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ABSTRACT IN ENGLISH

The impact of positive education and wellbeing culture on learners with special educational
needs and disabilities (SEND) in Dubai-based inclusive schools has been an active area of
education research. While it has been demonstrated that the role of positive education and
wellbeing culture is vital to the optimal development of students within school settings,
scrutiny and reluctance to employ novel techniques present a significant challenge and a never-
ending list of “to-dos” that hinder the opportunity to ensure an ideal school environment.
Inclusion is similar to a puzzle that should not be completed unless its entire fragments are
recognised and positioned accordingly (Gaad 2004). Inclusion lies at the heart of positive
education and wellbeing culture. Positive education and wellbeing principles empower
inclusive education and alleviate stigma. In fact, inclusion conceptualised and paralleled with
positive education and wellbeing culture is a catalyst requiring schools to positively approach
all students including students with SEND, who might present additional vulnerabilities and
lower levels of wellbeing because of their feelings of inadequacy, when compared to typically

developed peers.

In this case-study, the researcher explores the impact of positive education and wellbeing
culture on learners with SEND, through a mixed-method approach of interviews and surveys,
to gain a thorough understanding on ways to allow them to flourish and recognise their
character strengths in a sustaining environment where happiness is paramount. Several factors
affecting student wellbeing are discussed: teachers’ approaches and wellbeing, peer attitudes
and relationships, parental engagement, school climate and potential recommendations and
provisions to ensure social and academic development. Preliminary findings suggest a positive
impact of positive education and wellbeing culture on the psychological/social and academic

wellbeing of learners with SEND whereby their character strengths are highlighted and



mistakes are perceived as opportunities for learning. The study reveals that positive teacher
approaches, happy teachers, friendly peer attitudes and relationships, consistent parental
involvement and positive school climate aid in enhancing and maintaining students’ wellbeing.
Therefore, the data suggests, through a set of recommendations, that schools should adopt
positive education and instill a wellbeing culture to ensure a positive, safe and well climate for
all learners including students with SEND, to promote and enhance their wellbeing and sense
of belonging in a flourishing environment.

It is worth mentioning that during Covid-19, schools across the globe and in UAE were closed
as an effective control and safety measure to reduce the spread of the disease (Viner et al. 2020)
and distance learning (DL) was introduced in March 2020. Remote learning thus became the
new norm for learning during Covid-19. Thus, due to school closure, the researcher carried out

the data collection in a virtual manner.

Keywords: special educational needs and disabilities, SEND, inclusion, positive education,
wellbeing culture, provisions, flourish, character strengths, happiness, social and academic

engagement, teacher approaches, peer attitudes, positive school climate, sense of belonging.



ABSTRACT IN ARABIC
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CHAPTER 1: INTRODUCTION
1.1 Background of the Topic

Under the governancce of His Highness (HH) Sheikh Hamdan Bin Mohammad Bin
Rashed Al Maktoum and the vision of his HH Sheikh Mohammad Bin Rashed Al Maktoum,
and in agreement with “My Community, a City for Everyone” (Knowledge & Human
Development Authority 2017), Dubai is keen on becoming an entirely inclusive city by 2020,
catering for scholars regardless of their disabilities. Dubai is dedicated to shift from the medical
model to a rights-based model of disability whereby success of inclusive schooling is
significantly dependent upon the school community fostering positive views on the potential
of all learners, irrespective of background, ability or culture (Knowledge & Human

Development Authority 2019).

In agreement with the Dubai Inclusive Education Policy Framework, inclusion means
providing all students with equal opportunities to access high quality instruction despite their
disabilities and protecting students at risk of developing SEND from being excluded from
accessing education (Knowledge & Human Development Authority 2017). Over the last
decade, the inclusive education movement has become a priority to all schools in UAE. Policies
and federal laws were legislated by the government’s proposals and recommendations by the
Ministry of Education (MoE) to monitor learning in schools and ensure learners with SEND
are being positively catered for. Inspections by the Knowledge and Human Development
Authority (KHDA) explore the extent to which equitable provisions and high-quality teaching
and learning are prominent across Dubai and ensure a non-conditional acceptance of learners

with SEND to access top-notch education.



Positive education and wellbeing culture represent a new philosophy beginning to
emerge worldwide and noticeably across UAE. In March 2016, HH Sheikh Mohammad bin
Mohammad Al Maktoum approved National Program for Happiness to build a happy work
environment and develop benchmarks to measure happiness (U.ae 2020). Her Excellency
Ohood Al Roumi, Minister of State for Happiness and Positivity launched educational
programs to harmonise government plans and ensure a cohesive and happier society.

In February 2018, the National Program for Happiness and Positivity and the MoE
celebrated the creativity of UAE schoolchildren who took part in the “100 Days of Giving
Initiative” to promote positive values (MOE 2019). Her Excellency Jameela Al Muhairi stated
that this initiative imbedded in schoolchildren the value of giving and enhanced social
development and humanitarian values.

A month later, in March 2018, The National Program for Happiness & Wellbeing, in
cooperation with the MoE, launched the network of 'Positive Schools', a network providing
membership to schools consolidating positive education and wellbeing thus resulting in less
absenteeism and enhanced school-family relationships, academic achievements and standards
of health for scholars.

A year later, in March 2019, more than 250 UAE public and private schools joined the
Well Schools Network launched by the National Program for Happiness and Wellbeing in
collaboration with the MoE (National Program for Happiness & Wellbeing 2020). It is a
national network, implementing National Wellbeing Agenda and delivering optional
membership for UAE schools aiming to promote positive education and wellbeing culture for
learners and educators aligned with four pillars: students and families, teachers, school
environment, and society. Distinguished schools are granted the “Well Schools Mark™ (Well

Schools Network 2020).



In April 2019, the National Program for Happiness and Wellbeing launched the
Community Design for Wellbeing initiative to boost citizen engagement. The UAE
Government targets to make the country among the top-five happiest countries worldwide by
2021. HH Sheikh Mohammed Bin Rashid Al Maktoum believes that happiness and positivity
are a lifestyle, a government commitment and a spirit connecting the UAE community to
enhance human capital (Ministry of Cabinet Affairs & The Future 2020).

In June 2019, the National Program for Happiness and Wellbeing launched a sequence
of interactive camps targeted at enhancing digital wellbeing and safety for students across UAE
(Ministry of Cabinet Affairs and The Future 2019).

In November 2019, The Dubai’s School wellbeing surveys were launched by the
KHDA for students and staff (Clarke 2019). The Dubai Student Wellbeing Census aims to
develop action plans by authorities to enhance wellbeing, a human right, across schools in
Dubai and understand how students are functioning emotionally, psychologically and socially.

In January 2020, HH Sheikh Mohammad Bin Rashid Al Maktoum enquired about an
inspirational loving teacher in UAE who was identified in a video on social media, positively
greeting students in a heartwarming attitude and honored her, highlighting the initiative of the
prosperous UAE in caring for the wellbeing of students and teachers (Khaleejtimes 2020).

Positive education is the implementation of positive psychology in educational contexts
studying processes leading to flourishing individuals with high levels of wellbeing (Noble &
McGrath 2015). Positive education takes on the role of ensuring growth mindset, positive
feelings and emotions, resilience, social and optimal capital and function and strength-based
attitudes (Roffey 2017). Positivity in a school climate leads to positive relationships among
peers especially those with SEND, who might be prone to having emotional and social
struggles within their surroundings, and fosters a great sense of belonging, engagement, pro-

social behaviour, wellbeing and resilience. Taking into account the wellbeing dimension



develops students’ growth. It is one thing to desire to build classes where learners feel well,
happy, safe, enthusiastic to learn and connected, yet another thing to actually establish such
environments (O’Rourke, Cooper & Gray 2012).

Wellbeing is to attend to people’s needs by promoting their mental, emotional and
physical wellbeing. The element of happiness in wellbeing is a significant sense of self and a
positive outlook on life, that is not only desired, yet essential and conductive to engagement
and learning. Wellbeing is described as having the presence of positive affect, absence of
negative affect and life satisfaction (Mehdinezhad 2012), it is subjective and based on the
thinking and emotional state of a person. It enhances meaning in life, acts as an antidote to
mental and physical health problems and enhances positive thinking (Seligman et al. 2009).
Learners who experience positive wellbeing tend to be resilient, ready to surface life challenges
and solve conflicts in a positive manner while overcoming life stressors (Majid et al. 2018) and
positively adapt through a challenging or uncertain event. The more accepted students with
SEND feel, the more positive their wellbeing and self-image will be. Educators, peers and
parents are essential actors focusing on enhancing learners’ social and academic engagement.
Students’ experiences in school could significantly impact their future life and potential social-
emotional skills. A growing body of literature has arisen around the question of whether and
how wellbeing, associated to the subject of happiness can be taught across schools (Gashi &
Mojsoska-Blazevski 2016). Students’ wellbeing is essential for learning motivation, quality of
life, psychological mindset and health. In accordance with Porter (2008), Robinson (2017)
highlights that adopting positive education and wellbeing principles requires perseverance; it
IS a process, not a one-time job.

