of this research and
thesis. A ‘participatory partnership’ is definedtims context as being when an external
project coordinator consults with a school andtail package of support to meet the
needs of the school community as defined by thd tescher, school staff and school
community. This package of support might be inslesf ongoing consultation with

children, families, school staff and other agenoieservices involved with the school
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community. Such further consultation might theredaiine the exact nature of the direct
support, training or intervention undertaken, owbat period of time, and with which
multi-agency partners. Likewise, for the purposkthis research and thesis, Non-Project
Schools are schools where the ‘participatory pastnip’ did not exist, but where there was
a minor degree of involvement with the project. Ewample, staff had attended one
external training course, or a single interventguch as a therapeutic storywriting group,
had been delivered in the school by the projechtéldhe Non-Project Schools have been
included in this evaluation because it was felfuld® compare the differences between
the two school contexts in terms of the impachneéiiventions or training in the absence of

any ongoing participatory partnership with the Brega Project team.

1.5.ii Extent of the project

As the project continued into its third year, thedsure Project team offered their model
of service delivery to other interested schoolsdmetthe capacity of the team allowed)
while continuing to work with the two initially tgeted school clusters. In addition to this,
training courses were made available to staff femy school or external agency. During
the three years of the project evaluated by thidyst607 staff from 56 different schools
were trained by the Treasure Team in supportivecgmhes to meet children’s emotional
and behavioural needs in school. In addition, 3gtRiren and young people received
direct therapeutic support, within a class or sgadup context. A limited number of
children or families received individual suppoxrfr the Senior Educational Psychologist.
It should also be noted that the Treasure Progachtworked in close partnership with

over 20 agencies and voluntary services, incluatate and CAMHS (see Appendix I).
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1.5.iii Multi-faceted, multi-level partnership workith schools

The Treasure Project team viewed mental healtreammtional wellbeing not just as a state
achieved by individuals but, following MacDonaldda®@’Hara’s (1998) model, as

deriving from and contributing to a variety of salatonditions and processes. The model
suggests the need for complementary interventibmsao, meso and macro levels. The
project team focused their work at the micro Iduadividual needs) and the meso level
(school community and family needs, expectatiorts@iorities and local policy). The
macro level (regional, national and internatior@iditions and policies) was judged to be
beyond the sphere of influence of the project. Macddd and O’Hara (1998), in their
Position Paper on Mental Health Promotion, suggettat it was ‘misguided’ to place all
resources at one level because each level infladetheeother and the elements were also

viewed as interdependent.

The Treasure Project tailored interventions to nfeespecific development needs of the
schools rather than to offer a specific programoeh s the Promoting Alternative
Thinking Strategies curriculum (Greenberg, Kushé Riggs, 2004) which is a
comprehensive prevention programme for primary skhged children intended to
improve both social-emotional functioning and sfiecieurocognitive functioning, as well
as, secondarily, to affect academic functioninge Theasure Project team tried to ensure
that interventions met the needs indicated by thea community, rather than requiring
the school community to suit any interventions itk Approaches and specific
interventions which were used directly to suppéitdten, or chosen as the focus for staff
training, were backed by research evidence shopiiegous success in the school

context, for example, Zippy’s Friends (Clarke anmdwn, 2010; Mishara and Ystgaard,
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2006), a mental health promotion program to impraweing skills in young children. The
project team choose to champion some specificMatgions and approaches, such as
solution focused approaches (De Shazer, 1985)pesntred approaches (Pearpeint
al., 1993), Zippy's Friends (Mishara and Ystgaard,@@arke and Barry, 2010), Quality
Circle Time approaches (Moseley, 1996) and Thertap&torywriting approaches
(Waters, 2004). They also based much of their voorkhe Pyramid Club (Ohl, Mitchell,
Cassidy and Fox, 2008) type of work. Informatioowattthe approaches and interventions
used by the project can be found in Appendix Ibl€dl.1 illustrates the variety of the
multi-level participatory partnership work with siis during 2006—07. It is an extract
from the Annual Report presented to the Treasupgeftr Steering Committee (Shepherd,

Du’Mont and Tan, 2007).
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Table 1.1: An extract from Treasure Project AnnualReport, 2007.

Meso Level
(Whole School Environmental Focus)

Consultation work with schools to consider how ¢nsotional needs of children
are being met within the school environment as a®lio identify vulnerable pupil
groups. Schools are encouraged to engage in salfisgive or reflective
exercises, such as, the Healthy Schools Self-Etrafud@ool, use of the
MacDonald and O’Hara model as part of a facilitdté8ET, or through PATH
(Promotion of Alternative Tomorrows with Hope) faailitated, visioning
process.

Training of school staff in the delivery of specifnterventions whilst working
alongside Area Project Coordinators, for exampteasuring Ourselves (solutio
focused group work)

Training courses offered by the Treasure Projecsd¢bool staff within target
clusters, such as Quality Circle Time, Zippy’s Rds, Therapeutic Storywriting,
or solution focused approaches.

Consultation with Treasure Project Schools andregleoutside agencies and
services in order to develop intervention to mdentified need, for example,
‘Happier Playtimes’ projects.

Consultation with relevant outside agencies andices in order to develop
and/or resource mini-projects, for example, aftdrem| Art Clubs for children.

-

Direct therapeutic work with individual or groupsahildren by the Treasure
Project Team, or by trained staff supported bytéaen, using proven evidence-
based approaches such as solution focused appsoaiciiberapeutic Storywriting
approaches.
Direct work with classes of children by the TreasBroject Team such as Zippy's
Friends or Quality Circle Time work.

Direct work with small groups of children by thee@isure Team, or by trained
staff supported by the team, through creative $padicipation approaches based
on Pyramid Trust’s work — Art Clubs or Treasure &im

Direct work with children to aid transition suchBgasure Transition and Mind
Mapping.

Direct collaborative work with children and otheyeacies to develop and delive
specific interventions such Peer Mediation prograsior ‘Happier Playtimes’.
Direct consultation with groups of children, sushsahool councils to develop
work within schools to meet an identified need &igppier Playtimes’.

=

Activities of the Treasure Project as presentdtiéol reasure Project Steering Committee

(Shephereet al, 2007)
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1.6 Outline of the rest of the thesis

The following chapters in this thesis considerghgect in detail, including previous
literature and research, the methodology usedfan@irtdings, ending with conclusions

and, crucially, recommendations for future practice

Chapter 2 critically reviews the literature andeash knowledge in three main areas:
mental health and emotional wellbeing; effectiveiparship working in the area of mental
health and emotional wellbeing promotion; and refeghip between staff’'s capacity to

meet children’s emotional needs, and training.

The third chapter sets out the research questieing lzonsidered and continues with a
comparison of different research paradigms. Theareher’s reasons for choosing
scientific realism as the most suitable paradigmi, Realistic Evaluation methodology as
the theoretical framework within which to conduut study, are discussed. The researcher
explains how the research reviewed in the previbapter was used to develop theories
about effective practice in the area of mentaltheahd emotional wellbeing promotion.
These theories were used to build a framework pbtheses to check against the
operation of the Treasure Project programme. Taméwork is described and the way it
informed the design of the research which inclushemtphase data collection activities.

The design of the data collection phases is alsordeed in this chapter (and later in

Chapter 5) along with ethical considerations, anuilides threats to validity and reliability.
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Chapter 4 presents the findings from the first phafsthe data collection. The findings are
analysed and discussed. The researcher also slmwthis analysis informed the second

phase of data collection activities.

Chapter 5 discusses the second phase of the dietion. The design of the interviews
which were conducted with practitioners is desdibe this chapter, along with validity

and reliability considerations.

In the penultimate chapter the findings from theiviews are presented and analysed. The
chapter also describes the bringing to light of arflpential features of effective practice
operational in successful Treasure Project schddis. process of checking the findings
from the data collection activities against thenfeavork of hypotheses and the theories
initially derived from the literature review is algliscussed. The researcher shows how this
comparative exercise was used to adjust the trea@nme the hypothesised framework
about effective practice in the area of school-Basental health and emotional wellbeing

promotion projects.

Finally, in Chapter 7, the researcher summarisest Was been covered in each section of
the thesis. The conclusions derived from the encarie drawn together and related to the
aims of the enquiry. The research design is ceiiband evaluated in terms of the certainty
of the answers to the research questions. Theiexgerof using Realistic Evaluation
methodology is discussed along with recommendafloniiture practice involving
partnership work with school communities in thesan& mental health and emotional

wellbeing promotion. The role of educational psyoldsts is also considered.
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CHAPTER 2
REVIEW OF THE LITERATURE

2.1 Introduction

This chapter has been organised into three sectach of which covers substantive
research around the three main areas of interéseadvaluative study:
Mental health and emotional wellbeing
Partnership working in the area of mental healith @motional wellbeing
promotion
Relationship between staff's capacity to meet chitits emotional needs and

training

2.2 Mental health and emotional wellbeing

2.2.i Occurrence of diagnosed mental disorder imgopeople

PHIAC Guidance 12 (NIfHC, 2008) indicates that na¢hiealth and emotional wellbeing
is a key factor affecting the development and etiloical achievement of young people. It
reports that the Office for National Statisticsriduthat in 2004, 10% of children and
young people aged 5-16 had a clinically diagnosedtah disorder. 12% of these were
secondary school children (aged 11-16 years) and/& primary school children (aged
5-10). Children were more likely to have a diagaosental disorder if they were male,
were within disrupted families, had parents witheglucational qualifications, or came
from a poor or disadvantaged background. The statialso showed ethnic variation.
Children aged 5-10 who were white, Pakistani orghzheshi appeared more likely to
have a diagnosed mental disorder than black childrelian children seemed to be the

least likely to have such problems. Looked Afteil@en aged 5-10 were at least five
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times more likely than average to have a mentalrdes (42% versus 8%) (Office of

National Statistics, 2004).

Statistics around ‘mental disorder’ can be affettgdhe consistency of diagnostic, or
categorisation, activities. Collishaw, Maughan &@abdman (2004) researched trends in
the levels of diagnosed mental health disorders a&b-year period (1974-1999). Their
longitudinal study attempted to compare rates sbier at different time points by using
the same instruments at each time point. As théygab out, data in this area are often
affected by changes in diagnostic criteria, diffees in assessment methods and changes
in official reporting practices. The samples usetheir study were the adolescent sweeps
of the National Child Development Study and the@Bitth Cohort Study, and the 1999
British Child and Adolescent Mental Health Surv€pmparable questionnaires were
completed by parents of 15-16-year-olds at each pioint (1974, 1986 and 1999). Their
investigation showed a substantial increase inesmtent conduct problems that has
affected males and females, all social classeskmamily types. They reported that there
was also evidence for a recent rise in emotionathlpms, but the evidence in relation to
rates of hyperactive behaviour was mixed. Althotigdy used the same instrument to
collect data their study is reliant on the abibfyparents, or their representatives,
completing the questionnaires in a consistent marime reliability of the questionnaire
will depend on the parents’ interpretation of theestions. This interpretation may be
affected by the cultural acceptance of appropsatzal behaviour, which may not be the
same in 1974 as in 1999. The questionnaire may hatvieeen completed by both parents
and each parent may have a different view aboirt ¢théd’'s behaviour. It is unlikely that

both parents would complete a questionnaire ablout @ year old, particularly in these
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times of complex, changing family structures. laliidn to this, the instruments
themselves may have become out-dated, in thattangardisation or categorisation will
be affected by the complex cultural diversity aldg’s society. The external validity of
the study will also have been affected by theirgang methods and the ability of parents
to complete the questionnaire, for example, they baailliterate or be non-English

speakers.

2.2.ii Definition of mental health and emotionallllveing

The previous section discussed the apparent iredmental illness’ in young people.
This literature review is particularly concernedwexamining research about effective
work in the area of mental health and emotionallveahg promotion. Therefore it is
important to define mental health and emotionallveghg. In their ‘Position Paper on
Mental Health Promotion’(1998), MacDonald and O’elémok a pragmatic stance, saying
that it was easier to agree about the sorts ofhihat promote or demote mental health,
by looking at specific examples of activity, tharntty to deduce practice from an abstract
and possibly arbitrary definition of ‘mental healthhey suggested that it was only
possible to define mental health in terms of anviddal state to a limited degree, before it
became necessary to consider the social natuhabindividual’'s experiences and the

social conditions and processes that contributatdsvthese experiences.

MacDonald and O’Hara (1998) drew upon Albee andrRyian’s (1993) meta-analysis of
interventions shown to be effective in reducing takitiness. This analysis led to a
formula suggesting that ‘mental iliness’ could weented firstly by decreasing organic

factors, stress and exploitation and secondly bsessing coping skills, self-esteem and
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social support. MacDonald and O’Hara (1998) toakgix factors in Albee and Ryan
Finn’s formula of key social conditions and pro@ssthat lead to the prevention of ‘mental
illness’ and organised them into ten elements @rital health’. Their intention was to
show that using these elements helps to clarifyerathan obscure the understanding of the
concept of mental health, and that the elementenwiéiken together, adequately account
for the sort of things which either promote or déenmental health. The five promoting
elements recognised were: Environmental Qualitgi{sas good housing, good public
transport, aesthetically pleasing building and saghing, proximity to nature), Self
Esteem (underlying belief about our worthiness sigdificance as a person in our own
right, and not only as a result of our activitytle world), Emotional Processing (an
awareness and respect for our own emotions, arse thicothers), Self Management Skills
(coping skills in a broad holistic sense, proactine involving an internal locus of
control) and Social Participation (active involverhef individuals and groups in a range
of mutually productive, interdependent relationshipat together contribute to a social
richness in our lives). The five demoting elemeatgnised were: Environmental
Deprivation (such as poor housing, lack of safegdao play, threats of violence,
pollution), Emotional Abuse (that which undermireesl destroys our underlying belief
about worthiness and significance as a personinwa right, either directly as through
mental torment or physical or sexual abuse, oré@utly through systematic and sustained
criticism, denial of our uniqueness and signifieamevaluation of our values, or the
sabotaging or undermining our competencies anguceess), Emotional Negligence
(institutional or personal neglect in helping peotd develop and express their emotional
life), Stress (different for different people armhtext related) and Social Exclusion (on

basis of gender, race, class or other differentiledspower exploitation). The elements are
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shown in Figure 2.1 as a formula, with promotingneénts above the fraction line and

demoting elements below.

Figure 2.1: Mental health model

Environmental Emotional Self Social
, + Self Esteemt .+ Management + L
Quality Processing Skills Participation
Mental
Health =
Environmental Emotional Emotional Social
A . Stress :
Deprivation Abuse Negligence Exclusion

(MacDonald and O’Hara, 1998)

MacDonald and O’Hara (1998) stated that the purpdsee formula above was not to
provide a universal, culture-free definition of nrhealth but a framework, through
which people from a variety of cultures will be albb add their own awareness and
understanding. They also conceptualised their digimof mental health as a model which
is shown as Figure 2.2. This model shows that ‘aldrgalth’ can be promoted by
enhancing elements above the dotted line and dsimimg the elements below it. This
definition also acknowledges the three differeriegical levels of influence on mental
health: the micro or individual level, the mesaaganisational and institutional level, and
the macro or regional, national and internatioeaél. The model also takes into account
the interdependence between systems and struetiudéserent levels, and the
interdependence and cumulative influences betwezten elements. This dynamic
definition of ‘mental health’ provided by MacDonadd O’Hara’s model will be used
throughout this research paper. It should alsodvedithat, for the purposes of this
research, ‘mental health’ and ‘emotional wellbeiagg understood as alternative names
for the same concept. Weare (2000) noted thahtbath professionals and educational

professionals tend to use these two terms in daginvay.
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Figure 2.2: A map of elements of mental health (andmotional wellbeing), its

promotion and demotion
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2.2.iit Use of mental health and emotional welllgedefinition by Treasure

Project team

As previously stated, MacDonald and O’Hara’s (198&jnition of mental health and
emotional wellbeing was used to support the devety of the participatory partnership
work with schools. The model was shared with headtiers and staff and it was referred
to as part of any training activities undertakelne Effectiveness of such a multi-faceted,
multi-level approach is strongly supported by resean this field (Rutter, 1987;
Greenbergpet al, 2001; Gilligan, 2004; Ttofa, 2006). ‘Choosing Ma Health’, a
document providing an overview of the Governmentté&/Raper of the same name, was
published by the Mental Health Foundation (MHFR005; it also suggests that
effectiveness can be enhanced by implementingrdiifenterventions at various levels,
and that this can have a synergistic effect (MHIR5). Weare (2000) pointed out that
applying a health promoting framework to mentalpgonal and social health in schools
was largely unexplored territory. She ascertaimed, until recently, work in the wider
field of mental health promotion had been fairlgiesded. She believed that this had been
caused partly by the individualised perspectivenamtal health taken by health
professionals and also by a lack of identificatbonthe part of those working in schools

with the medicalised and, in her view, rather ftegting term ‘mental health’.

2.2.iv Alternative school-based mental health paognes

Alternative models for school-based mental healtygmmmes are described by Salmon
and Kirby (2008) in their paper exploring the raade for collaborative working between
health and educational professionals. They citei®@af2001) when stating that there are

two main models of such programmes in the USA:lta8ng off-site services delivered in
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a school by a children’s outpatient psychiatriaicli the other being the mental health
component of a school-based health clinic. The glebased health clinics provide a
variety of primary health-care services, includihg provision of a comprehensive mental
health service for all pupils; this includes asse=®, multi-modal treatment, consultation
and strategies for preventing poor mental healthefQexamples of collaboration between
health and education cited by Salmon and Kirby &@0e those of Behaviour and
Education Support Teams and also multi-agencyainigs developed as a result of the
Department of Health CAMHS Innovation Grants. Theye that these multi-agency
support teams typically include a mix of professilsrwho provide support in differing
ways, including work at a whole school level, graupport to children and their families
and/or intensive support to individual children danhilies where appropriate. They had
usually developed referral criteria which were ugedrganise access to the service. Many

of the programmes described seem to operate vathmedicalised model of mental health.

In summary, Salmon and Kirby (2008) acknowledge $ichools played a central role,
both as an entry point to mental health servicesliddren and young people with less
severe mental health problems as well as in thessasgent and management of children
with neurodevelopmental disorders. Some of theqamgies described seemed to rely on
highly-trained professionals for the assessmenti@adment of mental health difficulties
presented by individuals. This may mean that theyld/be expensive resources to
maintain and would not necessarily build capaciityhnuv the schools that they are based in
because school staff might still tend to referdareih and young people requiring

therapeutic support to other professionals.
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The UK government wants many more services fodo#il to be provided in and around
schools under the ‘extended school’ networks (DIE®3) and Children’s Services need
to show how they meet children’s needs, particyldré five outcomes of the Children Act
(DfES, 2004) under which children’s wellbeing vk evaluated (Boorn and Hopkins-
Dunn, 2006). Some of the obstacles to multi-agemanking in the area of mental health
noted by Salmon and Kirby (2008) are the differeays of working of health and
education, the rising referral rates, prioritisofgheed and service thresholds, ‘medical
confidentiality’ and differing views about labeltjrand diagnosis. A criticism of their
paper is that has mainly examined good practicaevineental health’ has been regarded
as the lack of a mental disorder and that the sesvare mainly reactive in nature, as

opposed to proactive in the area of mental healtheanotional wellbeing promotion.

2.2.v Effective preventive programmes

Greenbergpet al (2001) reviewed more than 130 primary prevenpirggrammes for
school-age children ranging in age from 5 to 18&ifimtention was to identify preventive
interventions that had undergone robust evaluai@hhad been found to reduce
symptoms of psychopathology (e.g., aggression,esdspmn, anxiety) or positively
influenced factors associated with later mentabmdiers. They selected 34 programmes of
universal and targeted interventions that met dflewing criteria: a randomised-trial
design or a quasi-experimental design with an aakegquomparison group; pre-, post-, and
preferably follow-up assessment; a written manpat#gying the programme’s conceptual
model and intervention procedures; and specifioatitthe target sample’s social and
behavioural characteristics. Fourteen of these wehneol-based universal programmes,

which were classified into four categories: gensaalial-emotional cognitive skill
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building; violence prevention; school-ecology chenand multi-domain and multi-
component. In their summary of findings, Greenledrgl (2001) highlighted the

following conclusions about validated programs:rtaiti-year programmes are more
likely to foster enduring benefits than short-temerventions; (b) prevention programmes
that focus on multiple domains (e.g., individuahaeol, and family) are more effective
than those that focus only on the child; (c) fdram-age children, the school ecology and
climate should be a central focus of interventamg (d) programme success is enhanced
by combining emphases on changing children’s belayteacher and family behaviour,
home-school relationships, and school and neighiwomatr support for healthy, competent
behaviour (Greenberg, Weissberg, Zins, FedericksnR and Elias, 2003). Greenbeitg
al.’s meta-analysis of research could be criticisedtie initial selection of the 34
programmes. Meta-analyses focusing only programewakiated using traditional,
experimental research design may miss other efeeptiogrammes that may have been
evaluated using a qualitative, anti-positivist s methodology. It may well be that the
programmes selected for their ‘robustness’ wouhdl t® be long-term school-based
initiatives, focusing on multiple domains and ttiere their sample procedures could have
led the reviewers to their conclusions about wivad lof programmes were the most

effective.

Earlier research which also supported a broadeoapp to preventive programmes was
that of Weissbergt al.(1991), who reviewed successful family-, schoakd aommunity-
based prevention efforts, aimed at reducing thieleamce and severity of psychosocial
problems in children. They sought to confirm arieaproposal that family-, school-, and

community-based prevention programs will be mofgtotive when they attempt first to
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enhance children’s capacities to coordinate sklissocial values, and information in
order to cope adaptively with society’s social sggthallenges, and stresses and second, to
create environmental settings and resources tipgiosuthe development of young
people’s positive personal, social, and health iela (Weissberg, Caplan and Sivo,
1989). They selected programmes that were, in theiv, exemplars of prevention
programmes that showed positive behavioural effiectgoung people, and the elements
that appeared critical for the success of the piognes were described. Selections were
based on the length, substance, and scope of thelntlee majority of which focused on
enhancing the competence of both children and fogiializing environments. The models
were also considered to be well-designed and withsiderable advocacy for their
broader dissemination’ (Weissbeasgal, 1991, p.833). It was not clear what criteria were
used to determine whether a model was well-desigheel researchers acknowledged that
space limited the number of models they could discn the paper. Some of these

programmes involved quite small samples, or hidlesx attrition rates.

It may well be that many of the selected groupsld/tave fared well without the support
programmes being in place, particularly as manyefprogrammes were long in duration
and this may mean that other programmes or polees also part of the support offered
to children and families during this time. It wdsaadifficult to identify the exact
mechanisms within the programmes that producegadk#ive outcomes. However, in
their conclusion Weissbegg al. (1991) stated they thought there was substantideace
to indicate that the programmes, when they werdamented effectively, could produce
lasting behavioural benefits for young people. Thveyt on to suggest that it may take

considerable time before research convincinglylvesovhether such improvements will
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actually reduce the incidence of mental disordansg, proposed that the time was ripe for
prevention programme developers and researchargaduce multi-component
programmes of sufficient scope and length to predang-term positive outcomes for
children. They advocated that mental health pradesss should forge a stronger
collaboration with families, schools, and commueastin order to provide high-quality,
comprehensive prevention programming to more abildmd youth. According to
Weissberget al.(1991) the critical question to address is not Wwleprevention

programmes work, but how they can be conducted eftettively.

2.2.vi Health promoting schools

The Mental Health Foundation’s document ‘Choosingnkal Health’ (MHF, 2005)
suggested that the role of the National HealthyoStshProgramme in promoting mental
well-being needed to be made explicit, alongsideetidence for the effectiveness of
universal, long term, whole school approaches totatdaealth promotion. Lister-Sharp,
Chapman, Stewart-Brown and Sowden’s (1999) resemasicited, which indicated that a
health promoting schoolpproach can impact positively on aspects of mamtdlsocial
wellbeing such as self-esteem and bullying. Thiggfound that school health promotion
initiatives that made changes to the school's emvitent and attempted to involve parents
and the wider community provided a more effectnagrfework within which to promote
mental health than those that only used a curnotthased approach. The ‘Choosing
Mental Health’ document (MHF, 2005) inferred thag¢ systematic review level evidence
demonstrated that universaihool mental health promotion programmes can mhtee
effective. The document stated that the most rdyppskitive evidence was obtained for;

a) schools that adopted a whole-school approadhtdryentions that were implemented
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continuously for more than one year, and c) intetio@s that promoted mental health
rather than preventing mental iliness. Programinatsaimed to improve children’s
behaviour and were limited to the classroom weegved as less likely to be effective. One
of these reviews was Welt al. (2003) extensive systematic review of universal
approaches to mental health promotion in schodis feview team searched over 8,000
publications to find studies that met their criggfior inclusion. They concentrated on
reviewing 17 studies of a possible 425 obtainediudher review. 16 interventions were
reviewed in depth and a further 53 which met méuy,not all of the criteria, were
identified and reviewed to gain an understandinthefsort of universal school mental
health products that had been developed. Véeld (2003) concluded that long-term
interventions that aim to promote positive mentalth and involve changes to the school
climate are likely to be more successful than loiaés-based mental illness prevention

programmes.

2.3 Partnership work in the area of mental health ad emotional
wellbeing promotion

2.3.i Models of service delivery

The Green Paper, ‘Every Child Matters’ (DfES, 2Q@®)t forward a model of targeted
services within a universal context. The paper dless how a comprehensive CAMHS
should cover a diverse range of services appr@praaboth the age and circumstances of
children and young people, and to their differewels of need. It states that people
working in universal services should be able taide children who may need help, offer
advice and support to those with mild problemsaddition, trained mental health workers

need to be able to support workers in other agsrasid specialist multi-disciplinary teams
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should be able to provide assessment and treatarahghort- and long-term interventions
and care; lastly, services may need to be locatadange of settings as near as possible to
home in environments such as schools, homes anty feamtres which are perceived as
less stigmatizing than traditional clinic settingilbe National Clinical Practice Guidelines
(National Institute for Health and Clinical Guidan@IfHCE), 2005) on the topic of
depression in children and young people also enigdtha need for a stepped care model,
where service delivery starts with service providi@ing close to a person’s home and
place of work or education. In this model, CAMHIT2 or 3 staff provide training for
Tier 1 staff and it recommends that this is paléidy focused on pastoral support staff in
secondary schools and educational services forg/paople excluded or non-attending
mainstream provision. The model includes Tier 2 GAB/staff delivering, when
appropriate, individual or group interventions e school setting and providing advice to

school staff about young people who may be refexedTier 3 CAMHS team.

2.3.ii Partnership work — study of a Tier 2 prowms

One example of research looking at partnership wotke area of mental health is that of
Wiener and Rodwell’s (2006) evaluation of a CAMHI®8IT2 provision in primary care for
general practice supporting general practition@&Rs), school nurses and health visitors in
their work with mental health issues with childrgoung people and their families. Two
Primary Mental Health Workers (PMHWSs) provided #agvice: a clinical psychologist

and a clinical nurse therapist. They were both ey full-time but spent half their week
working in the Primary Care Service and the otlaf Working in the specialist multi-
disciplinary Tier 3 CAMHS team. The dual aims of thier 2 service were first to support

and enable professionals working at Tier 1 in gaingnactice and secondly to provide
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direct clinical work in a general practice settfogchildren and young people with lower
complexity problems who would probably not otheeni referred to specialist CAMHS

by the General Practitioner.

The PMHWs attended the GPs’ monthly Primary Ca@nT eneetings. GPs and other
primary care staff were also encouraged to use mhostructured group consultations for
more formal caseswork discussions, which incluted@AMHS consultant psychiatrist.
The PMWHs saw patients in a room provided in thgesty. They were also available for
health visitors and school nurses for both stractand unstructured consultation-liaison
work outside the GP practice setting. Unstructuw@asultation-liaison activities included
the giving of telephone advice and informal facdaoe discussions with staff in the
practice. Structured consultation-liaison actigtiecluded education, training and case
consultation meetings, either with groups of stafivith individual members of the
primary care team. For the purposes of their et@nawiener and Rodwell (2006) also

included direct clinical work under the structuhsultation-liaison heading.

Wiener and Rodwel[2006) found the service to be well used and ajpgtedt, particularly
by the school nurses. The aim of the Tier 2 sertsupport and enable primary care
staff, appeared to have been achieved and thigwdsnced by the uptake of the
consultation-liaison opportunities and the positegponses to the questionnaire.
However, it seemed that staff were supported nmtwae tenabled’, for three reasons: first,
the statement in the questionnaire that would meggest ‘enablement’ drew less
agreement than the other questions. Secondly,uatsted consultation-liaison was used

more than structured consultation-liaison, andlffirijaint work was used less than direct
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referral. They pointed out that the lack of joirdnk was unsurprising, given the high
workload of primary care professionals and thediffy of organising joint appointments.
It was noted in the research that school nurses particularly keen to gain support and
training in their new extended role within secorydschools, where they were offering

drop-in clinics and were seen as the ones mosy likeuse joint work with the PMHW.

Wiener and Rodwell (2006) acknowledged that thesearch design could have been
improved by a better data collection system antlttiey had not collected data from the
joint training sessions. A major criticism of theatation would be that it did not explore
the concept of ‘enablement’ fully enough to commadmbut it. Some of the questions
asked were open to interpretation. For examplegtiestion which could be viewed as
addressing enablement ‘The PMHWSs enable me todokke longer’, could be
interpreted in several ways. One interpretationhinige that the PMHW was confident and
had the skills to support the individual, anotherpretation might be that the Tier 1 staff
were unsure about when to refer the case on adddlaek from doing so. In addition to
this, the questions used may not have capturedssence of what was ‘enabling’ about
the service in terms of meeting children’s needgy@Eposed to staff needs. Referrals to
Tier 3 increased in those practices which had ofatethe Tier 2 service, although the
difference was not statistically proven, and tleisulted in an assessment/triage clinic
being set up to manage the greater number of slidie increase in referrals to Tier 3
was not an intended outcome of the service and seas®ns for this were discussed in the
paper. This needed to be explored at a greateh dggen that, if the impact was to

increase referrals to CAMHS Tier 3, it would seencantradict the assertion that the aim
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of supporting and enabling staff to work with cindd with moderate needs had been

achieved.

2.3.1ii Partnership Work — Study of targeted malgiency intervention

Panayiotopoulos and Kerfoot (2004) provide anoéxaimple of research resulting in
positive evidence that joint work with schools ¢ensuccessful in the area of early
intervention with children at risk of developing mal health difficulties. A randomised
controlled trial of a multi-agency intervention tesed on children at risk of school and
social exclusion. One hundred and twenty-four puaged 4-12 years who, through
school and social exclusion, were at risk of depielg more serious mental health
difficulties, were randomly allocated, 62 to starleare and 62 to standard care plus the
new intervention. Children allocated to the intettven group had the opportunity to be
treated by a multi-disciplinary Home and School grpteam consisting of a social
worker, an educational psychologist, a communitcphitric nurse and a play therapist.
The team offered rapid assessment and negotiatiatreatment plan with the child, the
family and school staff. Following assessment, edildl had the opportunity of receiving
family interventions such as family therapy, indival work such as cognitive behaviour
therapy or supportive psychotherapy, and schog@uphrough regular consultation with
school staff by a member of the team. Panayiotasoahd Kerfoot (2004) noted that this
strengthening link with schools became a core featfithe service and that many children
were treated in the school setting in order to mas& school integration and to minimise
disruption to their education. Data were collecdethree assessment points: recruitment
(Timel), post-treatment at three months (Time &l lang-term follow-up at six months

(Time 3). Three clinical measures and one semggtrad interview schedule were used.
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Initial analysis of the data showed no significdifterences in the primary outcomes
between the two groups at any of the outcome as®etgimes. However, when the data
from eight non-compliance cases in the intervengimup were removed from the analysis
there was a significant reduction in the numbesafiusion days and the appearance of
mental health symptoms for the intervention grolhge reason given for the sub-analysis
was because the non-significant difference wasrapnto the subjective, highly positive
reporting of the impact of the treatment by both ititervention team and the families.
Panayiotopoulos and Kerfoot (2004) concluded thatHome and School Support project
was effective for pupils who engaged fully with théervention. They suggested that this
project also highlighted the importance of multeagy involvement at a very early stage.
The research could be criticised for the conclusidmrawn from the sub-analysis; the
reasons for non-compliance were not made cleatras® pupils comprised 12.9% of the
intervention group, a substantial proportion tadismt. There was acknowledgment in the

paper that a similar sub-analysis had not beenwsiad with the data from the control

group.

It was suggested that these findings underlinechéteel for early intervention. Three
conditions were necessary to make a positive @iffee to what was offered through
existing services: engagement with the involvedigaiand the acceptance of the problem;
swift assessment of the child’s difficulties folled/by a programme of sessions with clear
aims and objectives, tailored to the child’'s leseunderstanding, and ideally involving the
parents and school; and finally, flexibility. It eatated that the most successful outcomes
were achieved by the therapist tackling the proldenseveral different fronts at once. The

team, for example, was willing and able to liaishwther professionals, to give parenting
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advice, to run cognitive behavioural therapy sessito sit in classrooms and observe the
child, and to construct activity schedules to stricesthe child’s daily life. It was not clear
from the paper on what the researchers baseddbitusions about conditions that
promoted a positive difference. In addition to tltisvas stated that schools found that
knowledge of a child’s home situation influencedithunderstanding and reduced the
likelihood of a child being excluded or referredpropriately to other services such as
CAMHS. It was also surmised that regular consutgtand therefore being exposed to
new or different ideas about working with childremuld have contributed to the
understanding and development of school staff.r€eearchers however based these
assertions on anecdotal evidence. It would have bseful for data about the impact of
the service on building staff capacity to have bedfected in a more structured way that

would demonstrate an unbiased evaluation of theatngf the service.

2.3.iv Partnership between CAMHS and schools

Pettit’s (2003) research looking at effective jowdrking between CAMHS and schools
revealed a wide variety of practice and structufégre was a 55% response rate from the
171 semi-structured questionnaires sent to all CAMHENgland. 87% of the CAMHS
who responded to the survey worked with schoolg. Mlbst common form of work was
consultation and support to school staff, ofteraaase-by-case basis, with children
referred to their service. They also provided cttation on behaviour, training and
supervision to school staff, and contributed tdthearomotion activities. 70% CAMHS
who responded to the survey also provided direckwath children, including individual
and group work in schools, assessment and obsemvaiany worked with parents,

particularly those of early years and primary algigdeen, in school settings. Many of the
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respondents, especially school staff, acknowledigadjoint working had resulted in an
increase in children’s happiness and wellbeingrdfnas a measurable improvement in
children’s behaviour in two of the services, anttdyepeer relationships were identified by
workers. There were also some identified linksitiprioved academic attainment. The
report recommended that schools be given cleacadguidance and support from both
health and educational psychology services in aapromote children’s mental health

within school settings.

2.3.v Education and mental health and emotionéibeiag

Concern has been expressed by Weare (2000) theictieasing emphasis on
performance, league tables and school accountabdiild undermine schools’ motivation
to recognise children’s social and emotional ne8tie. commented that there can be an
assumption within educational settings that thpaasibility for children’s social
development and emotional maturity lies with thggrents or specialist outside agencies,
such as social services or mental health workeraddition to this, work in schools that
relates to emotional development can often be asaomething that relates exclusively to
children in difficulty (Orbach, 1998). Weare (2000¢wed mental health as socially
constructed and socially defined and she suggdisanost health service approaches
have conceptualised mental health as an indivicibér than a social issue and have
regarded understanding and action on mental haalthe remit of professionals rather

than non-trained people.

Research evidence shows that there is an increemiiiggnce of mental health problems

(DoH 1992; Mind 1997; Rutter, 2006) and it is lik&hat the majority of individuals
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within a school community will experience, or knofvsomeone who has experienced,
difficulties coping with emotional issues or lifeents. There is often a concern that a
focus on emotional wellbeing will involve additidnvaork for school staff (Weare, 2000).
Orbach (1998) argued that emotional developmenbblas seen as unnecessary, as an
extra that is just too hard to fit in given the styaints of National Curriculum, or as
already existing in Circle Time (Moseley, 1996)mPersonal and Social Development
classes. Weare (2000) emphasised that it is Wighlthose who seek to promote high
academic standards and those who seek to promatilimemotional and social health
realize that they share the same goals. Aldermdaxglor (2000) suggested that if
schools focus solely on academic instruction amdalcmanagement in their efforts to
help students attain academic success, they teliifall short of their goals. They argued
that addressing students’ social and emotionalldpweent is an integral and necessary
aspect to helping all students succeed. Recentr@aneat guidance (DoH and DCSF,
2009) directed local authorities and Primary Cangs® to work in partnership to
commission a full range of early intervention supervices which could be delivered in
universal settings and through targeted services;Hildren experiencing mental health
problems. The document sets out a comprehensineoplarovision and possible delivery
vehicles at both universal and targeted levelsld@m’s Trusts are viewed as having good
partnership working and a good overview of the eaofiservices available to support

psychological well-being and mental health.
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2.4 Relationship between staff capacity to meet dddren’s emotional
needs and training

2.4.i Training of school staff

Government guidance for local authorities and Pryn@are Trusts commissioners of early
intervention support services aimed at improvirgypkychological wellbeing of children
and young people (DoH and DCSF, 2009) states $hatportant to recognise that it is
often staff with the least experience of mentaltheéasues who spend the most time with
the most vulnerable children. It suggests that lbgweg the capacity, skills and confidence
of these staff can be key to promoting the psydafiold wellbeing and mental health of

vulnerable children and young people.

2.4.ii Effectiveness of training

Even though staff may have attended a trainingsoar worked closely with support
teams it does not guarantee that, at the end afahese, they will deliver the programme
in the same way, or will be more skilled or feelrmoonfident in their ability to meet
children’s emotional needs, particularly thosedrgh who present as having early mental
health difficulties. For example, a specific so@atl emotional learning intervention, the
Resolving Conflict Creatively Program (RCCP), whwhs reported as being one of the
oldest and largest school-based conflict resolytimgrammes in the United States, was
evaluated in a large-scale research project by By&®oderick, Lantieri and Abén 2004.
The use of this programme spread because of tleétpmaers’ convictions of its value and
the schools’ perception of their need for suchagmmme. Browret al. (2004) reported
that the RCCP had trained approximately 6,000 &ackince 1985. A large-scale, short-

term longitudinal, quasi-experimental evaluatiorsxeanducted involving over 350
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teachers and 11,000 children in grades 1-6, edroilé5 elementary schools across four
school districts in New York City. In order to dedr RCCP, teachers were trained to
deliver the programme by attending a 25-hour cotorsetroduce teachers to the concepts
and skills in social and emotional learning, witfobaus on conflict resolution and diversity
education, and on the RCCP’s interactive approadeaching these skills to children. In
addition, regular classroom coaching was delivénedtaff developers (generally 10 visits
throughout the school year). Regular delivery ef pnogramme to students was designed
to mean at least one lesson from the RCCP curncodok place each week. The length of
the lesson varied from 20 minutes to 1 hour, dejpgnoin the age of the pupils. Teachers
were also encouraged to integrate the ideas afidg gksocial and emotional learning into

other areas of the curriculum, throughout the sttaw.

The extent of classroom implementation varied dydedm school to school and from
classroom to classroom (Browehal, 2004). Overall, when children were not contrdlle
for their demographic characteristics or their esyye to RCCP intervention, the
researchers found three patterns of growth in anild social and emotional competencies
from ages 6 to 12.5: (a) increasing rates of gromtlacceleration, for outcomes such as
hostile attribution bias, aggressive interpersomgotiation strategies, and teacher-
reported prosocial behaviour; (b) steady rateg@ivth, or linear increases, for outcomes
such as conduct problems; (c) decreasing rateswfthy, or deceleration, for outcomes
such as competent interpersonal negotiation stestedepressive symptoms, aggressive
fantasies, and teacher-reported aggressive behg¥bar, Jones, Brown and Jones,
2003). One of the strengths of Browhal’s (2004) evaluation was that it attempted to

take into account differences in how the RCCP vaisered. Over two years’ data on the
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two core components of RCCP were recorded, narhelgaiount of staff development a
teacher received, and the number of lessons in RECIERcher taught to the children. The
findings showed that children whose teachers peavglibstantial instruction in the RCCP

curriculum developed more positively than peers wdueived less or no instruction.

The findings highlighted the challenges of runnéfigctive school-based programmes and
demonstrated how implementation is dependant ainéza’ attitudes and characteristics
and on the commitment of school leadership. It stagyested that this has implications for
education and health projects in that they neesbisider how to enable schools to
develop children’s social and emotional skills &gy to best help schools to enhance
their ecology to promote emotional wellbeing. Wtiet RCCP research team found was
that, although RCCP staff developers made effortssist ‘low lessons’ teachers, they

could not mitigate the overall negative impact tiise teachers were having on children.

One of the criticisms of Browat al’s (2004) study was the lack of random control, as
teachers decided whether to, and how much to,cgzate in the RCCP and so the
observed effects might be due to teacher charatitsrias well as frequency of lessons, or
a combination of the two. The RCCP programme sderhe similar to the SEAL (DfES,
2005) programme presently being implemented indrischools, in that it provides age-
appropriate interactive activities designed to tgv@upils’ understanding and skills in a
wide range of topics related to social and emotiteaning, including active listening,
assertiveness, handling feelings, negotiation, atexh, celebrating differences, and
countering bias. This study (Brovet al, 2004) highlights the many factors that might

influence the effective delivery of such a prograe recent evaluation of SEAL
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(Document Summary Service, 2010) has also reveatadge of barriers relating to the
implementation of the programme. The SEAL evaluationcludes that successful social
and emotional learning programmes have certainackenistics that SEAL lacks. These
were: a high level of structure and consistengyrogramme delivery, careful monitoring
so the programme is delivered as intended by theloers, and the underpinning of
resources (both human and financial). This has ateplon the successfulness, or not, of

the SEAL programme in the schools participatinthim evaluation.

2.4.ii Mental health and emotional wellbeing parship work

In an article about her research concerning empogégarning support assistants to
enhance the emotional wellbeing of children in sttBurton (2008) cites a North and
East Devon School Nurse Innovation Project pilatethg school nurses to work with
children at risk of exclusion in the primary phaseducation. The nurses worked with
individual children and their families, as well\agh whole classes, to promote emotional
literacy. The nurses were trained in solution fecliapproaches (De Shazer, 1985) and
interventions for anger management. This was pedytievaluated by school staff,
children and parents. The nurturing and approaehadiure of the school nurses, their
continuity of care, non-threatening stance, therefil confidentiality, their local
knowledge, their ability to provide a link betwelemme and school, and their link to other
services were all seen as key features contribtbinige success of the project (Buckland,
Rose and Greaves, 2005; Kelly, Greaves, Buckladdrarse, 2005). Interestingly, some
teachers felt that there was too high an expectatiaheir role in supporting interventions.
Even though this project was clearly successfubés not appear to have built capacity in

the school, and therefore left the possibility tivaen the project ended there would a
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perceived gap in support for children at the riskxalusion. It also seems clear from the
example described above that if the partnershipiseen as ‘participatory’, and if there is
no way of increasing the capacity in the schoaoht®et needs this kind of intervention,
though positively evaluated, may be ultimately stioed and reliant on outside agency

support to be effective.

2.4.iv Partnership work with teaching assistants

One attempt to build sustained capacity in schaals through an Emotional Literacy
Support Assistant (ELSA) training course. The pibase of this training programme had
been positively evaluated (Burton and Shotton, 2@d4d in 2008 Burton evaluated the
next phase of the initiative. In this phase thegpaonme of training was delivered to
school-based staff over 5 days, 2—3 weeks apaet,the course of a term. This was
followed by regular (half-termly) group supervisisessions facilitated by an educational
psychologist. Data about the impact of the traimirgge collected through sets of
questionnaires sent to ELSASs, line managers of . @wad teachers or Special
Educational Needs Coordinators), pupils and teaabiethe 22 schools involved with the
training programme. The research design was usetbht it captured different
stakeholders’ reflection about the training interven, but limited in that it used only one
method of data collection. Questionnaires can tepreted in different ways and it is not
possible to ask the stakeholders to clarify thegveer, as would be the case in a semi-

structured interview.

Completed questionnaires were returned by 13 ELS8®upils (10 of whom were at

secondary school) and 14 line managers. Teachstigaeaires were also completed for
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about 54 pupils, seven of whom were at seconddmyadcThe reported feedback indicated
that ELSAs felt empowered by the training and svig@n and that they felt more valued
in schools. Their line managers were very posiveut the staff development of the
ELSAs and their impact on the pupils they had wdnkéh. All but one of the 54 pupils’
teachers felt the ELSA input had been beneficiat.44 out of the 47 primary pupils, the
teachers’ responses indicated that progress hadrbade in relation to the targets
identified prior to ELSA involvement. This initiae, like the Treasure Project, had
intentionally built capacity in the school staffsopport children’s mental health and
emotional wellbeing needs. Comments from line maragf ELSAs indicate that they
value the increased ability, skill level and coefide of their support assistants. This
contrasts with the school nurses intervention (Baruket al, 2005; Kellyet al.,2005) in
that the targeted work is likely to continue evitmé on-going supervision from
educational psychologists is discontinued. Burt¢@@08) research seems to be fairly
robust in that it gathers views from a wide varietysources. However, feedback from
only 13 ELSAs is quite a small sample; responderag have wished to be positive on the
guestionnaire as being negative may have had coasegs for their employment;
similarly the head teachers may not have wisheliticise the project and lose the
supervision support provided. Teachers may alse baen reluctant to lose the support of
the ELSA with difficult pupils. However, even withese potential validity issues it does

seem as though the ELSA initiative was effectivblakding capacity in the school.
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2.5 Conclusion

This review of the literature around the three naaas of interest of the evaluative study
is organised into three sections on mental healtheanotional wellbeing; partnership
working in the area of mental health and emotiavellbeing promotion; and the
relationship between capacity to meet children’®®onal needs and training. The
literature indicated that mental health and ematiovellbeing could be enhanced by
decreasing organic factors, stress and exploitain@hincreasing coping skills, self-esteem
and social support (Albee and Ryan Finn, 1993; Madld and O’Hara, 1998). The
research also suggested that a good school expeliea protective factor in resilience
and that a positive school experience is impoffanthildren (Rutter, 1987; Garmezy,
1991; Gilligan, 1998, 1999, 2000, 2003, 2004; Bdn&p91; DIES, 2001). (A resilient
child is defined by Gilligan (2000) as a child whounces back after enduring adversity
and who continues to function reasonably well despontinued exposure to risk.) There
was also evidence to indicate that the most effectiterventions were those aimed at
multiple domains, changing institutions and envinemts as well as individuals (Rutter,
1987; Greenbergt al, 2001; 1991, Gilligan, 2004; Ttofa, 2006; MHF, 200bhere was
evidence to show that school-based prevention progres were more effective if they
were not just curriculum based and were long-termature (Weissbergt al, 1991,

Lister-Sharpet al, 1991, Wellst al, 2003, MHF, 2005).

Research indicated that partnership working inaifea of mental health and emotional
wellbeing promotion was effective when staff weneeg clear guidance and support
(Wiener and Rodwell, 2006; Petit, 2003). Contextuadwledge, the ability to offer good

continuity of care and accessibility and to achasisted link between home and school
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were also factors leading to effective partnerstmpking (Bucklancet al,, 2005; Kellyet
al., 2005). The ability to engage children and families also a key factor in
effectiveness (Panayiotopoulos and Kerfoot, 20B#elly, research evidence shows that
the capacity of staff to meet children’s emotiomaéds was enhanced through training
(Brown et al, 2004; Burton and Shotton, 2004; Burton, 200&;Kkandet al, 2005; Kelly

et al, 2005).

All the above research evidence is a useful stapoint to developing knowledge about
effective practice in the area of promoting the takhealth and emotional wellbeing of
children. It is not sufficient to know somethingeffective, however; what is needed is to
know what works under which set of circumstancég fbllowing chapter goes on to
explain how the knowledge already gained from iteedture review was organised into
possible factors that may account for the succksstacomes, and how this was used to
guide the next stage of the research: to checthoperation of these factors in the

Treasure Project through a two phase, multi-mettaid collection.
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CHAPTER 3
RESEARCH AIMS, METHODOLOGY, DESIGN AND
PROCEDURES

3.1 Introduction

This chapter opens with an exploration of the Rete@uestions guiding this study,

which leads into a comparative review of differezgearch paradigms in order to explain
the decision to place the study within scientiBalism and to use Realistic Evaluation
(Pawson and Tilley, 1997) as the research methggioRealistic Evaluation is then
applied to the evaluation of the Treasure ProjEog derivation from the literature review
of four main theories about effective mental healtid emotional wellbeing promotion and
partnership work is explained, along with the pescef constructing a framework of
hypotheses to check the operation of these thewitegegard to the Treasure Project. The
two-phase data collection used to check the hygethis described, along with the reasons
why the particular data collection methods wereseimo Possible data collection methods
for the two phases are discussed in this chaptefuather details about the second phase
can be found in Chapter 6. The general validity matidbility of the research design is
considered, along with ethical issues. This chagitar prepares the ground for the

discussion of the first phase of the findings ira@ter 4.

3.2 Research questions

The central research question for the study was:
‘What was effective about the approach of the Tusa$roject to both the

promotion of children’s mental health and emotiom&llbeing and the
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building of sustained, improved capacity in schdolsneet children’s future
emotional needs?’
The researcher was specifically interested in kayextual elements and mechanisms of
the Treasure Project’s model of service deliveat there effective in promoting children’s
mental health and wellbeing. She was also intedeste/hat it was about the project’s
participatory partnership and training model thatyrhave enabled sustained capacity to

be built in schools to meet children’s future eranél needs.

The main research question was expanded in moréh depder the following three
subsidiary research questions:
1) ‘What it was about the model of service deliverytlod Treasure Project that was
effective in promoting children’s mental health ardotional wellbeing?’
2) ‘What it was about the project’s participatory parship and service delivery
model that enhanced its effectiveness?’
3) ‘What it was about the participatory partnershipl énaining model of the Treasure
Project that enabled sustained capacity to be buiichools to meet children’s

future emotional needs?’

Figure 3.1, Figure 3.2 and Figure 3.3 illustratmemf the early expansions of the three

subsidiary questions.
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Figure 3.1: Research gquestion 1 (initial thoughts)

Research Question 1: ‘What it was about the modelfservice delivery of the

Treasure Projectthat was effective in promoting children’s mental ealth and

emotional wellbeing?’

What was it that was perceived as novel and/oce¥ke about the service delivery
model of the Treasure Project?

What was key/helpful/effective in promoting childie mental health and emotional
wellbeing?

What impact, if any, did working with an ecologicalulti-level model of mental
health and emotional wellbeing have on the schoology?

How did the staff use this ecological, multi-lewebdel to reflect about their school
environment, their practice or current role?

What impact did being involved with the Treasurej€tt have on the way staff
interacted/supported/taught children?

What was the most effective part of the Treasuogelet?

What was the least effective part of the TreasuogePt?

What percentage of children progressed well asw@tref participating in the
interventions (in both the short term and the ltarg)?

What skills do the children believe they have gdiftem participating in the groups?
How have the children progressed in school? Whaheio current teachers notice
about these children? Are these children diffefienth the other children in the year
group?

What do parents think about the Treasure Projetitanmpact with regard to their

children or the school in general?
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Figure 3.2: Research gquestion 2 (initial thoughts)

Research Question 2: ‘What it was about the projett participatory partnership and

service delivery model that enhanced its effectivess?’

* Has the thinking of school staff about the promoid mental health and emotional
well-being within the school environment moved toraader, more ecological
understanding as a result of being actively invdlwéth the Treasure Project?

* What are the thoughts of the school staff at abmit partnership/contact with the
project team?

* Has the partnership work shaped their approacdhetio practice?

* What are their reflections on the project team’sknin their school and their theories
about the effective elements of that partnership?

* What the children’s views about the project beingrected with their school?

* What impact has the project had on their school?

* What are the parents’ views about the project’'snestion with the school and the
impact of the work of the project team?

« What are the Area Project Coordinators’ thoughtsuakthe participatory partnership/
support work/training in the school?

* What are their general reflections on the impac¢heir work with children/
families/schools?

* What are the theories about effective partnerstiip schools and factors that

influenced the engagement of schools with the ptpg not?
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Figure 3.3: Research guestion 3 (initial thoughts)

Research Question 3: ‘What it was about the partigatory partnership and training
model of the Treasure Project that enabled capacitio be built in schools to meet

children’s future emotional needs?’

Have trained staff continued to use the approadkitirthey were trained in? What
was it about the approach that appealed to thatsshaff member and how has it
enhanced their practice?

What was it about the training that built their idance/skill in using the approach?
Was there anything about the training or partnersiark that did not help to build
capacity?

Has anything changed for them in terms of theifgesional practice or position in th
school as a result of their training? How confidairg school staff in their ability to
meet children’s emotional need and has this chasmpee their involvement with the
project has ended?

Did they disseminate their skills or knowledgehe ttaff at their school? How did
they do this?

What do they think has been the impact of theiaekbd confidence/skills on the
children they have supported or work with?

What were the features of those programmes or appes that enabled them to
continue to support children’s mental health andtnal wellbeing within the schog
environment?

Are there any differences between the various vetdgions offered? Were th
interventions facilitated by external professionaisre effective than those facilitate

by school staff? Were there any differences in autes?

e

D
o
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The expansion of the three subsidiary Researchti@ueshows that evaluation of the
Treasure Project will require a research paradigchraethodology that accommodates the
gathering and analysis of mainly qualitative dataf a real life context. The following
sections discuss the different research paradigmhsreethodologies that are potentially
capable of addressing the Research Questionshtrgeith the reasons behind the choice

of Realistic Evaluation for the Treasure Projedlaation.

3.3 Consideration of research paradigms

The researcher viewed the evaluation of the TreaBuwject as a ‘real world enquiry’ as
characterised by Robson (2002), in that the foéulseoresearch would not be an
experiment in a laboratory, but the evaluation oéal life social intervention programme.
The fundamental problem for the researcher waswotb retain a scientific approach
within a real world context. When considering havwetaluate the effectiveness of the
Treasure Project the researcher first needed tsidendifferent epistemological and

ontological perspectives and decide on an appreprésearch paradigm and methodology.

3.3.1 Positivism

A traditional positivist research paradigm wouldwase that a constant relationship exists
between events (Robson, 2002). If conditions cbeldontrolled well enough it would be
possible to discover ‘scientific laws’ which coulten be considered as universal truths, or
generalisations, to determine future practice €baample, in the context of mental health
interventions). Robson (2002) suggests that wheplpeare the focus of a study,
particularly when research is taking place in dapreal world context, true ‘constant

conjunction’ is so rare as to be virtually non-éxg. Over the three years of the project
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many different elements changed within the idiosgtic school contexts and using a
positivist view of causation would have been higtiynplex, if not impossible, to use as a
valid base for evaluation/research design. In amdif positivist, scientific research
paradigm tends to lead to a fixed research deskgohws experimental, or quasi-
experimental, in nature. This would have been ficdif methodology to use to evaluate
the Treasure Project because there would havedeuiititude of external and internal
variables to control. Any attempts to control miade variables would have been
continually undermined as school staff changed, iisvventions were undertaken or new

strategies were put in place.

3.3.ii Relativism

A relativist approach, such as constructivism, \@ehe world is as being construed as
opposed to there being a reality existing outsigppe’s interpretations. Within this
approach researchers strive to understand soaiitlras others see it and to demonstrate
how their views shaped the action they took withiat reality (Beck, 1979). They attempt
to make sense of the social world by sharing franfi@sference and by seeking to gain
insight into it through the direct experience obpke in specific contexts. The ontological
bedrock of relativism is that there are many alé@ue or complementary understandings
of reality reflecting the backgrounds and interedtghose involved, including the
researcher, and the way individuals construct twim particular subjective view of a
situation is taken into account. The assumptiothiwithis paradigm, is that people are not
subjects who are part of an observed scientifiegrpent, but are participants with
valuable contributions to enrich and influence ¢hequiry (Burrell and Morgan, 1979).

Heron (1988) argued that traditional, scientifisgarch methods are inappropriate when
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studying people because they do not take into axtdbe self-determination of their
‘subjects’. He also argues that the researchev@wement with their subjects also needs
to be acknowledged and that without this acknowdedgnt of the researcher’s influence
Heron thinks there is a:

‘yawning gap of untested relevance between thearebers’ constructs and

the subjects’ experience which the constructs appagsed to illumine’

(Heron, 1988, p.26).
To place research within this paradigm would noameejecting the need for rigour
(Cohen, Manion and Morrrison, 2000). There is @i@me concern to describe and explain
human behaviour, but in a way that tries to enthaiethe research process does justice to
the experience of all those participating in treesech process (McLeod, 2001). Itis a

humanist approach to research that recognises the

‘nature of the interaction, the dynamic activitieging place between
persongCohen and Manion, 1994, p.35).

The findings of any evaluation conducted withirektivistic approach to research, such as
constructivism, could not be reliably used to iefige practice in another context or set of
circumstances because they wouldibigue to that context and those circumstanédbel
evaluation of the Treasure Project was placed wishich a research paradigm the findings
might be very interesting, but not necessarily uistf other practitioners working in other

mental health promotion contexts.

3.3.1ii Scientific realism

The researcher wished to find a middle ground betvikese two contrasting research
philosophies. She wanted a research paradigm velvafaation was seen as a task which
seeks to have a scientific methodology, but whish aeeks to be realistic and take into

account the thoughts and actions of people witihencontext. Robson (2002) calls this
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stance ‘critical realism’, but it is also namediéstific realism’ by Pawson and Tilley
(1997), who write that scientific realism seekgdmnbine scientific measurement within a
sociological view of data construction. Within tiparadigm, they suggest, evaluation is
not viewed as seeking to demonstrate a constajirueiion, as characteristic of a
positivist approach, whereby programme X producgsame Y in all circumstances of
implementation. Instead, change generated by sotel/entions is viewed ‘internally’,
and evaluation seeks to ‘release’ the underlyingabpowers of individuals and
communities. Pawson and Tilley (1997) called the&thod of evaluation within the
scientific realism paradigm, ‘Realistic Evaluatiomhe epistemological bedrock of
Realistic Evaluation is #theory of causal explanations based on generatineiples

which supposes that ‘regularities’ in the pattegnif social activities are brought about by
the underlying mechanism constituted by peopleasoaing and the resources they are
able to summon in a particular context. They illatgd this relationship through a basic

realist explanatory formula:

regularity = mechanism + contexPawson and Tilley, 1997, p.56).

Realistic Evaluation acknowledges the influencpeadple on programmes and
interventions because social programmes involventieeplay of individual and
institution, and of structure and agency (Pawsah&ley, 1997). All social interactions
are viewed as creating interdependencies whichloleweto real-world customs and
practices, often quite independent of how peoplalevvish them to be. These emergent
processes, Pawson and Tilley (1997) suggest, ane#lities which social programmes

seek to change. They emphasise a more extensevéordtheory’ and assert that
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‘scientific realism’ is where scientific evaluatiosmcarried out in order to inform the

thinking of policy makers and practitioners.

3.3.iv Causal assumptions within research parasligm

Realistic Evaluation tries to perfect a particuteathod of evaluation that identifies in
programmes of interventions what will work in pragmes of interventions for a specific
class of project in well-described circumstancdss Bpproach may be contrasted with
experimental approaches to evaluation. These rethe traditional use of control and
experimental groups in order to compare outcomesdtzen to predict from this
knowledge the impact of a particular programmepmraach. The experimental research
design is based on an assumption about causalitiyat the programme is assumed to
have been the only factor that made the differéocthe participants in the experimental
group (Timmins and Miller, 2007)Any difference in behavioural outcomes between the
groups is thus accounted for in terms of the actibthe treatmen{Pawson and Tilley,
1997, p.33). Pawson and Tilley assert that the O-&xperimental design framework
tends to overlook the real engine for change imas@cogrammes, this being the process
of differently-resourced subjects making constrdiokoices amongst the range of
opportunities provided. They talk in terms of illurating the ‘black box’ of the
intervention through interviewing key stakeholdersrder to understand the

circumstances, actions or thoughts that relateeé@tknowledged outcomes.

A contrast to the assumption about causation uyidgrthe O-X-O experimental design is

that underlying Realistic Evaluation research. T of evaluation uses a model of

causation called generative causation. Pawson dlegt [L997) explain generative
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causation by giving the example of a flame beingliad to gunpowder. Conditions need

to be right for an explosion to happen: the mixtueeds to be dry, there needs to be
enough powder, it needs to be adequately compatied, needs to be oxygen present, the
heat needs to be applied for a certain lengtmuoé tiand so on. They suggest that the
outcome (the spark causing the explosion) can pkaied firstly through the mechanism
(the chemical composition of the substance whitdwal the reaction), and secondly
through the context (the physical conditions whattbw the mechanism to come into
operation). In their viewcausal outcomes follow from mechanisms acting mesas’
(Pawson and Tilley, 1997, p.58); this is the axibmiaase upon which all realist

explanation builds. The process is representedahagatically in Figure 3.4:

Figure 3.4: Generative causation

Context
Mechanism
An action | iscausalonly if..... >
Outcome
..... its outcome is triggered by a mechanism actingnia context

(Pawson and Tilley, 1997, p.58)
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The success of any innovation or programme willetheloon a range of factors, including
the relationships between the people involved bedharacteristics of the setting in
which it is implemented (Timmins and Miller, 200%).Realistic Evaluation a programme,
and the factors that go together to make it upcaneeptualized in terms of contexts,
mechanisms and outcomes, as in Figure 3.4. Cordextihie settings within which
programmes are placed, or factors outside the @ooftprogramme designers (for
example, people’s motivation, organisational cot#@x structures), and mechanisms are
the things people working within the programme doanipulate to produce the desired
outcomes (Timmins and Miller, 2007). An examplgodgramme evaluation which relates
well to the gunpowder example of generative caasdfrigure 3.4) is that of Shucksmith,
Spratt and Watson’s (2005) review of curriculum eniads in their report to Scottish
Executive Education Department Pupil Support amtubion Division. This evaluation
revealed that the level of commitment with whichragramme was implemented clearly
impacted on the level of success achieved. Nomleeosets of curriculum materials
improved mental wellbeing for all (or even a fewjheut the school having some real
commitment to the task. In this example, differemitextual circumstances (the
commitment of head teacher, the motivation of teeshand/or the amount of time
allocated for it in the timetable) meant that thene mechanism (in this case, curriculum
material) did not always result in the intendedcoute (an improvement in the mental

wellbeing of children).

The choice of Realistic Evaluation as a theorefiaahework for the Treasure Project

evaluation enabled the researcher to take accduiné asnany combinations of contextual

factors, key mechanisms of change and resultingpougs. The project did not need to be
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viewed as thé&common blunt instrumen{Timmins and Miller, 2007, p.9) dmagic

bullet’ (Shucksmittet al.,, 2005) that made the difference in working pi@etirhe
exploration through the framework of Realistic Exsdlon of the different combinations of
contexts, mechanisms and outcomes was seen ag givobustness to the evaluative
study that may not have been there had an O-X-€arek design been chosen. Realistic
Evaluation was viewed as allowing a deeper explomaif the Treasure Project with no
suggestion that the programme that needed to tieata exactly in order to use the
knowledge gained from the study to improve futui@gcpce. The use of Realistic
Evaluation would hopefully lead to the productidraqyuiding framework of theories
around the effective promotion of mental health ambtional wellbeing within a school
environment that practitioners can consider whareldging future innovations. Pawson
and Tilley (1997) suggested that if people are ey with resources, their behaviour may
change. Therefore, it is important for any evaluatio identify the particular resources and
approaches embodied in a programme that are catédyproducing the desired outcomes
(Timmins and Miller, 2007) as opposed to regardivgprogramme itself as a ‘black box’,
and the only determining factor. Friedli (2003)jtiag on evidence-based mental health
promotion, considered Realistic Evaluation to malaable framework for thinking in new
and creative ways. She suggested that rather gkamgaf a particular intervention

‘worked’ there was a need to identify what it adijudid to change thoughts, feelings or
behaviours, and which circumstances or contextsoar@e not, conducive to that process.
She thought it was important to focus on how irgetions achieve these changes in

different contexts for different target groups.
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3.4 Realistic Evaluation Methodology: Contexts, Mdtanisms and

Outcomes

As already stated, causation in the realist seodald is construed within the following
basic formula:

CONTEXT + MECHANISM = OUTCOME
‘Context’ refers to the contingent relationshipveeen causal mechanisms and their
effects; for example, the organisational ethogmicture within which the
programme is situated. ‘Mechanism’ refers to tregprmme itself, and the
elements that are introduced within it, to achigheedesired outcomes. The task is
to determine which contexts enhanced or suppreskagth mechanisms, leading to
desired or undesired outcomes (Timmins and Mi#€7). In this way, Realistic
Evaluation attempts to understand the inner workiiga programme through
surfacing the internal potential of a system orssaiice being activated in the right
conditions. The Treasure Project was a complexrprome with a multi-faceted,
multi-layered ecological developmental approachemtal health and emotional
wellbeing promotion through school-based partn@rsfork. Any or all the
participants or stakeholders could hold the kewhy certain mechanisms were
more successful than others within the programngeré 3.5 shows how the
effective functioning of the Treasure Project migbtrepresented:

Figure 3.5: Treasure Project represented as an effeve mechanism

Context + Mechanism = Outcome
Enhanced children’s
mental health and
emotional wellbeing

Something about , Something about the_
Schools Treasure Project

61



Rather than striving to establish a causal linkveeh the programmes and the
outcomes through a traditional ‘successionist’ emtion of causality as in meta-
analysis of previous research or from a ‘configordtapproach to causality as in
narrative review, Pawson (2003) suggests that stesald be a more ‘generative
approach’ to causation, which looks for the undegyeasons or resources that
generate change for the subjects being studiedaHkethis ‘realist synthesis’ and
this is where the researcher interrogates thetddtek for ‘what works for whom

in what circumstances’. This enables a tailoreddierable theory to be constructed
from the evidence available. These theories amdthin abstract terms and are
concerned with the identification and explanatibnegularities. Specific
hypotheses are then derived from the theories,wstatte where and when
regularities should be found. Hypotheses are tebtedigh observations conducted
through multi-method data collection. These obd#raa inform generalisations
which may or may not conform to those expected feotineory. If they do not, this
suggests either that there was some critical wesskimethe research design
intended to test the theory, or that the theosffiis in need of revision (Pawson

and Tilley, 1997). The realist evaluation cycldlisstrated in Figure 3.6.
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Figure 3.6: The Realist Evaluation Cycle

Mecharsms ()
P Contests ()
Cutcomes  (Q)

“What works for
whom in what Theory

circumstances
F 3

Program

Specification Hypothesis

¥
WWhat might worl

Observations for whotn in what

circumstances

IMult-methed data
collection and
analysis on I C.O.

(Pawson and Tilley, 1997, p.85)

3.5 Realistic Evaluation: Programme Theory and Prgramme
Specification

Timmins and Miller (2007) recommended that ‘reatiglvaluators’ begin the

design process for a particular evaluation by erargithe research literature in the

programme domain and deriving Programme Theoras ft. A ‘Programme

Theory’ is defined within this thesis a abstract statement that explains a

“regularity” extracted from current knowledge abotlte programme that is framed
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in terms of propositions about how Mechanisms &eel in Contexts to produce
Outcomes(Pawson and Tilley, 1997, p.85). Programme Theagiede the
construction of a more detailed set of CMO confégians, called the Programme
Specification, which relate to the detail of thegmamme in action and are thought
likely to result in effective outcomes. For thesfievaluation of a new programme
an initial Programme Specification can be formudtem the Programme
Theories. Both will be refined following implemetita of the programmes and
testing of the hypotheses generated by this framewis process then leads to a
better understanding of how, and under what cir¢antes the programme works,

and can thus be used to inform future implementatio

3.6 Developing Programme Theories from the Literatre Review

3.6.i ldentifying Contexts, Mechanisms and Outceme

Timmins and Miller (2007), after Pawson and Til[@p97), have suggested that the
Programme Specification, derived from Programmeofibe, should map the
programme in terms of assumed CMO configurationd,$pecimen Hypotheses
can then be developed from the Programme Spedifitalhese Specimen
Hypotheses are tested through ‘observations’ octiiection of data about the
functioning and impact of the programme. The anglg&this information then is
used to inform any necessary revisions to thealniRrogramme Specification and
the evaluation cycle begins again with the impletaon of a revised programme,
based on any necessary adjustments to ProgramnoeyTdoed Programme

Specification.
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The researcher began this process for the cumeatarch by considering CMO
configurations indicated by the literature revigvoat the promotion of the mental health
and emotional wellbeing of children. Deciding whaathn influential factor could be
described as a context or a mechanism was foubd tocomplicated task. For example,
Greenbergpt al. (2001) suggested that the school ecology shouttideentral focus of
interventions promoting mental health and preveninental distress in school-aged
children. In this case, the school ecology coulddgarded as a context, but it could also
be regarded as a mechanism because the schodygdsklf might be the promoter of
mental health and emotional wellbeing. In theirgragbout Realistic Evaluation, Timmins
and Miller (2007) reported that it was often difficto distinguish between contexts (Cs)
and mechanisms (Ms) from the way authors presenttésearch. The complexity of the
issue is illustrated by looking at the Governmentdance Paper, ‘Promoting Children’s
Mental Health within Early Years and School Se®in@fES, 2001). This guidance
asserted that schools (Cs) can promote all chilslmental health, and intervene
effectively (Ms) with those children experiencingpplems (C). This paper also
encouraged schools to work in partnership with nspecialist agencies (Ms and Cs), and
suggested that schools (Cs) may be better placadpjeort and maintain progress (Ms)
achieved by children with mental health problerhantmay contact with a health
professional seen solely for specific problems fandhe duration of that problem (M and
C). A specific example of this would be the prewlyudiscussed multi-agency
intervention which focused on children at risk elvdloping more serious mental health
difficulties (Panayiotopoulos and Kerfoot, 2004{ Map this intervention in terms of
Realistic Evaluation, the ‘Home and School Suppodject’ itself would be the key

mechanism. An outcome for the engaged pupils wbald significant reduction in the
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number of excluded days and the appearance of hfeatih symptoms, whereas an
outcome for the non-engaged pupils would be nofstgnt difference between their
behaviour and that of the non-intervention groupe €ngagement of the pupils with the
programme could be regarded as an outcome, ocastaxt within which the programme
(mechanism) had to operate. To develop this wartkéu, it would seem important to
examine all the specific different mechanisms thaght have influenced the engagement

of the pupils as well as the ‘Home and School Suppmject’ programme.

It would be useful to analyse Panayiotopoulos aaddét’s (2004) research in terms of
CMO configurations relating to the Treasure Proj&bie features of the partnership work
with the school staff (M or C) could be examinedthieth was noted as taking forward their
professional development in terms of increased kedge about childhood disturbance
(O). For example, consultation with school staff) (Mas believed to influence the way in
which teachers looked at problem behaviour andoredgd to it (O). The categorising of
the elements of research discussed in the revighedfterature as Cs, Ms or Os presented
difficulties for the researcher trying to build Bramme Theories for the initial Programme
Specification and therefore any CMO configuratioas only be regarded as the ‘best

guess’.

In reviewing the literature in the preceding chaphe researcher made use of both
systematic reviews and narrative reviews. Systematiews have the advantage of
drawing in a large number of studies which are ragi@ysed in order to look for reliable
measures of the impact and outcomes of differgreggyf programmes. One of the

disadvantages of meta-evaluations is that theyt@iodly include original studies that
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meet predetermined criteria, for example, the mebedesign must have matched untreated
control and treated group, or a post-treatmenb¥olip with a control group (Pawson and
Tilley, 1997). In this way the selective, filterirgtion of the meta-analysis may have
precluded important findings from smaller studiestodies that do not fit into the specific
framework of robustness that decides whether aystui be included. To balance this,

the researcher has also used information from tngreeviews (Pawson, 2003) of large
groups of studies. This enabled some of the usaflimation contained in non-traditional
studies about ‘evidence-based’ practice to be takeraccount in the Programme

Theories forming the initial Programme Specificatio

3.6.ii Organisation of CMO configurations with exd to the research

guestions

The literature reviewed by the researcher priarmtdertaking the evaluation was organised
according to the three main research areas definin literature review: mental health
and emotional wellbeing (section 2.2); partnersigoking in the area of mental health and
emotional wellbeing promotion (section 2.3); and telationship between the capacity of
staff to meet children’s emotional needs and tragjr{section 2.4). Table 3.1 shows how
these research literature review areas relatestthtiee main research questions being

considered:
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Table 3.1: Research areas relationship to researcuestions

Research Question

Research Literature in the Areafp

Research Question 1: What it was about the
model of service delivery of the Treasure Proje
that was effective in promoting children’s ment
health and emotional wellbeing?

Table 3.2
cMental Health and Emotional Wellbeing
al

Research Question 2: What it was about the
project’s participatory partnership and service
delivery model that enhanced its effectiveness]

Table 3.3

Partnership Work in Area of Mental
? Health and Emotional Wellbeing
Promotion

Research Question 3: What it was about the
participatory partnership and training model of
Treasure Project that enabled capacity to be bt
in schools to meet children’s future emotional
needs?

Table 3.4
tiRelationship of Staff's Capacity to Mee
i€ hildren’s Emotional Needs and Trainir

[

The researcher scrutinised the studies in thedtitee Review in an attempt to identify

mechanisms and contexts that were effective in ptmm the mental health and emotional

wellbeing of children. She then organised the idiextmechanisms and outcomes into

three groups, which are shown in Tables 3.2, 3d33#. The literature review (Chapter 2)

has already discussed the strength of data andatitity of the research designs that were

used as a basis to formulate the information att@miimechanisms and outcomes contained

in these tables. The difficulty of identifying cemts, mechanisms and outcomes has

already been discussed, in addition to this, santieeoconclusions about CMO

configurations might be based on relatively weaeegch evidence. The researcher

recognised the issues arising from the interp@tatf previous research evidence, but

decided that the evidence was good enough to

order to attempt to describe effective CMO con
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Table 3.2: Effective promotion of mental health andemotional wellbeing

Research

General Findings

Albee and Ryan Finn (1993)
MacDonald and O’Hara (1998)

Meta-analysis of interventions shown to be effectiv
reducing mental illnes®). Formula suggested that ment
illness could be prevented by: decreasing orgaatofs,
stress and exploitatiqi€) and increasing coping skills,
self-esteem and social suppgMIs)

Rutter (1987)

Garmezy (1991)

Gilligan (1998, 1999, 2000, 2003, 200
Benard (1991)

DfES (2001)

A good school experien¢€ and M) is a protective factor
in resiliencg(O).

4E’ositive school experien¢€ and M) is important for all
children because it enables them to develop a sd#nse
achievement, learn new skills, develop friendshipd have
relationships with significant adult&)

Rutter (1987),

Greenberget al.(2001), Gilligan
(2004),

Ttofa (2006)
Choosing Mental Health (MHF, 2005)

Substantive review of effective primary preventativ
interventions concluded the most effective intetiars
(M) were those aimed at multiple domains, changing
institutions and environments as well as individ@al and
M).

Multi-faceted, multi-level approaché8 and M) are the
most effectivgO).

Weissberget al(1989)
Weissberget al. (1991)

Reviewed successful family-, school-, and community
based prevention effor{) aimed at reducing the
incidence and severity of psycho-social problems in
children(O); concluded there was strong enough eviden
to indicate that effectively implemented prevention
programmegM) can promote competence in young
children(O) and produce competence-enhancing
environmentg0O).

Lister-Sharpet al. (1999)
Wellset al.(2003)
Choosing Mental Health (MHF, 2005)

School health promotion initiativéMs) that make change
to the school’s environmef® and C and M), involve
parents/wider communityM and C), provides more
effective frameworKO) within which to promote mental
health(C) than those that use a curriculum-based appro
only (M and C and O).

ach

Wells, et al. (2003)

Long-term interventions aiming to promotsifive mental
health(M) and involve changes to the school clim@e
and M and C) more likely to be successf(D) than brief
class-based mental iliness prevention progran{ivieand

C and O).
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Table 3.3: Partnership work in area of mental healh and emotional wellbeing promotion

Research

General Findings

Wiener and Rodwell
(2006)

Evaluated CAMHS Tier 2 provisiofM) in primary care for general
practice supporting GPs, school nurses and heaitiong in their work
with children’s and families’ mental health issi(€3. Service was well
used and appreciated by school nuf§®s Referrals to Tier 3 increased
(O) so an assessment/triage clinic had to be setiep2Btaff felt
supportedO) through consultation-liaison mod@!) .

Pettit (2003)

Extensive research into effectivatevorking between CAMHS and
SchoolgO). Resulting report recommended schd@Qlyare given clear
advice, guidance and support from both health @@ &out promotion
of children’s mental health within school settir{ly$y .

Bucklandet al (2005)
Kelly et al (2005)

Evaluation of Devon School Nurse Innovation Projelsere school
nurses worked with primary children at risk of exsibn(C and M)
showed that the school nurses’ local, contextuaiedge, their ability
to offer good continuity of care and accessibitibd to act as a trusted
link between home and school were all seen asdayifegM)
contributing to the success of the projgaj.

Panayiotopoulos and
Kerfoot (2004)

Randomised Controlled Trial of multi-agency intertren, the Home an
School Support Proje¢i) focused on children at risk of exclusion.
When non-compliance cases were rema¥&drom the analysis the
intervention group had a significantly reduced nemiif exclusion days
and the appearance of mental health symp{@sThe programmém)
was also noted as providing support for schoof $@¥ and increased

their knowledge about childhood disturbar(©d.

Table 3.4: Relationship of staff's capacity to meeathildren’s emotional needs and training

Research

General Findings

Brownet al (2004)

Evaluation of a social and emotionalré@ay intervention the Resolving
Conflict Creatively Program (RCCIPY) found that the extent of
classroom implementation varied greatly from schioachool and from
classroom to classroof@). Findings showed that children whose
teachers provided substantial instruction in RCG@Ficulum(M and C)
developed more positive({D) than peers who received less or no
instruction(M and O).

Burton (2008)

Evaluation of an emotional literacypgort assistant (ELSA) trainir{tyl)
showed that ELSAs felt empower@d) by the training and supervision
(M) and that they felt more valu¢@) in schoolqC). Their line
managers were positive about staff developmerft@ELSAs(O) and
their impact on the pupils they had worked wiD).

Bucklandet al (2005)
Kelly et al (2005)

Devon School Nurse Innovation Project pil@) trained school nurses i
solution focused approach@d) and was positively evaluated by scho
staff, children and paren(®).

Ohl et al. (2008)

Pre-post intervention design looking gbact of Pyramid ClubgC)
where trained volunteefM) were used to deliver the programme and
showed positive impact on children’s socio-emotidrealth(O).
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3.7 Developing Programme Theories from identified CMO

configurations

Realistic Evaluation requires Programme Theoridsetderived from knowledge available
about the research domain: a process which helgstive a challenging issue in
evaluation design: how to decide, from a multitofistakeholders and programme
participants, who to ask what about the workinga pfogramme (Pawson and Tilley,
1997, Timmins and Miller, 2007). These decisions lsa made on the basis of the
mechanisms and outcomes being researched and \Wkelyso be able to provide the

most valid information on their occurrence and iotpaithin a programme.