The significance of the study will be explained in the next section.



1.2 Significance of the Study

The study aims to add to the topic at hand, since it is somewhat a novel discipline and
provides insightful data to reshape and enhance current and future readers’ attitudes towards
SEND. Moreover, the study recognises the impact of adopting positive education and
wellbeing concepts on learners with SEND to foster character strengths and ensure flourishing
individuals. It identifies factors impacting the wellbeing of learners with SEND and addresses
potential gaps from the literature and key findings through a set of recommendations. Thus,

the researcher contributed to the novelty of the topic.

The explored school paved the way for the researcher to explore the research questions
as it implements positive education and wellbeing principles. Moreover, the topic is in
accordance with the UAE vision to become one of the top five happiest countries by 2021
(Ministry of Cabinet Affairs & The Future 2020). Thus, this study is regarded as highly

significant.

1.3 Rationale

The rationale behind examining this topic is centered on its significance and educational
influence, which has become a major policy priority in positively addressing students with
SEND. However, the interrogation lies in whether educators are practically implementing
positive practices, to ensure students’ wellbeing (Humphrey et al. 2013b).

The researcher’s subjective proficiency (Head of Inclusion at a private and inclusive
setting school in Dubai), led to exploring the data further. The researcher has observed firsthand
the challenges that some learners with SEND surface and thus felt driven to further investigate

the topic.



Alborno and Gaad (2014) referred to the “Index for Inclusion” founded by Booth and
Ainscow (2011) and deliberated upon barriers that schools in UAE come across. They
highlighted that some remain “gate-keepers” for learners with SEND. The “School for All”
(MOE 2010) initiative highlights services for students with SEND thus accepting them should
not be a mathematical liability, but an opportunity to provide provisions. In fact, education
shall not revolve around learners, nor shall it be implemented on them, rather they should be
active participants whose “voices” are heard (Nislin & Pesonen 2018). Thus, the researcher felt

driven to further explore the topic.

1.4 Purpose of the Study and Research Questions

This research intends to answer the following research questions in the purpose of investigating
the topic at hand:

I.  What is the impact of adopting positive education and wellbeing culture on learners
with SEND?
1. Psychological/Social Wellbeing

a) Sense of Belonging

b) Resilience, Self-esteem and Confidence

c) Prosocial Behaviour and Social Engagement
d) Mental and Physical Health

2. Academic Wellbeing

a) School Attainment
b) Academic Engagement and Class Participation

Il.  What are the factors impacting the wellbeing of students with SEND?

a) Teachers’ Wellbeing and Attitudes

b) Peer Relationship, Bullying and Stigma
c) Parental Engagement

d) School Environment and Climate



1. What could be potentially recommended to successfully use positive education and
wellbeing culture to support the development of students with SEND in Dubai inclusive

mainstream schools to ensure functioning individuals in the community?

1.5 Structure of Dissertation Chapters

Chapter 2 presents the study’s conceptual and theoretical frameworks with an analytical
overview of the literature and gaps. Chapter 3 presents the adopted methodology and a well-
rounded view of participants, setting and tools enabling data collection. Chapter 4 reports
findings through a presentation of data analysis. Chapter 5 concludes with a discussion by

listing strengths, limitations and recommendations for future research.



CHAPTER 2: LITERATURE REVIEW

2.1 Conceptual Framework

The following sections will be discussing several concepts pertaining to the topic:
positive education, wellbeing culture, learners with SEND along with inclusion in UAE and

the child “voice”.

2.1.1 Positive Education

Positive education, an emergent arm of positive psychology, has grabbed a great deal of
interest over the last decade. It studies processes that lead to flourishing individuals and future
generations characterised by high levels of wellbeing and good mental health; a mixture of
feeling well and functioning efficiently (Noble & McGrath 2015). However, if pedagogy is not
accounted for and adopted well, then positive education will be a failed change initiative.
Positive education is a double helix with intertwined strands of similar importance: academics

and wellbeing (White & Murray 2015).

Mental illness is the leading reason of disability for young students worldwide. Today’s
youth represents tomorrow’s future generation, hence the necessity of ensuring their wellbeing.
Humans have a vital need to relate to their entourage and develop a sense of belonging (Allen
& Kern 2017). The foundation of happiness requires acknowledging how crucial social
connection, relationships and prosocial behaviours are for wellbeing. The socialising role of
schools has become significantly essential and aids students to foster positive relationships and
scored better academically (Durlak et al. 2011) so they can develop into functional adults in
the community. Schools are essential factors and have an essential role in learners’ life

satisfaction, wellbeing and future life experiences (Lambert et al. 2014). The child “voice” is



a crucial component in developing and securing a positive, well and inclusive school

community (Hodkinson 2010).

Positive education is a requirement of a new approach to pedagogy (White et al. 2017). It
recognises what enables students to flourish instead of associating them to their challenges, yet
success is not instant (Seligman et al. 2009). For readers outside of UAE, a good reference for
positive education would be the institute of positive education, an initiative by Geelong
Grammar School (GGS), founded in 2014, in Australia, aiming to promote students’ wellbeing
and teach them valuable life skills and transformational educational programs to ensure their
happiness in a positive and well school climate (Institute of Positive Education 2020). The
Institute delivers training courses aimed to meaningfully impact the wellbeing of both teachers
and learners, allowing them to flourish by recognising their character strengths in and outside
of class (Figure 1). Flourishing is about feeling good (high levels of optimism and resilience)
and doing good (caring for others and nurturing positive relationships to contribute to the
community), thus capturing hedonistic elements of flourishing: enjoying positive experiences
and feeling satisfied with life, in addition to the eudaimonic elements of flourishing: having a

deeper purpose and serving something greater than oneself (Figure 2).

flourish

Figure 1: The Six Related Domains of Wellbeing

(Institute of Positive Education, Geelong Grammar School 2020)
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Figure 2: Summary of the GGS Applied Model for Positive Education Program

2.1.2 Wellbeing Culture

(Norrish et al. 2013, p. 151)

Psychological wellbeing is characterised by positive functioning and sense of

satisfaction. It is not only portrayed through personal mental and physical health, but also as

self-realisation and fulfilment of own potential. Students with SEND display a lower self-

esteem and confidence skills which affect their wellbeing and thus lead to lower motivation

and feelings of inadequacy to reach their goals (Serdiuk & Baranauskiené 2017). Raising

students’ wellbeing leads to a positive inclusive environment based on equity.

10



Students’ wellbeing is affected by environment and socialisation variables measuring
level of satisfaction among learners, thus, having well-established and inclusive policies

underlining students’ wellbeing is essential.

Psychological wellbeing is nevertheless compromised when negative feelings are
extreme, long-lasting and interfere with students’ abilities to function daily. Feeling good is a
component of positive wellbeing, it does not only entail positive emotions and feeling happy,
but includes a good self-esteem, confidence and positive relationships. Implementing
volunteering programs enhances psychological wellbeing and gives more meaning to life
(Greenfield & Marks 2004). Psychological wellbeing is actually linked with proactive and
positive social behaviour, creative thinking, good physical health and is greatly affected by the
school environment. Teachers’ positive attitudes enhance students’ wellbeing and sense of
belonging, especially students with SEND who may require assistance (Huppert 2009).
Wellbeing is a psychological construct rooted on rewards, positive relationships, feelings of
competency, a mindset that life is meaningful (Diener et al. 2009) and life satisfaction is an

important component to wellbeing.

2.1.3 Learners with SEND

Learners with SEND display lower levels of subjective wellbeing, positive affect, life
satisfaction, optimism, health related quality of life, yet high negative affect when compared
to typically developed students (Moreira et al. 2015). They experience feelings of rejection,
behavioural/emotional struggles, a hindered academic performance (Gaspar et al. 2016) and
are prone to be languishing than flourishing (Skrzypiec et al. 2015). Some learners with ASD
(Autism Spectrum Disorder) desire to join games with peers, however, are unable to
communicate or interact and may require around the clock assistance. Students with Cerebral

Palsy are unable to follow teachers’ request to pick-up pens; their motor skills inhibit them.
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Social (support by parents or friends) and personal (optimism, resilience, and self-esteem)
factors serve as protective factors and allow students to develop high levels of hedonia
(emotional wellbeing) and eudaimonia (social and psychological wellbeing) (Mueller & Prout

2009).

Learners with SEND often feel that failure is inevitable, and that attainment could only
occur with the help of teachers, thus positive education and wellbeing principles through right
interventions at the right time are crucial. They are subjects of capabilities and should be
consulted and guided (Devecchi, Rose & Shevlin 2014). Once students start succeeding, they
enter the success spiral, whereby “success breeds success” (O’Rourke, Cooper & Gray 2012).
Downes (2018) described traditional education as eroded lines that need to incorporate

wellbeing and positive education into the curriculum and education process.

Parents of learners with SEND tend to face a fear of social embarrassment upon the
identification of their children as having SEND (Gaad 2011). Cultural and religious
misinterpretations should be tackled to lower stigma towards disability (Alborno 2017) and
reshape attitudes towards a more positive climate. UAE is positively advocating inclusion and
the practitioners in education are ensuring its prosperous accomplishment. The literature
review is spread out from early 2000 until 2020; however similar key points and gaps, which
will further discussed in the literature, remain a challenge and have continued to overlap until

the present.

2.1.4 Inclusion in UAE, Provisions and Child “Voice”
In the flourishing and well-developed UAE, inclusion is spreading, and the trend is to
include students with SEND in mainstream classes (Gaad 2004). The UAE government was

the first in the region to sign the UN Convention on the rights of PoD in March 2019 (Gaad
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2015a). Intervention-based programs emphasising on the Emirati student “voice” aided peers
and educators to gain a thorough understanding of SEND, positively altering their expectations
and attitudes (Gaad 2015a). In fact, the first national support group for people with DS (2004)
in UAE promoted awareness on social inclusion (Gaad 2006). The “Year of Tolerance” (2019)
solidified values of tolerance within education. Special Olympics World Games, held in Abu
Dhabim, in March 2019, embraced differences and cherished diversity. Moreover, a special
department was founded in the MoE, to support the needs of children with Intellectual
Disabilities (ID) by motivating them to successfully contribute to their community (Anati
2012). A special farm “Zayed Agricultural Centre for Rehabilitation Development” was led by
individuals with Down Syndrome (DS) and ASD positively impacting their wellbeing (Sankar
2017).

Avoiding attributing disabilities to students ensures their wellbeing (Arif & Gaad
2008). Staff trainings are essential to identify students with SEND based on individual

differences than homogenous groups (Alborno 2017).

2.2 Theoretical Framework

The theoretical framework will discuss the following theories pertaining to the topic

at hand to guide the research.

2.2.1 Skinner’s Behaviourism Theory (1913)

Skinner discusses operant conditioning; if students are positively reinforced to
complete a specific task, they will be able to initiate similar assignments in the future (Floress
et al. 2017); a lack of positive reinforcement leads to a decreased chance for student
engagement (Urdan & Schoenfelder 2006). Behaviour is a set of learned habits based on
environmental conditions; the better the conditions, the better behaviour results. Teachers’

moves and praise are essential in enhancing learners’ engagement and wellbeing (Lambert &
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Sugita 2016) through non-judgmental feedback and facilitating knowledge rather than
dispensing it; mistakes are opportunities for learning.
2.2.2 Maslow’s Hierarchy of Needs Theory (1943)

Positive motivation stimulates, leads and sustains behaviour. The best lesson plans will
not foster students’ enthusiasm if they are not positively motivated by teachers. Educators
should delegate students a sense of control to foster independence by rewarding them through
“token-economy” highlighting the value of good behaviour when earned appropriately to
appreciate success. Feedback should be immediate, constructive and highlight strengths and
support challenges. Maslow’s Hierarchy of Needs Theory (Figure 3), produces the drive,
motivation and desire to satisfy needs, develop one’s potential and reach self-actualisation.

The following Death Valley analogy could be linked to the topic at hand. The Death
Valley in California witnesses no rain, no growth of flowers. During winter 2004, it rained. In
spring 2005, the ground was carpeted in flowers; Death Valley is not dead, it is dormant,
waiting for right conditions to flourish and bloom (Mcnew 2020). Through right conditions,
life is inevitable. Similarly, when provided with right-kind of interventions; students flourish.
If this is applicable to typically developed students, then a greater impact shall arise for students
with SEND presenting additional vulnerabilities.

/Self
Actualization

Esteem Needs

Needs for love, affection
and belongingness

Safety Needs

Physiological Needs

Figure 3: Maslow's Hierarchy of Need Theory
(Jerome 2013, p.4)
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2.2.3 Vygotsky’s Theory of Learning and Social Development (1962)

Vygotysky highlights the importance of social interaction and positive cooperative
learning to enhance peer-evaluation and foster acceptance towards less able students (Slavin
2009). Positive peer-relationships and teacher-student connections promote self-worth and
self-regulation, supporting resilience of students with SEND (Hall & Theron 2016). Having
facilitative, supportive and constructive teachers ensures students are encouraged to be
independent learners and enhances their wellbeing. Moving away from traditional classes
requires time and effort, thus training educators to accept students while catering for their
individual differences, through student-centered plans, reinforces engagement and should
become a habit (Causton-Theoharis, Theoharis & Trezek 2008). Thinking classrooms require
thinking teachers. Learners are perceived as active key-players requiring support to ensure they
reach the zone of proximal development (level of development immediately above a person’s

present level; achievable through positive guidance).

2.2.4 Ryan and Deci’s Self-Determination Theory, SDT (2000)

SDT is a theory of motivation focusing on human motivation and personality,
emphasising on how social and cultural elements ease individuals’ wellbeing and the quality
of their performance to promote high-quality forms of student motivation and engagement
(Ryan & Deci 2000). Further, consistent motivational support enhances students’ wellbeing
(Turner et al. 2002).

2.2.5 Ryff’s Model of Psychological Wellbeing (1989)

Ryff’s model highlights a powerful framework investigating ideas to enhance ways of
living. Wellbeing is a philosophical issue related to the meaning of a positive life and entails
six categories: self-acceptance, personal growth, purpose in life, positive relations,

environmental mastery and autonomy leading to wellbeing (Bishton 2007).
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2.2.6 Seligman’s Positive Psychology Theory / PERMA Theory (2002-2011)

Seligman is the "father" of positive psychology: “Just as the good life is something
beyond the pleasant life, the meaningful life is beyond the good life” (Seligman 2011). Schools
are socialising settings (Kern et al. 2015), thus ideal to teach and nurture wellbeing principles.
Positive psychology focuses on positive self-fulfillment highlighting positive perspectives of
human development promoted at home and school. The movement of “happiness lessons” has
entered the educational arena with a polyphony of voices. Seligman claims three pillars of
happiness: positive emotions, positive traits and positive “enabling” institutions, good schools

(Kristjansson 2012).

a) Seligman’s Authentic Happiness Theory (2002)

Seligman claimed that individuals can sense happiness from different forms of experiences
leading to happiness: pleasant life (feeling positive emotions), engaged life (flow: loosing
oneself in activities through character strengths leading to an intrinsic motivation) and
meaningful life (despite how engaging flow activities are, they eventually become
meaningless). Individuals should complete all paths as they experience their signature strengths
(Seligman 2002).

b) Seligman’s Well-being Theory and Accomplishment of PERMA (2011)

Wellbeing theory highlights the goal of achieving wellbeing rather than happiness.
Seligman’s PERMA model (Figure 4) highlighted five components of wellbeing derived from
the essence of positive psychology to include into curriculums to foster learners’ wellbeing and
enable them to master social and academic skills: positive emotion (joy, hope) or pleasure,
engagement (use skills to be absorbed in activities), relationships (positive relationships),
meaning and purpose (sense of belonging), and accomplishment (pursuing success). In contrast

to Seligman’s previous theory whereby character strengths were related to engagement, they
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became relevant to maximise wellbeing to achieve a state of flourishing, thriving, of being full

of vitality (Seligman 2011).

[penma) Engagement

_Positive
Positive / Relatngnsh:ps
Emotions -

/

Meaning

Accomplfshments

Figure 4: PERMA Theory of Wellbeing
(Seligman 2011)

c) Character Strengths and Virtues
Character strengths and universal virtues (wisdom, courage, humanity, justice,
temperance, transcendence) are the foundations of happiness and well-being. Each virtue
entails four-character strengths. A strength is defined as an area one is naturally good at and
enjoys participating in. Unlike talents, strengths require effort and are enhanced through life.
When individuals acknowledge their strengths and utilise them, they feel empowered.
Wellbeing is multidimensional, thus the necessity of understanding one’s strengths to develop

a balanced life.

2.3 Literature Review- Empirical Studies

Fruitful positive education programs merge evidence-based learning from the science of
positive psychology, best practices in teaching and learning and the school’s climate to ensure
a supportive entourage for members of school communities by ensuring a linear and innovative

change rather than imposing ideas (White & Kern 2018). Positive education is the core to
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founding a solid, positive, inclusive and welcoming school climate (Keeffe & De George-
Walker 2010). In fact, positive education and wellbeing interventions positively impact

disruptive behaviours (Simdes, Matos & Social 2012).