The literature review revealed key contexts andiaeisms likely to be associated with
successful and effective partnership work in tleaaf mental health and emotional
wellbeing promotion. This knowledge is summarigedables 3.2, 3.3 and 3.4. The
findings are coded as contexts, mechanisms andmet (Cs, Ms, and Os). Decisions
about codes were made using the information aveail@bwell as taking advantage of
previous meta-analysts’ trawls and interpretatioinde results of original studies to
construct more general CMO configurations. Thiginfation was than used to construct
Programme Theories about effective partnership waitk schools and effective
interventions in the area of the promotion of meh&alth and the emotional wellbeing of
children. Each Programme Theory, a summative seafésan attempt to capture a
general overview of research evidence of effediO configurations in each of the
three research areas. The four Programme Theoersot intended to be the only
theories that might arise from the research finslitoyit have been chosen as key theories

to explore in the evaluative study of the Treasngect. They are displayed in Figure 3.7.
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Fiqure 3.7: Programme Theories

Programme Theory 1 derived from CMO configurationsin Table 3.2:

A project which is successful in promoting mentaalth and emotional wellbeing of
children (O) is long-term, school-based (C), midtteted, multi-level (M) and works
at changing the institution and environment (Ova# as individuals (O) so that
those elements such as organic factors, stresexquoitation are decreased and
children’s coping skills, self-esteem and sociglmarts are increased (O).

(From Table 3.2: Effective Promotion of Mental Hbadnd Emotional Wellbeing)

Programme Theory 2 derived from CMO configurationsin Table 3.3:

Effective partnership work (O) in the area of prdimg mental health and emotional
wellbeing of children (C) gives staff clear adv{d4), guidance and support (M),
increases their knowledge about childhood distured), is able to provide local,
contextual knowledge (M), is able to offer good tbaumty of care and accessibility
(M) and to act as a trusted link between home ahdd (M).

(From Table 3.3: Partnership Work in Area of Merdaklth and Emotional
Wellbeing Promotion)

Programme Theory 3 derived from CMO configurationsin Table 3:4:

School staff and/or volunteers supporting vulnegatblildren (C) are better able to
positively impact on their socio-emotional heal®) (f they have participated in
training (M), received supervision (M) and havddaled through consistently with
the approach they have been trained in (M) wherkigmwith children over a period
of time (M).

(From Table 3.4: Relationship of Staff’'s CapacayMeet Children’s Emotional
Needs and Training.)

Programme Theory 4 derived from CMO configurationsin Table 3.4:
Vulnerable children’s mental health and emotionalleeing is enhanced (O) throug
the participation in evidence-based interventiavis delivered by trained adults (C).

=)

(From Table 3.4Relationship of Staff's Capacity to Meet ChildreEsiotional Needs and
Training
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3.8 Building the Programme Specification from Progamme

Theories

The next stage in building a Programme Specificaitiwolved the researcher
studying the four Programme Theories about effed@iO configurations, in

order to derive a main hypothesis from each of tHEme evidence of Contexts,
Mechanisms and Outcomes related to each of theniaim hypotheses can then be
predicted; in the Treasure Project programme theght be associated either with
the effective promotion of children’s mental headtid emotional wellbeing, or the
effective building of capacity in schools to mebkildren’s emotional needs. The
predictions were developed from the researchetsvi@dge and professional

experience of the project (Shephetdl, 2006, 2007).

Programme Theory 1, for example, states:

‘A project which is successful in promoting menglth and emotional wellbeing

of children is long-term, school-based, multi-facgtmulti-level and works at
changing the institution and environment, as wsllralividuals so that those
elements such as organic factors, stress and dapitm are decreased and
children’s coping skills, self-esteem and sociglarts are increased.’

The main hypothesis about effective CMO configuanagiarising from this theory was:

‘A project which is successful in promoting meim@alth and emotional wellbeing

of children (O) is long-term, school-based (C), tinfdiceted, multi-level (M) and

works at changing the institution and environmé} &s well as individuals so

that those elements such as organic factors, saedexploitation are decreased

and children’s coping skills, self-esteem and daxigports are increased (O)’
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In this case, effective outcomes are viewed asessgcin promoting the mental health and
emotional wellbeing of children; success in chaggin institution and environment so
that elements such as organic factors, stressxpidiation are decreased; and thirdly,
success in increasing children’s coping skillsf-esteem and social supports. Effective
mechanisms would be multi-faceted and multi-lem&triventions, and effective contexts
would be that the project is school-based andthlsdong-term nature of the project. The
researcher then tried to predict the kind of evidetimat might be found in the observations
of the Treasure Project that would show if anyhaf CMO configurations contained in the
main hypothesis might be operating in the progran®@me such predicted outcome
showing‘success in promoting the mental health and ematiallbeing of children’
might be thatschool staff report an increased understandingp@iv children’s mental

health and emotional wellbeing needs can be matschool environment’

The predicted hypotheses were then placed withinitial Programme Specification
framework (Pawson and Tilley, 1997). This Progran8pecification is shown as Table
3.5. The framework sets out the four main hypothessociated with Programme Theories
together with CMO configurations hypothesised fibeeive functioning of the Treasure
Project programme. The researcher tried to includead range of CMO configurations

in the resulting Programme Specification that migdpredicted to be associated with
effectiveness within the Treasure Project progranBhe was aware that these predictions
are only a limited representation of possible CM@figurations, since the Programme
Specification is, of course, reliant on the quatifythe literature the researcher has
summarised and her knowledge of the activitieheffireasure Project. Timmins and

Miller (2007) see the value of Realistic Evaluatasbeing that it encourages Programme
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Specification, whatever the state of the knowleolgee, and thus supports the testing of
hypotheses. The outcome of the testing of thesethgges through research leads to the
reformulation of the initial Programme Specificatiivom a position of increased
understanding of how a programme, like the TreaBuogect, may actually work.

Therefore the CMO configurations shown in Table&@&seen as a ‘good enough’ starting
point for an enquiry (Timmins and Miller, 2007)should be noted that the researcher has
distinguished between Project and Non-Project Sshgee section 1.5i for definition).

The table also uses the term ‘school staff’. Taistincludes all members of the school
staff including Special Needs Coordinators, classhers, teaching assistants, lunch time
supervisors and any other adults working in theesthrhe term ‘trained school staff’
describes those members of the school staff whe pakticipated in specific training
courses designed to build their skills in a paticsupport approach, for example
Therapeutic Storywriting (Waters, 2004), or interien such as Zippy's Friends (Clarke
and Brown, 2010; Mishara and Ystgaard, 2006). Tdreous approaches and interventions

are described in Appendix II.
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Table 3.5: Initial Programme Specification of hypohesised CMO configurations

about effective work in the area of mental health ad emotional wellbeing promotion

General Hypothesis
built from Programme
Theory 1

q

Hypothesised Evidence
of Positive School
Contexts in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 1
(with coding)

Hypothesised Evidence
of Effective
Mechanisms in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 1
(with coding)

Hypothesised Evidence
of Outcomes in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 1
(with coding)

A project which is
successful in
promoting the
mental health and
emotional wellbeing
of children (O) is
long-term, school-
based, multi-faceted,
multi-level (M) and
works at changing
the institution and
environment (O) as
well as individuals
(O) so that those
elements such as
organic factors,
stress and
exploitation are
decreased and
children’s coping
skills, self-esteem and
social supports are
increased (O)

Project School with
participatory relationshig
with Area Project
Coordinator.
Interventions are valued
and timetabled. PT1:C1

Non-Project School hea
teacher and all staff are
interested in the
promotion of mental
health and emotional
wellbeing. Interventions
are valued and
timetabled. (PT1:C2)

Head teachers meet
regularly with Area
Project Coordinators to
plan Treasure Project
work around whole
school needs in a multi-
4 faceted and multi-level
way. (PT1:M1)

Whole school staff
INSET training takes
place around mental
health and emotional
wellbeing (PT1:M2)

Area Project
Coordinators directly
support children, young
people and families (PT
1:M3)

Whole school projects
are planned and
implemented (PT1:M4)

Some school staff are
trained in specific
approaches to support
mental health and
emotional wellbeing and
interventions are put in
place (PT1:M5)

School staff report
increased understanding
of how children’s mental
health and emotional
wellbeing needs can be
met in a school
environment (PT1:01)

Head teacher will be
aware of positive whole
school changes with
regard to the promotion
of mental health and
emotional well-being of
children (PT1:02)

Families will report
positively about the
Treasure Project and its
impact on their
children’s wellbeing.
(PT1:03)

Trained school Key are
enthusiastic about
specific approaches and
will use these
approaches to support
vulnerable children after
training (PT1:04)

Positive evidence of all
and/or vulnerable
children’s self-esteem
and self-confidence
increasing (PT1: 05)

Positive evidence of all
and/or vulnerable
children coping skills
increasing (PT1: 06)

Positive evidence of all
and/or vulnerable

children’s social support]
increasing (PT: 07)
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General Hypothesis
built from Programme
Theory 2

q

Hypothesised Evidence
of Positive School
Contexts in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 2
(with coding)

Hypothesised Evidence
of Effective
Mechanisms in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 2
(with coding)

Hypothesised Evidence
of Outcomes in the
Treasure Project that
might support General
Hypothesis built from
Programme Theory 2

(with coding)

Effective
partnership work
(O) in the area of
promoting mental
health and
emotional wellbeing
of children (C)
gives staff clear
advice (M),
guidance and
support (M),
increases their
knowledge about
childhood
disturbance (0), is
able to provide
local, contextual
knowledge (M), is
able to offer good
continuity of care
and accessibility
(M)andto actas a
trusted link
between home and
school (M).

(built from
Programme Theory
2)

Project School with
participatory relationshig
with Area Project

CoordinatorIntervention

are valued and timetabledvith school (PT2:M1)

(PT2:C1)

Non-Project School head INSET training takes

teacher and all school

staff are interested in the health and emotional

promotion of mental
health and emotional
wellbeing. Interventions

(PT2:C2)

Head teachers and/or
school staff meeregularly
with Area Project
Coordinator to plan work

Whole school staff
place around mental

wellbeing (PT2:M2)

School staff approach
Area Project Coordinato

support (PT2:M2)

Families are referred to
Treasure Project

Educational Psychologig
(PT2:M6)

Treasure Project team
developed links with
partner agencies in the
area local to the school
(PT2:M7) and Pathways|
for referral are understo
and used when
appropriate (PT2:M8)
Area Project Coordinato
ensures parentsve goo
knowledge of (and links
with) Treasure Project
work in school (PT2:M9

Head teachers will
comment positively on th
advice, guidance and
support of Area Project
Coordinator (PT2:01)

Area Project
Coordinator’s advice,
guidance and support is
valued (PT2:02)

Head teacher viewschoo
staff as more

r knowledgeable about th
promotion of mental
health and emotional
wellbeing.(PT2:03)

Families report positive
t outcomes from meeting
with Educational
Psychologist (PT2:04)
Partner agencies report
strong links to Treasure
Project (PT2:05)

Referrals Pathways to
other agencies used
appropriately (PT2:06)

Projects in school includ
I'local partners and

agencies and school
community (PT2: 07)

Parents’ comments abo
Treasure Project work a

U

ut
(e

positive (PT2:08)
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General Hypothesis
built from
Programme Theory 3

q

Hypothesised Evidence
of Positive School
Contexts in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 3
(with coding)

Hypothesised Evidence
of Effective
Mechanisms in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 3
(with coding)

Hypothesised Evidence
of Outcomes in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 3
(with coding)

School staff and/or
volunteers supporting
vulnerable children
(C) are better able to
positively impact on
their socio-emotional
health (O) if they haveg
participated in
training (M), received
supervision (M) and
have followed through
consistently with the
approach they have
been trained (M) in
when working with
children over a period
of time (M).

Project School with
participatory relationshig
with Area Project

CoordinatorIntervention
are valued and timetablg
(PT3:C1)

Non-Project School hea
teacher and all school

staff are interested in the school staff (PT3: M11)

promotion of mental
health and emotional
wellbeing. Interventions
are valued and
timetabled. (PT3:C2)

d facilitates the co-delivery

Some school staff
members are trained in
interventions and/or
therapeutic approaches
(PT3: M10)

Area Project Coordinato

of intervention with

School staff and Area
Project Coordinators
plan and reflect
before/after intervention
delivery (PT3: M12)

Trained schoostaff set u
interventions and use
approaches (PT3: 01)

Use of approaches or
interventions continue
r after training (PT3: O2)

School staff feel
confident about
delivering interventions
or facilitating therapeutig
groups without support
(PT3: 03)

Further training is sough
by school staff (PT3:
04)

Treasure Project and/or
training courses
recommended to head
teachers in other school
(PT3: 05)

General Hypothesis
built from
Programme Theory 4

q

Hypothesised Evidence
of Positive School
Contexts in the
Treasure Project that
might support General

Hypothesis built from

Programme Theory 4
(with coding)

Hypothesised Evidence
of Effective
Mechanisms in the
Treasure Project that
might support General
Hypothesis built from

Programme Theory 4
(with coding)

Hypothesised Evidence
of Outcomes in the
Treasure Project that
might support General

Hypothesis built from

Programme Theory 4
(with coding)

Vulnerable
children’s mental
health and emotional
wellbeing is
enhanced (O)
through the
participation in
evidence-based

Project School with
participatory relationshig
with Area Project

Coordinatorlntervention
are valued and timetabl¢
(PT4:C1)

Non-Project School hea
teacher and all school

Groups are facilitated by
trained staff (PT4: M13)

Trained school staff or
Area Project Coordinato
facilitates/delivers
interventions (PT4: M14

d\/ulnerable children are
targeted for intervention

School staff report

children’s mental health

and emotional wellbeing
¢ enhanced (PT4: O1)

Parents report children’s

mental health and

emotional wellbeing
s enhanced (PT4: 02)

) . staff are interested in the . i i
interventions (M) _ (PT4: M15) Children report that their
. . promotion of mental mental health and

adults (C). wellbeing. Interventions enhanced (PT4: O3)
?;?I.X%uzid and timetablg Trained facilitators repof
' children’s mental health

/emotional wellbeing

enhanced (PT4: O4)
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3.9 Designing the research with regard to RealistiEvaluation

The Realist Evaluation Cycle (Figure 3.6) requttesdt the hypotheses contained
within the Programme Specification are tested thhoobservations’ collected
using multiple methods of data collection, and Wwhace analysed for any evidence
of ‘regularities’ (CMO configurations) in the pragnme. In order to conduct
observations it is important to identify the indiuals who are both most likely to
be aware of the operation and impact of the progratmechanisms (Timmins and
Miller, 2007) and the methods of testing these liypses decided upon: for
example, interviews, questionnaires, observatiorgathering data from other
sources. The researcher then needs to decide vask twhat about the ‘inner
workings’ of a programme (Pawson and Tilley, 199He purpose of the resulting
data analysis would be to judge whether the finslisigpport the hypothesised links
between contexts, mechanisms and outcomes (Timamish$/iller, 2007).
Hypotheses derived for the initial Programme Speatibn may or may not be
validated by the data gathered about the progranihese findings can then be

used to adjust the initial Programme Specificatitrere necessary.

3.9.i Conceptual frameworks

Robson (2002) recommend that researchers devetaeptual frameworks around their
proposed research domain. A conceptual framewaqulaas, either graphically or in
narrative form, the main things to be studied (Bl#émd Huberman, 1994). The purpose of
a conceptual framework is to help the researchexpécit in deciding which are

important factors, elements or relationships andtwiata are going to be collected and
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analysed (Robson, 2002). For the evaluation offteasure Project the researcher

developed three conceptual frameworks to suppertabearch design process.

Conceptual Research Framework 1 (Figure 3.8) ntappdthways of the Treasure Project
team’s capacity-building activities within a scheolvironment in terms of mechanisms
and outcomes. This framework indicates the areastofity that it would be helpful to
investigate within the evaluation and begins taidg key stakeholders who might have

information about the functioning and impact of ghieject.

Conceptual Framework 2 (Figure 3.9) considers soiniee different contextual factors
and mechanisms that might be related to the APE@w/ithes with schools. It also begins to
identify possible indicators that might providedemce of outcomes. This framework was
helpful in designing the methods of testing thedtfipses within the Programme
Specification because it illustrates the complegithe project and helped guide the
researcher towards the activities of the projeatlviwould be important to investigate

within the evaluation.
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Figure 3.8: Conceptual Research Framework 1 - Conptualisation of pathways with reqgard
to possible impact of Treasure Project’'s capacity tilding activities

MECHANISMS

CAPACITY BUILDING ACTIVITIES OF TP WITH SCHOOL

Whole school staff INSETs/PATH (Person Centred Rilagntool)
Specific training of key staff members (INSET otesral course)

Co-facilitation of group work with key staff memiger
Follow up supervision/support work with key stafémbers

OUTCOMES
A 4
\4

Key staff . . Staff consider

me¥nbers Positive feedback from staff training| | |NSET and

trained in <« (O develop own

specific approaches within

approaches promoting

deliver emot|onal well-

. : being and mental

In_terventlon_s health model (O)

without Project

team support Project team facilitate/deliver v

(Mand O) interventions with Key Staff Staff meet regularly

members (O and M) to consider the
promotional of
emotional well-
being and mental
health in school (C
vy v

PROMOTION OF EMOTIONAL WELL-BEING AND MENTAL HEALTH

General impact on mental health and emotional weitipof children through
improved school environment (O)

Key staff members have improved support skills areconfident in
delivering interventions (O)

Targeted children are more resilient in terms ohtakhealth and emotional
wellbeing (O)
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Figure 3.9: Conceptual Research Framework 2 - Conptualisation of some of CMO
configurations related to Treasure Project’s partigpatory partnership with school

communities
School Context Factors Treasure Project Team'’s
« nature of engagement with Context Factors
Treasure Project » quality of relationship with
e quality of school’'s school
engagement with project * ethos
» environment/ethos of school * model of mental health
» school policies promotion & service delivery
* head teacher’s leadership * make up of team e.g. Seniof
skills Educational Psychologist, 2
+ school staff's experience ang Area Project Coordinators,
skills Assistant Educational
« others e.g. support from Psychologist, undergraduates
other external agenci

Treasure Project Mechanisms
« Area Project Coordinator’s partnership with
school
* whole staff INSETs & training of staff at all legel
e on-going support to staff
* project work
» co-facilitation of groups
* project work
» direct support of children (individual or grot

Evidence of Outcomes

Indicators of change in school capacity to pronméantal health
and emotional wellbeing

« comments from head teachers

e comments from pupils

e comments from staff members

e comments outside agencies

e quantitative indicators e.g. reduction in exclusion
Indicators of enhanced mental health and emotielibeing of
children

e comments from pupils

» comments from parents

e comments from school staff

e comments outside agencies
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These first two conceptual research frameworksuffeig) 3.8 and 3.9) suggest that the key
stakeholders who would be aware of mechanismsesudting outcomes operating within
the Treasure Project programme would be head tegdwhool staff, parents, children, the
APCs (and other members of the Treasure Project)taad, to some extent, outside
agencies. Members of the local authority’s Chiltkdfund Steering Committee were part
of a broader stakeholder group who were not indudeéhe conceptual frameworks who
would have had some awareness of mechanisms acahues (Shepheret al, 2007), but
this committee was no longer in existence at time tf the research data collection and so
could not be included in the evaluation. PawsonEihey (1997) emphasise that it is the
stakeholders who hold the information about a $@e@gramme, and it is the task of the
researcher to identify which stakeholders have gigeein the area which is being
investigated. In the researcher’s view, the stakiie who would have the best overview
of effective mechanisms and outcomes associatddtiagt Treasure Project within their
particular school contexts would be the head teaclsemilarly, the APCs were viewed as
having the best knowledge of effective contextsgim@isms and outcomes across the
different school contexts. The other identifiedksteolders’ knowledge would be more
likely to be confined to a narrower experience mvblvement in the Treasure Project. It
should be noted that the selection of stakehoMtfasscompromised by the time available
to conduct the evaluation and the time that haplseld since the Treasure Project had been
actively in partnership with some of the schootsne school staff may have left the
school and the remaining staff may have had sudmmai involvement that their
knowledge of the project would be limited. The agsber also reluctantly decided not to

contact parents and children due to limitationsroé available for the research believing
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that their views had been captured to some extethiei Annual Reports (Shepheztal.

2006 and 2007).

3.9ii Design of the two phases of the data coltecti

The initial ‘observation’ phase of a Realistic Hyation cycle needs to be designed to
reveal ‘regularities’ happening in the real prognaenand compare them to the CMO
configurations hypothesised in the initial Prograen@pecification. Having gained an
understanding of these ‘regularities’ there needseta deeper, second phase of data
collection which is designed to gain access totfiragers’ understanding of the
circumstances which would enable specified Ms solten targeted Os. Pawson and
Tilley (1997) suggest that this second phase ofeéomtions’ is conducted using realistic
interviewing, a particular type of interviewing asgted with Realistic Evaluation, where
the interviewees are expected to be more than ‘amsgymachines’ (Pawson and Tilley,
1997). The interviewees are asked to check ther®muge Theories and the Programme
Specification against their own knowledge of thiefve ‘inner workings’ of the project.
The interviewer is expected to develop a ‘teackarder’ function within the interviewing
process, alongside a ‘conceptual refinement’ pcBEse concept of realistic interviewing
is described in more detail later in the chaptegufe 3.10 shows, in a diagrammatic way,
how these two phases of ‘observations’ might bdiegpo the evaluation of the Treasure

Project.
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Figure 3.10: Realistic Evaluation of Treasure Projet — ‘observation’ phases

‘OBSERVATIONS’ OF Treasure Project

Phase 1 of ‘observations’

— looking for regularities Phase 2 of ‘observations’
contained in head teachers’ | — Programme Theory and

knowledge of project Programme Specification impact
mechanisms and outcomes checked with participants
Initial Programme l
SPECIfICAON | g | 1001 CIMOS reveale:
adjusted

3.10 Consideration of data collection methods

The data collection methods for the two data ctibacphases were constrained by the
researcher’s resources and time. She was worklhtinie as a Senior Educational
Psychologist during the period that her doctoratagch was being conducted. In order to
help with decisions about data collection methdgsresearcher developed a third
Conceptual Research Framework (Figure 3.11). Thsan attempt to map out how
knowledge held by the various stakeholders wa®tadeessed, to show what kind of
information might be held by the key stakeholderd also to identify some of the data
collection tools that could be used to gain acteskis knowledge. One of the data
collection methods not included in Conceptual Mapgigure 3.11) is that of observation.
Gillhan (2000) points out that observation hasatieantage that it is the most direct way
of obtaining data. He suggests that the obsenarasg what people actually do as
opposed to what they ‘say’ they do. He also pamnitsthat the ‘objectivity’ of the

observation is vulnerable to the effect of the eneg of the observer and advises that the
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observer should attempt to overcome this by lookiuigfor the effect that her presence is
having. In the case of this evaluative study, #searcher has justified not choosing
observation as a method to evaluate the TreasojedPbecause it would have been
impossible to observe mechanisms and resultingpmes because the project was no
longer in operation. This is the same reason itnaossible to administer pre- and post-
tests to measure change. Testing or assessmerd heeg been another method of
collecting data (Robson, 2002). Questionnairesrasdarch interviews are considered by
Gillham (2000) to be the main methods of surveyregple. He sees them at two ends of a
continuum of ways of asking people, questionnaiesag viewed as being less time
consuming than interviews and more suitable ifghestions being asked are simple,
specific and mainly closed. He recommends interiigwhen: small numbers of people
are involved, they are accessible, they are ‘kayf you can’t afford to lose any, your
questions are mainly open and require an exteregmbnse with prompts and probes, and
if the material is sensitive in character so thasttis involved. These alternative data
collection methods were considered by the reseaasttesome of the different ways of
using these methods for ‘observations’ of the mtogee shown in Conceptual Research
Map 3. It should be noted this was used as a wgrtatument to decide on the data
collection methods; Figure 3.11 shows the final piag after the researcher had made

decisions about data collection.

86



Figure 3.11: Conceptual Research Framework 3 -Dateollection boundaries of

Treasure Project evaluation: contexts, mechanismahd outcomes

Project Schools (Context 1):
(Participatory partnership with
TP which could include: whole

school training, key staff training

projects and/or class-level,

Non-Project Schools
(Context 2):

(No participatory partnership
with TP. Only 1 direct
intervention delivered in

group, family or individual direct
support)

v

school by member of TP team
and/or only 1 staff member

TOOLS TO CAPTURE CHANGES IN
CHILDREN’'S MENTAL HEALTH &
EMOTIONAL WELLBEING (O)

\/

2 2 2 2

pre and post children’s
guestionnaire/rating scales from

interventions (summarised in Annual
ReporTS2006 & 2007)

questionnaire for all head teachers

realistic interviewing of some head teachers
realistic interviewing of some trained staff
realistic interviewing of Area Project
Coordinators

guestionnaire for all intervention children*
realistic interviews of intervention children*
realistic interviews of intervention children’s
teachers*

realistic interview of parents of intervention
children *

questionnaire for all children*
questionnaire for all parent:

A 4

TOOLS TO CAPTURE CHANGES

\/
\/

IN SCHOOL CAPACITY (O)

questionnaire for all head
teachers

realistic interviewing of some
head teachers

questionnaire for all staff

post training questionnaire for
trained stafisummarised in Annual
ReporTS2006 & 2007)

realistic interviewing of some
trained staff

realistic interviewing of Area
Project Coordinators (APCs)
questionnaire for all pupils*
questionnaire for all parents*

A 4

Data collection methods to gain access to head
teachers’, key staff’'s and APCs’ knowledge of:
changes in staff and their practice (O and M)
changes in children’s mental health and emotio

hal

indicates chosen data collection method for phase ]

>
>
wellbeing (O)
» function of TP training (M)
KEY
\/
\/

indicates chosen data collection method for phase 2

indicates an alternative data collection met

A 4

Data collection methods to
gain access to head teache
and APCs’ knowledge of:

» changes in school
environment (O)

» changes in capacity of
staff to promote mental
health and emotional
wellbeing (O and M)

» function of TP activities
(M)

» changes in children’s
mental health and

emotional wellbeing (

* Please note that: 1) parents’ perceptions of a@in their children and changes in school’s catyao promote
mental health and emotional wellbeing, and 2) alldrlen’s perceptions of changes in school’s capatitpromote
mental health and emotional wellbeing, were not aersid as part of the data collection activities doi¢he resource

limits of the enquiry and time elapsed.
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3.10.i Data collection methods for Phase 1

The researcher thought it was important to use ale¢ady available about the impact of
the project contained in the Treasure Project AhReports (Shepheret al, 2006, 2007).
These two reports summarised any assessmentsloagwas carried out during the
course of the project and this information couldgbly contain evidence of mechanisms
and outcomes that could also be used to checkrdggdmme Specification. The
researcher, as project manager, had already deitided was important to survey all the
head teachers of schools that had had any connertil the Treasure Project in order to
carry out an evaluation for the Educational PsyopplService. She decided that this
survey would also be the main survey for her datta@search and that it would be
reasonable to design a questionnaire to fulfil patiposes because head teachers would
probably not be willing to participate in more thame evaluation exercise. Surveying all
schools was thought to be preferable to contaciagall sample of head teachers because
it would increase the survey’s external validity.drder to conduct such a large survey a
questionnaire was viewed to be most time-efficiagtrument, and as being manageable
within the practical constraints of the enquiry. &ternative might have been a telephone
survey, but this was considered too costly and ioresuming. As head teachers are well-
educated, professional people the questionnairiel dmuself-administered and they could

choose to complete it, or not, and at a time comverio themselves.

3.10.ii Design of head teacher questionnaire

The following section discusses the details ofdesign of the head teacher questionnaire.
It explains how the questionnaire, which can bentbun Appendix 1V, was designed and

how it relates to its purpose: to bring to the acef ‘regularities’ operating in the Treasure
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Project programme. The researcher used Robsord2)2becklist (adapted from de Vaus,
1991, pp.83-6) to help avoid problems in questiondmg. Robson (2002) recommends
keeping the language simple, keeping the quessibog, avoiding double-barrelled
questions, avoiding leading questions, avoidingstjoes in the negative, asking questions
only where respondents are likely to have the kedgt needed to answer, trying to
ensure that the questions mean the same thingriespbndents, avoiding a prestige bias,
removing ambiguity, avoiding direct questions onsitve topics, ensuring the question’s
frame of reference is clear, avoiding creating mpis, using personal wording if you want
the respondents’ own feelings, avoiding unnecessaopjectionable detail, avoiding prior

alternatives and avoiding producing responses égige/disagree).

The researcher also paid attention to the othéorfadisted by Robson (2002) which
helped to secure a good response rate to a passiignnaire. It was suggested that the
guestionnaire should look easy to fill in, with ipie of space for questions and answers,
the instructions should be clear, and the contg#msild be arranged to maximise co-
operation. Other suggestions were also taken ugxample, providing a stamped
addressed envelope, sending a covering lettera@eped as Appendix Ill), giving the
name of the organisation carrying out the survegdsg follow-up letters emphasising

the importance of the survey and providing furtt@pies of the questionnaire.

3.10.iii Ensuring the purpose of the questionngaineey is understood

In order to ensure that respondents were ablederstand the purpose and nature of the
enquiry an explanatory introductory paragraph watided at the beginning of the

questionnaire (see Appendix IV). The researchercsaserned that some of the head
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teachers would not remember, or would not necdgsave been aware of all of the
Treasure Project activities that had taken pladbeir school. In order to overcome this
potential problem and also to enable the resposderttave all the information necessary
to answer the questionnaire as easily as possildeesearcher listed the activities on the
introductory page — the activities included on tliswere different for each school. The
APCs provided this information for the researchent the database kept about activities

during the three years of the project.

3.10.iv Ensuring informed permission to use datpaised

The last page of the questionnaire (Appendix IVjjuested head teachers’ signed
permission to use the information gathered in ancBtional Psychology Service report
about the Treasure Project and also as part ofwvtiter’'s doctoral research. A further
signature was required for permission for the netea to contact either the head teacher
or the school staff for a more in-depth interviéwthis way, the researcher was preparing
the way for the second phase of the enquiry, teeareh interview. It was not possible for
the guestionnaire to be anonymous because eacblsdueived a questionnaire with a
specific set of activities listed on the first patjgs would have been easily identifiable to
each specific school so may have compromised ttesrext validity, in that head teachers
may have responded in a different way to an anomgnsoirvey. Gillham (2000) suggests
that the value and importance of anonymity is maeér-rated. However the researcher
planned to inform head teachers of the limit of ¢bafidentiality of their responses to the
questionnaire at the beginning of the questionnaim@ also to ask them to give written
consent for the researcher (and project managenséo the information for the dual

purposes of evaluating the Treasure Project foEthgécational Psychology Service and as
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part of her doctoral research programme with theetstanding that that there would be no
identification of individual schools, or staff, achool community members in any

publication or report.

3.10.v Design of questions in head teacher quesdion

Robson (2002) stressed that the questions on déiquegire survey should be designed to
help achieve the goals of the research, in paaidol answer the research questions. He
also pointed out that respondents must be abladerstand the questions in the way that
the researcher intended, have accessible the infmmneeded to answer them, and
actually answer in the form called for by the qimstHe viewed the researcher’s central
task to be that of linking the research questiankthe survey questions. In the case of the
current research, the questionnaire was designeaptoire information with regard to the
three main research questions (Table 3.1) anddbé to reveal ‘regularities’ in the form

of mechanisms and outcomes operating in the Tred&umject programme.

At the beginning of the questionnaire (Appendix th¢ respondent was asked to give their
name and position in the school. This would endlideresearcher to identify any
questionnaires that had not been completed by teeatiers and would also ensure
ownership of the answers by the respondent. Etigsaks around confidentiality are
discussed later in the chapter (see section 3Th2)next section of the questionnaire listed
the activities undertaken by the Treasure Projetite school. This was to remind head
teachers of the range of activities and the nurobstaff or children involved in the
initiative. This section was then followed by figaestions that asked about partnership

work; the effectiveness of the project in term@admoting children’s mental health and
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emotional wellbeing; and building capacity in tlehigol to meet future needs. Table 3.6
shows the connection between the questionnairdignesnd the Research Questions, and
Table 3.7 shows the possibility of the questiomnguestions surfacing mechanisms and

outcomes related to the project.
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Table 3.6: Questionnaire questions’ relationship teesearch questions

Research Question

Questionnaire Question

Research Question 1

What was it about the model of
service delivery of the Treasure
Project that was effective in
promoting children’s mental healt
and emotional wellbeing?

3. In your view what have been the most useful etspaf the
Treasure Project’s team work with your school comityu
and for what reason?

4. What has been (if any) the impact of the Treagupject
on the emotional wellbeing of childrém your school in the
following areas:

o Changes in the school environment or general ethos?
Changes in children’s self-esteem?

Changes in the children’s ability to process enmstid
Changes in the children’s self-management skills?
Changes in the children’s social participation?

O O 0O

5. What is your general impression of the impact ef th
Treasure Project on familiés your school community in
terms of:

o Understanding of children’s emotional needs?

o Parenting skills?

0 Attitude towards school?

Research Question 2

What was it about the project’s
participatory partnership and
service delivery model that
enhanced its effectiveness?

2. The Treasure Project team works in partnersiitip w
schools and other agencies to develop package of
intervention/support to promote the emotional weiltig of
children within school communities. Would you vigaur
school’'s work with the team as being within a parship
relationship?

Yes/No (Please circle and give evidence of youniopi
below)

3. In your view what have been the most useful etspaf the
Treasure Project team work with your school comryusind
for what reason?

Research Question 3
What was it about the participator
partnership and training model of
the Treasure Project that enabled
capacity to be built in schools to
meet children’s future emotional
needs?

3. In your view what have been the most useful etspaf the
Treasure Project team’s work with your school comityu
and for what reason?

6. What is your general impression of the impadhef
Treasure Project on the capacity of school stafirtonote
the emotional wellbeing of children within the soho
environment as a result of: (please circle) *

* The interventions listed were specific to the stleap

PATH INSET

Has had Can sustain | Are using Has had no
general this approach this approach impact on
impact on by by staff

school themselves | themselves
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Table 3.7: Questionnaire Questions’ relationship tmeed to reveal mechanisms and outcomes

Questionnaire Question

Possibility of
revealing
mechanisms

Possibility of
revealing
outcomes

2. The Treasure Project team works in partnersilitip sechools
and other agencies to develop package of intexwefstipport to
promote the emotional wellbeing of children witlsichool
communities. Would you view your schools’ work witte team
as being within a partnership relationship?

Yes/No (Please circle and give evidence of youniopi below)

Yes

Yes

3. In your view what have been the most useful etspaf the
Treasure Project team work with your school comityusund for
what reason?

Yes

Yes

4. What has been (if any) the impact of the Trem§upject on the
emotional wellbeing of childreim your school in the following
areas:

o Changes in the school environment or general ethos?
Changes in children’s self-esteem?

Changes in the children’s ability to process enmatid
Changes in the children’s self-management skills?
Changes in the children’s social participation?

O O OO

Maybe

Yes

6. What is your general impression of the impact ef Theasure
Project on familiesn your school community in terms of:

o0 Understanding of children’s emotional needs?

o Parenting skills?

0 Attitude towards school?

Maybe

Yes

6. What is your general impression of the impadhefTreasure
Project on the school staff’'s capacity to prombteeémotional
well-being of children within the school environnes a result
of: (please circle) *

* The interventions listed were specific to the stleap

PATH INSET

Has had no
impact on staff

Can sustain this
approach by
themselves

Has had general
impact on staff
impact on school

Are using this
approach by
themselves

Maybe

Yes

7. Any further comments?

Yes

Yes

94




Robson (2002) emphasised the importance of a themrélamework for surveys seeking
to move beyond the description to explanation. fBsearcher decided to use MacDonald
and O’Hara’s (1998) conceptualisation of mentalthegésee Figure 2.2), to structure
Question 4 of the questionnaire. The head teashers asked to think about impact of the
Treasure Project on the five positive elements atDbnald and O’Hara’s (1998) model;
that is, on the school environment or general ettinigdren’s self-esteem, children’s
ability to process emotions, children’s self-mamagat skills and children’s social
participation. The researcher did not guide thedhieachers into the meaning of each of
these areas by providing a definition, but intemaity left each element of the question
open to interpretation. It was hoped that by allaysome freedom in the interpretation of
the question, a richer picture of evidence of cleangight emerge than if a more tightly-
defined question had been asked. In their posgiaper MacDonald and O’Hara (1998)

made it clear that definitions of the ten elemewtse both flexible and context-related.

3.10.vi Reliability and validity issues associatgth the questionnaire

Robson (2002) points out that the reliability ardidity of survey data depend to a
considerable extent on the technical proficiencthote running the survey. He suggests
that internal validity issues can arise if the dues are incomprehensible or ambiguous,
because valid information is not being obtainece Tésearcher tried to reduce the
possibility of misunderstanding instructions anesfions in the survey by piloting the
questionnaire with the APCs and with her universitgr and using their feedback to
adjust the design of the questionnaire accordidgban be seen from Table 3.6 and Table
3.7 that some of the questions in the questionmaiuéd have been worded in a way that
may have tapped better into the research quedtiging investigated. For example,

Question 3 about the most ‘useful aspects’ of tlogept team’s work could have been
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worded in a more specific way for each of the regequestions: for instance, ‘What was
it about the training that built staff's confidenaed skills in using this approach?’ This
would have revealed mechanisms around an assuntptibthe training had built their
confidence and skills and would have produced maast answers to research question
3. An alternative way of finding out about the impaf training would have been to

observe staff delivering the intervention.

Robson (2002) also emphasises that securing inn@aefrom the respondents to a
questionnaire can be difficult. In the case of Theasure Project evaluation, the researcher
was aware that head teachers’ responses and wigsgo complete the questionnaire may
be influenced by their views about the TreasurgeetoThey might want to please the
researcher through their responses to the quesiienior might view it as a way of

drawing in further resources or funding. It sholbédnoted that although the Treasure
Project no longer existed as a funded projectywitiék of the team continued as a traded
service from which schools could commission packagesupport. The move towards
income generation may have resulted in some feebhgbandonment, particularly for the
two school clusters that had been targeted injtialhd that had been able to avail
themselves of a wide variety of ‘cost-free’ supdostn the project team, including

funding for staff to attend training courses. ld@rto pre-empt any misunderstandings of
the purpose of the questionnaire the researcleel ttni design the questionnaire so that
head teachers would be aware of its purpose bb&gmning to answer any of the
guestions. The accompanying letter (see Appendiraldo stated the purpose of the
guestionnaire and the use of Educational Psychdbsgyice headed paper for the letter

would also reassure head teachers of the inteatidrgenuineness of the enquiry. In this
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way it was hoped to redress any external validisyes arising from understanding of the
purpose of the evaluation. Further external validisues might be due to head teachers
not necessarily being completely neutral in thews about their own school, their school
staff, or the impact of the interventions withirithschools. This might also be true of
other stakeholders’ opinions. The involvement ef APCs by the researcher would help to
triangulate some of the general interpretationthefdata. Some of the head teacher
questionnaire data from ‘successful’ schools wald be triangulated to some extent

through the second phase of data collection.

The willingness of the recipients to answer questaéres may affect the validity of the
data collected (Robson, 2002). It should be ndiad for this case study, the original
Treasure Project schools had not volunteered @ pakt in the mental health and
emotional wellbeing project, but had been chosethbyChildren’s Fund, CAMHS and
other key stakeholders. Some of these schools keenmger than others to be involved in a
multi-level participatory partnership to promote tmental health and emotional wellbeing
of children within their school community. A few tifese schools wished the project team
to only work directly with children presenting wigmotional and behavioural issues and
were reported by the project team as being resittaanmore whole school approach.
Likewise, schools outside the initial two clustdrat requested support from the Treasure
Project did not necessarily wish to consider a nmoudti-level model to the promotion of
emotional wellbeing. In addition, both Project aah-Project Schools received the same
questionnaire, which asked about the impact ancbowts of the project. This may also
have caused some confusion for the Non-Project@slas they may not have considered

themselves as being involved with the Treasurecetait all. Therefore some of the
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questions in the questionnaire may not have bdewnanat to those head teachers’
experience or understanding of the Treasure Projbet researcher took the decision to
send the same questionnaire to all schools in aodi@crease the external validity. As the
head teachers’ attitude towards involvement withTheasure Project was not explored
this may, however, have decreased the internaityabf the some data gathered through

the questionnaire.

One of the reliability issues that might arise frima chosen data collection tool being a
self-completed questionnaire is that the respond@mtanswer the questions in any order,
and this may affect the answers given (Robson, B2 suggests that a high reliability of
response to a questionnaire can be ensured bynpiregsall respondents with the same
standardised questions, carefully worded aftetipido As previously mentioned, the
questionnaire was piloted with the two APCs andrésearcher’s university tutor. A self-
completed questionnaire also allows the responectinfer with others in order to
answer the questions; this may mean that the lesathér's comment may in fact be the
Special Needs Coordinator’s views. To decreasestfedmbility issues the researcher tried
to ensure the response rate was as high as possithat information would be received
from as many practitioners as possible. The rekeaaso thought that the head teachers
would be more likely to complete the questionndirewas not too lengthy and was

simple in format.

3.10vii Distribution of head teacher questionnaire

The questionnaire was posted to the head teaclieé8® schools in June 2008, with a

stamped addressed envelope for a reply. The 8®kchwluded in the distribution were
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schools that were on the Treasure Project datasabaving been either involved with the
project team or having at least one staff member thwd attended at least one Treasure
Project training course. The 80 schools were caisgm into 48 Project Schools and 32
Non-Project Schools. Definition of these categogas be found in Chapter 1. In July
2008, schools which had not returned the questiommaere contacted by telephone and, if
needed, an electronic version of the questionnea®sent via e mail. In order to maximise
the return response a further follow up telephond/@ e mail contact took place in
October 2008. Robson (2002) stated that a low respoate is a serious and common
problem with self completion questionnaires andt tbvgery effort should be made to
increase rate to an acceptable level. Fife-Scha®O5)Jl also suggested that the
representativeness of the results depends on haw mpeople finally took part and he
recommended that the researcher should alwaystgsaakximise response rates either by
repeated re-contacts or the provision of face-te-fiaterviewers to help people complete
guestionnaires they are having difficulties with. the case of the current research, the

questionnaire was accompanied by a letter explgitiia purpose of the enquiry.

3.11 Design of Phase 2 of the data collection

A second phase of data collection was requiredderao access practitioners’ insider
knowledge about effective interventions or parthgrsvork associated with the Treasure
Project. The data provided by the completed heacher questionnaires were not detailed
enough about context and mechanism configuratissscated with successful outcomes.
The researcher decided that interviewing practierwas a useful way of accessing their
in-depth knowledge about Treasure Project activitied the conditions that were required

for the programme to be effective in promoting naéhealth and emotional wellbeing.
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Pawson and Tilley (1997) divide available knowletigéd by participants, practitioners
and researchers; for the purposes of this studgetbearcher viewed the APCs, the head

teachers and school staff as practitioners andhh@ren were viewed as the participants.

In distinguishing between structured, semi-struedaind unstructured interviews Robson
(2002) links the different interview types to tliepth’ of the response sought. He gives an
extreme example of a very structured interview whbe questions are fixed, are in a pre-
decided order with standardised wording and whespanses are selected from a small list
of alternatives. This type of interviewing wouldtqwovide sufficient insight into the inner
workings of successful Treasure Project CMO comégans, and would not allow the
interviewer to follow an interesting answer giventbe practitioner. In contrast, the
extreme example of an unstructured interview wdngldvhere the interviewee can say
almost whatever they like on the broad topic ofititerview, with minimal prompting

from the interviewer (Miller and Crabtree, 199%diin Crabtree and Miller, 1999). This
type of interviewing would not be structured enotighthe type of information gathering
required in order to understand successful CMOigardtions, because the interview
needs to be designed so that the hypotheses &lgolitdasure Project can be shared and
discussed in a similar way across the differenbsthontexts. Gillham (2000) describes a
semi-structured interview as being both flexibled at the same time, standardised. In this
way each interview is viewed as ‘unique’ and peasoand yet covers essentially the same
ground. He views probing as a skill to be learngdhle interviewer through practice. The
researcher, in this case, is an educational psgglst] and so is well practised in
interviewing people for research purposes. Howestes,was not practised in the type of

interviewing called ‘realistic interviewing’ (Pawsand Tilley, 1997).
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3.11.i Realistic interviewing

In the framework of Realistic Evaluation the iniew type recommended by Pawson and
Tilley (1997) to gain access to practitioners’ kiedge is a process they call realistic
interviewing. This type of interview is describesian exchange of ideas which is driven
by the researcher’s theory. They believe therediwigion of expertise across the issues
investigated and that there is a hierarchy of dig@em respect to the overall workings of
the programme. Through the process of realisteruewing the interviewer develops a
teacher-learner relationship with the intervieweerder to look for significant
regularities. Together they look for the mechanisosnghange that were triggered and
how they counteracted the existing social processt®t particular context. They also
look for the social and cultural conditions neceg$ar change mechanisms to operate,
and how they are distributed within and betweefetght contexts. The researcher chose
to use this method of interviewing participants Rirase 2 of the observations because she
viewed this type of interviewing as being a mixstriuctured and non-structured interview
processes. While recognising she was not an eapegtlistic interviewing she thought
she would be able to design the interview arouedstiggested method in Pawson and

Tilley’s ‘Realistic Evaluation’ (1997).

In order to help with this process the researckeebbped a fourth Conceptual Research
Framework, Figure 3.12, to illuminate the procefsealistic interviewing for the Realistic
Evaluation of the Treasure Project. The ‘job’ of tlealistic interview in this case would be
to affirm the important contexts and mechanismsiwithe programme that led to the
desired outcomes, which indicated either that céiits mental health and emotional

wellbeing had been improved, and/or the capacithefschool to promote mental health
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and emotional wellbeing had increased. The APCdetet be asked to think about
general successful CMO configurations within theaBure Project programme and also to
think specifically about particular contexts andommes that led to effective partnership
work and/or successful schools. The researchemtintelly did not design the realistic
interview to explore contexts and mechanisms #thtd undesired outcomes, because this
was not felt to be helpful in developing theoryward effective practice in the area of
school-based mental health and emotional wellbpinghotion. It was the researcher’s
belief that a multitude of ‘unhelpful’ contexts angkchanisms could be identified, but that
this would not necessarily led to improved defomtiof CMO configurations within the
Programme Specification for effective practicehistarea, and might use up valuable
interview time. The following diagram, Figure 3.11)strates the intended process of

realistic interviewing for the Treasure Projectleation.
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Figure 3.12: Conceptual Research Framework 4 — Raatic Evaluation of Treasure
Project — Phase 2 of the data collection ‘realistimterviewing'.

Realistic Interviewing of Practitioners

Inside the ‘Black Box’ of Effective Capacity Building in Schools
(What is it about the programme that works for whamder what circumstances?)

Realistic Interviewing
— looking for significant ‘regularities’ through

Analysed data from Phase 1 teacher-learner relationship
1. What are the

mechanisms for change

q triggered by the

Treasure Project and how

did they counteract
the existing
social processes?

Programme Theories shared
with interviewees

#

IDEAS 2. What are the social and THEORY
cultural conditions necessary
for change mechanisms to

Area Project QUESTIONS
Coordinators/ ~ OPerate and h(_)vv_ are they

head teachers/  distributed within and realistic
trained staff between Treasure Project interviewer

contexts?

(Pawson and Tilley, 1997, pp.75 and 77)

CMO configurations for ‘successful’ impact of programme
and ‘effective’ participatory partnership revealed

v

Programme Thi)rles refined Suggestions for improved

practice for practitioners

New Programme Specification

Further Realistic Evaluation
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As can be seen from the diagram, the realisticvui@®ing process is intended to be a
dynamic process. The interviewer and interviewestlrie be able to spend undisturbed
time thinking together. The researcher concludatlttiese interviews were best conducted
face-to-face rather than as telephone interviewsaure the lack of visual cues may cause
problems in interpretation (Robson, 2002). Theaedeer also thought that the interviews
needed to be conducted on a one-to-one basis. tdaelgers and trained school staff could
have been interviewed together, but the practiealf this would have been difficult to
manage, both in terms of organising a mutuallyadlé time and also in terms of
facilitating the group whilst note-taking. (At theginning of her doctoral studies the
researcher had unsuccessfully attempted to recfarclia group of head teachers talking
about the impact of a similar project.) Robson @Q@bints out that facilitating the group

process requires considerable expertise.

3.11.ii Validity and reliability issues of realistinterviewing

It was hoped that internal validity issues aridirggn the researcher being known by some
school staff through her work with the Treasurej&utp or her generic work as the

school’s educational psychologist, would be redungthe researcher remaining vigilant
about bias or assumptions. For this reason shedligarticipate in choosing the sample of
schools selected to participate in realistic in@mng. These schools were selected by the
APCs as part of their realistic interview. The aasber also arranged for another
professional to attend the realistic interviewirighe head teachers and school staff so that
they could be a silent partner in the interviewsvtide down the interviewee’s answers and
any additional questions that were asked by thervigwer. It was hoped that this would

also formalise the interview process for all conegr. The researcher also prepared an
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interview plan with semi-structured questions, pptenappropriate resources and with
regard to ethical issues. The details of the realisterviews can be found in Chapter 6. In
order not to tire interviewees and to maintaingame conditions for the interviews, they
were conducted for approximately the same lengtined and took place on the school

premises for school staff and in an office for &RCs.

One of the external validity issues that needdaktoonsidered about the use of realistic
interviewing as a research method was that theoB&iucational Psychologist leading the
project (who was also the researcher) could alsadweed as a practitioner because she
was an active member of the Treasure Project t&&mhad taken the project lead, worked
directly with families and schools and had beirtgaaner for some of the training
programmes. The researcher could have arrangetiertake a realistic interview herself
and this would have given a further layer to thadeh? observations. The researcher made
a decision not to do this because she thoughttthety cloud her judgement when looking
at the CMO configurations developed from the réialisterviews of practitioners. She
hoped that her work would be viewed as part ofgdekage of project activities that a
school had been involved with and would be includegart of the intervention or
capacity-building activity that the other practiters could comment upon should the

Senior Educational Psychologist have been activleahparticular school setting.

As previously stated, the design of the realistierview is discussed later in Chapter 6,

where further validity and reliability issues aieailissed. This was felt to be the

appropriate section to describe the design ofd¢hestic interview because the questions
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cannot be decided upon until the findings fromtiead teacher questionnaire survey have

been analysed.

3.12 General ethical considerations of the evaluan

The ethical considerations of any research studylaerse, complex and interrelated. The
boundaries to any investigation need to be clestdied and the influencing factors need to
be declared by the researcher in such a way tladtlenthe reader to make their own
decisions about the analysis and interpretatiobeofindings. Ethical considerations arise
at all stages of the research journey. Miles anbdgrman (1994) identified a series of
ethical issues that typically need attention befdtging and after qualitative studies.
These are: worthiness of the project; competenoeduries; informed consent; benefits,
costs, and reciprocity; harm and risk; honestytamst; privacy, confidentiality, and
anonymity; intervention and advocacy; researchgniteand quality; ownership of data
and conclusions; use and misuse of results; ctsflililemmas, and trade-offs. Therefore
they advise the researcher to be aware of thegrgéathical position, to anticipate and
think about specific issues beforehand to avoidlgrs later, to have explicit written
entry agreements for participants, to have strestsuch as an ‘ethical issues’ memo or
study team meeting, to involve a third party, teéra process of regular checking and

renegotiation with participants in order to take@mt of the evolving nature of research.

Because the research was placed within the Redlistiluation methodology the dilemma
inherent in traditional experimental research desigbout the control group not accessing
proffered interventions is not relevant. If thejpris had been set up with control and

experimental groups, this might have led to knowimerable children not being supported
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by the project teams. Likewise, if the design hadrbmore quasi-experimental then this
would have also led to questions about how thedshwere chosen to be part of the
project target group. As Robson (2002) suggestsraxental research with people poses
ethical problems irsharp forms’(Robson, 2002, p.66). ‘Real world research’ alas its
ethical considerations. As Miles and Huberman (] $®4nt out, the emphasis on the
idiosyncratic local context and the ‘closenesstrespondent’ nature of most qualitative
studies tends to obscure general principles ancésifak situation-specific coping. They
refer to May (1987) who suggests that a post-pasitemphasis on multiple realities and
researcher interpretation can lead to a persoitalginsystematic approach to ethical

issues.

The researcher, in this case, is a chartered ednabpsychologist and as such strove to
follow The British Psychological Society Code ohkes and Conduct. An item of this
code is thatpsychologists should seek to obtain the informedeot of all clients to

whom research participation is offere@he British Psychological Society, 2006, p.12).
The researcher took care to gain the informed cdrfeparticipants to including their data
as part of this enquiry. The head teacher questiomifAppendix IV) explains the
boundaries of the confidentiality of the data aeddteachers were asked to give their
signed permission to use the data for both a regimtit the Treasure Project and to be
used for the writer’s doctoral research. The redearthought it was important not to
assume that both activities were the same, inttesdoctoral research was not completed
and the data were only used as part of the Edunadti®sychology Service’s evaluation

activities around project work.
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Completion of the questionnaire was not compulsony head teachers could opt not to
complete it. The questionnaire stated that the watadd be used in a collated report which
would not identify the school in any way. Similarhead teachers could indicate on the
questionnaire that they did not wish their schoddé contacted for any further
involvement with doctoral research activities. Sulkahosen to participate in the realistic
interviews could also decline the invitation toibeerviewed and before each interview
began, care was taken to ensure that participadsrstood where the raw data was going
to be stored (in a password-protected computer}izatdhe analysed data might be
presented, or used in a local authority reporthenetffectiveness of the Treasure Project.
The researcher tried to design the evaluation iethical way and plan research activities
well and conduct them in a professional manneshdiuld be noted that the researcher
completed Form EC2 (see Appendix XXVI) in Augusi08 as a formal record of her

consideration of ethical issues related to thearese

An ethical implication that needed to be taken etoount for the realistic interviewing
was acknowledging that the researcher continube the line manger of one of the APCs.
While it was not compulsory for the APCs to taket rathe realistic interviews they may
have felt obliged to do so. The APCs were inforrabdut the purpose of the interview
before beginning by the interviewer (who was alsresearcher) and it was explained
how their confidentiality would be protected (sgep@ndix XV). The researcher had
previously also invited the APCs to participateéasearch activities such as piloting the
guestionnaire. Throughout the research the reseasdught to remain aware of, and

acknowledge the limits of her methods, as welhadimits of the conclusions that may be
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derived from such methods under different circumsta and for different purposes (The

British Psychological Society, 2006).

Robson (2002) suggested that a good question poahxesearcher decide on some of the
ethical issues was whether or not the study wauldlve the participants in doing things
they would not otherwise do. The researcher if@fapinion that an evaluation would
have been conducted at the end of the TreasuredPinjany case, and that it would be
reasonable to expect schools and the project teagiléct on the effectiveness of the
project; the study was therefore less of an inmgnt than an unexpected evaluation

might have been.

3.13 Data analysis procedures

The data obtained from the head teachers’ questimnneeded to be analysed in such way
that the ‘regularities’ inherent in the Treasurej€ct would be revealed. The researcher
felt it was important to distinguish between daeeived from Project Schools and Non-
Project Schools because the evidence from Non-&rSghools about mechanisms and
outcomes would only apply to very limited contadtivthe Treasure Project and would
not be relevant at all about participatory parthgrsvith the APCs. The researcher
planned to organise the data with this in mind, emde schools accordingly. Some of the
data collected from the questionnaires would bentiizive in nature, but the researcher
did not plan to use any statistical analysis beedlis was seen to be inconsistent with
Realistic Evaluation methodology. The qualitatiatedarising from responses to the
questionnaire were examined using a thematic asatysthod suggested by Braun and

Clarke (2006). This method was selected becawseuld allow strong themes to emerge
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and would enable strong CMO configurations to lemidied across the different school
contexts. Further explanation about coding and diasdysis methods is contained in

Chapter 4.

3.14 Summary

This chapter has described how the research desigreveloped with regard to Realistic
Evaluation methodology. The writer has attemptechéde clear the links between theory
building, the formulation of hypotheses and thegting through two phases of data
collection. Chapter 4 describes the findings fradmage 1 of the observations and the
analysis of this data to reveal ‘regularities’. Teh@mination of these ‘regularities’ with

practitioners, through realistic interviewing, ig#ored in Chapter 5.
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CHAPTER 4
PRESENTATION AND DISCUSSION OF FINDINGS
(PHASE 1)

4.1 Introduction

The Realist Evaluation Cycle (see Figure 3.6 aboaglires that specimen hypotheses,
derived from Programme Theory and contained iméiai Programme Specification are
tested through multiple methods of data collectidme first part of this chapter presents
the findings of Phase 1 of the data collection,itead teacher questionnaire survey. These
findings have been presented in an organised arebsible format in order to reveal
‘regularities’ in the form of CMO configurationsdiotexts, mechanisms and outcomes).
These CMO configurations are then compared to ypethesised CMO configurations in
the initial Programme Specification. The chapteratedes with a discussion about the
findings that prepares the way for the design @de? of the data collection which is

described in Chapter 5.

4.2 Level of response to head teacher questionnair

Questionnaires were sent to 80 head teachers (afrppmary, secondary schools and
special schools) in July, 2008. The researcherlgdognaximise response rates through
follow-up e mails, phone calls and by sending addél copies of the questionnaire when
needed. While the researcher was careful not wsprise head teachers, she continued to
ask for the questionnaire up until the beginninghef Spring Term 2009. Completed
questionnaires were received back from 49 schdwis. was a response rate of 61%. The
majority of questionnaires were completed by headhers, some were completed by

other members of staff such as the school SENCO.
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Of the 49 returned questionnaires, 26 questionsnainel one letter were received from
Project Schools (response rate 56%) and 20 quesii@s were returned from Non-Project
Schools (response rate 63%). One head teacheraff®roject School wrote a letter to say
that she was new to post and that she had pasgbeé gaestionnaire for completion to a
member of staff who had left the school. This goestaire was not returned. One
Inclusion Manager of a Non-Project School returtiexiquestionnaire with a letter stating

that the school had not been involved with thequbj

4.3 Organisation and coding of data

The researcher organised the data from the condplgtestionnaires into two groups:
Project and Non-Project Schools. She felt thatas wnportant to distinguish between the
two groups of schools because Non-Project Schoolddahave had a very limited
experience of the Treasure Project and this waildence their response to the

questionnaire.

The returned questionnaires were organised andicéuleject schools were coded P1 to
P26. Non-Project Schools were coded NP1 to NPb8galvith a coding for the training or
single intervention connected with that school. N1 for example, is the coding for a
Non-Project School from which school staff attendegippy’s Friends (Clarke and
Brown, 2010; Mishara and Ystgaard, 2006) trainiogrse. These codings are maintained

throughout this thesis.

The questionnaire contained five questions, sonvehadh had several parts to be

answered. As outlined previously, the questionnaaes designed to help head teachers to
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identify CMO configurations within the Treasure Jeai. The first question was Question
2, Question 1 having summarised the involvememhh@®fschool in Treasure Project
activities. Question 2 investigated the naturenefpiartnership the project team had with
the school. Question 3 focused on the perceivellimgss of the project team’s work with
the school. Questions 4 and 5 asked about the inop#ite project on children’s emotional
wellbeing and on their families, respectively. HiywaQuestion 6 asked about the impact of
the project on the capacity of the school stafframote the emotional wellbeing of
children. The following sections look at the respesmto each question in the order in
which they were presented in the questionnaire.ififoemation contained in the
completed head teacher questionnaires returnedtirer@6 Project Schools and the 19

Non-Project Schools is presented in tabular forrAppendices V-XIV.

4.4  Presentation of findings (Phase 1)
4.4.i Responses to Question 2 of head teacheriguesire (Project

Schools)

Twenty-three of the 26 Project School head teaqt8&.€6%) answered ‘Yes’ to the
question'Would you view your school’s work with the teanbasg within a partnership
relationship?: The Project School head teachers’ responses &ettand part of Question
2 ‘give evidence of your opiniore summarised in Table 4.1. The main key points
relating to the question about evidence of partriprare listed against each school.
Comments not relating to partnership were leftajuhe summary table. For example,
school P13’s head teacher wrdteriginally, when setting up the group, we receiggbd
partnership support. But once our teaching assisteas trained we had no contact from

the team. Unfortunately the teaching assistanttkeftschool after the first year and so we
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now do not have a trained person to continue thevokk.”. This was recorded on the
table aswhen setting up the group we received good pasimgrsupport’ Table 4.1 also
shows the school’s code and lists the Treasure€ragtivities that took place in the
school. The key for the abbreviations of thesevais is located under the table. Detailed
descriptions of the activities can be found in Apgli& II. The original responses and the

simplification of responses for Question 2 candaenfl in Appendix V.
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Table 4.1: Evidence of participatory partnership rdationship in Project Schools

School Treasure Project : e :
Code Activities Question 2: Evidence of Partnership
P1 QCT/TC « felt part of the partnership
P2 PMT, TSWg, DW, TBP « discussed needs and agreed activities
P3 QCT, ZF, TSW, LuS, TSWg, | « efficiently and professionally developed intervens to support children and
TC, DW, ZF & QCT staff
modelling, motorskills « responded to very wide range of needs and adaptdime
« commitment to emotional well-being within community
P4 QCT, PATH, HPP * initial discussion
« discussed needs of school throughout projects, edoaiad adjusted accordingly.
P5 SFA, TC « worked as a team
« good partnerships with pupils and staff
P6 ZF, SFAs, TSW, Tog, TC, « partnership around interventions TSW, SFA and Tog
QCT modelling
pP7 ZF, SFA, TSW, Tog, TC, « work planned together
QCT modelling e consultation at every stage
» work evaluated
P8 QCT, ZFg, IC, TOg, TC « worked with staff when planning and evaluating gsscof project with task
group
» presented meetings to ensure staff are aware otdeupport children in class
P9 TOg « came into school and led sessions with 2 grougspport TA, taking the lead
« gave constructive criticism to enable TA to leadugrs independently
« evaluated results, forwarded them and certificates
« able to contact her if in need of future support
P10 ZF, SFA, TSWg, TOg No evidence cited
P11 SFA, TSW, TOg « worked together more able and so more able toaeiafthe SFA training aspect|
« supportive ethos generated.
P12 QCT, PATH, ZF, HPP, TSW, | « very good relationship
LMen, LuS, TSWg, TOg, « totally supportive and committed to our school
DW, QCTyg, FC, TW, TBP « advice always available.
P13 SFA, TOg * when setting up the group we received good pattiesipport
P14 HPP, PATH, « dialogue of discussion linked to aim of making pilayes happier
P15 QCT, TSWg, TC, QCT No evidence cited
modelling, IC
P16 TSW, TSWg, TC, DW No evidence cited
P17 PATH, QCT, SF, TSW, No evidence cited
TSWg, TOg, QCTg, TC, IC
P18 ZF, SFA, TOg « a partner relationship
« very supportive and helpful
» able to give our points of view and listen to eattier.
P19 PATH, ZF, HPP, TSW, LUS, | ¢ shared understanding gained through INSET Day
TSwyg, IC « awareness raising session led to much thought kimy@nd constructive
discussion resulting in new strategies for teachind) learning for key children
and small groups.
P20 ZF, QCT, PATH, TSW, LuS, | « a very strong relationship part of the team
AclList, TC, QCT, IC
P21 LuS, SFA, ZF, TW « in the past
P22 QCT, QCT modelling « whole staff training to develop Circle Time acrgsfool
P23 TOg « very close working relationship with TA
* good prior planning with SENCO
P24 QCT « favourable comments
« all staff valued training
P25 TOg « worked very clearly to identify children
» kept informed of significant things from sessions
P26 QCT, QCT modelling « partly a partnership (short term)

« time for discussion with staff during training
« an equality feel during 2nd training session bygihg as well as describing QC
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Key of Activity Codes
AcList — Active Listening PATH — Promoting Alternative Tomorrows TBP — Teddy Bear’s Picnic
training with Ease TC — Treasure Club
DW — Drama Work PMT — Peer Mediation Training TW- Transition Work
FC — Family Counselling work QCT - Quality Circle Time TSW - Therapeutic Storywriting
HPP — Happier Playtimes Project | QCTg — Quality Circle Time group work training
IC — Individual Counselling QCT modeling — in-class modeling of TSWg — Therapeutic Storywriting
LMen — Listening Mentor approach to staff Group
training SFA - solution focused approaches training ZF - Zippy’s Friends
LuS — Lunchtime Supervisors ZFg — direct work with children using
Training Zippy's Friends

4.4.ii Thematic analysis of responses to Quegi@aroject Schools)

In order to reveal the mechanisms associated \iftlotere partnership, it was decided to
further organize the responses contained in Tallleuding a phased thematic analysis
method suggested by Braun and Clarke (2006). Isghathe researcher read the data set
thoroughly. Then in phase 2 she worked systemétittalough the data set for Question 2
from Project Schools, giving full and equal attentto each data item, in order to identify
interesting aspects that may form the basis ofateggepatterns across the data set. In phase
3, the researcher developed thirteen emergent thefrgartnership given by the head
teachers. These were named as: supportive parmepsintnership with pupils and staff;
discussion; planning and agreeing on activitiesymitment to school; adapting and
adjusting interventions to need; variety of inter¥ens; responsiveness to needs;
collaborative activity around interventions; evaioa of activities; whole school

awareness raising; advice; collaboration aroundtifieation of vulnerable children.

The first level of Phase 4 consisted of reconsidgtine Project School head teachers’
responses and mapped them onto the emergent theawtshead teacher’s response was
coded with their school’s code. In the mapping eisera school code could be entered

into more than one theme category, but could nartered more than once into the same
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category. The mapping can be found in AppendixFjure 4.1 shows the distribution of

the Project School head teachers’ responses vgtraedo the identified emergent themes.

Fiqure 4.1: Distribution of head teachers’ response(Project Schools) with regard to
emergent themes (mechanisms) for question 2

Head teachers' responses to Question 2 mapped onto  emergent themes
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The researcher considered the emergent themestediganisms of ‘participatory
partnership’ work with Project Schools. In the settevel of phase 4 the emergent themes
were further organised into five subsidiary thenggsd partnership; collaborative

planning to meet the needs of the school commueody)mitment to the school

community; cycle of evaluation and adjustmentsnténiventions; and collaborative

activity around the implementation of interventiédmpendix VII shows the number of
responses that could be mapped onto the subsitiemyes. These subsidiary themes were
considered to be stronger than the emergent theands;ould be viewed as strong
mechanisms. To strengthen the analysis the resatedm mapped the head teachers’

responses (Appendix V) onto the subsidiary therssefore, a school code could be
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entered into more than one theme category, butiawatl be entered more than once into
the same category. The distribution of head teathesponses for each of the subsidiary

themes is shown in Figure 4.2.

Fiqure 4.2: Distribution of head teachers’ response(Project Schools) with regard to
subsidiary themes (strong mechanisms) for questiah

No. of HTs' responses in Subsidiary Themes
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6 .

4

2 |

0 ‘

Good partnership  Collaborative Commitment to Cycle of Collaborative
planning to meet school evaluation and  Activity Around
needs of school community adjustments of Implementation

community interventions of Intervention

In phase 5 the subsidiary themes (or strong meshemiwere further organised into two
main themes which were named ‘collaborative plagmictivity sustained over time’ and
secondly, ‘committed, responsive relationship toost community’. In the first main
theme were placed the subsidiary themes of: caiddive planning to meet needs of
school community; cycle of evaluation and adjustisen interventions; and collaborative
activity around implementation of intervention.the second main theme the researcher
placed the subsidiary themes of good partnershighcammitment to school community.
The head teachers’ responses were then mappetheswmtwo main themes using the
method previously described. This gave a ratio7ofal10 responses for, respectively,

collaborative planning activity sustained over tjrard committed, responsive relationship
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to school community. These main themes were viduyetthe researcher as very strong

mechanisms associated with effective partnership.

The researcher has developed two thematic mapksimithose shown by Braun and
Clarke (2006) to illustrate the development of themergent, subsidiary and main themes.
The initial thematic map, Figure 4.3, illustrathe tmapping of emergent themes derived
from the raw data from the questionnaire (condemseckey points for Table 4.1) onto

five subsidiary themes. The second thematic magu(Ei4.4) illustrates the final phase of
the thematic analysis when the five subsidiary te&mere organised into the two main
themes. Table 4.2 also shows the process of tiegatieanalysis of the head teachers’
responses to Question 2 and summarises the stagesstopment of the main themes.

The number of responses from Project Schools fcn eathe subsidiary themes (or strong

mechanisms) is shown in Appendix VII.
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Figure 4.3: Initial thematic map of subsidiary thenes developed from emergent
themes for Project School head teachers’ responsgsquestion 2 about partnership

Partnership with pupils and staff
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around implementation of
interventions
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Discussion project team

Planning and agreeing on activities
Advice
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Collaborative needs intervention:
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\ Collaborative activityoaind interventions
Whole school awarenmg/ Commitment to
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Commitment to school

Collaboration around identification of vuInerabha'Idre/

Key: .
Emergent Themes or Mechanisms

120



Fiqure 4.4: Final thematic map of main themes deveped from subsidiary themes for
Project School head teachers’ responses about padrship with Treasure Project

Joint collaboration and planning Cycle of

around implementation of evaluation and

interventions adjustments of
intervention

Good relationship with
project team

: . Collaborative needs
Collaborative planning analysis and
activity sustained over time planning

Responsiveness to
changing needs of
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Key: | Main themes or strong mechanisms

Main themes or very strong mechanisms
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Table 4.2: Development of themes around partnershigvith Treasure Project

HT

Emergent

, No. of HTs’
Esponses Subsidiary tr_lem_es responses in .
Emergent themes | in emergent Themes falling into subsidiary Main themes
themes/no. subsidiary
themes
of schools themes
1. Supportive P1, P5, P11, 1,2,12 6
partnership P12, P20, Good partnership
acknowledged P23 =6
2. Partnership with | P5, P3 =2
pupils and staff ::>
acknowledged
3.Discussion P2, P4, P14
acknowledged P26 =4
4. Planning and P2, P7, P8, | Collaborative 3,4,8,13 10
agreeing on P14, P23 = 5| planning to mee .
activities needs of school Collaborative
acknowledged community planning
5. Commitmentto | P3, P12 =2 activity
school ;ustalned over
acknowledged |::> time
6. Adapting and P3, P4, P7 =
adjusting 3
interventions to
need acknowledgeq )
7. Variety of P3=1 Commitment  to[ 511 5
interventions school
acknowledged community
8. Responsiveness| P3, P4 =2
to needs
acknowledged I:l>
9. Collaborative P6, P9, P11,
activity around P13, P18, (e:\ygllja(zifon and
emomiged | bob 5| adusmens o
10. Evaluaton of | 7, P =2 interventions 777513 | 2 Folationshin (0
acknowledged > igrr]r?r(r)llunity
11. Whole school | P8, P19, P22
awareness raising | =3
acknowledged
12. Advice P12=1 .
acknowledged Collla.bora'uve
13.Collaboration P25 =1 Activity Around 6,9 8

around
identification of
vulnerable children

acknowledged

Implementation
of Intervention

>
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4.4.iii Non-Project School head teachers’ respots€3uestion 2

In their responses to Question 2, 11 of the 19 Rmject School head teachers (57.9%)
answered ‘Yes’, 6 of the 19 (31.6%) answered ‘Nwid 2 did not answer this part of the
question (10.5%). The non-Project Schools werevigvted by the researcher as being in a
participatory partnership with the Treasure Projeain because the Project Coordinators
had not visited the schools on a regular basis,hadr they delivered any whole school
training within the schools. In most instances ffstd Non-Project Schools had only
attended one external training course, or had lxe@émed in one particular approach, or
only one direct intervention had taken place in skkbool. However 12 of the 19 Non-
Project School head teachers answered ‘Yes’ towhgking in partnership’ question and
viewed themselves as in a partner relationship thighproject team (see Appendix VI), so
the researcher thought that these responses neethedexamined. Table 4.3 summarises
the responses from the 12 Non-Project School headhers who answered ‘Yes’' to

Question 2.
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Table 4.3: Non-Project Schools head teachers’ respses to question 2 about

partnership with theTreasure Project

Question 2: The Treasure Project team works in partnership sghools and other
agencies to develop package of intervention/sugpgtomote the emotional wellbeing
children within school communities. Would you vigaur schools’ work with the team &

being within a partnership relationship?

1S

|

Treasure
School | Froect _
activities Response to Question 2
code L
within
school
NP2 — 72 ZF Yes. Training attended has been very useful. | war@that there is free
training available on Circle Time, etc.
NP4-74 ZF The staff who followed the Zippy's programme had In@en on the previous
training and have had little to do with the parsingp.
NP6-76 ZF Yes. | have worked closely with ******** 1o deliverZippy’s Friends in
school.
NP7-Z7 ZF Yes.
NP8-78 ZF Yes. You feel that support and advice is thereif peed it.
NP11- SF3 | SFA Yes. ***&* came into school and we discussed slite children who would
TOg benefit from the project. We set up a series adises which | watched, with 3
little participation at first. Towards the end betsessions, | then took over,
with continued advice and direction from *******,
NP12- SF4 | SFA Yes. Initial meeting to discuss resources and thg tlve project could work.
No further contact.
NP13-SF5 | SFA Yes.
NP15- TSW Yes. There is ongoing partnership. | have accesagport by Email, contact
TSW2 with EP in school and can access TSW website.pgse attending ‘follow up
workshop.
NP16- TSWg Yes. Only somewhat — as part of a package of meagarsupport one child
TSW3 with behavioural problems, -but it took place odé#sihe classroom and only
the general plans were shared with the class teache
NP18- TSW Yes. | know that members of the project are obtai@gand very willingly to
TSW5 support staff. Plenty of e mails between me and***for example.
NP19- TSWg Yes. But would have appreciated face to face feeldba how our pupils
TSW6 responded in the group and any factors which cantight which would help

us to understand our children facing difficultietbr. Appreciated
confidentiality of group but would have appreciatedre sharing with school.

Key of Activity Codes

SFA — Solution Focused Approaches training

TOg — Treasuring Ourselves (solution focused) group
TSW - Therapeutic Storywriting training

TSWg — Therapeutic Storywriting Group

ZF - Zippy's Friends

ZFg — direct work with children using Zippy’'s Friends

(Non-Project Schools who replied ‘No’, or did ndtcevidence of partnership, were not included.)
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The mechanisms identified by the Non-Project Scheald teachers were mapped on to
the main themes (or strong mechanisms) about pahtipepreviously identified from
Project School head teachers’ responses to Quéektibiese are shown in Table 4.4. It can
be seen that there is little evidence of the idiedtistrong partnership mechanisms in the
12 Non-Project Schools which had indicated thay theught they were in a partnership
relationship with the Treasure Project team. Thisid seem to affirm that the subsidiary
themes identified for Project Schools were stromgmanisms for effective participatory

partnership (see Appendix VII).

Table 4.4: Evidence of partnership from Non-ProjeciSchool head teachers’ responses
to question 2

.- No. of
Subsidiary theme . )
: School coding times
(or strong mechanism) .
mentioned
1. Good partnership NP15-TSW2 1
2. Collaborative planning to meet needs of schoatrmunity NP12-SF4 1
3. Commitment to school community
4. Cycle of evaluation and adjustments of intericerst
5. Collaborative activity around implementationmirvention | NP6-Z6, NP11-SF3, NP16- 3
TSW3

4.4.iv Project school head teachers’ respons€aiestion 3

The Project School head teachers’ responses taiQué&s‘In your view what have been
the most useful aspects of the Treasure Projeat’saork with your school community
and for what reason?have been presented in a tabular form in Tabl@ddbin Appendix
VIIl. Table 4.5 also shows the Treasure Projedivdies that had taken place in the school.
The coding for these activities can be found atethe of the table. Table 4.5 also indicates
in bold any specific mechanisms mentioned by headrters as being ‘most useful’ in

their responses to Question 3. A shortened verditime head teachers’ response to
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Question 3 is listed against each school. Comnresitselating to the question were not
included in the summary table. For example, scR33% head teacher wrot&haring
expertise in a lively and meaningful manner tos#diff — empowering and inspiring. Hands
on support has been most meaningful to all pupitls difficulties in a wide variety of
constructive and again empowering ways. ‘Preseicethool was ALWAYS very
precious and has been sadly missed over the lastdi®hs. This was recorded on the
table as:Sharing expertise in lively and meaningful manteeall staff — empowering and
inspiring: Hands-on support pupils with difficulsién wide variety constructive
empowering, ways: ‘Presence’ in schodilie full response to the question and its

shortened version can be found in Appendix VIII.