Positive psychology lying at the heart of positive education, emphasises on what is
functioning positively in human development. It is not a silver bullet that quickly fixes a
situation, it is a process. It is not only portrayed through personal, mental and physical health,
but also as self-realisation of own potential promoting students to become active agents of
personal development (Serdiuk & Baranauskiené 2017). Students with SEND are more prone
to develop significantly worse academic and psychosocial targets than typically developed
peers, thus hindering future life opportunities; poor psychosocial domains could be due to

negative social school experiences (Humphrey et al. 2013a).

A unified theoretical framework is required to effectively combine positive education with
educational knowledge and pedagogical practice, to recognise challenges within educational

environments (White et al. 2017).

2.3.1 Adopting Positive Education and Wellbeing Principles on Students with SEND

Positivity in a school climate reflected through friendly school environment,
welcoming teachers and accepting peers with a high quality of teaching and learning, leads to
positive teacher-peer relationships thus fostering students’ sense of belonging, engagement,
pro-social behaviour, resilience and enhanced academic engagement (Noble & McGrath 2015).
Yet, bullying negatively impacts wellbeing, attendance, social and academic performance

(Gashi & Mojsoska-Blazevski 2016).
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1. Psychological/Social Wellbeing

a. Sense of Belonging

Students are happier and more efficacious when provided with opportunities to voice

their feelings, desires and challenges (Hodkinson 2010).

Prosper framework, an organising tool studying the implementation of positive
psychology in educational contexts discusses that facing positive feelings enhances students’
thinking and potential. Sense of belonging is a crucial variable describing student
psychological wellbeing; the more connected and accepted learners feel, the less prone they
are to report feelings of anxiety. Low incidents of bullying and safe school climates articulating
a vision for school-wide wellbeing rooted on prosocial values such as acceptance enhance
sense of belonging. The need to belong is a basic human and pervasive drive (Noble & McGrath

2015).

Students with SEND experiencing positive education and wellbeing should
communicate with those involved in building the process to emphasise on a necessary pre-

requisite: child’s voice (Hodkinson 2010).

b. Resilience, Self-esteem and Confidence

Psychological wellbeing is a combination of feeling good and functioning effectively,
which is the opposite of ill-being (Huppert 2009). Learners with SEND tend to have lower
wellbeing because of their feelings of incompetence and increased depressive symptoms

(McMillan & Jarvis 2013).

Teachers’ attitudes, peer-relationships and school climates enhance wellbeing,

competence, resilience of students with SEND and teacher/peer relationships, thus fostering
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engagement among peers. Teachers should encourage rational and optimistic thinking to

develop students’ self-esteem and confidence (Noble & McGrath 2010).

Strengths-oriented intervention programs empower students’ strengths and lead to an
increased sense of wellbeing, thus increasing their satisfaction and engagement level at school
(Bressoud et al. 2017) and particularly the inclusion of students with SEND since they often
take on the role as needing rather than providing help, which is in accordance with Seligman’s

theory of character strengths (section 2.2.6c¢).

Students with SEND experience disengagement and learned helplessness when facing
difficult circumstances (McMillan & Jarvis 2013). Thus, strong school connections foster

enhanced attendance, engagement and resilience (Olivier & Archambault 2017).

c. Prosocial Behaviour and Social Engagement

Psychological well-being is linked with proactive and positive social behaviour,
creative thinking, good physical health and is greatly affected by school environments. Positive
education and wellbeing culture allow students to portray attentive behaviour and display
active involvement in the learning process by displaying feelings of curiosity, confidence and
satisfaction with products of learning (Noble & McGrath 2015). Students should communicate

by taking turns and listen actively to socially contribute to their entourage.

Implementing volunteering programs within schools aids in enhancing students’
wellbeing and gives more meaning to life (Huppert 2009). Reading books to students stimulate
social inclusion, communication, proactive approaches, sensory processing and attention

(Robinson, Moore & Harris 2019).
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d. Mental Health and Physical Health

Positive mental health refers to a state of wellbeing whereby individuals realise their
capabilities, cope with life stressors, are able to work productively and contribute to their
community. People with positive emotional wellbeing display increased levels of left prefrontal
activation at rest, those with low levels of wellbeing display higher levels of right prefrontal
activation (Huppert 2009). Positive emotions exert positive effects on health, thus enhancing

overall wellbeing.

Increased emotional competence and awareness, recognising, expressing and
regulating feelings increases levels of happiness and positivity and enhances social
relationships (Gay et al. 2017). Sharing emotions during counselling maintains positive
emotional competence, mental and physical health and lowers anxiety. Students might not be
able to verbally express themselves, hence the necessity of providing them with alternatives

(writing or drawing feelings).

2. Academic Wellbeing

a. School Attainment

Students with SEND may require more one-on-one attention and guided instructions
with increased prompting to ensure their wellbeing (Floress et al. 2017). Johnson (2018)
revealed that learners’ grades and their perception of academic self-efficacy were positively
correlated: when learners perceive an elevated self-efficacy, they are more prone to be
confident and have a better chance at achieving positive learning targets. However, learners
with SEND tend to display a low sense of self-efficacy despite efforts, leading to poor self-
worth. Incidents of bullying lead to low levels of psychological wellbeing for victims mainly,

bullies and bystanders and negatively affect academic performance; students who scored low
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academically reported greater exposure to bullying (Hauser & Erzinger 2017). Students
receiving positive interventions display higher academic achievements compared to those

without (Pugh & Chitiyo 2011).

b. Academic Engagement and Participation

The way students perceive themselves impacts their wellbeing. Students with SEND
reported lower academic self-concept; negative self-perception and an increased level of
burnout, thus affecting attendance, self-esteem, social and academic engagement (Korhonen
2016). Positive education and wellbeing principles build a better perseverance towards
attaining IEP goals and enhance students’ school experience and sense of belonging (White &

Kern 2018).

Learners with SEND may be embarrassed to seek accommodations and modifications
(Ochiogu 2015), thus training teachers to deliver curriculum-adjustments is essential. The
fundamentals of positive psychology and resilience are the strengths-based approach related to
Seligman’s strengths-based theory (section 2.2.6¢) emphasising on positive results instead of

individual deficits to protect students’ wellbeing and enhance academic engagement.

2.3.2 Factors Impacting the Wellbeing of Students with SEND

a. Teachers’ Attitudes and Wellbeing

A high sense of teacher efficacy is defined as a teacher’s belief in their ability to
effectively teach and promote student engagement and learning thus increasing student
achievement, motivation and self-efficacy. Educators with previous experience with SEND

displayed an increased self-efficacy (Johnson 2018).
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The approach teachers use with socially vulnerable students or students with SEND at
risk to developing social-emotional struggles, “sets the tone” to how classmates perceive them
and impacts their social inclusion. Positive teacher approaches promote students’ wellbeing,

acceptance and school satisfaction (Nislin & Pesonen 2018).

Constructive teacher-student connections empower independence of students with
SEND, develops life-skills, while exposing them to adjust well to adversity (Hall & Theron
2016). A clear relationship is drawn between teachers’ wellbeing and their efficacy in teaching
students. Happy teachers displayed a higher efficacy in class management, learner engagement
and use of instructional techniques. During moments of conflicts, educators would prompt
students and remind them of this perspective taking activity to reinforce conflict resolution
(Bell et al. 2019). Educators are approachable life coaches enabling positive growth. Teachers
should understand the forms and functions of students’ behaviour, particularly students with
SEBD (social, emotional and behavioural disorders) and employ effective communication
techniques through Antecedent, Behaviour, Consequences data sheet, rather than excluding
them (Floress et al. 2017) and allow pupils to become aware of diverse needs (Broomhead
2013). Teachers in flourishing schools educate students compassionately to enhance their
teaching and learning (Cherkowski 2018). Teachers are the essential targets and parents and
students are second targets (Rizzoti 2017). A comprehensive school governance should
highlight steps to attain the wellbeing of students with SEND in relation to staff members

(Wilson 2001).

Learners in lower grades displayed a higher level of positive inclusion than learners in
higher grades. As grade level increases and students become more aware of their difficulties,

the focus of teaching becomes directed towards covering the curriculum which makes it

23



challenging for teachers to be involved in students’ personal problems (Schwab, Sharma &

Loreman 2018).

b. Peer Relationships, Bullying and Stigma

When students feel safe, they automatically develop feelings of connection and
belonging to their school and teachers (Noble & McGrath 2015), yet perform worse
academically when exposed to bullying (Humphrey et al. 2013b). Peers who do not ridicule
others reinforce positive psychological wellbeing and safety in class (Albisetti 2017). Poor
peer-relationships and bullying often lead to maladjustment and mental-health problems. The
school ethos, climate and peer-teacher relationships affect students” wellbeing (Coughlan &

Carpenter 2013).