It is clear from the responses to the question atth@u'most useful aspect of “Treasure
Project” work with school’ was open to a varietyilwterpretations. The researcher decided
to bring to the surface ‘regularities’ by organgsite data into reported mechanisms and
outcomes. The researcher coded the head teacbgpsnses to distinguish between
different outcomes. If the head teachers had nefeasitive impact on pupils or families
this was coded P, a positive impact on the capatikgy staff was coded C and a positive
impact on the general capacity of the whole scleooimunity was coded W. The
researcher interpreted the comments in order tmldemn this coding, so the allocation is
somewhat subjective. The coding did not take accoltine actual activities that the
school had been involved in — for example, if aocstistaff member had been trained to
facilitate therapeutic storywriting groups — busttvas not noted by the head teacher as
being ‘most useful’ then it was not viewed as a &atcome for that particular school. The

specific coding of the responses is shown in Appe¥tl and a summary is in Table 4.5.
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Table 4.5: Summary of Project School head teachersésponse to question 3 about

the most useful aspects of Treasure Project — camised into outcomes: 1) positive

impact on pupils or families, 2) building capacityof key staff and 3) building capacity

of whole school community

Treasure Most Useful Aspect of Treasure Project work Positive
School Project with school — synopsis of responses Impact*
Code Activities (Ou'ﬁ:omes
(Mechanisms) (Mechanisms Highlighted in Bold)
P1 QCT/TC . Some pupils improved co-operation skills P
P2 PMT, TSWg, DW, «  PMT training for staff and pupils P, C,W
TBP «  Older children support peers and are involved d@tisiaking
. Children supported
. Opportunity to have a voice.
P3 QCT, ZF, TSW, LuS, | »  Sharing expertise in lively and meaningful mannera all staff | P, C,W
TSWg, TC, DW, ZF & — empowering and inspiring.
QCT modelling, «  Hands-on support pupilswith difficulties inwide variety
motorskills constructive empowering, ways.
. ‘Presence’in school
P4 QCT, PATH, HPP . HPP helped parents and dinner ladies gain better utaaelisng w
of what it's like to be a child on the playground.
. QCT - team building exercise.
. PATH express views of where the school is headed &fir st
across the whole school community and governors
P5 SFA, TC . Pupils’ voice heard in small group supportive environment P
P6 ZF, SFAs, TSW, TOg, | =  TOg - raising self esteem of target children, valuaid P,C
TC, QCT modelling successful.
. TSWg supportive caring atmosphere which relaxes childre
good role modelling/sharing
. Zippy's Friends — good support for bereaved children
P7 ZF, SFA, TSW, Tog, *  QCT, whole school training in theory and practice C,P,W
TC, QCT modelling »  ZF very successful in supporting children to devedagpathy.
. TOg children found this helpful and positive parentntoents
P8 QCT, ZFg, IC, TOg, . Staff meetings W, P
TC »  Positive effect on children with low self-esteem
P9 TOg . TOg empowered children to be more independent, endbéed | P, C
a voice, realised that thegn help themselves with self help
strategies
. TA able to run groups independently aftnt facilitation and
recommended training to others
P10 ZF, SFA, TSWg, TOg | TSW helped children and their families understandassand P
children better
P11 SFA, TSW, TOg . Vulnerable EBD pupils remain in the mainstream niastinga P
relatively successful school experienaeost of the time
P12 QCT, PATH, ZF, . TOg and FC (short term) offer almost immediate support to the P, C, W
HPP, TSW, LMen, children and families in need.
LuS, TSWg, TOg, *  Whole school PATH INSET, Quality Circle Timework and the
DW, QCTg, FC, TW, Happier Playtimes projectfar reaching impact upon whole
TBP school.
P13 SFA, TOg . TOg enabled highlighting of a specific problem witpupil P
. Some children found process valuable.
P14 HPP, PATH, . HPP (including PATH) Initiated new ideas, enthused members C, P, W
of the school community
. Children enjoyedHPP
P15 QCT, TSW, TC, «  Counselling helpful P,C
QCTmodelling, IC +  TSW worked well
P16 TSW, TSWg, TC, DW | « Brought children together develop an understandfreach P
other’s needs.
P17 PATH, QCT, SFA, . TSW great value children enabled to talk openly aratesissues | P
TSW, TSWg, TOg, teachers.
QCTg, TC, IC
P18 ZF, SFA, TOg . TA able to get to know children better, gave theypartunity to P
express their feelings, and thoughts snzall, safe group
. Children’s self-esteem has improved
. More confidence in their own academic abilities
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Treasure Most Useful Aspect of Treasure Project work Positive
School Project with school — synopsis of responses Imoact*
Code Activities (Ou'gz omes
(Mechanisms) (Mechanisms Highlighted in Bold)
P19 PATH, ZF, HPP, . Team Building, many colleagues felt performance and strategile@, W
TSW, LuS, TSWg, IC dealing with pupils’ problems were enhanced
P20 ZF, QCT, PATH, . Every aspectpositive impact on children’'s emotional intelligen | P, W
TSW, LuS, AcList, « IC has ensured vulnerable children function succdgsful
TC, QCT, IC school, improved behaviour
. Staff enjoyed®ATH everyone opportunity to contribute
. Lunchtime TC enabled many children to have positive
experiences at lunchtime
P21 LuS, SFA, ZF, TW *  TW useful to pupils’ needs P,C
. Teachers appreciatéppy’s Friends training and materials
P22 QCT, QCTmodelling . QCT immersed the staff in the thinking and principlekibe C,W
Circle Time and developed a cohesive approach HEPS
P23 TOg . Much calmer approach to life from targeted childf@lowing the | P
group work
P24 QCT . (QCT) Staff reported children engaging discussions akidga P,C
part in learning.
P25 TOg, . Training TA to lead further sessions C,P
. Benefit some children and links parents.
P26 QCT, QCTmodelling . (QCT) Staff positive about Circle Time - allowed children C,P,W
speak out more with improved confidence and seliraness
. Younger children were developing turn-taking ancgamal
vocabulary
. Teacher able to learn about individual childreivesd and
feelings.
. Older children found a sense of purpose about €Fohe leading
to increase in participation and developing languase
/beginning to deal with conflict

*Positive Impact on Pupils or Families (P), Capaoit Key Staff (C), Capacity of Whole
School Community (W)

Total Number of Project Schools = 26 No. of Ps = 22
Most Useful Aspect of Treasure Project team’s workvith school:- No. of Cs= 15
1) Positive Impact on Pupils or Families = 22 (85%f PS to 1 d.pl.) No. of Ws = 11
2) Building Capacity of Key Staff = 15 (58% of PSd 1 d.pl.)
3) Building Capacity of Whole School Community = 1246% of PSto 1 d.pl.)
Key of Activity Codes
AclList — Active Listening training QCT modeling — modeling of a Quality Circle Time tostaff
DW — Drama Work with a group of children
FC — Family Counselling work SFA — Solution Focused Approaches training
HPP — Happier Playtimes Project TBP — Teddy Bear’s Picnhic
IC — Individual Counselling TC — Treasure Club
LMen — Listening Mentor training Tog — Treasuring Ourselves (solution focused) group
LuS — Lunchtime Supervisors Training TW- Transition Work
PATH — Promoting Alternative Tomorrows with Ease TSW — Therapeutic Storywriting training
PMT — Peer Mediation Training TSWg — Therapeutic Storywriting Group
QCT - Quality Circle Time ZF — Zippy's Friends
QCTg — Quality Circle Time group work ZFg — direct work with children using Zippy's Friends
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It can be seen that the responses to Questionv&lptbevidence that the Treasure Project
had notable impact across all three levels of theal community: at the individual level,
the capacity building for key school staff membars] also across the whole school
community. It can also be seen that some of theitkes that had taken place had more
impact than others. However these findings mushteepreted with caution because the
question ‘most useful’ may have led head teaclebelieve only a comment about one
specific intervention was required and so the raesps to this question can only been seen
as part of the whole body of evidence about thearhpf the Treasure Project. The
researcher thought it was reasonable to assumé #raintervention had been mentioned
it had been seen as an effective mechanism byédaat teacher. Effective mechanisms

mentioned by Project School head teachers werellasvé:

. Peer Mediation Training

. sharing expertise in a lively and meaningful martoell staff
. hands-on support both individual and group, presémschool
. Happier Playtimes Projects

. Quality Circle Time training

. PATH school development work

. Treasuring Ourselves and Therapeutic Storywritingu work

. Zippy's Friends

. joint facilitation of groups
. lunch time Treasure Clubs
. training of teaching assistants
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4.4.v Non-Project School head teachers’ respais@siestion 3

Non-Project head teachers’ responses about theusefil aspect of the Treasure Project
were also analysed. These head teachers wereldelyoacomment on the particular
training or single intervention that had taken plattheir school. Their comments about
the positive impact of a training course and/ogknntervention can be found in Table
4.6. As in Table 4.5 above, the identified mechasigre in bold. In most cases the
obvious mechanism, i.e. the particular trainingrsetor intervention that the school had
experience of, was mentioned as a mechanism. €hitiead teachers of Non Project
Schools noted the positive impact on pupils and taailies as the ‘most useful’ aspect
of the project, and eight head teachers noteddbgiye impact on the capacity of staff.
Only one head teacher mentioned a positive impath® whole school community. This
would be an expected response. The mechanismsanedtby Non Project School head
teachers are already included in the strong meshenimentioned by Project School head

teachers in response to Question 3.
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Table 4.6: Summary of Non-Project School head teaehs’ positive responses to

question 3 about the most useful aspects of TreasuProject — categorised into

outcomes: 1) positive impact on pupils or families?) building capacity of key staff

and 3) building capacity of whole school community

School T;?;Se%rte Most Useful Aspect of Treasure Project work | Positive
Code Activities with school — Summary of Positive Responsey Impact*
. (Mechanisms Highlighted in bold) (Outcomes)
(Mechanisms)

NP1-Z1 ZF Zippy programme and activitieM) — relevant and enjoyable for our P
children(O)

NP2 — 72 ZF | attended th&ippy’s Friends training and trailed it with my class of Yedr P
2 children.(M) They enjoyed it and benefitted from(@).

NP3 - Z3 ZF The children are enthusiastic abdippy’s Friends and Zippy Time(O) P

NP4-z4 ZF The children have enjoyed tE#ppy activities and it provided a good P&C
support for PHSEO)

NP5-Z5 ZF Good Resource Pack fdippy’s Friends. | loved the sessions with my P
Y1/Y2 class last year and it produced lots of gdstussion and C
relationships between the childrgd) Used programme exactly aained
as found it really goodM).

NP6-26 ZF Zippy's Friends has had a large impact on the children’s emotional P
wellbeing in YXO). This has then been reflected in the scores im thei
Foundation Stage Profiles which we continue into(@)L

NP7-27 ZF Support for delivering sensitive and difficult mages with young children C
(©)

NP8-Z8 ZF The access toontinued support and advicein all Treasure Project’s (not
only Zippy’s Friends)(M)

NP9-SF1 SFA Students that took part have developed key relstips with staff(O) Has P

TOg given them the tools to use within school and an&£D) W

NP11- SF3| SFA We have now also trained a SNTA to continue withghoject(O) We are C

TOg targeting children who have low self-esteem, whe\aary quiet or who P
need a way to help them sort out worries, behavgsures that they may
have(C)

NP12- SF4| SFA Sharing of resources, giving an outline of the @rt{M) C

NP14- TSW Therapeutic Storywriting group work has been successf{ill)— will C

TSW1 continue to run further groug®)- children benefit greatly from additional P
support(O)

NP15- TSW TheTSW training has enhanced my work as SENCo and as assistaht hea C

TSW2 of pastoral caréO) Thesupport the group has already given to children P
with emotional needs is measural§{@)

NP16- TSWg It gave emotional support to some other ‘poor’ wsi{€)). P

TSW3

NP18- TSW Therapeutic Story writing (M)has given me (SENCO) a great opportun|ty C

TSW5 to work with some difficult children in a very ptise way.(O) It has also P
given me a skill which | can use in the futuredtner children, as well as &
renewed understanding of some aspects of psyclealdahieory which can
influence all areas of work with childré®)

NP19- TSWg Provision of a small group opportunity of a high pofessional standard P

TSW6 (M) to help specific children gain more confiden(®)

* Impacton Pupils or Families (P), Capacity of Key Schow@lf§C), Capacity of Whole
School Staff (W)

Total Number of Non Project Schools = 19

Most Useful Aspect of Treasure Project team’s workvith school:-

1) Positive Impact on Pupils or Families = 13 (68%f NPS to 1 d.pl.)
2) Building Capacity of Key Staff = 7 (37%of NPS to 1d.pl.)

3) Building Capacity of Whole School Staff =1 (5%0of NPS to 1 d.pl.)

No. of Ps = 13

No. of Cs=7

No.of Ws =1

No. of no response = 2

Key of Activity Codes

SFA — Solution Focused Approaches training
Tog — Treasuring Ourselves (solution focused) group

ZF — Zippy's Friends
ZFg — direct work with children using Zippy's Friends

TSW —Herapeutic Storywriting training
TSWg — Therapeutic Storywriting Group
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4.4.vi Project school head teachers’ respons€aiestion 4

Question 4 was designed with the specific intentibhelping head teachers to reflect on a
broader, ecological definition of mental health @mabtional wellbeing promotion.
Question 4 aske/\Vhat has been (if any) the impact of the Treastngect on the
emotional wellbeing of childreim your school in the following areas: Changesha
school environment or general ethos? Changes ildli@n’s self-esteem? Changes in the
children’s ability to process emotions? Changethmchildren’s self-management skills?
Children in the children’s social participationBy structuring Question 4 in this way
head teachers were guided to note any changesinfithe positive elements within
MacDonald and O’Hara’s (1998) model outlined inU®g2.2. The researcher hoped the
design of this question would produce data thatldvoeveal a broader set of outcomes
resulting from effective mechanisms and contexseeated with the Treasure Project in

the area of promoting children’s mental health anmbtional wellbeing.

It should be noted that some of the head teaclze#s the same answer for some or all of
the elements, so in these cases the intended puwasslost. However, the majority of
head teachers did distinguish between the elenagtsherefore the researcher felt that it
had been helpful to use this broader definitiomehtal health and emotional wellbeing to
interpret the impact of the project. As for pre\s@uestions, responses to Question 4 by
Project School and Non-Project School head teadters been tabulated and can be
found in Appendices X and XI. Table 4.7 and Tab&Relow show this information in a
more condensed form for Project and Non-Projecb8isirespectively. All the

information in these two tables was viewed as ewideof outcomes in the area of mental

health and emotional wellbeing promotion.
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Table 4.7: Main impact of Treasure Project on childen’s mental health and

emotional wellbeing from question 4 in Project Schals

Question 4What has been (if any) the impact of the TreaBuogect on the emotional
wellbeing of childrerin your school in the following areas:’

Changes in the
school

environment or
general ethos?

Changes in
children’s self-
esteem?

Changes in the
children’s ability to
process emotions?

Changes in the
children’s self-
management skills?

Changes in the
children’s social
participation?

Main
impact

Behaviour policy
developed

Peer
mediation/circle
time to support
children with
specific needs

Areas in the
playground set up|
for children to
talk to peers if
they are unhappy.

Emotional well-
being/circle time
discussions
valued.

SEAL
programme now
working well and
promoted.

Recognised that
we needed to give
children greater
opportunity to
express their
emotions. So we
have taken on in
partSEAL.

All staff are using
the techniques
taught in circle
time, etc.

More independent
children.

More confident
children.

Happier children.
Aided calm

atmosphere in
school.

More confident about|
expressing
themselves.

Impacted on some
pupils’ self esteem
and confidence

Positive changes see|
by staff in a
significant proportion

Apparent in 2
particular children
who seem better able
to deal with
‘putdowns’

Very positive — also
appreciated by the
parents

Aided as self-esteem
has improved.

Almost all of those
initially involved are
still full time at
school so it would be
fair to claim that
these pupils are
maturing more
rapidly in
understanding and
controlling their
pubescent emotions

Confidence and
openness improved

For some children
good changes.

More genteel of the
children feel more
‘included’ in
playtimes.

Improved, more able
to reflect.

Improvement in self-
confidence

Younger children felt
they could ask
questions

Zippy's Friends
empowers children to|
openly discuss.

SEAL activities also
allow development of
emotional literacy.

n Reference still made
18 months on to
Treasure Project
groups by current
Year 6 pupils —
empowered them to
discuss issues.

Greater vocabulary
which enables them
to have greater
understanding and
awareness of others.

One pupil relates wel
to a particular
member of staff and
shares concerns
Gives many
framework to support
feelings

The programme gave
the children the tool
for expressing
emotions and time to
share feelings.
Groups supported
each other — using
respect to listen and
time to answer.

Some children are
able to manage
emotions better.

Positive emphasis
engages pupils in
being supportive to
others — reflects their
advice and support
back on themselves.

For the few — yes.
For some, yes.

Very slight for
younger children.

Peer mediation/circle
time

Children had courage
to stand for School
Council leadership
roles

More aware and so
able to express
feelings

Some evidence acrog
group of Year 1

pupils

Children have
strategies to use in
school work/play
environment

Being aware that they
could help
themselves hugely
helped the children.

Positive impact.

Pupils love the high
demand of
participation in the
sessions.

Children are more
aware of strategies
they can use.

More games being
played. With some
children increased
creativity.

Much improved

Learning to set
themselves their own
targets has helped
them with the
understanding of why
the teacher sets then
targets

Better organisation —
through experiences
such as mind-
mapping.

Very successful at the
transition point KS2>
KS3.

Showing of
compassion towards
younger children.

Greater
understanding and
tolerance of others

More variety
lunchtimegames
offered to children.

sLess difficulties in
playground

Children are
becoming more
aware of others’
needs/moods/emotiol
s and so are able to
adapt their own
behaviour on
occasions

An improvement in
children coping better
with others.

Worked well with the
older children
involved.

Children start to
‘blossom’. One of the
girls in a year 5 group
now participates in
groups rather than
being on fringes.

Positive impact.

More cross age play
at playtimes.

Older children
organise lunchtime
clubs.

Pupils were more
outgoing.

Social participation is
more structured.

Participation
increased by the
® younger students
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Changes in the Changes in Changes in the Changes in the Changes in the
school children’s self- children’s ability to children’s self- children’s social
environment or esteem? process emotions? management skills? | participation?
general ethos?

Pupils feel more | Confident. Much improved and | Definite changes Friendship groups

supported, they
seek help more
appropriately,
they generate
more strategies
and are more
supportive of
peers also
engaged in the
solution focused
approach.

Much greater
awareness by all
staff.

Improved peer
awareness.

Quieter
playtimes. Better
use of school
grounds. Children
having more
confidence in
approaching
lunchtime
supervisors.

Very calm.
Less disruption
because of
behavioural
issues.

Quiet and shaded
areas provided for
conversation/quie

t play.

Good method of
supporting our
school ethos,
rules and policies,

Focus children
are now much
calmer. They
approach
‘problems/issues’
with a more
balanced
approach

Tied in well with
the ethos, PSHE
in school. Made
me consider
further things that
could be done in

the future.

Not afraid to talk to
adults.

Children involved in
‘Treasuring
Ourselves’ have
definitely had a boost|
to their self-esteem —
some short-term and
some longer-term

Raised.

Can express their
needs and wants.

They feel better abou
themselves and are
happier to deal with
situations.

Built self esteem
718 children’s self
esteem was increase

by the sessions.

Younger children
improved confidence,

children are able to
vocalise their
emotions.

Children involved
have learnt how to
express themselves
better, and talk
openly about their
feelings.

One boy learnt how
to manage his anger
more successfully by
considering pathwayg
of

I acceptable/unacceptd
ble behaviour.

Provided with
strategies

Have language to
express themselves
d and emotions.

Children more able tg
use relevant words to
describe their
emotions.

Developed the
process of allowing
more thinking time.

Children appear to bg
more able to process
emotions.

Changes were small
but noticeable.

Starting to develop
the language to talk
about emotions.

L

whilst they were
engaged in work with
XXXX

Much more able to
manage emotions for
most of the group.

Turn taking, listening
to others.

and support networkg
are in place.

Improved
relationships with
peers

improvements noted
in playground social
behaviour for one
child.

More engaged.
More positive
relationships

We feel we are
listening more closely
to the children.

Improved for
majority

Helped several
children socialise
better with their
peers.
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Table 4.8: Main impact of Treasure Project on childen’s mental health and

emotional wellbeing from question 4 in Non-ProjecBchools

Question 4 (Mechanism):What has been (if any) the impact of the Treasftngect on the

emotional wellbeing of childrem your school in the following areas:’

Changes in the
school environment
or general ethos?

Changes in children’s
self-esteem?

Changes in the
children’s ability to
process emotions?

Changes in the
children’s self-
management skills?

Changes in the
children’s social
participation?

Main impact | Strategies for Grown in confidence | More language to Some improvements| Think about others
of Zippy's making and enabling them to talk | talk about emotions.| in playtime and how they might
Friends restoring fluently to the whole ‘incidents’. be feeling.
friendships. group. Greater
understanding of Tried to solve More willing to
Encouraged the More confident and emotions and how tq problems for approach children
children to think joining in with the express what they | themselves at times| who were on their
about their activities as time were feeling. before seeking out | own.
behaviour and how if progressed an adult.
would affect others. More prepared to Reference things tha
More confident to give | talk. Discussions and happen on
Much more own views. conversations are playground to Zippy.
supportive and Will identify an now instigated by
considerate of each | More confident about | emotion when had | the children. More able to
other. their own wellbeing. an ‘incident’. socialise — using
Used the approach tp strategies taught.
Helped with Increased. More able to manageé identify targets, for
children’s view on their emotions. themselves, and Enhanced the
friendship More positive. monitor their own ‘caring’ side of
Able to label and progress — both school.
talk about them. academic and social
skills.
Main Impact Positive impact. Children find it Positive impact.
of solution easier to discuss
focused Raising their self- their emotions with Children have made
approaches esteem. staff members. new friends.
training
and/or Appeared more Worked initially. Not getting into
solution outwardly confident. trouble at playtimes.
focused
groups Socially more
accepting.
Main Impact | Increased confidence Self esteem greatly ‘Recognition’ of Ability to say “I'm Social participation
of and has improved improved — very proud| different reactions to| feeling...” greatly improved.
Therapeutic | attitudes. of work and keen to varied emotions —
Storywriting share ideas. recognising own Very noticeable in Confidence grown
Training Quiet room has bee behaviour issues. one particular child. | enabling children to
and/or TSW | tidied up! Self-esteem and ‘discuss’ their group
groups understanding of self- | Evidence of ability | Main child in the with others and feel

Reinforcement of
the needs of childrer
rather than
concentrating on
negative behaviour.

worth raised.

Stronger confidence
generally.

Improved attitude to
writing.

Dyspraxic/ASD child
keen to write and
produced some great
stories.

EBD child no longer
cries during writing
lessons!

Really enjoyed the
group.

More confident
storywriting in class.

to discuss issues
close to him in one
of target children.

group experiencing
anger management
problems does seen
to be coping and
actually enjoying his
peers more.

proud of
themselves/their
achievements.

Forged friendships
outside of group
meetings.

Enhanced work
already in progress.

Improved social
awareness and self-
esteem.
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The researcher decided it would be useful to gfyatite head teachers’ responses listed in
Tables 4.7 and 4.8 so that any differences in iteilouition of outcomes across the five
elements between Project and Non-Project Schoalsl @@ brought out. The responses
were coded in terms of evidence of positive chakgelence of a positive change, or a
positive outcome associated with the project, wdnddin answer such as the following:
‘Areas in playground set up for children to talkpeers if they are unhappy’. If a head
teacher wrote: ‘Works in conjunction with the sch®ethos on support’ or a similar
answer this was not viewed as strong enough evedeha positive outcome. The
researcher was aware that the system of categonsaas reliant on her interpretation of
‘strong enough evidence’ and conducted the encaalitigity twice to increase the
reliability. Information about the coding of inddual comments can be found in
Appendices X and Xl. The distribution of head teashcomments, from both Project and
Non-Project Schools, about positive outcomes adiwsfive elements is displayed in
Table 4.9. The school code represents at least@menent from that the head teacher of

that school about positive outcomes in that element
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Table 4.9: Number of Project and Non-Project Schoslwith positive head teacher

comments for question 4

Positive Responses of PS Schools to Question 4
‘What has been (if any) the impact of the Treasngect on the
emotional wellbeing of childrem your school in the following areas:’

Changes in Changes in Changes in Changes in Changes in the
the school children’s self- | the children’s | the children’s | children’s
environment | esteem? ability to self- social
or general process management | participation?
ethos? emotions? skills?
School Code | P1, P2, P3, P4| P2, P4, P5, P6| P2, P3, P4, P5| P2, P3, P4, P5] P1, P2, P3, P4,
P6, P8, P9, P7, P8, P9, P9, P10, P11, | P6, P7, P9, P7, P8, P9,
P10, P11, P12/ P10, P11, P12, P13, P15, P15, P10, P11, P12, P10, P12, P13,
P13, P14, P17 P13, P14, P15, P17, P18, P19, P14, P17, P18, P14, P16, P17,
P19, P20, P22, P16, P17, P18, P20, P21,P22,| P19, P20, P21, P18, P19, P20,
P23, P25, P26 | P20, P21, P22, P23, P24, P25| P23, P26 P21, P22, P23,
P23, P24, P25, NP2 — 72 P24, P25
P26 NP4-Z4 NP7-
z7
NP1-Z1, NP4- | NP1-Z1, NP4- | NP1-Z1, NP2 NP4-Z4, NP5-
Z4, NP5-Z5, Z4, NP5-Z5, —Z2, NP4-Z4, Z5, NP6-Z6,
NP8-Z8, NP7-Z7, NP8- | NP5-Z5, NP6- | NP10- SF2, NP7-Z7, NP8-
NP14-TSW1, | Z8, NP9-SF1, | Z6, NP7-Z7, NP14-TSW1, | Z8, NP9-SF1,
NP18-TSW5 | NP11- SF3, NP8-Z8, NP15-TSW2, | NP11- SF3,
NP12-SF4, NP11- SF3, NP19-TSW6 | NP12-SF4,
NP14-TSW1, | NP14-TSW1, NP14-TSW1,
NP15-TSW2, | NP15-TSW2 NP16-TSW3
NP16-TSW3,
NP18-TSWS5,
NP19-TSW6
Total Number Project Project Project Project Project Schools
of Schools Schools = 20 | Schools = 23| Schools = 20| Schools = 18 =21 _
Non-Project Non-Project Non-Project Non-Project Non-Project
Schools =6 | Schools =13 | Schools =9 Schools = 4 Schools = 9
Percentage of Project Project Project Project Project Schools
i i Schools = Schools = Schools = Schools = =21/26=81%
?eliif::(e)g?zrnis 20/26 = 77% 23/26=88% 20/26=77% 18/26=69% Non-Project
Non-Project Non-Project Non-Project Non-Project Schools =
PS or Non-PS Schools = Schools = Schools = Schools = 9/19=47%
(to nearest 6/19=67% 13/19=68% 9/19=47% 4/19=21%
percentage)
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Table 4.9 seems to show that the Treasure Progesogénerally impacted positively on
children’s mental health and emotional wellbeindpath Project and Non-Project Schools,
using the framework defined by MacDonald and O’Ha:@08) illustrated in Figure 2.2.
When the evidence of positive outcomes shown if€Tal® is represented graphically in
Figure 5.1 it can be seen that there seems testrerag difference between Project and
Non-Project Schools. The evidence of positive oues in the five elements of the model
of children’s mental health and emotional wellbefisgociated with Treasure Project
mechanisms seems to be much greater in Projeco&dia@an Non-Project Schools. Even
though the structure of the question may havedexsbtne misinterpretation from head
teachers it would still appear that there is somgthbout the mechanisms (and/or
contexts) in the Project Schools that has enhatimegromotion of children’s mental
health and emotional wellbeing more than thos&ééNon-Project Schools.

Figure 4.5: Evidence of positive outcomes in fivdements of mental health and
emotional wellbeing model in Project and Non-ProjecSchools

Positive Outcomes in 5 Elements of Model of Mental Health and
Emotional Wellbeing
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4.4.vii Project School head teachers’ responsé€aestion 5

Question 5 askedWhat is your general impression of the impacthef tTreasure

Project” on familiesin your school community in terms of: Understagdoh children’s
emotional needs?Parenting skills?Attitude towartso®l?’ As for the previous question,

a full set of responses for Question 5 from Profattool and Non-Project head teachers
can be found in Appendix Xl and Appendix XIlI, pestively. Table 4.10 shows the data
in a more condensed form that is easier for théaet access. Most of the head teachers’
comments are about outcomes, but any about meohsuaie shown in bold. It should be
noted that some head teachers did not write aneartsvthis question (or parts of it) or
commented that it did not apply to their schoatgalvement with the Treasure Project

team.

Treasure Project mechanisms noted by the headeesaah being associated with positive

parental outcomes were:

. Circle Time

. Promotion of SEAL activities

. Regular input from Treasure Project

. Whole school training

. Happier Playtime Projects (Appendix II)

. Children participating in Treasure Project groups
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Table 4.10: Main impact of Treasure Project on fanlies in Project Schools and Non-

Project Schools — condensed data for positive outt@s (question 5)

Il

[(®]

Question 5:What is your general impression of the impact efTineasure Project or
familiesin your school community in terms of:
Main Understanding children’s emotional Parenting skills? Attitude towards
Impact | needs? school?
Project | Good with respect t@ircle Time and A parent showed an | More positive for
Schools| parents’ perception of how children’s interest in the activitie§ proactive role with
needs are met — her child was in the | their children
Treasure Project
HUGE! Whole school ethos of valuing | group More involvement
circle timesandpromoting SEAL and awareness of
activities programmeRegular input A few parents skills partnership
always valued highly whole school have changed for the
training highly successful. better Very supportive
Parents become more aware of their Improved For some, yes
children’s emotional needs understanding of the
importance of play Positive in
Beginning to have more honest dialogue encouraging 2 key
with parents Improved, more able tg children to become
reflect more self-reliant
For the one pupil it had a large impact on
the parents’ approach to their child Made some impact Saw school as helpin
children deal with
The parents involved appreciated that anxieties
havingHappy Playtimesresulted in
children being more engaged in the
teaching and learning in lessons.
Positive in directing parents thoughts to
memories and feelings of childhood e.g.
Happier Playtimes Project
Parents and carers have been delighted|that
their children have beesupported by the
Treasure Project
Some impact (2 schools)
Non- Some children shared what they were | Supportive. Positive (2 schools)
Project | doing with their parents and some parents
Schools| were aware through discussions with the
class teachers.
Very positive.
Positive impact.
Parents interested and commented
positively on their children’s enthusiasm
for group. ‘Awareness’ of children’s
feelings and emotions increased.

Key: Mechanisms are shown in bold.
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As in the case of the previous question, it wasdgetto quantify head teachers’
identification of positive outcomes in their respea to Question 5. Table 4.11 shows the
distribution of noted positive outcomes acrosstkinee parts of the question about the
impact on families of the Treasure Project in teohsinderstanding children’s emotional
needs; parenting skills; and attitude towards skchdee researcher categorised the
responses in terms of strong evidence of posititeames associated with the project. An
example of ‘strong evidence’ is an answer suchTdse parents involved appreciated that
having Happy Playtimes resulted in children beingyenengaged in the teaching and
learning in lessonsHowever if a head teacher had writtédvlay have had unseen

impact, or a similar answer, this was not viewed as gf@vidence of a positive outcome.
The researcher was aware of the interpretative@atithe categorisation and conducted
the exercise twice, in order to increase reliapillthe categorisation of each individual
response is shown in Appendices Xl and XIII. Thenber and percentage of positive

responses in each are listed in the table below.
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Table 4.11: Number of Project and Non-Project Schds with positive comments with

regard to impact on families (question 5)

Positive Responses of Schools to Question 5
‘What is your general impression of the impactred Treasure
Project on familiesn your school community in terms of:

Understanding
children’s emotional
needs?

Parenting skills?

Attitude towards
school?

School Code

P2, P3, P9, P10, P13,
P14, P19, P20, P23

P1, P10, P12, P15, P23

3 P7, P9, P12, P13,
P14,P15, P19, P23

NP7-Z7, NP9-Z9, NP7-Z7 NP7-Z7, NP9-Z9
NP14-TSW1, NP15-
TSW2, NP19 — TSW6
Total No. Schools P Schools =9 P Schools =5 P Schools = 8
NP Schools = 5 NP Schools = 1 NP Schools = 2
Percentage of Project Schools = 9/26 | Project Schools = Project Schools =
35% 5/26=19% 8/26=31%

guestionnaires
returned from PS or
Non-PS (to 1
decimal place)

Non-Project Schools =
5/19=26%

Non-Project Schools =
1/19=5%

Non-Project Schools =
2/19=11%

Table 4.11 seems to show that the Treasure Ptugedimpacted positively on parental

outcomes in the area of understanding their childremotional needs, their parenting

skills and their attitude towards school in botbjEct and Non-Project schools. The

evidence of positive outcomes associated with TieaBroject mechanisms seems to be

greater in Project schools than Non-Project schétdsvever it also seems to be clear that

the positive outcomes noted for parents were faeféhan those noticed for children and

this is probably because most of the Treasure &rojechanisms were school-based and

did not necessarily directly involve parents. Haptlaytimes and Fun Day projects

would be an exception to this (Appendix II).
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4.4.viii Head teachers’ responses to Question 6

Question 6 asked head teachevghat is your general impression of the Treasurgdito
on the school staff's capacity to promote emotiamallbeing of children within the school
environment as a result of... The various interventions were listed below sai they
could be rated as to whether: there had been aajempact on the school; staff could
sustain the approach by themselves; staff wereyukia approach by themselves; and
finally whether there had been no impact on stedffor the previous questions, a full set
of responses for Question 6 from Project SchoolNwmia-Project head teachers can be
found in Appendix XIV. Table 4.12 shows responsesifboth Project School and Non-
Project School head teachers for each intervenitighould be noted that not all head
teachers completed this section of the head teaglestionnaire. This may have been a
weakness of the design of the questionnaire, raftiaerthe head teacher not being able to
use any of the suggested ratings. Therefore apypirgtation of the data contained in
Table 4.12 should be treated with caution. Howether researcher viewed the data as
useful evidence of outcomes associated with meshemnof the Treasure Project, which
could be used for checking hypothesised outcomgsmthe Programme Specification

(Table 3.5).
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Table 4.12: Head teachers’ rating responses to tnaing impact on school staff’s

capacity (Project and Non-Project Schools)

Responses to Question: &What is your general impression of the Treafmr@ect on the
school staff’'s capacity to promote emotional wehigeof children within the school
environment as a result of:
( interventions were then listed for rating on goale below)

Activity or Training | Has had general | Can sustain this Are using this Has had no
and number of impact on approach by approach by impact on staff
schools involved school themselves themselves

Quality Circle Time | 4 P schools 3 P schools 2 P schools -

Training

-11 (P)

Solution Focused 2 P schools 4 P schools 4 P schools 2 P school
Approaches 1 NP school

Training

—12 (P) -5 (NP)

Zippy’s Friends 1 P school 4 P schools 3 P schools -

Training 1 NP school 5 NP schools 1 NP school

-9 (PS) 8 (NP)

PATH session 3 P schools 2 P schools - -

-6 (P)

TSW training 1 P school 3 P schools 2 P schools 3 P schools
-9 (P) -4 (NP) 2 NP schools 1 NP school 1 NP school
Happier Playtimes | 2 P schools 2 P schools - -

Project — 4 (P)

Lunchtime - 1 P school - -
Supervisors’

Training — 5 (P)

Listening Mentor - 1 P school - -

Training — 1 (P)

Peer Mediation 1 P school - - -

Training — 1 (P)

Total No. of schools | 15 P schools 20 P schools 9 P schools 5 P schools
in each rating 7 NP schools 3 NP schools 1 NP school

P = Project School NP = Non-Project School

It can be seen that for many of the Project Schipaising in specific approaches or school

development work had resulted in long-term outcofoeboth the school as whole and the

(blank return with no comments are not included)

capacity of school staff. None of the Non-Projechi&ls indicated that there had been a

general impact on the school, but many of thenciigid long term outcomes for school

staff capacity in specific approaches. Five Progext one Non-Project School indicated

that the solution focused approaches training dretdpeutic Storywriting training (see

Appendix 1l) had had no impact on school staff.
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4.4.ix Non-Project and Project School head teathesponses to Question 7

Question 7 invited head teachers to add any fudberments, and nine Non-Project and
ten Project School head teachers responded. Tdl8eshows the comments in their

original form:
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Table 4.13: Project and Non-Project head teachergsesponses to question 7

Responses to Question Z (Any other comments?)

D
=

School Code Non-Project Schools

NP1-Z1 | attended th&ippy’s Friends training and trailed it with my class of Year dldren. They
enjoyed it and benefitted from it but I felt it wde more suitable for Y1 children at our
school. We then brought BEAL over the whole school and trained everyone uEALS
The Y1 teacher has not yet attended Zippy’s Frieraising and | did not want to overload h
as we were getting to grips with using SEAL and 6adge PSHE scheme together. | am
aware that Zippy's Friends can be used alongsid®_ St have not as yet included it in the
PSHE long term plan. It is difficult to answer yaiuestions because changes in children’s
emotional wellbeing could have happened due tonabeu of factors.

NP8-Z8 Since training o SW both myself (SENCO) and my TA have run a group ytem and it
has had very positive outcomes. Many children lexeloped emotionally — and always want
to continue coming! It has been one of the besigthive have introduced for emotional
support of all ‘types’ of children.

NP11-SF3 We will certainly continue to use this approachgorall group work.

NP12-SF4 Although most staff arsolution focused approaches trainedthe group was only set up as a
response to an individual's need following invohemhfrom the EP. | feel in order to make
any impact as a centre it will need to be fullyegnated into the curriculum. There have been
issues with timetabling and staffing (shortage i#indss) due to the nature of the PRU.

NP14-TSW1 | Very beneficial course— easily adapted Y3-Y6. Staff very supportivenrding time within
‘timetable’- more groups planned for future — bétseb children recognised — staff keen to
find out more about ‘group’ — lots of positive fdeatk.

NP15-TSW2 | lintend to extend the number gifoups during the following academic year.

NP17-TSW4 | Not really involved, sorry.

NP18-TSW5 | |think TSW is a great approach and | look forward to develgphis further in the future.

NP19-TSW6 | Very appreciative of the opportunity bave Treasure Project teanin school at a time when
we needed support for a child with an anger managéproblem.

Project Schools

P1 Colleagues would have liked to identify ‘learninigjective’ to be achieved or ‘particular skill’
whilst working with the Treasure Project team. Hesatk from Treasure Project at the end ofjall
the sessions could be more explicit.

P3 We would be most interested in further involvemsith the project — possibly in the form of
6 week intervention ANNUALLY/BI ANNUALLY - could beross-age group. CIRCLE,
DRAMA, SENSORY (THERAPEUTIC) discussion/creativé/activities/relaxation exercises|.

P5 The Treasure Project was focused on pupils ane thes limited staff involvement. The TA
who worked alongside Yr. 1 group has used somstthgegies involved.

P12 | wish we still could rely upon theupport from the Treasure Project —it was invaluable.
Thank you!

P14 It was a positive experience. As a result of Hi@ppier Playtimes Project’ funds here have
been raised and the playground areas improved.

P15 Our involvement was very much 2004/2005 i.e. thgiriéng of the project here. Sadly there
was not the funding to introduce further counsgliimthe last two years.

P21 We really appreciated theput from the TP — excellent service!! But we haven’t heard from
them for a while?

p22 They were reallynjoyable sessionsStaff took away ideas which are in regular use.

P24 Circle time is an area that still needs more dgwalent as all too often it can be squeezed oyt
of the curriculum. We are also working on embeddbiAL across all year groups and having
whole school training in Building Learning Powerdhghout the academic year of 2008/9.

P26 An awareness for our TAs and MDs was useful bum Inet sure how to extend this with them.

Key: Mechanisms in bold
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Head teachers’ responses to this last ‘catch aéistjon revealed the following

mechanisms:

. Zippy's Friends training (Appendix I1)

. SEAL

. Solution Focused Approaches training (Appendix II)
. Therapeutic Storywriting training (Appendix I1)

. Group work

. Regular input from Treasure Project team

. Happier Playtimes Project (Appendix Il)

. Enjoyable training sessions

4.5 Limits of data presentation

The data contained in the completed questionnaiezs rich and varied. The Tables and
Figures in Chapter 4 attempt to display the infdramacontained in the returned
guestionnaires in a useful format so that CMO aprfitions are made clear for the reader.
There are many other ways in which the data coale: lbeen organised and presented.
The researcher has analysed the data both quaditatind quantitatively, in order to
enable the reader to compare the evidence of CM@gtwations from both Project and
Non-Project Schools. No statistical analysis hanbmnducted because much of the
gualitative data were derived through categorisagiwercises which involved the
researcher making judgments about the ‘best fithizad teachers’ responses when
allocated to particular category or descriptor.réf@re this data cannot be regarded as
factual or hard data, such as how many childrer li@en excluded from a particular

school and, therefore, statistical analysis waa ssanappropriate.
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Other threats to validity of evidence could be asged with the head teachers’ ability to
recall what happened in their schools during timetihe school was working in
partnership with the project and what actually leaygal. This will also vary from head
teacher to head teacher, both in terms of theividdal recall abilities and the amount of
time that had elapsed since they had had cont#cttihe APC. Some schools were still
working with the remaining APC and others had notked with an APC for at least a

year.

The researcher has tried to be consistent in h@oaph to the tasks involved with the
collection of data and their analysis. If time teldwed, the researcher could have asked
other people to repeat the thematic analysis @af datl thus increase the reliability of the
findings. All the categorisation exercises wereegdpd at least twice during the course of
the research to check the correct allocation ofngpdrhe data presented in Chapter 4 are
viewed as an attempt to condense the rich anddregsponses from the 45 completed
head teacher questionnaires into a manageable iosmthat the hypothesised CMO
configurations in the Programme Specification (€ahb) can checked against the CMO
configurations revealed by the Phase 1 data calecthe next section of Chapter 4

compares the findings of Phase 1 with the Progra@peeification (Table 3.5).

4.6 Discussion of findings from Phase 1

4.6.i Response rate

The response rate to the head teacher questionmasré1% overall, 56% for Project
Schools and 63% for Non-Project Schools. Althouus tesponse rate is not quite the

70% recommended by Mertens (1998), the researeparded it as ‘good enough’ for the
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first phase of the Realistic Evaluation data coitet The response rate from the Non-
Project Schools was slightly higher than the Prtofabhools. The researcher was not aware
of any specific reason why some schools that hegived questionnaires had not
completed them. She had contacted schools sewaes to chase up missing forms and
felt that her efforts had been sufficient to egdibthat the missing schools were not going
to complete the questionnaire. A common reasomgnes that the head teacher had
changed and the questionnaire had been passedhantteer member of staff who had not

completed it.

4.6.ii Using Phase 1 data to check Programme fqegon

The following sections compare CMO configuratioegaaled in the analysis of the data
from the head teacher questionnaire with those tygstsed in the Programme
Specification. Each of the four main hypotheseshicked by looking at the evidence to
confirm any of the hypothesised ‘Treasure ProjeCt40 configurations. Evidence from

the findings presented earlier in the chapter, Wwiniight confirm CMO configurations,

has been listed in a tabular format for each ofdlie main hypotheses. The researcher has
also included evidence contained in the Annual Repd the Treasure Project (Shepherd
et al, 2006, 2007). A summary of the comparative exerargkits implications for Phase

2 of the data collection can be found at the enth®fchapter.

4.6.1ii Checking hypotheses associated with Prograrniheory 1

The main hypothesis from Programme Theory 1 i©baws: ‘A project which is
successful in promoting mental health and emotiamdlbeing of children is long-term,

school-based, multi-faceted, multi-level and waakshanging the institution and
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environment, as well as individuals so that thdements such as organic factors, stress
and exploitation are decreased and children’s gpglills, self-esteem and social supports
are increased.’ Only Project Schools were regabyettie researcher as havingang-

term, school-based, multi-faceted and multi-lepepgramme of intervention from the
Treasure Project. Both Project and Non-Project gishmay have had school staff trained in
a particular approach, or children directly suppoitby members of the Treasure Project
team, but the distinguishing feature of a Projexdtd®l was themulti-faceted, multi-level
nature’ of the approach to mental health and emotiondtbezhg promotion, encouraged
through the participatory partnership with the APIEshould also be noted that when
looking for evidence to support the main hypothesising from Programme Theory 1 the
researcher regarded the project itself as an oxl@rey mechanism at this stage of the
evaluation and did not attempt to distinguish bewvine quantity, quality, or particular

aspects of the many mechanisms associated withréasure Project.

The hypothesised outcomes from Programme Theorgrg’'examined in more detail in
Table 4.14. The codes for specific outcomes caiotned in the Programme Specification
(Table 3.5). Table 4.14 sets out some of the egieleontained in the returned head teacher
guestionnaires with regard to hypothesised outcambsth Project and Non-Project

Schools.
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Table 4.14: Evidence validating hypothesised outcogs of Programme Theory 1

Main hypothesis arising from Programme Theory 1:

A project which is successful in promoting mentahlth and emotional wellbeing of children (O) indo
term, school-based, multi-faceted, multi-level @&md works at changing the institution and environime
(O), as well as individuals (O) so that those elet®isuch as organic factors, stress and explaitatie
decreased and children’s coping skills, self-estanthsocial supports are increased (O).

Responses from Head Teachers showing evidence of‘Changing the institution and environment’

HYPOTHETICAL EVIDENCE OF VALIDATION IN EVIDENCE OF VALIDATION IN Difference
OUTCOMES PROJECT SCHOOLS NON-PROJECT SCHOOLS between
(from Prog. Specification) (Context 1) (Context 2) Contexts
Staff's understanding with regard 46% of head teachers report most 5% of head teachers report most useful| 41%
to how children’s mental health | useful aspect of TP work with school| aspect of TP work with school was
and emotional wellbeing needs in was building capacity of whole schoql building capacity of whole school staff
a school environment will be staff (Table 4.5) (Table 4.6)
reported as having increased (PT1:C1:01) (PT1:C2:01)
(PT1:01) N=26 N=19
Head teacher will comment on | 77% of head teachers report positivel 67% of head teachers report positive 10%
positive whole school changes | changes in the school environment gr changes in the school environment or
with regard to the promotion of | general ethos (Table 4.9) general ethos (Table 4.9)
mental health and emotional wel|- (PT1:C1:02) (PT1:C2:02)
being of children (PT1:02) N=26 N=19
Key staff will be reported as 58% of head teachers report a positiye37% of head teachers report a positive | 21%
being enthusiastic about specific| impact on capacity of key staff impact on capacity of key staff memberg
approaches and will use these | members (Table 4.5) (Table 4.6)
approaches to support vulnerable (PT1:C1:04) (PT1:C2:04)
children (PT1:04) N=26 N=19
Head teacher will report positive| 35% of head teachers report positivel 26% of head teachers report positive 5%
impact of TP on families impact on parents’ understanding of | impact on parents’ understanding of
(PT1:03) children’s emotional needs (Table children’s emotional needs (Table 4.10)
4.10)
5% of head teachers report positive 14%
19% of head teachers report positivel impact on parenting skills (Table 4.10)
impact on parenting skills (Table 4.10)
11% of head teachers report positive 20%
31% of head teachers report positivel impact on attitude to school
impact on attitude to school (PT1:C2:03)
(PT1:C1:03) N=19
N=26
Responses from Head Teachers showing evidence of ‘@hanging the individual
HYPOTHETICAL EVIDENCE OF VALIDATION IN EVIDENCE OF VALIDATION IN Difference
OUTCOMES PROJECT SCHOOLS NON-PROJECT SCHOOLS between
(from Prog. Specification) (Context 1) (Context 2) Contexts
Positive evidence of all and/or | 85% of head teachers report a positiye68% of head teachers report a positive | 17%
vulnerable children’s self-esteen] impact on pupils or families (Table | impact on pupils or families (Table 4.45
and self-confidence increasing | 4.5)
(PT1: 05) 68% of head teachers report a positive | 20%
88% of head teachers report a positiyechange in children’s self-esteem (Table
change in children’s self-esteem 4.9)
(Table 4.9) (PT1:C2:05)
(PT1:C1:05) N=19
N=26
Positive evidence of all and/or | 69% of head teachers report a positiye21% of head teachers report a positive | 48%
vulnerable children coping skills | change in children’s self-managementchange in children’s self-management
increasing (PT1: 06) skills (Table 4.9) skills (Table 4.9)
(PT1:C1:06) (PT1:C2:06)
N=26 N=19
Positive evidence of all and/or 81% of head teachers report a positiyed7% of head teachers report a positive | 34%

vulnerable children’s social
support increasing (PT: 07)

change in children’s social
participation (Table 4.9)
(PT1:C1:07)

N=26

change in children’s social participation
(Table 4.9)

(PT1:C2:07)

N=19
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It can be seen that for all of the outcomes cad@cinder the headinghanging the
institution and environment’ (Table 4.14) a higpercentage of head teachers from the
Project Schools reported validating Treasure Pt@eiclence for the main hypothesis
arising from Programme Theory 1 than head teadh@rsthe Non-Project Schools. Some
of the differences between the school contexts eepected; for example, it would have
been surprising if Non-Project School head teactegrsrted a high level of capacity
building for the whole school staff as a resultred Treasure Project. The difference
between Project and Non-Project schools for @hdsl staff's understanding with regard
to how children’s mental health and emotional weilllgg needs in a school environment
will be reported as having increag9ed great enough, at 41%, to say that O1 was only
really evident in Project Schools. There was ahdlljgower than expected difference
(10%) between the school contexts for @Pagjtive whole school changes with regard to
the promotion of mental health and emotional wellalg of childref, but this may have
been influenced by the researcher’s coding systemexample, although a head teacher
might have commented about ‘whole school’ chanlgeg imay have only been referring to
changes as a result of one intervention, such@sy4 Friends (Clarke and Brown, 2010;
Mishara and Ystgaard, 2006). This would have beeed as a ‘positive change’ in the
school environment. If the coding was adjusted inage conservative manner it may have
emphasised the differences between the schoolxdsrdeen more. Even without this
readjustment there seems to be sufficient evidemcenfirm that the Treasure Project’s
multi-faceted, multi-level approach had positivehanged the whole school environment
with regard to the promotion of mental health antbgonal well-being of children in

more Project Schools than Non-Project Schools.

152



In a similar vein, 21% more head teachers in Pt@ebools than Non-Project Schools
reported positively about the impact of trainingsmmool staff's enthusiasm and ability to
use specific approaches to meet vulnerable chilslemotional needs. Table 4.14 also
shows there was more evidence of the Treasured®sopmsitive impact on families
present in the responses from Project School resadhérs’ responses than those from
Non-Project schools. The differences between thedwontexts was sufficient to
acknowledge that the Treasure Project had had salbest limited, influence on the

‘institution and environment’ of the broader schoommmunity.

The researcher was also seeking validation that téasure Project had been effective at
‘changing individuals’ in order to validate Prognax@ Theory 1. This evidence is gathered
in the lower section of Table 4.14. It can be sbah, once again, there is greater evidence
of positive change for individuals, as shown fot€aumnes O64ll and/or vulnerable

children coping skills increasingO7 vidence of all and/or vulnerable children coping
skills increasingyand O8 &ll and/or vulnerable children’s social support neasing, in
Project School head teachers’ responses than tteeeNon-Project School head teachers.
This was particularly the case for O7 where theas & 48% difference. It should be noted
that the evidence from both school contexts dematest that children’s mental health and
emotional wellbeing had generally been promotedugh involvement with Treasure

Project activities.

Summary for Programme Theory 1:

The researcher felt there was substantial evidEooe Phase 1 to say that the project had

been ‘effective’, in a general sense, in both baddctapacity in schools and promoting
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children’s mental health and emotional wellbeinge Bvidence of a positive effect was
distinctly greater in Project Schools wherdamg term, school-based, multi-faceted, multi-
level approach to mental health and emotional wellbgramotion had been encouraged
through being in a participatory partnership wiite APCs. This finding relates well to
previous research into the effective promotion ehtal health and emotional wellbeing
(Greenberget. al, 2001, Weissbergt. al, 1989; Weissbergt. al, 1991; Wellst. al;
Lister-Sharpet. al) from which Programme Theory 1 is derived. Formegke, Greenberg

et. al.(2001) concluded that prevention programs that§asdependently on the child are
not as effective as those that simultaneously "atdtiche child and instil positive changes
across both the school and home environments. Jingyested that the success of such
programs is enhanced by focusing not only on thile'sibehaviour, but also the teachers’
and family’s behaviour, the relationship betweemtibme and school, and the needs of
schools and neighbourhoods to support healthy namdscompetent behaviour. Therefore
these Phase 1 findings would suggest that the es@d€reasure Project’s impact across
the multiple domains of the environment, institatemd the individual would fit well with

their recommended approach to mental health andiemabwellbeing promotion.

4.6.iv Checking hypotheses associated with Programheory 2

The main hypothesis from Programme Theory 2 iobows: ‘Effective partnership work

in the area of promoting mental health and emotiaedibeing of children gives staff

clear advice, guidance and support, increaseskheiwvledge about childhood disturbance,
is able to provide local, contextual knowledgealite to offer good continuity of care and
accessibility and to act as a trusted link betwsmme and school. Only the Project

Schools were regarded for the purposes of thisrelses having gartnership with the
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Treasure Project. As stated previously, when lapkan evidence to support the main
hypothesis arising from Programme Theory 2, theaesder did not distinguish between
the quantity, quality, or particular aspects of th@ny mechanisms associated with the
Treasure Project, but regarded the project itaslfan overarching mechanism at this stage

of the evaluation.

Programme Theory 2 is concerned with the ‘effectass’ of the partner relationship with
schools with regard to the promotion of the meh&adlth and emotional wellbeing of
children. Table 4.15 sets out some of the evidé&mee the data contained in the returned
head teacher questionnaires with regard to thethggsed outcomes (O1-O7) around
partnership contained within the Programme Spetitio (Table 3.5). Some of the
hypothesised outcomes contained in Programme TiZwmgre not explored well by the
head teacher questionnaire, so no evidence walslalegior those outcomes. This could be
viewed as a design fault of the questionnaire ocoutld be that the nature of the Treasure
Project participatory partnership support was tedeht type of partnership than might
have developed if the project had operated thr@ugtore medical, ‘in-person’, referral
type of support service. It could also be thatrdsearcher’s hypothesised outcomes for the
Programme Specification did not fit Programme Thebvery well. O1 to O7 are only the
best guesses of the researcher with regard to dne&soject outcomes related to

Programme Theory 2.

The findings shown in Table 4.15 indicate thateittine hypothesised outcomes need to be

changed, or that Programme Theory 2 needs to bistadjto take account of the new data

gained from the head teacher questionnaire. lee ¢drom the previous analysis of
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Programme Theory 1 that the Treasure Project Wastefe at promoting children’s

mental health and emotional wellbeing and buildiagacity in schools. What is not clear
is whether the participatory partnership was aermsas part of the make-up of that
effectiveness or whether it was just that a greatienber of Treasure Project activities
were undertaken in Project Schools than in Nond&etdgchools. It should be remembered
that the participatory partnership was idiosyncrtdieach school and that some head
teachers/staff worked more closely with the APG¥@nthe Treasure Project team than
others. Table 4.15 displays the Treasure Projedeage supporting the main hypothesis

arising from Programme Theory 2.
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Table 4.15: Evidence validating hypothesised outcogs of Programme Theory 2

Main Hypothesis arising from Programme Theory 2:
Effective partnership (M) in the area of promotmgntal health and emotional wellbeing of childréreg
staff clear advice, guidance and support (O), mees their knowledge about childhood disturbangei$O
able to provide local, contextual knowledge (Ohlide to offer good continuity of care and accehsil{O)
and to act as a trusted link between home and (890

Responses from Head Teachers showing evidence of‘@ives staff clear advice, guidance and suppor
increases their knowledge about childhood disturlz@n is able to provide local, contextual knowledge,
able to offer good continuity of care and accestitil

HYPOTHETICAL OUTCOMES (from
Programme Specification)

EVIDENCE OF VALIDATION IN
PROJECT SCHOOLS
(Context 1)

EVIDENCE OF VALIDATION IN
NON-PROJECT SCHOOLS
(Context 2)

Head teachers will comment

positively on the advice, guidance andoy 6 head teachers. 2 head teacherg

support of TP (PT2:01)

Supportive partnership acknowledg

acknowledged partnership with pupi
and staff. 2 head teacher
acknowledged responsiveness to ne
(Table 4.2)
(PT2:C1:01)

edNo evidence.
S(PT2:C22:01)

ed.

TP team’s advice, guidance and
support is valued (PT2:02)

4 head teachers acknowledged valy
of discussions with Area Project
Coordinator. 1 head teacher
acknowledged value of advice. (Tab
4.2)

(PT2:C1:02)

€2 head teachers acknowledged advi
or support was available (Table 4.3)

e(PT2:C22:02)

Head teacher views staff as being
more knowledgeable about the
promotion of mental health and
emotional wellbeing (PT2:03)

3 head teachers acknowledged who
school awareness of mental health g
emotional wellbeing raised (Table
4.2)

1 head teacher acknowledged
collaboration around identification of
vulnerable pupils (Table 4.2)

(PT2:C1:03)

el SENCO reported TSW enhanced

4.6)
(PT2:C2:03)

nider work and given her a skill. (Table

Partner agencies report strong links
TP and referrals Pathways are used

tdNo evidence in Head Teacher
Questionnaire.

No evidence in Head Teacher
Questionnaire.

appropriately (PT2:05) (PT2:C1:05) (PT2:C2:05)
Projects in school include local No evidence. No evidence.
partners and agencies and school | (PT2:C1:06) (PT2:C2:06)

community (PT2:C1:06)

Table 4.15 continued overleaf ...
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Responses from Head Teachers showing evidence of‘@cts as a trusted link between home and scho

o]

HYPOTHETICAL OUTCOMES (from
Programme Specification)

EVIDENCE OF VALIDATION IN
PROJECT SCHOOLS
(Context 1)

EVIDENCE OF VALIDATION IN
NON-PROJECT SCHOOLS
(Context 2)

Families report positive outcomes
from meeting with Treasure Project
Educational Psychologist (PT2:04)

No evidence in Head Teacher
Questionnaire.
(PT2:C1:04)

No evidence in Head Teacher
Questionnaire.
(PT2:C2:04)

Parents’ comments about Treasure
Project are positive (PT2:07)

Good with respect to Circle Time an
parents’ perception of how children’s
needs are met

Parents become more aware of thei
children’s emotional needs

Beginning to have more honest
dialogue with parents

For the one pupil it had a large impal
on the parents’ approach to their chi

The parents involved appreciated th
having Happy Playtimes resulted in
children being more engaged in the
teaching and learning in lessons.

Positive in directing parents thoughts

to memories and feelings of childhog
e.g. Happier Playtimes Project

Parents and carers have been
delighted that their children have bes
supported by the Treasure Project
Some impact (2 schools)

(From Table 4:10)

(PT2:C1:07)

i Positive impact.

Parents interested and commented
positively on their children’s
enthusiasm for group. ‘Awareness’ g
children’s feelings and emotions
increased.

(From Table 4.10)

(PT2:C2:07)

[SHg =

o)
=1

D

EN

It can be seen in Table 4.15 that the evidenceéhfohypothesised Treasure Project

outcomes for the main hypothesis arising from Fapgne Theory 2 is quite limited. As

suggested previously, the nature of the Treaswe&rparticipatory partnership appears

to be different to the partnerships described enrésearch. It is important therefore to look

at the subsidiary themes (i.e. strong mechanidmas)tere identified from the thematic

analysis of the head teachers’ responses abopatiieipatory partnership (Figure 4.4).

The strong mechanisms, or ‘regularities’, that wereealed were: 1) good partnership, 2)

collaborative planning to meet needs of school camty, 3) commitment to school

community, 4) a cycle of evaluation and adjustmenistervention, 4) collaborative
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activity around the implementation of interventiolian be seen that these mechanisms
would not necessarily led to the hypothesised aon&soin the main hypothesis arising
from Programme Theory 2. For example, one of thematcomes wagyiving staff clear
advice, guidance and suppori the findings only two head teachers commemtedhe
value of the advice of the Treasure Project teathceny six head teachers described the
participatory partnership as supportive (Table.4Thjs was not enough evidence to show
that‘giving staff clear advice, guidance and suppevts a significant outcome associated
with the Treasure Project participatory partnersAipother main outcome was that the
partnership with school stdfficreases their knowledge about childhood distumtsl It

did not appear the Treasure Project partnershiplbad this, because only three head
teachers had acknowledged that the whole schoakawss of mental health and
emotional wellbeing was raised by the partnershtp thhe APCs (Table 4.2) and just one
head teacher acknowledged an increase in stratiegistgff in dealing with pupils’
problems. This was also the case for APCs’ ahiitityprovide local, contextual

knowledgg or to ‘offer good continuity of care and accessibililfhese two outcomes
were not noted by head teachers in their commdastahe partnership. However, Table
4.15 shows that some of their responses to Quéestadoout the project’s impact on parents

could be used as evidence ofrasted link between home and school
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Summary for Programme Theory 2:

There is very limited evidence of the hypothesisezhsure Project CMO configurations to
support the main hypothesis arising from Prograriimsory 2 in the Programme
Specification. The findings from Phase 1 aboutitygact and functioning of the project’s
partnership with schools do not seem to suppordéseription of effective partnership in
the area of mental health and emotional wellbenognotion offered by Programme
Theory 2's main hypothesis. One of the difficultiesleveloping Programme Theory 2
was the lack of research about the same type ofahleealth and emotional wellbeing
promotion partnership work with schools. Panayiotdps and Kerfoot's (2004) paper
examining a similar type intervention, the Home &uathiool Support Project, associated
flexibility as a strong factor influencing the sess of case work. They suggested that in
the most successful cases the team was willingaatedto liaise with other professionals,
to give parenting advice, to run cognitivehavioural therapy sessions, to sit in classrooms
andobserve the child, and to construct activity sclhesitostructure the child’s daily life.
It is important in Phase 2 of the data collectioexplore what was different about the
kind of participatory partnership offered by theedsure Project APCs. The researcher
decided to explore the APCs’ participatory parthgrsnore thoroughly in terms of CMO
configurations through realistic interviewing ind3e 2. She decided that the key
stakeholders who would know about the inner workiofjthis partnership would be the
key school staff members such as the head teadobisol staff (both trained and
untrained) and the APCs. Other stakeholders whatnhigld knowledge would be the
children, parents and other members of the schmuhaunity such as external agencies
working with the schools or school governors. Timternal knowledge’ can then be used

to adjust Programme Theory 2.
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4.6.v Checking hypotheses associated with Progeaitimeory 3

The main hypothesis from Programme Theory 3 i®bews: ‘School staff and/or
volunteers supporting vulnerable children are betide to impact positively on their
socio-emotional health if they have participatetraining, received supervision and have
followed through consistently with the approachythave been trained in when working
with children over a period of time.” Table 4.1&pliays the evidence from the head
teacher questionnaire data and the information tterAnnual Reports of the Treasure
Project (Shepherdt al.,2006, 2007). The information in the Annual Reporés

important because Realistic Evaluation encouraljesvidence available about a

programme to be used in its evaluation.
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Table 4.16: Evidence validating hypothesised outcogs of Programme Theory 3

socio-emotional health (O) if they have participhia training, received supervision and have fobov

Main Hypothesis arising from Programme Theory 3:
School staff and/or volunteers supporting vulnezathildren are better able to positively impacttbeir

through consistently with the approach they hawenkteained in when working with children over aipdr

of time (M).

Responses from Head Teachers and Annual ReporTS20862007 showing evidence of O:School staff
supporting vulnerable children better able to pagély impact on their socio-emotional health’

HYPOTHETICAL
OUTCOMES (from
Programme
Specification)

EVIDENCE OF VALIDATION IN PROJECT
SCHOOLS (Context 1)

EVIDENCE OF VALIDATION IN NON-
PROJECT SCHOOLS (Context 2)

Trained staff set up
interventions and use
approaches (PT3: O1

15 head teachers report that the training has
a general impact on the school (Table 4.12)

20 head teachers report that the trained staff
sustain the approach by themselves (Table 4

9 head teachers report that the trained staff al
using the approach by themselves (Table 4.1

Comments from Table 4.5 (most useful aspeq
of Treasure Project):

TOg - raising self esteem of target children,
valuable and successful.

TSW(g supportive caring atmosphere which
relaxes children —good role modelling/sharing

Zippy's Friends — good support for bereaved
children

QCT, whole school training in theory and
practice

ZF very successful in supporting children to
develop empathy.

TOg children found this helpful and positive
parent comments

TOg empowered children to be more
independent, enabled them a voice, realised t
they can help themselves with self help
strategies

Teaching assistant able to run groups
independently after joint facilitation and
recommended training to others

TSW help children and their families understa
issues and children better

TOg and FC (short term) offer almost
immediate support to the children and familie
in need.

TOg enabled highlighting of a specific proble

can sustain the approach by themselves
(Table 4.12)
can

e4.12)
)
t
Comment from Table 4.6(most useful asp
of Treasure Project):
Good Resource Pack for Zippy's Friends.

year and it produced lots of good discussi
and relationships between the children.

it really good.

hat

D

with a pupil

hadhead teachers report that the trained std

12)head teachers report that the trained stq
are using the approach by themselves (T3

loved the sessions with my Y1/Y2 class last

=

=3

ble

ect

pn

Used programme exactly as trained as foynd
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HYPOTHETICAL
OUTCOMES (from
Programme
Specification)

EVIDENCE OF VALIDATION IN PROJECT
SCHOOLS (Context 1)

EVIDENCE OF VALIDATION IN NON-
PROJECT SCHOOLS (Context 2)

HPP (including PATH) initiated new ideas,
enthused members of the school community

Children enjoyed HPP

Comment from Annual Reports:

‘19 participants have successfully been
delivering the programme in schools.” Comme
about 2006 Zippy’s Friends training ’ (Shephe
et. al,Annual Report, 2006, p.24)

nt
rd

Interventions continug
in school after
training (PT3: O2)

15 PS head teachers report that the training
had a general impact on the school (Table 4.]

20 PS head teachers report that the trained s
can sustain the approach by themselves (Tab
4.12)

9 PS head teachers report that the trained st3
are using the approach by themselves (Table
4.12)

Comments from Table 4.5 (Most useful aspeq
of Treasure Project):
PMT training for staff and pupils

Whole school PATH INSET, QCT work and th
Happier Playtimes project far reaching impact
upon whole school.

QCT immersed the staff in the thinking and
principles behind Circle Time and developed
cohesive approach to PSHE

Teachers appreciated Zippy's Friends training
and materials

(QCT) Staff reported children engaging
discussions and taking part in learning.

Training TA to lead further sessions

(QCT) Staff positive about Circle Time —
allowed children to speak out more with
improved confidence and self-awareness

Comment from Table 4.7:
All staff are using the techniques taught in cir
time, etc.

| Jtaff can sustain the approach by themsel
(Table 4.12)

aff

IeNPS head teachers report that the trained
staff are using the approach by themselve
(Table 4.12)

ff

t
Comment from Table 4.6 (Most useful
aspect of Treasure Project):

eTherapeutic Storywriting group work has
been successful- will continue to run furth
groups- children benefit greatly from
additional support.

5 Comments from Table 4.13:
We will certainly continue to use this
approach for small group work. (SF)

Since training on TSW both myself
(SENCO) and my TA have run a group
every term and it has had very positive
outcomes. Many children have developed
emotionally — and always want to continue
coming! It has been one of the best thingg
we have introduced for emotional support
all ‘types’ of children. (TSW)

Very beneficial course (TSW) — easily
adapted Y3-Y6. Staff very supportive —
finding time within ‘timetable’- more
clgroups planned for future — benefits to
children recognised — staff keen to find ou
more about ‘group’ — lots of positive
feedback.

I intend to extend the number of groups
during the following academic year. (TSW,|

I think TSW is a great approach and | look
forward to developing this further in the
future.

ag NPS head teachers report that the trained

ves

[77)

t
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Responses from Head Teachers and Annual Reports 2D& 2007 showing evidence of M:Have
participated in training, received supervision atve followed through consistently with the apprduathey
have been trained in when working with children ave period of time’

HYPOTHETICAL
OUTCOMES (from
Programme
Specification)

EVIDENCE OF VALIDATION IN PROJECT
SCHOOLS (Context 1)

EVIDENCE OF VALIDATION IN NON-
PROJECT SCHOOLS (Context 2)

Staff feel confident
about delivering
interventions or
facilitating
therapeutic groups
without support (PT3:
03)

See also comments above.
Comments from Table 4.12:

20 PS head teachers report that the trained sta
can sustain the approach by themselves

9 PS head teachers report that the trained s&aff
using the approach by themselves

Comments from Annual Reports:

‘By taking part in the training and adopting som
of the methods of QCT adult service users have
noticed a difference in their own understanding
and approaches.’ (Shepherd Al,Annual Report,
2006, p.15)

‘Immediate feedback from participants was

some of the PATH graphics are displayed in std
rooms. Anecdotal comments indicate that staff
have followed through with planning and that th
PATH experience has been a catalyst for chang
(Shephereet. al,Annual Report, 2006, p.15)

‘A total of 24 trained Zippy's teachers/teaching
assistants (including staff trained in 2005) have
successfully been delivering the programme in

participating in the Zippy's Friends PSHE&C
Programme over the academic year 2006/07.’
(Shephereet. al,Annual Report, 2007, p.20)

positive and the Treasure Team have noticed that

schools, which has resulted in 611 KS1 children 7 NPS head teachers report that the traing

See also comments above.
Comments from Table 4.3:

if Training attended has been very useful. |
aware that there is free training available
a?ircle Time, etc.

pn

Yes. ******* came into school and we

discussed suitable children who would

benefit from the project. We set up a serig
e of sessions which | watched, with a little
» participation at first. Towards the end of th
sessions, | then took over, with continued
advice and direction from **x****

D

Comment from Table 4.6(Most useful
aspect of Treasure Project):

lf&Ne have now also trained a SNTA to
continue with the project. We are targeting
children who have low self-esteem, who are
’%ery quiet or who need a way to help them
sort out worries, behaviour issues that they
may have

D

Comments from Table 4.1:

2d
ves

2d

staff can sustain the approach by themsel

3 NPS head teachers report that the traing
staff are using the approach by themselve

Further training is
sought in same or
different approach
(PT3: 04)

14 Schools trained staff in more than 1 approag

h. o eldence.

TP and/or training
courses recommende
to head teachers in
other schools (PT3:
05)

Comment from Table 4.5 (Most useful aspect o
dTreasure Project):

TA able to run groups independently after joint
facilitation and recommended training to others

Comment from Table 4.1:
All staff valued training
Comments from Annual Reports:

‘Anecdotal comments suggest that the
intervention has been recommended to others.’
Comment about QCT (Shepherd al,Annual
Report, 2006, p.15)

‘The programme was evaluated by staff
completing end of module questionnaires and h
being interviewed. Several of the trained teache
spoke highly of the programme and recommen
it to colleagues.” Comment about Zippy's Frieng
(Shepheraet. al,Annual Report, 2006, p.24)

f Comments from Annual Reports:

‘The programme was evaluated by staff
completing end of module questionnaires
and by being interviewed. Several of the
trained teachers spoke highly of the
programme and recommended it to
colleagues.” Comment about Zippy's
Friends(Shepherat. al,Annual Report,
2006, p.24)

y
’rs
ded
s

164



As can be seen from Table 4.16 there is substaidénce of hypothesised Treasure
Project outcomes and mechanisms in the data frerhead teacher questionnaires and the
Annual Reports of the Treasure Project (Shepbead, 2006, 2007) supporting the main
hypothesis arising from Programme Theory 3 abaiirtipact of training on school staff's
ability to support children’s emotional needssitlear that many school staff used the
approaches that they were trained in, both dunthadter training. Table 4.16 also shows

that the impact of training is stronger in Proj8chools than in Non-Project Schools.

Summary for Programme Theory 3:

Table 4.16 represents some of the substantial esgdzom the data obtained from the
head teacher questionnaires and the Annual Ref@irephercet al.,2006, 2007). The
findings shown in Table 4.16 suggest that Programheory 3 has a general validity and
shows that ‘school staff and/or volunteers suppgriiulnerable children are better able to
positively impact on their socio-emotional heaftthey have participated in training,
received supervision and have followed through istestly with the approach they have
been trained in when working with children overesipd of time’. These findings fit well
with the research findings in the domain of ‘tragipractitioners to meet children’s
emotional needs’ from which Programme Theory 3 dexsved. For example, Obt.al.’s
(2007) paper states that their finding that trameldinteers could successfully run Pyramid
Clubs had an important practice implication. ReseéBucklancet. al's, 2005; Kellyet.

al., 2005) research also suggests that school nusgesfaheir training in solution-focused
therapy (De Shazer, 1985) may have been effeatineading off future mental

health/behavioural problems for the children theyported.
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Any specific mechanisms within the Treasure Prdjeghing that may have helped staff to
be confident and skilled in meeting children’s eimiwél needs are explored in more depth
in the realistic interviews in Phase 2 of the datection of the Realistic Evaluation. This
‘internal knowledge’ about how the training offereelped staff to set up interventions and
then continue with them after the training periad lended was then used to adjust CMO
configurations about building staff capacity in #rea of mental health and emotional

wellbeing promotion.

4.6.vi Checking hypotheses associated with Prografheory 4

The main hypothesis from Programme Theory 4 i©baws: ‘Vulnerable children’s
mental health and emotional wellbeing is enhanbealigh the participation in evidence-
based interventions delivered by trained adultabl& 4.17 displays some of the evidence
from the head teacher questionnaire data and tbemation from the Annual Reports of

the Treasure Project (Shephetdal.,2006, 2007).
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Table 4.17: Evidence validating hypothesised outcozs of Programme Theory 4

Main Hypothesis arising from Programme Theory 4:
Vulnerable children’s mental health and emotionellmeing is enhanced (O) through the participaiion
evidence-based interventions delivered by trairkdts (M).

Responses from Head Teachers and Annual Reports 208 2007
showing evidence of both O and M (see above)

HYPOTHETICAL
OUTCOMES (from
Programme Specification)

EVIDENCE OF VALIDATION IN PROJECT SCHOOLS
(Context 1)

EVIDENCE OF VALIDATION
IN NON-PROJECT SCHOOLS
(Context 2)

Staff report participating
children’s mental health
and emotional wellbeing
has been enhanced
(PT4: O1)

Comments from Table 4.5 (most useful aspects of
Treasure Project):

TO group empowered children to be more independé

enabled them a voice, realised that they can help
themselves with self help strategies

TO group raising self esteem of target childremyatle
and successful.

Zippy's Friends — good support for bereaved childre
Positive effect on children with low self-esteem
Children’s self-esteem has improved

Comments from Table 4.7 (impact on children’s
emotional wellbeing):

Impacted on some pupils’ self esteem and confideng

Positive changes seen by staff in a significant
proportion

Apparent in 2 particular children who seem bettde a
to deal with ‘putdowns’

Confidence and openness improved
Improved, more able to reflect.
Improvement in self-confidence

Children involved in ‘Treasuring Ourselves’ have
definitely had a boost to their self-esteem — sehuat-
term and some longer-term

Raised.

They feel better about themselves and are happier t
deal with situations.

Built self esteem

718 children’s self esteem was increased by the@es
Younger children improved confidence

Comment from Annual Reports:

‘They have reported a positive impact on children’s
emotional wellbeing. Children have indicated thatth
are more able to cope with a variety of negative
situations and are far more able to discuss their
feelings.’ (Shepherdt.al, Annual Report, 2006, p.15)

Comments from Table 4.6 (mog
useful aspects of Treasure
)nFt>roject):

Zippy's Friends has had a largs
impact on the children’s
emotional wellbeing in Y1.

All of the comments in Table
4.8 (see discussion in text *
below table)
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HYPOTHETICAL
OUTCOMES (from
Programme Specification)

EVIDENCE OF VALIDATION IN PROJECT SCHOOLS
(Context 1)

EVIDENCE OF VALIDATION
IN NON-PROJECT SCHOOLS
(Context 2)

Parents report
participating children’s
mental health and
emotional wellbeing has
been enhanced (PT4: OZ

Comments from Table 4.5 (most useful aspects of
Treasure Project):

TOg children found this helpful and positive parent
) comments

Comments from Table 4.7:
Very positive — also appreciated by the parents
Comments from Annual Reports:

The ‘Happier Playtimes’ programme also had positiv

feedback from parent$: was unsure what to expect of

Happier Playtimes, but after completing the tragin
realise what a big difference it can make to chifdre
and adults. It teaches children to get involved enor
work together and to have fun. I've learnt a lohefv
skills and I'm glad | took part.{Shepherat.al, Annual
Report, 2006, p.17)

No direct evidence.

D

Participating children
report that their mental
health and emotional
wellbeing has been
enhanced (PT4: O3)

Comments from Table 4.5 (most useful aspects of
Treasure Project):

TOg children found this helpful and positive parent
comments

Comments from Annual Reports:

‘The children who participated in Treasuring Ouvsel
groups were asked to complete pre- and p

No direct evidence.

pst-

questionnaires based on their own feelings about

different aspects of school. Children were askerhte
themselves on a scale of 1-10 for questions 1 to 6:
Q1- I work well in school

Q2- | enjoy play times

Q3- | get on well with other children

Q4- | get on well with my teachers

Q5- | am good at solving problems at school

Q6- | am looking forward to start secondary school

Before and After Mean Ratings for Each Question
10

Before
After

Rating Scale

oON B~ O

Q1 Q2 Q3 Q4 Q5 Q6

Question Number

(Shepherdtt. al,Annual Report, 2006, p.18)
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HYPOTHETICAL EVIDENCE OF VALIDATION IN PROJECT SCHOOLS EVIDENCE OF VALIDATION
OUTCOMES (from (Context 1) IN NON-PROJECT SCHOOLS
Programme Specification) (Context 2)

‘A sample of the participating children were asked
comment on what they had gained from being in |the
group in the post-evaluation:

Gained Percentage of
children asked

Happiness 50%

Improvement in| 16%

class

Confidence 8%

Ideas 8%

Understanding | 8%

others

Friends 8%

(Shepherdtt. al,Annual Report, 2006, p.18)

‘Children have commented positively about the Zigpy
Friends programme to both teachers and the Treasure
Team and they have completed end of module
evaluation forms’ (Shephesrt. al, Annual Report,
2006, p.24)

‘The children’s comments about their experienceth@
groups generally show that children:

=  enjoyed coming to the group

= enjoyed talking about feelings and felt morg

able to express themselves

= gained confidence
gained more friends and got on better with people.’
(Shepherdtt. al,Annual Report, 2007, p.17)

Group facilitators report | See above. See above.
that participating

children’s mental health
and emotional wellbeing
has been enhanced (PT4:
04)

*Evidence from the Head Teacher Questionnaire filmeNon-Project Schools was
easier to relate specifically to the particulaementions of Zippy’'s Friends,
solution focused approaches ‘Treasuring Ourselyesips, Therapeutic
Storywriting Groups because the head teachers ovdyaresponding to questions
about the one intervention or training. These rasps are detailed in Table 4.8.
As can be seen from Table 4.17 there is substaidénce of hypothesised Treasure
Project outcomes and mechanisms in the data frerhead teacher questionnaires and the

Annual Reports of the Treasure Project (Shepberdl,2006, 2007) supporting the main

hypothesis arising from Programme Theory 4 abaptbsitive impact the mental health
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and emotional wellbeing of most of the targetechetéble children who participated in

groups facilitated by trained school staff or APCs.

Summary for Programme Theory 4:

Table 4.17 represents some of the substantial esgdzom the data obtained from the
Head Teacher Questionnaire and the Annual Rep®nispherdet al.,2006, 2007). The
findings shown in Table 4.17 suggest that Programhe®ory 4 has a general validity
about it and that ‘vulnerable children’s mentalltiteand emotional wellbeing is enhanced
through the participation in evidence-based intetioas delivered by trained adults.” As
for Programme Theory 3, this fits with the resednotiings from which Programme
Theory 4 is derived (Bucklanetal, 2005; Burton, 2008; Browet. al, 2004; Kellyet.al.
2005; Ohlet.al, 2007). Specific mechanisms within interventiores explored in more
depth in the realistic interviews in Phase 2 ofdh&a collection of the Realistic Evaluation
in order to know more about the CMO configuratitmst were effective in enhancing

children’s mental health and emotional wellbeing.

4.6.vii Reliability and validity of data

The reliability and validity of the methods of datallection have already been discussed
in Chapter 3, but further issues that may comprerttis reliability and validity of the data
collected in Phase 1 are discussed in this sedi®iRobson (2002) pointed out, if the
questions are incomprehensible or ambiguous therbétomes a problem of internal
validity, because the instrument is not then olmagiralid information. Although the
researcher piloted the questionnaire some of tiestipuns may have been a little

ambiguous, for example, the final rating exerca@eQuestion 6, where head teachers had
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to decide between ‘Can sustain this approach bysktves’ and ‘Are using the approach
by themselves'. The difference between these twegeoaies was difficult to determine and
it was a design flaw. However in terms of estalitighregularities’ and/or checking the
surfaced mechanisms and outcomes to the Prograrpea#iSation this particular flaw
would seem to be a minor threat to internal vatidicause other questions also elicited

information about school staff’'s confidence abaihg supportive approaches.

A further threat to internal validity, as previoyshentioned, was that Question 4 asked,
‘What has been (if any) the impact of the Treastngect on the emotional wellbeing of
childrenin your school in the following areas: Changesha school environment or
general ethos? Changes in children’s self-esteeiméh@es in the children’s ability to
process emotions? Changes in the children’s seifagament skills? Children in the
children’s social participation?and some of the head teachers gave the same dioswer
each section. They did not appear to understanditteeence between the elements, and
as stated previously, this was acknowledged byeabkearcher as a design fault of the
questionnaire. The threat to the internal valiggs viewed as small because only a few
head teachers responded in this way and the magiritead teachers had understood the
difference between the elements. The researchefetgustified in using MacDonald and
O’Hara’s model (1998) to structure the questionualiloe impact of the Treasure Project
on the mental health and emotional wellbeing ofdcbn because the head teachers’
responses to this question were rich in informaéibaut mechanisms and outcomes. This
may have not been the case had the question beetesin form or more closed in

format.
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A further threat to internal validity was that mughthe analysis of the results relied on the
use of thematic analysis or other such organisatimechniques which rely on judgments
being made about the allocation of data to categoAs has already been previously
stated, the researcher repeated these exercisgaldanes and with a period of time
between the rating activities in an attempt toease the consistency of her data
organising activities. The threat to the validifytloe data was viewed as reasonable
because the data collection was in two phaseshenskeicond round of data collection
aimed to reveal any inappropriate assumptions raadat CMO configurations within the
Treasure Project. This threat to validity is als@tof the process of comparing the
‘observations’ to the Programme Specification. Tgriscess is also reliant upon the
strength of the data collected and therefore nemditations of Programme Theories can

only regarded as tentative after Phase 1, anddesstive after Phase 2.