Bullying is a multifaceted matter negatively affecting students’ socio-emotional and
academic levels (Noble & McGrath 2015). Addressing bullying behaviours represents one side
of the coin. However, implementing Prosper framework pathways (section 2.3.1-1a)
contributes to ensuring wellbeing across students in a positive school climate, hence securing
the other side of the coin. Unlike punitive methods failing to address the roots of the issue, anti-
bullying efforts demand consistent strategies (Pugh & Chitiyo 2011). Students’ behaviour,

whether subjected or perpetrators of bullying, should be targeted and not the individual.

Some students with SEND do not only struggle making friends but maintaining them
as well (Ochiogu 2015). Having one friend is sufficient to inhibit depressive symptoms
(O’Rourke, Cooper & Gray 2012). The gift of friendship makes school experience more
enjoyable and ensures healthy peer-relationships (Parker 2011). Circle-time allows students to
bond together while exercising emotional intelligence and self-regulation strategies. Super

circle-time is a new strategy rooted on positive psychology theory and positive education

24



whereby students with SEND are included to model to peers that all students can participate to
avoid having them singled-out (Bell et al. 2019). Sign language can be taught to peers so they
communicate with students having hearing impairment to instill compassion and healthy peer-

friendships (Parker 2011).

The Achievement for All (AFA) Program, piloted in England was a mean to support
schools to deliver enhanced opportunities for students with SEND to flourish. It entails less
bullying, supportive relationships, positive behaviour, a comprehensive framework ensuring
consistent dialogues with parents and provisions to support students by increasing social

participation (Humphrey et al. 2013b).

c. Parental Engagement

Parents, educators, and seniors should deliver a consistent understanding of the child’s
needs (Dhaoui 2008) to ensure a consistent school-parent dialogue (Sperling & Mowder 2006)
and promote equity regarding educational opportunities (McCoy et al. 2016). The disability
‘label’ has a variety of negative implications, with lower parental expectations for students
with SEND. Parents should not create a ceiling for children’s growth but encourage them to
reach self-actualisation as per Maslow’s theory (section 2.2.2). Strong parent-school

relationships (Barlow & Humphrey 2012) enhances school attendance and communication.

Gaad and Thabet (2017) found that Ta’alouf training course empowered and benefited
parents of learners with SEND and DS in managing their children’s behaviour and quality of
life by sharing recommendations. Thus, hope-instilling interventions aid parents to perceive

their child’s disability as less severe and ensure a balanced parent wellbeing.
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d. School Environment and Climate

Positive education and wellbeing culture are a whole-school shared responsibility;
every teacher is a teacher of SEND (Smith & Broomhead 2019). Schools represent a crucial
socialisation space where learners study, form friendly relationships and develop socio-
emotional and behavioural skills. Learners are protagonists and peers are expected to be
acceptant for the future perspective of responsibility and civil coexistence without
discrimination. When social and emotional elements are considered as crucial as academic
learning, teachers will then succeed in empowering a resilient generation in society (Brusnahan
& Gatti 2011). Higher levels of wellbeing lead to enhanced social and academic achievements

(Bocci et al. 2017).

Employing a therapeutic recreation specialist joining the dots to ease home-school-
community relations, assesses students’ needs in a comprehensive manner and develops
accurate IEP (individualised education plans) goals based on strengths and supportive of
challenges (Heyne & Anderson 2011). The specialist would meet family members and
responsible school personnel and may teach students accurate and relevant social skills
strategies during recreation (initiating conversations or listening to others). Implementing early
detection strategies ensures wellbeing and prevents mental health problems (McMillan &

Jarvis 2013).

2.3.3 Recommendations to Successfully Adopt Positive Education and Wellbeing

Principles Based on the Literature

a. Training

Some students with SEND tend to be followers than leaders and might feel intimated

to maintain their “voice”. The capability and strengths-based approach provides a different
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perspective of actually recognising abilities rather than disabilities. Training teachers to
become constructivist teachers, as per Vygotsky’s theory (section 2.2.3), through professional
development enhances their self-efficacy and ensures a positive whole-school and flourishing
climate. Learning is thus a cyclical process with opportunities for improvement, requiring
educators’ efforts and dedication. Some educators perceive teaching students with SEND as
teaching on a knife-edge (Coughlan & Carpenter 2013). Students’ atypical behaviours may
insinuate an underlying mental health difficulty requiring extensive support to minimise
barriers to learning and negative school experiences. Teachers should be trained to observe the

trend of behaviour to address it in a proactive than reactive manner.

Alghazo and Gaad (2004) revealed significant discrepancies in the inclusion of students
with learning disabilities (LDs) with respect to years of teaching experience, underlining the
importance of training (Chao et al. 2017). Inclusive education requires teachers to address
students’ deficiencies (Hornby 2015). Teacher assistants for students with SEND are not a
luxury or a choice, but a necessity to ensure students’ engagement and wellbeing (Gaad 2015b).
LSAs are beneficial as they accommodate students within classrooms (fire lighting) instead of
pull-outs (firefighting), thus enhancing principles of inclusion (Kite 2008). LSAs optimise
inclusion (Gaad 2015b) and operationalise interaction between peers while addressing gaps
(Dolva et al. 2010). Aversive language such as “suffering” or “retarded” negatively impact
students’ wellbeing and should be prohibited (Arif & Gaad 2008). Through right training,

educators are able to address gaps (Capern & Hammond 2014).

Self-efficacy holds a vital role in academic success, thus the necessity of having
educators who positively influence students’ self-efficacy and socio-emotional adjustment. A
high-sense of teacher efficacy promotes student engagement, learning, student achievement,

motivation, self-efficacy (Johnson 2018) and sense of belonging (Nislin & Pesonen 2018).
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b. Well Schools Network in UAE
The Well Schools Network (Well Schools Network 2020) in UAE (section 1.1)
promotes positive education and wellbeing culture for learners and educators leading to
positive advantages for school communities. It fosters parents’ participation to develop

learners’ personal, positive and academic skills ensuring a positive climate.

The first pillar includes engaging students/families to foster positivity, mental and
physical wellbeing. The second pillar promotes teachers’ roles to positively impact students’
wellbeing by boosting their sense of recognition and positive teacher-student relationships. The
third pillar focuses on school environment promoting wellbeing, positivity, pupil engagement,
personal strengths, social activities and battling bullying. The fourth pillar focuses on
enhancing students’ positive role in society while cultivating positive personality

characteristics.

c. Social and Emotional Learning (SEL)

Teaching and learning require solid social, emotional and academic elements (Durlak
et al. 2011). Learners learn in collaboration with educators, while surrounded by peers and

through the encouragement of parents.

SEL is the process through which students understand and regulate emotions, set and
realise positive goals, feel and show empathy, establish and maintain positive relationships,
and achieve responsible decisions. Regarding pedagogy, SEL activities emphasise on solutions
instead of problems. SEL increases prosocial behaviours, diminishes conduct and enhances
students’ academic achievements (Durlak et al. 2011). It entails interpersonal and
environmental supports enhancing school performance through positive peer-adult

relationships, anti-bullying initiatives, character education and welcoming teacher-student
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relationships. Identifying positive outcomes of positive education and wellbeing culture is the

first step towards establishing successful environments.

SEL is an approach to education supporting mental health and includes Aspire
principles: Agency, Safety, Positivity, Inclusion, Respect and Equity. SEL activities enable
students to explore positive emotions and problem-solving to laugh together through
playfulness, thus raising their oxytocin levels, understanding aspects of wellbeing, enhancing
school connection, resilience and lowering competitive behaviours (Roffey 2017). Learners

should be active participants than recipients engaged in inquiry-based classes.

Aspire approach, underpins SEL and incorporates self-determination theory by Ryan
& Deci (2000) rooted on motivation and highlights students’ ability to prosper (section 2.2.4).
Respect guidelines are laid out during circle-time where every student has a turn and voice
through activities that leverage positive communication. The strength-based approach is being
powered with instead of power over; all students learn together regardless of difficulties. The

aim is not to erase previous teaching techniques, but to build on them.

Zippy’s Friends Program is a school based SEL program for preschoolers highlighting
that if educators teach students at young ages to cope with challenges, they will manage to
positively overcome future challenges. It enhances class climate, reduces bullying and
promotes positive skills. It tackles feelings, communication, friendship and conflict. Students
thus build their own positive solutions to problems through engaging in activities: listening to

stories, discussions, role-play and drawing (Coughlan & Carpenter 2013).

d. Positive Behavioural Support (PBS)
PBS promotes students’ social emotional wellbeing and fosters desirable behaviours.

Attending to socio-emotional needs leads to enhanced life outcomes and future employment
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results (Berndt & Kubinski 2011). Substantial enhancements in teachers’ ratings of school
climate were found in schools implementing school wide PBS interventions (positive teaching,
praise teacher-student notes, proactive screening for learners at-risk) and significant reductions

in students” misbehaviour (Caldarella et al. 2011).

PBS suggests gathering students together daily in the Cafeteria to review behavioural
expectations through chanting “We believe in being safe, friends, and we will learn!”. Students
repeat the chant as they line up. Teachers then model how aspects of the chant translate into
positive behaviour, actions and well choices by addressing the socio-emotional and behavioural

aspect of learning (McCart & Wolf 2011).

The School leadership team shall review practices and policies highlighting student

voice and clubs to support diversity and positive peer-relationships (Berndt & Kubinski 2011).

e. Pen Resiliency Program (PRP)

PRP teaches learners resilience skills including coping skills, cognitive reframing,
problem-solving skills, social skills and positive education initiatives to decrease feelings of
depression, hopelessness, anxiety and increase student wellbeing. Happiness is a fundamental
element (Brunwasser, Gillham & Kim 2009). Positive psychologists suggested teaching
methods entailing “skills for happiness” (Seligman et al. 2009) and claim that education
psychologists should emphasise on learners’ strengths than challenges and shall never lose
sight of the happy life. When individuals are exposed to happy clips, they report high levels of
well-being. “The hot seat PRP technique”, teaches learners to evaluate upsetting experiences
from negative perspectives, and to directly put thoughts into perspective and think of

alternative positive interpretations to replace them (Peterson 2006).
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Chapter 4 and 5 will be discussing potential recommendations to successfully adopt
positive education and wellbeing culture on learners with SEND rooted on the key findings

from the study and literature.

2.4 Summary

Novel studies started to explore the topic on learners with SEND in particular. There is
a lot of excitement about allowing positive psychology take on schools and one would hope
that enthusiasm would enter teachers’ bloodstream and quicken their pulse to address current
and potential gaps in the literature, which will be discussed in Chapter 5. Afterall, learners who
learn together, tend to live together (Heijnen 2003). Recommendations may assist decision
makers in future practice (Gaad 2015a). In fact, member schools in UAE are being provided
with wellbeing surveys to empower students to become functional pioneers in society. The
researcher is grateful for UAE achievements, especially after recognising significant

enhancements at the workplace through consistent monitoring from the KHDA and MoE.
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CHAPTER 3: METHODOLOGY

3.1 Introduction

The research methodology designed for this exploratory study sustained relevant data
collection and suggested accurate analysis addressing research questions (section 1.4). This
methodology aimed at incorporating the triangulation of qualitative approach of semi-
structured interviews, in/out of class observations and the quantitative method of surveys
(Short 2014). However, due to Covid-19, the researcher faced accessibility issues, as schools
were closed as an effective safety control measure to reduce the spread of the disease (Viner et
al. 2020) and distance learning (DL) was introduced in March 2020, thus the methodology was

altered.

3.2 Research Approach and Design

The mixed-method approach (Figure 5), quasi-experimental research design, blending
qualitative and quantitative techniques (Povee & Roberts 2015) was adopted by the researcher
(collator of data and interviewer). It gives relevant insight into the study (Brannen 2017)
entailing contextual understanding and reflects strengths of research processes to collect the
required data for interpretation of findings and recommendations. Data was collected virtually
which inhibited the researcher from gathering information on school campus, yet, was able to
follow-up and pursue Zoom meetings, emails and phone-calls to ensure accurate, valid and
reliable findings, despite challenging times. The researcher conducted a total of eight
interviews (two participants became unavailable), ten surveys and provided target participants
in the same position similar questions to rule out potential biases. The researcher was not
granted access to virtual observations due to matters of safeguarding, thus the complete

triangulation of observations was not possible.
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Semi-structured interviews with pre-determined but open-ended questions, were
conducted with the same key participants within the field to add significant input into surveys,
whereby respondents expressed themselves freely (Gaad & Khan 2007) and generated further
inquiries (Kvale & Brinkmann 2009). Recorded interviews eased the interpretation and
validation of results (Creswell 2009). Surveys yielded a robust scientific ring of confidence to

research.

QUANTITATIVE |¢—— QUALITATIVE

Data Collection Data Collection
Data Analysis Data Analysis

Results compared, integrated
& interpreted

Figure 5: Mixed-Method Approach
(Atif, Richards & Bilgin 2013, p. 10).

3.3 Context and Site of the Study

The study was piloted in one private and inclusive setting school in Dubai-UAE,
adopting the British curriculum, positive education and wellbeing principles, whereby core
values, centered around wellbeing, portray growth, nurture and health to promote happy pupils
and staff, empowerment and emotional intelligence, with a 2100 population including diverse
needs, thus leading to an optimal area to explore as a case-study to gain a deep and narrow

insight on the topic. Access was facilitated by the Head of Inclusion.
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3.4 Target Population and Rationale Behind Selecting the Sample

The target population aids in the formulation of answers to the research questions
(Rivas-Quarneti, Magalhaes & Gastaldo 2018), in this case teachers from both phases (primary,
and secondary), including support teachers (ST) and learning support assistants (LSA) as well
as management (inclusion coordinator and counselor). Purposeful sampling (Palinkas et al.
2015) was the most convenient method to choosing participants (Zoogah 2014) and answer all
research questions; different informants related to the inclusion team vyielded significant

information.

3.5 Research Instrument and Procedure

Data was qualitatively collected through semi-structured interviews, and quantitatively
through survey questionnaires designed by the researcher, from the Index of Inclusion by Booth
and Ainscow (2002 & 2011) and Well Schools Network (Well Schools Network 2020), based
on a likert scale measuring the extent to which participants agree with questions: strongly
agree, agree, neutral, disagree, strongly disagree (Appendix 1). Both were designed in a brief,
straightforward and concise manner according to elements aligned with research questions.
Key interview statements are attached in appendices (Appendix 2). In fact, Seligman (2002)
discussed the happy life and building positive qualities (Seligman & Csikszentmihalyi 2000).
Ryff and Singer (2006) developed the idea of positive relations and Ryan and Deci (2000)
discussed motivation (section 2.2). Virtanen et al. (2019) operationalised wellbeing with school
enjoyment, educational aspirations, self-esteem and students’ school functioning. Therefore,
there is no commonly agreed definition for wellbeing and a lack of agreement on how to asses
it, however theorists and researchers conceptualise wellbeing around feeling happy, having

positive relations, flourishing and functioning effectively (McMillan & Jarvis 2013). Thus, the
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researcher gathered significant information when designing questions. After compiling data, it

was sorted and analysed by the researcher.

3.6 Validity and Reliability of the Instrument

Validity and reliability of studies only adopting a qualitative approach can be slightly
questionable (Armstrong et al. 1997), however respondents’ answers provide reasons as to why
things are as they are through semi-structured interviews and is an opportunity to collect in-
depth descriptive data about participants, settings or phenomena while avoiding contamination
(Creswell 2008), whereas the quantitative approach yields numeric data from surveys with
better generalisability of findings in a quantifiable manner to analyse (Bryman 2017) and
explain the significance of the impact, yet do not elicit choice of answer. Thus, mixed-method

approach ensured validity and reliability.

Validity confirms that the obtained findings are true and represent the section explored
and is judged against the extent to which the data addresses research questions (Robson 2005).
The study’s design, coherence, structure, language and clarity of questions avoided misleading
information that could bias validity of results. Purposeful sample was representative of key
informants in a specific inclusive-setting context and added to the research’s validity. Survey
questions were designed by the researcher and based on the Index of Inclusion by Booth and
Ainscow (2002 & 2011) and Well Schools Network (Well Schools Network 2020); they were
reviewed by the researcher’s expert professor and were piloted on two participants that were
included in the study. Reliability demands consistency and stability (Robson 2005). The
researcher tested the reliability of the study by using Cronbach Alpha, the expected coefficient
should be above 0.7 (Foster 2001), on each of the variables. The coefficient is 0.916 for all 37

items, thus highlighting a strong reliability. Simple likert-scale questionnaires led to high-
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reliability. It was perceived as a manner of combating respondents’ lack of time during Covid-

19 and was considered highly relevant and a route gathering honest answers.