4.6.viii Summary of Phase 1 of the data collection

This chapter has described the Phase 1 findinghandhecked them against the
hypotheses and hypothesised CMO configurationsigeh the Programme Specification
(Table 3.5). Phase 1 of the data collection has/ghbat there is sufficient evidence of
CMO configurations to validate hypotheses arisiognf Programme Theories 1, 3 and 4.
This is not the case for hypotheses arising froogfRrmme Theory 2. The researcher will
need to adjust Programme Theory 2 to accommodateem knowledge about effective
partnership within the Treasure Project. PhasetBeotlata collection will attempt to bring
out more detailed information about CMO configurat associated with the effective
practice within the project, and this will be ddaheough the process of realistic

interviewing which is described in Chapter 3. Cleat describes the design of Phase 2 of
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the data collection which is concerned with unagerding why mechanisms produce

outcomes in those schools where the project wagedeas being effective.
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CHAPTER 5

DESIGN OF PHASE 2 OF RESEARCH

5.1 Introduction

The purpose of using Realistic Evaluation methoglpko evaluate a programme is to
establish whether or not it is better than previwags of working, and whether it is
preferable (Timmins and Miller, 2007). Realisticalyation takes into account the
contexts within which mechanisms are working ineorid produce the outcomes. This
method of evaluation was particularly suited toleating the Treasure Project because it
reveals the power within the different CMO configtions that might make up an effective
programme. A more traditional, static method ofleaive research, however, might be
only looking to confirm whether a programme wa®etifive or not. Realistic Evaluation
aims to reveal the inner workings of a programnutaruse this to develop theory around

‘effectiveness’ so that this knowledge can influepcactitioners’ future practice.

Phase 1 of the Treasure Project evaluation comphesErogramme Specification (Table
3.5) with ‘regularities’ brought to light from aréit set of ‘observations’. This chapter
describes how Phase 1 informed the design of Phaséhe data collection. During this
second phase key stakeholders, associated witksafatschools, were asked to
participate in a realistic interview. These intews sought to establish ‘what worked for
whom under what circumstances’ in those schoolgevtie project was viewed by the
APCs as being particularly successful. The desfgheinterviews and the interim
refinement of the Programme Specification are dlesdrin this chapter. Chapter 6 goes on

to describe the findings from Phase 2 and explaim the final adjustments of the
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Programme Specification were made with regard eaniw information about CMO

configurations revealed by the realistic interviews

5.2 Selecting the schools for Phase 2

Phase 1 compared the hypothesised CMO configugsatierived from the Programme
Theories outlined in the Programme Specificatiothtoactual CMO configurations of the
Treasure Project. The evidence from these findivays strong enough to support the
suggestion that both Treasure Project interventmasthe overall programme had been
effective in promoting children’s mental health ardotional wellbeing and building
capacity in schools. It could also confidently lo&reowledged that both interventions and
the overall programme had been more effective ajget Schools than in Non-Project
Schools and that this difference in impact wasduohko the multi-faceted, multi-level
approach to mental health and emotional wellbgingmoted through the participatory
partnership with the APCs. In terms of the Progran8pecification, it could be stated
with reasonable confidence that the findings suiggonypotheses derived from
Programme Theories 1, 3 and 4. However, hypothas®ged from Programme Theory 2
did not seem to be strongly supported by the evidérom Phase 1. The head teachers’
responses seemed to describe a different kindedtefe partnership with APCs than is
suggested by Programme Theory 2. Therefore Progeaiimeory 2 and the Programme
Specification needed to be refined if they aredwiewed as describing the effective

practice of the Treasure Project.

The researcher decided that it would be helpfghi@re her findings with the two APCs so

that their own ‘folk theories’ (Tilley and Pawsdf97) could be used to refine
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Programme Theory 2 and add depth to the reseasamederstanding of Programme
Theories 1, 3 and 4. The realistic interviewingref APCs was seen as a first step for
Phase 2’s deeper examination of effective partiesid effective Treasure Project CMO
configurations. Following these interviews, theeasher planned to interview key
stakeholders in some of the most successful Pregubols so that more detail about
effective CMO configurations could be revealed p@fticular interest to the researcher
were the interviewees’ insights into the CMO coufaions that enabled children’s mental
health and emotional wellbeing to be promoted an@/sulted in enhanced capacity in

schools to meet children’s emotional needs.

In order to increase the external validity of tmeqess of choosing which schools were
successful, the APCs were invited to be activelypived in the decision making process,
given that they had insider knowledge about alP2&ject Schools. Therefore the
researcher designed the realistic interview taudeltime to select four schools each; two
successful and two effective Project Schools. Altfiothe APCs often worked together
when training school staff or delivering projedt®ey each had responsibility for
developing a participatory partnership with a grofischools in a particular area, so it was
likely that they would choose different schoolseThsearcher was aware that interviews
would only be able to take place in the nine Profshools where head teachers had
indicated on the questionnaire that they were mglfior both themselves and their school
staff to be interviewed post-questionnaire. Howed&tCs were able to consider all 26
Project Schools before they made their choicess Wais not felt to represent an ethical
iIssue because the selection of the schools astdm® might or might not have led to their

being asked to participate in interviews. By udinig procedure it was hoped to reduce
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threats to external validity that might have arif&mough faulty sampling (Robson, 2002).
The definition of ‘successful’ and ‘effective’ wéft mainly unstructured, because the
APCs might have differing constructs of these wamd their interpretations may be
related to their partnership relationship with sisbools. The researcher thought it was
more robust to allow them to pick schools whichthieir personal view, were successful or
effective, rather than asking them to match a sktwtthe researcher’s view of what was a
successful Project School, or effective partnerslogk. The APCs were able to pick the
same schools for each category if they wishedtherovords, a school could be successful
and have an effective partnership relationship. fElsearcher also decided that thinking
about the difference between ‘successful’ and @ife’ might strengthen the internal
reliability of the choice of good sample schoolecBuse of the time constraints of the
research, the researcher intended only to intertri@nwed school staff and head teachers in
two of the selected schools - one from each AP@sgof schools. The evaluation, as
previously discussed, was concerned with reved&iM® configurations associated with
successful outcomes, not unsuccessful outcomesefbine the researcher needed to use
her time efficiently by closely examining CMOs iacsessful schools where the
participatory partnership had also been effect8res also decided that it was more
balanced to conduct realistic interviews in oneadh of the APC’s schools, so that any
differences to do with personality, or way of wantgj were reduced. Therefore the
researcher decided to conduct interviews in thestrsuccessful and effective school (if

this school had also given permission to be coathagain for interviewing).
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5.3 Refining the Programme Specification

At this stage of the enquiry a successful TreaBuogect school could be viewed as a
‘black box’ (Pawson and Tilley, 1997, p.130). Phas# the data collection process
needed to illuminate the ‘successful’ CMO confidimas. The Treasure Project was a
complex initiative and any, or all, of the staketesk’ views could hold the key to what
helped the programme be effective. Figure 5.1 showsthe ‘black box’ of the project

might be represented:

Figure 5.1: Treasure Project as a black box

Context + Mechanism = Outcome
Enhanced children’s
mental health and
emotional wellbeing

Something about | Something about the_
Project Schools Treasure Project

The realistic interviews, in Phase 2 of the datéecbbon needed to be designed to explore
the CMO configurations contained within the TreasBroject. Table 5.1 illustrates the
researcher’s thinking about the Programme Spetiicavith regard to the findings from
Phase 1. The realistic interviews needed to beydedito bring to light important details
about effective CMO configurations, so that thiswiedge could be used to refine the
initial Programme Specification. The table showes dheas that needed to be explored; for
example, which mechanisms were the most importaathieving O4 “key staff will be
enthusiastic about specific approaches and willthese approaches to support
vulnerable children after trainingand what was it about the successful school cothex

allowed that to happen.
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Table 5.1: Thinking around initial Programme Specifcation after Phase 1 data

collection

(\/ denotes sufficient evidence in Phase 1 to suppmathesised CMO configurations)

General
Hypothesis
built from

Programme

Theory 1

q

Hypothesised Evidence
of Positive School
Contexts in the Treasure
Project that might
support General
Hypothesis built from

Programme Theory 1
(with coding)

Hypothesised Evidence
of Effective Mechanisms
in the Treasure Project
that might support
General Hypothesis
built from Programme

Theory 1
(with coding)

Hypothesised Evidence
of Outcomes in the
Treasure Project that
might support General

Hypothesis built from

Programme Theory 1
(with coding)

A project which is
successful in
promoting mental
health and emotional
wellbeing of children
(O) is long term,
school-based, multi-
faceted, multi-level
(M) and works at
changing the
institution and
environment (O) as
well as individuals so
that those elements
such as organic
factors, stress and
exploitation are
decreased and
children’s coping
skills, self-esteem
and social supports
are increased (O).

KEEP THEORY -
refine configurations
of CMOs in
successful schools.

Ask Area Project
Coordinators, head
teachers and trained
staff in realistic
interviews about
CMO configurations.

PS with participatory
relationship with Area
Project Coordinator.
Interventions are valued
and timetabled. (PT1:C1)

Non PS head teacher an
staff are interested in the
promotion of mental healt
and emotional wellbeing.
Interventions are valued

and timetabled. (PT1:C2)

Head teachers meet
regularly with APC to
plan Treasure Project
work around whole schog
needs in a multi-faceted
and multi-level way.
(PT1:M1)V

INSET training takes
place around mental
health and emotional
wellbeing

(PT1:M2)V

APC directly support
children, young people
and families

(PT 1:M3)

Whole school projects arg

i

=y

(PT1:M4)

Staff are trained in
specific approaches to
support mental health an
emotional wellbeing and
interventions are put in
place

(PT1:M5)

planned and implemented Treasure Project and its

Staff report increased
understanding with regar
to how children’s mental
I health and emotional
wellbeing needs can be
met in a school
environment (PT1:01)
Head teacher will be
aware of positive whole
school changes with
regard to the promotion of
mental health and
emotional well-being of
children
(PT1:02)
Families will report
> positively about the

impact on their children’s
wellbeing.

(PT1:03)V

J Key staff will be
enthusiastic about specifi
approaches and will use
these approaches to
support vulnerable
children after training
(PT1:04)

Positive evidence of all
and/or vulnerable
children’s self-esteem an
self-confidence increasin
(PT1: 05V

Positive evidence of all
and/or vulnerable children
coping skills increasing
(PT1: 06)V

Positive evidence of all
and/or vulnerable
children’s social support
increasing

(PT: 07)V

L
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General Hypothesis
built from
Programme
Theory 2

q

Hypothesised Evidence
of Positive School
Contexts in the Treasure
Project that might
support General
Hypothesis built from

Programme Theory 2
(with coding)

Hypothesised Evidence
of Effective Mechanisms
in the Treasure Project
that might support
General Hypothesis
built from Programme

Theory 2
(with coding)

Hypothesised Evidence
of Outcomes in the
Treasure Project that
might support General
Hypothesis built from
Programme Theory 2

(with coding)

Effective partnership
work (O) in the area
of promoting mental
health and emotional
wellbeing of children
| gives staff clear
advice (M), guidance
and support (M),
increases their
knowledge about
childhood
disturbance (O), is
able to provide local,
contextual
knowledge (M), is
able to offer good
continuity of care
and accessibility (M)
and to act as a
trusted link between
home and school

(M).

CHANGE THEORY

Develop from Area
Project
Coordinators’, head
teachers’ and
trained staff's
comments in realistic
interviews.

PS with participatory
relationship with Area
Project Coordinator.
Interventions are valued
and timetabled. (PT1:C1)

Non PS head teacher ang
staff are interested in the
promotion of mental healt
and emotional wellbeing.
Interventions are valued

and timetabled. (PT1:C2)

Head teachers meet
regularly with APC to
plan Treasure Project
work around whole schod
needs in a multi-faceted
and multi-level way.
(PT2:M1)V

INSET training takes
place around mental
health and emotional
wellbeing

(PT2:M2)

Staff approach APC for
advice, guidance and
support (PT2:M6k0me
evidence from Phase 1
Families are referred to
Treasure Project
Educational Psychologist
(PT2:M7)no strong
evidence from Phase 1
APC developed links with
partner agencies in the
area local to the school
(PT2:M8)no strong
evidence from Phase 1
Pathways for referral are
understood and used wh¢
appropriate

(PT2:M9)no strong
evidence from Phase 1
TP team ensure parents
have good knowledge of
(and links with) TP work
in school

(PT2:M10)no strong
evidence from Phase 1

o

Head teachers will
comment positively on thg
advice, guidance and

| support of TP

(PT2:01)some evidence
from Phase 1

TP team’s advice,
guidance and support is
valued

(PT2:02)some evidence
from Phase 1

Head teacher views staff
as being more
knowledgeable about the
promotion of mental
health and emotional
wellbeing

(PT2:03)Y

Families report positive
outcomes from meeting
with Educational
Psychologist (PT2:04)o
evidence from Phase 1
Partner agencies report
strong links to TP
(PT2:05) and referrals
Pathways are used

srappropriately (PT2:06)

no evidence from Phase
1

Projects in school include
local partners and
agencies and school
community

(PT2: 07)no evidence
from Phase 1

Parents’ comments abou
TP are positive
(PT2:08)some evidence
from Phase 1

D
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General
Hypothesis built
from Programme

Theory 3

q

Hypothesised Evidence
of Positive School
Contexts in the Treasure
Project that might
support General
Hypothesis built from

Programme Theory 3
(with coding)

Hypothesised Evidence
of Effective Mechanisms
in the Treasure Project
that might support
General Hypothesis
built from Programme

Theory 3
(with coding)

Hypothesised Evidence
of Outcomes in the
Treasure Project that
might support General
Hypothesis built from
Programme Theory 3

(with coding)

PT 3: School staff
and/or volunteers
supporting
vulnerable children
are better able to
positively impact on
their socio-emotional
health (O) if they
have participated in
training (M),
received supervision
(M) and have
followed through
consistently with the
approach they have
been trained (M) in
when working with
children over a
period of time (M).

KEEP THEORY -
refine configurations
of CMOs in
successful schools

Ask Area Project
Coordinators, head
teachers and trained
staff in realistic
interviews about
CMO configurations.

PS with participatory
relationship with Area
Project Coordinator.
Interventions are valued
and timetabled. (PT1:C1)

Non PS head teacher ang
staff are interested in the
promotion of mental healt
and emotional wellbeing.
Interventions are valued

and timetabled. (PT1:C2)

Staff are trained in
specific approaches to
support mental health an
emotional wellbeing and
interventions are put in
place

(PT2:M5)

APC facilitates the co-

h, . . ;
delivery of intervention
with school staff
(PT3: M11)Y
Planning/reflection takes
place before/after
intervention delivery
(PT3: M12)Y

i

Trained staff set up
interventions and use

J approaches

(PT3: O1)V

Interventions continue in
school after training
(PT3: 02)V

Staff feel confident about
delivering interventions or
facilitating therapeutic
groups without support
(PT3: O3}V

Further training is sought
in same or different
approach

(PT3: O4)some evidence
from Phase 1

Treasure Project and/or
training courses
recommended to head
teachers in other schools
(PT3: O5)some evidence
from Phase 1

181




General Hypothesis

Hypothesised Evidence

Hypothesised Evidence

Hypothesised Evidence

built from of Positive School of Effective Mechanisms of Outcomes in the
Programme Contexts in the Treasure| in the Treasure Project Treasure Project that
Theory 4 Project that might that might support might support General
support General General Hypothesis Hypothesis built from
Hypothesis built from built from Programme Programme Theory 4
—> Programme Theory 4 Theory 4
(with coding) (with coding) (with coding)
Vulnerable PS with participatory Group facilitators are Staff report participating
children’s mental relationship with Area trained children’s mental health
health and Project Coordinator. (PT4: M13)Y and emotional wellbeing

emotional wellbeing
is enhanced (O)
through the
participation in
evidence-based
interventions (M)
delivered by trained
adults I.

KEEP THEORY —
refine
configurations of
CMGOs for
successful
interventions

Ask Area Project
Coordinators, head
teachers and
trained staff in
realistic interviews
about CMO
configurations.

Interventions are valued
and timetabled. (PT1:C1)

Non PS head teacher ang
staff are interested in the
promotion of mental healt
and emotional wellbeing.
Interventions are valued

and timetabled. (PT1:C2)

Trained school staff or
f APC facilitates/delivers
interventions
H(PT4: M14)Y

Vulnerable children are
targeted for interventions
(PT4: M15)Y

has been enhanced
(PT4: O1)V

Parents report
participating children’s
mental health and
emotional wellbeing has
been enhanced

(PT4: O2)some evidence
from Phase 1
Participating children
report that their mental
health and emotional
wellbeing has been
enhanced

(PT4: O3)V

Group facilitators report
that participating
children’s mental health
and emotional wellbeing
has been enhanced
(PT4: O4)
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5.4 Sequence of realistic interviews

The realistic interviews needed to be conductemspecific order so that the APCs could
be actively involved in selecting schools to berapphed to participate in the interviews.
The two APCs were to be interviewed first and ttieninterviews would take place with

key stakeholders in two of the selected schools.
5.4.i Process of selecting the ‘successful’ school

Before the APCs’ interviews began they were askedédntify two Project Schools that
they considered to be ‘successful’ in enhancingdotm’s mental health and emotional
wellbeing. They were also asked to identify twoaah where they considered their
participatory partnership work to be ‘effectiven. drder to do this they were given the 26
returned and completed Project School head teaglestionnaires to sort through, but not
read in detail, in order to remind themselves efgbhools in order to make their decision.
Schools that had not returned a questionnaire marancluded in this group. Head
teachers were made aware on the head teacherajureste form that data from these
confidential questionnaires would be used for andational Psychology Service
evaluation of the Treasure Project and would bt into a document by the Treasure
Team (see Appendix IV) and so it was not inappaiprthat the Treasure Project APC had

access to the completed questionnaires for thetsmigorocess.

5.5 Design of the APC interview

The APC interview was designed to explore theiregahideas and theories as to which
were the effective CMO configurations in the TreadRroject associated with successfully
promoting children’s mental health and emotionalllveéng and building capacity in

school communities. The interviews did not ask tisgecifically about their selected

183



schools but they were able to talk about thesedshbthey wished — the CMO
configurations in these schools would be exploredapth in the school interviews. The
researcher thought the APCs’ knowledge about CM@igorations across the Project
Schools was unique to their role and that the wer should mainly focus on this. She
also wanted to know about their role in activelpmarting schools through the
participatory partnership. Therefore the realistterview questions were designed to help
them to think about the four Programme Theoriesabuiit:
1) the circumstances under which successful outcomnees achieved by the Treasure
Project
2) a possible new theory to explain the effective $uea Project participatory
partnership and thus refine Programme Theory 2
3) their own direct work with children and their thessr and ideas as about what
worked under what circumstances.
The following section describes how the questiomét for all the realistic interviews was

constructed.

5.6 General format for all the realistic interviews

The researcher had familiarised herself with thecept of realistic interviewing described
by Pawson and Tilley (1997). A generic questiomtfat was constructed to be used for all
the practitioner interviews; the wording was theljuated to accommodate specific
questions related to the role of each practitiolbe researcher was mindful of keeping
the ‘teacher-learner’ feel to the interviews andueimg that the ‘flow of understanding
between interviewer and interviewee’ (Pawson ariéy;i1997, p.166) was kept open by

maintaining a curious stance to the questions.ifiteeviews were designed around the
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sharing of the four Programme Theories for commidnis actively involving each
practitioner in a collaborative position. The tiaeilable for each interview would be
limited by the contexts in which the interviews kqaace; this was particularly true of the
school interviews which would need to be an howturation (the length of a school
lesson). It was necessary to have some kind ofdveork for the questions rather than
‘wander around’ topics that may not reveal anyiinfation about effective CMO
configurations. Therefore a set of predeterminegktjans was developed, similar to a
semi-structured interview format (Robson, 200270)2but the order of questions or the
wording could be modified by the interviewer; exgéions could also be given, questions
could be omitted and additional ones includedaéfititerviewer needed to ask them in
order to understand the CMO configurations beftbe researcher understood that the
difference in a realistic interview was that theemiewee was expected to think or theorise
about the subject matter of the interview (in ttase their knowledge of CMO
configurations) with support from the interviewBawson and Tilley (1997) point out that
the actual form of the interview will depend on firecise stage of theory development or
testing which the enquiry has reached. The realisterview in this case was looking for
confirmation about theory (to some extent) andrimfation on CMO configurations. A
diagrammatic representation of the realistic inemng process can be found in Figure

3.12.

The interviewer was aware that the interviews vilieg conducted two years after the
Treasure Project had officially ended in some efgbhools and that some of the theories
and ideas would be compromised by some of the tedekolders’ memories of CMO

configurations. However, the researcher was obfhirion that robustness would be added
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to those questions exploring capacity building #iredlong term impact of the project in
those schools. To improve the practitioners’ rechthe project the researcher provided
prompts, such as the completed head teacher gueaties (for the head teachers) or a list

of activities that had taken place in the schoot {fie trained staff).

5.6.i Choice of key stakeholders

The researcher decided to ask head teachers iwdheample successful project schools to
choose the two staff members to be interviewetieir school and to organise the order of
interviewing. Their knowledge of who might know thmst about effective CMO
configurations was felt to be more robust thanezithe researcher’s or the APCs’ possible
choices of staff. The researcher had made an eddasion not to involve parents or
children in the evaluation because of the resolurgés of the enquiry and the time that

had elapsed (see Conceptual Research Map 3, HdLie

5.7 Design of the question framework

Each Programme Theory was shown to the practitibefare the questions were asked
about associated CMO configurations. This was oleerto be a prompt or a reminder to
the practitioner that the realistic interviewer vi@agking for their ideas or theories as well
as factual information. The theories were types @aafparate strips of paper to be
presented at the beginning of each section ofrtteaviiew. Questions were then asked to
guide the practitioner to think about how the tlya@lated to practice. The following set
of questions is an example of a question framewlerleloped for the APCs’ realistic

interview around Programme Theory 1:
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o Is there anything about this theory which makessea you as you think about the
Treasure Project as a whole?

o What do you think it was about the Treasure Prdjeatt enhanced children’s mental
health and emotional wellbeing in the school sgfin

o What would you view as some of the key contexts ldthto successful work with
schools?

0 What would you view as some of the key mechanisrasléd to successful work with

schools?

o What do you think were the key influences that adlthe project to develop in the
way it did?

o Looking back, with your accumulated knowledge, wi&ht you have changed?

o How would that fit with the theory?

It can be seen that the researcher has designegi¢lsdon framework so that it allows the
practitioner and the interviewer to develop an ust@ading of how any of the identified
CMO configurations were — or were not — relatetheProgramme Theories. The
information from Phase 1 was a useful guide inihglpo focus the choice of questions.
For example, one of the head teachers’ questignisred what difference having trained
staff made to the school’s capacity to promotedechit’s mental health and emotional
wellbeing. This question was designed to enabledbearcher to identify effective

capacity building CMO configurations and to con@rto check Programme Theory 3.

The interview structures for each of the practigia interviews followed the same pattern

and could be adapted to suit the circumstance$l@andf the interview. The initial
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question frameworks for all the realistic interveeean be found in Appendices XV, XVI

and XVII.

5.7.i Informed consent to participation in intews

Before the interview began the practitioners wéenked for taking part in the follow up
interview to Phase 1 of the research and evalugtionessit was explained to them that
they would remain completely anonymous and thatrdnescript of the interview would be
kept in a password-secured computer file. The \weerer also explained that the purpose
of the interview was to think about their ideastloeories about the effectiveness and
successfulness of the Treasure Project. An overefeRealistic Evaluation was given and
the interviewer explained that she was seekingnh dut about contexts and mechanisms
that may have led to the successful outcomes inghkool. It was explained that the APC
had picked their school as a successful schooth®rTreasure Project. The interviewer
explained that they were not under any obligatmbe interviewed and then asked if they
were comfortable with continuing with the intervieWhey were informed that they could
stop the interview at any time and could ask fairtlidata not to be included if they so

wished.

5.7.ii Conducting the interviews

All the realistic interviews took place in April,020. The APCs’ interviews were
conducted in the early evening after they had Hieiswork. APC1's interview took place
on two different dates in the Educational Psychpl&grvice offices. APC2’s interview
was conducted in her home. All the school intergevere conducted during school hours

and took place in a room in the school.
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The APC interviews can be found in Appendices X\éild XIX. Before the interviews the
researcher had asked the APCs to select two scti@tle/ere ‘successful’ in promoting

the mental health and emotional wellbeing of cleitdand two schools where their support
had been ‘effective’. APC1 selected Project Sch&@8 and P3 as successful schools, and
P8 and P19 as effective schools. APC2 selectedaRAP7 as successful schools and P16
and P9 as effective schools. In all these schouwlgla range of Treasure Project activities
had taken place — both capacity building and diwesrk with children. The researcher
selected P20 and P12 as the first schools to agiprfoa availability for realistic
interviewing of staff because these were the ficktools selected by the APCs. Interview
dates were arranged with the head teachers afteéngdheir permission for interviews to
be conducted in their schools through telephon¢acbnin should be noted that both

schools agreed to participate in the researchefirdt contact from the researcher.

Gillham (2000) strongly recommends the use of taperders when interviewing. He
pointed out that not using a tape recorder can rttesrthe account of the interview is not
complete. He also thought that writing things dawan interview can distract the
interviewer from what the interviewee is saying.the researcher is a touch typist she
decided to type as the practitioner spoke. Shehadd previous poor experience of badly
recorded interviews where the voices were unclHae.researcher sometimes asked
additional questions to the prepared set of quasiio order to gain a deeper insight into
the CMO configurations suggested by the practitisnieor triangulation and accuracy the
school staff interviews (except for the first héadcher interview) were conducted in the
presence of a co-researcher, who was introducacha® member of the Treasure Team.

Any additional questions were written down by tleeresearcher sitting at the side of the
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interview room. The co-researcher also noted algrggoints that arose during the
school staff interviews. She did not ask any qoestiand passed over her notes to the
interviewer at the end of the interview. The reskar, being an experienced Educational
Psychologist, felt comfortable in asking questiand taking notes at the same time, but
occasionally stopped to clarify what had been s@iet avoided doing this too often as she
felt it stopped the flow of the interviewee’s thdmigprocesses. Any missing comments or
guestions were added to the typed interview daga iia the day when the interviewer
went through the co-researcher’s notes. These maesthen destroyed and were not part

of the raw data kept by the researcher.

The researcher recorded the interview in a simiiay to that shown by Pawson and Tilley
(1997, p.177). She typed each interview in an atmesgbatim form, as described above,
and afterwards tried to describe her thought pseEas the realistic evaluator alongside
the dialogue. She was aware that the interviewga®evas compromised somewhat by her
limited skill in realistic interviewing and the temlimited circumstances in which the
interviews took place. She thought interviewingractitioner for a longer time would be
inappropriate, both in terms of fatigue and in teroh the permission boundaries given by
the head teachers. The verbatim interview transcrgre viewed as useful and have been
included as Appendices (XVIII — XXV). The researcheas aware that the interviewing
process was a dynamic process and may have beettedffby her own feelings and

energy levels.
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5.8 Summary

This chapter has described the design and conduBthase 2 of the data collection.

Chapter 6 presents and discusses the findingstfiese realistic interviews.
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CHAPTER 6
PRESENTATION AND DISCUSSION OF FINDINGS
(PHASE 2)

6.1 Introduction

This chapter presents and discusses the findings tine realistic interviews which were
conducted in Phase 2 of the data collection. Iltinshioow the findings were related to the
Programme Theories and also analysed for morelslataout effective CMO
configurations. The chapter goes on to describe thasninformation was used to adjust
the Programme Specification of the Treasure Projgus final Programme Specification
was then discussed in terms of improving practiith vegard to project and partnership
work with schools aiming to promote children’s nadritealth and emotional wellbeing

and/or building capacity in schools to meet chidseemotional needs.

6.2 Findings from Phase 2

The interview transcripts (along with the evalua@nalysis) can be found in Appendices
XVIII-XXV. It can be seen that the realistic integwer maintained an interested stance
about the practitioner’s thoughts around the eiffeciess of the project, and asked
additional questions to bring out any informatidmoat CMO configurations that might
have been significant factors in helping the projede successful in these schools. When
conducting the interviews the researcher also todaktar in mind the function of the
realistic evaluation; seeking theory developmenbntorm practice in the area of mental
health and emotional wellbeing promotion. Althoull question framework had been
developed prior to the interview taking place, tealistic interviewer asked additional

questions to follow the theme of the enquiry arakttme to explain anything that the
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practitioners were unsure about, including undeditay the concept of ‘context’ or
‘mechanism’. Interviews took about an hour, butevieund to be quite intensive and

tiring in nature because of the thinking, or theimig element involved. The interviewer

was aware of this and sometimes did not ask alirreework questions, particularly if

the practitioners had already covered this top@nrearlier answer. The ‘teacher-learner’
function and the ‘conceptual refinement procesaigon and Tilley, 1997, p.165)

requires the practitioner not just to be an angwgemachine. Asking the interviewee to

talk about their own thinking in the context of ttesearcher’s shared theories is something
that takes time to understand and develop withenrkerview relationship. The researcher

found that some of the practitioners found thisexas do than others.

6.2.i Practitioners’ comments about the Progranimeories

The realistic interviews were split into four secis to mirror the four Programme
Theories found in the Programme Specification. pitaetitioners were all asked for their
thoughts about each of the Programme Theories.ughaut this chapter the two APCs are
referred to as APC1 and APC2, the head teaché#3 asand HT2, the trained staff in
HT1's school as TS1 and TS2 and in HT2's schodl$® and TS4. Descriptions of any

interventions named by the practitioners can badan Appendix .

6.2.ii Comments about Programme Theory 1

The following list is a summary of practitionergraments about Programme Theory 1; ‘a
project which is successful in promoting mentalltmeand emotional wellbeing of children
is long term, school-based, multi-faceted, mulieleand works at changing the institution

and environment as well as individuals so thatélrglements such as organic factors,
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stress and exploitation are decreased and chiklaaping skills, self-esteem and social

supports are increased’.

* APC1 agreed with the theory and related it to tver successful and two effective
schools in that they had used a range of approgbbeght into a systematic way

of working across the school community and savg & opportunity to train staff.

* APC2 agreed with the theory and commented on thd fa a strong relationship
with schools for a project to change schools. 3@ emphasised the need for the
head teacher to take the lead and give importanttes kind of work within the

school environment.

« HT1 also agreed with the theory, but thought hepbstenvironment had not
needed changing in terms of promoting the mentaltlh@nd emotional wellbeing
of children because her staff were already carmjraurturing. She thought that
children did change as a result of being in theigso but over time the effect
lessened and more input was needed. TS1 agreetheitheory and also
commented that the school was already nurturingcandg. She had been
impressed with the programmes of support that k&dfbeen trained to use. TS2
also agreed with the theory from her perspective agilitator of Therapeutic
Storywriting Groups. She felt the process of bemtihese groups helped the
children to cope with stress. She thought it wasdgiat the groups had taken
place in school because the children developeeagupport group through being

in groups together.
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HT2 agreed with the theory and she felt it was irtgod to ensure that any impact
was sustained by a project being long term, angusbiaffecting a few children for
a short time. She wondered whether a school envieoh could be changed or was
it that the staff had become more skilled. If thefy, and/or the head teacher left,
would the changes remain? She thought that overallyone was more aware of
children’s emotional needs as a result of the ptojJES3 felt that just helping
children in the short term was not sufficient. $lethat they were able to develop
their coping skills and self-esteem. TS4 agreetl Wie theory from her perspective
as a teaching assistant delivering the Zippy'srése(Clarke and Brown, 2010;

Mishara and Ystgaard, 2006) activity.

6.2.ii Comments about Programme Theory 2

The following list is a summary of practitionergraments about Programme Theory 2;

‘effective partnership work in the area of promgtmental health and emotional wellbeing

of children gives staff clear advice, guidance anplport, increases their knowledge about

childhood disturbance, is able to provide locahteatual knowledge, is able to offer good

continuity of care and accessibility and to acaasisted link between home and school’:

APC1 thought for a partnership to be effectiveeieded to be in place for several
years. Confidence in the APC was seen as the keflanesm along with the ability
to work at all levels in the school, including ditsupport. She thought that she

acted as a link between school and the wider GinldrServices.

APC2 thought all of the theory was relevant. Stoaight a good relationship with

schools was important, particularly for schoold thanted to buy into the
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partnership model. She felt that schools thatéabaer like a member of staff had a

positive partnership with her. They enabled growpkio happen.

HT1 agreed with the theory. She thought the APC4 gaod, in that she was
another person to support the child and to remugdly®ne about that child’s needs.
TS1 commented that she had had lots of suppost gledance and advice from
the partnership. She did not think the link witk tommunity was true, but she
thought that APC1 did provide a great link betwaeme and school. She thought

that she had received a lot of support.

HT2 agreed with the first part of the theory ab@daeiving clear advice, guidance
and support. She thought that APC2 had develoggubd continuity link with the
High School. Some of the projects developed linksvieen home and school
because the parents were able to take part. Shghhthe second part of the theory
did not fit as well as the first part. TS3 thoutfe partnership with APC2 had
made her more aware of the emotional wellbeinchdfieen. She was aware of

how to get advice if she needed it.

6.2.iv Comments about Programme Theory 3

The following list is a summary of practitioner®maments about Programme Theory 3;

‘school staff and/or volunteers supporting vulnéeathildren are better able to positively

impact on their socio-emotional health if they hagyarticipated in training, received

supervision and have followed through consistemiith the approach they have been

trained in when working with children over a periaidtime’:
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APC1 thought the theory made sense. She thoughsthaol staff needed all these
strands to make it work — up-skilling, confidencel draining. She felt they had to
go away and do something consistently, not erditicaver a period of time. She
thought it was important that they understood sugio-emotional wellbeing
enhanced the curriculum work. She thought thabalgh the training was around a
specific intervention it was also around a contetxére values, principles and

gualities needed to be understood.

APC2 thought all the theory made sense. She thotitite school staff had not
participated in training they did not understanide $hought the school needed
someone who was trained and that it worked bdttenale school training had
taken place. She felt it was better for them toeh@package to go with after
training than just putting it together themseles example, the Zippy’'s Friends
(Clarke and Brown, 2010; Mishara and Ystgaard, 2p@6kage. She thought the
trained staff needed support over time to ensiey were facilitating the

intervention appropriately.

HT1 thought the training was vital. She thoughtadts important to have high
quality training, but felt that the programme cobklaltered to suit the
circumstances or children involved using the ssaffivn knowledge and expertise
as teachers. She thought that training gave sgattéorm, for example, schemes of
work. She thought it empowered school staff anceghem confidence. TS1
thought all of the theory was correct. She feltais true that support was the most
effective when trained staff could talk to somebke the APC1. She did think the

training had impacted on her practice, but it hagmher another resource, another
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way of supporting children and it increased henkiedge. TS2 thought that her
practice did not change as a result of the training her knowledge increased
about how children express their stress and worti@gas helpful to share
children’s stories and talk about them with otlearching assistants and
professionaldt was helpful for TS2 to share experiences wittCARbout a

particular child.

HT2 definitely agreed with the theory. All the $taho worked with the more
vulnerable children had been trained and were muate confident as a result of
the training. She commented that the teachingtasssswanted to be trained and
thought it was better to train everyone through Mrtsechool training and in specific
approaches. She also thought that it was impottetn&in over time in order to
embed the theory so it could be practised and d&smliduring the next session.
She felt this had a more long-term effect and ithatde the training more
important. It also created a group of people tqsupeach other during the
training. HT2 also thought that training a grougstaff gave them an opportunity
for peer supervision. TS3 thought that if staff imad been trained they might not
be aware of issues affecting children’s emotiorllth. She also thought if
everyone had received training then there was aistemt approach as the child
moved through the school. She thought her traihamymade her more aware of
the difficulties children encounter as they growama it made her made more
sympathetic with children, colleagues and famiéissvell. She also thought she
was a better and more willing listener. TS4 dediyiagreed with the theory. She

commented that if she had not been trained tolrerZippy’s Friends (Clarke and
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Brown, 2010; Mishara and Ystgaard, 2006) programmhgwould not have
broached certain topics with younger children. Sioeight the training gave her
confidence and the ‘know-how’ to go about doingsite also used some of the
ideas from whole school training sessions, sudBiade Time, in different lessons

to encourage children to talk to each other anavire of each others’ feelings.

6.2.v. Comments about Programme Theory 4

The following list is a summary of practitioner®maments about Programme Theory 4;
‘vulnerable children’s mental health and emotionadllbeing is enhanced through the
participation in evidence-based interventions aeld by trained adults’:
* APCI1 thought that the theory was true, but thatais hard to measure and
evaluate. She also thought children’s mental heaithemotional wellbeing could
be enhanced by non-trained adults with non-evidéased interventions, for

example, Brownies.

* APC2 thought all the theory made sense. She thdbghtraining teaching
assistants in solution-focused approaches helgedhitdren to feel more valued
by someone in school who understood their partiquiablems. She thought staff’'s
use of language changed because of the traininghaydvere more able to use
active listening skills, were more empathetic araterable to talk about feelings
because they were more in touch with their ownirigsl They had also

commented to APC2 that they had started usingdtieedistening skills at home!

e HT1 thought that the theory entirely made sendeetoShe had noticed that some
of the more vulnerable children needed to havekimat of work to be ongoing or

needed to revisit one-to-one counselling. Whendskeut the groups run by
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trained school staff she noted that once manyetthldren in the middle layer of
need had been taught strategies and they felt ssa@e emotionally, they were
able to hold onto that and did not need to engagay more therapeutic activities.
TS1 commented that she thought the theory did explaat was happening and it
matched her ‘gut feeling’ that it did make a diéece. She though it was hard to
measure, but she felt that if ‘you know the chifdesd you know it makes a
difference’. TS2 agreed with the theory. She haked that as the groups have
progressed the children seemed to be happier.ihglt it created a bond
between the adult facilitating the group and thi&dobn. She thought that this only
happened when you shared something special arasinhat the same as sitting
next to a child to help them in lessons. She thoiigtas hard to measure on a
scale, but that they seemed happy, had a bondhétadult who was someone

they could go to after the groups had finished.

HT2 agreed with theory, particularly about the #peutic storywriting groups. She
thought that they had a big impact on the childfiérey produced some amazing
work and they loved going to the groups. She contetktinat her staff had found
the Quality Circle Time delivered by APC2 as inaponal. She also thought that
the Happier Playtimes Project which parents tookipamade a big difference. She
noted that Zippy’'s Friends (Clarke and Brown, 208@shara and Ystgaard, 2006)
was still taking place in her school. When askeoualgroups run by trained school
staff she noted that staff became more confidedbing this kind of work and that
staff were now continuing the transition work onagily done by APC2. She
thought that this enabled the school to do sometrather than waiting for it to get

to such a stage that outside agencies were ne€88dcommented that Zippy’s
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Friends (Clarke and Brown, 2010; Mishara and Ystlja2006) has shown over
time that it had a positive effect on children’sagimnal wellbeing. She thought it
made sense that interventions were used that leadgreven to be successful. She
thought that there was a risk that if staff hadbexn trained they may not deliver
the intervention properly or be able to deal witGtald Protection disclosure. TS4
gave an example of how Zippy’'s Friends (Clarke Brmivn, 2010; Mishara and
Ystgaard, 2006) had helped a little girl talk t@ peandmother about her mother’s
death. The grandmother had come into school tdttienteacher for this; it had
been difficult for them to do this before then evieaugh they had been for
bereavement counselling. The teacher felt thatyZglpriends gave the children

the emotional language to express their feelings.

These comments about the Programme Theories anesdesd further in the chapter. The

next section presents the evidence about effe€M©® configurations.

6.3 Effective contexts

Table 6.1 presents a summary of all the practit&remments about effective contexts.
It can be seen that many of the APCs’ descriptadrem ‘effective context’ can also be
found in the head teachers’ and trained schodfstaflections about their school context.

If a comment was said more than once, it has beluied blue in the table.
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Table 6.1: Comments about effective school context

Key: Blue denotes at least two comments

APC1 and APC2

HT1

TS1and TS2

HT2

TS3 and TS4

School commitment to
the project

whole school ethos
around promoting
children’s mental
health and emotional

nurturing nature of
school

HT leads from the top

receptive staff group

wellbeing
HT and school staff HT recognised need to | HT empathetic to everyone feels part of | staff wiling to be
wanted to be involved | up-skill staff children’s emotional the focus on mental trained

needs

health and emotional
wellbeing

HT and school staff
were ‘emotionally
well’ themselves

parents and children
have trust in school staf

HT willing to put new
f interventions in place

interventions are put
in place

HT supports training
and wants staff to
improve their skills.

They were organised
and followed through
with agreements.

Non stigmatisation of
children receiving
support

HT supports project

school willing to take
help offered

familiar setting and
group facilitator

Bought into the wider
approach

APC already known to
school

HT sent staff on
training

school seeks expertise
from others

size of school

HT willing to give up
INSETSs to do more
than the minimum

HT takes part in
training for some of
the approaches

HT allowed time for
interventions to take
place

school able to recognisg
when there is a need fo
external agency to be
involved

h

everyone involved

trust and confidence in
the APC

HT has empathetic view
of all staff

HT supportive of
interventions

small school

welcoming school

shared responsibility
for mental health and
emotional wellbeing

HT values all staff and
supports their training
at all levels

HT enabled the groups
to happen

APC treated as a
member of staff

open to new ideas

Staff emotional
wellbeing valued

ambition and drive of
senior leadership team
gives work importance

HT is interested in
social and emotional
health of children

school open to working
with outside agencies

HT promotes the
intervention

HT values training

quality of the staff

HT open to new ideas

consistent approach
across the school

schools wanted to buy
into partnership model

HT supports project

HT supportive of staff
delivering
interventions

HT supports training
of staff

wanted to change

HT listens to staff's
interest in training

school has caring and
inclusive ethos

open school

HT allowed staff to go
off curriculum duties

HT believes in up-
skilling staff

all staff nurture children

willingness to hear and
accept ideas

treated APC as a
member of staff

HT has a plan of how
to build capacity in
this area

trained staff member is
expected to deliver
because she has
attended training.

HT needs to prioritise
focus on emotional
wellbeing

gave APC space
physical and otherwise

ethos of school
promotes children’s
emotional wellbeing

APCL1 - like a member
of staff

HT enables group
work to take place in
school

HT had vision

everybody accepts
responsibility for
children’s wellbeing

HT encourages
teaching assistants to
be trained

welcoming receptionists

intervention takes pla
in school

ce

school is open to new
ideas

whole school approach

HT gives practical

staff willing to put in

support so ‘extra bit’ to benefit the
interventions can take children
place

school willing to go
with the intervention.

Staff care about
children and are
nurturing

staff work together

class teacher supportive
of group taking place

training has increased
HT’s understanding of
interventions and her
understanding of
children’s emotional
needs.

School context was
supportive to this kind

of support groups

all staff's views about
children are respected
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6.3.1 APCs’ comments about effective contexts

Both APC1 and APC2 commented on the differencettietontext of the school made
with regard to the effectiveness of their supportsthools. Schools where the ethos was
more conducive to this type of work were viewedtHsctive contexts. These were schools
with an inclusive philosophy (see Table 6.1). Ingyal, effective contexts were schools
where the school had a commitment to the projedtth@ head teacher and staff group
wanted to be involved. APC1 and APC2 also agreatithan effective context the head
teacher and school staff were ‘emotionally int&i and able to see the importance of
promoting mental health and emotional wellbeingarreffective context, the head
teachers: bought into the wider approach and wdl@gvto devote whole school INSETs
to raising staff awareness of children’s emotiaredds; they promoted a shared
responsibility for mental health and emotional weihg in their school; were keen to
develop a whole school approach and valued theitigaof staff at all levels; often had a
vision of what they wanted their school to be ligbpwed staff to prioritise emotional
wellbeing support above curriculum duties and thegbled group work to happen. In
these schools, all the staff in the school wererawéthe importance of the project work

and were either directly involved, or were supperof it.

The experience described by the APCs in effectbreexts was one of being treated as

though they were part of the school staff. The sthdisplayed a trust and confidence in
their work. On the whole, these effective contexdisied staff’'s emotional wellbeing and
were generally welcoming and specifically to theGSPThis type of school was helpful,

organised and followed through with agreementsyae the APCs space to work,

when needed, and generally wanted to work in pestmg with them. They were willing to
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reflect on changes needed to support childrendm #ithools. For the APCs, ‘ineffective

Cs’ were viewed as those that only wanted to rief#ividual children to the project team.

6.3.ii HT1, TS1 and TS2's comments about theiostlcontext

The head teachers’ and trained staff's realistierunlews along with the evaluator’s
contemporaneous record of reflections can be fauAgppendices XX—XXV. The HT1,
TS1 and TS2 believed their school had a whole dadtbos that promoted children’s
emotional wellbeing and all staff were seen asumumy and caring towards children.
Everyone in the school community was viewed asatoug responsibility for children’s
mental health and emotional wellbeing and the HB&% woted for her empathy towards
children’s emotional needs and her interest irrtb@tial and emotional health. They felt
that parents and children had trust in the schiadl. $41T1 was seen as being open to new
ideas and overtly supported the project. She, Hecaenmented that her senior leadership
team had the ambition and drive to give this kihdork a high priority. She valued her
staff and supported their training needs at aklevShe recognized the need to up-skill her
staff and had planned their training needs. Shealsattended some of the training
courses herself. She listened to her staff's istaretraining and had an empathetic view
of their needs when dealing with difficult childte®he had an expectation that staff would
use their new acquired training skills or wouldidel interventions. HT1 enabled this to
happen by allowing time and resources for grougkvioitake place. In this school,
interventions were conducted in a non-stigmatiziay for the children receiving support.
The interventions took place in school and werdifated by familiar adults, either school

staff or the APC1 who was treated like a membestaif.
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6.3.1ii HT2, TS3 and TS4's comments about theimsdltontext

HT2, TS3 and TS4 viewed their school as a welcomaigol which was open to new
ideas. HT2 felt it was important to lead the wag &mprioritise the focus on children’s
emotional wellbeing and develop a consistent apgrdlaroughout the school. She thought
that everyone in her school felt part of this foansl she had supported the training of
staff. TS3 and TS4 also thought that the schodil staly was receptive and willing to be
trained. HT2 thought her school staff had a williegs to hear and accept ideas. As a head
teacher she had supported the training of staffl &vels to improve their skills,
particularly teaching assistants. HT2 had attericeeding herself and this had increased
her understanding of interventions and childrem®&onal needs. She had devoted time
and resources to enable group work and interventiotake place. These interventions
had taken place in school (a familiar setting) vatknown group facilitator. APC2 was
welcomed in staff as though she were a membeméif T2 was keen to emphasise that
her school was always willing to take any help teand actively sought expertise from
external agencies. She thought that all staff’'svgiabout children’s needs were respected
and they were seen as willing to put in the ‘exkiitato benefit children. HT2 thought the
smallness of the school supportive of this kingvofk and encouraged staff to work

together.

6.3.iv Summary about effective school contexts

The head teacher’s and trained staff's collectmmments about their school seem to be a
reasonable match with the requirements of the AleCan effective context to support
their participatory partnership and the long temmujti-faceted, multi-level project work

offered by the Treasure Project. A key elementoéffective context, described by both
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APC1 and APC2, was that they were treated like mbag of staff. As this was also the
view of the chosen successful schools, it can berasd that on the whole the partnership
work in these schools had been satisfying to battigs. The implications of this close
relationship for the validity of the findings angi from the realistic interviews are

discussed in Chapter 7.

These findings about school contexts conductiveffective partnership work in the area
of mental health promotion are similar to somehef tesearch findings from which
Programme Theory 3 is derived (Pettit, 2003; Buattket. al, 2005; Kellyet .al, 2005;
Panayiotopoulos and Kerfoot, 2004). For exampl&jtRg2005) paper states that
CAMHS workers found that working in primary schoelsier and more accessible than
working in secondary schools. This was attributethe more nurturing environment in
primary schools with a higher priority given to lclhen’s emotional wellbeing, the
importance of early intervention, the restrictiafishe school curriculum in secondary
schools and the largeness of secondary schoolg alitin the complex management
system made relationships harder to build. Sonteeokey features of schools, listed by
Pettit (2005), that facilitated effective joint vkamg with CAMHS workers were similar to
the findings from the Treasure Project evaluationgexample: the school being open to
other professionals; good communication withingbleool about pupils; prioritising of
pastoral issues and children’s wellbeing; and mhog undisturbed space for one to one

sessions and group work.
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The next section looks at some of the mechanisatdhtive been identified as building and
sustaining capacity in schools as well as enharailgren’s mental health and emotional

wellbeing.

6.4 Effective mechanisms identified in the realigt interviews

Table 6.2 presents a grid of all effective mechasiglentified in successful Project
Schools linked to the role of the APC. The funcsi@i these mechanisms fall into two
sets: 1) those mechanisms which prepared the AB¥GBdir new role (written in red), and
2) those related to the partnership activitiehefAPC in promoting mental health and
emotional wellbeing of children within the Proj&ithools. Some of these mechanisms
could also be regarded as contexts. The reseatataght it was important to recognise
the dual allocation of function for some commertidured in blue) because many of the
identified key mechanisms would not have had tiigfion if the context had not been
conducive to the work taking place, for example, ‘tost free’ nature of the project for the
first two years. It cannot be assumed, howevet,libeause the project was free to schools
this meant that there was an automatic take upmgat. The researcher only wished to

highlight the complex nature of CMO configurations.
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Table 6.2: Identified mechanisms associated with APCs’ role

Key: Blue = C as well as MRed = M for Area Project Coordinators only

Mechanisms about Treasure Project in general or Are®roject Coordinator

APC1 APC2 HT1 TS1 and TS2 HT2 TS3 and TS4
Quality Circle readiness of trust that she is | personality of trust developed | APC’s
Time training APC to offer a positive link APC between APC knowledge of
for APC interventions between home and school children
developed over | and school
time
APC attended training for enthusiasm, APC1 - like a delivery of APC'’s work in
EP training APC drive, passion of | member of staff | intervention school
days APC
Treasure APC gained relationship APC’s insight matching
Project experience and | between APC into children intervention to partnership with
resources were | expertise as time| and school need APC
cost free went on
no cost for free service positive resources and modelling APC was
service relationships ideas from approach with familiar to
with parents Treasure Project | children for staff | children
to observe

APC i) having a

costs covered

APC'’s skills and

practical advice

good access to

presence of APC

breadth of skills, | for training personality support and in school

i) being trusted advice for

as professional parents

to interact with

parents,

children and

staff, iii)

versatility, iv)

ability to see the

larger picture

for the school, v)

connections and

knowledge of

other support

services is

valued, vi) being

a link to wider

N initiatives

APC uses an ‘Treasure APC supported | availability for easy access to | flexibility of

approach that Project’ name trained staff after| consultation advice and APC's support to

suits her helped training had appropriate match need

ended interventions

Range of knowledgeable | work of APC long term nature | knowledge of APC2

experiences and | APC raised of project what was on availability for

skill sets in the understanding of offer reassurance and

team child’s needs support

Support took personal presented to respect for link person| the familiarity of

place within qualities of APC | governing body | APC'’s work (APC) APC2 delivering

school of school the course

environment

APCs’ relationship with | support work regularity of APC willing to | support from

individual skill schools took place in visits of APC be hands on APC2 when

set and beliefs safe, familiar needed during

environment delivery of

programme

APC’s own informal availability of APC known to APC working | follow through

motivation and approach counselling staff with groups of| from training

passion about support is children

approach flexible
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APC1 APC2 HT1 TS1and TS2 HT2 TS3 and TS4
Training Positiveness counselling availability of positive support positive interest
delivered by support continues APC to support | (APC) in children
someone who informally after | training
knows the sessions have
approach well ended
and has
conviction in it.
systemic way of | Work could be APC apart from | training from full  of ideas| support of
working linked to Healthy | the school knowledgeable | (APC) children over
Schools and and experienced time important
ECM agenda presenters
Offered support | creative and good availability of advice from APC
for presented ideas APC to consult
problem with around
children in
groups
Long term offer of external APC worked
support from training with staff
APC
New and novel | telephone contac APC was

approaches and
interventions

with school

observed by staff

Custom-made
project tailored to
need of school,
but rooted in
evidence-based
interventions and

lot of things to
chose from

having APC in
school to support

approaches

Expertise in giving of advice APC’s

different by APC knowledge of the
interventions school
Placement having fun with long term
students brought| schools

knowledge,

energy and

flexibility to

team

Skill of APC in flexibility and availability of
gaining school’s | responsiveness o APC to talk over
confidence APC's support a problem

negotiating work
with schools is
necessary for
effectiveness

Link between
child and school

Cross community
awareness raising

Partnership
relationship with
APC to support,
take the load,
give advice, plan,
offer an effective
strategy.

APC models
emotional health
and healthy
emotional
wellbeing
behaviour when
she is in schools

on going support
and evaluation
from APC

Useful for Ofsted
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6.4.i Effective mechanisms identified by APCs foegmaring them for their

new role

Both APCs identified some key mechanisms that lietpem with their new role. These
were: training in key approaches; gaining expeeeamud expertise as time went on; and an
increase in their readiness to deliver intervergtiover time. It should be noted that the
APCs were accredited Quality Time Circle (MoselE§96) trainers and participation in
this training was viewed as pivotal to their untlenging of whole school work. They were
also trained to deliver and train others in TheuwipeStorywriting (Waters, 2004)
approaches and Zippy’'s Friends (Clarke and Browap2Mishara and Ystgaard, 2006).

In addition to this, the Treasure Project Seniondzadional Psychologist had provided
training in solution focused approaches (De ShdA85) and PATH facilitation
(Pearpoinet. al, 1993). They had also attended Educational Psgglgdbervice training

days throughout the duration of the project.

These findings about preparing external professsoioa effective partnership work in
schools in the area of mental health promotiorsanélar to some of the research findings
from which Programme Theory 3 is derived. For exi@mpucklandet. al.’s(2005) paper
identifies the additional training provided in stdun focused approaches (De Shazer,
1985) and the participation in a Department of Hemlitiative on nurse leadership which
included a 3-day training course on ‘Leading empaderganisations’ as being useful

both professionally and personally for the schaobkas involved with the project.
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6.5 Effective mechanisms identified in successfifoject Schools

The next table, Table 6.3, presents a summaryeotdimments from APC1, APC2, HT1,
HT2, TS1, TS2, TS3 and TS4 identifing ‘effectiveahanisms’ in successful Project
Schools. Once again some of the mechanisms (M$) etgao be viewed as contexts (Cs)

and they are in blue; for example, the ‘head tealheing a training plan’.
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Table 6.3: Effective mechanisms associated with stess of Treasure Project in

Project Schools

Mechanisms related to the success of the Treasuredfect in successful Project Schools
(Key: Mechanisms that could also be contexts s are writtein blue)

APC1 APC2 HT1 TS1and TS2 HT2 TS3 and TS4

Emphasis on the staff turnover audit of needs Creative Sparks teaching assistants| training

whole school need for training group wanted to be important to safe

approach of new staff trained guard vulnerable
children

teaching assistants| person had staff training plan | Therapeutic head teacher feeling

want to be trained | passion for that developed Storywriting attended both intervention was a

follow through kind of work specific training in | worthwhile thing

with training and approaches and to do

set up groups, etc whole school work

APC has a belief whole school teaching assistants| Zippy's Friends PATH pulled confidence in

in the ability of training are calm, caring training people together approach being

this work to have and have effective used

an impact behaviour

management
strategies

consistent messageg training of key staff| staff known to Zippy's Friends whole staff Zippy's Friends

about collective children programme awareness

responsibility staff skills

APC and HT are support over time | part of provision TSW ideas Therapeutic talking about

encouraging staff | to ensure skill and | map Storywriting parents and

to go on several confidence in training problems in

training courses approach families in Zippy’s
Friends

atmosphere in interactive training | teaching assistants| Stories and training for all trained in active

training of valuing
all staff

confident enough
to suggest it as an

characters in Zippy
appeal to children

levels of staff

listening skills

intervention.

More than 4 things | enjoyable training | staff have Zippy built staff the flexibility of

there was more knowledge and confidence through| Zippy's Friends

than an expertise support and materials

accumulated effect training

Staff trained model emotional PATH group outlet for lots| whole school DVD that is played

‘sitting by Sally’ literacy within of their emotions INSET regularly has a key

method as training message about

interventions are emotional

delivered wellbeing and
learning from APC

Multi-level Good quality PATH displayed in | time tabling Therapeutic training to raise

approach much resources staffroom Storywriting awareness

more upskilling of groups

staff.

range of gave them a voice | whole school Zippy's Friends has| evidence of impact | training of all staff
approaches used | to say how the staff| activities clear weekly plans,| of intervention

felt and what they covering different | shared with staff

would like to emotions and group

happen circumstances,

good structure

Number of Nice environment | whole school having a balanced | Zippy's Friends role play in training
interventions for training — set up| training group programme
offered. of room
specific Used ideas from Zippy's Friends regularity of things | lunchtime active listening part
intervention other training training happening in supervisor's of training
training for school | sessions e.g. school keeps training
staff Quality Circle project in mind

Time.

values, principles
and qualities

espoused during the
training

participatory,
interactive training

lunchtime
supervisor's
training

whole school
INSETs

Happier Playtimes
Project

interactive training
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APC1 APC2 HT1 TS1and TS2 HT2 TS3 and TS4
take up better when varied activities Therapeutic one to one PATH displayed in | informal, relaxed,
intervention also Storywriting counselling staffroom non-intimating
impacts on learning| training training approach

e.g. TSW

take up better when
staff able to
observe same
intervention being
delivered by APC
in school

plans made during
training for staff to
implement in
school

small group suppor

staff confidence i
their own skills

Listening mentor

training with others

varied training

working with other

Zippy's Friends

knowledge

choice of staff to be

training important

packages around | school staff intervention increased over tim¢g trained to build skills
the same evidence-

based intervention

incidental learning | Flexibility around One to one Zippy's Friends whole staff training | training keeps
through observation intervention counselling programme — it's integrity of

of APC in school. consistency approach
modelling approach staff trained at the | Group work Therapeutic APC organised Fun trusted adult
through set up of same time that the Storywriting Day for community | facilitator
training intervention is programme —

delivered

children given
freedom to write

having examples to
hand to talk about
during training

solution focused
approaches work

individual needs
recognised within
group

setting of group
work

training teaching
assistants

group is necessary
for children to talk

linking training to
initiatives already
in school like
SEAL

use of active
listening skills

flexibility of
approach to being
adapted by teacher

setting of group
work

training of listening
mentor

quiet place in
playground with
listening mentor

drawing down on
knowledge of other
approaches

changed language
used with children

schemes of work

relationship with
children

all the teaching
assistants were
trained

familiar setting and
group facilitator

training staff at
different levels in
the school

confidence in
approach —
evidence it works

gives participants
confidence

facilitated by
familiar person

whole school
approach taken

setting of group
work is important
for it to be
effective.

APC promotes an
ecological view of
mental health and

group in school
setting

trained staff rolled
out approach

trust in facilitator

all staff being
trained

TS adapted the
approach to meet
specific children’s

emotional needs.
wellbeing
Group work not curriculum children are taught Therapeutic training over time | TS’s knowledge of

strategies

Storywriting
groups

has a more long
term effect

programme
(Zippy's Friends)

peers to interact

fun

non-curriculum

gaining knowledge

training creates a

Enjoyment of

with and feedback content to group about approach group of people to | delivery of
work support each other| programme
(Zippy's Friends)
group facilitator time to express listening to children| sharing stories with| Therapeutic Quality Circle
uses small themselves is a key part of the | other teaching Storywriting Time training
interactions as a group work assistants and intervention
real life context to professionals
reflect on
behaviour or
emotional issues
friendships develop| listened to the children feel safe in| ideas and concepts Quiality circle tim¢ PATH a key
in small group children small group training mechanism for
pulling staff
together
group supports someone interested groups well different ways to Happier Playtimes | Therapeutic
individual in them organised and create environment| Project Storywriting
planned for group to take training
place
Enjoyment of smiling group groups are well training over time | confidence in staff | Therapeutic
group facilitator resourced group Storywriting
delivery
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APC1

APC2

HT1

TS1 and TS2

HT2

TS3 and TS4

children can
practise skills in
group context

time with children

plans shared with
the rest of staff

training with others
from different
backgrounds

willingness to adapt
work

being part of
Treasure Project

individual
differences
recognised in group

children wanted to
come to the group

information shared
with staff

able to share
experiences as time
went on

transition work

ideas from the
project time that
were seen as

context successful
use of Quality group work is put | listening skills group work more Circle Time
Circle Time to in place as need practice acceptable to

enhance group
work in TSW

arises

children and
parents

Rogerian principles
to underpin training

case studies being
shared at the
beginning of the
training.

Ideas from training
passed on

focus on staff's
emotional
wellbeing in the
training

small group work

did the training
with another staff
member

the setting where
the group takes

adult is around
school for support

examples of how
others delivered the

place after intervention intervention
has ended

Preplanning with creating the right evidence of

school around atmosphere evidence base

setting up group
and protecting it

consistency of
group (in all ways)

role play as
children in Zippy’s
Friends training

group work
supported
reintegration into
school

Zippy's Friends
materials build
confidence in
school staff
delivering
programme

practical advice in
training

TS’s motivation to
deliver programme

working in the
metaphor

where the group
takes place

teacher models
writing stories

availability of
teaching assistant
time

experience of
running groups

ability to reflect on
adult’s responses tq

children
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The researcher has organised the functions of thesbanisms into four categories; 1)
APC building a relationship with the school, 2)adir interventions, 3) training, and 4)
sustaining capacity in school. These four mechawmist@gories are described in the next

four sections.

6.5.1 Function 1: Building a relationship with sch®

The process of the APC building a relationship vaittchool would seem to have had
several mechanisms associated with it. These wezgresence of the APC in school, the
regularity of their visits, the easy access to egland consultation, the support after
training has taken place, the long term natur&éefsupport, the willingness to be ‘hands
on’, the flexibility of the support and providing good ideas. Being observed working
with children by staff also was noted as a powarigchanism that developed respect for
the APC'’s skills and abilities. Further mechanismese: the linking of their work to other
initiatives in the school; the observed supporinteractions with parents, staff or the
wider school community (such as governors); thetpesnature of the support; and the
positive impact of the evidence-based interventiakég place in the school; all these
seemed to lead to the building of trust and respetteen the school and the APCs. It was

important that they were seen to behave withirethes they promoted.

These findings about mechanisms linked to effeqisenership work in the area of
mental health promotion are similar to some ofrdsearch findings from which
Programme Theory 3 is derived (Pettit, 2003; Buattket. al, 2005; Kellyet.al, 2005;
Panayiotopoulos and Kerfoot, 2004). For exampl&jtF2005) states that mental health

workers stressed the importance of spending tinsehiools and the value of informal
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communication. They found that being part of tle#fsbom facilitated a greater
understanding of the health worker’s role for thachers and allowed for informal

discussions about the work.

6.5.1i Function 2: Direct interventions

Effective direct intervention mechanisms that waentioned included: the Listening
Mentor and quiet space at lunchtime; Quality Cifdime being demonstrated with a class
and then used in the school; individual counsellifgerapeutic Storywriting groups;
Creative Sparks (Treasure Club); Transition worthwiear 6; solution focused
approaches ‘Treasuring Ourselves’ group work; TeBlelgr’s Picnic; family counselling
work; Community Fun Day; and transition work. Infaation about the named

interventions can be found in Appendix II.

6.5.iii Function 3: Training

Mechanisms around training that were noted inclu®&d'H whole school development
work; whole school training in Quality Circle TinfBloseley, 1996) in both schools;
Zippy's Friends (Clarke and Brown, 2010; Mishard afstgaard, 2006¢@xternal training
course for two staff in each school; Listening Meritaining in PS12; lunchtime
supervisors’ training as part of Happy Playtimegjéut in both schools; Active Listening
Skills training for 11 school staff; TherapeutioB8twvriting external training course
attended by several staff; and ‘sitting by Salfgr(solution focused approches ‘Treasuring
Ourselves’ groups). Appendix Il provides informati@bout these named interventions.
The informal, interactive nature of the trainingicges was also a key mechanism.

Training with others and sharing practice were @dws comprising a strong mechanism
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to embed skills securely into professional pract@everal of the training courses took
place over a few days and this was noted as emgsti#if to develop a high level of
understanding of the therapeutic support role. dyortunity to practise listening skills
and to role play being a child were also mentiose¢kral times. It was also thought that
the delivery of an intervention in school by the@Bncouraged teaching assistants to
want to be trained themselves. The display of t(N€HPposter after the whole school
development and awareness-raising day was alstokdgas being discussed after
training. It was also noted that because thereava#ling programme of either
interventions and/or training in the schools thaifey of doing work in a valued area was

reinforced by the head teacher on a regular basis.

6.5.iv Function 4: Sustaining capacity in schools

Mechanisms that appeared to sustain staff's capeciontinue to support children’s
mental health and emotional wellbeing in the sclemironment were: a flexible approach
to the intervention; support from the APC; goodrases from training (such as
programmes or lesson plans) that could be retumeslen if the intervention had not
been delivered for a while; training staff at afferent levels of the school community; the
quality or interest of staff chosen for trainingpele school training to raise awareness of
children’s emotional needs; an interest in therirgetion being delivered being
maintained by head teacher or APC; trained stéghding several courses; several of the
staff being trained at the same time, providingargsupervision group; and finally,

interventions continuing to be delivered and valasgbart of the provision of the school.
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6.6 Discussion of findings from Phase 2

The next section of Chapter 6 discusses how tlinigs from Phase 2 were used to adjust
the Programme Specification. This adjustment wakertaken in two stages: the first took
account of practitioners’ direct comments aboutRhegramme Theories, and the second
stage was carried out to take account of CMO candijons brought to light during the

realistic interviewing process.

6.6.i Using direct comments about Programme Theani€hase 2 realistic

interviews to adjust the Programme Specification

All the findings from Phase 2 seem to confirm tRedgramme Theory 1 stands as a strong
theory to describe effective practice for projecirkvin the area of promoting the mental
health and emotional wellbeing of children. Themtewees proposed suggestions to go
alongside the theory in order for it to be a betescription of effective practice. These
suggestions can be found written in blue in theai¥e mechanism section of the adjusted

Programme Specification (Table 6.3).

The responses from the realistic interviews revktiere were several changes that
needed to be made to Programme Theory 2. Theserigien in blue in the first column of
Table 6.4 and have also been written in blue ifdHewing theory to show that they have
been incorporated into a new theory about partiesalggested by the researcher. The
researcher has suggested that the adjusted Prograimeory 2 should read as follows
(adjustments in bold): ‘Effective partnership wamkthe area of promoting mental health
and emotional wellbeing of childrgmomotes a whole school approach; develops a

strong relationship with the school over timegives staff clear advice, guidance and
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support;raises their awareness of mental health and emotiahwellbeing promotion;
is able to offer direct support to children; isextd providdink to Children’s Services
and other organisations is able to offer good continuity of care and astility; and to

act as a trusted link between home and scliomd. typefacendicates new theojy

The findings from Phase 2 seem to confirm that Rnogne Theory 3 and Programme

Theory 4 also stand as strong theories to deseffbetive practice for project work in the
area of promoting the mental health and emotioralbeing of children. Suggestions for
improving the description of effective practicettheose from the interviews are noted in

blue in the effective mechanism section of the Rrogne Specification (Table 6.4).
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Table 6.4: Initial refinement of initial Programme Specification after realistic

interviews

(¥ denotes sufficient

evidence in Phase 2)

Programme Theory
(PT)

Positive School
Contexts |

Effective Mechanisms

(M)

Evidence of Positive
Outcomes (O)

PT 1: A project which is
successful in promoting
mental health and
emotional wellbeing of
children (O) is long term,
school-based, multi-
faceted, multi-level (M)
and works at changing the
institution and
environment (O) as well a
individuals so that those
elements such as organic
factors, stress and
exploitation are decreaseg
and children’s coping
skills, self-esteem and
social supports are
increased (O).

KEEP THEORY - refine
configurations of CMOs in
successful schools

PS with participatory relationshi
with Area Project Coordinator.
Interventions are valued and

timetabled. (PT1:C1)

P20 and P12 viewed as
effective contexts (see
Chapter 7)

Ip Head teachers meet regularly
with APC to plan Treasure
Project work around whole
school needs in a multi-faceted
and multi-level way.
(PT1:M1)V
INSET training takes place
around mental health and
emotional wellbeing

(PT1:M2)V

APC directly supports children,
young people and families

(PT 1:M

Whole school projects are
planned and implemented
(PT1:M4)\

Staff are trained in specific
approaches to support mental
health and emotional wellbeing
and interventions are put in pla

(PT1:M5)Y
APC1:
. Used a range of
approaches

= Systemic work
across school
community

= Opportunity to
train staff

= Need for strong
relationship

. Head teacher to take
lead and give
importance to this
kind of work.

HT1, TS1 & TS2:
= Good interventions
. Group work
effective

HT2, TS3 & TS4:

= Long term needed

= Staff skilled

. Everyone aware of
children’s
emotional needs

. Evidence of
affecting children’s
copying skills and
self-esteem

Staff report increased
understanding with regard to
how children’s mental health
and emotional wellbeing needs
can be met in a school

environment (PT1:01)/

Head teacher will be aware of

positive whole school changes

with regard to the promotion of

mental health and emotional

well-being of children

(PT1:02)\

Families will report positively

about the Treasure Project and

its impact on their children’s

wellbeing.

(PT1:03)\

Key staff will be enthusiastic

about specific approaches and
ewill use these approaches to

support vulnerable children afte

training

(PTL:04)

Positive evidence of all and/or

vulnerable children’s self-estee

and self-confidence increasing

(PT1: 05y

Positive evidence of all and/or

vulnerable children coping skillg

increasing (PT1: 06)/

Positive evidence of all and/or

vulnerable children’s social

support increasing

PT: 07)V

r
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Programme Theory
(PT)

Positive School
Contexts |

Effective Mechanisms

(M)

Evidence of Positive
Outcomes (O)

PT 2: Effective
partnership work (O) in
the area of promoting
mental health and
emotional wellbeing of
children | taff clear advice
(M), guidance and
support (M), increases
their knowledge about
childhood disturbance
able to provide local,
contextual knowledge ablg
to offer good continuity of
care and accessibility (M)
and to act as a trusted link
between home and school
(M).

Area Project
Coordinators, head
teachers and trained staff
support theory to some
extent. They would like to
add:

APC1.

Confidence in APC,
ability to work at all levels
in the school, including
direct support. Link
between school and wider|
Children’s Services.

APC2:

good relationship, schools
to buy into partnership
model, treat APC like a
member of staff, enabled
group work to happen.

HT1, TS1& TS2:

APC supports child and
reminds others of their
needs. Link with
community not true.

HT2, TS3 & TS4:

Link with community not
really correct.

PS with participatory relationshi
with Area Project Coordinator.
Interventions are valued and

timetabled. (PTl:Cl)/

P20 and P12 viewed as effectiv
contexts (see Chapter 7)

NEW THEORY:

Effective partnership work (O)
in the area of promoting mental
health and emotional wellbeing
of children promotes whole
school approachl , develops a
strong relationship with the
school over time gives staff
clear advice (M), guidance and
support (M), raises their
awareness of mental health ang
emotional wellbeing promotion
(O), is able to offer direct
support to children, is able to
provide link to Children’s
Services and other
organisations(M), is able to
offer good continuity of care
and accessibility (M) and to act
as a trusted link between home
and school (M).

p Head teachers meet regularly
with APC to plan Treasure
Project work around whole
school needs in a multi-faceted
and multi-level way.

e PT2:M1)V

INSET training takes place
around mental health and
emotional wellbeing
(PT2:M2)V

Staff approach APC for advice,
guidance and support

(PT2:M6)V

Families are referred to Treasu
Project Educational Psychologi

PT2:M7)V

APC develops links with partne
agencies in the area local to the
school

(PT2:M8)

Pathways for referral are
understood and used when
appropriate

(PT2:M9)V

APC ensures parents have goo
knowledge of (and links with)
Treasure Project work in schoo

(PT2:M10)V

Head teachers will comment
positively on the advice,
guidance and support of TP

(PT2:01)\

TP team’s advice, guidance anc
support is valued

(PT2:02)\

Head teacher views staff as
being more knowledgeable abo
the promotion of mental health
and emotional wellbeing

(PT2:03)V

€Families report positive
toutcomes from meeting with
Educational Psychologist
(PT2:04)some evidence from
HT2
Partner agencies report strong
links to Treasure Project
(PT2:05)some evidence from
interviews
Referral Pathways are used
appropriately (PT2:06ome
evidence from interviews
Projects in school include local
o partners and agencies and schg
community
(PT2: 07)some evidence from
interviews
Parents’ comments about
Treasure Project are positive
(PT2:08)some evidence from
interviews

PT 3: School staff and/or
volunteers supporting
vulnerable children | are
better able to positively
impact on their socio-
emotional health (O) if
they have participated in
training (M), received
supervision (M) and have
followed through
consistently with the
approach they have been
trained (M) in when
working with children
over a period of time (M).
KEEP THEORY - refine
configurations of CMOs in
successful schools

PS with participatory relationshi
with Area Project Coordinator.
Interventions are valued and

timetabled. (PT1:C1)

P20 and P12 viewed as effectiv
contexts (see Chapter 7)

Ip Staff are trained in specific
approaches to support mental
health and emotional wellbeing
and interventions are put in pla

(PT1:M5)Y

€ TP staff facilitate the co-delivery
of intervention with school staff
(PT3: M11)V
Planning/reflection takes place
before/after intervention deliver:

(PT3: M12)
APC1

Training needs to be in context
where values, principles and
qualities need are understood.

Trained staff set up intervention|
and use approaches
(PT3: o1\

€Iinterventions continue in school
after training
(PT3: 021V
Staff feel confident about
delivering interventions or
facilitating therapeutic groups
without support
(PT3: 03)\
Further training is sought in
same or different approach
(PT3: 04V
TP and/or training courses
recommended to head teacherg
in other schools

ol
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Programme Theory
(PT)

Positive School
Contexts |

Effective Mechanisms
(M)

Evidence of Positive
Outcomes (O)

APC2

Programme to guide work is
needed

HT1, TS1 &TS2

High quality training needed.
Programme needs to be
flexible. Clear schemes of work
were needed. Follow up
support needed. Helpful to
share experience and
casework.

HT2, TS3, TS4

Training over time builds
school staff’s skills. Training a
group of staff together builds
peer support group. ldeas
from approaches can be used
flexibly.

(PT3: 05)\

PT 4: Vulnerable
children’s mental health
and emotional wellbeing
is enhanced (O) through
the participation in
evidence-based
interventions (M)
delivered by trained
adults 1.

KEEP THEORY - refine
configurations of CMOs in
successful schools

PS with participatory relationshi
with Area Project Coordinator.
Interventions are valued and
timetabled. (PT1:C1Y

P20 and P12 viewed as effecti
contexts (see Chapter 7)

p Group facilitators are trained
(PT4: M13)V

Trained school staff or TP team
member facilitate/deliver
e interventions
(PT4: M14)Y

Vulnerable children are targeteq
for interventions
(PT4: M15)V

APC2

Adults need to develop active
listening skills

Staff report participating
children’s mental health and
emotional wellbeing has been
enhanced

(PT4: o1\

Parents report participating
children’s mental health and
emotional wellbeing has been
enhanced

(PT4: 021V

Participating children report tha
their mental health and
emotional wellbeing has been
enhanced

(PT4: 030

Group facilitators report that
participating children’s mental
health and emotional wellbeing
has been enhanced

(PT4: 04y
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Table 6.4 shows the initial changes suggested wiemterviewees were asked directly
about the Programme Theories. A second adjustni¢hedrogramme Specification was
undertaken after the main body of the interviews amalysed to find CMO configurations
that might be active in supporting the theoriemanore general level. This second

refinement is represented in Table 6.5.

6.6.ii Using information about CMO configuratiomsPhase 2 ‘realistic

interviews’ to further adjust the Programme Speation

This section looks at some of the CMO configuratitmat have revealed themselves in the
realistic interviewing process. The researchergeises that the timescale of this research
was too short to find all the effective CMO configtions and, as a consequence, the
researcher has only included some that might bellusetake forward as ideas to be
considered by current practitioners. The goal f dvaluation is viewed, by the
researcher, as part of the quest for tmntinual betterment of practicPawson and

Tilley, 1997, p.119). The researcher has theredttempted to work through a process of
CMO configuration focusing to form theories'mleas that can encompastie

‘descriptive particularsrevealed in the realistic interviews (Pawson atligy, 1997).

For the purpose of this thesis the only contextaep in depth has been that of the
success of project schools. It should be recogrilsgicthe two schools chosen may or may
not have been the most successful schools, buttbey regarded as such by the APCs.
The APCs may have been influenced in their chojcthb relationship they had developed
with these two schools. The validity of claimingthhese were the two most successful

schools would be questionable. They may have beetwio most comfortable schools for
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APCs to choose for the realistic interviews to tpkeee in, although at the time of
choosing they were unaware that this was a consequa the choice. Both HT1 and HT2
had noted that they had a good relationship wghARC when they answered Question 2
in the head teacher questionnaire (Appendix V):
HT1: ‘We have a very strong relationship with TP@hom we really consider
to be a part of the team achoo). So much so, in fact, that we were
pretty devastated at the news that she would ngeloine able to work
with us as part of the Treasure Project. We nowleynfmame of
TPCJ) and fund her through the school’'s delegated budgeo 1:1
counselling work. Children who work with TPC1 freunily are
supported by other agencies. | feedback relevaiid @hotection
information to TPCL1.’
HT2: ‘We always felt that we had a very good r@aship with the Treasure

Project team and they were always totally supperind committed to
our school. Advice was always available.’