3.7 Data Collection

Interviews followed a consistent planned sequence of questions similar to survey
questions. The respondents were provided with freedom to answer questions as the
conversation required, it was crucial for the researcher to have a natural conversation that
flowed in a manner encouraging transparency and openness. Since the data was carried out
virtually during uncertain times of a pandemic, interviews were recorded on Zoom, free of cost
and simple to utilise, and were essential during data collection. Recordings created a natural
rapport with interviewees with brief notetaking of key points to ensure a natural flow of ideas
at ease. Recordings also yielded a true and full reflection of answers and prevented researcher-
bias of unconscious selective recalling of what was discussed. Participants were relaxed and
seemed to forget that the session was recorded which confirmed a thorough reflection of the
process. The researcher realised that notetaking hindered the interviewee from speaking freely
and fluently possibly to provide the researcher with additional time for notetaking which
interrupted the flow of the conversation. Notetaking could distract interviewees from disclosing
information they otherwise would have given (Huseyn 2009). Thus, the researcher benefited
from recordings which served as a less disruptive mode of recording respondents’ perspectives
and avoided bias results by ensuring an effective interviewer-respondent communication. The
researcher allowed interviewees with additional time to voice out their answers to share valid
responses while making virtual eye-contact to further prompt and reassure participants. The
interviews occurred over four consecutive weeks with different participants and informants

with different roles.

36



The quick evolution of the internet strengthened garnering data and claimed that
information can be gleaned from the respective participants by sharing surveys by email where
researchers can obtain information anytime anywhere (Kilin¢ & Firat 2017). Participants had
knowledge of internet, thus did not slow down the process and were subjected to the same set
of questions. The planned sequence of questioning both during interviews and surveys aimed
to answer research questions and assure the examination of issues that arose throughout the

literature.

The researcher was unable to observe students with SEND across different settings to
assess their social and academic engagement, due to Covid-19 and was not granted access to
virtual observations. However, the researcher gathered documents from the school, pertaining

to the topic to gain a more holistic understanding (Appendix 3).

3.8 Data Analysis

The data was compiled together and examined. The researcher analysed the gathered data
through SPSS statistical software (Statistical Package for the Social Sciences) which aided in
analysing the significance of the study and was represented statistically through visual table
presentations leading to a quantifiable analysis (Walliman 2017). Individuality was maintained
during the study leading to authentic answers by participants. Qualitative data was analysed in-
depth descriptively. The compiled data was organised, analysed and presented professionally

to ensure the reliability, feasibility and validity of the research (Christensen et al. 2017).

3.9 Ethical Considerations

The researcher acknowledges the cruciality of exploring and complying to the
necessary set of guidelines and ethical obligations prior to conducting the research, in the best
professional manner. An official letter by the university highlighting the purpose of the study

was shared via email (Appendix 4). As part of professional practice, the school name was not
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revealed, and participants were also informed that data will be successfully stored on a specific
folder to preserve confidentiality and its use will be only for academic purposes. Students’
anonymity was assured as per Data Protection Act 2019; all informants were immediately
informed that their identities will be anonymous as participants were referred to as such:
“Teacherl” and reassured about matters of confidentiality (Creswell 2009) while given the
option to opt out. Interview recordings were used for relevant quotations and to avoid
unconscious recalling of information by the researcher. No questions caused discomfort. The

next chapter will present the data analysis and findings.
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CHAPTER 4: FINDINGS AND RESULTS

4.1 Chapter Overview

This chapter presents the findings obtained from a mixed-method approach, qualitative
(interviews) and quantitative (surveys). The researcher conducted the quantitative data analysis
using SPSS to draw findings. In pursuance of strengthening findings and achieving authentic
conclusions, data gathered is perceived as holistic leading to inclusive interpretations of
research questions (section 1.4). The quantitative data is illustrated using various statistical
tests, descriptive statistics, reliability and correlation to explore general trends and patterns,
which will be presented in conjunction with descriptors of qualitative data and segments from
interviews (Appendix 2). The relevant qualitative data from interviews alongside the
quantitative data aided the researcher to contextualise findings while representing the
intricacies of the topic (Creswell 2008). Together, they will be presented in the structured
format of research questions. Thus, key qualitative responses present excerpts from interviews
that support or contradict the quantitative data presented alongside, to observe patterns and
congruence between both data sets. The qualitative and quantitative interaction strengthened
data analysis.

The section below represents an analysis of the qualitative data, gathered through 10

semi-structured interview questions with 8 participants.
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4.2 Qualitative Analysis - Research Question 1

I.  What is the impact of adopting positive education and wellbeing culture on
learners with SEND?

1. Psychological/Social Wellbeing

a. Sense of Belonging

It has been established from interviews that the majority of participants recognised the
importance of teachers’ attitudes on students’ wellbeing, level of satisfaction and sense of
belonging. Particularly, Teacherl & SENDCo1 both raised a crucial point related to embedding
in teachers the capacity to be alert and recognise whether students with SEND may feel singled
out across different settings and whether they are invited to play dates or birthday parties.
Teacherl stated that visual support aids, social stories, intervention groups and counselling
sessions are crucial to ensure flourishing individuals.

SENDCol stated that making wellbeing part of the culture is crucial to ensure students’
sense of belonging. LSA2 and SENDCo1 both mentioned that diversity is valued and seen as
an opportunity to create a rich environment for all students to learn and succeed. All
participants’ answers geared towards agreeing that positive reinforcement and praise are
essential to encourage motivation particularly when non-cooperative behaviour is displayed as
mentioned by SENDCo2. Teacher2 revealed that the school continuously holds conversations

around areas of improvement to ensure students develop a sense of belonging.

b. Resilience, Self-esteem and Confidence

All participants expressed an understanding that resilience, competence, self-esteem and
confidence were essential elements under the umbrella of wellbeing, and that the school is
highly promoting students’ character strengths to ensure flourishing and resilient individuals
in the future. In fact, the counselor stated: “In terms of the emotional side, we work quite closely

as a team...to foster self-esteem and resilience ”.
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SENDCo?2 stated that applying positive approaches aids in identifying students by their
skills and competencies to utilise their strengths to overcome challenges. Educators use

strengths highlighted in IEPs to build confidence and motivate students.

c. Prosocial Behaviour and Social Engagement

Participants’ responses elicited that social engagement was regarded as crucial as academic
engagement by stating that the school does not only pursue a curriculum that highlights
academics, but rather focuses on instilling aspects of social and emotional learning that account
for learners’ diverse needs and challenges (Appendix 3). In fact, LSA1 mentioned: “we would
often refer to characters and protagonists and identify their character strengths...Creating a
welcoming and caring atmosphere...recognising progress; and embodying acceptance, and
respect, are key elements. ”

Teacher2 discussed the importance of embedding character strengths in the curriculum.
Similarly, LSA2 elicited the necessity of identifying the child’s interest to tap it into learning

to ensure social engagement.

d. Mental Health and Physical Health

All participants recognised the necessity of ensuring students” mental health and physical
wellbeing by highlighting the essential role of counselling. In fact, Teacher2 mentioned that
the importance of counselling is recognised by the vast majority of stakeholders. Teacherl
added that SEND team is always available for students to seek support whenever needed.
However, Teacherl, LSA2 and SENDCo1 conveyed their concerns about students not being
around peers for the past six months due to Covid-19 and predicted that this may carry along
repercussions once schools resume. The counselor discussed how secondary students’

exposure to social media during the pandemic affected their body image and eating habits for
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both typically developed peers and students with SEND. However, the school has continued

counselling sessions virtually to ensure students’ wellbeing.

SENDCo2 stated that parents’ wellbeing and mental health is also essential and that the
school is always mindful of parents’ and teachers’ wellbeing since they could both project their

positivity on children.

2. Academic Wellbeing

a. School Attainment

Qualitative findings revealed that all participants agreed on the importance of framing
success around opportunities for learning to build success and avoid students from developing
a fear from failure. SENDCo1 discussed that mistakes are encouraged, and rewards are always
provided for achieving targets. The inclusion teacher stated that offering a non-threatening
environment and being available is key. LSA2 stated that the school does not only focus on
academics, but on steps to help students become good people and provides differentiated
instructions according to students’ diverse needs: “Children need to get a fair education...there
are always more challenging items for higher ability children and no pressure for the lower

ability children to meet the same expectation .

b. Academic Engagement and Class Participation
Participants voiced out the importance of identifying students’ character strengths and
challenges. SENDCo02’s words spoke for himself: “Positive praise is always encouraged; the
school ethos is not to sanction but to provide rewards to be worked towards.” In fact, the
majority of participants spoke about different ways for students to receive support, either
through peer-referral, self-referral or teacher-referral to ensure that students with SEND receive
accurate provisions. Teacher2 stated that identifying supportive typically developed peers

when paired with students with SEND is essential to enabling a successful lesson where all
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students feel valued and supported. SENDCO?2 stated that the child will be more perceptive
and open to learning when provided with support: “ if they are not fully in it, they will not be
able to absorb information.” Teacherl mentioned: “All staff are committed to early
identification. Provision is designed to promote confident, independent learners”. SENDCol
confirmed that positive education and wellbeing principles have continued to occur during DL

and Covid-19.

Lastly, the Inclusion Teacher stated that the wellbeing of students with SEND, does not
tend to decrease as they move to upper grades, but rather staff form relationships with them

and recognise if something is alarming.