If time constraints had allowed, the external vigfiof the research would have been
increased if realistic interviews had been condiigtehe other successful project
schools. Alternatively, a different way of decidisigccess might have been to rank
the schools in order through some way of ratingstiecess of the responses given in
the head teacher questionnaire. A third method nhigiie been to look at the take

up of Treasure Project activities. However, theaesher thought that the APCs’
‘practitioners’ knowledge’ of all the project schsavas valuable and that by using
only a ‘researcher’s eye’ to rank the responseksdauestionnaire, something
valuable might have missed. As a result, the rebeaused the method described

previously for choosing schools for the realistiterviewing process.
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6.6.1ii Identification of mechanisms

The researcher coded the 39 mechanisms identifiethase 1 and/or though the
practitioners’ realistic interviews in Phase 2loé data collection. These mechanisms were
developed from the exploratory interviews conduet#ti practitioners and are associated
with the context of a successful Project SchooksEhmechanisms are not put forward as
the only mechanisms that might be brought to lighhe ‘black box’ of the Treasure

Project programme, but, following Phase 2 of thel@ation of the Treasure Project, they
seem to be the most relevant. The 39 identifiednaisms are listed in Table 6.5. These
codes were used in focusing of CMO configuratioseduto adjust the Programme

Specification.
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Table 6.5: List of codes and key mechanisms

Megt:)%rélsm Description of Mechanism
M1 Head teachers meet regularly with Area Progmrdinators to plan Treasure Project
work around whole school needs in a multi-faceted multi-level way
M2 | Whole school INSET training takes place arourehtal health and emotional wellbeir
promotion in school settings
M3 Project Co-ordinators directly support childrgoung people and families
M4 | Whole school projects are planned and implentente
M5 Staff are trained in evidence-based approaahespport mental health and emotiona
wellbeing and interventions are put in place
M6 | APC available to consult with and give cleariadyguidance and support
M7 Families are referred to Treasure Project Edocat Psychologist
M8 | TP team developed links with partner agencigbénarea local to the school
M9 Pathways for referral are understood and usezhvelppropriate
M10 | APC ensures parents have good knowledge ofl{ak&lwith) Treasure Project work in
school
M11 | APC facilitates the co-delivery of interventiaith school staff
M12 Planning/reflection takes place before/aft¢ernvention delivery
M13 Group facilitators are all trained
M14 | Trained school staff or APC facilitate/deligroup interventions
M15 | Vulnerable children are targeted for interven$
M16 Staff participate in high quality interactivaining in evidence based programmes an
approaches
M17 Programme is flexible and ideas could be adhbyeskilled staff
M18 | Clear schemes of work and good resources arédad during training
M19 | APC provides support after training has ended
M20 Sharing of experiences and casework duringitrgiwith staff from schools and other
professionals
M21 | Training takes place over time
M22 Group of staff trained together to build pegpmort group in school
M23 Facilitators are trained in active listeningllsk
M24 | APC works systemically across the school conitgun
M25 | APC uses a range of approaches to supportrehild
M26 | APC trained to be an accredited Quality Citciéner
M27 | APC trained to be a trainer for Therapeutio@twiting
M28 | APC trained in solution focused approaches
M29 | APC trained to be a trainer for Zippy’'s Friends
M30 | APC trained to be a PATH facilitator
M31 Presence of the APC in school
M32 | APC visits the school regularly
M33 Flexibility of the APC’s support
M34 Ideas and strategies provided by APC.
M35 | APC being observed working with children byffta
M36 | APC linked project activities to other initiagis in school
M37 School staff observe APC’s supportive intei@tdiwith parents, staff or the wider
school community (such as governors)
M38 | APC promotes a positive view of children, apaged to a deficit model.
M39 Positive impact of evidence-based interventisrabserved
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6.6.iv CMO configuration focusing around the rofehe APC

The importance of the relationship between the AR the school was revealed by the
realistic interviews. The researcher has devel@ptdble of CMO configurations for how
this relationship may have been built with scho®lse relationship was a key mechanism,
but it was also a necessary context, or conduihout which the work of the APC might
not have been effective. The general CMO configoinafor this is represented in Table
6.6 below. Underneath this layer of general knogtelie more specific CMO
configurations as represented in Table 6.7, whist lésted the descriptors of a ‘good

relationship with Project School’ as given withiretrealistic interviews.

Table 6.6: Effective CMO configurations for succedsl partnership work with

schools
Context + Mechanism = Outcome
Enhanced children’s
mental health and
emotional wellbeing
_ Capacity to support
Successful school M31: APC has a good children’s mental health

context (C1) + relationship with Project School= and emotional wellbeing

is built in school

(Outcomes 01-08 on
Programme Specification)
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Table 6.7: Specificity around described mechanisntsuilding a ‘good relationship

with Project Schools’

Context + Mechanism (S) = Outcome
Successful school context  M31: APC has a good Enhanced children’s
(C1) relationship with Project mental heath and

(descriptors listed below)

School

(mechanisms/activities that develop this
are listed below)

emotional wellbeing

Capacity to support
children’s mental health

and emotional wellbeing is

built in school

(Outcomes O1-0O8 on

Programme Specification)

Descriptors of successful school context

commitment to the project

M1: Head teachers meet regularly with
APC to plan Treasure Project work arour]
whole school needs in a multi-faceted an
multi-level way.

O o

head teacher and staff group wan
to be involved

head teacher and school staff 3

~WM2: whole school INSET training takes
place around mental health and emotional
I'vellbeing promotion in school settings

‘emotionally intelligent’” and are abl
to see the importance of promoti
mental health and emotion

' M3: direct support children, young people
?and families

wellbeing
head teacher buy into the wid

" M4: whole school projects planned and
_implemented

approach and are willing to ‘give up
whole school INSETS to raise staff
awareness of children’s emotion
needs

head teacher promotes a sha
responsibility for mental health an
emotional wellbeing in their school
Head teacher is keen to develop
whole school approach

Head teacher encourages the train
of staff at all levels

Head teacher has a vision of wh
they want their school to be like
Head teacher allows staff to prioritis
emotional wellbeing support aboy
other curriculum duties

Head teacher enables group work t
happen

All the staff in the school are aware
of the importance of the project wor
and are either directly involved or
supportive of it

' M5: staff are trained in specific approach
to support mental health and emotional

swellbeing

Al

M10: APC ensures parents have good
enowledge of (and links with) Treasure
d Project work in school

M11: APC facilitates the co-delivery of

dtervention with school staff

M12: Planning/reflection takes place
NBefore/after intervention delivery

M19: Follow up support from APC after
atraining

M24: APC works systemically across the
eschool community
€M31: Presence of APC in school

M32: Regularity of APC visits to school

M33: Flexibility of APC'’s support

M34: Ideas and strategies provided by

APC

M35: APC being observed working with

children by staff

M36: APC linking project activities to

other initiatives in the school

M37: School staff observing supportive

interactions with parents, staff or the wider

school community (such as governors)

M38: APC promoting a positive view of
children, as opposed to a deficit model

M39: The observed positive impact of the
evidence-based interventions taking plac
in the school.

[}

M6: APC available to consult with and

give clear advice, guidance and support
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The above CMO configurations would have implicasidor the appointment of APCs,

their understanding of their role, their trainingdasupervision on being appointed.

The researcher has also developed CMO configusatioound preparing newly-appointed
staff for the role of being an APC. As discusseslmusly, the APCs’ readiness to work
with schools was increased through training in geapproaches. This could be
represented by the CMO configurations in Tablel@@w; this information could then be

used as part of the induction programme for newlyeinted APCs:

Table 6.8: CMO configurations for preparing APCs fa their role

Context + Mechanism (s) = Outcome

Area Project Coordinator is | M26: APC trained to be an
newly appointed to Treasure | accredited Quality Circle Time Area Project Coordinator is

Project team managed by | trainer prepared for role
Senior Educational M27: APC trained to be a
Psychologist trainer for Therapeutic
Storywriting

M28: APC trained in solution
focused approaches

M29: APC trained to be a
trainer for Zippy’'s Friends
M30: APC trained to be a
PATH facilitator

M40: APC joins Educational
Psychology Service and
attends Continuing
Professional Development
days
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The researcher felt that it was important to lobE&IO configurations that could be
applied a little more generally for other exterpadfessionals involved with school-based
projects concerned with the promotion of mentaltheand emotional wellbeing of
children. Examples of CMO configurations that cooddrelated to some of those
mechanisms identified by head teacher and traitadtlis the Project Schools are shown

in Table 6.9:
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Table 6.9: CMO configurations for successful schoddased project work aiming to
promote children’s mental health and emotional welbeing while building capacity in
school environment

Context + Mechanism (s) = Outcome
Successful school context| M1: Head teachers meet regularly
C1: with APC to plan project work aroungd
' whole school needs in a multi-faceted,
multi-level way
Descriptors of successful school M2: whole school INSET training
context: takes place around mental health and
» commitment to the project emotional wellbeing promotion in
» head teacher and staff group | School settings
wanted to be involved M3: APC directly supports children,
> head teacher and school staff ateyoung people and families
‘emotionally intelligent’ and are | M4: Whole school projects are
able to see the importance of | planned and implemented
promoting mental health and M5: Staff are trained in specific
emotional wellbeing approaches to support mental health
> head teacher buy into the wider| and emotional wellbeing and
approach and are willing to ‘givi interventions are put in place
up’ whole school INSETSs to M16: Staff participate in high quality
raise staff's awareness of interactive training in evidence basefl
children’s emotional needs programmes and approaches
> head teacher promotes a shared M17: Programme is flexible and ideds
responsibility for mental health | could be adapted by staff Enhanced children’s
and emotional wellbeing in theirl M18: Clear schemes of work and mental heath and
school good resources . .
> Head teacher is keen to develop ¥19: APC provides support after emotional wellbeing
whole school approach training has ended
> Head teacher enoourages the | 0 awork during waining wih sta | CPacity to support
training of staft at all levels from schools and other professionals children’s mental health

D

» Head teacher has a vision of it ’ . . .
what they want their school to b M21: Training takes place over time and emotional WeIIbelng IS

like M22: Group of staff trained together built in school
> Head teacher allows staff to to build peer support group in schoo.
prioritise emotional wellbeing M23: .Facmt'ators are trained in active
support above other curriculum | listening skills : (Outcomes Ol"c_)s on
duties M24: APC works systemically across Programme Specification)
> Head teacher enables group wqri€ school community

to happen M25: APC uses a range of approaches
»  All the staff in the school are to su.pport children .
aware of the importance of the M31: Preser.lc.e of APC in school
project work and are either M32: APC_ V_I.SIIS the school regularly
directly involved or supportive of M33: Flexibility of APC's support
it M34: Ideas and strategies provided py
APC
M35: APC being observed working
with children by staff
M36: APC linked project activities to
other initiatives in school
M37: School staff observed
supportive interactions with parents,
staff or wider school community
(such as governors)
M38: APC promoted positive view 0
children, as opposed to deficit mode]
M39: Positive impact of evidence-
based interventions is observed
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If the APC in Table 6.9 was replaced by a primagnial health worker, an
educational psychologist, or other external protesd working with schools in the
area of mental health or emotional wellbeing praomtthen it can be seen that the
24 identified mechanisms might be useful guideliimeschool-based project work
in the area of mental health and emotional welljpg@romotion. Some of the
mechanisms might not be as important as othenm&mtaining capacity and it may
be that some features of the various evidence-basadentions are inherent in
other programmes or initiatives being promoted inithe school context. Further
investigations in the field would result in evemther refinement of the Programme

Specification for this kind of support to schoohumunities.

6.7 Adjustment of Programme Specification after CMO

configuration focusing

The previous CMO configuration focusing exercisagehenabled the researcher to
develop a set of mechanisms that can now be resedm the final Programme
Specification of the Treasure Project. The finalgpamme Specification is shown

in Table 6.10.
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Table 6.10: Final Programme Specification

Programme
Theory (PT)

Effective School
Contexts (C)I

Effective
Mechanisms (M)

Evidence of Positive
Outcomes (O)

PT 1: A project which is
successful in promoting
mental health and
emotional wellbeing of
children is long term,
school-based, multi-
faceted, multi-level and
works at changing the
institution and
environment as well as
individuals so that those
elements such as organic
factors, stress and
exploitation are decreaseg
and children’s coping
skills, self-esteem and
social supports are
increased.

C1: School is an effective scho
context. Head teacher promote
a whole school approach aroun
mental health and emotional
wellbeing. School is inclusive
and welcoming. School wants t
work in partnership and is
willing to reflect on changes
needed to support children’s
emotional wellbeing. Head
teacher supports training of staf
at all levels. Interventions are
valued and timetabled. (PT1:C1

| Head teachers meet regularly
with APC to plan Treasure

d Project work around whole
school needs in a multi-faceted
and multi-level way.

P (PT1:M1)
Whole school INSET training
takes place around mental heal
and emotional wellbeing

c promotion in school settings
(PT1:M2)

) APC directly supports children,
young people and families
(PT 1:M3\0
Whole school projects are
planned and implemented
(PT1:M4)
Staff are trained in evidence-
based approaches to support
mental health and emotional
wellbeing and interventions are
put in place
(PT1:M5)
APC uses a range of approachg
to support children
(PT1:M25)
APC works systemically across
the school community
(PT1:M24)
APC provides support after
training has ended
(PT1:M19)
Presence of APC in school
(PT1:M31)
APC visits the school regularly
(PT1:M32)
Flexibility of APC’s support
(PT1:M33)
Ideas and strategies provided b
APC (PT1:M34)
APC being observed working
with children by staff
(PT1:35)
APC linked project activities to
other initiatives in school
(PT1:M36)
School staff observe APC's
supportive interactions with
parents, staff or wider school
community (such as governors)
(PT1:M37)
APC promotes positive view of
children, as opposed to deficit
model
(PT1:M38)

Positive impact of evidence-
based interventions is observed

(PT1:M39)

Staff report increased
understanding with regard to
how children’s mental health
and emotional wellbeing needs
can be met in a school
environment (PT1:01)

Head teacher aware of positive
whole school changes with
regard to the promotion of
mental health and emotional
well-being of children

(PT1:02)

=

Families report positively about
the Treasure Project and its
impact on their children’s
wellbeing.

(PT1:03)

Key staff enthusiastic about
specific approaches and will us
these approaches to support
vulnerable children after training
(PT1:04)

h.

(2]

Positive evidence of all and/or
vulnerable children’s self-estee
and self-confidence has
increased

(PT1: 05)

Positive evidence of all and/or
vulnerable children coping skillg
increasing
(PT1: 06)

Positive evidence of all and/or
vulnerable children’s social
support has increased

(PT: 07)
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Programme
Theory (PT)

Effective School
Contexts (C)I

Effective
Mechanisms (M)

Evidence of Positive
Outcomes (O)

PT 2: Effective
partnership work in the
area of promoting mental
health and emotional
wellbeing of children
promotes whole school
approach, develops a
strong relationship with
the school over time, give
staff clear advice,
guidance and support,
raises their awareness of
mental health and
emotional wellbeing
promotion, is able to offer
direct support to children,
is able to provide link to
Children’s Services and
other organisations, is
able to offer good
continuity of care and
accessibility and to act as
a trusted link between
home and school.

C1: School is an effective scho
context. Head teacher promote
a whole school approach aroun
mental health and emotional
wellbeing. School is inclusive
and welcoming. School wants t
work in partnership and is
willing to reflect on changes
needed to support children’s
emotional wellbeing. Head
teacher supports training of staf
at all levels. Interventions are
valued and timetabled. (PT1:C1

| Head teachers meet regularly
5 with Area Project Coordinators
dto plan Treasure Project work
around whole school needs in g
multi-faceted and multi-level
D way.
(PT2:M1)
Whole school INSET training
takes place around mental heal
< and emotional wellbeing
promotion in school settings
) (PT2:M2)
APC available to consult with al
give clear advice, guidance and
support
(PT2:M6)
Families are referred to Treasu
Project Educational Psychologi
(PT2:M7)
APC develops links with partne
agencies in the area local to the
school
(PT2:M8)
Pathways for referral are
understood and used when
appropriate
(PT2:M9)
APC ensures parents have goo
knowledge of (and links with)
Treasure Project work in schoo
(PT2:M10)
Presence of APC in school
(PT2:M31)
APC visits the school regularly
(PT2:M32)
Flexibility of APC’s support
(PT2:M33)
Ideas and strategies provided by
APC

(PT2:M34)

APC being observed working
with children by staff

(PT2:35)

APC linked project activities to
other initiatives in school
(PT2:M36)

School staff observe APC'’s
supportive interactions with
parents, staff or wider school
community (such as governors)
(PT1:M37)

APC promotes positive view of
children, as opposed to deficit
model

(PT2:M38)

Positive impact of evidence-bag
interventions is observed

Head teachers will comment
positively on the advice,
guidance and support of TP
(PT2:01)

TP team’s advice, guidance anc
support is valued

(PT2:02)

j

Head teacher views staff as
being more knowledgeable abo
the promotion of mental health
and emotional wellbeing
"dPT2:03)

Families report positive
outcomes from meeting with ER
(PT2:04)

e

tpartner agencies report strong
links to Treasure Project
(PT2:05)

Referrals Pathways are used
appropriately
(PT2:06)

Projects in school include local
partners and agencies and schg
community

d(PT2: 07)

Parents’ comments about

Treasure Project are positive
(PT2:08)

ed

(PT2:M39)
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Programme
Theory (PT)

Effective School
Contexts (C)I

Effective
Mechanisms (M)

Evidence of Positive
Outcomes (O)

PT 3: School staff and/or
volunteers supporting
vulnerable children | are
better able to positively
impact on their socio-
emotional health if they
have participated in
training, received
supervision and have
followed through
consistently with the
approach they have been
trained in when working
with children over a
period of time.

C1: School is an effective scho
context. Head teacher promote
a whole school approach aroun
mental health and emotional
wellbeing. School is inclusive
and welcoming. School wants t
work in partnership and is
willing to reflect on changes
needed to support children’s
emotional wellbeing. Head
teacher supports training of staf
at all levels. Interventions are
valued and timetabled. (PT1:C1

I Whole school INSET training

5 takes place around mental heal

d and emotional wellbeing
promotion in school settings
(PT3:M2)

P Staff are trained in evidence-
based approaches to support
mental health and emotional
wellbeing and interventions are

< put in place
(PT3:M5)

) APC facilitates the co-delivery
of intervention with school staff
(PT3: M11)

Planning/reflection takes place
before/after intervention deliver:
(PT3: M12)

High quality interactive training
in evidence based programmes
and approaches (PT3:M16)
Programme is flexible and idea
could be adapted by skilled staf
(PT3:M17)

Clear schemes of work and god
resources are provided during
training

(PT3:M18)

APC provides support after
training has ended

(PT3:M19)

Sharing of experiences and
casework during training with
staff from schools and other
professionals

(PT3: M20)

M21: Training takes place over
time

(PT3:M21)

M22: Group of staff trained
together to build peer support
group in school

(PT3:M22)

M23: Facilitators are trained in
active listening skills

(PT3: M23)

Presence of APC in school
(PT3:M31)

Ideas and strategies provided b
APC (PT3:M34)

APC being observed working
with children by staff (PT3:35)
APC promotes positive view of
children, as opposed to deficit
model (PT3:M38)

Positive impact of evidence-
based interventions is observed
(PT3:M39)

Trained staff set up intervention
hand use approaches
(PT3: 01)

Interventions continue in school
after training
(PT3: 02)

Staff feel confident about
delivering interventions or
facilitating therapeutic groups
without support

(PT3: 03)

Further training is sought in
same or different approach
(PT3: 04)

Treasure Project and/or training
courses recommended to head
teachers in other schools

(PT3: 05)

b

f
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Programme
Theory (PT)

Effective School
Contexts (C)I

Effective
Mechanisms (M)

Evidence of Positive
Outcomes (O)

PT 4: Vulnerable
children’s mental health
and emotional wellbeing
is enhanced through the
participation in evidence-
based interventions (M)
delivered by trained
adults 1.

C1: School is an effective scho
context. Head teacher promote
a whole school approach aroun
mental health and emotional
wellbeing. School is inclusive
and welcoming. School wants t
work in partnership and is
willing to reflect on changes
needed to support children’s
emotional wellbeing. Head
teacher supports training of staf
at all levels. Interventions are
valued and timetabled. (PT1:C1

I Whole school INSET training

5 takes place around mental heal

d and emotional wellbeing
promotion in school settings
(PT4:M2)

P Staff are trained in evidence-
based approaches to support
mental health and emotional
wellbeing and interventions are

< put in place
(PT4:M5)

) Group facilitators are all trained
(PT4: M13)

Trained school staff or APC
facilitate/deliver group
interventions

(PT4: M14)

Vulnerable children are targeteq
for interventions

(PT4: M15)

M23: Facilitators are trained in
active listening skills

(PT4: M23)

Presence of APC in school
(PT4:M31)

Flexibility of APC’s support
(PT4:M33)

Ideas and strategies provided by
APC

(PT4:M34)

APC being observed working w|
children by staff

(PT4:35)

APC promotes positive view of
children, as opposed to deficit
model

(PT4:M38)

Positive impact of evidence-
based interventions is observed

(PT4:M39)

Staff report participating
hchildren’s mental health and

emotional wellbeing has been

enhanced

(PT4: 01)

Parents report participating
children’s mental health and
emotional wellbeing has been
enhanced

(PT4: 02)

Participating children report tha
their mental health and
emotional wellbeing has been
enhanced

(PT4: 0O3)

Group facilitators report that
participating children’s mental
health and emotional wellbeing
has been enhanced

(PT4: 0O4)
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The final Programme Specification details manyhef €MO configurations within
the Treasure Project programme which were assdaorth enhancing children’s
mental health and emotional wellbeing and buildiagacity in school
communities. This Programme Specification echoasynoé Pettit's (2003)

findings in her substantive report on effectivenjavorking between CAMHS and
schools. In particular; school staff and the edooatervice are a substantial part of
a multi-tiered approach to mental health and ematiavellbeing; children’s
happiness and wellbeing can be positively enhabgegdint working with schools

in this area; working in schools increased awareaes learning between staff and
professionals working in area of mental health ametional wellbeing;

overcoming cultural differences between organisatias key; workers’ presence
in schools is very important to the effectivenesthis work, along with building
relationships with key stakeholders; and that thatschool context was a strong

influence on the success of partnership work watiosls.

Pettit (2003) states that a strong ethos that camegh from CAMHS workers in the case
studies in her research was that of working wittsséhschools which are interested and
committed to working in this way, and of it being ‘apt-in’ service. She pointed out that
this left the dilemma of how to roll out a servatter schools which do not fall into this
more open group who have needy populations. Thasire Project APCs’ also
experienced differences between schools’ responesgeto the project. The ecological,
developmental, multi-level and multi-faceted appfowas shown to have helped to open
up some schools over time and the final Programpeeification may help to highlight

some mechanisms that enabled this to happen. Bon@g, all training programmes began
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with an emphasis on whole school approach to mée&lth and emotional wellbeing
promotion and throughout the courses it was sugddbiat staff could recommend further
training to the head teacher on return to theipstlttaff were also offered support,
mentoring or the possibility of co-facilitation gfoups during training in a particular
approach, thus opening up further opportunitiestierAPCs to actively be involved with

initially less interested, more cautious, or mak-sontained schools.
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CHAPTER 7

CONCLUSIONS AND RECOMMENDATIONS

7.1 Introduction

This chapter describes and summarises the Redfgsiltiation of the Treasure Project
outlined in this thesis. It discusses both theaideealistic Evaluation as a research
methodology and the implications of the findingsh# research with regard to answering
the Research Questions. It recommends the enqudifferent practitioners working in

the field of promoting children’s mental health amdotional wellbeing, and also
discusses how the profession of educational psgglyahight benefit from the new
learning contained in this research study. Finalboncluding statement about the
contribution of this thesis to practice aiming tomote children’s mental health and
emotional wellbeing and/or to build capacity to ineir emotional needs in school draws

the thesis to a close.

7.2 Summary of evaluation described in thesis

The purpose of the research was to evaluate tleaslre Project’ and to find out more
about ‘what works for whom under what circumstahoethe effective promotion of
mental health and emotional wellbeing of childred/ar the building of capacity in
schools to meet children’s emotional needs. Chahtre review of the literature,
critically reviews research knowledge in the thmegin areas of: mental health and

emotional wellbeing; effective partnership workinghe area of mental health and
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emotional wellbeing promotion; and the relationdbgiween staff’'s capacity to meet

children’s emotional needs and training.

The next chapter, covering the research aims, rdetbgy, design and procedures,

initially describes the aims of the research ardcttimparison of the different possible
research paradigms. The chapter continues witBaussion about Realistic Evaluation
methodology, which was used to inform the resedesign. The researcher explains how
theories were derived from previously reviewed aesle about effective work in the area
of mental health and emotional wellbeing and hoeséhtheories were then used to build a
framework of hypothesised contexts, mechanism amcbmes that might be operational

in an effective programme. The design of the redeaycle is described, along with the

purpose of the planned two-phase multi-method caitaction.

In Chapter 4 presents the findings from the quasde sent to head teachers in Phase 1
of the data collection. The head teachers’ resgoasezexamined in detail in order to find
‘regularities’ and check them against the develdpashework of hypotheses. Influential
features of the Treasure Project programme thabledccessful outcomes were revealed
through the analysis of the findings. The mechasiand outcomes that had been brought
to light were used to inform the second phase efddita collection, the design of which is
described in Chapter 5. This second phase invahtedviewing both APCs working

across all the schools and also head teachersvanaained staff working in two

successful Treasure Project schools.
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The analysed findings from these Phase 2 intervaaepresented in Chapter 6. The main
context, mechanism and outcome combinations ot&ffe practice operational in
successful Treasure Project schools that had lesealed by the research are discussed at
length. These findings were also checked agaiesfrimework of hypotheses about
contexts, mechanisms and outcomes developed freonids derived from the literature
review. This comparative exercise led to the adjesit of the theories, and the
hypothesised framework, about effective practicenenarea of school-based mental health

and emotional wellbeing promotion projects.

This concluding chapter now aims to explain how tRealistic Evaluation has led the
researcher to feel confident that her researcltdiaisibuted to knowledge in relation to
recommended practice for professionals working withools in the area of mental health

and emotional wellbeing promotion.

7.3 Critique of Realistic Evaluation as a researcimethodology

In their paper about Realistic Evaluation, Timméamsl Miller (2007) pointed out
that factors which influence outcomes in programmesducation are highly
complex and that it is difficult to reach a perfaotderstanding of the dynamics of
the situation. The researcher has taken a preyiougamiliar methodology and has
explored its use as a tool to evaluate a three{y@gect. On reflection, at the end of
nearly three years of study, the researcher hasl@f®d a great respect for Pawson
and Tilley’s (1997) not very well-trodden path eearch methodology. The
Realistic Evaluation methodology has enabled adweogiew to be taken of the

evaluation of the Treasure Project programme. lild/bave been easier to stop at
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Phase 1 and say the project had been effectivé aad achieved its aims. This
might have been the case had a more traditiondlodeidf evaluation been used.
Interested practitioners would have been left withfurther knowledge of what it
was helpful to know about the particular contextd mmechanisms inherent in the
effective parts of the Treasure Project. It woubdl Imve been sufficient to know
that this particular programme was effective, beeauying to duplicate its
operation exactly would have been limiting, espbces the nature of the project
was complex and ever-changing, as the project wmanived their model of
‘participatory partnership’ in order to promote ldnén’s mental health and
emotional wellbeing in school communities. The pobjteam’s attempt to ensure
that when the project ended the school staff wele @mpetently and confidently
continue to work with children in this area medrdttthe model of service delivery

changed in order to become more effective.

The researcher is hopeful that some of this legrhas been captured in the final
Programme Specification which, she feels, is a wssful tool on which to inform
theory about effective work with schools in theaaoé mental health and emotional
wellbeing promotion. The researcher is of the vibat the Realistic Evaluation
process has enabled her: a) to more accuratelyfgpiee understanding of the
mechanisms through which the Treasure Project agltsimed change, b) to
increase the specificity of the understanding efd¢bntextual conditions necessary
for triggering the Treasure Project programme’sima@ecsms, and ¢) to increase
specificity of outcome pattern predictions accogdio context and mechanism

triggered (Pawson and Tilley, 1997, p.114).
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The analysis of data within a Realistic Evaluastudy helps to reveal what may have
been missed in a more traditional study. The rebearalso found the dynamic realistic
interviewing process to be illuminative in reveglimechanisms that were highly
influential in building staff's confidence in theawn skills and abilities to support
children’s emotional needs, as well as contextswioalld encourage these changes to
develop. The researcher discovered that much afapacity developed in schools during
the project years had been sustained and it wes$ysad) to her, as project manager, to
hear two years after the Treasure Project had emehedof the interviewed head teachers
state, It was early intervention. It was the school dogmgnething rather than waiting for
it to get to such a stage that outside agencieewereded However the process of
realistic interviewing was complex and tiring. Ahes the researcher was unsure whether
the questions she was asking were the best onésiiging effective context, mechanism
and outcome combinations to the surface. She reggghped herself well, but on reflection
perhaps she could have piloted the technique befganing. She developed a better
technigue as the interviews proceeded, but shd@lswl the process of typing as the
interviewee spoke quite tiring. It may have beettdodo tape record the interviews;
however, this would not have negated the needimé tbn the hoof’ in order to guide the
interviewee towards thinking about the detailsfééative practice. Some of the
practitioners became tired after much thinking dlbe ‘inner workings’ about effective
practice and for some, the process of reflectios &lso unfamiliar and therefore they

needed some ‘induction time’ to understand what exgeected of them.

The Realistic Evaluation methodology allowed fa #xamination of effective

combinations of contexts, mechanisms and outcomasliverse programme. It enabled
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the researcher to capture some of the most impgataheffective configurations while
recognising that others may be revealed durindgpéurtycles of evaluation. The
disadvantage of using Realistic Evaluation wasithaas unfamiliar to the researcher and
at times she struggled to keep hold of the logit structure of the process. She thought
that if she had been more experienced with Realstaluation she may have drawn out
more information about contexts, mechanisms ancoouts. She would have preferred
someone other than herself to conduct the intesv@nwd thus reduce any ethical, validity
or reliability issues associated with her beingghgect manager, but she felt that to
‘realistically interview’ participants was too cofeg a task to give to an untrained
interviewer. The findings from this evaluation aamnly be regarded as tentative because of
the very nature of the way the Programme Theor@® werived and the Programme
Specification developed. The collection and analgsithe qualitative data are also
affected by the reliability and validity issuesdlissed in the body of the thesis. However
the researcher views the strength of Realisticatadn methodology as lying in the
resulting Programme Specification framework whieads the way for suggested effective

practice that can be tested again in the real world

7.4 Relating important revealed CMO configurations to Research

Questions
The central Research Question was: ‘What was efeeabout the approach of the
“Treasure Project” to both the promotion of childeemental health and emotional
wellbeing and the building of sustained, improvag@axity in schools to meet children’s
future emotional needs?’ The evaluation has reddalat a highly influential mechanism

was the relationship of the APC with the Projedi@.
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The APCs could work more effectively if they wegeeoating in an encouraging school

context. This type of school context had:

a head teacher who was committed to the project

staff who wanted to be involved

a head teacher and staff who were emotionallyligégit and saw the importance
of promoting mental health and emotional wellbeing

a head teacher who promoted the shared respotysibilimental health and
emotional wellbeing in their school

a head teacher who encouraged the training of staif levels

a head teacher who had a vision of what they wahieid school to be like

a head teacher who allowed staff to prioritise eomail wellbeing support above
other curriculum duties

a head teacher who enabled group work to take place

and all the staff in the school were aware of thpartance of the project work and

were supportive or directly involved with it.

The CMO configurations that were brought to thdame can also be related to the three

subsidiary Research Questions. The first subsidR@search Question asked: ‘What it was

about the Treasure Project’s model of service dgjithat was effective in promoting

children’s mental health and emotional wellbeingRé evaluation has shown, as stated

before, that the APC’s role was one of the strongeshanisms operating in successful

schools.

Other effective mechanisms within the Treasured®ity service delivery were:
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* vulnerable children being targeted for intervension

« staff being trained well and over time in evideased approaches

» groups of staff being trained together to buildrpsgport

« the APC being trained to be a trainer of othem\iidence-based approaches

» the school staff group facilitators being trained @onfident in using active
listening skills

« families being referred to the Treasure Projectdational Psychologist for family

support; and the project team developing links \pahtner agencies.

The researcher recognised that some of these misoisawould be more effective than
others, but this level of specificity was not releelsthrough the evaluation. The researcher
feels comfortable in concluding, from the evidenoenparing Project Schools and Non-
Project schools, that these mechanisms are maetie# in a supportive school context
and even more effective in a supportive schoolednworking in a collaborative,

responsive partnership with an APC (see next papdgr

The second subsidiary Research Question asked:t'‘Mas about the project’s
participatory partnership and service delivery makat enhanced its effectiveness?’ The
evaluation found that an effective participatorytparship did enhance the service
delivery model. A good participatory partnershighnan APC increased the effectiveness
of Treasure Project interventions in promoting @tgh’s mental health and emotional
wellbeing. The main influential mechanism of a ‘dqmarticipatory partnership’ was made
up of smaller influential mechanisms. These weeadhteachers meeting regularly with

APCs to plan work around whole school needs in Hi+faceted, multi-level way; whole
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school INSET being facilitated in order to increataf's understanding of mental health
and emotional wellbeing promotion in school setinfe direct support of targeted
vulnerable children, young people and families gqiat in place; whole school projects
being planned and developed; staff being trainexpatific approaches to support
children’s emotional needs; interventions beindamlitated with school staff; parents
being aware of the project; planning for intervens taking place and some time being
given for reflection on practice and impact of mtntion; the APC providing follow up
support after training; the APC working acrosswhmle school community; the APC
being present in school; the APC visiting the s¢hegularly; the APC providing flexible
support; ideas and strategies; the APC being obdemorking with children; the APC
linking the project to other initiatives happeningschool; the school staff observing
supportive interactions with parents and othetténschool community; the APC
promoting a positive view of children; the positingpact of the interventions being
acknowledged; and the APC being available to comgthh and give clear advice,
guidance and support to school staff and/or the hescher. Once again this participatory
partnership was more effective in a welcoming, sutiye school context. However the
APCs also indicated that the long-term, multi-fadetmulti-level ecological nature of the
project helped to develop and change the schodkgbso that it became more nurturing
of such project work, and this then had implicasidor positively enhancing the
effectiveness of the interventions supporting aleitd There is supporting evidence for this
conclusion in some of the comments from some ohttaal teachers in Project Schools.

This is important knowledge for other practitionessrking in partnership with schools.
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The third subsidiary Research Question was: ‘Whe ivabout the Treasure Project’s
participatory partnership and training model thalded sustained capacity to be built in
schools to meet children’s future emotional nee@he of the significant mechanisms
that sustained capacity were:
» whole school INSET taking place around mental Iheaftd emotional wellbeing in
school settings
« key staff being trained in evidence-based appraatheupport children’s
emotional needs
» the interventions being put in place by trainedfsta
e group facilitators were well trained and suppowréér training
» group facilitators were confident in using actiigtdning skills
» the APC worked directly with children modelling acatfacilitated groups with the
trained staff
» the provision of quality training programme matksigaat could be used for

reference after training

7.5 Using the Programme Specification

The adjusted Programme Specification, outlinedahl& 6.10, is ready to be used to further
practice in the field. Practitioners can considérol parts of it may be useful to them. A
new theory about effective partnership work withaals in this field has been developed.

It suggests that ‘Effective partnership work in #rea of promoting mental health and
emotional wellbeing of children: promotes a whatb@ol approachievelops a strong
relationship with the school over time; gives stdéfar advice, guidance and support; raises

their awareness of mental health and emotionabelfy promotion; is able to offer direct
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support to children; is able to provide links toil@ten’s Services and other organisations;
is able to offer good continuity of care and acii®kty; and to act as a trusted link between
home and school.” The other three Programme Thebaege also been supported by
evidence from the field. Effective contexts and heedgsms that led to successful outcomes
are detailed in the Programme Specification ang thay be useful for consideration for
practitioners currently working with schools. Futlexploration of CMO configurations
continues to be needed in order to increase thafgiy of contexts and mechanisms and
further refine the Programme Specification. Thegasged mechanisms can be explored
again in the real world of partnership work witthsols to see if they remain as
mechanisms under the different, but perhaps sligtthilar, circumstances of another
partnership project aiming to promote children’sntaéhealth and emotional wellbeing.
The researcher acknowledges that it would have be@a robust to have interviewed

more staff in more schools and also to investigat®ols, or interventions, where the
project was not so effective and successful. Howeaxeen if all this is taken into account,
the latest Programme Specification is still a usstarting point to take forward for practice
for future projects. For example, the researcherusad the information to develop an
induction programme for incoming Treasure Teant stafking with the Educational
Psychology Service. The team have been traindeeiev¥idence-based approaches listed in
the Programme Specification and Table 6.8, and éineencouraged to attend Educational

Psychology Service days.

7.6 The role of the educational psychologist

Educational psychologists managing projects, angyyo enhance the impact of supportive

work in schools, might want to consider develogimgr practice by taking into account
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some of the knowledge from the Programme SpeadificgT able 6.10) in order to increase
the likelihood of training building the capacity staff in schools. It is clear that many of
the CMO configurations revealed are useful knowdedigout effective capacity building
activities with school communities. For examplsugportive school context which allows
and supports teaching assistants being trainectivedistening skills will tend to lead to
firmly-embedded new skills being used by thosehearassistants to support children’s

emotional needs, several years after the trainasgtéken place.

Educational psychologists need to consider howegign training programmes so that the
new skills and learning are sustained. Some o€© configurations from this
evaluation indicate that effective training enaldelool staff to share practice and
casework with school staff from other schools. AeotCMO configuration that was
effective for sustaining skills and building dethunderstanding was the opportunity to
observe the APC they modelled approaches or cbtéed groups. These skills were also
modelled and demonstrated in the training couisdglly the APCs had been trained by

the Senior Educational Psychologist in some ofdleggroaches.

The role of the Senior Educational Psychologispragect manager, was not explored in
depth by this evaluation. However it is clear frima comments given by the APCs and
the way that the project evolved that she was ard@yential mechanism influencing the
development of the project so that: a broad, eccddglefinition of mental health and
emotional wellbeing was understood and used byetim, account was taken of research
knowledge in the area of mental health and emote#dbeing promotion, any

interventions and approaches used were eviden@stpsigff in the project team were well
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trained in these approaches, that a ecologicalj-fiagketed, multi-level approach was
taken to work in schools and that person-centrets t@.g. PATH) were used as part of

their participatory partnership work with schools.

7.7 New questions arising from the research

As previously stated, the research has evaluapedject that attempted to develop an
effective and efficient service delivery model th@tk account of previous knowledge
about the partnership work and the promotion oftaddrealth and emotional wellbeing of
children. Working in partnership with education&@fsand schools is a relatively new field
of work for some practitioners in the mental heéitkd. Sometimes it is comfortable for
some practitioners to take old ways of working inéav environments. While these may
continue to be effective for some targeted vulnierahildren, they are not efficient in the
use of professional time. It is clear that serviveed to be far more proactive in
developing more ecological approaches to mentdtthpeomotion that look to change

environments as well as support individuals.

The building of school staff's capacity to meetldten’s emotional needs is also a
relatively new field of work. Schools have becomarenaware of the need to support
children’s emotional needs through governmentatiites such as SEAL (DfES, 2005)
which were aiming to increase schools’ ability totare children’s mental health and
emotional wellbeing. However the recent evaluabb8EAL (DSS, 2010) has indicated
that future school-based social and emotional Iegrimitiatives should more accurately
reflect the research literature about ‘what workghis area — namely structure and

consistency, adherence to the principles of theagmh and the monitoring of fidelity of
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such programmes. The findings from the Treasurg€trevaluation would seem to agree
with these findings. However there also seems ta tuether step that needs to be taken -
that of training key school staff to be in-schoelgers who are skilful in therapeutic
support work. This would appear to be a new fiblt tould be developed in the future by
educational psychologists or mental health practérs. This would allow the baton of
mental health promotion to be passed to the brasadteyol community and this would
seem to be an area where effective and efficiety gdervention would be better than
relying on the expertise of a few highly-trainedfessionals working with children

presenting with signs of mental illness or distress

The evaluation of the Treasure Project has shoemdle of the APC was critical in being
a catalyst of change for both practitioners andsttt@ol environment. They identified

their co-working and training with the Senior Edtimaal Psychologist and the
Educational Psychology Service as being key meshanin developing their skills and
their role with schools. A new area of research idde to look at those professionals who
work within educational environments with a mettehlth promotion role. The number of
practitioners with this brief is growing and itimportant that the knowledge about the
skills they require is explored. This knowledgel\welp them to develop their roles in an
effective and efficient way so that children’s nartealth and emotional needs are met

well in school environments and that staff are ewgred to sustain this support.

7.8 Limits of study

In considering the findings of this study, it isgortant to also discuss the limitations of

the evaluation. Firstly, the evaluation took plaver an extended period. The

252



guestionnaire was sent to schools in July, 20G8agroject ended and the realistic
interviews did not take until April, 2009. For som&hools, particularly those that were
involved with the Treasure Project for a limiteohd in the early years of the project, this
may have impacted on the head teachers’ respomsles guestionnaire. In terms of the
interviews, some of the trained staff had leftsbkools and were not available for
interviews and reduced the pool of available dtafhterview in the successful schools.
Another limitation of the study is the lack of par& input or assessment of the effects of
the programme on the school ecology, teachersear¢hildren. The children’s views
were also not sought. Some of the more vulnerdtildren’s views about the impact of
the interventions they had participated in wera@ediindirectly through the information
contained in the Annual Reports (Shephetrdl.,2006, 2007). However it would have
been useful to also gain a sample of children’s/gifom the selected successful schools
to see whether they had noticed any changes isctin@ol ecology. It would also have been
interesting to know whether any changes in thedebii’s social and emotional resilience
had been sustained. Some researchers may alsdhhirtke study’s findings were
weakened by the absence of any standardised ppestrassessments clinical measures
of the children’s mental health and emotional waitig. However this type of individual
assessment would not have been consistent witly acDonald’s and O’Hara’s (1998)

ecological definition of mental health and emotionallbeing.

The findings of this study may also have been comged by the researcher’s
availability for research activities and the timaiable from school staff. This influenced
the choice of data collection methods and the \wayfihdings were analysed. As already

discussed it would have been perhaps more robadsaanterview head teachers and staff
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in unsuccessful schools, as originally plannedsTéck of balance may mean that
conclusions have been drawn incorrectly from thdifigs from successful schools.
However it terms of Realistic Evaluation the reshar sought to find those CMO
configurations that were associated with effectimek and this is why she feels justified

in drawing her conclusions.

7.9 Concluding statement

This thesis has drawn attention to some contexdsyechanisms that are important in
enabling a school-based project to be effectiygramoting children’s mental health and
emotional wellbeing and sustaining capacity in stfito meet their emotional needs. The
Treasure Project was effective in both these aardshis effectiveness seemed to be a
result of the long-term, multi-faceted, multi-leveslological nature of the service delivery
model. The role of Area Project Coordinator wasigeebe a major factor influencing the
development and building of the capacity of schoolseet the emotional needs of
children and young people. Their coaching and siiien strengthened the impact of this
training on school staff's skills and confidencesupporting the more vulnerable children
in their school. Their skills in supporting childréhrough therapeutic approaches was very
important, as well as their ability to be flexildad responsive to the needs of the children
and the school. The influence of the Senior EdooatiPsychologist in linking the project
work to both psychological theory and evidence-tgwactice was also a key factor in

producing the successful outcomes of the project.
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Appendix I:
Multi-agency Partnerships

List of Community and Multi-agency Partnerships of the ‘Treasure Project’
(p.11, Shepherd et al., 2007.)

The ‘Treasure Project’ team had strong links with over 19 other relevant services such as
Healthy Schools, CAMHS, Adult and Community Services (see following list):

Agencies worked with include:

Adult and Community Learning Services
County Arts Service
CAMHS (Child and Adolescent Mental Health Services)
County Music Service
County Parenting Coordinator
EPS (Educational Psychology Service)
LABSS (Learning and Behaviour Support Services
Independent Community Artists
Community Workers Forum
Library Service
Parent Partnership Service
Partnership for Children
County Anti Bullying Coordinator
PRU/ESWS
RELATE
Samaritans
TELAC (The Education of Looked After Children)
Children’s Fund
Healthy Schools
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Appendix Il
Annual Report, 2007

The following extract is taken from the Annual Rep2007 about the ‘Treasure Project’.
(p.12 — 20, Shepherdt al, 2007.)

Interventions and Partnership Work September 2006 -August 2007

Each individual intervention has been evaluatedbuph feedback from participants.

Feedback has been gained through questionnaiteyy sxales, photographs, pictures or
recording of anecdotal comments. The following dama information summarises the

impact of some of ‘Treasure Project’ activitiesh#ts been organised into Meso and Micro
Level activities:

Meso Level — (Whole School Environmental Focus)

3.1 Jenny Mosley’s Quality Circle Time © Training

Positively highlighted in the latest DfES guidarfoe the Primary National Strategy, this
whole school, eco-systemic model helps schoolsteréee ethos advocated in the SEAL
programme by supporting them to create an enviromnmewhich social, emotional and

behavioural skills can be developed.

Since becoming accredited trainers in the JennyléjoQuality Circle Time Model in
November 2005 XXXXX and XXXXXX (Area Project Coordinators) have delivered
training to 11 schools. The closed INSET day traaninvolves all school staff, including
lunchtime supervisors, whilst the open INSET inesidirect work with children.

Of the feedback sheets returned from participamesfollowing average responses were
given:

Responses from Participants — Whole School INSET

Overall rating of training Average percentage ¢fineed
guestionnaires

Very Useful 80%

Useful 20%

Not Useful 0%

267



3.2 PATH (Planning Alternative Tomorrows with Hope)

This year three schools opted to have PATH INSEATHP is a creative visioning process
which can be used by organisations, groups or iddals to develop an action plan
towards a future goal or dream. The ‘Treasure Btofgea Co-ordinators are fully trained
PATH facilitators.

PATH has now also been used very successfullykaes/dool in the consultative process
for Happier Playtimes. In partnership with otheemgjes, the team have also begun to use
the PATH process with individual children includifegmily members and school staff to
facilitate positive future planning. In the periodvered by this report The Treasure Team
has facilitated PATHSs for 11 schools, for the Ctalds Fund and for one individual young
person. The team have also been participants InP#EH process as part of their
involvement with the Peer Mediation service.

3.3 ‘Happier Playtimes’

‘Happier Playtimes’ is a specific intervention deped and piloted by the ‘Treasure
Project’ following consultation and feedback fronwale range of members from school
communities including children, lunch time supeovss management staff, parents, head
teachers and governors. This year 2 whole schoohumities have been represented and
fully participated in the programme taking partconsultation exercises, play, delivering
workshops as well as identifying and applying fanding to improve the playground
environment and facilities. Lunch time supervisarbp are key to the overall success of
the programme, have reported a growing sense ofowenment and belonging. The
Happier Playtimes programme has been successiplyrted in local and county council
press, assisting schools in making funding apptioat and highlighting best practice
within their local communities.

3.4 Peer Mediation

In September 2006 the two project co-ordinatorsabetglivery of peer mediation training
as part of a multi-disciplinary team, developed dad by Peter Timms of the Pupil
Reintegration Unit. The purpose of the programmegaserally to support children’s
emotional wellbeing by empowering them to managsuas associated with peer
relationships and to support the professional agraent of school staff, in particular that
of lunchtime supervisors. Involvement with the peogme has allowed the ‘Treasure
Project’ to develop links with new schools leadingurther identified work that supports
a multi agency, county wide, holistic approach.

Both ‘Treasure Project’ Area Co-ordinators offerekdy training to one class per week.
Some 50 classes across the whole of XXXXXXXX hawerb trained by ‘Treasure
Project’ Co-ordinators, delivering the programmenal or in partnership with colleagues
from Learning and Behaviour Support Services (LAB&8&d the Education Social Work
Service (ESWS). Both Area Coordinators deliver aididining with colleagues from

ESWS and LABSS. Based on approximately 30 chilgren class, some 1500 children
have been trained in this peer support interventiapproximately 40 schools.
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The following comments were received fraaults who have completed the training:

“The Peer Mediation training was excellent. The kefly enjoyed everything and

got a lot out of it. We don’t have many problemsehbut the children do now seem
to see other people’s points of view more easily aod are getting very good at
solving problems and being able to put things ip&yspective. | believe this is
largely attributable to the Peer Mediation traininigey’ve received this year. What's
really brilliant is that they remember the trainisg well and they bring it into circle

time and other areas of the curriculum. The adaining was great — we all enjoyed
it.”” Deputy Head, Kxxxxx Primary School.

“It was interesting to see such positive attentiavished on the children.”
Participating Teacher

The following comments were received fraimldren who have completed the training:

“This is very useful to me, | can go and help mymand dad sort out their
problems.”

“I've really enjoyed the training. Practising theadiation is great and | can’t wait to
begin being a peer mediator.”

3.5 Solution Focused Approaches:

Two external training courses took place in the XX XX and XXXX areas during this
academic year with a total of 24 teachers, teacassigtants and educational psychologists
taking part. When asked what found most usefulngoyable about the courses, delegates
said:

“Sharing with others — hearing their experienceas-this was my first time learning
a new approach was very useful. Thank y&ENCO

“Clear explanation of the Solution Focused Approadfime spent exchanging
experiences and ideas with others. Practical eseishowing the approach can be
applied to practically everything and anythinggENCO

“It was great to have the ‘space’ to meet othershva common aim. | hope that |
will be able to present this back at school in slagne positive and empowering way
in which it was presented todayTeaching Assistant

“Looking forward to developing the approach in sohaPossibly to make contact
for whole school collaborative work SENCO

As direct result of the above courses, trainingrses for an additional 15 teaching
assistants took place in secondary schools in éXXand XXXXX Areas of the county.

1 training course for all staff in a Southern A@anary school also took place. School
staff commented about these internal training @sies follows:

269



“l think it made me think about myself and my owoalg in life. If | was doing
mentoring | would use this system as | think iphelo focus on positives not the
negatives. Teaching Assistant

“l feel I've been given positive tools to help mehwthe pupils in school. It was
interesting to hear other members of the group slgatheir ideas with each other.”
Teaching Assistant

“Modelling of questioning techniques shown by XXXXthe emphasis on the
positive. Turn around for kids who feel negativeouatbthemselves. Teaching
Assistant

“Solution focused, not problem focused, gave usagries that we can easily apply.”
KS4 Teaching Assistant

3.6 Treasuring Ourselves Groups

Treasuring Ourselves Groups are facilitated by astee Project’ team members who are
trained in Solution Focused Brief Therapy (SFBT)prapches. A similar format is
followed for groups run in both primary and secawydachools. School staff are
encouraged to co-facilitate the groups with ‘TreasBroject’ team members and to be
trained in solution focused approaches. The groupsgor typically 5-6 sessions. Children
are invited to attend groups based on an identifiedd or as part of a whole class
opportunity.

100 children in Key stage 1, 2 and 3 took parhaTreasuring Ourselves groups this year.
15 teaching staff worked alongside Treasure Teanmbmees, many of whom have
continued to deliver solution focused groups onrtbe/n. The children who took part in
Treasuring Ourselves groups were asked to compteteand post- questionnaires based
on their own feelings about different aspects diost. Children were asked to rate
themselves on a scale of 1-10 for questions 1 to 6.

Q1 -1 work well in school

Q2 -1 enjoy play times

Q3 —1 get on well with other children

Q4 -1 get on well with my teachers

Q5 —1 am good at solving problems at school

Q6i — 1 am looking forward to my new class next year

Q6ii — I am looking forward to going to(nextclass/school/holiday)

In the post questionnaire children rated themsefgser in: working well at school; being
good at problem solving in school; looking forwdaodsecondary school /school holidays
and liking being at secondary school. The areageviiere appears to be no improvement
are: getting on well with other children/ teacharsl looking forward to the class next
year.
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There are a whole variety of reasons why some saose and others fell including what
kind of day children were having when they completee forms and how they were
feeling on the day about their relationships witheos. It is also reasonable to expect that
when given an initial evaluation form of this degtion to complete, children may feel
that they have to circle an ‘expected’ or ‘percdivexpected’ score which may be quite
high, whereas after taking part in the group andrftaestablished relationships with the
facilitators recognise that their scores can béanttheir own and so children may be
much more congruent or realistic.

The children’s comments about their experiencegshm groups generally show that
children:

enjoyed coming to the group

enjoyed talking about feelings and felt more ablexpress themselves

gained confidence

gained more friends and got on better with people.

What the children said they gained from the groups

[ERN
=

Confidence
More friends and get along better with others 10

Nothing

Helped with schoolwork

Can solve my own problems now
Listening skills

Sharing feelings

Take a joke and be calm

Not to worry/ be stressed as much
Be nicer

Think before | act

I’'m more positive

I’'m happier with school life
Targets helped a lot

DNA

I now get to school on time
Helped with my behaviour
Learning about keeping secrets
More conscious of other people’s feelings 1
Using scale on problems

Less time penalties (sanctions)

All of the ways

I’'m better with bullies

Getting out thoughts that | don’t want in our head

RPRRPRPREPRPRPEREPNONNNWWD NN
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3.7 Therapeutic Storywriting Groups

The Therapeutic Storywriting model is a researcbhven curriculum based approach
developed by Trisha Waters that uses stories writie both pupils and the teacher to
support pupils with emotional, behavioural and abdifficulties. As well as supporting
pupils to get in touch with their own feelings thgh story metaphor, the Therapeutic

271



Storywriting session aims to develop pupils’ co-operative and interpersonal skills. Key
Stage 2 children attend groups for 6-10 weeks. Groups of 4 to 6 children can be facilitated
by any member of staff who has attended the 3 day training programme.

The ‘Treasure Project’, in partnership with Trisha Waters (Insight Training) disseminated
the model to professionals in XXXXX through a 3 day training programme. This took
place over a two month period so that participants could facilitate groups and thus bring
experiential learning back to the training group. Each participant was given a copy of
Trisha Waters’ textbook ‘Therapeutic Storywriting® and XXXXX (Area Project
Coordinator) has consequently developed a supporting handbook.

In order to deliver the training programme in 20060hding of £1600 was successfully
achieved.The 3 day training was delivered during February Bfaich 2007 at a central
location and was attended by 4dhool staff and educational professionals. As a result of
this training and previous training professionals have continued to run small groups and
approximately 67 children, spanning Y3 — Y7 have attended weekly one hour groups over
a minimum 6 week period. .

The following quotes demonstrate the positive impact on some of the attendees:

“l don’t enjoy writing because | can’t write. | am rubbish at writing because | can’t
write. | am rubbish at writing because | can't think of any ideas and I'm terrible at
listening to people”Comment from boy aged 9 at the beginning of the group. At the
end of the group the boy said he felt okay about his writing and kais$ like you
planted a seed in my stomach and it grew and now | have ideas.”

“I was really nervous at the beginning of the group, but now I am feeling very good.
It has made a difference to my handwriting and helped me understand stories
better.”

3.8 Treasure Art Clubs & Treasure Time

Treasure Clubs and Treasure Time interventions are based on The Pyramid Trust research
proven model of after school clubs. Treasure Art Clubs are after school clubs that were
developed as a direct response to requests from children to incorporate drawing and
creative art activities into their small group work. These clubs set out to enrich children’s
lives, trigger potential for self-healing, and move children forward in making positive
changes within themselves, their relationships and their worlds in general, by encouraging
and allowing children to explore their own emotional development through art and Quality
Circle Time.

In order to offer the children the best possible practice and opportunities, funding was
sought so that professional artists could be employed to work in partnership with Treasure
Coordinators. A successful bid to f Social Services Arts Budget resulted in £3,990
matched by ‘in kind’ funding from schools and The ‘Treasure Project’, which allowed 3
groups to run for 10 weeks. A total of 33 children and 1 parent participated on a regular
basis in 3 schools across XXXXXX.
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Schools were able to extend the school day for somigren. Art Club has inspired
schools to look at other ways of promoting emotiavelbeing within their community, as
well as giving them an opportunity to invite pareaind governors in to meet and work
alongside children. Comments about the clubs wefelbws:

“The project has been a resounding success, whiehhape will now open up
greater opportunities to promote the emotional ihg of all our children."Head
of Clapham Terrace

Parents have reported increased confidence in¢h#édren. The father of K., a year
6 pupil who comes from Thailand, was very enthugiagout the club stating that it
has,“made a real difference to K. ”

One year five boy, who had had particular diffi,edtboth at home and at school,
stated how much he had enjoyed sharing time wishnibther at Art Club doing
something that they were both interested in.

The wider impact of this intervention is that Gawans in one school have been so inspired
by the success of the project and are looking atihmight be continued in schools. Other
schools have expressed an interest in a Therap&itiClub taking place at their school.
The Extended Schools Service have also been imciontth the Treasure Team to explore
ways of developing further Art Clubs in the nexademic year.

3.9 Zippy’s Friends

Zippy's Friends is a research proven curriculum dewveloping KS1 children’s social,

emotional and behavioural skills. It is deliveregd KS1 class teachers and teaching
assistants. The ‘Treasure Project’ (EducationatRsipgy Service) is the Zippy’s Friends
licence holder for XXXXXX. The ‘Treasure Project’adé trained 10 schools and 14
teachers/teaching assistants/members of EPS tobkpghe 2006 training.

The training was rated as follows:

Overall impression of the course Response % of returned feedback
forms

Very useful 100

Useful

Not useful

When asked what they found useful or enjoyed atfmutourse, delegates commented:

“Everything! Ideas from people who have used Zip@nd know what else could be
added. Offers of help and support when back in@lchd@eacher

“Showing how to use resources. Getting to speabtt®r schools and planning
time.” Anon

“Practical and positive™ teacher
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Delivery:

A total of 24 trained Zippy’s teachers/teaching assistantsdiop staff trained in 2005)
have successfully been delivering the programmschools, which has resulted éi1l
KS1 children participating in the Zippy’s FriendSIPE&C Programme over the academic

year 2006/07.

The ‘Treasure Project’ also hosted internationalters from America and Denmark and
were contacted by partners in Australia, welcomilngm into XXXXX schools to see

Zippy's Friends in action. The American’s visit$ohools in Kenilworth and Leamington
Spa was featured in the Children, Young PeopleFamdilies Directorate’s January edition
of their newsletter, TLC.
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Appendix Il
Letter Accompanying Head Teachers’ Questionnaire

Dear Head Teacher,

Your school was involved with The Treasure Project during the period September,
2006 to June, 2008. We are in the process of evaluating our work with schools and
would very much appreciate it if you could complete the enclosed questionnaire for
you. It would be most helpful if you could return it to the Educational Psychology
Service as soon as possible.

Our intention is to collate information about the impact of The Treasure Project
and this will be used to inform our future practice.

Thank you for your time in completing this questionnaire,

Yours sincerely,

The Treasure Team

Deborah Shepherd — Senior Educational Psychologist
XXXXXX — Project Coordinator
XXXXXX — Project Coordinator

Please return completed forms to
Deborah Shepherd
Educational Psychology Service,
XXXXXXX
XXXXX
XXXX
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Appendix IV:
Copy of Head Teacher Questionnaire

Working together with whole school communities

to promote emotional wellbeing

EVALUATION OF THE ‘TREASURE PROJECT’

The ‘Treasure Project’ has been active in XXXXXXhgols from November 2004 to March 2008.
In this period 607 staff from 56 XXXXXX schools wetrained in a variety of approaches and
3452 children and young people have received sdbasdd support for their emotional needs.
Over 50 schools have worked in partnership with Theasure Team and associated partners in
order to promote emotional wellbeing within scheolironments.

In appears that positive outcomes for children wodng people have resulted from this multi-
levelled approach and school staff have become mkiled in supporting children’s emotional
and behavioural needs within the school environmév are now evaluating the ‘Treasure
Project’ in a more formal way and would very mugbpieciate your feedback through the
completion of the attached confidential questiormathis information will become part of a
collated data base to inform evaluation of the &Btge Project’ and your school with not be
identified in any way. Thank you for your time,

Deborah Shepherd
Senior Educational Psychologist

Name of school: AXXXXXXXXXX
Your Name: Position in School:

1. The following ‘“Treasure Project’ Activities have been undertaken by your
school ( Autumn 2007 — Spring 2008):

Capacity Building Activities No. of Staff

Introduction to Quality Circle Time 7

Direct work with children that has taken placeiny  our No. of children

school

Treasure Clubs (during lunch) 8

Quality Circle Time for Healthy Living Week 4 classes (120
children)
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2. The ‘Treasure Project’ team works in partnership with schools and other

agencies to develop package of intervention/support to promote the
emotional well-being of children within school comm unities. Would you
view your schools’ work with the team as being with in a partnership

relationship?

Yes/No (Please circle and give evidence of your opinion below)

3. In your view what have been the most useful aspe cts of the ‘Treasure
Project’ team work with your school community and f or what reason?

277



What has been (if any) the impact of the ‘Treasure Project’ on the emotional
wellbeing of children _in your school in the following areas:

o Changes in the school environment or general ethos?

o Changes in children’s self-esteem?

o Changes in the children’s ability to process emotio ns?

o Changes in the children’s self-management skills?

o Changes in the children’s social participation?
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7. What is your general impression of the impact of the ‘Treasure Project’

8.

on families _in your school community in terms of:

0 Understanding of children’s emotional needs?

o Parenting skills?

o0 Attitude towards school?

What is your general impression of the impact of the ‘Treasure Project’
on the school staff's capacity to promote the emoti onal well-being of
children within the school environment as a result of. (please circle)

o Quality Circle Time Training
Has had general Can sustain this approach Are using this approach Has had no
impact on school by themselves by themselves impact on staff

o Other (please describe)

Has had general Can sustain this approach Are using this approach Has had no
impact on school by themselves by themselves impact on staff

Any further comments?
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Thank you for filling out this questionnaire. The a bove information will be
used as data for the evaluation of The ‘Treasure Pr  oject’ and will be collated
into a document to be considered by XXXXXXX Educati onal Psychology
Service and associated partners. The data may also be used as part of
Deborah Shepherd’s doctoral research into the promo tion of emotional well
being in schools. | would be grateful if you could sign the following
agreement.

| agree to the above information being part of Deborah Shepherd’s doctoral
research programme with the understanding that there will be no identification of
individual schools, or staff, or school community members in any publication/report
etc..

Signature of headteacher: Date

A few schools will be contacted by Deborah Shepherd for a more in-depth
interview. The interviews will take approximately an hour and will enable themes
arising from the questionnaire to be explored more fully.

I am willing to be contacted for a more in-depth interview YES/NO

I am willing for key school staff to be contacted for a more in-depth interview
YES/NO
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Appendix V:

Head Teacher Questionnaire —

Responses from Project Schools for Question 2

The Treasure Project team works in partnership gg6tiools and other agencies to develop
package of intervention/support to promote the @nat well-being of children within
school communities. Would you view your schoolsrkvaith the team as being within a

partnership relationship?

Treasure Project

Simplified version of

S Activities in school RESpONER 1o QUissiem 2 response to Question 2
P1 QCT/TC Yes. Whilst members of the TP | «  felt part of the partnership
team were involved with the school
then at time we felt part of the
partnership
P2 PMT, TSWg, DW, Yes. School and the TP team werees  discussed needs & agreed
TBP able to discuss needs and agree activities
suitable activities accordingly.
P3 QCT, ZF, TSW, LuS, | Yes. The TP team worked very | « efficiently & professionally
TSWq, TC, DW, ZF & | efficiently and professionally developed interventions to
QCT modelling, developing a variety of support children and staff
motorskills interventions support both children «  responded to very wide
and adult staff responding to aveny  range of needs & adapted
wide range of needs — always over time
adapting and indicating « commitment to emotional
commitments to well-being within
improving/developing emotional community.
well-being within our community.
P4 QCT, PATH, HPP Yes. We had discussions before the initial discussion
sessions to discuss the needs of the  discussed needs of school
school and then throughout the throughout projects, worked
projects we worked and adjusted and adjusted accordingly.
accordingly.
P5 SFA, TC Yes. The team develop good  worked as a team
partnerships with pupils and staff.| «  good partnerships with
pupils & staff
P6 ZF, SFAs, TSW, Tog, | Yes. With some interventions e.g.| «  partnership around some
TC, Therapeutic Storywriting and interventions TSW, SFA
QCT modelling Solution Focused Approaches and and Tog
Treasuring Ourselves.
P7 ZF, SFA, TSW, Tog, Yes. Work has been planned » work planned together
TC, QCT modelling together. There has been « consultation at every stage
consultation at every stage and « work evaluated
work has been evaluated.
P8 QCT, ZFgq, IC, TOg, Yes. TPC1 has worked with the | «  worked with staff when

TC

staff when planning and evaluatin
the success of the project with the
task group. She has also presente
staff meetings to ensure staff are
aware of how to support children i
class.

planning & evaluating
success of project with task
group
presented staff meetings to
ensure staff are aware of
how to support children in
class
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Treasure Project

Simplified version of

D

et Activities in school RESPOIED (QUESIEN 2 response to Question 2

P9 TOg (completed by Learning Mentor &| « came into school & led
Deputy Headteached)PC2 came sessions with 2 groups to
into school and led sessions with support TA, taking the lead
two groups for first few weeks and . gave constructive criticism
supported me taking the lead fof 2 to enable TA to lead groupd
half of sessions and gave me independently
constructive criticism to enable me¢ «  evaluated results, forwarde
to lead more groups independently them & certificates
in our school. She evaluated our | «  gple to contact her if in nee
results — forwarded them and of future support
certificates for our use. She asked
me to contact her if ever | needed
support in the future. | also received
other useful ‘Solution Focused’
information.

P10 ZF, SFA, TSWg, TOg | Yes.

P11 SFA, TSW, TOg (completed by SENQO » worked together more able
Yes. When we worked together we & so more able to reinforce
were more able to reinforce the the SFA training aspect
Solution Focused Approach. « supportive ethos generated.
Clearly the training aspect was
strong and the group benefited from
the supportive ethos generated.

P12 QCT, PATH, ZF, Yes. We always felt that we had & «  very good relationship

HPP, TSW, Lmen, very good relationship with the TP «  totally supportive and
LuS, TSWqg, TOg, DW, | team and they were always totally, committed to our school
QCTg, FC, TW, TBP supportive and committed to our | «  advice always available.
school. Advice was always
available.

P13 SFA, TOg Originally when setting up the + when setting up the group
group we received good partnership  we received good
support. But once our teaching partnership support
assistant was trained we had no
contact from the team.

Unfortunately the teaching assistant
left the school after the first year
and so we now do not have a
trained person to continue the TP
work.

P14 HPP, PATH, Yes. The partnership established ae  dialogue of discussion
dialogue of discussion, linked to linked to aim of making
our aim of making playtimes playtimes happier
happier for children.

P15 QCT, TSW, TC, Yes.

QCTmodelling, IC

P16 TSW, TSWqg, TC, DW | (Completed by Teaching Assistant
level 3)Yes. The younger children
worked well together and enjoyed
the session.

P17 PATH, QCT, SFA, Definitely yes. The school tries to

TSW, TSWg, TOg,
QCTg, TC, IC

actively engage and work with

other agencies at all times.
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Treasure Project

Simplified version of

et Activities in school RESPOIED (QUESIEN 2 response to Question 2
P18 ZF, SFA, TOg (completed by teaching assistant)| « a partner relationship
Yes. | personally worked with « very supportive and helpful
TPC2 on the “Treasuring « able to give our points of
Ourselves’ project. There was view and listen to each
definitely a partner relationship other.
with TPC2. She was very
supportive and helpful and we were
both able to give our points of view
and listen to each other.
P19 PATH, ZF, HPP, Yes. Shared understanding of the| «  shared understanding gaing
TSW, LuS, TSWg, IC | aims and ethos of the TP was through INSET Day
gained by the whole staff through | «  awareness-raising session
an INSET Day. Both teaching and led to much thought
non-teaching staff attended. This provoking and constructive
awareness raising session led to discussion resulting in new
much thought provoking and strategies for teaching and
constructive discussion amongst the  |earning for key children
whole staff which in turn resulted in and small groups
new strategies for teaching and
learning for key children and smal
groups-
P20 ZF, QCT, PATH, Yes. We have a very strong » avery strong relationship
TSW, LuS, AcList, relationship with TPC1, whom we part of the team
TC, QCT, IC really consider to be a part of the
team at $choo). So much so, in
fact, that we were pretty devastated
at the news that she would no
longer be able to work with us as
part of the TP. We now employ
(name of TPClland fund her
through the school’s delegated
budget to do 1:1 counselling work
Children who work with TPC1
frequently are supported by other
agencies. | feedback relevant Child
Protection information to TPC1.
P21 LuS, SFA, ZF, TW Yes. In the past. (No input from TR« in the past
for some time now.)
P22 QCT, QCTmodelling | We used the TP for whole staff » whole staff training to
training and development of Circle develop Circle Time across|
Time across the school. school
P23 TOg Yes. Very close working » very close working
relationship with the teaching relationship with TA
assistant. Good planning priorto | «  good prior planning with
the project with SENCO. SENCO
P24 QCT Yes. | joined the school in Februarye  favourable comments

2007 as the Head teacher. | have
heard favourable comments abou
the TP. All staff who took part in
the training found it a valuable

experience.

all staff valued training
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Treasure Project

Simplified version of

et Activities in school RESPOIED (QUESIEN 2 response to Question 2

P25 TOg Yes. | worked very clearly with worked very clearly to
TPC2 initially to identify children identify children
for the group and she kept me kept informed of any
informed of any significant things significant things from
from the sessions. sessions

P26 QCT, QCTmaodelling It is partly a partnership in that partly a partnership (short

there was time for discussion with
staff and with the second session
seeing the process in action was
showing an equality as well as
describing. On the other side it is
very short term partnership and in
the longer term some sense of
connection to the project may be
needed.

term)

time for discussion with
staff during training

an equality feel during
second training session by
showing as well as
describing QCT
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Appendix VI:
Head Teacher Questionnaire —
Number of Responses around an Emergent Theme about
Partnership with Project Schools

Emergent Theme School coding No. of
times
mentioned
1. Supportive partnership P1, P5, P11, P12, P28, P 6
2. Partnership with pupils and staff P3, P5 2
3. Discussion P2, P4, P14, P26 4
4. Planning and agreeing on activities P2, P7PRE, P23 5
5. Commitment to school P3, P12 2
6. Adapting and adjusting interventions to need , BB P7 3
7. Variety of interventions P3 1
8. Responsiveness to needs P3, P4 2
9. Collaborative activity around interventions , P8, P11, P13, P18, P21, P24, 8
P26
10. Evaluation of activities P8 1
11. Whole school awareness raising P8, P19, P22 3
12. Advice P12 1
13. Collaboration around identification of vulnelab P25
children.
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Appendix VII:
Head Teacher Questionnaire —
Number of Responses for Question 2 around a
Subsidiary Theme about
Partnership with Project Schools

- No. of
Subsidiary The”.‘e School coding times
(or Strong Mechanism) .
mentioned
1. Good partnership P1, P5, P11, P12, P20, 6
P23

2. Collaborative planning to meet needs of school P2, P3, P4, P5, P7, P§, 10
community P14, P23, P25, P26
3. Commitment to school community P3, P12, P8, P22 5
4. Cycle of evaluation and adjustments of P3, P4, P7, P8 4
interventions
5. Collaborative activity around implementation off P6, P9, P11, P13, P18, 8
intervention P21, P24, P26
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Appendix VIII:
Head Teacher Questionnaire —
Responses from Project Schools for Question 3

In your view what have been the most useful aspedtse ‘“Treasure Project’ team work
with your school community and for what reason?

KEY: Positive Impact on Pupils or Families (P)
Positive Impact on Capacity of Key School Staff (C

Positive Impact on Capacity of Whole School ComityufW)

Shortened
‘Treasure response to Positi
School Project’ Response to Question 3 | oSl |vte
ChOO) - activities within Question 3 mpac
(Coded for Coding
school Outcomes and
Mechanisms)
P1 Quiality Circle Time | During the one hour Some pupils improved co- P
(introduction to) sessions of the TP team | ©Peration skill{O)
Treasure Clubs some individuals showed
(during lunch) improvement with their
Quality Circle Time | co-operation skills.
for Healthy Living
Week
P2 Peer Mediation Peer mediation training | PMT training for staff & C
training (INSET) for staff and for pupils. Ag PuPiIs(M)
Therapeutic peer mediators, the older| giger children support P&w
Storywriting groups | children can take on the | peers & are involved
Drama Work role of supporting their | decision makingM and
Teddy Bear’s Picnic | peers and be involved in 0) P
decision making. Children chiigren supportego)
who have difficulty in P
social and emotional Opportunity to have a voice
interaction are supported ©
in circle groups and have
the opportunity to have a
voice.
P3 Quallity Circle Time | Sharing expertise in a Sharing expertise in lively We&cC
(whole school lively and meaningful Zﬁitgﬁfnéﬁgﬂwﬁﬁﬂgeéﬁﬂ
INSET) manner to all staff — inspiring (M)
Zippy's Friends KS1 | empowering and
PHSE Programme inspiring. Hands-on support pupils P
(training) Hands-on support has y:r?e?)'/ﬁéf)‘r‘]'gtejégv"‘ef'de
Therapeutic been most meaningful to| empowering, wayév)
Storywriting all pupils with difficulties
(external course) in a wide variety of ‘Presence’ in schogM) W&cC
Lunchtime constructive, and again
supervisors fraining | empowering, ways.
INSET) ‘Presence’ in school was
Therapeutic ALWAYS very precious
Storywriting groups | and has been sadly missed
Treasure Clubs over the last 18 months.
(during school)
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Shortened

‘Treasure response to Positi
Schaol Project’ Response to Question 3 Irﬁsggte
Activities within Question 3 pe
Hool (Coded for Coding
SChoo Outcomes and
Mechanisms)
Quality Circle Time
(one off modelling
Drama work around
transition
Motorskills session
Zippy’s Friends
(modelling)
P4 Quiality Circle Time | The playground project | HPP helped parents and w
(whole school helped parents and dinngr dinner ladies gain better
INSET) ladies get a better :ijl?ed ‘fgsgi": 'Qﬁ,gﬂ“{;‘,‘e” ®
PATH understanding of what it | playgroundM and 0)
(Whole School is like to be a child on the o
Organisational playground. | think that as engci‘S;(eargr?;'g)'”g w
development tool) adults we often forget
Happier Playtimes that. PATH —express views of
Project (included The Quality Circle Time | where the school is headed w
PATH) was a good team building for staff across the whole
e o e
PATH gave us all the
opportunity to express
views of where the schoal
is headed. We had the
opportunity to work with
staff across the whole
school community and
governors.
P5 Solution Focused Allowed vulnerable pupilg Pupils’ voice heard in a P
Approaches the opportunities to Z?ﬁ:‘(}%ﬁiﬁé&pggﬁ'g
Training (external engage with small group
course) work and to find their
Treasure Clubs voice in a supportive
(after school Art environment.
Club)
Treasure Clubs
(during school)with
year 1
P6 Training in Zippy’s | Treasuring Ourselves — | TOg - raising self esteem P
Friends KS1 PHSE | raising self esteem of g‘;fja;%ectc‘g;'s"f’m”é‘r’g"gb'e
Programme target children, valuable
Training in Solution | and successful. TSWg supportive caring C&P
Focused Approaches| Therapeutic Story writing| atmosphere which relaxes
(external course) — supportive caring ﬁ:‘é‘g;ﬁ&‘?s%‘;‘:i;‘g’('& and
Training in atmosphere which relaxeso) 9
Therapeutic children — they see adults
Storywriting engaged in same activity| Zippy's Friends — good P&C
(external course) so good role iﬁﬁgfer;{&r :ﬁéeg‘)’ed
Treasuring modelling/sharing

Ourselves groups
(solution focused
model)

Zippy’s Friends — good
support for bereaved

children.
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Shortened

‘Treasure response to ..
S - Positive
Project Response to Question 3
School L s . Impact
Activities within Question 3 .
(Coded for Coding
school Outcomes and
Mechanisms)
Treasure Clubs
(after school Art
Club)
Quality Circle Time
(one session only)
P7 Training in Zippy’'s | Quality Circle Time — QCT, whole school training w
Friends KS1 PHSE | whole school training and '™ theory and practicé)
Programme work with Year 3 has ZF very successful in C
Training in Solution | provided staff with a supporting children to
Focused Approaches| practical knowledge of the develop empathgM and
(external course) impact. 0)
Training in Zippy's Friends — has TOg children found this P
Therapeutic been very successful in | helpful & positive parent
Storywriting support a particular group commentgM and O)
(external course) of children to develop
Treasuring empathy.
Ourselves groups Treasuring Ourselves —
(solution focused children found this helpfu
model) — parents commented that
Treasure Clubs they wished it had been
(after school Art available to older siblings.
Club)
Quality Circle Time
(one session only)
P8 Quiality Circle Time | Staff meetings Staff meetinggM) w
Group work with The positive effect her Positi .
. , . - . ositive effect on children
Zippy's Friends as visits here had on childref it jow self-esteen(0) P
basis who are expressing low
Individual self-esteem.
counselling
Treasuring
Ourselves groups
(solution focused
model)
Treasure Clubs
(during school)
P9 Treasuring The TP has empowered | TOg empowered children to P
Ourselves groups | children to be able to be more independent,
. enabled them a voice,
(solution focused become more realised that they can help
model) independent. It has themselves with self help
enabled them to have a | strategiegM and O)
voice. The children have
realised that thegan help C

themselves by using self
help strategies e.g. listen
to instructions, watch
what peers are doing, an
ask if not sure. Because
the success of the two

)

groups | have run 3

pf

TA able to run groups
independently after joint
facilitation & recommended
training to othergM and
0)
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Shortened

‘Treasure response to Positi
Project’ Response to Question 3 OsItve
School L s . Impact
Activities within Question 3 .
(Coded for Coding
school Outcomes and
Mechanisms)
groups independently (1
Year 5 and 2 Year 4
groups) and just starting 3
more groups (2 Year 5
and 1 Year 4). In addition
| have recommended the
training to two newly
appointed Learning
Mentors in Rugby.

P10 Training in Zippy's | Therapeutic Story writing] TSW helped children & P
Friends KS1 PHSE e s et
Programme -able to help children and ,nq o)

Solution Focused their families with issues
Approaches(external

training) -able to understand
Therapeutic children better
Storywriting groups

Treasuring

Ourselves groups

(solution focused

model)

P11 Training in Solution | (completed by SENCQ) | Vulnerable EBD pupils P
Focused Approaches| All the pupils involved in :ﬁ;?lﬂa{ci;hean:s;;si\t,rgam
(INSET training) the initial project were Successfwichom Y
Therapeutic vulnerable to ‘exclusion’ | experience most of the tim
Storywriting in the short term for EBD| (M and O)

Training concernsAll of these

(external training) pupils remain in the

Treasuring mainstream (at present)

Ourselves groups andmostare now having

(solution focused a relatively successful

model) school experiencmost of
the time employing
strategies they themselves
have generated.

P12 Whole school in In the short term — the TOg and FC (short term) P&C
Quality Circle Time | “Treasuring Ourselves” ggg;gr'mgsth'emé‘r‘]ﬁg'raefan J
INSET with PATH groups and the family families in need(M )

(organisational counselling as we were
development tool) able to offer almost Whole school PATH w

Training in Zippy’s
Friends KS1 PHSE
Programme
Happier Playtimes
Project

Training in
Therapeutic
Storywriting
(external course)

immediate support to the
children and families in
need. However, the whol
school PATH INSET,
Quality Circle Time work
and the Happier Playtime
project have had a far
reaching impact upon the
whole school.

INSET, Quality Circle
Time work and the Happier
Playtimes project far

2 reaching impact upon
whole school(Ms and O)

n

290




Shortened

‘Treasure response to Positive

School Project’ Response to Question 3 Impact

Activities within Question 3 i
(Coded for Coding
school Outcomes and
Mechanisms)
Listening Mentor
training (regular
support sessions)
Lunchtime
supervisors training
(INSET)
Therapeutic
Storywriting groups
Treasuring
Ourselves groups
(solution focused
model)
Quality Circle Time
Drama work
Transition work
Family counselling
Teddy Bear’s Picnic

P13 Training in Solution | It enabled us to highlight | TOg enabled highlighting P
Focused Approaches| a specific problem with a| ©f a.f‘ﬁc'f'g F(’)“’b'em with 3
(‘sitting by Sally’ pupil which has now led pupil (M and O)
training) to that pupil being further| some children found P
Treasuring assessed and diagnosed| process valuabléM and
Ourselves groups Some children found the | ©)

(solution focused process valuable.
model)

P14 PATH The work initiated new | HPP (including PATH) C&W
(Organisational ideas. It enthused L”Aiﬁjg‘e’é‘;"ggggfs’ of the
developmental tool) | members of the school | scnool communityMs and
as part of Happier team to ‘have a voice’. 0)

Playtimes planning | These members were _ , P
Happier Playtimes | mainly lunchtime Children enjoyed HPEM
) . . and O)
project supervisors. The children
Happier Playtimes enjoyed working with
project TPC1 too.

P15 Introduction to Counselling was helpful; | Counseliing helpfu(M and P
Quality Circle Time | would have like this to 0)

Therapeutic develop. TSW worked wel(M and C
Storywriting groups | Therapeutic Story writing| o)

Treasure Clubs also worked well, but with

(after school) staff changes and time

Quallity Circle Time | elapsing we almost need

(one off modelling to have people trained

Individual again.

Counselling

P16 Training in (Completed by Teaching | Project brought children P

Therapeutic Assistant level BThis together develop an

o . . . understanding of each
Storywriting project did help bring the | qher's needgM and 0)
(external course) children together and
Therapeutic develop an understandin

Storywriting groups

of each other’s needs. |
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Shortened

‘Treasure response to Positi

Schaol Project’ Response to Question 3 Irﬁsggte

Activities within Question 3 pe
(Coded for Coding
school Outcomes and
Mechanisms)
Treasure Clubs did feel, and it was
(during school) reflected by the group of
Drama Work students, that the sessior
was too long and that one
hour early in the week
would have been more
appropriate than two
hours on a Friday
afternoon. Also some of
the older students did feel
embarrassed about the
drama.

P17 INSET with PATH Therapeutic Story writing| TSW great value children P
(organisational has been of great value tp gﬁgf’;eigstget:"t'éggﬁgg and
developmental tool) | those children that and O)

INSET training in suffered bereavement and
Quality Circle Time | it has enabled them to talk
Twilight training in openly and share issues
Sanctions and with their teachers.
Rewards (Quality

Circle Time)

Twilight training in

Using Puppets

(Quiality Circle Time)

Solution Focused

Approaches training

of SENCO (‘sitting

by Sally’ method)

Therapeutic

Storywriting

Training

(external course)

Therapeutic

Storywriting groups

Treasuring

Ourselves groups

(solution focused

model)

Quality Circle Time

Treasure Art Club

(during school)

Individual

Counselling

P18 Zippy's Friends KS1 | (completed by teaching | TA able to get to know P
PHSE Programme | assistan) Being able to gg'r')%rr‘:ﬂ‘n?;tiré)g(;;’ssgh;”;i
(external training spend time in small feelings, and thoughts in a
course) groups with children small, safe group
Solution Focused without having to focus _

Approaches training | on an academic subject | Children's seif-esteem has P

of teaching assistant

has been great. It has

improved(O)
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Shortened

‘Treasure response to Positi

Schaol Project’ Response to Question 3 Irﬁsggte

Activities within Question 3 pe
Hool (Coded for Coding
SChoo Outcomes and
Mechanisms)
(‘sitting by Sally’ allowed me, as a teaching Small group(O)
method) assistant, to get to know More confidence in their
Treasuring children better as own academic abilitieO) P
Ourselves groups individuals and has given
(solution focused the children the
model) opportunity to express
their feelings and thoughts
in a small, safe group.
Children’s self-esteem has
improved and | feel this
has had a knock-on effect
on their work due to more
confidence in their own
abilities.

P19 INSET with PATH Team Building — one Team Building, many C&W
(organisational cannot lead a school gﬁge:t?gt‘zzif:'st g:;?r:g‘\?vri‘tﬁ"
development tool) successfully unless pupils’ problems were
Training in Zippy’s members of the school | enhancedM and O)

Friends KS1 PHSE | team have an insight into
Programme personal frailty, personal
Happier Playtimes trust, self esteem and self
Project worth — at both adult and
Training in child levels. Many
Therapeutic colleagues felt that their
Storywriting performance and
(external course) strategies for dealing with
Lunchtime pupils’ problems were
supervisors training | enhanced.

(INSET)

Therapeutic

Storywriting groups

Individual

counselling

P20 Zippy's Friends KS1 | Every aspect had a Every aspect positive P
PHSE Programme | positive impact on 'e”r"np(;"‘t%rf’:l icnr;iﬂirgegnsc a
(external training children’s emotional and O)
course) intelligence. Individual P
INSET Whole counselling has ensured | Individual counselling has
School in Quality that a number of children fu”rfcﬂirgg ;’3('3’;‘2;125;?:"”

Circle Time have been able to functiongcnaol, improved behaviou

INSET with PATH successfully in school and (v and 0)

(organisational improved behaviour. Staff , W
development tool) enjoyed ‘mapping’ schoo S\tgfrfyi’r‘]’g{]% F;Ap;g‘ tunity th

Training in improvement plansin a | contribute(M and O)

Therapeutic visual way during whole P
Storywriting school INSET, and Lunchtime Treasure Club

(external course) everyone had an ﬁgﬁg'egs’;t‘ﬁ/zyeih";irggctgs "
Lunchtime opportunity to contribute. |unch5me(M ande)

Supervisors’ Lunchtime treasure clubs

training enabled many children to
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Shortened

‘Treasure response to Positi
Schaol Project’ Response to Question 3 Irﬁsggte
Activities within Question 3 pe
(Coded for Coding
school Outcomes and
Mechanisms)
Active Listening have positive experiences,
training when frequently this time
Presentation to is challenging for them.
governors
Treasure Clubs
(during school)
Quality Circle Time
Individual
Counselling
P21 Lunchtime We have had input from | TW useful to pupils’ needs P
supervisors training | the TP in the past. The | MandO)
course(INSET) ‘transition” work they Teachers appreciated C
Training in Solution | undertook several Zippy's Friends training
Focused Approaches| summers ago was and materialgM and O)
(INSET) particularly useful due to
Zippy's Friends KS! | the cohort of pupils and
PHSE Training their needs.
Programme Several infant teachers
(external course) appreciated the Zippy's
Transition work Friends training and
materials as (at the time)
we had no ‘scheme’ or
materials to follow.
P22 Whole school INSET| To immerse the staffin | QCT immersed the staff in C&w
in Quality Circle the thinking and Lheif'n‘;”ﬁ{}gjr}?nﬁ’g";f'p'es
Time principles behind Circle | geveloped a cohesive
Quality Circle Time | Time and develop a approach to PSHEM and
(Open INSEY cohesive approach to 0)
PSHE.
P23 Treasuring Much calmer approach tq Much calmer approach to P
Ourselves groups life from specialised :‘gﬁg\r/(\/)i?gt?r:ge;gu;h\;\lgﬁn
(solution focused children following the (M and O)
model) group work.
P24 Whole school INSET| Staff spoke about children (EFIZdT) Staff reported P&C
H H H H H H H children engagin
|_Ir_1_ Quality Circle engaging in discussions discussionf&gtagng part i
ime ?nd taking part in learning(M and O)
earning.
P25 Treasuring Training for the SEN Training TA to lead further C
Ourselves groups | teaching assistant to ther) SessiongM and O)
(solution focused lead further sessions for | genefit some children and
model) other children. Benefit for links parentgM and O) P
some of the children who
took part and links with
their parents.
P26 Whole school INSET| The teaching staff felt that (QCT) Staff positive about C

training in Quality
Circle Time
Quality Circle Time
(Open INSET)

Circle Time had allowed
the children to speak out
more with improved
confidence and self-

awareness. The younger

Circle Time - allowed
children to speak out more
with improved confidence
and self-awarenegM and
0)
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Shortened

‘Treasure response to Positive
School Project’ Response to Question 3 Impact
Activities within Question 3 i
hool (Coded for Coding
SC Outcomes and
Mechanisms)
children were developing| Younger children were
turn-taking and emotiona) d€veloping turn-taking and P
vocabulary. It also has Z;:f tg;“""' vocabulariM
become a means of
learning about individual | Teacher able to learn about
children and their life and| "dividual children's lives W
feelings. and feelinggM and O)
The older children were | older children found a
gaining a sense of purpogesense of purpose about
about Circle Time. There| Circle Time leading to P

was more participation
and some indication of
developing language use
as well beginning to deal
with conflict. It is still in
the early stages.

increase in participation &
developing language use
/beginning to deal with
conflict (M and O)
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Appendix IX:

Head Teacher Questionnaire —
Responses from Non-Project Schools for
Question 2 and Question 3

Question 2: The ‘Treasure Project’ team works in partnershighwchools and other
agencies to develop package of intervention/sugpgrtomote the emotional well-being
of children within school communities. Would yowewi your schools’ work with the team
as being within a partnership relationship?

Question 3:In your view what have been the most useful aspdtse ‘“Treasure Project’
team work with your school community and for whedson?

School
Code

‘Treasure Project’
Activities within
school

Response to Question 2

Response to Question 3

NP1-Z1

Zippy's Friends KS1
PHSE Programme
(training)

No.

Zippy programme and activities
relevant and enjoyable for our
children.

NP2 —
z2

Zippy’s Friends KS1
PHSE Programme
(training)

Yes. Training attended has
been very useful. | am aware
that there is free training
available on Circle Time, etc.

| attended the Zippy's Friends
training and trailed it with my
class of Year 2 children. They
enjoyed it and benefitted from it
but | felt it would be more
suitable for Y1 children at our
school. We then brought in SEA
over the whole school and traine
everyone up in SEAL. The Y1
teacher has not yet attended
Zippy's Friends training and | did
not want to overload her as we
were getting to grips with using
SEAL and Cambridge PSHE

scheme together. | am aware that

Zippy's Friends can be used
alongside SEAL but have not as
yet included it in the PSHE long
term plan. It is difficult to answer
your questions because change
children’s emotional wellbeing
could have happened due to a
number of factors.

o

5N

NP3 -
Z3

Zippy's Friends KS1
PHSE Programme
(training)

No. After training we
implemented project in houseg
without further support.

The children are enthusiastic
about Zippy’'s Friends and Zippy
Time.

NP4-Z4

Zippy’s Friends KS1
PHSE Programme
(training)

The staff who followed the

Zippy’s programme had not
been on the previous training
and have had little to do with

the partnership.

The children have enjoyed the
Zippy activities and it provided a
good support for PHSE.
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‘Treasure Project

D

«Q

Sé:gggl Activities within Response to Question 42 Response to Question 3
school
NP5-Z5 | Zippy’'s Friends KS1 No, because after the course|lIGood Resource Pack for Zippy's
PHSE Programme have had no other meeting, | Friends. | loved the sessions with
(training) although it was requested andmy Y1/Y2 class last year and it
I was off ill. A second teacher produced lots of good discussior]
has delivered Zippy’s Friendg and relationships between the
this year and has not had children. Used programme
contact. exactly as trained as found it
really good. Revised class
structure this year meant Y2 had
already completed programme so
Y1 tried. Much less impact as
children didn’t connect with idea
or were unable to discuss at same
level.
NP6-Z6 | Zippy's Friends KS1 Yes. | have worked closely | Zippy’s Friends has had a large
PHSE Programme with ******** 1o deliver impact on the children’s
(training) Zippy’s Friends in school. emotional wellbeing in Y1. This
has then been reflected in the
scores in their Foundation Stage
Profiles which we continue into
Y1.
NP7-Z7 | Zippy's Friends KS1 Yes. Support for delivering sensitive
PHSE Programme and difficult messages with youn
(training) children.
NP8-Z8 | Zippy's Friends KS1 Yes. You feel that support andThe access to continued suppor
PHSE Programme advice is there if you need it.| and advice in all ‘Treasure
(training) Project’s (not only Zippy's
Friends).
NP9- Training in Solution Students that took part have
SF1 Focused Approaches developed key relationships with
(INSET training) staff. Has given them the tools tg
Treasuring Ourselves use within school and at home.
groups (solution focused
model)
NP10- Solution Focused No. We attended a course to| Not applicable.
SF2 Approaches(external find out more about solution
training) focused approaches to
problem solving. We have not
been part of a project as we
have implemented the
approach in school
independently to meet our
needs.
NP11- Training in Solution Yes. ******* came into We have now also trained a
SF3 Focused Approaches school and we discussed SNTA to continue with the

(‘sitting by Sally’
training)
Treasuring Ourselves

groups (solution focused

model)

suitable children who would
benefit from the project. We
set up a series of sessions
which | watched, with a little
participation at first. Towards
the end of the sessions, | the
took over, with continued
advice and direction from

project. We are targeting childre
who have low self-esteem, who
are very quiet or who need a wa
to help them sort out worries,
behaviour issues that they may
nhave.

*kkkkhkk

—
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‘Treasure Project’

al

Sé:gggl Activities within Response to Question 42 Response to Question 3
school
NP12- Solution Focused Yes. Initial meeting to discuss Sharing of resources, giving an
SF4 Approaches(external resources and the way the | outline of the project.
training) project could work. No furthe
contact.
NP13- Solution Focused Yes. Unfortunately, although the
SF5 Approaches(external training was excellent and seem
training) worthwhile as | am a full time
teaching SENCO/Director of
Inclusion | did not have a space
my timetable to deliver a Solutio
Focused programme. My TAs
timetables were also very tight.
The ‘Taking Care’ (SEAL)
project seemed to cover emotion
literacy for us as we had whole
staff training on this. | hope this
answers your request. | am sorry
we can't help you further.
NP14- Training in Therapeutic Storywriting group
TSW1 Therapeutic work has been successful — will
Storywriting (external continue to run further groups-
course) children benefit greatly from
additional support.
NP15- Training in Yes. There is ongoing The TSW training has enhanced
TSW2 Therapeutic partnership. | have access to| my work as SENCo and as
Storywriting (external support by Email, contact withassistant head of pastoral care.
course) EP in school and can access| The support the group has alrea
TSW website. | propose given to children with emotional
attending ‘follow up’ needs is measurable.
workshop.
NP16- Therapeutic Yes. Only somewhat — as paftlt gave emotional support to som
TSW3 Storywriting groups of a package of measures to| other ‘poor’ writers, but failed to
support one child with keep that one child involved.
behavioural problems, -but it
took place outside the
classroom and only the
general plans were shared
with the class teacher.
NP17- Therapeutic No. Training was given Only involved with Therapeutic
TSW4 Storywriting Training initially. We have tried to Storywriting.

(external course)

introduce Therapeutic
Storywriting but structure of
school day makes it difficult
to set up a specific time and
day. Boys have various
activities and dip in and out.
Ideas are great as is theory
behind it but some contents
are very gender and age
inappropriate for our school
although we can adapt. | alsg
feel the issues that may arise
in our situation could be

needing more ‘qualified
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‘Treasure Project

D

Sé:gggl Activities within Response to Question 42 Response to Question 3
school
directing’. Must admit to not
contacting them with
problems but neither have
Treasure been or made any
follow up contact with us.
NP18- Therapeutic Yes. | know that members of| Therapeutic Story writing has
TSW5 Storywriting Training the project are obtainable and given me (SENCO) a great
(external course) very willingly to support staff.| opportunity to work with some
Plenty of e mails between me difficult children in a very
and ******_for example. positive way. It has also given m
a skill which | can use in the
future for other children, as well
as a renewed understanding of
some aspects of psychological
theory which can influence all
areas of work with children.
NP19- Therapeutic Yes. But would have Provision of a small group
TSW6 Storywriting groups appreciated face to face opportunity of a high professiong

feedback on how our pupils
responded in the group and
any factors which came to

light which would help us to
understand our children facing
difficulties better. Appreciated
confidentiality of group but
would have appreciated more
sharing with school.

standard to help specific childrer
gain more confidence.

299



Appendix X:
Head Teacher Questionnaire —

Responses from Project Schools for Question 4
Question 4‘What has been (if any) the impact of the ‘Treasroject’ on the emotional
wellbeing of childrerin your school in the following areas:

Key: PO = ‘strong enough’ evidence of Positive Outcome

: Changes in .
School Changes in 9 Changes in :
g I : the e , Changes in
Code | ‘Treasure Project the school Changes in : , the children’s : :
A N X ; : children’s the children’s
& Activities within environment children’s o self- X
. ability to social
Time school or general self-esteem? management S
. process ; participation?
Period ethos? ; skills?
emotions?

P1 Quiality Circle Time Senior Still on going. This work is Children often Some of the
(introduction to — 7 management team still ongoing. need reminding | children have
staff) have recently of behaviour and | learnt to show

Autumn | Treasure Clubs(8 developed problem solving. | compassion

2007 to | children during lunch) behaviour policy. towards younger

Spring Quiality Circle Time PO childre“n.

2008 (for Healthy Living PO
Week — 4 classes/120
children)

P2 Peer Mediation Areas in the Particularly As previous As previous As previous
training (INSET to 10 playground set up| noticeable for answer. answer. (all answer. (all
staff) for children to children with PO linked) linked)

Spring Therapeutic talk to peers if special needs PO PO

2005 to | Storywriting groups they are unhappy/| linked to social

Summer | (18 children) PO and emotional

2006 Drama Work (Year 6) difficulties. We
Teddy Bear’s Picnic had two Year 6
(Year 1) children

diagnosed with
Asperger’'s

Syndrome. They
were supported
by their peers
using peer
mediation/circle
time and the
others in the class
were observed to
have a greater
understanding
and tolerance of

others.PO
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Changes in

School Changes in Changes in .
. — : the . , Changes in
Code | ‘Treasure Project the school Changes in : , the children’s ] )
o s : . , children’s the children’s
& Activities within environment children’s e self- X
. ability to social
Time school or general self-esteem? management S
. process : participation?
Period ethos? X skills?
emotions?

P3 Quiality Circle Time Emotional well- Generally high in | Zippy's Friends | Some children More variety
(whole school INSET — | being/circle time | our environment. | empowers have had couragg lunchtimegames

Spring 29 staff) discussions Some individuals | children to to stand for offered to

2005to | Zippy's Friends KS1 valued. SEAL still experiencing | openly discuss. | School Council children. Less

Autumn | PHSE Programme programme now | personal SEAL activities | leadership roles | difficulties

2006 (training — 2 staff) working well and | difficulties often | also allow within the school. | although we have
Therapeutic promoted. due to home life | development of | Keen to take had many
Storywriting PO difficulties or emotional responsibilities changes of staff
(external course — 2 coming to terms | literacy. and sustain during the last 2
staff) with becoming Reference still | meaningfully. and a half years.
Lunchtime supervisors more self-aware | made 18 PO PO
(training INSET — 2 of their personal | months on to
staff) difficulties. ‘Treasure
Therapeutic Project’ groups
Storywriting groups (6 by current Year
children) 6 pupils —

Treasure Clubs(30 empowered
children) them to discuss
Quiality Circle Time issues.
(one off modelling-120 PO
children)

Drama work around

transition (30 children)

Motorskills session(30

children)

Zippy's Friends

(modelling- 30 children)

P4 Quiality Circle Time It gave us the Children more They have a More aware and | As previous
(whole school INSET - | opportunity to confident about | greater so able to express column — children

Summer | 23 staff) recognise that we| expressing vocabulary feelings but don't | are becoming

2006 to | PATH needed to give themselves. which enables | always have the | more aware of

Autumn | (Whole School children greater | PO them to have maturity to self others’

2007 Organisational opportunity to greater manage skills. needs/moods/em
development tool — 23 | express their understanding | PO tions and so are
staff) emotions. So we and awareness able to adapt thei
Happier Playtimes have taken on in of others. own behaviour on
Project (included PATH | partSEAL. PO occasions
— 14 staff) PO PO

P5 Solution Focused Works in Impacted on One pupil in Some evidence | No evidence.
Approaches Training conjunction with | some pupils’ self | particular across group of

Spring (external course — 1 the school’'s ethog esteem and relates well to a| Year 1 pupils

and staff) on support confidence particular PO

Summer | Treasure Clubs(after PO member of staff

2007 school Art Club — 10 and shares
children) concerns
Treasure Clubs(during PO

school)with 6 Year 1
children
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Changes in

School Changes in Changes in .
. — , the . , Changes in
Code | ‘Treasure Project the school Changes in : , the children’s . :
o he : . 3 children’s the children’s
& Activities within environment children’s 1 self- "
. ability to social
Time school or general self-esteem? management S
. process : participation?
Period ethos? X skills?
emotions?

P6 Training in Zippy's Flexible resource | Positive changes | Gives many Has given We are drawing
Friends KS1 PHSE to use to support | seen by staff — framework to children strategies out
Programme - 2 staff children as we not in all cases support feelings| to use in day to issues/concerns

2005 to | Training in Solution recognise a need.| but a significant day school through these

2008 Focused Approaches PO proportion. (as written) work/play interventions but
(external course — 1 PO PO environment but | where do we take
staff) many other issueg it next? Are we
Training in are outside falsely raising
Therapeutic child’s ability to children’s
Storywriting manage. expectations and
(external course — 2 PO then failing them.
staff)

Treasuring Ourselves
small groups(solution
focused model -24
children)

Treasure Clubs(after
school Art Club — 10
children)

Quality Circle Time

(one session only — Year
3 children)

pP7 Training in Zippy's General ethos has Apparent in 2 See previous More work For certain
Friends KS1 PHSE always been particular column needed with individuals there
Programme — 2 staff positive — | think | children who PO some! has been an

Summer | Training in Solution the greater impact{ seem better able improvement in

2006 to | Focused Approaches has been on to deal with children coping

Spring (external course — 2 individuals. ‘putdowns’ better with others,

2008 staff) PO PO
Training in
Therapeutic
Storywriting
(external course — 2
staff)

Treasuring Ourselves
small groups(solution
focused model — 24
children)

Treasure Clubs(after
school Art Club — 10
children)

Quality Circle Time
(one session only — Yeal
3)

P8 Quality Circle Time — All staff are using| Very positive — Not so easily As previous Worked well with
20 staff the techniques also appreciated | recognisable. column. the older children
Group work with taught by XXXX | by the parents of involved.

Autumn | Zippy's Friends as in circle time, etc.| the children PO

2007 to | basis— 4 children PO involved.

Summer | Individual counselling PO

2008 — 1child

Treasuring Ourselves
small groups(solution
focused model — 12
children)

Treasure Clubs(during

school — 4 children)
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Changes in

School Changes in Changes in .
. — : the . , Changes in
Code | ‘Treasure Project the school Changes in : , the children’s ] )
o s : . , children’s the children’s
& Activities within environment children’s e self- :
. ability to social
Time school or general self-esteem? management S
. process : participation?
Period ethos? X skills?
emotions?

P9 Treasuring Ourselves More independent Self help success| The programme| Being aware that | Over the weekly
small groups(solution children. More and achievement | gave the they could help sessions you
focused model — 8 confident raises self esteen. children the themselves could see the
children) children. Happier | PO tool for hugely helped the| children start to

children. expressing children. 'blossom’. One of
PO emotions and PO the girls in a year
time to share 5 group was
feelings. noted in
Groups particular, now
supported each participates in
other — using groups rather tha
respect to listen being on fringes.
and time to PO
answer.
PO

P10 Training in Zippy's Aided calm Aided as self- Some children | Beginning to As previous
Friends KS1 PHSE atmosphere in esteem has are able to have a positive column.

Autumn | Programme— 4 staff school. improved. manage impact. PO

2005 to | Solution Focused PO PO emotions better| PO

2008 Approaches(external PO
training — 2 staff)

Therapeutic
Storywriting groups —
6 children
Treasuring Ourselves
small groups(solution
focused model — 16
children)
P11 Training in Solution Pupils feel more | Itis remarkable | The positive Pupils do want to

Focused Approaches
(INSET training — 2
staff)

Therapeutic
Storywriting Training
(external training — 1
staff)

Treasuring Ourselves
small groups(solution
focused model — 4
groups in Years 7 and 8

supported, they
seek help more
appropriately,
they generate
more strategies
and are more
supportive of
peers also
engaged in the
Solution Focused
Approach.

PO

that almost all of
those initially
involved are still
full time at school
so it would be fair
to claim that these
pupils are
maturing more
rapidly in
understanding
and controlling
their pubescent
emotions (not all
the time though)

PO

emphasis does
self engage the
pupils in being
supportive to
others and this
reflects their
advice and
support back on
themselves.

(difficult to
read writing on
answer)

PO

attend these
sessions and
demand to
continue when
they end — they
love the high
demand of
participation. |
am not so sure
this transfers into
‘real’ school as
much!

PO
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School
Code
&
Time
Period

‘Treasure Project’
Activities within
school

Changes in
the school
environment
or general
ethos?

Changes in
children’s
self-esteem?

Changes in
the
children’s
ability to
process
emotions?

Changes in
the children’s
self-
management
skills?

Changes in
the children’s
social
participation?

P12

Winter
2004 to
2008

Whole school in
Quality Circle Time
INSET with PATH
(organisational
development tool — 12
staff)

Training in Zippy's
Friends KS1 PHSE
Programme— 11 staff
Happier Playtimes
Project — 8 staff
(including parents)
Training in
Therapeutic
Storywriting

(external course —
several staff)
Listening Mentor
training (regular
support sessions — 2
staff)

Lunchtime supervisors
training (INSET — 2
staff)

Therapeutic
Storywriting groups —
several children
Treasuring Ourselves
small groups(solution
focused model -19
children)

Quality Circle Time —
Year 2 and Year 5
Drama work — Year 5
Transition work — Year
6

Family counselling— 4
families

Teddy Bear's Picnic—
Year 1

Much greater
awareness shown
by all staff.
Improved peer
awareness.

PO

Confidence and
openness
improved in
school.

PO

Unable to
comment.

Children are more
aware of
strategies they
can use.

PO

More cross age
play at playtimes.
Older children
organise
lunchtime clubs.
PO

P13

Spring
and
Summer
2007

Training in Solution
Focused Approaches
(‘sitting by Sally’
training — 1 staff)
Treasuring Ourselves
small groups(solution
focused model-8
children)

In a limited
capacity — yes.
PO

For some children|
good changes.

PO

For the few —
yes.

PO

Not sure as the
pupils have now
left the school.

After the first
group 4 of the
pupils were more
outgoing.

PO

P14

Autumn
2006 to
Spring
2007

PATH (Organisational
developmental toolas
part of Happier
Playtimes planning—
10 staff

Happier Playtimes
project - 10 staff
Happier Playtimes
project — 60 children

Quieter
playtimes. Better
use of school
grounds. Children
having more
confidence in
approaching
lunchtime
supervisors.

PO

Most of the
children at
XXXXXX have
good self esteem.
However, the
more gentile of
the children feel
more ‘included’

in playtimes.

PO

We still get a
fair amount of
upset — difficult
to assess.

More games
being played.
With some
children increaseq
creativity.

PO

The social
participation is
more structured.
PO
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Changes in

School Changes in Changes in .
. — , the . , Changes in
Code | ‘Treasure Project the school Changes in : , the children’s . :
o he : . 3 children’s the children’s
& Activities within environment children’s e self- .
. ability to social
Time school or general self-esteem? management S
. process : participation?
Period ethos? X skills?
emotions?
P15 Introduction to Quality | It has been a part| Improved, more | For some, yes.
Circle Time — 6 staff of our ethos, not | able to reflect. PO
Therapeutic any different, or | PO
Storywriting groups — creating change.
5 children
Treasure Clubs(after
school — 4 children)
Quality Circle Time
(one off modelling — 60
children)
Individual Counselling
— 1 child
P16 Training in No. Some of the Very slight, No. Participation
Therapeutic younger children | again it was the increased by the
Storywriting (external felt they could younger younger students
Spring course — 1 staff) ask questions in | children. but decreased by
2005 to | Therapeutic the smaller group, the older
Summer | Storywriting groups — PO students.
2006 Year 6 and 7 PO
Treasure Clubs(during
school — Year 6)
Drama Work — Year 8
class and Year 10 class
P17 INSET with PATH Very calm. Confident. Much improved | Again much Friendship groups
(organisational Less disruption Not afraid to talk | and children arel improved but and support
developmental tool) — al] because of to adults. able to vocalise| work stills needs | networks are in
Autumn | staff behavioural PO their emotions. | to be done on place.
2005to | INSET training in issues. PO choice of friends. | PO
Summer | Quality Circle Time — PO PO
2008 19 staff

Twilight training in
Sanctions and Rewards|
(Quality Circle Time) —
11 staff

Twilight training in
Using Puppets(Quality
Circle Time) — 12 staff
Solution Focused
Approaches training of
SENCO (‘sitting by
Sally’ method) — 1 staff
Therapeutic
Storywriting Training
(external course — 1
staff)

Therapeutic
Storywriting groups —
6 children

Treasuring Ourselves
small groups

(solution focused model
— 6 children

Quality Circle Time —
26 children

Treasure Art Club
(during school) — 10
children

Individual Counselling
— 3 children
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Changes in

School Changes in Changes in .
. — : the . , Changes in
Code | ‘Treasure Project the school Changes in : , the children’s ] )
o s : . , children’s the children’s
& Activities within environment children’s e self- X
. ability to social
Time school or general self-esteem? management S
. process : participation?
Period ethos? X skills?
emotions?

P18 Zippy's Friends KS1 It has been part of Children involved| Again, the Learning to set Improvement in
PHSE Programme the change in the | in ‘Treasuring children themselves their | self-confidence
(external training courseg general ethos, Ourselves’ have | involved have | own targets has | has led to better
— 2 staff) thought the new | definitely had a learnt how to helped them with | relationships with
Solution Focused PSHE programme boost to their self- express the understanding peers for those
Approaches training of | as a whole has esteem —some | themselves of why the children involved
teaching assistant been a large part | short-term and better, and talk | teacher sets them| in the
(‘sitting by Sally’ of that. some longer- openly about targets programme.
method) — 1 staff term. their feelings. PO PO
Treasuring Ourselves PO PO
small groups(solution
focused model) — 8
children

P19 INSET with PATH Quiet and shaded| Already very With key Better Already very
(organisational areas provided for good. children who organisation — good, but
development tool) — 18 | conversation/quie had profound through improvements
staff t play. problems e.g. experiences such| noted in
Training in Zippy's PO one boy learnt | as mind-mapping.| playground social
Friends KS1 PHSE how to manage | Very successful | behaviour for one
Programme — 2 staff his anger more | at the transition child.

Happier Playtimes successfully by | point KS2 >KS3.| PO
Project — 2 staff considering PO
Training in pathways of
Therapeutic acceptable/unad
Storywriting ceptable

(external course — 5 behaviour.

staff) PO

Lunchtime supervisors

training (INSET -2

staff)

Therapeutic

Storywriting groups —

16 children

Individual counselling

— 2 children

P20 Zippy's Friends KS1 N/A Raised. Provided with Definite changes | More engaged.
PHSE Programme PO strategies to do | whilst they were | More positive
(external training so. engaged in work | relationships (but

Spring course) — 2 staff Have language | with XXXX, but see other

2005to | INSET Whole School to express not always columns!!)

2008 in Quality Circle Time themselves and| sustained when | Some children
INSET with PATH emotions. their sessions with ongoing
(organisational PO were finished. challenging
development tool) — 26 PO family

staff

Training in
Therapeutic
Storywriting

(external course — 2
staff)

Lunchtime Supervisors
training — 7 staff
Active Listening
training — 11 staff
Presentation to
governors— 8 staff
Treasure Clubs
(during school) — 55
children

Quality Circle Time —
27 children

Individual Counselling
-3

circumstances
needed sustained
support over long
periods.

PO
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Changes in

School Changes in Changes in .
. — , the . , Changes in
Code | ‘Treasure Project the school Changes in : , the children’s . :
o he : . 3 children’s the children’s
& Activities within environment children’s e self- .
. ability to social
Time school or general self-esteem? management S
. process : participation?
Period ethos? X skills?
emotions?
P21 Lunchtime supervisors
training course V J J J
(INSET) - 2 staff PO PO PO PO
Summer | Training in Solution
2005 to | Focused Approaches
Summer | (INSET) — 20 staff
2007 Zippy's Friends KS!
PHSE Training
Programme
(external course) — 2
staff
Transition work — 6
children
P22 Whole school INSET in| It has been a good Children can We have We feel we are
Quality Circle Time — method of express their developed the listening more
12 staff supporting our needs and wants.| process of closely to the
Summer | Quality Circle Time school ethos, PO allowing more children.
2007 (Open INSETJ - KS1 rules and policies| thinking time. PO
children PO PO
P23 Treasuring Ourselves Focus children Children say they| Children appear| Much more able | Improved for
small groups(solution are now much feel better about | to be more able| to manage majority — need
focused model) — 4 calmer. They themselves and | to process emotions for most to continue with 2
Summer | children approach are happier to emotions. of the group. of the group.
2007 ‘problems/issues’ | deal with Need further PO PO
with a more situations. evidence with
balances PO time.
approach — rather| PO
than ‘flying off
the handle’.
PO
P24 Whole school INSET in| We have avery | Staff shared that | This has been a| This is still an We have used
Quiality Circle Time - good Eco School | the project did good basis for | area that is being| Peer Mediation as
All staff Committee who | build self esteem | Building worked on. a powerful tool
Spring value the school | within those Learning for conflict
2005 grounds and children who they| Power, children resolution.
recycle as much | named. are more able tq PO
material as they | PO use the relevant]
can. words to
describe their
emotions.PO
P25 Treasuring Ourselves | Tied in well with | 7/8 children’s self| The changes Helped several
small groups(solution the ethos, PSHE | esteem was were small but children socialise
focused model) — 8 in school. Made | increased by the | noticeable. better with their
children me consider sessions. PO peers.
further things that| PQ PO
could be done in
the future.
PO
P26 Whole school INSET Starting to For some younge! Turn taking,
training in Quality develop the children listening to
Spring Circle Time — 19 staff language to talk | improved others.
2008 Quality Circle Time about emotions. | confidence. PO
(Open INSET) — Year 2| PO PO

class and Year 4 class
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wellbeing of childrerin your school in the following areas:’

Appendix XI:
Head Teacher Questionnaire —

Responses from Non-Project Schools for Question 4
Question 4:What has been (if any) the impact of the ‘TreadRreject’ on the emotional

Key: PO = ‘strong enough’ evidence of Positive Outcome

School | ‘Treasure Changes in Changes in Changes in Chanaes in
Code Project’ the school Changes in | the children’s | the children’s 9 )
= . . ’ . the children’s
& Activities environment children’s ability to self- social
Time within or general self-esteem? process management articipation?
Period school ethos? emotions? skills? P P )
NP1-Z1 | Zippy's (completed by (completed by (completed by (completed by (completed by
Autumn Friends KS1 class teacher) class teacher) class teacher) class teacher) class teacher)
2007 PHSE Zippy gave the A lot of the Talking first No. Zippy fed into the
Programme children many children have about the actual school rules well.
(training) strategies for grown in emotion and then
making and confidence role playing how
restoring enabling them to | to deal with this
friendships, talk fluently to emotion helped
which the the whole group. | the children
children used Zippy's rules significantly.
well. really helped with| PO
PO this.
PO
P2 -272 | Zippy's Children have Some
Autumn | Friends KS1 more language to| improvements in
2006 PHSE talk about playtime
Programme emotions. ‘incidents’.
(training) PO PO
NP3 - Zippy's We chose Zippy's
Z3 Friends KS1 Friends because i
Autumn PHSE supports our
2007 Programme school ethos and
(training) current behaviour
strategies. It
hasn’t changed
this, although as
practitioners we
feel validated by
the training.
NP4-Z4 | Zippy's Encouraged the | The children It gave the Tried to solve Encouraged
Autumn Friends KS1 children to think | became more children a greater| problems for children to think
2007 PHSE about their confident and understanding of | themselves at about others and
Programme behaviour and joining in with emotions and times before how they might
(training) how it would the activities as how to express seeking out an be feeling. More
affect others. time progressed | what they were adult. willing to
PO and looked feeling. PO approach children|
forward to the PO who were on their
sessions. own.
PO PO
NP5-Z5 Zippy's Much more Children more More prepared to | - Reference things
Friends KS1 supportive and confident to give | talk. that happen on
PHSE considerate of own views. PO playground to
Programme each other. PO Zippy.
(training) PO PO
NP6-Z6 Zippy's Children will Children still 2006-07 had a
Friends KS1 identify an need support more visible
PHSE emotion when from teacher and | impact with
Programme had an ‘incident’. | prompts on the certain
(training) PO wall. individuals.
PO
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School | ‘Treasure Changes in Changes in Changes in Changes in
Code Project’ the school Changes in | the children’s | the children’s 9 ,
A= X . . - the children’s
& Activities environment children’s ability to self- social
Time within or general self-esteem? process management articipation?
Period school ethos? emotions? skills? P P )
NP7-27 Zippy's ‘Treasure Project’| Children have All children have | Discussions and | Many children
Friends KS1 messages have | clear strategies become more conversations are| have become
PHSE complimented taught and feel able to manage | now instigated by| more able to
Programme school ethos. more confident their emotions. the children. socialise — using
(training) about their own PO PO strategies taught.
wellbeing. PO
PO
NP8-Z8 Zippy's It has helped with| This has They have been | Not sure as not Enhanced the
Friends KS1 children’s view increased and able to label and | the class teacher | ‘caring’ side of
PHSE on friendship. children are more| talk about them. | delivering it. school.
Programme PO positive. PO PO
(training) PO
NP9- Training in
SF1 Solution
Focused J \/
Approaches PO PO
(INSET
training)
Treasuring
Ourselves
groups
(solution
focused model)
NP10- Solution Children have
SF2 Focused used the approac|
Approaches to identify targets,
(external for themselves,
training) and monitor their
own progress.
They have
targeted both
academic and
social skills.
PO
NP11- Training in None. Some of the Some of the None. Some of the
SF3 Solution children involved | children find it children have
Focused have certainly easier to discuss made new friends
Approaches benefited from their emotions and are not
(‘sitting by raising their self- | with staff getting into
Sally’ training) esteem. members. trouble at
Treasuring PO PO playtimes.
Ourselves PO
groups
(solution
focused model)
NP12- Solution None, | feel the Some pupils Worked initially, | See above. The first group
SF4 Focused project wasn't involved however because was particularly
Approaches running for long | appeared more | they are successful as it
(external enough. outwardly secondary involved pupils
training) confident, they children and see from the same
requested to lots of different tutor group. They
complete the teachers they seemed to
project for a were not become socially
second time. ‘reminded’ about more accepting;
PO solution focus however as the
frequently enough group members
to retain the skills changed so did
they had this.
developed. PO
NP13- Solution
SF5 Focused
Approaches
(external
training)
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School

‘Treasure

Changes in

Changes in

Changes in

Code Project’ the school Changes in | the children’s | the children’s Chan_ges ",1
A= X . . - the children’s
& Activities environment children’s ability to self- social
Time within or general self-esteem? process management articipation?
Period school ethos? emotions? skills? P P )
NP14- Training in Increased Self esteem ‘Recognition’ of | Ability to say 10 week TSW
TSW1 Therapeutic confidence and greatly improved | different reactions| “I'm feeling...” group — social
Storywriting has improved — very proud of to varied (Feelings ladder) | participation
(external attitudes. work and keen to | emotions — PO greatly improved
course) PO share ideas. recognising own — confidence
PO behaviour issues. grown enabling
PO children to
‘discuss’ their
group with others
and feel proud of
themselves/their
achievements.
Also forged
friendships
outside of group
meetings.
PO
NP15- Training in Strong positive Of the target Evidence of Again very Has enhanced
TSW2 Therapeutic ethos prevailed children self- ability to discuss | noticeable in one | work already in
Storywriting prior to esteem and issues close to particular child. progress.
(external involvement and | understanding of | him in one of PO
course) continues. self-worth has target children.
beeninraised in | PO
3 out of 4 with
the 4" child
having stronger
confidence
generally.
PO
NP16- Therapeutic None. Improved the Not applicable. Not applicable. Improved the
TSW3 Storywriting other 3 children’s other 3 children’s
groups attitude to social awareness
writing. in small group
PO work and self-
esteem.
PO
NP17- Therapeutic What little we did
TSW4 Storywriting was leading to
Training this point.
(external
course)
NP18- Therapeutic Quiet room has Dyspraxic/ASD Not evident yet. | | Not applicable. Not really.
TSW5 Storywriting been tidied up! child keen to think Y2 may be
groups Reinforcement of | write and a little young to
the needs of produced some | fully develop this
children rather great stories. through writing —
than EBD child more talk for
concentrating on | relished 1to 1 writing may be a
negative and no longer better approach.
behaviour. cries during
PO writing lessons!
PO
NP19- Therapeutic All 4 children The main child in
TSW6 Storywriting who participated the group
groups say that they experiencing
really enjoyed the anger
group, were sad management

when it finished
and that they feel
more confident
when storywriting
in class.

PO

problems does
seem to be coping
and actually
enjoying his peers
more.

PO
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Ap

pendix XII:

Head Teacher Questionnaire —
Responses from Project Schools for Question 5

Question 5!What is your general impression of the impactha tTreasure Project’ on
familiesin your school community in terms of:

Key: PO = ‘strong enough’ evidence of Positive Outcome

School
S ‘Treasure Project’ Activities Undt—_:‘rstan,dmg . . Attitude towards
& - children’s Parenting skills?
. within school . school?
Time emotional needs?
Period
P1 Quiality Circle Time (introduction to | Although parents were | A parent showed an
— 7 staff) informed and invited interest in the activities
Treasure Clubs(8 children during there has been little — her child was in the
Autumn lunch) interaction. ‘Treasure Project’
2007 to Quality Circle Time (for Healthy group.
Spring 2008 | Living Week — 4 classes/120 children)
PO
P2 Peer Mediation training (INSET to Good with respect to the| Don’t know. From a recent
10 staff) circle time and parents’ OFSTED
Therapeutic Storywriting groups (18 | perception of how guestionnaire to
Spring 2005 | children) children’s needs are met| parents, a major
to Summer Drama Work (Year 6) overall positive view
2006 Teddy Bear’s Picnic(Year 1) PO linked to the care
and support we give
to children.
P3 Quality Circle Time (whole school HUGE! Whole school NOW more of a need
INSET — 29 staff) ethos of valuing circle due to changing
Spring 2005 | Zippy’s Friends KS1 PHSE times and promoting demographic area
to Autumn Programme (training — 2 staff) SEAL activities around school over the
2006 Therapeutic Storywriting programme. Regular last 2 years.
(external course — 2 staff) input always valued
Lunchtime supervisors (raining highly — whole school
INSET - 2 staff) training highly
Therapeutic Storywriting groups (6 successful.
children)
Treasure Clubs(30 children) PO
Quality Circle Time (one off
modelling-120 children
Drama work around transition (30
children)
Motorskills session(30 children)
Zippy's Friends (modelling- 30
children)
P4 Quality Circle Time (whole school n/a n/a
INSET -23 staff)
Summer PATH
2006 to (Whole School Organisational
Autumn development tool — 23 staff)
2007 Happier Playtimes Project(included
PATH — 14 staff)
P5 Solution Focused Approaches Families were not closely
Training (external course — 1 staff) | involved although
Spring and Treasure Clubs(after school Art Club| families of vulnerable
Summer — 10 children) children have open
2007 Treasure Clubs(during schoolwith relationships with school

6 Year 1 children

in the main.
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School

Code . . . Understandin .
Treasure Project’ Activities - \ 9 . . Attitude towards

& L children’s Parenting skills?

: within school : school?
Time emotional needs?
Period

P6 Training in Zippy's Friends KS1 Very limited impact — if | Needs to be addressed Supportive
PHSE family has a child who urgently — part of generally.

2005 to 2008

Programme — 2 staff

Training in Solution Focused
Approaches(external course — 1 staff
Training in Therapeutic

Storywriting

(external course — 2 staff)

Treasuring Ourselves small groups
(solution focused model -24 children)
Treasure Clubs(after school Art Club
— 10 children)

Quality Circle Time (one session only
— Year 3 children)

needs this support they
are often oblivious or the|
cause of the problem.

extended schools?
Workshops?

pP7 Training in Zippy's Friends KS1 | think staff have a better] More work required. Individuals are
PHSE Programme- 2 staff understanding. positive.
Training in Solution Focused
Summer Approaches(external course — 2 staff PO
2006 to Training in Therapeutic
Spring 2008 | Storywriting
(external course — 2 staff)
Treasuring Ourselves small groups
(solution focused model — 24 children)
Treasure Clubs(after school Art Club
— 10 children)
Quality Circle Time (one session only
— Year 3)
P8 Quality Circle Time — 20 staff
Group work with Zippy's Friends as
basis— 4 children
Autumn Individual counselling — 1child
2007 to Treasuring Ourselves small groups
Summer (solution focused model — 12 children)
2008 Treasure Clubs(during school — 4
children)
P9 Treasuring Ourselves small groups | Parents become more Unsure. More positive for
(solution focused model — 8 children)| aware of their children’s proactive role with
emotional needs. their children.
PO PO
P10 Training in Zippy's Friends KS1 Beginning to have more | Too early to say in
PHSE Programme-— 4 staff honest dialogue with most cases but with a
Autumn Solution Focused Approaches parents. few parents skills have

2005 to 2008

(external training — 2 staff)
Therapeutic Storywriting groups — 6
children

Treasuring Ourselves small groups
(solution focused model — 16 childrer

=

PO

changed for the better.

PO

P11

Training in Solution Focused
Approaches(INSET training — 2 staff)
Therapeutic Storywriting Training
(external training — 1 staff)
Treasuring Ourselves small groups
(solution focused model — 4 groups i
Years 7 and 8)

We have involved
parents only when
Pastoral Support
Programmes have been
set up and these are
always set as possible
ways forward working to
reengage pupils.

In getting themselves

targets that are positive.

Parents do value a
positive approach but
the effect | fear is
minimal or parenting
skills at the secondary
level — mainly because
most (90%) of the
target groups are boys
living with single
parents with little or no
contact with father.
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School
Code
&
Time
Period

‘Treasure Project’ Activities
within school

Understanding
children’s
emotional needs?

Parenting skills?

Attitude towards
school?

P12

Winter 2004
to 2008

Whole school in Quality Circle Time
INSET with PATH (organisational
development tool — 12 staff)
Training in Zippy's Friends KS1
PHSE Programme-— 11 staff
Happier Playtimes Project— 8 staff
(including parents)

Training in Therapeutic
Storywriting

(external course — several staff)
Listening Mentor training (regular
support sessions — 2 staff)
Lunchtime supervisors training
(INSET - 2 staff)

Therapeutic Storywriting groups —
several children

Treasuring Ourselves small groups
(solution focused model -19 children)
Quality Circle Time — Year 2 and
Year 5

Drama work — Year 5

Transition work — Year 6

Family counselling— 4 families
Teddy Bear's Picnic— Year 1

n/a

Improved
understanding of the
importance of play.

PO

More involvement
and awareness of
partnership.

PO

P13

Spring and
Summer
2007

Training in Solution Focused
Approaches(‘sitting by Sally’
training — 1 staff)

Treasuring Ourselves small groups
(solution focused model-8 children)

For the one pupil it had g
large impact on the
parents’ approach to the
child.

PO

Very supportive.

PO

P14

Autumn
2006 to
Spring 2007

PATH (Organisational developmental
tool) as part of Happier Playtimes
planning — 10 staff

Happier Playtimes project- 10 staff
Happier Playtimes project— 60
children

The parents involved
appreciated that having
happy playtimes resulted
in children being more
engaged in the teaching
and learning in lessons.

PO

Most parents have a
positive attitude to
school and
appreciate all
attempts by school tq
improve their
children’s lives.

PO

P15

Introduction to Quality Circle Time
— 6 staff

Therapeutic Storywriting groups — 5
children

Treasure Clubs(after school — 4
children)

Quality Circle Time (one off
modelling — 60 children

Individual Counselling — 1 child

It has been a part of our
ethos, not any different,
or creating change.

Improved, more able to
reflect.

PO

For some, yes.

PO

P16

Spring 2005
to Summer
2006

Training in Therapeutic

Storywriting (external course — 1
staff)

Therapeutic Storywriting groups —
Year 6 and 7

Treasure Clubs(during school — Yeal
6)

Drama Work — Year 8 class and Yeaf
10 class
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School
Code
&
Time
Period

‘Treasure Project’ Activities
within school

Understanding
children’s
emotional needs?

Parenting skills?

Attitude towards
school?

P17

Autumn

2005 to

Summer
2008

INSET with PATH (organisational
developmental tool) — all staff
INSET training in Quality Circle
Time — 19 staff

Twilight training in Sanctions and
Rewards (Quality Circle Time) — 11
staff

Twilight training in Using Puppets
(Quality Circle Time) — 12 staff
Solution Focused Approaches
training of SENCO (‘sitting by Sally’
method) — 1 staff

Therapeutic Storywriting Training
(external course — 1 staff)
Therapeutic Storywriting groups — 6
children

Treasuring Ourselves small groups
(solution focused model) — 6 children|
Quality Circle Time — 26 children
Treasure Art Club

(during school) — 10 children
Individual Counselling — 3 children

P18

Zippy's Friends KS1 PHSE
Programme (external training course
— 2 staff)

Solution Focused Approaches
training of teaching assistanf(‘sitting
by Sally’ method) — 1 staff
Treasuring Ourselves small groups
(solution focused model) — 8 children|

P19

INSET with PATH (organisational
development tool) — 18 staff
Training in Zippy's Friends KS1
PHSE Programme- 2 staff
Happier Playtimes Project— 2 staff
Training in Therapeutic
Storywriting

(external course — 5 staff)
Lunchtime supervisors training
(INSET - 2 staff)

Therapeutic Storywriting groups —
16 children

Individual counselling — 2 children

Positive in directing
parents thoughts to
memories and feelings o
childhood e.g. Happier
Playtimes Project

PO

Positive in
encouraging 2 key
children to become
more self-reliant.

PO

P20

Spring 2005
to 2008

Zippy's Friends KS1 PHSE
Programme (external training course)
— 2 staff

INSET Whole School in Quality
Circle Time

INSET with PATH (organisational
development tool) — 26 staff
Training in Therapeutic
Storywriting

(external course — 2 staff)
Lunchtime Supervisors training— 7
staff

Active Listening training — 11 staff
Presentation to governors- 8 staff
Treasure Clubs

(during school) — 55 children
Quality Circle Time — 27 children

Individual Counselling — 3

Parents & carers have
been delighted that their
children have been
supported by the
‘Treasure Project’, but
the impact on families is
difficult to assess. The
families of the children
supported often have
very complex needs,
which ‘Treasure Project’
could not solely address,|

PO
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School

coge ‘Treasure Project’ Activities Undgrstan,dlng . . Attitude towards
& L children’s Parenting skills?
. within school ; school?
Time emotional needs?
Period
P21 Lunchtime supervisors training
course(INSET) — 2 staff
Training in Solution Focused
Summer Approaches(INSET) — 20 staff
2005 to Zippy's Friends KS! PHSE Training
Summer Programme
2007 (external course) — 2 staff
Transition work — 6 children
P22 Whole school INSET in Quality n/a n/a n/a
Circle Time — 12 staff
Quiality Circle Time (Open INSEY -
Summer KS1 children
2007
P23 Treasuring Ourselves small groups | It has made some impac;
(solution focused model) — 4 children| in each area but there is
still significant work to
Summer be done with families.
2007 This is something we ain
to develop next term.
PO
P24 Whole school INSET in Quality Staff and children are | am not sure of the On the whole
Circle Time - All staff more aware of these impact in this area. children have a very
needs and linked to positive attitude to
Spring 2005 SEAL. coming to school.
P25 Treasuring Ourselves small groups | Some but | don't think None. Saw school as
(solution focused model) — 8 children| the parents really realise helping children deal
the full extent of their with anxieties.
children’s emotional
needs as they have needs
themselves.
P26 Whole school INSET training in Far too early to tell.
Quality Circle Time — 19 staff
Spring 2008 | Quality Circle Time (Open INSET) —

Year 2 class and Year 4 class
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Appendix XIII:
Head Teacher Questionnaire —
Responses from Non-Project Schools for Question 5

Question 5‘'What is your general impression of the impactha ‘Treasure Project’ on

Key: PO = ‘strong enough’ evidence of Positive Outcome

familiesin your school community in terms of:

<o ‘Treasure
Code L Understanding .
Project . \ . . . Attitude towards
& o children’s emotional Parenting skills?
. Activities school?
Time i needs?
. within school
Period
NP1-Z1 Zippy's Friends Not affected by Zippy's
Autumn KS1 PHSE activities. Families are
2007 Programme generally very supportive of
(training) these activities due to our wel
established school procedures
regarding children’s needs.
NP2 —Z2 | Zippy's Friends
Autumn KS1 PHSE
2006 Programme
(training)
NP3 —-Z3 | Zippy's Friends | No discernible impact. No discernible impact. Nsodirnible impact.
Autumn KS1 PHSE
2007 Programme
(training)
NP4- 74 Zippy's Friends | Some children shared what
Autumn KS1 PHSE they were doing with their
2007 Programme parents but we didn’t have a
(training) big meeting. Parents of
children with social and
emotional problems were
aware through discussions with
the class teachers.
NP5-Z5 Zippy's Friends | Little. None. None.
Autumn KS1 PHSE
2006 Programme
(training)
NP6-26 Zippy'’s Friends
Autumn KS1 PHSE
2006-2008 | Programme
(training)
NP7-Z7 Zippy's Friends | Very positive. Supportive. Positive.
Autumn KS1 PHSE PO PO PO
2006-2008 | Programme
(training)
NP8-Z8 Zippy's Friends | Sorry can’t comment on this as
Autumn KS1 PHSE not linked with the teacher in
2006-2007 | Programme that KS.
(training)
NP9-29 Training in
Autumn Solution
2005 Focused \ v
Approaches
(INSET training) PO PO
Treasuring
Ourselves

groups (solution
focused model)
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School
Code
&
Time
Period

‘Treasure
Project’
Activities
within school

Understanding
children’s emotional
needs?

Parenting skills?

Attitude towards
school?

NP10-SF2

Solution
Focused
Approaches
(external
training)

NP11-SF3

Training in
Solution
Focused
Approaches
(‘sitting by Sally’
training)
Treasuring
Ourselves
groups (solution
focused model)

We have not found an impact
here.

NP12-SF4

Solution
Focused
Approaches
(external
training)

Not applicable.

(Parents were given a letter
advising them of the project
but not invited to attend.)

Not applicable.

Not applicable.

NP13-SF5

Solution
Focused
Approaches
(external
training)

NP14-
TSwWi1

Training in
Therapeutic
Storywriting
(external course)

Parents have been interested
and commented positively on
their children’s enthusiasm for
group.

‘Awareness’ of children’s
feelings and emotions
increasedPO

NP15-
TSW2

Training in
Therapeutic
Storywriting
(external course)

Reports from parents of target
children are positive.
PO

Not measurable as yet.

Positive attitudes prevailed
prior to involvement.

NP16-
TSW3

Therapeutic
Storywriting
groups

Not applicable.

Not applicable.

Not applicable.

NP17-
TSW4

Training in
Therapeutic
Storywriting
(external course)

None.

NP18-
TSW5

Training in
Therapeutic
Storywriting
(external course)

No.

No.

No. TSW focused mainly on
children with minimal parent
contact.

NP19 —
TSW6

Therapeutic
Storywriting
groups

1 family discussed direct
participation in an IEP Review

Helped to highlight needs and
help parents feel that they we
receiving support in
understanding child’'s
emotional needs.

PO

May have had unseen impact

Working as a partnershi
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Appendix XIV:
Head Teacher Questionnaire —
Responses from Project and Non-Project Schools for

Question 6

Question 6 ‘What is your general impression of the ‘“TreasBreject’ on the school

staff’'s capacity to promote emotional wellbeingchfldren within the school environment

as a result of:

( interventions were then listed for rating on goale below)

Can sustain this

Are using this

Activity or Has had general aoproach b aoproach b Has had no
Training impact on school bp y bp y impact on staff
themselves themselves
Quality Circle P3 (those staff P1, P7(staff P17, P22, P26
Time Training trained — many changes impact on| (some staff)
changes have takenthis), P26
place —needs to beg
ongoing every few
years), P4, P12,
P22, P26
Solution Focused | P11, P22 P7, P12, P17 P5, P6, P9, P25| P13
Approaches NP9-SF1
Training
Zippy’s Friends P10 P3, P7, P12, P20, | P6, P18
Training NP7-Z7 P22 NP1-Z1, NP5-Z5
NP1-Z1, NP3-Z3, | (Y1/2 used well.
NP4-Z4, NP6-Z6 | Y1 have not had
(sometimes) same success)
PATH session P12, P19, P20 P4, P17
TSW training P17 P12, P19, P20 P3 P6, P7, P11, P16
NP18-TSW5 NP8-Z8, NP15- NP17-TSW4,
TSW2, NP18-
TSW5
Happier Playtimes | P4, P12 P14, P19,
Project
Lunchtime P12
Supervisors’
Training
Listening Mentor P12
Training
Peer Mediation P2
Training
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Appendix XV:
Realistic Interview Question Framework for Area
Project Coordinators

Realistic Interview of Area Project Coordinator

Interviewee: Area Project CoordinatdKX Date of interviewXXX

Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irgrviewer should thank the

interviewee for taking part in the follow up interview to the questionnaire. She should
assure them that they would remain completely anomgous and that no records of
the interview would be kept with their name on andthat neither the school, nor

themselves would be identifiable. She should exprathat the data from the interviews

would be kept in a password protected computer fileShe should explain that the
purpose of the interview is to talk about the AreaProject Coordinator’'s ideas or

theories about the effectiveness and/or successfags of:

1) the ‘Treasure Project’ in general
2) the role of the Area Project Coordinator in general
3) their own partnership work with schools.

Having explained all of the above the researcher shild check again that the Area
Project Coordinator was happy to proceed with thenterview.

The returned & completed Project School Head TeachieQuestionnaires should be
available to help with choosing ‘successful’ and féective’ schools.

The Programme Theory for each set of questions shlnbalso be available to be shown
at the beginning of each section.

REALISTIC INTERVIEW 1

Can you pick 2 schools that you would say were exaes of schools which were
successful in enhancing children’s mental health ahemotional wellbeing?

Can you pick also 2 schools that you would say weexamples of effective partnership
work with schools?

Schools picked:

319



Before the interviewing began for this section Proggmme Theory 1 was shared with
the Area Project Coordinator, along with relevant ollated results from the Head
Teacher Questionnaire.

Programme Theory 1

‘A project which is successful in promoting mentahealth and
emotional wellbeing of children is long term, schdebased,
multi-faceted, multi-levelled and works at changinghe
institution and environment as well as individualsso that those
elements such as organic factors, stress and expédion are
decreased and children’s coping skills, self-esteeamd social
supports are increased.’

Questions Significance for evaluator
Interviewer Is there anything about this theory which makes
sense to you as you think about the ‘Treasure
Project’ as a whole?

APC

Interviewer What do you think it was about the ‘Treasure
Project’ that enhanced children’s mental health and
emotional wellbeing in the school setting?

APC
Interviewee What would you view as some of the kegontexts
that led to successful work with schools?

APC
Interviewer What would you view as some of the keynechanisms
that led to successful work with schools?

APC

Interviewer What do you think were the key influenes that
helped the project to develop in the way it did?
Looking back, with your accumulated knowledge,
what might you have changed? How would that fit
with the theory?

APC

Before the interviewing began for this section Proggmme Theory 2 was shared with
the Area Project Coordinator, along with relevant ollated results from the Head
Teacher Questionnaire.
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Programme Theory 2

‘Effective partnership work in the area of promoting mental
health and emotional wellbeing of children gives sff clear
advice, guidance and support, increases their knoetige about
childhood disturbance, is able to provide local, auextual
knowledge, is able to offer good continuity of careand
accessibility and to act as a trusted link betweemome and
school.’

Dialogue (almost verbatim) Significance for evalu@r

Interviewer Is there anything about this theory which makes
sense to you as you think about your own
partnership with schools as Area Project
Coordinator?

APC

Interviewer What do you think it was about your way of
operating with schools that led to the successful
enhancement of children’s mental health and
emotional wellbeing in the school setting?

APC

Interviewer How would does the theory relate to you own role
with schools? How would you adjust it?

APC

Interviewer How did your support to schools changeand vary
over time as you gained experience working with
schools in this way? What helped to shape your
evolving experience? How might this relate to the
theory?

APC

Interviewer Interviewer talked about the Programme Theory 2
and suggested that it seemed more an expertise
model and perhaps this might have been more
appropriate to the ‘medical model’ view of mental
health and emotional wellbeing promotion.

APC

Interviewer What would you view as some of the kegontext or
mechanisms that led to effective partnership work
with schools? Was the partnership necessary for the
successful enhancement of children’s mental health
and emotional wellbeing?

APC

Interviewer Were there any school factors or other context
factors that influenced the success of your suppotb
the school? How might this relate to the theory?

APC

Before the interviewing began for this section Proggmme Theory 3 was shared with
the Area Project Coordinator, along with relevant ollated results from the Head
Teacher Questionnaire.
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Programme 3

‘School staff and/or volunteers supporting vulneralke children
are better able to positively impact on their sociemotional
health if they have participated in training, receved supervision
and have followed through consistently with the apgach they
have been trained in when working with children ovea period

of time.’

Interviewer

APC
Interviewer

APC
Interviewer

APC1
Interviewer

APC1
Interviewer

APC1
Interviewer

APC1
Interviewer

APC1

Dialogue (almost verbatim)
Is there anything about this theory which makes
sense to you as you think about your work training
adults in schools as Area Project Coordinator?

Significance for evaluir

What do you think it was that led to the building
capacity in schools and the successful enhancement
of children’s mental health and emotional wellbeing
in the school setting? What was it about your role
that supported this?

What do you think it was about the training model
that led to the building capacity in schools and ta
successful enhancement of children’s mental health
and emotional wellbeing in the school setting?

What do you think it was about your own way of
delivering training that led to the building capacty

in schools and the successful enhancement of
children’s mental health and emotional wellbeing in
the school setting?

How did your training model change andvary over
time as you gained experience working with school
staff in this way?

What would you view as some of the keynechanisms
that led to effective training of staff?

Were there any school factors or othercontext
factors that influenced the success of capacity
building through training of staff? Was the ongoing
partnership necessary for the successful continuing
of support to vulnerable children?

Before the interviewing began for this section Progmme Theory 4 was shared with
the Area Project Coordinator, along with relevant ollated results from the Head
Teacher Questionnaire.
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Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is
enhanced through the participation in evidence-bask
interventions delivered by trained adults.’

Dialogue (almost verbatim) Significance for evalui@r

Interviewer Is there anything about this theory which makes
sense to you as you think about your work deliverig
intervention in schools as Area Project Coordinato?

APC1

Interviewer What do you think it was about the groy work or
approach that led to the building capacity in schols
and the successful enhancement of children’s mental
health and emotional wellbeing in the school settg®?

APC1

Interviewer Can you think of any that was specificto your own
way of working with groups?

APC1

Interviewer What do you think it was about your own way of
facilitating groups that led to the successful
enhancement of children’s mental health and
emotional wellbeing in the school setting?

APC1

Interviewer How did your facilitation of groups change and vary
over time as you gained experience working with
children in this way? What helped to shape your
evolving experience? How might this relate to the
success of the project?

APC1

Interviewer Were there any school factors or other context
factors that influenced the success of the group wo
that you haven't already mentioned?

APC1
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Appendix XVI.
Realistic Interview Question Framework for Head
Teachers

Realistic Interview of Head Teacher

Name: Head Teach&XXX Date of interviewX XXX

Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irgrviewer should thank the

interviewee for taking part in the follow up interview to the questionnaire. She should
assure them that they would remain completely anomgous and that no records of
the interview would be kept with their name on andthat neither the school, nor

themselves would be identifiable. She should exprathat the data from the interviews

would be kept in a password protected computer file

The interviewer should explain that the purpose othe interview is to think about the
trained staff member’s ideas or theories about theffectiveness and successfulness of:
1) the ‘Treasure Project’ in general
2) capacity building to meet children’s mental healthand emotional needs in
school
3) the role of the Area Project Coordinator

An overview of Realistic Evaluation should be giverand the interviewer should

explain that she is seeking to find out about Conts and Mechanisms that may have
led to the successful outcomes in their school. $hould be explained that the Area
Project Coordinator (APC) had picked their school & a successful school for the
‘Treasure Project’.

The head teacher should be given the completed Hedaacher Questionnaire with

the list of ‘Treasure Project’s activities that had taken place in the school. They
should also given a copy of the Programme Specifitan with the 4 Programme

Theories and be informed that these theories woulde shared with them before each
section of the realistic interview.

Before the interviewing began for this section Progmme Theory 1 was shared with
the head teacher.

Programme Theory 1

‘A project which is successful in promoting mentahealth and
emotional wellbeing of children is long term, schdebased,
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multi-faceted, multi-levelled and works at changinghe
institution and environment as well as individualsso that those
elements such as organic factors, stress and expédion are
decreased and children’s coping skills, self-esteeamd social
supports are increased.’

Dialogue (almost verbatim) Significance for evaluir
Interviewer Is there anything about this theory which makes
sense to you as you think about the ‘Treasure
Project’ as a whole?

HT

Interviewer What do you think it was about the ‘Treasure
Project’ that enhanced children’s mental health and
emotional wellbeing in your school setting?

HT

Interviewer What would you view as some of the keyontexts
that led to successful work with schools?

HT
Interviewer What would you view as some of the keynechanisms
that led to successful work with schools?

HT

Interviewer What do you think were the key influenes that
helped the project to develop in the way it did in
your school? Looking back, with your accumulated
knowledge, what might you have changed? How
would that fit with the theory?

Interviewer  Was the fact that it was initially free a mechanism?
HT
Interviewer Did it build capacity in your school?

Before the interviewing began for this section Proggmme Theory 2 was shared with
the head teacher.

Programme Theory 2

‘Effective partnership work in the area of promoting mental
health and emotional wellbeing of children gives sff clear
advice, guidance and support, increases their knoetige about
childhood disturbance, is able to provide local, auextual
knowledge, is able to offer good continuity of careand
accessibility and to act as a trusted link betweemome and
school.’
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Dialogue (almost verbatim) Significance for evalu@r
Interviewer Is there anything about this theory which makes
sense to you as you think about your own
partnership with the Area Project Coordinator?

HT

Interviewer What do you think it was about the waythe Area
Project Coordinator worked with your schools that
led to the successful enhancement of children’s
mental health and emotional wellbeing in the school
setting?

HT

Interviewer How would does the theory relate to ths way of
working with your school? How would you adjust it?
(Interviewer talked about the Programme Theory # an
suggested that it seemed more an expertise model an
perhaps this might have been more appropriate & th
‘medical model’ view of mental health and emotional
wellbeing promotion.)

HT

Interviewer How did the support to your schools chage and vary
over time? What are your ideas or theories as to wh
the changes occurred? Was there anything changing
in your school?

HT

Interviewer Was the partnership necessary for the wwccessful
enhancement of children’s mental health and
emotional wellbeing?

HT

Before the interviewing began for this section Progmme Theory 3 was shared with
the head teacher.

Programme 3

‘School staff and/or volunteers supporting vulneralke children
are better able to positively impact on their sociemotional
health if they have participated in training, receved supervision
and have followed through consistently with the apmach they
have been trained in when working with children ovea period
of time.’

Dialogue (almost verbatim) Significance for evalui@r
Interviewer Is there anything about this theory which makes
sense to you as you think about the training of sfth
in your school?

HT

Interviewer What about the supervision bit.....or training over
time?

HT

Interviewer What are your theories or ideas about the differene
being trained makes to your school's capacity to
successfully enhancement of children’s mental healt
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HT
Interviewer

HT
Interviewer

HT

and emotional wellbeing in the school setting?

What was it about your school or your mle as head
teacher that supported the building of capacity
through involvement with the ‘Treasure Project’?

How did the training needs of the schobvary over
time?

Before the interviewing began for this section Progmme Theory 4 was shared with
the head teacher.

Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is
enhanced (O) through the participation in evidencdsased
interventions (M) delivered by trained adults.’

Interviewer

HT
Interviewer

HT
Interviewer

HT
Interviewer
HT
Interviewer

HT
Interviewer

HT
Interviewer

HT
Interviewer

HT

Dialogue (almost verbatim)
Is there anything about this theory which makes
sense to you?

Significance for evaluir

What about those groups taken by staffnot the Area
Project Coordinator or other members of the
‘Treasure Project’ team?

What do you think it was that led to the successful
enhancement of children’'s mental health and
emotional wellbeing through delivering small group
interventions in your school setting?

Does this work need to be in a schook#ing?

What was it about your role as head teeher that
supported that supported group work taking place in
your school?

What do you think it was about your sclool staff's

way of facilitating groups that led to the successf

enhancement of children’'s mental health and
emotional wellbeing in the school setting?

Has the group work continued in your s¢ool? What

it is about your school that has enabled that to
happen? Were there any school factors or other
context factors that influenced the success of the
group work?

What would you view as some of the keynechanisms
that led to effective support of children through te
facilitation of small group work? (Interviewer also
wondered if one intervention was more effectiventha
another.)
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Appendix XVII:
Realistic Interview Question Framework for Trained
Staff Member

Realistic Interview of Trained Staff Member

Name: Trained Stalf XX Date of interviewXXX
Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irgrviewer should thank the

interviewee for taking part in the follow up interview to the questionnaire. She should
assure them that they would remain completely anomgous and that no records of
the interview would be kept with their name on andthat neither the school, nor

themselves would be identifiable. She should exprathat the data from the interviews

would be kept in a password protected computer file

The interviewer should explain that the purpose othe interview is to think about the
trained staff member’s ideas or theories about theffectiveness and successfulness of:
1) the ‘Treasure Project’ in general
2) capacity building to meet children’s mental healthand emotional needs in
school
3) the role of the Area Project Coordinator

An overview of Realistic Evaluation should be giverand the interviewer should

explain that she is seeking to find out about Congs and Mechanisms that may have
led to the successful outcomes in their school. $hould be explained that the Area
Project Coordinator (APC) had picked their school & a successful school for the
‘Treasure Project’.

The trained staff member should be given the compled Head Teacher
Questionnaire with the list of ‘Treasure Project’s activities that had taken place in
the school. They should also given a copy of the ®ramme Specification with the 4
Programme Theories and be informed that these theas would be shared with them
before each section of the realistic interview.

Before the interviewing began for this section Progmme Theory 1 was shared with
the trained staff member:-

Programme Theory 1

‘A project which is successful in promoting mentahealth and
emotional wellbeing of children is long term, schdebased,
multi-faceted, multi-levelled and works at changinghe
institution and environment as well as individualsso that those
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elements such as organic factors, stress and expédion are
decreased and children’s coping skills, self-esteeamd social
supports are increased.’

Dialogue (almost verbatim) Significance for evaluator
Interviewer Is there anything about this theory which makes
sense to you as you think about the ‘Treasure
Project’ as a whole?

TS

Interviewer What do you think it was about the ‘Treasure
Project’ that enhanced children’s mental health and
emotional wellbeing in your school setting?
(The interviewer shows the list of activities thaiok
place in the schoo)

TS

Interviewer What would you view as some of the keyontexts
that led to successful work with schools?

TS

Interviewer What would you view as some of the keynechanisms
that led to successful work with schools?

TS

Interviewer Looking back, with your accumulated knowledge,
what might you have changed? How would that fit
with the theory?

TS

Before the interviewing began for this section Proggmme Theory 2 was shared with
the trained staff member.

Programme Theory 2

‘Effective partnership work in the area of promoting mental
health and emotional wellbeing of children gives sff clear
advice (M), guidance and support, increases their towledge
about childhood disturbance, is able to provide laal, contextual
knowledge, is able to offer good continuity of careand
accessibility and to act as a trusted link betweemome and
school.’
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Interviewer

TS

Interviewer

TS
Interviewer

TS
Interviewer

TS
Interviewer

TS
Interviewer

TS

Dialogue (almost verbatim)
Is there anything about this theory which makes
sense to you as you think about your own
partnership with the Area Project Coordinator?

Significance for evaluator

What do you think it was about the waythe Area
Project Coordinator worked with your schools that
led to the successful enhancement of children’s
mental health and emotional wellbeing in the school
setting?

How did the support to your school or yu vary over
time? What are your ideas or theories as to why the
changes occurred?

Was the partnership necessary for the wwccessful
enhancement of children’s mental health and
emotional wellbeing?

Were there any school factors or othercontext
factors that influenced the success of your suppotb
the school? How might this relate to the theory?

Was there anything different about the ‘Treasure
Project’ than other projects or interventions?

Before the interviewing began for this section Proggmme Theory 3 was shared with
the trained staff member.

Programme 3

‘School staff and/or volunteers supporting vulneralke children
are better able to positively impact on their sociemotional
health if they have participated in training, receved supervision
and have followed through consistently with the apgach they
have been trained in when working with children ovea period

of time.
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Interviewer

TS
Interviewer

TS
Interviewer

TS
Interviewer

TS
Interviewer
TS
Interviewer

TS

Dialogue (almost verbatim)

Is there anything about this theory which makes
sense to you as you think about your own training?

What impact did the training have on yaur own
practice?

What was it about your school or your fead teacher
that supported your skills developing through
involvement with the ‘Treasure Project’?

What do you think it was about the way the
‘Treasure Project’ training model that led to the
building your capacity to enhance children’s mental
health and emotional wellbeing in the school settg®

How did your training needs vary over time?

What would you view as some of the keynechanisms
that led to you being effectively trained?

Significance for evaluator

Before the interviewing began for this section Proggmme Theory 4 was shared with
the trained staff member.
Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is
enhanced through the participation in evidence-bask
interventions delivered by trained adults.’

Interviewer

TS
Interviewer

TS
Interviewer

TS
Interviewer

TS
Interviewer

TS

Dialogue (almost verbatim)
Is there anything about this theory which makes sense to
you as you think about your work delivering interventions
in schools as a trained staff member?

What do you think it was that led to the successful
enhancement of children’s mental health and emoticad
wellbeing through delivering small group interventions in
your school setting?

What was it about your head teacher th&asupported group
work taking place in your school?

What do you think it was about your way of facilitating
groups that led to the successful enhancement ofildren’s
mental health and emotional wellbeing in the school
setting?

Are there any key mechanisms that ledd a change in your
own practice that we haven’t mentioned already?
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Appendix XVIII:
Realistic Interview — APC1

Realistic Interview of Area Project Coordinator

Interviewee: Area Project Coordinator 1  Daténtdrview: 09.04.10
(completed 16.04.10)
Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irdgrviewer should thank the interviewee for taking pat

in the follow up interview to the questionnaire. Sk should assure them that they would remain
completely anonymous and that no records of the ietview would be kept with their name on and that
neither the school, nor themselves would be idenigfble. She should explain that the data from the
interviews would be kept in a password protected eaputer file. She should explain that the purpose of
the interview is to talk about the Area Project Coodinator’s ideas or theories about the effectivenes

and/or successfulness of:
1) the ‘Treasure Project’ in general
2) the role of the Area Project Coordinator in general
3) their own partnership work with schools.

Having explained all of the above the researcher shld check again that the Area Project Coordinatorwas happy to proceed
with the interview.

The returned & completed Project School Head TeacheQuestionnaires should be available to help with lwosing ‘successful’
and ‘effective’ schools.

The Programme Theory for each set of questions shibalso be available to be shown at the beginnind each section.

REALISTIC INTERVIEW 1

Can you pick 2 schools that you would say were exaes of schools which were successful in enhancidgildren’s mental health
and emotional wellbeing?

Can you pick also 2 schools that you would say weexamples of effective partnership work with schogl?
You may talk specifically about these schools if ypwish while considering the following questions.
Schools picked: Successful: P20 and P3
Effective: P8 and P19
Before the interviewing began for this section Pragmme Theory 1 was shared with the Area Project Cadlinator, along with
relevant collated results from the Head Teacher Quaionnaire.
Programme Theory 1
‘A project which is successful in promoting mentahealth and emotional wellbeing of children is longerm, school-based, multi-

faceted, multi-levelled and works at changing thenistitution and environment as well as individuals 8 that those elements such as
organic factors, stress and exploitation are decrsad and children’s coping skills, self-esteem andaal supports are increased.’

Dialogue (almost verbatim) Significance for evaluator
Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus
sense to you as you think about the ‘Treasure on theory.....and allows time for
Project’ as a whole? thought and goes into ‘learning
mode.” (Pawson & Tilley, 1997
p.177)
APC1 Yes. | suppose that the schools | have pickedt Interviewer learned about both

have used a range of approaches and haven’t just | the most conducive Context for
tried to put a sticky plaster over the child. Theyhave | effective work (school

bought into a systemic way of working. The things commitment to the project) and
they have chosen to do them with included a cross | Mechanisms i) systematic way of
community groups i.e. not just school staff, but working ii) range of approaches
parents, lunch time supervisors, pupils, governors, | used, iii) cross community
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Dialogue (almost verbatim)

Significance for evaluator

etc.. They have seen it as an opportunity to develo
the skills of their staff through training. The
relationship has been long term | am still working
with some of them.

awareness raising or iv)
opportunity to train staff taken
up) and a confirmation that
some of the relationships with
schools have been long term.

Interviewer | What do you think it was about the ‘Treasure Interviewer is asking the APC to
Project’ that enhanced children’s mental health and | present her own theories or
emotional wellbeing in the school setting? ideas around the project’s

mechanisms and goes into
‘learning mode’.

APC1 My theories are that my way of being and workig is | The interviewer learned that the
underpinned by a Rogation counselling approach (a | following were key mechanisms:
way of being) and that whenever | have done
anything with schools | have stayed within this modl | i) APCs’ individual skill set
i.e. being empathetic, non-judgmental and having and beliefs were a key
positive regard. That's helped me, anyway, to mechanism to the successful
develop relationships with schools, parents and of their work with schools.
children. | think the fact that the support from the ii) ‘Treasure Project’ resources
‘Treasure Project’ it was initially cost free helpel were cost free
and that it had approaches and interventions that iii) New and novel approaches
were novel and new to the schools. It also helpelat and interventions
it offered support with what the schools were iv) Offered support for
struggling with at the time and that the support tak presented problem
place in the school environment. | think being thee | v) Support took place within
and being part of the school’s team helped i.e. school environment
turning up and fronting up each week helped. The vi) Custom-made project
fact that it wasn’t an off-the-shelf set of intervetions tailored to need of school,
helped — there was an ability to meld stuff togettre but rooted in evidence-based
e.g. Happier Playtimes Projects were a combination interventions and
of Quality Circle Time, PATH and ??7. | think was approaches
helpful that our team had a range of experiences a@h | vii) Range of experiences and
skills e.g. a coordinator, teacher and therapist. liked skill sets in the team
doing different things to the other Area Project viii) Expertise in different
Coordinator. | liked Quality Circle Time, interventions
Therapeutic Storywriting, and PATH. It was useful ix) Placement students brought
when we had the students. It allowed some flexibiyi knowledge, energy and
and generated energy which the children really likd. flexibility to team
They also had some theory and skills from their
psychology courses. They were different to being §t
a play worker they had training and skills about
emotional wellbeing and were knowledgeable about
psychology through their studies.

Interviewee | What would you view as some of the kegontexts Interviewer is asking the APC to
that led to successful work with schools? present her own theories or

ideas around the project’s
contexts. The interviewer goes
into ‘learning mode’.

APC1 If the head teacher or the SENCO was doing it The interviewer has learned that

because they wanted to, if they were fully on boardt
made a huge difference and also how emotionally
well they were, if they were organised and followed
through with what we agreed on and if they bought
into the wider approach and were willing to give up
INSETSs to do that and do more than the ‘tip of the
iceberg’ stuff.

the context of the school was key

to the ‘Treasure Project’

programme being successful.

Effective contexts:

i) HT and school staff wanted
to be involved

i) HT and school staff were
‘emotionally well’
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Dialogue (almost verbatim)

Significance for evaluator

themselves
iii) They were organised
iv) Followed through with
agreements
v) Bought into the wider
approach
HT willing to give up
INSETSs to more than the
minimum

Vi)

Interviewer

What would you view as some of the keynechanisms
that led to successful work with schools?

Interviewer is asking the APC to
present her own theories or
ideas around the project’s
mechanisms. The interviewer
goes into ‘learning mode’.

APC1

What is the difference?

The APC1 needed theftitrence
between content and mechanism
explaining to her and the
interviewer went into ‘teacher’
mode.

She repeated the question and
waited for the APCL1 to think
about her theories and went into
‘learning mode’.

APC1

Confidence in the skills of the project coordiator
was huge — when they were confident they would let
you do stuff. What made a huge difference was whe
‘the sum is greater than the parts’ — i.e. if theydid 4
things something different was going on than if oyl

a few things were taken up.

The interviewer learned that

confidence in the APC was

needed before school would give

the go ahead for interventions.

She learned that some of the key

mechanisms were:

i) skill of APC in gaining
school’s confidence

ii) if they did more than 4
things there was more than
an accumulated effect

Interviewer

What was difference?

The interviewer is trying to
tease out the APC ideas and
theories as to what was going on
in those schools where multi-
levelled, multi-faceted work was
going on. The interviewer goes
into ‘learning mode’.

APC1

The ‘A-ha moment’ - the more they worked withit,
the more they realised that they did not have to s
the child to CAMHS. Initially they felt the problem
was within the child or class, but after time the
conversations in the classroom, corridor, etc. bega
to change and there was an increased awareness.

The interviewer has learned that
there was a ‘tipping point’ with
school-based work when there i
a shift in understanding of
mental health/emotional
wellbeing promotion from

‘within person’ to a more
ecological stance. This seems to
go along with a school’'s
confidence at dealing with
presented

behavioural/emotional issues
rather than turning to external
CAMHS professionals.
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer

Of what was there an increased awarens®

The interviewer is seeking to
confirm the theory presented by
the APC. The interviewer goes
into learning mode again.

APC1

Of different ways of promoting emotional wellkeing
for the children. A feeling that this is our colletive
responsibility started to kick, a shared responsibity
..... there is still some way to go however! But it wa
no longer only the teacher’s problem, and people
begin to talk to each other.

| also think that the timing of the project was
fortuitous because lots of initiatives were beingatken
up by schools e.g. Sure Start, SEAL & Healthy
Schools Initiatives.

The interviewer has confirmed
an outcome of the ‘Treasure
Project’ programme when it
was effective to the APC in
terms of established and
embedded capacity in the schoo
in terms of shared responsibility
for the promoting of the mental
health and emotional wellbeing
of children.

Further more the APC puts
forward a theory about the
importance of the wider
educational and political context
that the programme was
operating in.

Interviewer

What do you think were the key influenes that
helped the project to develop in the way it did?
Looking back, with your accumulated knowledge,
what might you have changed? How would that fit
with the theory?

The interviewer is aware that
some of this may have been
covered in the APC previous
responses so she says this and
then splits the question into the
3 different parts. The
interviewer wants the APC to be
reassured that she can move on
from theorising about effective
practice if she has come to end
the interviewer is beginning to
realise that the process of
thinking and theorising is quite
tiring and intense for both
parties. The interviewer waits
for a response and goes into
learning mode again.

APC1

What | would change? | would like to say to dwools
that | would not come in and work until you have
done some more systemic work in the school before
work with individual children e.g. SEAL, INSETs
with staff, maybe a whole school PATH on emotional
wellbeing, Quality Circle Time training for the whole
staff, etc.

Where | am now? | know it is not any good trying to
do a piece of work unless the whole school
community is involved e.g. the class teacher, pargn
SENCO and the more people are involved from othe
agencies. | also think that the earlier an intervetion
is the better and the more successful it is going be.

The APC takes the opportunity
to finish with theorising about

| work that has gone and moves
to where work hasn’'t gone well.
This also the interviewer to gain
more information about context.
Ineffective contexts are:
i) when schools only ask for
work around individual children
presenting with issues
ii) that an ineffective context
work with individual children
can be comprised and not be so
effective. (This supported by the
cumulated responses from the

Head Teacher Questionnaire.)

Before the interviewing began for this section Pragmme Theory 2 was shared with the Area Project Cadinator, along with
relevant collated results from the Head Teacher Qustionnaire.
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Programme Theory 2

‘Effective partnership work in the area of promoting mental health and emotional wellbeing of children gives staff clear advice,
guidance and support, increases their knowledge about childhood disturbance, is able to provide local, contextual knowledge, is
able to offer good continuity of care and accessibility and to act as a trusted link between home and school.’

Please note:

The interviewer had informed the Area Project Coordinator 1 that this was the work that had not fitted with the theory well.
APC1 had looked through the comments on the collected sheet about partnership and then listened to the Programme Theory.
She interpreted this as the project not being successful in the area of partnership. The interviewer realised this and explained
that in her view all the head teachers had viewed the partnership with the Area Project Coordinators as effective. She then made
a comment that although it was nice the head teachers thought the partnership were effective, but she did not view her work in
this way. She felt that she had too many schools for any partnership to be effective. (Therefore there is a context here that needs
to be made note of — this APC believed that in order to be fully effective she should only work with a few schools).

Dialogue (almost verbatim) Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus
sense to you as you think about your own on theory again.....and allows
partnership with schools as Area Project time for thought and goes into
Coordinator? ‘learning mode.’ (Pawson &

Tilley, 1997 p.177)

APC1 | was spread too thin to develop an effective The interviewer has learned that
partnership. | need to be there for several years. The| the APC believes that in order
effectiveness is something about how you are to work effectively with schools
perceived as an individual as well as what you in terms of promoting children’s

deliver. | wouldn’t say | had an effective partnership | mental health and emotional

in many schools. | think that confidence in the Area | wellbeing the support needs to
Project Coordinator was key - seeing the Project be long term. This supports PT
Coordinator wearing a variety of hats was useful, i.e.| 1.

working with children, training staff, talking to staff
about specific issues and being able to stand on a | Again the APC reiterates her
playground and play with children and then come in | understanding about

to staff room and talk. Having a breadth of skills is importance of the skills of the

useful. Being the kind of person that staff can be APC as a key mechanism. She
trusted to talk to a parent, etc.. | would say that refines this as:

skills, ability and versatility is important because our | i) having a breadth of skills
work is not just around training, or delivery of i) being trusted as professional
Zippy’s Friends — it might be around fund raising or | to interact with parents,

saying ‘Have you thought about it this way?’ children and staff

Delivery might be more than what is being asked for.| iii) versatility
How what we deliver feeds into emotional wellbeing, | iv) ability to see the larger

but if we are talking about how to enhance picture for the school
playground, this is in terms of environment. It helps | v) connections and knowledge
to tackle other problems and have a broader of other support services is
awareness of stuff beyond the call of duty. The school  valued

might think that she can help me with other vi) being a link to wider
things....she knows her stuff and knows what’s going initiatives

on in the wider context in the context of emotional
wellbeing and beyond. She knows useful people and
can be a trusted link between school and wider
organisations e.g. Healthy Schools contact, etc.
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer | What do you think it was about your way of The interviewer perceives that
operating with schools that led to the successful the APC is tiring and that the
enhancement of children’s mental health and agreed time is coming to an end.
emotional wellbeing in the school setting? The interviewer reads out the

guestions, but suggests that
much of this may have already
been covered. She allows time
for response, but when none wag
forthcoming immediately she
suggested that they moved on to
the next question. The
interviewer is in teaching mode
here.

Interviewer | How would does the theory relate to youown role The interviewer reads out the
with schools? How would you adjust it? guestions, but again suggests

that much of this may have
already been covered. She
allows time for response, but
when none was forthcoming
immediately she suggested that
they moved on to the next
guestion. The interviewer is in
teaching mode here.

Interviwer | How did your support to schools change ad vary This time the interviewer is
over time as you gained experience working with interested in knowing the ideas
schools in this way? What helped to shape your and theories which the APC has
evolving experience? How might this relate to the about changes in her support to
theory? school over time. She asks the

whole question and then, in
order to be helpful and
encourage the APC to think
about this area the interviewer
breaks up the question into 3
parts. The interviewer is in
learning mode again. The
interviewer is in learning mode
again.

APC1 The whole thing that H started, which was to psh The interviewer has learned that
hard for ‘sitting by sally’ training alongside directly | the APC gained much from
delivering an intervention herself, so that staff vere | attending training herself and
skilled up as well interventions delivered. The this shaped her practice when
Quality Circle Time training course that | attended working with schools. This is an
was a turning point for me - the whole school model | acknowledged strong key
helped me to understanding why things were mechanism.
working and weren’t working. This (meaning the
insistence on multi-levelled approaciljowed much A further key mechanism is the
more up-skilling of staff. insistence that capacity building

work takes place alongside
(The APC then said that she didn't know what elsea | direct delivery of support
say.)

Interviewer | Interviewer talked about the Programme Theory 2 The interviewer is in teacher

and suggested that it seemed more an expertise
model and perhaps this might have been more
appropriate to the ‘medical model’ view of mental
health and emotional wellbeing promotion.

mode here — she is encouraging
the APC to reflect deeper on the
theory. The interview then

D

moves into the learner position.
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Dialogue (almost verbatim)

Significance for evaluator

APC1 The whole thing was that no way we wanted toeb The APC has reflected on the
perceived as experts. We came from the point of wie | additional thoughts from the
that we are not experts....we can teach you how to dpinterviewer and unpacks the
this....we have knowledge and skills....but you've gol suggestions that they were
to be well yourself ....your emotional wellbeing is& | experts. In this process the
important as the children’s. interviewer has learned of 3 key

mechanisms:
Our work had a different kind of core to it. i) an empowering dialogue when
Everybody needed to be involved...... not just the negotiating work with schools is
leadership team...it includes the catering staff, the | necessary for effectiveness
receptionist, etc. the message got stronger and kber | ii) the APC models emotional
through the school community. health and models healthy
emotional wellbeing behaviour
when she is in schools
iii) the emphasis on the whole
school approach is vital

Interviewer | What would you view as some of the kegontext or The interviewer wants to draw
mechanisms that led to effective partnership work out some more specific details of
with schools? Was the partnership necessary for the| Contexts and Mechanisms, but
successful enhancement of children’s mental health | senses the APC does not really
and emotional wellbeing? have anything extra to say. Nor

does the APC take up the
opportunity to reflect on

whether the partnership
necessary. The interviewer
decides it would be more helpful
to move on. The disadvantage to
having questions already in
mind is that the interview could
slip into a ‘semi-structured’
interview mode and that the
interviewee may feel inadequate
if they have nothing to say in
response to a question. The
interviewer suggests that much
of this might have been covered
already.

Interviewer | Were there any school factors or othecontext The interviewer wants to
factors that influenced the success of your suppotb | explore any specific Contexts
the school? How might this relate to the theory? that might have been particular

to APC1’s work with school.
The interviewer is how in
learner mode.

APC1 Looking back when we first started we didn’t have a | The interviewer learned that a

set of offerings — we didn’t have that — as time v
on we did - and the person who delivered them
believed in them. We all delivered things that weeft
strongly about. There was congruence between the
person delivering the training or the intervention
and the approach.

key mechanism was the number
of interventions that could be
offered by the ‘Treasure

Project’ — this increased

(The interview then ended and it was agreed to cointue it at another time.) The interview continued @ 16.04.10.

Before the interviewing began for this section Pragmme Theory 3 was shared with the Area Project Cadinator, along with
relevant collated results from the Head Teacher Qusionnaire.
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Programme 3

‘School staff and/or volunteers supporting vulnerate children are better able to positively impact ortheir socio-emotional health
if they have participated in training, received sugrvision and have followed through consistently wit the approach they have
been trained in when working with children over a eriod of time.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus
sense to you as you think about your work training | on theory again.....and allows
adults in schools as Area Project Coordinator? time for thought and goes into

‘learning mode.’ (Pawson &
Tilley, 1997 p.177)

APC1 Yes. That they need all these strands to makework | The interviewer has learned that
they need up-skilling, confidence and training to key mechanisms are:
make it work. They have to go away and do i) specific intervention training
something consistently and not erratically and ovea | ii) values, principles and
period of time. gualities espoused during the

training
Big problem is that socio-emotional wellbeing seeas | iii) long term support
a separate part of the curriculum. They need to
understand that they are all part of the same thing
You are doing your teaching better if you are able¢o
manage the curriculum and socio-emotional
wellbeing. The emotional wellbeing of adult and
child is hugely paramount. The training is around a
specific intervention but it is also around a contet —
values and principles and qualities. This won't
happen in 2, 5 days it needs to happen over a life
time —the more people that are singing from the saen
hymn book then it is going to have more impact than
if everyone is doing something differently.

Interviewer | What do you think it was that led to the building The interviewer is ‘learning
capacity in schools and the successful enhancement| mode’ and is curious about the
of children’s mental health and emotional wellbeing | role of the APC in building
in the school setting? What was it about your role capacity in schools.
that supported this?

APC1 Being not caught up in the politics of the saol, Key mechanisms of APC role:
being objective about things is useful and helpfut i) independent person
not caught up in who'’s holding the purse strings — ii) ability to comment
able to say this is what | think will be helpful toyou, | iii) modelling of supportive
your leadership team, etc. adult behaviour in school

towards others
A way of being — in the corridor, playground, the iv) modelling looking after one’s
admin person. Are you ‘walking the talk’ — own well-being
modelling this at all times? | also do this for myslf. |
do look after my own emotional-wellbeing — all the
gualities | want to see as the end result | am usinin | other key mechanisms to do
my way driving it forward — creativeness, etc. with success of take up of
approaches:
TSW also meets other needs, e.g literacy — this was | i) intervention also impacts on
useful in getting it into schools. learning e.g. TSW
i) able to observe (or know of)
When we were training people to deliver things we | same intervention being
would be delivering this in parallel in their schods - | delivered by APC in school
they could see the intervention in action before #y
came on the course. A parallel approach.
Interviewer | What do you think it was about the training model The interviewer is curious about

that led to the building capacity in schools and ta

successful enhancement of children’s mental health

specific ideas or theories around
the training model. The
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Dialogue (almost verbatim)

Significance for evaluator

and emotional wellbeing in the school setting?

intgiewer is in learning mode.

i

APC1 The versatility... if they weren’t able to do afull The key mechanisms were:
INSET then a ‘sitting by Sally’ training might be i) varied training packages
taken up, or an INSET when school was open, or around the same evidence-base
attending of an external training day, or just talking | intervention
about the approach, or delivering it directly. Peoje i) incidental learning through
would watch the interactions with the children and observation of APC in school
this resulted in informally training all the
time....from getting out of the car answering the
phone, etc. Your whole way of being is modelling
training and this has been quite powerful. Like bad
hairdresser - its the same with people training to
support emotional wellbeing — you wouldn’t go to a
hairdresser with bad hair.

Interviewer | What do you think it was about your ownway of The interviewer is curious about
delivering training that led to the building capacty the APC'’s theories about her
in schools and the successful enhancement of own way of delivering training
children’s mental health and emotional wellbeing in | and is in learning mode.
the school setting?

APC1 | think our training very much is a parallel process Key mechanisms:
to what we expect our delegates go off and do. We | i) belief in approach
mirror this and nurture them. The training is a i) modelling approach through
mirror of what we expect them to create in their set up of training
group in terms of venue, food, the way we operate,
our flexibility in timing, listening in to their vo ices,
etc.

Interviewer | How did your training model change andvary over The interviewer is curious as to
time as you gained experience working with school | whether the APC has adapted or
staff in this way? changed any of the training

experiences and is learner mode,

APC1 It became more mine, more authentic, more creéae, | Key mechanism:
had more influence, more me, more examples to i) having examples to hand to
weave into training because | have done more. It talk about during training
became more obvious that people didn’t know this. | ii) linking training to initiatives
Then an ‘aha’ moment when they realised that they | already in school like SEAL
didn’t the whole thing, the way of talking about i) drawing down on knowledge
emotional health, particularly Quality Circle Time. of other approaches
Things that | had been thinking of, but never pinnel
down and linked them back to wider things like
SEAL.

Interviewer | What would you view as some of the keynechanisms| The interviewer is keen to find
that led to effective training of staff? the mechanisms that could be

called effective.

APC1 We have had staff that have been 4 or 5 diffent Key mechanisms:

training — e.g. active listening, QCT, Zippy friends,
Nurture Group training, etc. There are consistent
messages about collective responsibility. Peopleate
to breathe it, live it...first of all become aware of
it...... do it unconsciously. This takes time .... takes
repetition... takes more than one person doing
it....needs everyone growing in the same direction in
a rhythm.

Training people who are not at a senior level — e.g
teaching assistants... improves their self-esteem and
confidence recognising their ability to impact on

children. For some of them it has affected their wble

i) consistent message about
collective responsibility

i) encouraging staff to go on
several training courses

iii) training staff at different
levels in the school

iv) promoting an ecological view
of mental health and emotional
wellbeing

Key contexts of effective

training seem to be:
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Dialogue (almost verbatim)

Significance for evaluator

way of being with children who they work with
outside of the intervention.

Going right back to basics — children do not comepu
with all these difficulties out of the blue. Therds a
responsibility to find out why. This is not genetially
programmed. There is a real shift in their
understanding of mental health and emotional
wellbeing.

i) atmosphere of valuing all staff

Interviewer | Were there any school factors or othecontext The interviewer wants to check
factors that influenced the success of capacity out whether the school context
building through training of staff? Was the ongoing | was a major influential factor on
partnership necessary for the successful continuing | the success of capacity building
of support to vulnerable children? in school .

APC1 Specifically training.....people who wanted to & The APC1 confirms that the

there — not just sent because head teacher thought
was a good idea — i.e. to fix the teaching assistan
People who want to do it operate differently, settig
up their groups and training very differently.

Head teachers who see the value of someone comin
Staff retention is not great at schools where the
training is not supported, they might go off to
another school and then not use their skills. The
success of the training is better when the schooahk
good mental health and wellbeing in the staff
structure. They believe they can have an impact and
candoit......... as opposed to keep them quiet or
their health out, etc.

school context that the staff
member works in effects their
attitude towards the training
experience;
Key context:

gi) values training
i) supportive/emotional healthy
organisation

Key mechanism:

i) belief in the ability to have an
impact

i) want to be trained

iii) follow through with training
and set up groups, etc.

Before the interviewing began for this section Pragmme Theory 4 was shared with the Area Project Cadinator, along with
relevant collated results from the Head Teacher Quaionnaire.

Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is enhanced through the participation irevidence-based
interventions delivered by trained adults.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus
sense to you as you think about your work deliverig | on theory again.....and allows
intervention in schools as Area Project Coordinato? | time for thought and goes into

‘learning mode.’ (Pawson &
Tilley, 1997 p.177)

APC1 That's true. It's quite hard to measure and ealuate.

Interviewer | Perhaps you could think about the evidace-based Interviewer encourages APC1 to

move into ‘teacher mode’. APC1
shares her thoughts about
‘evidence-based’ and reveals he
beliefs about how children’s

socio-emotional health can be
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Dialogue (almost verbatim)

Significance for evaluator

promoted by more than formal
evidence-based work.

APC1 That's the thing | was going to come onto...... it a APC1 continues in ‘teacher’
term banded about a lot...... whose evidence - with | mode — setting the scene for her
what...It can be enhanced by non-trained adults with| answers. The interviewer helps
non-evidence based interventions, for example, sdoy her to understand that her
and guide groups. observations are also ‘evidence-

based’. The APC1 may also be
feeling under pressure to
continue to produce ideas —
quite an intensive process.

Interviewer | If you considered the McDonald & O’Hara model
could those activities be mapped onto that?

(interviewer shows APC1 the model — which is alyead
familiar to her)

APC1 Yes......... if you think about a Brown
group.....etc...yes all this in going on...... whether
formally or informally.

Interviewer | What do you think it was about the groy work or Interviewer continues to
approach that led to the building capacity in schols | encourage the APC1 to think
and the successful enhancement of children’s mental about theories and ideas abut
health and emotional wellbeing in the school settg? | successful work with children.

She remains in learner mode.

APC1 | think any piece of work that ...... in a group....you | The APC1 begins to reveal key
can work with stuff about managing difficult mechanisms:
emotions.....likely to have a real life situation tacome | i) peers to interact with
up in that group, e.g. gives an example of this and i) group facilitator use of group
you can start to model this and focus on this and interactions as a real life context
work with what comes up. Peers are so important in | to reflect on behaviour or
helping them to have a sense of self and get feedka | emotional responses
from others... you need others to do this. iii) feedback from peers in

group
They make new and different friends. iv) friendships develop

V) support of group
They can be supported in group situations. vi) enjoyment of group

vii) opportunity to practise skills
They can practise skills with each other, have fun viii) ability to recognise
together. This is not possible if not in a group. individual cultures and

differences

You can celebrate difference.

Interviewer | Can you think of any that was specifico your own Now that the APC1 has begun tg

way of working with groups? think about the mechanisms the
interviewer is curious as to how
she facilitates these groups to
take account of her theories.
The interviewer goes into
learner mode.

APC1 A need to believe and feel passionate abouté.g. not| The APC1 reveals key
Solution Focused type groups. | tended to run group | mechanisms:
which | am passionate approach which matched the | i) her own motivation
way of my own life. It is rare to have the freedonto i) active choice to use an
deliver in that way, a way that is congruent to my approach that suits her
creative and therapeutic way of working.

Interviewer | | wonder about the specific approachesfor example, | The interviewer wants APC1 to

Therapeutic Storywriting?

look deeper into the actual
mechanisms that might
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Dialogue (almost verbatim)

Significance for evaluator

influence the success of APC1’s
groups.

APC1 I have embellished it and woven in other appraches | Key mechanism:

e.g. Quality Circle Time into Therapeutic i) use of Quality Circle Time
Storywriting and Parachute Games. The Rogerian i) use of Rogerian principles to
principles underpins everything — | have a very underpin training

eclectic approach.

Interviewer | What do you think it was about your ownway of The interviewer continues to ask
facilitating groups that led to the successful for deeper reflection.
enhancement of children’s mental health and
emotional wellbeing in the school setting?

APC1 Emotional health, Maslow, physical safety, phsically | Key mechanisms:
well, being fed, underpinned in my own i) focus on staff's emotional
groundedness and | think that comes through to wellbeing in the training
children, teachers and staff training — training inthe
5 Wells;- Physical, Emotional, Cognitive, Spiritual
and Creative theory from QCT). | can say | am doing
that doing that.

Interviewer | | wonder what other differences the smd group The interviewer goes back to
work made? looking at small group in

general.

APC1 The setting etc. Yes, yes. 10 years ago | waulot The APC1 reveals a strong key
have thought to say you are not going to put me ia | mechanism:
broom cupboard or tolerate an argument next door | i) setting where group takes
to the room when the group was taking place. place

i) preplanning
iii) assertiveness around
protecting group setting, etc.

Interviewer | How did your facilitation of groups change and vary | The interviewer continues the
over time as you gained experience working with theme of change in practice and
children in this way? What helped to shape your is also curious about other
evolving experience? How might this relate to the Contexts or Mechanisms that
success of the project? might have shaped practice of

APCL1.

APC1 | think being part of EPs enriched the wholehings — | Key mechanisms:
being lucky to go on other training that would feed i) attending EP training days
into my approach e.g. coaching, narrative therapylt
makes you think about things in a different way.

Interviewer | Were there any school factors or othecontext Interviewer returns to school
factors that influenced the success of the group wo | context....... just to check this
that you haven't already mentioned? area before the interview ends.

APC1 When a school is willing to just run with an dea e.g. | Key context revealed:

targeting obesity. They ran with it (manicure, etc). It
is difficult to show the underpinning. Piloting new
ideas and new approaches that needed evidence-ba
but my sense was that this might be helpful. But
theories underpinned the knowledge.

Knowledge of school and children, etc. The more
work with school the broader that knowledge will be

i) trust in the APC1

ii) willingness to pilot new
s@pproaches

iii) increased knowledge of
school gained through number
of visits to school.
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Appendix XIX:
Realistic Interview — APC2

Realistic Interview of Area Project Coordinator

Name: Area Project Coordinator 2 Date ofrivitav: 12.04.10

Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irgrviewer should thank the interviewee for taking pat in the follow up interview
to the questionnaire. She should assure them thatey would remain completely anonymous and that noecords of the interview
would be kept with their name on and that neither he school, nor themselves would be identifiable. 8fshould explain that the
data from the interviews would be kept in a passwal protected computer file. She should explain thathe purpose of the
interview is to talk about the Area Project Coordirator’s ideas or theories about the effectiveness dfor successfulness of:

1) the ‘Treasure Project’ in general

2) the role of the Area Project Coordinator in general

3) their own partnership work with schools.

Having explained all of the above the researcher shld check again that the Area Project Coordinatorwas happy to proceed
with the interview.

The returned & completed Project School Head TeacheQuestionnaires should be available to help with lwosing ‘successful’

and ‘effective’ schools.

The Programme Theory for each set of questions shibialso be available to be shown at the beginnind each section.

Can you pick 2 schools that you would say were exaes of schools which were successful in enhancidgildren’s mental health
and emotional wellbeing?

Can you pick also 2 schools that you would say weexamples of effective partnership work with schogl?

You may talk specifically about these schools if yowish while considering the following questions.

Schools picked: successful — P12 and P7
effective — P16 and P9

Before the interviewing began for this section Pragmme Theory 1 was shared with the Area Project Cadinator, along with
relevant collated results from the Head Teacher Qus&ionnaire.

Programme Theory 1

‘A project which is successful in promoting mentahealth and emotional wellbeing of children is longerm, school-based, multi-
faceted, multi-levelled and works at changing thenistitution and environment as well as individuals 8 that those elements such as
organic factors, stress and exploitation are decresad and children’s coping skills, self-esteem andaal supports are increased.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus
sense to you as you think about the ‘Treasure on theory.....and allows time for
Project’ as a whole? thought and goes into ‘learning
mode.” (Pawson & Tilley, 1997
p.177)
APC2 All of it.
Interviewer | In what way? Interviewer keeping the stance
of a curious learner.
APC2 | think that primarily because we had a good song Key mechanisms:

relationship with the schools. For schools that
wanted to buy into the partnership model and
wanted to change and where it really worked, all
these things were part of it. When the head teacher
was emotionally intelligent enough to put their
money where their mouth is, i.e. let staff go off
curriculum duties to promote wider learning. | think
that the schools that had a positive partnership

i) relationship with schools
i) flexibility around
intervention

Key contexts:

i) schools that wanted to buy
into partnership model

ii) wanted to change

344



Dialogue (almost verbatim)

Significance for evaluator

relationship was where they treated you as a member iii) head teacher allowed staff to

of staff and gave you space both physical and
otherwise.

| think all the work was successful — if | thoughtit
wasn't going well | changed what | was doing or
abandoned ship — e.g. in one school we decided
together that it wasn’t working and we discontinued
with the work. There were also pieces of work that
abandoned because the school didn't give us the
space we needed so we stopped, e.g. Therapeutic
Storywriting at one of my schools.

go off curriculum duties

iv) treated APC as a member of
staff

v) gave APC space physical and
otherwise

Interviewer | What do you think it was about the ‘Treasure Interviewer continues to be
Project’ that enhanced children’s mental health and | curious about the APC'’s
emotional wellbeing in the school setting? theories and ideas about the

effectiveness of the ‘Treasure
Project’.
APC2 I think the fact that we came in with a nameike Key Mechanisms:
Treasure helped — we came in as a vibrant outside | i) name helped
agency, informal, using first names, being extremgl | ii) informal approach
positive and focused on the good stuff about thed. | iii) positiveness
This was not always the case; sometimes it could be| iv) free service
complete nightmare and some of the children needed v) helped Healthy Schools and
years of therapeutic work to address their needs.lB8 | ECM agenda
when it was successful the positiveness was ondta | vi) creative and good ideas
reasons it went well. vii) lot of things to chose from
The fact we were offering a free service helped, bu
not all the time. Some people could not see the gigr | Key Contexts:
picture. A lot depended on the head teacher, if the | i) head teacher was emotionally
were emotional intelligent, had a vision, it worked intelligent and had vision
When they didn’t, we could not get pass the door. ii) full backing of head teacher
The direct work with children was always free.
The project was supported by government policies
that schools had to buy into Healthy Schools and &
Every Child Matters.
We had creative and good ideas.
We built capacity and there was a lot of choice, Bt
of things to choose from.
Interviewer | Why was that helpful?
APC2 The schools had options. We were able to sdyig is

what we can do; we were adaptable and worked hard
with schools to produce interventions that would
work for their particular setting.

All the positive schooals, its about the head teache
even though they would let you do they work if they
weren’t behind it this filtered down to the rest ofthe
school. If it was a case of ‘do it with us’ it woked
well. If it was a case of ‘do it to us’ it didn’t work as
well and the head teacher did not give you the full
back up you needed.
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Dialogue (almost verbatim) Significance for evaluator

Interviewer | What would you view as some of the kegontext or Interviewer informs APC of
mechanisms that led to successful work with scho@s contexts and mechanisms
elements of theory. Takes the
role of learner.

APC2 The offer of external training was a key mechaism, | Key mechanism:
sending someone on the course which led to further | i) offer of external training
work in the school. They had dipped their toe intk | ii) telephone contact with school

water and wanted to follow up with different work.

D

Ringing up a school was a key mechanism — we wer
able to say we are free, come on a course, we could
do some work for you, what do you want us to do?

Interviewer | What do you think were the key influenes that Interviewer continues to help
helped the project to develop in the way it did? APC2 to develop theories whilst
Looking back, with your accumulated knowledge, reflecting retrospectively on

what might you have changed? How would that fit their work.
with the theory? Some of these points may have been
covered already, but think about where you were at
the beginning of the project, where you were at the
end of the project what were some of the key
influences on your work?

APC2 Gaining experience and training was a key inflence. | Key mechanism:
APC1 and | were well trained and had lots of i) gaining experience
opportunities. We developed expertise in several i) training
areas, for example, solution focused iii) developing expertise
approaches....... | don't like to think of myself as an

expert in anything.
Key contexts:

| would have changed the lead-in time and | would | i) readiness to offer

have set it up differently so that we had lots of interventions
interventions at our finger tips, so that we were i) schools opt into project
ready with lots of interventions and an action plan
proper office space and that schools really wanteid
work with us instead of being given to us. The firs2
or 3 months were wasted. A website would have been
a good idea — schools could have contacted us about
what they wanted more easily.

Before the interviewing began for this section Pragmme Theory 2 was shared with the Area Project Cadinator, along with
relevant collated results from the Head Teacher Qus&ionnaire.

Programme Theory 2

‘Effective partnership work in the area of promoting mental health and emotional wellbeing of childrergives staff clear advice,
guidance and support, increases their knowledge abbchildhood disturbance, is able to provide localcontextual knowledge, is
able to offer good continuity of care and accessility and to act as a trusted link between home andchool.’

Dialogue (almost verbatim) Significance for evaluator
Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus
sense to you as you think about your own on theory.....and allows time for
partnership with schools as Area Project thought and goes into ‘learning
Coordinator? mode.’ (Pawson & Tilley, 1997
p.177)
APC2 | think that | have said already that the heal Key context:
teachers who were emotionally literate and could se | i) head teachers willing
what the project offered, if they were willing participants
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Dialogue (almost verbatim)

Significance for evaluator

participants. Not sure what else to say...

Interviewer | What about the advice part? This theorydid not Interviewer is asking the APC to
really fit the feedback from head teachers....couldti | present her own theories or
be that the Area Project Coordinators offered a ideas around the project’s
different kind of partnerships — | call it particip atory | mechanisms and goes into
partnership ..... could it be that the ‘Treasure ‘learning mode’.

Project’ offered a different kind partnerships.

APC2 Yes and No. Schools did ring up and you weréke to | Key mechanism:
give them the benefit of your experience. They did | i) giving of advice by APC
ask about setting up an intervention and what can &
do? Certainly, we did give advice.....conversation
more...... and discussed theories around emotion
wellbeing, we used intuition and judgement and
share this appropriately without telling them whatto
do. My role was very solution focused with the
schools ..... and | gave Quality Circle Time advice on
systems that work, but they might not necessarily
take them up. | also sign post to different agencse
and giving staff clear advice in the content of
behaviour and how to promote positive behaviour.

They didn’t always take it.

Interviewer | What do you think it was about your way of Interviewer is curious about the
operating with schools that led to the successful APC's theories about her work.
enhancement of children’s mental health and
emotional wellbeing in the school setting?

APC2 I think it was just about valuing the relationship, Key mechanism:
being on a level footing and understanding what i) having fun with schools
their needs were, being as accommodating as you
could. My way of operating was .... the more fun | Key contexts:
have with the schools the better it was. When schigo | i) whole school approach
included me as a valuable member of the team it i) welcoming receptionists
worked very well. Some schools didn’t even nod at
you. When it was very effective it was when they b
welcoming receptionists...

Interviewer | In what way did that help? Interviewer asks APC2 for

clarification.

APC2 They are one of the most important people inhe
school. They find you a space, make you an
appointment and its well oiled. Where you've got to
battle with the receptionist it doesn’t work very well.

It's needs to be a whole school approach.

Interviewer | How would does the theory relate to youown role Interviewer reminds APC about
with schools? How would you adjust it? the theory.

APC2 | don't think | would.

Interviewer | What about the bit about the link between home and | Interviewer prompts and draws
school? attention to part of the theory.

APC2 No, not really..... | was a link between the ckd and Key mechanism:
school. We didn’t do enough work with parents and | i)
their children, L probably did more. | am quite
removed from it now - 18 months my response would
have been different.

Interviewer | How did your support to schools changend vary Interviewer draws the APC2’s

over time as you gained experience working with

schools in this way? What helped to shape your

attention back to reflecting on
her own work and the changes
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Dialogue (almost verbatim)

Significance for evaluator

evolving experience? How might this relate to the
theory?

over time.

APC2 | was more choosey about the interventions | Key mechanism:
delivered — those that | was comfortable with and i) intervention or approach suits
successful with.......e.q. Treasure Theatre, at first | | the APC.
did loads of that.....I started to think other things
worked better like Treasuring Ourselves, based on
solution focused approaches....... went and sold this
...... | could see that it worked quickly and
efficiently......... Circle Time ...... evidence based
stuff. | tended to do much more evidence based work
and less of the airy fairy stuff.

Interviewer | What would you view as some of the kegontexts? Interviewer begins to ‘teach’ the
APC about Realistic Evaluation
theory.

APC2 The school have to take up what you are offerg and | i) school willing to go with the

run with it...... it does act in isolation...... not that it intervention.
does not have anything to do with you...... about
building their capacity and using it.

Interviewer | What would you view as some of the keynechanisms| Continuing with RE theory.

that led to effective partnership work with school®

APC2 When schools were willing to give you staff ttrain Key mechanism: staff trained at

and you worked alongside them that was very useful} the same time that the
intervention is delivered.

Interviewer | Was the partnership necessary for thesccessful The interviewer now moves to

enhancement of children’s mental health and the core of interview and asks
emotional wellbeing? for reflection about the need for
the role.

APC2 The partnership was necessary because schoetg Key mechanism:

bogged down with curriculum and things happen
when you get someone going in........ | suppose
schools feel that they’ve got valued support, takine
load, an expert, relieve them of the planning, offéng

them a strategy that works.......

i) partnership relationship with
APC to support, take the load,
give advice, plan, offer an
effective strategy

Before the interviewing began for this section Pragmme Theory 3 was shared with the Area Project Cadinator, along with
relevant collated results from the Head Teacher Qustionnaire.

Programme 3

‘School staff and/or volunteers supporting vulnerale children are better able to positively impact ortheir socio-emotional health
if they have participated in training, received sugrvision and have followed through consistently wit the approach they have
been trained in when working with children over a griod of time.’

Dialogue (almost verbatim)

Significance for
evaluator

Interviewer | Is there anything about this theory which makes sense to | Interviewer is asking for a
you as you think about your work training adults in focus on theory.....and
schools as Area Project Coordinator? allows time for thought and

goes into ‘learning mode.’
(Pawson & Tilley, 1997
p.177)

APC2 All of it. If they haven't participated they don't Key mechanisms:

understand. They need someone who is trained. It wked

better if it was whole school training. Better to lave a

package to go with rather than put it together thenselves.

i) training of key staff
i) whole school training
iii) support over time to
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Dialogue (almost verbatim)

Significance for
evaluator

For example, Zippy’'s Friends package or Quality Cicle
Time system or Solution Focused teaching plans.
Sometimes staff ‘talked the talk’ but had bad pracice.
One teacher, for example, agreed with everything,ui
then would shout at the kids. | don’t think they needed
the supervision necessarily unless they were gettjrit
from school. They needed the support over time. The
were times when | thought ‘Oh my god, they are jushot
getting it!" Then | gave them more input and they vould
improve. Generally | said, “I will come and observeand
see how it goes.” Generally they didn't continue ithey
didn't really get it.

ensure skill and confidence
in approach

Interviewer | What do you think it was that led to the building capacity | The question allows for free
in schools and the successful enhancement of chigalr's thinking around the impact
mental health and emotional wellbeing in the school of the project. The
setting? What was it about your role that supportedhis? | interviewer is in learning

mode.

APC2 More that we offered them a service that wagdée and on | Key mechanism:
going support and evaluation. i) free service

i) on going support and
| would say that you can use this when Ofsted comes evaluation
iii) useful for Ofsted

Interviewer | What do you think it was about the training model that The interviewer begins to
led to the building capacity in schools and the seessful look for contexts and
enhancement of children’s mental health and emotiaal mechanisms within the
wellbeing in the school setting? training model.

APC2 Our external training was noted as being inteaictive and | Key mechanism:
fun and we valued the people we were training by nkéng | i) interactive training
it an emotional literate progress. We took them ouof i) enjoyable training
school, paid for their travel and cover (not always We iii) model emotional
provided them with good quality resources and gavthem | literacy within training
a voice to say how they felt about stuff and whatey iv) costs covered for
would like to happen. training

v) good quality resources
vi) gave them a voice to say
how the staff felt and what
they would like to happen

Interviewer | What do you think it was about your ownway of The interviewer is seeking
delivering training that led to the building capacty in information about any
schools and the successful enhancement of children’ mechanisms specific to
mental health and emotional wellbeing in the school APC2.
setting?

APC2 The feedback was that | was easy to talk to,good Key mechanisms:
listener, knowledgeable, recognised when things wem't i) personal qualities of APC
going right and changed them. | was organised and ii) knowledgeable APC
collaborative. iii) flexibility and

responsiveness of APC’s
support

Interviewer | How did your training model change andvary over time The interviewer is seeking
as you gained experience working with school staiffi this | again the APC’s theories
way? What helped to shape your evolving experience? | about their training model
How might this relate to the success of the proje@t and insight into any

particular beliefs around
their actions.

APC2 | think | tweaked the way | set out the envirmment and | | Key mechanisms:
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Dialogue (almost verbatim)

Significance for
evaluator

borrowed things from different training.......e.g.
Therapeutic Storywriting. | borrowed the ideas of $iaring
how your day has been. Quality Circle Time made my
training much more Circle Time focused.

i) nice environment for
training — set up of room
i) used ideas from other
training sessions e.g.
Quality Circle Time.

Interviewer | What would you view as some of the keynechanisms that | Interviewer starts to use the
led to effective training of staff? language of Realistic
Evaluation to focus APC on
the links between outcomes
and mechanisms.
APC2 Very active and participatory - not death by Pwer Point | Key mechanisms:
and they didn't get talked at. It was interactive.lt was i) participatory, interactive
varied, so lots of different activities, paired graip work, training
planning ahead, making plans to run with when theygot | ii) varied activities
back. iii) plans made during
training for staff to
implement in school
iv) working with other
school staff
Interviewer | Were there any school factors or othercontext factors Interviewer is seeking
that influenced the success of capacity buildinditough information about contexts
training of staff? Was the ongoing partnership necgsary | and the need for the APC.
for the successful continuing of support to vulnerbale
children?
APC2 | think the support was needed. When the relénship Key mechanism:
with the school discontinued the training fell by he i) support from APC
wayside. Staff left and others were not trained. ltvasn’t ii) staff turnover need for
continued. We didn’t always have time to do this. ie training of new staff
team wasn't big enough.
Interviewer | Was any of the capacity sustained in tb schools? Interviewer seeks
information.
APC2 | think if the person who took part in the training had a Key context:

real understanding and passion for that type of wdk
...... or they were a Healthy School, or a SEAL school.

i) person had passion for
that kind of work

i) school context was
supportive to this kind of
support groups

Before the interviewing began for this section Pragmme Theory 4 was shared with the Area Project Cadinator, along with
relevant collated results from the Head Teacher Qus&ionnaire.

Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is enhanced through the participation irevidence-based
interventions delivered by trained adults.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus
sense to you as you think about your work training | on theory.....and allows time for
adults in schools as Area Project Coordinator? thought and goes into ‘learning

mode.” (Pawson & Tilley, 1997
p.177)
APC2 Yes, it all makes sense. The Solution Focusedrk - Key mechanism:

whether | trained teaching assistants as a groupfo

i) Solution Focused work

350




Dialogue (almost verbatim)

Significance for evaluator

‘Sitting by Sally’ method, or an external training
course, it worked. | can't tell you why it worked -it
just did. The children felt more valued by someonén
school that understood their particular problems,
their use of language changed.

Interviewer | In what way? Interviewer asks for
clarification of more specific
mechanisms within the generic
Solution Focused work

APC2 | think the staff were more able to use activéistening | Key mechanisms:
skills which changed the use of language. Less usfe | i) use of active listening skills
‘Why did you do that?’ More empathetic, less ii) changed language used with
....more able to talk about feelings because they wer| children
more in touch with their own feelings. Several iii) more emotional literate
teaching assistants that | worked with have said, iv) confidence in approach —
“I've started using this at home. It really works.” evidence it works

Interviewer | What do you think it was that led to the successful Interviewer asks an more open
enhancement of children’s mental health and guestion to allow the APC to
emotional wellbeing through delivering small group | think more broadly.
interventions in the school setting?

APC2 Both that it was in school and in group........... it Key mechanisms:
built relationships with people, staff and i) group in school setting
kids...... enjoyed having off curriculum fun i) not curriculum
valued.....express themselves, had a voice etc. iii) fun

iv) time to express themselves
v) listened to the children

Interviewer | What would you view as some of the keynechanisms| Interviewer begins to use the
that led to effective support of children through te language of realistic evaluation
facilitation of small group work? to help the APC focus on

specific mechanisms.

APC2 | think the fact that they had someone who was Key mechanisms:
interested in them, gave them time, smiled a lot. i) someone interested in them
When it didn’t work the groups were too big, or the | ii) smiling APC
children in the groups that needed a much deeper iii) time with children
level of therapeutic work.

Interviewer | Were there any school factors or othecontext Interviewer returns to context to
factors that influenced the success of the group look anything that might have
work? affected the success of group

work.

APC2 | think when they came to the group and didn’tfeel Key contexts:

that the teacher was going to be grumpy because
they weren't taking part in a lesson and she
understood. When the children took an active partn
the activities and were participants ‘doing with’
rather than ‘doing to’.

i) class teacher supportive of
group taking place

ii) children wanted to come to
the group
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Appendix XX:
Realistic Interview — HT1

Realistic Interview of Head Teacher

Name: Head Teacher 1 P20 Date of irgrvR ' April, 2010.
Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irgrviewer should thank the interviewee for taking pat in the follow up interview
to the questionnaire. She should assure them thatey would remain completely anonymous and that noecords of the interview
would be kept with their name on and that neither he school, nor themselves would be identifiable. 8ishould explain that the
data from the interviews would be kept in a passwat protected computer file.

The interviewer should explain that the purpose othe interview is to think about the trained staff nember’s ideas or theories
about the effectiveness and successfulness of:

1) the ‘Treasure Project’ in general

2) capacity building to meet children’s mental healtrand emotional needs in school

3) the role of the Area Project Coordinator

An overview of Realistic Evaluation should be giverand the interviewer should explain that she is s&img to find out about
Contexts and Mechanisms that may have led to the stessful outcomes in their school. It should be elgined that the Area
Project Coordinator (APC) had picked their school & a successful school for the ‘Treasure Project’.

The head teacher should be given the completed Hed@acher Questionnaire with the list of ‘Treasure Poject”’s activities that
had taken place in the school. They should also gm a copy of the Programme Specification with the Programme Theories
and be informed that these theories would be sharadith them before each section of the realistic ietrview.

Before the interviewing began for this section Pragimme Theory 1 was shared with the head teacher.
Programme Theory 1
‘A project which is successful in promoting mentahealth and emotional wellbeing of children is longerm, school-based, multi-

faceted, multi-levelled and works at changing thenistitution and environment as well as individuals 8 that those elements such as
organic factors, stress and exploitation are decrsad and children’s coping skills, self-esteem andaal supports are increased.’

Dialogue (almost verbatim) Significance for evaluator
Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about the ‘Treasure theory.....and allowed time for
Project’ as a whole? thought and went into ‘learning
mode.” (Pawson & Tilley, 1997
p.177)
HT1 | would certainly agree that the project was The interviewer has learned that

successful in promoting the emotional wellbeing of | the theory describes the work of
children and staff and is still funded by us becawesso | the project in this school.

it is long termed. It needs to be revisited becaus# Key mechanisms:

changes in staff. Once the ethos is established,dan | i) One to one counselling

the ethos is well established and perhaps in doirsp | ii) Group work

we have learned what is best for us. Because of the | iii) whole school activities

ethos people are on board with nurturing children
and recognising stress... there is no need to revisit | Effective context:

whole school activities. It went well for the pup# for | i) whole school ethos around
groups of pupils and some parts were really helpful | promoting children’s mental
like the lunch time sessions. The one to one health and emotional wellbeing
counselling was the single most effective stratedgr | ii) recognised need to up-skill
the most challenged children. The ethos has to comg staff

from the leadership team, teaching staff and non-
teaching staff and midday supervisors, cleaner,
teachers, etc. — everybody. ...every single person.
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Dialogue (almost verbatim)

Significance for evaluator

| don’t know the training did actually change the
environment because that was part of the school
purpose in the first place.

| opted into the project because APC1 was already
doing some counselling here. We already had a
Nurture Group in its infancy. We already recognised
the need to up-skill staff to support children, itwas
embedded in the ethos.

Whilst the children were engaged with some of the
activities the theory is true. It is the case thatheir
stress is reduced and their coping skills improved
along with their emotional intelligence. It works well
— however for some of those most vulnerable
children... that work has to be ongoing ---- oncehie
groups stop there is a gradual reduction in their
ability to cope again and their behaviour starts
again.

Both work - counselling & group work.

Interviewer | What do you think it was about the ‘Treasure The interviewer wanted to know
Project’ that enhanced children’s mental health and | what is was about the ‘Treasure
emotional wellbeing in your school setting? Project’ in particular that was

helpful.

HT1 | think the actual member of staff who was The interviewer learned:
delivering the direct work. APC1 has both the skils | Key mechanisms:
and the personality. She is certainly an effective i) APC1's skills and personality
member of staff at delivering the direct work. The i) APC apart from the school
children have liked the fact that it is somebody iii) support work took place in
separate from school. They liked that it is in schal — | safe, familiar environment
safe and familiar and with someone who is not iv) group time
teaching them. They also seemed to enjoy small v) individual needs recognised
group special ‘me’ time with staff and have their within group
individual needs recognised, something that mighted
missing in their family lives perhaps...and of the
quality of the lives of some of the children. The
relationship is a parent/child one in the groups....
they can just be children with their own emotional
needs.

Interviewer | What would you view as some of the kegontexts The interviewer used the
that led to successful work with schools? language of Realistic Evaluation

to cue HT1 into what she was
seeking.

HT1 Trust in the school staff — parents as well nojust The interviewer has learned:

children — not stigmatised — not been the case here
only two parents have chosen to withdraw in over
100 children. There have been good relationships
between school staff and external provider - posite
relationships between school staff and her
to being successful...she understood school staff.esh
used to be a pupil herself. She has worked hard at
fostering relationships.

Effective context:

i) parents and children have
trust in school staff

i) non stigmatisation of children
receiving support

iii) APC already known to
school

key mechanisms:
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Dialogue (almost verbatim)

Significance for evaluator

i) relationship between APC and
school
ii) knowledge of school

Interviewer | What would you view as some of the keynechanisms | Interviewer continued to use
that led to successful work with schools? Realistic Evaluation language to
enable discussion to take place
at a theorising level.
HT1 On whole school level so that everybody undemsvd | The interviewer has learned:
what we trying to achieve and engaging with the
work - the PATH was a useful tool. For me as school| Key mechanisms:
leader it was a good indicator of how much staff i) PATH
understood where we wanted to be and their role in | ii) Therapeutic Storywriting
that was understood. They needed to know they had| training
a role in that. i) small group support
iv) one to one counselling
The Therapeutic Storywriting, which | did as well. V) Zippy’s Friends training
We felt it was over long and that it could have bee | vi) Zippy’'s Friends intervention
condensed into a shorter training period. It was vii) lunchtime supervisor’'s
successful as an activity. | was led to believe tha training
children were going to make these disclosures....thal
psychologically you could read a lot into the stogs Effective context:
and there was a slightly over-analysis of things ahe | i) head teacher takes part in
beginning. We were hoping it would be a mechanism training for some of the
to make disclosures, but this didn't happen. It did approaches
have a benefit...children had the small group ii) head teacher has empathetic
support and there was a writing benefit, but | am mt | view of all staff
sure that emotionally it was the best tool.....it did iii) head teacher values all staff
support them emotionally. and supports their training at all
levels
Counselling has been the most effective mechanism
for us here, maybe because we were already doing
quite a lot of therapeutic works... There are
exceptional needs here. We have some extremely
vulnerable children here.... their family
circumstances impact on their capacity to learn...the
counselling stabilises this.
Zippy’s Friends — The training was enjoyable, | weh
on this too. The teaching assistant has used thatc
shared the training. It is a useful tool. We are $f
using it for PHSE and it was part of developing an
interest in Healthy Schools, etc.
Lunch time supervisors training — This had limited
success because of the quality of staff. Recruiting
high quality people is a problem — it is a difficul job
with poor remuneration. It is a specialised job and
there is an issue with self esteem and self- cordiace.
There is a high turn over and engaging the staff in
taking part in the training was an issue. There was
need to cover lunch time in a different way. They
were also fearful of the training. They found it
positive and useful ... not sure whether they still se
it. It needs to be revisited.
Interviewer | What do you think were the key influenes that The interviewer wants HT2 to

helped the project to develop in the way it did in

continue to theorise and to
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Dialogue (almost verbatim)

Significance for evaluator

your school? Looking back, with your accumulated
knowledge, what might you have changed? How
would that fit with the theory?

reflect on the progress of the
project over time.

Key influence was the ambition and drive of senior
leadership team in school for it to happen - givingt
importance.

Quality of the staff was another key influence. Tha
the change was ongoing was huge.

The interviewer has learned that
the head viewed the change in
her school as huge.

Effective context:

i) ambition and drive of senior
leadership team to give this
work importance

ii) quality of the staff

Interviewer | Was the fact that it was initially free a mechanism? The interviewer wanted to
confirm the APCs’ theory.
HT1 That was extremely helpful. ..... wonderful. The The theory was confirmed.
difficulty is the sustainability.
Interviewer | Did it build capacity in your school? The interviewer wanted to know

if HT2 acknowledged a change
in her staff's capacity to
promote mental health and
emotional wellbeing.

Yes it did. | suppose it is sustained in that inhat
staff are still using skills and strategies.

The interviewer has learned that
HT2 recognises the long term
impact of the project.

Before the interviewing began for this section Praggmme Theory 2 was shared with the head teacher.

Programme Theory 2
‘Effective partnership work in the area of promoting mental health and emotional wellbeing of childrergives staff clear advice,
guidance and support, increases their knowledge abbchildhood disturbance, is able to provide localcontextual knowledge, is
able to offer good continuity of care and accessilly and to act as a trusted link between home andchool.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about your own theory.....and allowed time for
partnership with the Area Project Coordinator? thought and went into ‘learning

mode.’ (Pawson & Tilley, 1997
p.177)

HT1 | agree with that. Promoting mental health of The interviewer has learned:
children is difficult when teaching staff reservesare Key mechanisms:
low or are feeling negative towards the child. APC1 | i) work of APC raised
was good at being another person to support that understanding of child’s needs.
child and remind everyone about that child’'s needs
and mental health.

Interviewer | What do you think it was about the waythe Area The interviewer wanted to know
Project Coordinator worked with your schools that | what is was about the ‘Treasure
led to the successful enhancement of children’s Project’s partnership in
mental health and emotional wellbeing in the school | particular that was helpful.
setting?

HT1 She talked to the governors and had an The interviewer has learned:

understanding of the school context. Her passion,
drive and enthusiasm. Her tenacity. Some people are
less resilient than her. Her believe in what she @s.
She is effective at building positive relationshipsvith
people — got to know everybody — went on staff

nights out — having a cup of tea in the staff room.

Key mechanisms:

i) presented to governing body
of school

i) enthusiasm, drive, passion of
APC

i) relationship with school staff
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer | How would does the theory relate to ths way of The interviewer wanted to draw
working with your school? How would you adjust it? | HT1's attention back to the
(Interviewer talked about the Programme Theory & antheory.
suggested that it seemed more an expertise model an
perhaps this might have been more appropriate ¢o th
‘medical model’ view of mental health and emotional
wellbeing promotion.)
HT1 The project outline is different to this. She las acted | The interviewer has learned:
as a trusted link between home and school. She has| Key mechanism:
been a positive link between home and school. i) trust that she is a positive link
between home and school
Interviewer | How did the support to your schools chage and vary | The interviewer wanted HT1 to
over time? What are your ideas or theories as to wh | think about how the project
the changes occurred? Was there anything changing evolved over time.
in your school?
HT1 Recognised the need in the school, auditing theeds | The interviewer learned:
in the school. Key mechanism:
Staff training - identified the parts we wanted to i) audit of needs
engage with. Implementing some of the learning that| ii) staff training plan developed
the staff had and building capacity — no need to it | iii) PATH displayed in
PATH anymore. It was in the staff room and was staffroom
shared with governors and visitors talked about it.
Interviewer | Was the partnership necessary for thesccessful The interviewer wanted to know
enhancement of children’s mental health and if the APC was a key
emotional wellbeing? mechanism.
HT1 It was exceptional useful. How much was that den The interviewer has learned:

to the individual, | don’t know. | have the utmost
respect for APCL1. It is important to have someone &
consider part of the staff but is separate and has
skills and expertise and training to a level thatshool
staff don't have.

Key mechanisms:
i) skill and expertise of APC
i) outside support

Before the interviewing began for this section Praggmme Theory 3 was shared with the head teacher.

Programme 3

‘School staff and/or volunteers supporting vulnerate children are better able to positively impact ortheir socio-emotional health
if they have participated in training, received sugrvision and have followed through consistently wit the approach they have
been trained in when working with children over a period of time.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about the training of st | theory.....and allowed time for
in your school? thought and went into ‘learning

mode.” (Pawson & Tilley, 1997
p.177)
HT1 Yes. Training is vital. Really important to have high | The interviewer has learned the

quality training — not sure about the consistency
..... as teachers we are taught to tweak things becaus
of the response of children or contextual factors —

theory was supported by HT2.
Key mechanisms:
i) high quality training
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Dialogue (almost verbatim)

Significance for evaluator

don't slavishly follow the programme — might do tha
at first — but there is continual evaluation....Do we
need to do it any differently? Drawing upon all our
other knowledge and skills.

Training gives you the platform, e.g. schemes of
work, its empowering, gives you confidence.

ii) flexibility of approach to
being adapted by teachers

iii) schemes of work

iv) gives participants confidence

Interviewer | What about the supervision bit.....or training over The interviewer wanted to
time? explore HT1's theory that some
of the training was overlong.
HT1 It's helpful to revisit things, have to be thirking The interviewer has learned:
creatively, APC1 is a good sounding board so we can Key mechanisms:
think if we could do anything differently....even now | i) APC supported trained staff
we ask her.... after training had ended
Interviewer | What are your theories or ideas about the differene | The interviewer wanted to know
being trained makes to your school’s capacity to HT1's theories about training
successfully enhancement of children’s mental hedlt| staff.
and emotional wellbeing in the school setting?
HT1 | think there are layers. Whole school trainingto The interviewer has learned:
establish ethos, selected staff members to deliviie | Key mechanisms:
programme, this built expertise, and they have then | i) whole school training
rolled that out and modelled it...used the model and | ii) selected key staff to be
taken it on. trained
i) trained staff rolled out
approach
Interviewer | What was it about your school or your ole as head | The interviewer wanted to find
teacher that supported the building of capacity out about effective contexts.
through involvement with the ‘Treasure Project’?
HT1 | am responsible for the CPD, writing the SEf ad The interviewer has learned:
Self Evaluation. | have conversations with lots of Effective contexts:
different people who may not have that conversation| i) head teacher supports project
with each other. | have a good overall picture of Wat | ii) head teacher listens to staff's
might need to be done....not being particularly interest in training
hierarchical e.g. staff could come and say | would iii) head teacher believes in up-
really like to do that training.....or new staff might skilling staff
have good skills but be anxious about their new iv) head teacher has a plan of
role...... how to build capacity in this
area
Interviewer | How did the training needs of the schobvary over The interviewer wanted to know
time? about HT1's ideas about how
the project evolved in her
school.
HT1 Once ethos was established it could be built dhno The interviewer has learned:

need to reinforce this all the time. Don’t need t@ay
why we need to support children’s emaotional
intelligence anymore only how not why. Big changes
in staff might spoil that. When you first start out
...we are on the bus just deciding where the journey
is to...anybody could be the driver ...but now it so
well embedded in the school ethos that everybody
accepts they have that responsibility and any of #m
could be the driver of the bus.

Effective context:

i) ethos of school supports the
promotional of children’s
emotional wellbeing

i) everybody accepts
responsibility for children’s
wellbeing

Before the interviewing began for this section Praggmme Theory 4 was shared with the head teacher.
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Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is enhanced (O) through the participatiorin evidence-based
interventions (M) delivered by trained adults.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about your work deliverig | theory.....and allowed time for
intervention in schools as Area Project Coordinato? | thought and went into ‘learning

mode.” (Pawson & Tilley, 1997
p.177)

HT1 Yes. It entirely makes sense to me. We have td The interviewer has learned:
that some of the most children need that work to be | Key mechanism:
ongoing or need to revisit which is what we have i) availability of counselling
done. They revisit counselling when it is finishedyr support is flexible
for short period, or APC1 sees them briefly at i) counselling support continues
lunchtimes, etc. informally after sessions have

ended

Interviewer | What about those groups taken by staffnot the Interviewer wanted HT1 to
APC1? think about the ‘in-house’

support.

HT1 A lot of children, the middle layer of need, oke The interviewer has learned:
taught strategies and when they feel more secure Key mechanism:
emotionally — if there are not a lot of external fators, | i) children are taught strategies
they are able to hold on to that and no need to eage
any in more therapeutic activities.

Interviewer | Was this more an early intervention? Inerviewer wanted HT1 to
theorise more about the ‘middle
layer’ of children.

Yes. It all goes back to the funding — it's somethg The interviewer has learned that

we need all the time. HT1 values external support is
more valuable to her than
internal support from staff.

Interviewer | What do you think it was that led to the successful The interviewer wanted to draw
enhancement of children’s mental health and HT1'’s attention to the small
emotional wellbeing through delivering small group | group interventions. The
interventions in your school setting? interviewer goes into learning

mode.

HT1 Building of self-esteem and self-confidence. Hy The interviewer has learned:
have a voice in a small group situation, not ridicled; | Key mechanism:
they build trust, with other children and the adult i) trusted adult facilitating the
leading the group, without having to work with the group
curriculum. There is a focus on emotional wellbeing | ii) non-curriculum content to

group work
iii) listening to children is a key
part of the group work

Interviewer | Does this work need to be in a schook#ting? The interviewer wanted HT1 to
consider the setting of the
group.

HT1 Yes. My experience to date about when childreteft | The interviewer has learned:

to do this work it has less impact than when Effective context:
delivered at school which is a familiar constant in i) intervention takes place in
their lives. school

Interviewer | What was it about your role as head teaher that The interviewer continued
supported that supported group work taking place in | seeking information about the
your school? context.

HT1 | am in charge of timetabling, cpd, budget. | dive The interviewer has learned:

towards it happening.

Effective context:
i) practical support of head

358




Dialogue (almost verbatim)

Significance for evaluator

teacher is needed for
interventions to take place

Interviewer | What do you think it was about your school staff's The interviewer wanted HT1 to
way of facilitating groups that led to the successf focus again on her own staff
enhancement of children’s mental health and facilitating groups.
emotional wellbeing in the school setting?

HT1 | think it is because they are well known to tle The interviewer has learned:
children and they can trust them and have a good Key mechanism:
relationship. Staff have a high level of knowledgand | i) staff known to children
expertise. Their personal qualities - they are calm ii) staff have knowledge and
and caring and have effective behaviour expertise
management strategies. Children know the i) calm, caring and have
boundaries working in these groups. They feel safe. | effective behaviour management
The staff are organised, well planned, well resousrl | strategies
and the lead person has shared plans and outcomes| iv) children feel safe
with the rest of the staff. They also have knowledy | v) groups well organised and
of individual children’s needs. They know what'’s planned
going on and their pastoral care is really good. Téy | vi) groups are well resourced
are good at sharing information. vii) plans shared with the rest of

staff
viii) information shared with
staff

Interviewer | Has the group work continued in your sdool? What | The interviewer wanted to know
it is about your school that has enabled that to whether the capacity built in the
happen? Were there any school factors or other staff through training in
context factors that influenced the success of the approaches has been sustained.
group work?

HT1 Not consistently all the time but there are things that | The interviewer has learned:
we revisit when the need arises and discuss strateg | Key mechanisms:
that we use. Group work is embedded as a tool. I6i | i) group work is put in place as
part of our provision map. The teaching assistant need arises
usually suggest it. i) part of provision map

iii) teaching assistants confident
enough to suggest it as an
intervention.

Interviewer | What would you view as some of the keynechanisms| The interviewer was interested
that led to effective support of children through te in the difference between the
facilitation of small group work? (Interviewer also interventions.
wondered if one intervention was more effectivetha
another.)

HT1 Not one more valuable than the other. It's stdfskills | The interviewer has learned:

that makes thing work, relationships, knowledge of
children and children’s contextual factors, positive
relationships with parents, speaking with parentsa
gain information to help with delivery of direct work.
It's that care of children, so straight forward and
obvious to us. It is only when you meet others thato
share the same vision you realise ...(one member of
staff is not so nurturing in that way and just does’t
get it. They don't fit into the ethos)... realise tha the
ease of others with it... ability to emphasis with
children and their difficulties. That's a fundamental
one for me... need to care about the children.

Key mechanisms:

i) staff skills

i) positive relationships with
parents

Effective context:
i) staff care about children and
are nurturing
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Appendix XXI:
Realistic Interview — HT?2

Realistic Interview of Head Teacher

Name: Head Teacher 2 P12 Date of ireerv2?" April, 2010.
Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irgrviewer should thank the interviewee for taking pat in the follow up interview
to the questionnaire. She should assure them thatey would remain completely anonymous and that noecords of the interview
would be kept with their name on and that neither he school, nor themselves would be identifiable. 8fshould explain that the
data from the interviews would be kept in a passwat protected computer file.

The interviewer should explain that the purpose othe interview is to think about the trained staff member’s ideas or theories
about the effectiveness and successfulness of:

1) the ‘Treasure Project’ in general

2) capacity building to meet children’s mental healthand emotional needs in school

3) the role of the Area Project Coordinator

An overview of Realistic Evaluation should be giverand the interviewer should explain that she is skmg to find out about
Contexts and Mechanisms that may have led to the scessful outcomes in their school. It should be elgined that the Area
Project Coordinator (APC) had picked their school & a successful school for the ‘Treasure Project'.

The head teacher should be given the completed Hed@acher Questionnaire with the list of ‘Treasure Poject”s activities that
had taken place in the school. They should also g a copy of the Programme Specification with the rogramme Theories
and be informed that these theories would be sharedlith them before each section of the realistic ietrview.

Before the interviewing began for this section Praggmme Theory 1 was shared with the head teacher.
Programme Theory 1
‘A project which is successful in promoting mentahealth and emotional wellbeing of children is longerm, school-based, multi-

faceted, multi-levelled and works at changing thenistitution and environment as well as individuals s that those elements such as
organic factors, stress and exploitation are decread and children’s coping skills, self-esteem andaal supports are increased.’

Dialogue (almost verbatim) Significance for evaluator
Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about the ‘Treasure theory.....and allowed time for
Project’ as a whole? thought and went into ‘learning
mode.” (Pawson & Tilley, 1997
p.177)
HT2 | think obviously you need to make sure it isdng The interviewer has learned:
term because you need to make sure the impactis | Key mechanisms:
long term no point if it is only affecting a few i) long term
children for a short time. Therapeutic ii) Therapeutic Storywriting

Storywriting(TSW) made people more aware of what| iii) delivery of intervention
TSW could do and which children could benefit from| iv) matching intervention to
TSW. We did it for about 3 years after the training need

Some were staff annoyed because they haven't all | v) training of listening mentor
been able to continue with TSW groups. We haven't| vi) PATH

had that many children who needed it. v) modelling approach with
children for staff to observe
Most of the issues are led from the top and top Vi) Zippy's Friends

initiated. What | have found because we spread itud | vii) Therapeutic Storywriting
amongst the staff everybody became more aware andtraining

everybody felt that they had a place in recognising
difficulties and saying that child had this or mayke
we could do this. Everyone felt they had a part to Effective contexts:

360



Dialogue (almost verbatim)

Significance for evaluator

play. It seems silly in a way; one of the things tt
has been missed is the listening mentor at playtiree
| employed another lunchtime supervisor. It's
another lady who hasn'’t had training and has a
different role. It has not had the same impact. Whe
we had the listening mentor before the children cdd
chose to go to her. This made a big difference. The
children liked to have somewhere to go at playtime
and chat.

Whole PATH was a good bonding exercise. | didn’t
do the Quality Circle Time training. The Quality
Circle Time training was led by APC2 and people
were very impressed with that, particularly as it vas
a difficult group. It was really good to watch
someone doing something really well with children
that all are difficult.

Quality Circle Time is still happening in school, lut
it is more sporadic. It is more around specific neg

Zippy’s Friends is definitely embedded in Class 2
now.
I know she enjoys Zippy’s Friends.

Lots of us did Therapeutic Storywriting including
myself. We were able to support each other, anyone
who needed that....one of the teaching assistants
supported another schools to do that. We also offed
it to Anker Valley schools because we had so many
people trained, but this offer was not taken up.

i) head teacher leads from the
top

ii) everyone feels part of the
focus on mental health and
emotional wellbeing

iii) interventions are put in place

Interviewer | Anything else that might go along withthe theory? Interviewer wanted HT2 to
return to the theory.
HT2 Changing the institution and environment. That's a | Interviewer has learned that

tricky one because how long does it last, for exar®
Zippy’s Friends. Next year there will be a new
teacher, will she carry it on? Has it just changedhe
staff now and will that change when they go? I'm
sure not sure. When the people go - next year | wil
go. If the person at the top says no, do things i@
Everybody is definitely more aware, | don’t think
you can change that - you are not going to lose tha
They are much more aware. One of my midday
supervisors who didn’'t have the training - her
attitudes are a very long way from the others’
attitudes. She is going back about 10 years in how
dinner ladies behave. It is an interesting
difference...is that a personality thing... or because
she hasn't had the training?

If you notice the signs and get the professionals
involved - to have an organisation which is on offe
and having seen what people can do and this was a
tremendous strength. We have taken an offer of a
school counsellor and we are the only one of the
XXXX schools to do this. We have an openness to g¢

HT2 has thought about her
school as whole with regard to
the ideas and ethos behind the
project.

Key Mechanism:

i) training for all levels of staff
i) good access to support and
advice for parents

iii) easy access to advice and
appropriate interventions

outside agencies involved. We realise what other
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Dialogue (almost verbatim)

Significance for evaluator

people can do. Parents saw the Educational
Psychologist involved with the ‘Treasure Project’
SEP — it was excellent to be able to offer that, adly
good to offer that at the point the need.

Interviewer | What do you think it was about the ‘Treasure The interviewer wanted HT2 to
Project’ that enhanced children’s mental health and | think about any key
emotional wellbeing in your school setting? mechanisms that the ‘Treasure
Project’ might have had.
HT2 | think it was whole staff awareness. It heighened all | The interviewer has learned:
staff's awareness of issues. Staff were informed &3 | Key mechanisms:
what was on offer and everyone was more aware of | i) whole staff awareness
how to access it and knew to tell someone so that i) knowledge of what was on
something could be done. They had more confidence offer
that they knew they were doing the right thing here | iii) built staff confidence
There was an element of team work- the PATH day | through support and training
really pulled people together. iv) PATH pulled people together
Interviewer | What would you view as some of the kegontexts The interviewer begins to use
that led to successful work with schools? the language of Realistic
Evaluation to draw HT2 back to
theory.
HT2 Very important relationship between school andhe | The interviewer has learned:
link person. Being able to have one person was gaod Key mechanisms:
She was very positive and full of ideas that we do. i) link person (APC)
She was always prepared to be hands on and be i) APC willing to be hands on
proactive. She worked with lots of groups of i) working with groups of
children. children
iv) positive support (APC)
We are an open school, always prepared to accept | v) full of ideas (APC)
support from an outside agency. There are always
things that we are not expert in. We are able to gh Effective context:
post if there was an issue. As a school we take tile | i) school willing to take help
help that we are offered. offered
i) school seeks expertise from
others
iii) school able to recognise when
there is a need for external
agency to be involved
Interviewer | Anything else about the context of yourschool? The interviewer wanted HT2 to
think more deeply about
context.
HT2 Because we are a small school everybody knowacé | The interviewer has learned:
other. It's more like a family. APC2 felt like part of Effective context:
that family. She got to know the children really wé i) small school
and could pick up quite quickly if there was an isge. | ii) APC treated as a member of
staff
Interviewer | What would you view as some of the keynechanisms | The interviewer continued to
that led to successful work with schools? use the language of Realistic
Evaluation to allow HT2 to
analyse mechanisms.
HT2 Whole school INSET. The interviewer has learng:
Key mechanism:
i) whole school INSET
Interviewer | Does that one stick out? The interviewewanted to
clarify what the head teacher
meant.
HT2 That's the one. Because everyone was involvetithe | The interviewer has learned that
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Dialogue (almost verbatim)

Significance for evaluator

same time. It was a very nice training day, a nice
experience. People still remember it. The poster is
still up. We did those things and still do them, fo
example, going out for a meal together. The idea of
that PATH i.e. we are all in together and that’s
where we want to be. People got quite emotional tha
day which was excellent.

Thinking of the children at that particular time. A
couple of them we were quite concerned about and
TS3 the work that she got out of them was amazing.
For individual children it made a big difference to
them.

| can’t speak about the training for Zippy's Friends,
but it had a huge impact.

The lunchtime supervisors training as part of the
Happier Playtimes Project was a mechanism. And
the listening mentor who will still have, but sheg
now a teaching assistant. We chose her because of
her quiet gentle nature anyway. So in a way it waa
mechanism for taking her forward.

the PATH was a highly effective
mechanism for this head
teacher.

Key mechanisms:

i) PATH

i) Therapeutic Storywriting
iii) evidence of impact of
intervention shared with staff
group

iv) Zippy's Friends

V) lunchtime supervisor’s
training

vi) Happier Playtimes Project
vii) Listening mentor

viii) choice of staff to be trained

Interviewer | What do you think were the key influenes that The interviewer wanted HT2 to
helped the project to develop in the way it did in look back over time.
your school? Looking back, with your accumulated
knowledge, what might you have changed?
Key influences - this was the whole school thingt The interviewer has learned:
get all staff on board. Everyone felt ownership and | Key mechanism:
was on board. Also APC2, the link person, actually | i) whole school approach
became part of our team. She was seen as part okth| ii) link person viewed as part of
team. team
Interviewer | Was the fact that it was initially free a mechanism? The interviewer wanted to bring
in knowledge from the APC’s
interviews and check this with
head teachers.
HT2 Definitely. The interviewer has confirmed
that the APCs’ theories.
Key mechanism: no cost service
delivery
Interviewer | Did it build capacity in your school? The interviewer wanted the

head teacher to confirm that the
school was more able to promotg
mental health and emotional
wellbeing.

Yes, definitely.

Before the interviewing began for this section Pragimme Theory 2 was shared with the head teacher.
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Programme Theory 2
‘Effective partnership work in the area of promoting mental health and emotional wellbeing of childrergives staff clear advice,
guidance and support, increases their knowledge abbchildhood disturbance, is able to provide localcontextual knowledge, is
able to offer good continuity of care and accessilly and to act as a trusted link between home andchool.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about your own theory.....and allowed time for
partnership with the Area Project Coordinator? thought and went into ‘learning

mode.” (Pawson & Tilley, 1997
p.177)

HT2 Obviously the first part — clear advice, guidare and | The interviewer has learned that
support. All of that definitely. Local contextual HT2 agrees with the theory to a
knowledge...local in the sense of other schools and | great extent.
XXXXXXXX...good continuity link with the High
School. It did help to develop links between home
and schools - offering things for parents so they
could take part. (looking at the theofy..not so much
really, but certainly first part advice, guidance axd
support and increasing knowledge about children.

Interviewer | What do you think it was about the waythe Area The interviewer wanted to know
Project Coordinator worked with your schools that about mechanisms specific to
led to the successful enhancement of children’s APC2.
mental health and emotional wellbeing in the school
setting?

HT2 Whole staff training. The interviewer has learned:
Always offering advice. Key mechanisms:

Keen to come in and support. i) whole staff training

Worked a lot with staff, not in isolation. She was i) advice

observed by staff working with a difficult group. She | iii) able to come in and support

organised the Fun Day with other schools. This wass | iv) worked with staff

link bit between home and school. V) observed by staff
vi) organised Fun Day

Interviewer | How do you think it went? The interviewer wanted to know

about the impact of the Fun
Day.

HT2 It went really well. Some of the staff went andhey The interviewer learned:
were very positive about it. That was before Key mechanism:

Extended Schools hit and in some ways the ‘Treasurgi) having APC2 in school
Project’ was ticking the boxes for Extended Schools

We greatly miss not having the ‘Treasure Project’

link person in school regularly not at the end of a

phone. People who come in from the Local Authority

don’t know the school at the moment so not the same

kind of link.

Interviewer | How would does the theory relate to ths way of The interviewer wanted to know
working with your school? Would you adjust it? if the head teacher was able to
(Interviewer talked about the Programme Theory & ah adjust the theory.
suggested that it seemed more an expertise model an
perhaps this might have been more appropriate ¢o th
‘medical model’ view of mental health and emotional
wellbeing promotion.)

HT2 No, just more of APC2! The interviewer has leaned that

there has been some reliance on
APC2.
Interviewer | How did the support to your schools chage and vary | The interviewer was interested

over time? What are your ideas or theories as to why|

in the changing of support over
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Dialogue (almost verbatim)

Significance for evaluator

the changes occurred?

time.

HT2 | felt the relationship developed and as APC2aj to The interviewer has learned:
know the school and staff more it enhanced what she Key mechanism:
provided as she knew where our needs were. We are i) APC2’'s knowledge of the
an open school to new ideas. Some schools are adfif school
closed door and will say No! Leave us alone. APC2's ii) trust developed between
support improved as she got to know what we neededAPC2 and school
and we knew what she could deliver. We trusted
what she could deliver. Effective context:
i) school open to working with
outside agencies
Interviewer | Was the partnership necessary for thesccessful The interviewer wanted to know
enhancement of children’s mental health and about the need for APC2 as a
emotional wellbeing? key mechanism for taking
forward the school’s
development.
HT2 Yes. HT2 affirmed the need for this.
Interviewer | Which bit? The interviewer wanted HT2 to
think more deeply about the
mechanisms involved with the
support from APC2.
HT2 To have a person - to have someone who actually | The interviewer has learned that

came out and did.

main mechanism was that APC2
was able to come out to the

school and do something.

Before the interviewing began for this section Pragimme Theory 3 was shared with the head teacher.

Programme 3

‘School staff and/or volunteers supporting vulnerate children are better able to positively impact ortheir socio-emotional health
if they have participated in training, received sugrvision and have followed through consistently wit the approach they have
been trained in when working with children over a period of time.’

Dialogue (almost verbatim)

Significance for evaluatr

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about the training of st | theory.....and allowed time for
in your school? thought and went into ‘learning

mode.” (Pawson & Tilley, 1997
p.177)

HT2 Definitely. It all makes sense. My staff, paitularly The interviewer has learned:
the staff that tend to work with these more
vulnerable children tend to be teaching assistants. | Key mechanisms:

They had all been trained and were much more i) training teaching assistants
confident, they were keen to go. They had the i) teaching assistants wanted to
mindset that they wanted to go on training. It is © be trained

good just training one person, you need to train ta iii) Effective context:

group to have the same approach, saying the same | i) consistent approach across the
things, a whole school approach is much better — yo | school.

need consistency. Children like that and need i) head teacher supports
consistency. training of staff

Interviewer | What about the supervision bit.....or training over The interviewer wanted to know
time? whether HT1's theory about the

training is also supported by
HT2.
HT2 Yes...l think if you have training over time gives you | The interviewer has learned:

the opportunity to embed the theory, practice and
think about it before the next session. It's more
important and has more effect, is sustained in your

Key mechanisms:
i) training over time allows for
the embedding of theory

mind over a longer period.

ii) training groups of people
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Dialogue (almost verbatim)

Significance for evaluair

Supervision — that's a tricky one. A group of peopd
trained together supported each other and discussed
it with each other. They are a very good group and
could work through things together.

together allows them to support
each other

Interviewer | What are your theories or ideas about the differene | The interviewer is interested in
being trained makes to your school’s capacity to HT2's theories about training
successfully enhancement of children’s mental hedalt | staff and building capacity.
and emotional wellbeing in the school setting?

HT2 | have covered this already. If staff, if everpody is The interviewer has learned that
aware and knows what to look for there is less HT2 has a firm belief in
likelihood of anything slipping through the net. everyone being aware of
APC1 was happy to come and talk about a problem. | children’s needs so that they
What do you think about this..? ...everyone, teaching could be addressed.
assistants, lunchtime supervisors, teachers, eveny® | Key mechanisms;
feels they can have an input. i) all staff being trained

i) availability of APC to talk
over a problem

Effective context:

i) all staff's views about children
are respected

Interviewer | What about the bit about working with them over The interviewer is looking for
time? confirmation that this is a key

mechanism.

HT2 Training over time gives an opportunity to embel The interviewer has learned:
theory and put it into practice. It has a more long Key mechanisms:
term effect. Makes it more important. It creates a i) training over time has a more
group of people to support each other, for example, | long term effect
in Therapeutic Storywriting. We discussed it i) creates a group of people to
together and | have passed all my notes on to support each other
someone.

Interviewer | What was it about your school or your role as head | The interviewer wanted to know
teacher that supported the building of capacity about HT2 awareness of the
through involvement with the ‘Treasure Project’? school context and/or

mechanisms that helped the
project to be effective.

HT2 It's an openness, not being a closed door. A The interviewer has learned that
willingness to hear and accept ideas. Its time HT2 firmly believes her school is
consuming. A lot of activities took place and as a an open school.
head | needed to say that it is important. It took Effective context:
priority over other things. | needed to say that's i) open school
important. It needs the person at the top to make i) willingness to hear and accept|
high level decisions and say yes. ideas

iii) head needs to prioritise focus
on emotional wellbeing

Interviewer | How did the training needs of the schobvary over The interviewer wanted to know
time? about the changing context of

the school.

HT2 It was as we found out more about what was onfier. | The interviewer has learned

It is a bit like opening up a can of worms - the mee
you know, you start to look under the surface of
children....(conversation takes place about 2 children

that:

Key mechanism:
)i) knowledge of what was
available to the school
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Before the interviewing began for this section Pragimme Theory 4 was shared with the head teacher.

Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is enhanced through the participation irevidence-based
interventions delivered by trained adults.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about your work deliverig | theory.....and allowed time for
intervention in schools as Area Project Coordinato? | thought and went into ‘learning

mode.” (Pawson & Tilley, 1997
p.177)

HT2 Obviously the Therapeutic Storywriting. That had a | The interviewer has learned:
big impact. The children who TS3 worked with, the | Key mechanisms:
first group....she produced amazing work and i) Therapeutic Storywriting
shared it with us. The children really loved goingn intervention
the group. i) Quality circle time training

iii) Happier Playtimes Project
The teachers said the Quality Circle Time that was | iv) Zippy’'s Friends
delivered by APC2 was inspirational.
HT2 was confirming PT 4.
| know that C (other part-time HJ was involved with
the Happier Playtimes Project and some of the
parents took part in it. It made a big difference.
Zippy's Friends is still happening.
Interviewer | What about those groups taken by staffnot the The interviewer was interested

APC1?

in the perceived difference
between school staff delivering
the groups and APC2.

HT2 Difficult to know. | think there was a difference The interviewer has learner:
because it was new to us...a confidence thing Key mechanisms:
whereas APC1 knew what she was doing...was i) confidence in staff group
confident. Staff do transition work now. They have | ii) willingness to adapt work
changed it slightly. i) transition work
Interviewer | Was this more an early intervention? The interviewer wanted HT2 to
think about her ideas around
the work that staff do with
children.
Yes. It was early intervention and it was the schal The interviewer has confirmed
doing something rather waiting for it to get to sub a | that HT2 was confident that
stage that outside agencies were needed. school was able to deal with
children’s mental health and
emotional wellbeing difficulties.
Interviewer | What do you think it was that led to the successful The interviewer is seeking
enhancement of children’s mental health and HT2's theories about group
emotional wellbeing through delivering small group | work as opposed to individual
interventions in your school setting? Anything aboti | work.
group work as opposed to one to one?

HT2 Yes. | think if you are working in a small group you | The interviewer has learned:
don't feel singled. Children don't like to feel Key mechanism:
different. They are more prepared to take part. i) group work more acceptable
Parents accept it more and don’t ask ‘Why is my to children and parents
child being singled out for this?’

Interviewer | Does this work need to be in a schook#ting? The interviewer wanted the HT2
ideas about where the group
support should take place.

HT2 Yes, otherwise it is not as effective because i The interviewer has learned that
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Dialogue (almost verbatim)

Significance for evaluator

becomes separate from the school and does not
become part of the way school. The people in school
know about it and it is part of that whole school
awareness of the difficulties in the groups.

by the group support happening
in school it becomes part of the
fabric of the school and also
raises staff awareness of the
difficulties in the group.

Interviewer | What was it about your role as head teaher that The interviewer was curious as
supported that supported group work taking place in | to whether HT2 had been
your school? supported to group work

intentionally.

HT2 Obviously | had to make sure the staff were avilable | The interviewer has learned:
and sometimes rejig the space around, employ more| Effective context:
support staff. There is an openness to allow it to i) head teacher enables group
happen - willingness. work to take place in school

Interviewer | Would the fact that you went on training contribute | The interviewer wanted to know
to this? if head teachers going on

training is a key mechanism.

HT2 Yes — it gave me an awareness and the PATH kick | The interviewer has learned:
started it. i) key mechanism for head

teacher to be involved in both
specific training and for whole
school development INSET
work

Interviewer | What do you think it was about your school staff's The interviewer wanted to know
way of facilitating groups that led to the successf about HT2’s knowledge of what
enhancement of children’s mental health and was happening in the groups
emotional wellbeing in the school setting? and staff skill level.

HT2 | think they have an openness to learn and a The interviewer has learned:
willingness to think ....to want to better their Effective context:
practice. If the staff think it is going to benefitthe i) head teacher encourages
children they are happy to put in that extra bit ard teaching assistants to be trained
do something about it. We are part of a family and i) school is open to new ideas
will want to work together to do that. We are operto | iii) staff willing to put in ‘extra
new information. bit’ to benefit the children

iv) staff work together

Interviewer | Has the group work continued in your sdool? What | The interviewer wanted to know
it is about your school that has enabled that to about the school context and has
happen? Were there any school factors or other used Realistic Evaluation
context factors that influenced the success of the language to draw HT2’s
group work? attention to theory.

HT2 Some has. Willingness of staff and staff seeiribe The interviewer has learned:
benefits and being prepared to put in the extra wdt. | Effective contexts:

i) willingness of staff to put in
TSW — sometimes | need to do something for it to extra work
happen, for example, employ extra teaching i) head teacher supports
assistants. interventions taking place by
employing extra staff
Quality Circle Time does.
Zippy’s Friends - staff plan for that themselves.

Interviewer | What would you view as some of the keynechanisms | The interviewer wanted to know
that led to effective support of children through te about HT2's theories about
facilitation of small group work? (Interviewer explaing group work.
what mechanisms means again.)

HT2 | suppose a key factor was the time it was dekred The interviewer has learned:

and the setting. | think that it was important that it

took place in school. It gave a certain level of

Effective context:
i) given time to delivery group in
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Dialogue (almost verbatim)

Significance for evaluator

importance to it — it says that it is as equally
important as maths, etc. The staff are involved. Té
children do appreciate it - they do feel special ia
small group. They do feel special.

school time

i) took place in school

ii) given same importance as
other lessons

iv) school staff deliver it

v) children feel special in a

group

Interviewer | Is there anything from training that you brought into | The interviewer wants to know
your other group work? about HT2's direct delivery of

interventions.

HT2 Lots. Need to share with the children the reasts The interviewer has learned that
they are there...6tory about a child who disliked the | even the head teacher has not
group at first and changed his mind delivered Therapeutic

Storywriting she was able to use
her understanding of the model
to support group work in school.

Interviewer | Did you use the ideas from Therapeutic The interviewer wanted to
Storywriting? confirm her theory and close the

interview.

HT2 It is something that it is my mind when | readpieces | The interviewer has learned that

of work...most influential...

training has influenced the
HT2's understanding of the
interventions taking place in
schools and increased her
understanding of children’s
emotional needs.
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Appendix XXII:
Realistic Interview — TS1

Realistic Interview of Trained Staff

Name: Trained Staff 1 P20
Interviewer: Deborah Shepherd

Date of intevwi 22nd April, 2010.

Before the realistic interview is conducted the irgrviewer should thank the interviewee for taking pat in the follow up interview
to the questionnaire. She should assure them thétey would remain completely anonymous and that noecords of the interview
would be kept with their name on and that neither he school, nor themselves would be identifiable. 8fshould explain that the
data from the interviews would be kept in a passwat protected computer file.

The interviewer should explain that the purpose othe interview is to think about the trained staff nember’s ideas or theories
about the effectiveness and successfulness of:

1) the ‘Treasure Project’ in general

2) capacity building to meet children’s mental healtrand emotional needs in school

3) the role of the Area Project Coordinator

An overview of Realistic Evaluation should be giverand the interviewer should explain that she is s&img to find out about
Contexts and Mechanisms that may have led to the stessful outcomes in their school. It should be elgined that the Area
Project Coordinator (APC) had picked their school & a successful school for the ‘Treasure Project’.

The trained staff member should be given the compled Head Teacher Questionnaire with the list of ‘Teasure Project’s
activities that had taken place in the school. Theyhould also given a copy of the Programme Spec#iton with the 4
Programme Theories and be informed that these the@s would be shared with them before each sectiorf the realistic
interview.

Before the interviewing began for this section Pragimme Theory 1 was shared with the trained staff mmber:-
Programme Theory 1
‘A project which is successful in promoting mentahealth and emotional wellbeing of children is longerm, school-based, multi-

faceted, multi-levelled and works at changing thenistitution and environment as well as individuals 8 that those elements such as
organic factors, stress and exploitation are decrsad and children’s coping skills, self-esteem andaal supports are increased.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about the ‘Treasure theory.....and allowed time for
Project’ as a whole? thought and went into ‘learning
mode.” (Pawson & Tilley, 1997
p.177)
TS1 Yes, it all does.
Interviewer | Anything that sticks out? Interviewer draws TS1's
attention to the theory again.
TS1 Long term I think that has been really helpful— | Key mechanisms:

don't think the ‘Treasure Project’ has changed the
school. All of our staff have a very caring and
nurturing side to their personality — all of them —
that was as it was anyway.

Even though | did the Zippy’s Friends training —
quite a while ago now - | have consistently dippeith
and out of and | haven’t necessarily done it as is
supposed to be done all the time ...I do parts of it
now and again. It has always been there to refer td
have been impressed with it. | was also impressed
with Therapeutic Storywriting and APC1 She is like
a member of staff, the children see her as part afur
school staff | think. She is around school a lot. fie
children know her, she is a familiar face. The

i) long term nature of project
i) Zippy’s Friends training and
resources

iii) Therapeutic Storywriting
vi) Creative Sparks

Effective Context:
i) APC1 — like a member of staff
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Dialogue (almost verbatim)

Significance for evaluator

Creative Sparks after school group has reached out
to all children, not just those in emotional need Wwo
might know her through her counselling role. She is
part of us really.

Interviewer | What do you think it was about the ‘Treasure Interviewer is asking the trained
Project’ that enhanced children’s mental health and | staff member to present her own
emotional theories or ideas around the
wellbeing in your school setting? project’'s mechanisms and goes
(The interviewer shows the list of activities that into ‘learning mode’.
happened in P20 school.)

TS1 | think the ZF programme has enhanced my PHSE | Key mechanisms:
programme in school. | used to do that with KS 1 i) Zippy's Friends programme.
and KS2. It has enhanced our PHSE provision. My
gut feeling is that | feel that the children respoded
really well to it. It helped them to understand ther
feelings and to cope with them. Having done ZF
again, just yesterday, the children got a lot outfo
it...it has helped them with their feelings and howa
cope.

Interviewer | Any change in Quality Circle Time after training? The interviewer is seeking
trained staff member’s opinion
and views as a member of the
wider staff team. She is curious
as to whether the head teacher’s
perceptions are the same as the
staff.

TS1 No change really. It is something that is impdant Key mechanism:

and useful to do that works. It is part of the cultre i) TSW ideas
anyway, but this tends to be in response to sometty
that has happened rather than build on it regularly
PATH was a really good day - all the staff enjoyed.

| am not sure whether it has changed anything.

| can’t comment on lunch time supervisor training.

| haven't done the Therapeutic Storywriting for a
long time. | have used bits of it. When | initiallydid it
was a real learning curve even though | had done ¢
training. The children who | thought could have
benefitted from it couldn’t benefit from it because
they couldn’t write very well — this was problematt -
dealing with the group was difficult. Getting the
grouping right is important. The children enjoyed it
and pulled you up if you missed a session.

Interviewer | What would you view as some of the kegontexts Interviewer begins to use the
that led to successful work with schools? language of realistic evaluation

to remind TS1 to think about
specifics with regard to contexts.

TS1 I think the ethos of the school was already nturing | Key contexts:
and caring for the children’s emaotional wellbeing. i) nurturing nature of school
We already had that in place. It was useful to have
the resources and ideas to help the children more Key mechanism
effectively. It has not changed my practice but i) resources and ideas from TP
enhanced it some ways by giving me more ideas.

Interviewer | What would you view as some of the keynechanisms| Again the interviewer is asking
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Dialogue (almost verbatim)

Significance for evaluator

that led to successful work with schools?

the TS1 to theorise around the
project’'s mechanisms. The
interviewer goes into ‘learning
mode’.

TS1 | like the structure of Zippy Friends. | like the stories | TS1 begins to be more specific
and the characters appeal to the children. | made a | about the mechanisms in
Zippy and that was popular. | use it at other times Zippy’s Friends:
like circle time and the children pass it around. i) stories and characters appeal
It's (Zippy’s Friends programmevery clear each week| to children
with a different emotion and circumstances. Where | ii) Zippy
there was a real need | would supplement it with an | iii) clear weekly plans, covering
extra session to do it for longer or in different vays different emotions and
e.g. ‘feeling nervous’ was difficult for them yesteday | circumstances, good structure
even when they did the role play. We are going tood
some more next week on ‘feeling nervous’ next time.
| like the structure and children love Zippy. The TSW is also named as a
useful tool. Key mechanisms
It is a long time ago since | did the Therapeutic there:
Storywriting, but | have been in conversation with i) group outlet for lots of their
colleagues in the school who have recently being emotions
delivering. It is a useful tool. Some of the childen in | ii) need balanced group
her group have lost their parents and it is one athe
tools that have supported them and gives them an
outlet for lots of their emotions that they were nb
really expressing anyway else.
Need the right group of children for Therapeutic
Storywriting - need a balance of children and neetb
think carefully who they might be. | have not had a
opportunity to deliver a group just recently becaug
of timetabling.
Interviewer | So you are saying that ‘timetabling’ waild be a key | Key mechanism;
mechanism to contribute to the success of the i) time tabling
intervention?
TS1 Yes.
Interviewer | Looking back, with your accumulated knowledge, Interviewer is seeking PS 1's
what might you have changed? How would that fit reflections on the project.
with the theory?
TS1 Probably say more APC1 time please. | think soenof | Key mechanism;

the training could have been condensed and made
shorter — sometimes there was a pressure thinking
about what you could be doing instead....e.g. TSW
training could have been shorter.

i) shorter training

Before the interviewing began for this section Praggmme Theory 2 was shared with the trained staff maber.
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Programme Theory 2
‘Effective partnership work in the area of promoting mental health and emotional wellbeing of childrergives staff clear advice
(M), guidance and support, increases their knowledg about childhood disturbance, is able to provideokal, contextual
knowledge, is able to offer good continuity of carand accessibility and to act as a trusted link beteen home and school.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus
sense to you as you think about your own on theory again.....and allows
partnership with the Area Project Coordinator? time for thought and goes into

‘learning mode.’ (Pawson &
Tilley, 1997 p.177)

TS1 | certainly had lots of clear guidance and adee from | The interviewer has learned that
APCL1. | would get advice about children | was the theory does not quite
working with and this increased my knowledge about describe the school's
children e.g. selective mutism. | don'’t think the dcal | partnership with APCL1.
continuity part is true. She does provide a greatimk
between home and school not sure about community.

Interviewer | What do you think of when you think of your The interviewer wanted to know
partnership with APC1? about TS1's theories about her

partnership with APC1.

TS1 Support first thing...having her to talk to and sare | The interviewer has learned:
things with...ask her advice about children... Key mechanisms:
practical advice ...things to try. | value her insigh i) availability for consultation
into the children. We are often working with the i) APC1 insight into children
same ones for a different reasons e.g. | might be iii) practical advice
working with them for learning and she might be
working with them for emotional reasons. It's usefl
to talk to her... not in great details ....just what
might work, etc.

Interviewer | What do you think it was about the waythe Area The interviewer wanted to know
Project Coordinator worked with your schools that about TS1's theories about the
led to the successful enhancement of children’s way APC1 worked with the
mental health and emotional wellbeing in the school | school as part of the ‘Treasure
setting? Project’.

HT1 Got a lot to do with personality and the way sk fits The interviewer has learned:
into our school. She’s lovely that helps build good Key mechanisms:
relationships, staff respect her and recognise the i) personality of APC1
importance of what she is doing... the regularity of | ii) respect for APC'’s work
visits....time to talk...she is always in the staff iii) regularity of visits
room... she makes herself available...she does not | iv) known to staff
just pop in...

Interviwer | How did the support to your school or yau vary over | This time the interviewer is
time? What are your ideas or theories as to why the | interested in knowing the ideas
changes occurred? and theories which the TS1 has

about changes in support to
school over time.

TS1 Can't answer that ... the nature of some of thing she | The interviewer has learned:
has done has changed...but the project has been Key mechanism:
constant ....not been able to forget about the i) regularity of things happening
‘Treasure Project’... always something arranged.... | in school keeps project in mind

Interviewer | What about the feelings of other staffmembers? The interviewer wanted to know

about TS1's perception of the
main staff body’s ideas about
the ‘Treasure Project’.

TS1 | think the whole school INSETs have been usdfto | The interviewer has learned:

raise staff awareness of the project. Unless youar
directly involved you might not be aware ..if you

asked other members of staff ...they might not be

Key mechanism:
i) whole school INSETs
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Dialogue (almost verbatim)

Significance for evaluator

aware of the other things that happened...they would
be aware of APC1'’s counselling work, but may not
be aware of links to the ‘Treasure Project’.

Interviewer | Was the partnership necessary for thesccessful The interviewer wanted to know
enhancement of children’s mental health and about whether the contact with
emotional wellbeing? APC1 was a key mechanism.

TS1 Not really necessary.... but it has been a posié The interviewer has learned that
thing. We would have found other ways... emotional | the relationship was a key
wellbeing is important to the head and she would mechanism, but perhaps not
have found other ways. essential to supporting

children’s mental health and
emotional wellbeing in this
school.

Interviewer | Were there any school factors or otheccontext The interviewer wanted to know
factors that influenced the success of your suppotb | what was different about this
the school? How might this relate to the theory? school context.

TS1 | think she (the head teachgis always looking for the | The interviewer has learned:
best for our children... there are a lot of children Effective context:
with emotional difficulties here ...she is aware of bw | i) head teacher empathetic to
important it is to support the children and try new children’s emotional needs
things... i) head teacher willing to put

new interventions in place

Interviewer | Was there anything different about the‘Treasure The interviewer was interested
Project’ than other projects or interventions? in how the ‘Treasure Project’

compared to other projects.

TS1 One to one counselling... access to that ....conee t | The interviewer has learned

the school.

(once again) that the one to one
counselling was a key
mechanism for support.

Before the interviewing began for this section Praggmme Theory 3 was shared with the trained staff mmber.

Programme 3

‘School staff and/or volunteers supporting vulnerate children are better able to positively impact ortheir socio-emotional health
if they have participated in training, received sugrvision and have followed through consistently wit the approach they have
been trained in when working with children over a eriod of time.

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer is asking for a focus

sense to you as you think about your own training? | on theory again.....and allows
time for thought and goes into
‘learning mode.’ (Pawson &
Tilley, 1997 p.177)

TS1 All of it ... | think that is true about any support...it The interviewer has learned that
is most effective when those things are in place... | | the theory seemed to match
know they can’t always be... practice.

Interviewer | What impact did the training have on yaur own The interviewer wanted to learn
practice? about TS1's theories about

training.

TS1 | don't think it made any difference ...it was amther | The interviewer has learned:

resource... another way of supporting the children.
It certainly increased my knowledge of some areas..
because of the training ...and having APC1 here ...

Key mechanism:

i) staff confidence in their own
skills

ii) knowledge increased

iii) availability of APC1 to
support training
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Interviewer | So perhaps if APC1 hadn’t come in it walldn't have | The interviewer checked out the
been as effective? essentialness of APC to the

training being embedded.

TS1 Nods to agree. The interviewer has learned that
her theory is correct.

Interviewer | What was it about your school or your tead teacher | The interviewer was interested
that supported your skills developing through in the context and how this
involvement with the ‘Treasure Project’? might have influenced the

effectiveness of the training.

TS1 The head teacher supported the ‘Treasure Projé¢c The interviewer has learned:
and sent people on training, made time in the Effective context:
timetable to implement it afterwards. This is more i) head teacher supports project
difficult than it sounds! i) head teacher sent staff on

training
iii) head teacher allowed time
for interventions to take place

Interviewer | What do you think it was about the waythe The interviewer wanted to find
‘Treasure Project’ training model that led to the out about any key mechanisms
building your capacity to enhance children’s mental | in the training model.
health and emotional wellbeing in the school settg?

TS1 Nothing above and beyond other training. The irerviewer has learned that
this trained member did not see
any key mechanisms in the
training.

Interviewer | How did your training needs vary over time? The interviewer wanted to know
about any key mechanisms that
varied over time.

TS1 Don’'t know how to answer that...l would like more | The interviewer has learned that

training in different areas. this staff member was quite
confident in her ability to learn
from training.

Interviewer | What would you view as some of the keynechanisms| The interviewer still wanted to
that led to you being effectively trained? how as to how to make training

more effective for staff members
who are already confident in
supporting children’s mental
health and emotional wellbeing.
TS1 | think with the TSW training it was really good have | The interviewer has learned:

Trish Waters there...gaining knowledge from the
one who developed it. | enjoyed having training fro
someone who was at the root of it all. That was o
different. The training was not perfect with Zippy
Friends, but to be honest that was a long time ago.

Key mechanism:
i) training from knowledgeable
and experienced presenters

Before the interviewing began for this section Pragimme Theory 4 was shared with the trained staff mmber.

Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is enhanced through the participation irevidence-based
interventions delivered by trained adults.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes sense to | Interviewer is asking for a focus on
you as you think about your work delivering interventions | theory again.....and allows time for
in schools as a trained staff member? thought and goes into ‘learning

mode.’ (Pawson & Tilley, 1997
p.177)
TS1 My gut feeling is that it does make a differencdt is hard The interviewer has learned that

to measure it, but you know your children and you kow it
makes a difference.

TS1 supports the theory and it is
congruent with her own experience.
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer | What do you think it was that led to the successful The interviewer was interested in
enhancement of children’s mental health and emotiaai mechanisms connected to delivering
wellbeing through delivering small group interventions in interventions in the school setting.
your school setting?

TS1 I think with Zippy’s Friends it's the programme and the The interviewer has learned:
consistency. If you do it regularly, going over theules Key mechanisms:
every week — the children know what to expect and i) Zippy’s Friends programme — it's
respond well to it. consistency

i) Therapeutic Storywriting
With Therapeutic Storywriting, | think again itis t he programme — children given
programme itself and also giving children the oppatunity freedom to write
to chose what they want to write about. You let tha go
with it, you give them place to start from...this isdifferent
from literacy lessons or writing sessions.

Interviewer | What difference did writing their story make? The interviewer was interested in
the difference this freedom gave the
children.

TS1 I think they had more enthusiasm (not all) for he task of The interviewer has learned:

writing & | think the aim was for them to express ©me of | Key mechanisms:
their feelings in writing and they could do that ifthey i) freedom to write about what they
chose to. like

i) setting of group work
I think the nice room, the biscuits, doing a speclahing iii) feeling of doing a special thing
together made a difference.

Interviewer | What was it about your head teacher thasupported group | The interviewer turned to the
work taking place in your school? context again.

TS1 She was supportive of any interventions that werin place | The interviewer has learned:
to support children with emotional needs. She gawhem Effective context:
time and a space for the support to happen. i) head teacher supportive of

interventions
i) head teacher enabled the groups
to happen

Interviewer | What do you think it was about your way of facilitating The interviewer wanted to find out
groups that led to the successful enhancement ofildren’s | about mechanisms for the effective
mental health and emotional wellbeing in the school delivery of group work.
setting?

TS1 I think it is really important to build a good relationship The interviewer has learned:
with the children. | already said that for some chidren | Key mechanisms:
am already a familiar person in school. With an ouside i) relationship with children
person it would take longer — the children already ii) facilitated by familiar person
associate me with the Nurture Group, etc. It helpedhat we | iii) trust in facilitator
had that element of trust before we started.

Interviewer | Are there any key mechanisms that ledd a change in your | The interviewer gave TS1 one last
own practice that we haven’t mentioned already? chance to theorise and closes down

the interview.

TS1 Not that | can think of.
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Appendix XXIII:
Realistic Interview — TS2

Realistic Interview of Trained Staff

Name: Trained Staff 2 P20 Date of intevwi22nd April, 2010.
Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irgrviewer should thank the interviewee for taking pat in the follow up interview
to the questionnaire. She should assure them thatey would remain completely anonymous and that noecords of the interview
would be kept with their name on and that neither he school, nor themselves would be identifiable. 8ishould explain that the
data from the interviews would be kept in a passwat protected computer file.

The interviewer should explain that the purpose othe interview is to think about the trained staff member’s ideas or theories
about the effectiveness and successfulness of:

1) the ‘Treasure Project’ in general

2) capacity building to meet children’s mental healthand emotional needs in school

3) the role of the Area Project Coordinator

An overview of Realistic Evaluation should be giverand the interviewer should explain that she is skmg to find out about
Contexts and Mechanisms that may have led to the scessful outcomes in their school. It should be elgined that the Area
Project Coordinator (APC) had picked their school & a successful school for the ‘Treasure Project'.

The trained staff member should be given the compled Head Teacher Questionnaire with the list of ‘Teasure Project’s
activities that had taken place in the school. Thewhould also given a copy of the Programme Spec#iton with the 4
Programme Theories and be informed that these the@s would be shared with them before each sectiorf the realistic
interview.

Before the interviewing began for this section Praggmme Theory 1 was shared with the trained staff maber:-
Programme Theory 1
‘A project which is successful in promoting mentahealth and emotional wellbeing of children is longerm, school-based, multi-

faceted, multi-levelled and works at changing thenistitution and environment as well as individuals s that those elements such as
organic factors, stress and exploitation are decresad and children’s coping skills, self-esteem anda&al supports are increased.

Dialogue (almost verbatim) Significance for evaluator
Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about the ‘Treasure theory.....and allowed time for
Project’ as a whole? thought and went into ‘learning
mode.” (Pawson & Tilley, 1997
p.177)
TS2 | think so — it does help them cope with thingsuch The interviewer has learned that
as stress. It gives them the opportunity to writeti the theory seems to match the

down and express it in a different way. It helps tam | practice in this school.
get it out of their system..whether with me or thaei
peers... self-esteem, all those things impact on each| Key mechanisms:

other... being based at school you can work round | i) Therapeutic Storywriting
the school environment. groups

In Therapeutic Storywriting the group dynamic and
how it became.. the children became closer - Form 5
and 6, really gelled together and when they were du
of the group environment they had a bit of a

connection.
Interviewer | Anything else? The interviewer allowed more
time for thought.
TS2 | agree with everything in relation to the Thempeutic | The interviewer has learned that
Storywriting. this staff member can only

really share information about
theTherapeutic Storywriting

377



Dialogue (almost verbatim)

Significance for evaluator

intervention.

Interviewer | What do you think it was about the ‘Treasure The interviewer continued to
Project’ that enhanced children’s mental health and | seek a broader perspective from
emotional wellbeing in your school setting? | am TS2. The interviewer goes into
asking about the whole project for this question.... learning mode.

TS2 Because they were able to express their concstim The interviewer has learned:

the Therapeutic Storywriting.

The individual counselling has an impact on
children. They have a great relationship with APC1.
and they are enthusiastic.

| was not here for Zippy’'s Friends and the other his.
I had nothing to do with them. | was only involved
with Therapeutic Storywriting.

Key mechanisms:

i) Therapeutic Storywriting
enabled children to express their,
feelings.

ii) individual counselling

Before the interviewing began for this section Praggmme Theory 3 was shared with the trained staff maber.

Programme 3

‘School staff and/or volunteers supporting vulnerale children are better able to positively impact ortheir socio-emotional health
if they have participated in training, received sugrvision and have followed through consistently wit the approach they have
been trained in when working with children over a geriod of time.

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes The interviewer has not sought
sense to you as you think about your own training? | TS2 views about PT 2. She
continued to ask TS2 to focus on
theory.
TS2 | think my own practice has not really changedut The interviewer has learned:
my knowledge has increased when it comes to how | Key mechanisms:
children do express their stress or worries. | dort’ i) gaining knowledge about
think my practice has changed. The training was approach
helpful, the knowledge was good to do the i) sharing stories with other
Therapeutic Storywriting. It was most helpful when | teaching assistants and
we actually started to do the group and started professionals
bringing the stories in and sharing them with other
teaching assistants and other professionals as well
Interviewer | How did the support from APC1 help with this The interviewer wanted to know
work? whether support from APC1
was a key mechanism.
TS2 Something came up in Therapeutic Storywritinglt The interviewer has learned:
was to do with bereavement and one of the children | Key mechanism:
went on then to say that that her stepfather had aoe | i) availability of APC to consult
to say goodbye in a dream. | just listened and with around children in groups
acknowledge by listening. | asked the APClabout my
action. She supported my action. She talked about
what to if it progressed. We shared experiences as
she was working with the same child.
Interviewer | Anything else about the theory? The inérviewer drew TS2's
attention back to the theory.
TS2 Everything about it is right. Any training or support | The interviewer has learned that

that the staff received is beneficial because theis

always something that you need to know.

TS2 agrees with the theory.
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer | When were you trained? The interviewerhas become
aware that this trained staff
member’s experience of training
falls outside of the boundaries of
the research. She decided to
continue because the interview
might reveal key mechanism
about training or delivery of
interventions.

TS2 Early in 2009.

Interviewer | What are your theories or ideas about the differene | The interviewer wanted to know
being trained makes to your capacity to successfyll | about the difference training
enhancement of children’s mental health and makes.
emotional wellbeing in the school setting?

TS2 Gives you different ideas and concepts to use. The interviewer has learned:
Different ways to create an environment for the Key mechanism:
children to be themselves...so they are confident wit| i) ideas and concepts
you... so they can say how they feel. ii) different ways to create

environment for group to take
place

Interviewer | What was it about your school or head ¢acher that | The interviewer wanted to know
supported your skills developing through about the importance of context.
involvement with the ‘Treasure Project’?

TS2 The head teacher’s main concern is the sociah@ The interviewer has learned:
emotional health of the children and she is always Effective context:
eager to look at new ideas — supports us 100% arsl i| i) head teacher is interested in
always keen to try new ideas to enhance children’s | social and emotional health of
wellbeing. children

i) head teacher open to new
School has a very inclusive policy has a caring and | ideas
inclusive ethos. This is filtered all the way dowrfrom | iii) supportive of staff delivering
head teacher to lunchtime supervisors so that it is interventions
clear that we do care and we do nurture the childre. | iv) school has caring and
inclusive ethos
v) all staff nurture children

Interviewer | What do you think it was about the waythe The interviewer wanted to find
‘Treasure Project’ training model that led to the out about key mechanisms
building your capacity to enhance children’s mental | associated with ‘Treasure
health and emotional wellbeing in the school settg? | Project’ training model.

TS2 | think the 3 day training model. | enjoyed the The interviewer has learned:

training, lots of different people from lots of different
backgrounds. It was really interesting. It was redly
interesting when we started writing, when we
brought back our experiences of creating the group,
the children that we picked. | talked about having
drinks and biscuits and this gave someone else this
idea. It was helpful giving ideas to people and usjg
their ideas. It was a nice opportunity to do thatlt
like the listening skills experiment — when your
partner had to talk about something in their life and
just listen and repeat, not offer your advice.

Key mechanisms:

i) training over time

ii) training with others from
different backgrounds

iii) able to share experiences as
time went on

iv) listening skills practice
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Dialogue (almost verbatim)

Significance for evaluator

—

not

Interviewer | Was the training too long? The interviever wanted to check
out TS2 ideas about the TSW
training and compare this to
HT1 and TS1's experience.The
training course had changed &
was fully delivered by ‘Treasure
Project’ staff for TS2's training
cohort. Also TS2 was possibly ng
so experienced as TS1 and had
been in the school when whole
school INSETs had taken place.

TS2 | felt the 3 days was okay timewise. APC1 doirthe The interviewer has learned that

training was useful, she has something about her. | | for TS2 the 3 day course was no
don’t know what it is but it works. too long and it was delivered by
APCL1.

Interviewer | How did your training needs vary over time? The interviewer wanted to check
out TS2 perception of her needs.

TS2 | think all my needs were met. They didn’t vary As TS2 has only been trained in
the TSW approach her
experience of the project is not
direct.

Interviewer | What would you view as some of the keynechanisms| The interviewer used the

that led to you being effectively trained? language of Realistic Evaluation
to bring TS2 back to theorising.

TS2 Case studies were interesting to look at andétbook | The interviewer has learned:

was helpful and it still is as the groups go on.am Key mechanism:
glad that we had it at the beginning of the traininy. i) case studies being shared at
the beginning of the training.

Interviewer | Was the ongoing partnership necessaryotfor you to | The interviewer wanted to know

continue enhance the mental health and emotional | whether the APC was a key
wellbeing vulnerable children in your school? mechanism.

TS2 It has been for me. When | have concerns it good The interviewer has learned;

to have someone | can speak to on the school siteda
who knows the children. She has been working the
children in the group.

Key mechanism:
i) availability of APC for

consultation about cases

Before the interviewing began for this section Pragimme Theory 4 was shared with the trained staff mmber.

Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is enhanced through the participation irevidence-based
interventions delivered by trained adults.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer

Is there anything about this theory which makes sese to
you as you think about your work delivering interventions
in schools as a trained staff member?

Interviewer asked for a focus on
theory.....and allowed time for
thought and went into ‘learning
mode.’ (Pawson & Tilley, 1997

p.177)
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Dialogue (almost verbatim)

Significance for evaluator

TS2 | agree with that. The children that | have woked The interviewer has learned that
with ..... as the group has progressed and as it the theory is congruent with
ended..... they have seemed happier. It almost practice in this school.
creates a bond between that adult and that child ah
that is only created when you share something Key mechanism:
special (not just teaching assistant side by side i) group work
support). It is hard to measure it on a scale. They i) adult is around school for
seem happy and have a bond with adult and they support after intervention has
have someone who they can go to. ended

Interviewer | What do you think it was that led to the successful | The interviewer wanted to know
enhancement of children’s mental health and about key mechanisms.
emotional wellbeing through delivering small group
interventions in your school setting?

TS2 | think working in a small group is key. They tave The interviewer has learned:
the chance to work in a small group and they may | Key mechanisms:
never done this before. They are all on a level i) small group work
playing field. The big difference is creating the ight | ii) creating the right atmosphere
atmosphere, the room that you use, that you stay as| iii) consistency of group
group consistently.
| did have a group where a child was finding it
difficult to cope with a school environment and we
used the group to do this. Her mum stayed on
premises.

Interviewer | Did it work? The interviewer wanted to find
out about outcomes for this
particular child and invited TS2
to think about this.

TS2 It worked for a short space of time. She wasear 6 | The interviewer has learned:

and she managed to do a few of the SATs. Another | Key mechanism:
adult came in and she did eventually get a bit of i) group work supported
schooling. reintegration into school

Interviewer | What was it about your head teacher thasupported | The interviewer focused again
group work taking place in your school? on the context.

TS2 She is always keen always willing to listen ideas. The interviewer has learned
She sent me on the training which was a big (once again) that effective
commitment on her part. She obviously expects me | contexts are those where the
to deliver. head teacher supports the

training.

Effective context:

i) trained staff member is
expected to deliver because she
has attended training.

Interviewer | What do you think it was about the groy work or The interviewer was interested
approach that led to the successful enhancement of | in TS2's thoughts about group
children’s mental health and emotional wellbeing in | work in the school setting.
the school setting?

TS2 The Therapeutic Storywriting training emphasise The interviewer has learned:
the approach and how to start a group and the Key mechanisms:
actual structure of the time in the group and how i) practical advice in training
important it is to keep to that routine as such.

Interviewer | Any theories about why Therapeutic Stogwriting The interviewer continued to

worked?

seek TS2's theories about why
the group was effective.
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Dialogue (almost verbatim)

Significance for evaluator

TS2 | think because the children are able to say vét's on | The interviewer has learned:
their mind but not directly i.e.. that's what's Key mechanism:
happening to me and being able to say it through a | i) working in the metaphor
character in a non-direct way.

Interviewer | What do you think it was about your way of The interviewer wanted to know
facilitating groups that led to the successful about any mechanism specific to
enhancement of children’s mental health and TS2's facilitation of the groups.
emotional wellbeing in the school setting?

TS2 | don’t know. | think the children liked where we The interviewer has learned:
worked. We were in the Blue Room next door. | Key mechanisms:
wrote stories alongside with them all the time. | i) where the group takes place
admitted my own mistakes, that | was not good at i) teacher models writing stories
some things, etc. | was quite relaxed...we were in a | iii) feeling of doing something
school but we were doing something special. special

Interviewer | Would it have worked as well out of scbol? The interviewer was curious

about TS2's ideas around the
groups taking place in school.

TS2 | don’t know. TS2 had no firm opinion about

this.

Interviewer | Have you continued with the group workor The interviewer wanted to know
approach? Were there any school factors or other | if capacity had been built in the
context factors that influenced the success of the school and had been sustained.
group work?

TS2 | have had 2 groups since the training but nahis The interviewer has learned:
academic year...just because | have been working | Key mechanism:
with lots of different classes. They are difficult i) availability of teaching
classes and it would involved time away from those | assistant time
children.

Interviewer | Anything else ...... what would you view asome of | The interviewer wanted to allow
the key mechanisms that led to a change in your own TS2 more time for theorising
practice? and to close down the interview.

TS2 Nothing that has made me changed my own pracéc | The interviewer has learned:

Some of the stories that were written made me
realise how important it is that adults react in the
right and appropriate way. The children are open
books at that time and so it is important that you
and say the right things.

Key mechanism:

i) experience of running groups
i) ability to reflect on adult’s
responses to children
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Appendix XXIV:
Realistic Interview — TS3

Realistic Interview of Trained Staff

Name: Trained Staff 3 P12
Interviewer: Deborah Shepherd

Date of intewvwi 27" April, 2010.

Before the realistic interview is conducted the irgrviewer should thank the interviewee for taking pat in the follow up interview
to the questionnaire. She should assure them thétey would remain completely anonymous and that noecords of the interview
would be kept with their name on and that neither he school, nor themselves would be identifiable. 8fshould explain that the
data from the interviews would be kept in a passwat protected computer file.

The interviewer should explain that the purpose othe interview is to think about the trained staff nember’s ideas or theories
about the effectiveness and successfulness of:

1) the ‘Treasure Project’ in general

2) capacity building to meet children’s mental healtrand emotional needs in school

3) the role of the Area Project Coordinator

An overview of Realistic Evaluation should be giverand the interviewer should explain that she is s&ig to find out about
Contexts and Mechanisms that may have led to the scessful outcomes in their school. It should be elgined that the Area
Project Coordinator (APC) had picked their school & a successful school for the ‘Treasure Project’.

The trained staff member should be given the compled Head Teacher Questionnaire with the list of ‘Teasure Project’s
activities that had taken place in the school. Theyhould also given a copy of the Programme Spec#iton with the 4
Programme Theories and be informed that these the@s would be shared with them before each sectiorf the realistic
interview.

Before the interviewing began for this section Pragimme Theory 1 was shared with the trained staff mmber:-
Programme Theory 1
‘A project which is successful in promoting mentahealth and emotional wellbeing of children is longerm, school-based, multi-

faceted, multi-levelled and works at changing thenistitution and environment as well as individuals 8 that those elements such as
organic factors, stress and exploitation are decrsad and children’s coping skills, self-esteem andaal supports are increased.’

Dialogue (almost verbatim) Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about the ‘Treasure theory.....and allowed time for
Project’ as a whole? thought and went into ‘learning

mode.” (Pawson & Tilley, 1997
p.177)

TS3 Long term makes sense because you don’'t want to | Interviewer has set the scene
help them then leave them....helping the children and TS3 is beginning to think
develop their copying skills and self esteem. about the theory.

Interviewer | Was there anything about the ‘TreasureProject’ in TS3 seemed somewhat
particular? overwhelmed by the theory so

the interviewer helped to focus
in on her knowledge of the
‘Treasure Project’.

TS3 | guess the listening aspect to it... listening twhat The interviewer has learned

the children were saying and being more receptive. | what TS3 attributes to the
‘Treasure Project’.

Interviewer | There were quite a lot of activities that took place, The interviewer increased the
for example, Therapeutic Storywriting, Quality prompting to support TS3's
Circle Time, Zippy's Friends, the Fun Day, and so thinking.
on. Anything about these activities?The interviewer
shows the list of activities that happened in sthoo

TS3 The Zippy's Friends has been an ongoing thingVe | The interviewer learned that the
are in Module 5 of our current programme. It's been | following:
quite useful for example, some children’s parents Key mechanism: Zippy's
have split up, grandparents have passed away, or Friends
there have been friendships issues.
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer | In what way useful? The interviewer prompted again
to look for a more specific
mechanism.
TS3 Talking about parents and loss makes them aware | Key mechanism: talking about
that we are aware of their problems they can help parents and problems in
each other and their peer group can help them. families.

Interviewer | What do you think it was about the ‘Treasure Interviewer continued
Project’ that enhanced children’s mental health and | prompting to gather TS3's views
emotional wellbeing in your school setting? about the impact of whole schoo
Do you recall whole school events, for example, the | work.
PATH or Quality Circle Time training?

TS3 Quality Circle Time... | think | was there ..Circle TS3 did not view Quality Circle
Time is part of school and so is on going anyway. Time training as a key

mechanism.

Interviewer | What would you view as some of the kegontexts Interviewer used the language of

that led to successful work with schools? Realistic Evaluation and
explained the concept of
‘context’.

TS3 | guess the staff were all receptive and thatleey if The interviewer has learned:

they are willing to be trained up to implement thirgs. | Effective Context:

The active listening... that is when | was trained in | i) receptive staff group

Therapeutic Storywriting...that has almost become | ii) staff willing to be trained

second nature for me now...that's been a lasting

thing. Key mechanism:
i) trained in active listening
skills

Interviewer | What would you view as some of the keynechanisms| Interviewer used the language of

that led to successful work with schools7riterviewer | Realistic Evaluation and
explains mechanisnCan you think of any key explained the concept of
mechanisms? You mentioned Zippy’s Friends or ‘mechanism’.
Therapeutic Storywriting.

TS3 | guess Zippy's Friends. How many years on... ¢t | Key Mechanism confirmed:

is still going on in Class 2. i) Zippy's Friends.

Interviewer | Any others? The interviewer continued to
prompt.

TS3 No response TS3 seemed to be at a sticking
point.

Interviewer | One of the mechanisms was that teachingssistants, | The interviewer tried to support

teachers, lunchtime supervisors, etc. were trained. | her thinking.
Was that a key mechanism?
TS3 | guess so. Consistent throughout ...everybodyoh TS3 agreed to an extent and a
just teaching staff. little more information which
confirmed HT2's perception
about consistent messages.
Interviewer | Looking back, with your accumulated knowledge, The interviewer asked for TS3's
what might you have changed? How would that fit ideas around external agency
with the theory? support.

TS3 | don’t think so. What was done in school worke TS3 reaffirmed:

well at that time? | guess if you were running somef
those things now you might tweak to fit with the
children that you have got. We have tweaked Zippy's
Friends slightly to fit in with the problems that we
have had in that class. We have swapped a couple o
the sessions and moved those around, particularly
the one with friendships. But you do that as a teder

anyway, with the work that they are doing.

i) the flexibility of Zippy’s
Friends materials as a key
mechanism
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer | It would seem that having the Zippy’s Riends The interviewer went into
resources would be a key mechanism for the teaching mode to support TS3'’s
promotion of mental health and emotional wellbeing.| understanding and bring this

part of the interview to a close.

TS3 Yes.

Before the interviewing began for this section Pragimme Theory 2 was shared with the trained staff mmber.

Programme Theory 2
‘Effective partnership work in the area of promoting mental health and emotional wellbeing of childrergives staff clear advice,
guidance and support, increases their knowledge abbchildhood disturbance, is able to provide localcontextual knowledge, is
able to offer good continuity of care and accessilily and to act as a trusted link between home andchool.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about your own theory again.....and allowed
partnership with the Area Project Coordinator? time for thought and went into

‘learning mode.’ (Pawson &
Tilley, 1997 p.177)

TS3 It made me more aware of the emotional wellbegnof | TS3 confirmed that the
the children that | work with. ‘Treasure Project’ raised staff

awareness.

Interviewer | Anything about partnership? The interviewer helped TS3 to
think about the focus of this set
of questions.

TS3 | guess if we needed advice then we knew thagw The interviewer has learned that

could contact you for help. the APC was a source of advice.
Key mechanism: partnership
with APC

Interviewer | What do you think it was about the waythe Area The interviewer wanted to know
Project Coordinator worked with your school that what it was about the
led to the successful enhancement of children’s partnership with APC2 in
mental health and emotional wellbeing in the school | particular that was a key
setting? mechanism.

HT1 She was very hands on she came in and she waseh | The interviewer learned:
quite a lot at one point. The children got to knowher | Key mechanisms:
and she got to know them. i) presence in school

i) work in school
i) knowledge of children
iv) familiar to children

Interviewer | What sticks in your mind when you think of APC2? | The interviewer probed deeper
to establish sustained impact of
APC2.

TS3 What sticks in my mind ..... we did a school DVDrad | The interviewer has learned that
APC2 is talking to the camera and saying, “Happy | a key mechanism for sustained
children learn” because she is right they do. The impact was:

DVD is shown a lot when we have prospect parents | i) DVD that is played regularly

in...when they bring their children in July. has a key message about
emotional wellbeing and
learning.

Interviewer | Was APC2 instrumental in getting the DVD made? The interviewer was curious as

to whether this mechanism was
intentional.
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Dialogue (almost verbatim)

Significance for evaluator

TS3 No, it was made by the school and APC2 was The interviewer has learned that
included in it. APC2 was seen as an important
part of the school at that time.

Interviewer | How did the support to your school varyover time? | This time the interviewer

What are your ideas or theories as to why the wanted to know about the ideas
changes occurred? and theories which TS3 has
developed over time.

TS3 | guess it changed because as we grew more The interviewer has learned:

confident with what we were doing the need for morg Key mechanism:
support lessened. i) flexibility of support to match
need

Interviewer | Was the partnership necessary for thesccessful The interviewer wanted to know

enhancement of children’s mental health and how much of the change was
emotional wellbeing? accredited to the ‘Treasure
Project’ relationship.
TS3 It is hard to say — it may have happened — it ay TS3 confirmed:
have not been so successful if APC2 hadn't have lme¢ Key mechanism: APC support
there. We wouldn’t have had her guidance & was needed to move school on.
support to draw on.

Interviewer | What difference did the advice make? Tle interviewer wanted to know
more about the type of support
that was needed.

TS3 | guess that the advice she was able to givassure | The interviewer learned:

you that you are doing the right thing or you could Key mechanism:
try this if it was not working...building the staff i) APC2 availability for
confidence. reassurance and support

Interviewer | Was there anything different about the‘Treasure The interviewer wanted to know

Project’ than other projects or interventions? about specific mechanisms
associated with the ‘Treasure
Project’.
TS3 | have not been involved with any other ones.

Before the interviewing began for this section Praggmme Theory 3 was shared with the trained staff maber.

Programme 3

‘School staff and/or volunteers supporting vulnerate children are better able to positively impact ortheir socio-emotional health
if they have participated in training, received sugrvision and have followed through consistently wit the approach they have
been trained in when working with children over a griod of time.

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about your own training? | theory again.....and allowed
time for thought and went into
‘learning mode.’ (Pawson &
Tilley, 1997 p.177)
TS3 | guess if they haven't received training theynight The interviewer has learned:
not be aware of issues affecting children’s emoti@h | Key mechanisms:
health. Training’s got to be a positive thing andfi i) training to raise awareness
you have all received the training as the child mas | ii) training of all staff
through the school that consistency is there.
Interviewer | What impact did the training have on yaur own The interviewer wanted TS3 to

practice?

move into thinking about her
own practice.
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Dialogue (almost verbatim)

Significance for evaluator

| suppose it made me more aware of difficulties #it
children might encounter as they grow up. It made
me more sympathetic, not just with the children but
colleagues and family as well. | am a better listem |
suppose, or more willing to listen.

The interviewer has learned:
Key mechanism:

i) active listening part of
training

Interviewer | What was it about your school or your tead teacher | The interviewer wanted to know
that supported your skills developing through about TS3 theories about
involvement with the ‘Treasure Project’? context or mechanism at

different levels in school.

TS3 HT2 has always been very good at training hettedf The interviewer has learned:

— all the staff. She is very supportive in improvig Effective context:

our skills. i) head teacher supports
training and wants staff to
improve their skills.

Interviewer | Anything else? Interviewer wanted TS3 to think
a little deeper about the impact
of the head teacher.

TS3 | guess if you have a supportive head, that'sk. If TS3 confirmed that without the
your head isn’'t willing to help the staff improve then | head teacher being supportive tq
it is an uphill battle. staff and showing interest in

developing their skills her
training would not have been as
effective.

Interviewer | What do you think it was about the waythe The interviewer wanted to learn
‘Treasure Project’ training model that led to the about the mechanisms within
building your capacity to enhance children’s mental | the training model that were
health and emotional wellbeing in the school settg? | effective.

TS3 | guess they weren't just chalk and talk you wen't The interviewer has learned:
just sat listening — there was role play — you did Key mechanisms:
yourself — that was a good way of doing it. You cddi | i) role play
think back to that — ‘Gosh, | remember thinking that | ii) interactive training
was how | felt when | had to stand up and speak to
everybody'. It is more engaging that way.

Interviewer | How did your training needs vary over time? The interviewer was interested
in TS3 thoughts about her own
development through the
training.

TS3 Once you have been on a couple of courses rup b | The interviewer has learned that

the ‘Treasure Project’ you know what to expect. TS3 came to several training
courses run by the ‘Treasure
Project’.

Interviewer | In what way? The interviewer wanted to know
what it was that made the
difference if TS3 had been on a
few courses run by the
‘Treasure Project’.

The format of how the day will go. The The interviewer has learned:
approach...the format of the training. It was quite Key mechanism:

informal, user friendly...relaxed atmosphere ..not i) informal, relaxed, non-
intimating in any way. intimating training approach

Interviewer | What would you view as some of the keynechanisms| The interviewer uses the

that led to you being effectively trained?

language of Realistic Evaluation
to dig a little deeper into TS3
theorising about the ‘Treasure
Project’.
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Dialogue (almost verbatim)

Significance for evaluator

TS3 | guess, there were usually several of you onet The interviewer has learned:
course — being with your colleagues helps. You call | Key mechanism;
bounce ideas off each other. The way it was i) training with others
delivered, the informality. i) informal nature of courses
Interviewer | Could you expand? The interviewer encortaged TS3
to think deeper about
mechanisms.
TS3 That APC2 and the others deliver the course. Th The interviewer has learned:

interactive nature of it ...everybody was involved.
We were not just sat listening.

Key mechanism;

i) the familiarity of APC2
delivering the course

ii) interactive nature of the
course

Before the interviewing began for this section Praggmme Theory 4 was shared with the trained staff maber.

Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is enhanced through the participation irevidence-based
interventions delivered by trained adults.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes sense to | Interviewer asked for a focus on
you as you think about your work delivering intervention theory again.....and allowed time for
in schools as a trained staff member? thought and went into ‘learning

mode.’ (Pawson & Tilley, 1997
p.177)

TS3 | guess with Zippy'’s Friends it has shown ovelime thatit | The interviewer has learned:
was a positive effect on children’s emotional welking. It Key mechanism:
makes sense that you use interventions that havedre i) confidence in approach being used
proven to be successful. | guess if you haven't be&ained | ii) training important to build skills
then there is a risk that it is not delivered propéy. If you iii) training keeps integrity of
have the training you know how to deal with a disdsure approach
for example. iv) training important to safe guard

vulnerable children

Interviewer | What do you think it was that led to the successful The interviewer was interested in
enhancement of children’s mental health and emotiaai TS3 theories about the different the
wellbeing through delivering small group interventions in group setting made.
your school setting?

TS3 | guess if you are working with groups, partictarly small The interviewer has learned:
groups, the children feel secure. They are with ancault Key mechanisms:
they trust. They can talk about things in that groyp that i) trusted adult
they might not be able to talk about in other situéions. i) group is necessary for children to

talk

Interviewer | Does this work need to take place in $mol? The interviewer wanted to know if

the context was important.

TS3 It's hard to say. If it is in the school settinghe children are | The interviewer has learned:
familiar with each other and the setting itself andyou. Effective context:

i) familiar setting and group
facilitator

Interviewer | What difference would that make? The inerviewer wanted to know

more about TS3'’s theories.

TS3 They would be comfortable and receptive, hopefiyl at The interviewer has learned:
ease. i) setting of group work is important

for it to be effective.

Interviewer | What was it about your head teacher thasupported group | The interviewer has returned to the
work taking place in your school? focus on context.

TS3 I guess timetabling, finding the time to do thagroup work | The interviewer has learned that:

and the more organisable side of it.

Effective context:
i) head teacher supports group work
organisational
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer | What do you think it was about your way of facilitating The interviewer wanted to know
groups that led to the successful enhancement ofildren’s | about mechanisms specific to TS3.
mental health and emotional wellbeing in the school
setting?

TS3 I guess knowing the children that | did work wit and The interviewer has learned:
some of their circumstances, for example, Therapeiat Key mechanisms:

Storywriting; | could give them the opening line ofthe i) TS3 adapted the approach to meet|
story. If you know that a particular child is having a specific children’s needs.

difficulty in a certain area you can point them inthe right

direction.

Interviewer | Are there any key mechanisms that ledd a change in your | The interviewer returned to the
own practice that we haven't mentioned already? language of Realistic Evaluation to

help TS3 to think about theory and
close the interview.

TS3 You kind of change with each group. You alter yar work The interviewer has learned:

to suit the group — a teacher would do that anyway be
flexible.

Key mechanism:

i) the facilitator’s ability to adapt the
approach to meet the children’s
needs.
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Appendix XXV:
Realistic Interview — TS4

Realistic Interview of Trained Staff

Name: Trained Staff 4 P12 Date of intewvwi 27" April, 2010.
Interviewer: Deborah Shepherd

Before the realistic interview is conducted the irgrviewer should thank the interviewee for taking pat in the follow up interview
to the questionnaire. She should assure them thétey would remain completely anonymous and that noecords of the interview
would be kept with their name on and that neither he school, nor themselves would be identifiable. 8fshould explain that the
data from the interviews would be kept in a passwat protected computer file.

The interviewer should explain that the purpose othe interview is to think about the trained staff nember’s ideas or theories
about the effectiveness and successfulness of:

1) the ‘Treasure Project’ in general

2) capacity building to meet children’s mental healtrand emotional needs in school

3) the role of the Area Project Coordinator

An overview of Realistic Evaluation should be giverand the interviewer should explain that she is s&img to find out about
Contexts and Mechanisms that may have led to the scessful outcomes in their school. It should be elgined that the Area
Project Coordinator (APC) had picked their school & a successful school for the ‘Treasure Project’.

The trained staff member should be given the compled Head Teacher Questionnaire with the list of ‘Teasure Project’s
activities that had taken place in the school. Theyhould also given a copy of the Programme Spec#iton with the 4
Programme Theories and be informed that these the@s would be shared with them before each sectiorf the realistic
interview.

Before the interviewing began for this section Pragimme Theory 1 was shared with the trained staff mmber:-
Programme Theory 1
‘A project which is successful in promoting mentahealth and emotional wellbeing of children is longerm, school-based, multi-

faceted, multi-levelled and works at changing thenistitution and environment as well as individuals 8 that those elements such as
organic factors, stress and exploitation are decrsad and children’s coping skills, self-esteem andaal supports are increased.’

Dialogue (almost verbatim) Significance for evaluator
Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about the ‘Treasure theory.....and allowed time for
Project’ as a whole? thought and went into ‘learning
mode.’ (Pawson & Tilley, 1997
p.177)
TS4 Yes, it makes sense. We ran it for one year amee The interviewer has learned:
are back doing it again. Key mechanism:
i) Zippy's Friends
Interviewer | How does that feel? The interviewer wadnterested

in how TS4 felt about coming
back to Zippy’'s Friends.

TS4 Its feels like an old friend. | thoroughly enjyed the The interviewer has learned:
first year | did. | felt the children who were involved | Key mechanism:
developed in all sorts of ways. Our relationship i) TS’s knowledge of
changed. Other areas of the curriculum opened up in programme
Zippy sessions. | got to know them because they i) enjoyment of delivery of
opened up in other ways in other parts of the programme
curriculum.

Interviewer | Do you recall any other things that youhave used The interviewer wanted to know
from other training, for example, Quality Circle whether TS4 was aware of
Time or the PATH. whole school training.

TS4 | have used ideas from Quality Circle Time in The interviewer has learned:
various classes as well. Key mechanism:

i) Quality Circle Time training

390



Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Anything about training? The interviewer wanted to know
about the mechanisms of
training.

TS4 It was a long time ago, it’s blurred a bit. No. The interviewer has learned that
the ideas have continued, but
the memory of the training has
gone.

Interviewer | What do you think it was about the ‘Treasure Interviewer asked the trained
Project’ that enhanced children’s mental health and | staff member to present her own
emotional wellbeing in your school setting? theories or ideas around the
(The interviewer shows the list of activities that project’'s mechanisms and goes
happened in school.) into ‘learning mode’.

TS4 The group that didn’t go out to play had a quietime | The interviewer has learned:
to talk and play games. | was aware of how that was| Key mechanism:
helping those children who did not like being outsle. | i) quiet place in playground with
TS1 did the writing thing with the Therapeutic listening mentor
Storywriting and we discussed some of those issues| ii) Therapeutic Storywriting
with various children. | could see how that was a training
good idea. iii) Therapeutic Storywriting

delivery

Interviewer | What would you view as some of the kegontexts Interviewer used the language of
that led to successful work with schools? Realistic Evaluation to bring

TS4 back to theory.

TS4 Probably to do with size. It is a small schooWe Interviewer has learned:
generally share most things. | guess that everyone | Effective context:
became involved in some way and was aware of the| i) size of school
positive aspects of it. ii) everyone involved

Interviewer | Where you there when the PATH was done? Interviewer wanted to know
how much the whole work has
impacted on trained staff.

TS4 | remember it being done. Interviewer has leared that
TS4 did not view the PATH as a
strong mechanism for change.

Interviewer | Any thoughts or feelings? The interviever wanted to check
out her theory about this.

TS4 | think certainly a couple of things, staff dong things | The interviewer has learned:
socially that we hadn’t done before - something i) PATH a key mechanism for
about people getting together a bit more than pulling staff together
previously.

Interviewer | Anything else about context? The interiewer used the
language of Realistic Evaluation
to bring TS4 back to theory and
close this section of the
interview.

TS4 No.

Interviewer | What would you view as some of the keynechanisms| The interviewer continued to

that led to successful work with schools, for exandg, | use Realistic Evaluation
APC2 would be seen as a mechanism. language and came an example
to help TS4’s understanding.
The interviewer goes into
‘learning mode’.
TS4 Certainly APC2’s involvement here. TS4 has nfurther examples.
Interviewer | Looking back, with your accumulated knowledge, Interviewer moved the interview

what might you have changed? How would that fit
with the theory?

on and asked TS4 to think about
her knowledge of the project.
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Dialogue (almost verbatim)

Significance for evaluator

TS4 Possibly wanting to keep it going. At the timé& was | The interviewer has learned:
happening we could see positive developments. Key mechanism:
Thinking back, funnily enough, yesterday | was i) “Treasure Project’
talking to another member of staff about the i) ideas from the project time
‘Treasure Project’, but now we haven't got the that were seen as successful
human resources to do that ....a key quiet space was
very useful for some children.

Interviewer | So a mechanism might be a quiet space. Interviewer wanted to bring

TS4 back to the theory.
TS4 Certainly. We are trying to do what we can — guiet | Interviewer has learned that

corner with bricks, pencils and rugs, etc.

knowledge about effective
practice around the promotion
of mental health and emotional
wellbeing remains with staff.

Before the interviewing began for this section Pragimme Theory 2 was shared with the trained staff mmber.

Programme Theory 2
‘Effective partnership work in the area of promoting mental health and emotional wellbeing of childrergives staff clear advice,
guidance and support, increases their knowledge abbchildhood disturbance, is able to provide localcontextual knowledge, is
able to offer good continuity of care and accessilly and to act as a trusted link between home andchool.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about your own theory again.....and allowed
partnership with the Area Project Coordinator? time for thought and went into

‘learning mode.’ (Pawson &
Tilley, 1997 p.177)

TS4 | can’t say that | did have a partnership realy Interviewer has learned that
TS4 would not view her
relationship with APC2 as a
partnership.

Interviewer | What do you think it was about the waythe Area The interviewer continued to
Project Coordinator worked with your schools that probe about APC2’s work with
led to the successful enhancement of children’s the school.
mental health and emotional wellbeing in the school
setting?

TS4 She was a great promoter of ZF and offered The interviewer has learned that
encouragement when | was doing the graveyard visif APC2 did support TS4 in the
for the first time...she was particularly supportive of | delivery of Zippy’s Friends.
that and giving examples of how it worked....in one | Key mechanism:
of the blocks of work...the whole thing is called i) support from APC2 when
changing and loss. Changes such as parents splitlin | needed during delivery of
up, baby being born or the loss of a grandparents. programme
And then for one of the sessions you visit a local
graveyard. The children are encouraged to talk
about these sort of issues at this stage, so thahen
they meet it they have the vocabulary. | had a lite
girl who was living with her grandparent because he
mother and recently died. | was worried but it
created a path for her grandmother to talk about
what had happened.

Interviewer | How did the support to your school or you vary over | The interviewer wanted to know

time? What are your ideas or theories as to why the
changes occurred?

about TS4 theories or ideas
around support to the school.
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Dialogue (almost verbatim)

Significance for evaluator

TS4 | don’t know really. When we started the projetwe | Interviewer has learned that the
saw more of APC2. Then we went a while without partnership support varied over
seeing her ...not really sure. the project period.

Interviewer | Was the partnership necessary for thesccessful The interviewer wanted to know
enhancement of children’s mental health and if the school could have gone
emotional wellbeing? through these changes without

the partnership.

TS4 | think so.

Interviewer | In what way? The interviewer continued to
encourage TS4 to think about
her theories and ideas.

TS4 You can do these various training, but unlessoy The interviewer has learned:

have follow up things don’t always get followed Key mechanisms:

through. Sometimes with the best will in the world i) follow through from training
things don't get put in place. It's keeping it ‘up i) positive interest

there’ in your mind with someone coming to follow | iii) support over time important
up and make sure you know what you are doing. She

was often quite positive, popping in for a couplefo

minutes in the staff room with a couple of incidersl

comments. Felt someone had an interest, someone

outside was being encouraging, making you aware

that it was important do it and not get bogged down

in the daily routine.

Interviewer | Were there any school factors or othecontext The interviewer began to
factors that influenced the success of her suppotd explore the school context.
the school? How might this relate to the theory?

TS4 | think we are all generally fairly welcoming to The interviewer has learned:
ideas...open to new ideas as a school...that Effective context:
something that we try to do i) welcoming school

ii) open to new ideas

Interviewer | Was there anything different about the‘Treasure The interviewer wanted to know

Project’ than other projects or interventions? if there were any other
mechanisms and to close down
this section of the interview.

TS1 Not really the person to ask

Before the interviewing began for this section Praggmme Theory 3 was shared with the trained staff maber.

Programme 3

‘School staff and/or volunteers supporting vulnerale children are better able to positively impact ortheir socio-emotional health
if they have participated in training, received sugrvision and have followed through consistently wit the approach they have
been trained in when working with children over a griod of time.

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes Interviewer asked for a focus on
sense to you as you think about your own training? | theory again.....and allowed
time for thought and went into
‘learning mode.’ (Pawson &
Tilley, 1997 p.177)
TS4 Definitely yes because as far as Zippy’'s Friesdvas | Interviewer has learned:

concerned there were certain topics | could never
have broached with children of that age. It gave me
the confidence and the know how to go about doing
it.

Key mechanism:
Zippy’s Friends
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Dialogue (almost verbatim)

Significance for evaluator

Interviewer | What impact did the training have on yaur own Interviewer wanted to know

practice? about the impact of training
beyond the implementation of
the intervention.

| sort of use the Circle Time ideas in differentéssons| Interviewer has learned:

— and some of the fun games. | would sometimes us¢ Key mechanism:

to break the monitory between certain subjects toet | i) Circle Time

them up and moving around, for example, ‘Fruit i) ideas from training passed on

Salad'. It encourages the children to talk to each

other and be aware of each others’ feelings, etc.

Interviewer | What was it about your school or your ole as head | Interviewer wanted to know
teacher that supported your skills developing more about the context.
through involvement with the ‘Treasure Project’?

TS4 The two of us did it together. We supported edic Interviewer has learned:
other. Also the head was present when we did the | Key mechanisms:
talk to the parents to initially introduce it. She i) did the training with another
thought it was something worth doing. staff member

Effective context:

i) supportive head

i) head teacher promotes the
intervention

Interviewer | What do you think it was about the waythe Interviewer continued to be
‘Treasure Project’ training model that led to the interested in the training model
building your capacity to enhance children’s mental | and how that train to staff
health and emotional wellbeing in the school settg? | becoming confident in

approach.

TS4 Probably the examples of how other people worke | Interviewer has learned:
it. The fact that it was across the world and diffeent | Key mechanisms:
progress had been made because of it. Young adults i) examples of how others
saying they had wished had done it when they were | delivered the intervention
children. i) evidence of evidence base

iii) feeling intervention was a
worthwhile thing to do

Interviewer | What would you view as some of the keynechanisms| Interviewer uses the language of
that led to you being effectively trained? Realistic Evaluation to focus on

theory and to close down this
section of the interview.

TS4 Probably being put in the position of being onef the | The interview has learned:

children. The two people ran a session as though we
were the children. It really made you think about
whether if | was a child would | want to say thislt

was very thought provoking.

Key mechanism:
i) role play as children

Before the interviewing began for this section Pragitmme Theory 4 was shared with the trained staff mmber.
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Programme Theory 4

‘Vulnerable children’s mental health and emotionalwellbeing is enhanced through the participation irevidence-based
interventions delivered by trained adults.’

Dialogue (almost verbatim)

Significance for evaluator

Interviewer | Is there anything about this theory which makes sense to | Interviewer asked for a focus on
you as you think about your work delivering interventions | theory again.....and allowed time for
in schools as a trained staff member? thought and went into ‘learning

mode.’ (Pawson & Tilley, 1997
p.177)

TS4 Well | guess the little girl | mentioned earliertalking to her | Interviewer has learned:
granny about her mother’s death. This enables thisat Key mechanisms:
happen. They had been to counselling before and this i) Zippy’s Friends programme
hadn’t happened. | was outside of the family. We w to a
graveyard, not the one where her mother buried. It
something they were able to talk about in very dagerms.

Her granny talked to me about it afterwards and thaanked
me. She thought it had helped and it had enabled ¢m to
talk in different terms than they had done before.

Also the feelings side of things - some children whhaven't
got the language — | notice through Zippy’s Friends they
start to say things like ‘“You're making me unhappy
because you...". | can see that coming through quite
clearly.

Interviewer | What do you think it was that led to the successful The interviewer wanted to know
enhancement of children’s mental health and emotiaai about the importance of the school
wellbeing through delivering small group interventions in setting.
your school setting?

TS4 It's really helpful. It shows you another side bthe child. The interviewer has learned:

We are so bogged down with having a full timetabléor Key mechanism:

everything — | don't think we have as much time forthis as | i) school setting

we used to have. If you are setting time aside fohings like

Therapeutic Storywriting they do have time to air those Effective context:

thoughts and feelings. i) group work is timetabled in

Interviewer | What was it about your head teacher thasupported group | The interviewer wanted to know
work taking place in your school? about the school context.

TS4 She would often enquire about how it was goinghd The interviewer has learned:
comment on the models they made and looked at whttey | Effective context:

did. i) interested head teacher.

Interviewer | What do you think it was about your way of facilitating The interviewer wanted to know
groups that led to the successful enhancement ofildren’'s | more about TS3's theories around
mental health and emotional wellbeing in the school group work in school.
setting?

TS4 I think perhaps because it provided me with theituation The interviewer has learned:
and the confidence to address issues that | othersa might | Key mechanism
not have done — | could see that it was really uséf | i) Zippy’s Friends materials build
wanted to help and develop children. confidence in school staff delivering

programme
i) motivation to deliver programme

Interviewer | Are there any key mechanisms that ledd a change in your | Interviewer bring PS 4 back to the
own practice that we haven’t mentioned already? theory and to close down the

interview.

TS4 No.
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Appendix XXVI:
Part A of Ethics Form EC2

(blue comments written in December, 2010)

Form EC2 for POSTGRADUATE RESEARCH (PGR)
STUDENTS

MPhilA, MPhilB, MPhil/PhD, EdD, PhD 1S

This form MUST be completed by ALL students studying for postgraduate research degrees and
can be included as part of the thesis even in cases where no formal submission is made to the
Ethics Committee. Supervisors are also responsible for checking and conforming to the ethical
guidelines and frameworks of other societies, bodies or agencies that may be relevant to the
student’s work.

Tracking the Form

I. Part A completed by the student
[I. Part B completed by the supervisor
[ll. Supervisor refers proposal to Ethics Committee if necessary
IV. Supervisor keeps a copy of the form and send the original to the Student
Research Office, School of Education
V. Student Research Office — form signed by Management Team, original kept
in student file.

Part A: to be completed by the STUDENT

NAME: Deborah Pamela Shepherd

COURSE OF STUDY (MPhil; PhD; EdD etc): EdD

POSTAL ADDRESS FOR REPLY:
XXXXXXX XXX XXXXXXXX
CONTACT TELEPHONE NUMBER: XXXXXXXXXXXX

EMAIL ADDRESS: XXXXXXXXXXXXXXXXXX
DATE: 26™ August, 2008.

NAME OF SUPERVISOR: Dr. Paul Timmins
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PROPOSED PROJECT TITLE:

An evaluative study of partnership work with schools in the area of
emotional well-being promotion and building staff capacity to meet

children’s emotional needs.
(Title changed to: The promotion of mental health ad emotional wellbeing of

children (5-13) through participatory partnership work with school communities in
one local authority: A Realistic Evaluation of the'Treasure Project’, a three-year
Children’s Fund Project.)

BRIEF OUTLINE OF PROJECT: (100-250 words; this may be attached
separately)

The proposed research will illuminative the work of a multi-agency project team
who worked in partnership with XXXXX schools in order to promote emotional
well-being within school environments and build staff capacity to meet children’s
emotional needs. The research will evaluate the impact of the multi-levelled
interventions that were embedded within an ecological approach to mental health
promotion. The researcher is interested in whether: working collaboratively with
outside support agencies increased the capacity of schools, as organizations, to
promote emotional well-being and mental health; whether school staff’'s capacity to
meet more vulnerable children’s emotional needs increased after training and co-
working with the project teams; and if children’s emotional well-being increased
after participating in small therapeutic groups facilitated by project (or trained
school) staff. Capacity is defined for the purpose of this research as: an increase
in staff's knowledge, skill level and confidence about meeting children’s emotional
well-being within the school environment along with related changes in school
policy and/or general ethos. Evidence for an increase in the general school's
capacity to promote mental health or emotional well-being will be sought through
examining reported positive changes in those elements in the school environment
that have been shown to lead to an enhancement of mental health (MacDonald &
O’Hara, 1998).

The research will investigate in particular the impact of;, a) general partnership
work with schools, b) training of school staff in specific approaches in therapeutic
group support, and c) direct therapeutic work with children through small group
interventions.
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MAIN ETHICAL CONSIDERATION(S) OF THE PROJECT (e.g. working with
vulnerable adults; children with disabilities; photographs of participants; material
that could give offence etc):

The main ethical considerations of the project will be around the three
groups of participants involved with the research. These are:

1) school staff who will be asked to complete questionnaires or to
participate in semi-structured interview conducted by the researcher
and will be asked their permission to use previousl| y completed
questionnaires sent to the school as part of an Edu cational
Psychology project evaluation process (Written permission gained
from head teachers on questionnaire. No questionna  ires sent to
school staff. Verbal and written permission gained to use interview
transcipts.)

2) children, some of whom will be on the Special Needs registe  r of the
school, who will be asked their permission to use t heir previously
completed feedback forms from group work and who wi Il be asked to
complete questionnaires and participate in semi-str uctured interviews
for the research  (not needed)

3) parents who will be asked to complete a questionnaire abou  t their
children (not needed)

All of the above information and data collected wil | be treated in a respectful
and confidential manner and this data will not be t raceable to participants. It
will not identify individual children, families, st aff or schools.

As the project will be conducted by an employer of the Educational
Psychology Service of XXXXCounty Council the researcher will comply of
her rules and conditions of employment. The resear ch may be used to

develop the general support to children and schools in the area of emotional
well-being promotion and as such may be presented i n a paper to strategic
bodies within the County Council . In this case, anonymity will be maintained

although there will be an awareness of the group of school that have been
involved with the project.

RESEARCH FUNDING AGENCY (if any): None. The researcher has received
support for her Ed.D. studies from  XCC.

DURATION OF PROPOSED PROJECT (please provide dates as month/year):
The direct research will take place during the acad  emic year 2008-2009.

DATE YOU WISH TO START DATA COLLECTION:

September, 2008. (Head teacher questionnaire sent in July 2008 with dual
purpose of evaluating project and being part of doc toral research. This was
made clear on the questionnaire.)
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Please provide details on the following aspects of the research:
1. What are your intended methods of recruitment, data collection and analysis?

Please outline (in 100-250 words) the intended meth  ods for your project and
give what detail you can. However, it is not expected that you will be able to
answer fully these questions at the proposal stage.

Previous to the proposed research being conducted head teachers had already
completed a questionnaire sent to schools in July 2008 in order for the Educational
Psychology Service to evaluate the impact of a 3 year Children’s Fund/CAMHS
project. The questionnaire also included a section asking permission of head
teachers to approach staff to ask them to be participants’ of the writer's doctorate
research and for the data from completed questionnaires to be used, if needed, for
background context data for the research. (questionnaire attached). The following
flow diagram below illustrates the intended data collection boundaries of the
research.

Data collection boundaries of proposed research

Case focus on:

2 mostengaged school and 2
leastschools from XXXXX’s
‘The Treasure Project’
(research design changed and |
least engaged schools were not
chosen or contacted)

T

CHANGE IN GROUP PARTICIPANT CHANGE IN SCHOOL

CHILDREN’'S EMOTIONAL WELL- CAPACITY _
BEING e semi-structured interviews

of headteachers and key
staff members

* semi-structured interviews
of trained staff

» staff questionnaire&lid not
happen)

* pupil questionnaire&lid
not happen)

* pre and post children’s
guestionnaire/rating scales childrghd
not happen again — included in Annug
Reports which are public documents)

» semi-structured interviews of children
from groupgdid not happen)

* semi-structured interviews of parents pf
children in group&lid not happen)

* semi-structured interviews of childrenis
teachergdid not happen)
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2. How will you make sure that all participants understand the process in
which they are to be engaged and that they provide their voluntary and
informed consent? If the study involves working with children or other
vulnerable groups, how have you considered their rights and protection?

All participants will be asked for their informed consent and made aware of the
boundaries and intentions of the research before agreeing to complete
questionnaires or take part in any interviews that are part of the proposed research
project. Participants’ permission will also be asked in order to use previously
completed evaluation forms (in the case of head teachers’) and previously
completed pre- and post feedback forms from children participating in small
groups. It is also necessary to gain participants informed contest before asking
them to complete questionnaires and or participate in interviews conducted on
behalf of the proposed research. (not needed)

It will be necessary to gain parental permission to allow children to participate in
the research and this will be gained through written informed consent.(not needed)

Written permission to conduct the research will need to be gained from the
Principal Educational Psychologist and the XCC Divisional Head for the research
to be conducted in local Authority Schools. (verbal and e mailed permission)

Head teachers’ permission will need to gained before participants’ are asked to
complete questionnaires or take part in interviews conducted with staff, children or
parents as part of the research. (verbal permission for staff interviews — childrand
parent interviews did not take place)

The Treasure Project team’s informed consent will needed before they participate
in any semi-structured interviews or complete questionnaires. (informed consent
given before interview began and written consewgmito use transcripts)

3. How will you make sure that participants clearly understand their right to
withdraw from the study?

Participants’ will be informed of their right to withdraw from the study at the
beginning of interviews and it will be stated on any letters or communication with
participants, including questionnaires. A contact address, e mail and telephone
number will be given to participants for this purpose. (participants informed of their
rights to withdrawn at beginning of interviews, laters or questionnaires sent to staff.
Contact information given)
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4. Please describe how you will ensure the confiden tiality and anonymity of
participants. Where this is not guaranteed, please justify your approach

The confidentiality and anonymity of participants will be maintained through names
being removed from feedback sheets and questionnaires that have already being
completed. Any new questionnaires and interview data will not have names on,
but will be identified by number. (Completed questionnaires kept in file at reseasthe
home and transcipts from interviews in electrorg ih password protected computer file.
Data from questionnaires and interviews only idexdiby number in research thesis.)

As a XCC project there will be records of which schools have accessed the
Treasure Project’'s team resource and a set of completed questionnaires for the
previously conducted Educational Psychology Service evaluation. However the
schools which were contacted for a deeper level of evaluation through the
research process will not be identified except to the researcher and her supervisor.

This concern may arise, for example, in experimental or quasi-experimental
designs where treatment is viewed as desirable and withheld from the control
group. It might also arise in unpredictable ways in other intervention designs and,
for example, in interview-based studies. Harm to the researcher if, for example,
working with emotionally difficult subject matter or in potentially dangerous
contexts should also be considered here including the forms of support that will be
made available in such circumstances.

5. Describe any possible detrimental effects of the study and your strategies
for dealing with them.

The study may result in information being collected that may be construed as
reflecting poorly on a particular school staff’'s ability to meet children’s emotional
needs. The research is not intended to highlight or focus on identified schools and
therefore all efforts will be made for such assumptions and accreditations not to
occur. Data will not identify schools, nor will actions will take place as a result of
the research.

The study may result in information being collected that may be construed as
reflecting poorly on the project staff’s ability to work in partnership with schools in
the area of emotional well-being promotion. The research is not intended to
highlight or focus on identified project workers and therefore all efforts will be
made for such assumptions and accreditations not to occur. Data will not identify
project workers, nor will actions will take place as a result of the research.

6. How will you ensure the safe and appropriate sto  rage and handling of
data?

Data for the project will be stored safely at the researcher's home in an

appropriate and secure place. Questionnaires may be collated by the
administration staff of the Educational Psychology Service and if this were the
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case, the material would be kept safe and handled following the guidelines

for the protection of data. (Data from questionnaires only collated by resear¢hed

project manager. Treasure Team Area Project Coordinators have access to collated data
and would be aware of which schools had responded to the questionnaire.)

7. If during the course of the research you are made aware of harmful or
illegal behaviour, how do you intend to handle disclosure or nondisclosure
of such information?

It is unlikely that the research will uncover harmful or illegal behaviour, but such
information was disclosed or discovered then the researcher would be obliged to
report this through guidelines as an employee of the Educational Psychology
Service and as a Chartered Educational Psychologist.

8. If the research design demands some degree of subterfuge or
undisclosed research activity, how have you justified this and how and when
will this be discussed with participants?

The researcher does not intend to do any undisclosed research activity.

9. How do you intend to disseminate your research findings to participants?

Through a summary report about the research which has been written for on
behalf of the Educational Psychology Service. A full copy of the research will be
available for participants to read through the published thesis kept at Birmingham
University Education Level.
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