4.3 Quantitative Analysis - Research Question 1

The section below illustrates an analysis of the quantitative data collected through one
survey conducted among ten participants; the first section explores the Psychological and
Social Wellbeing of Students with SEND, through 10 items (Psych/Soc). The survey is
comprised of four different areas related to research questions. Each section will be discussed
separately in conjunction with its related qualitative data. Surveys were carried out virtually,

by email, with a limited access to only ten participants during Covid-19.

Item Strongly Disagree Neutral Agree Strongly Total Mean Standard
Disagree Agree Deviation
Psych/Socl - - 1 (10%) 2(20%) T (70%) 10 4.6 0.70
Psych/Soc2 - - 1 (10%) 3 (30%) & (60%) 10 4.5 0.71
Psych/Soc3 - - - 6 (60%) 4 (40%) 10 4.4 0.52
Psych/Socd - - - 4 (40%) & (60%) 10 4.6 0.52
Psych/Soc5 - - - 5(50%) 5(50%) 10 4.5 0.53
Psych/Soct - - - 1(10%) 9 (90%) 10 4.9 0.32
Psych/Soc7 - - - 4 (40%) & (60%) 10 4.6 0.52
Psych/Soc8 - - - 2(20%) 8 (B0%) 10 4.8 0.42
Psych/Soc9 - - 1 (10%) 6 (60%) 3 (30%) 10 42 0.63
Psych/Socll - - - 4 (40%) 6 (60%) 10 4.6 0.52
Owverall - - 3 (3%) 37 (37%) 60 (60%) 100 - -

Table 1: Analysis of Psychological/Social Wellbeing
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It is evident from the table above, that 97% of participants replied with agreement on
the survey questions (among them, 60% strongly agreed and 37% agreed), whereas only 3%
of participants were neutral. Thus, the majority of participants agreed with the overall asked
questions highlighting a general consensus towards Psych/Soc wellbeing of learners with
SEND).

I.  What is the impact of adopting positive education and wellbeing culture on
learners with SEND?

1. Psychological/Social Wellbeing
a. Sense of Belonging
90% of participants agreed to psych/socl, that students with SEND feel welcome and
safe at school, whereas only 10% were neutral. The mean for this item (4.6) is (4.6>3.5) higher
than 3.5 (Hunter 2010), thus highlighting that respondents’ answers to Psych/Socl are in
accordance. The Standard Deviation, SD, (0.70<1), which is the average of the mean, also
verifies that participants’ responses and sets of data to this question are tightly clustered to the
mean (Barde & Barde 2012). In addition, the majority, 90% of respondents agreed with
Psych/Soc?2 that students with SEND have a sense of belonging to the school and 10% only
were neutral. Moreover, all participants agreed with Psych/Soc3, that students experience
positive, happy and flourishing emotions at school and report optimism about their future.
Lastly, all participants agreed with Psych/Soc4 that students feel valued and that their opinion

matter.

b. Resilience, Self-esteem and Confidence
All ten participants agreed with Psych/Soc4 that the staff and school community
attempt to raise feelings of self-worth and foster resilience of students with SEND having low
self-esteem. The mean for this item (4.8) and the SD (0.42) both verify that all participants

responded unanimously in a similar pattern.
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c. Prosocial Behaviour and Social Engagement
All ten participants agreed with Psych/Soc5 that students with SEND contribute to
proactive behaviours and engage in activities. Further, 90% of participants agreed with
Psych/Soc9 that sports days include activities in which everyone can take part, irrespective of
skill level or impairment, including students with SEND, whereas only 10% were neutral.
Moreover, all participants agreed with Psych/Socl0 that students with SEND are given

opportunities to participate in activities outside the school or extracurricular activities.

d. Mental Health and Physical Health
All participants agreed with Psych/Soc6 that students are presented with a great deal of
support by different stakeholders to ensure their mental and physical health. The mean for this
item (4.9) and SD (0.32) ensure that participants’ answers were in accordance and tightly
clustered to the mean. Moreover, all participants agreed with Psych/Soc7 that students with
SEND seek help from the counselor whenever needed and understand that they have someone
trustworthy to resort to at school.
The psychological/social wellbeing attributes have been explored, however there are

academic items that should be further explored in the following section.
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2. Academic Wellbeing
In the previous section, the psychological and social wellbeing have been thoroughly
explored. The second section of the survey explores the Academic Wellbeing (Acad) of

students with SEND, through 7 items, related to the first research question.

Item Strongly Disagree Neotral Agree Strongly Total Mean  Standard

Disagree Agree Deviation
Acadl - - 1(10%) 1(10%) 8 (80%) 10 4.7 0.67
Acad2 - - - 1(10%%) 9 (90%) 10 4.9 0.32
Acad3 - - - 5(50%) 5 (50%) 10 4.5 0.53
Acad4 - - - 5(50%) 5 (50%) 10 4.5 0.53
Acad5 - - - 5 (50%) 5 (50%) 10 4.5 0.53
Acadé6 - - - 6 (60%) 4 (40%) 10 4.4 0.52
Acad7 - - - 1(11%) 8 (89%) 9 4.9 0.33

Overall -

1(1%) 24(35%) 44(64%) 69 - -

Table 2: Analysis of Academic Wellbeing

It is evident from the table above, that 99% of participants agreed with the survey
questions, whereas only 1% of participants were neutral. Thus, the majority of participants
agreed with the overall asked questions highlighting a general consensus towards Academic
Wellbeing of learners with SEND).

a. School Attainment

90% of participants agreed with Acadl, that Learning Support Assistants (LSAs) and
support teachers encourage peer support of students who experience difficulties in learning and
students with SEND, whereas the remaining 10% were neutral. Moreover, all participants
agreed with Acad2, that staff attempt to address the fear of failure of students with SEND and
characterise mistakes as an opportunity for learning while highlighting their character
strengths. The mean for this item (4.9) and the SD (0.32) both verify that all participants’
answers were tightly clustered to the mean. Lastly, all participants agreed to Acad3, that
students with SEND are being assigned differentiated and personalised material and provisions

tailored to their needs.
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b. Academic Engagement and Class Participation

All participants agreed with Acad4, that students with SEND are academically engaged
with their learning environment and with Acad5 highlighting that staff attempt to counter
negative views of learners with SEND who might portray academic struggles to ensure
academic engagement and school attainment. Moreover, all participants agreed to Acad6, that
teachers display work of students with SEND to reward them and allow them to take ownership
of their work. All participants also agreed to Acad?7, that feedback to students is conveyed in a
positive and non-judgmental manner. However, one participant did not answer this element
and thus the system generated a missing value. The mean for this item (4.9) and the SD (0.33)

both highlight the evidence of a general consensus for this item among participants.

4.4 Summary: Conjunct Qualitative and Quantitative Analysis - Research

Question 1

The qualitative and quantitative data established an understanding that positive
education and wellbeing culture have a positive impact on learners with SEND. Further, the
explored school, adopting positive education and wellbeing principles, endeavors pupils’
character strengths which are part of the curriculum whereby the majority of staff positively
address students with SEND to ensure flourishing individuals. 97% and 99% of respondents
agreed to psychological/social and academic wellbeing of students with SEND respectively.
The smallest gap (SD=0.32) was observed for Psych6, highlighting that all respondents had
similar perspectives and opinions on the level of support presented by different stakeholders to
ensure students’ mental and physical health. The lowest SD was observed for Acad2 and Acad7
respectively highlighting that all participants had similar perspectives and agreed that staff

attempt to address fear of failure of students with SEND and characterise mistakes as
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opportunities for learning and that all respondents confirmed that feedback is conveyed in a

positive and non-judgmental manner.

4.5 Qualitative Analysis - Research Question 2

Il.  What are the factors impacting the wellbeing of students with SEND?

a. Teachers’ Attitudes and Wellbeing

The general consensus among participants during interviews, highlighted the
importance of teachers’ attitudes on students with SEND and was centered around tapping into
students’ interests and getting to know their strengths and challenges. All participants conveyed
having a positive relationship with their students by inquiring on their likes and dislikes.
Teacherl highlighted the importance of recognising when students are out of source by
establishing good communication skills and showing them that their opinions matter no matter
how small their contribution may be and stated: “we cannot see them as block of 22 students ”,

which means that teachers understand that every student matters.

Further, LSA2 reported: “we... focus more on nurturing well-rounded people than just
academic wizards.” The inclusion teacher and SENDCol respectively highlighted that
communication comes in various forms and behaviours are communication of behaviour states,
which is essential for educators to understand. SENDCo2 stated: “Through consistent support
and reward mechanisms, students will have a better chance to flourish and will display an

enhanced motivation to learn”.

All participants confirmed that the school is taking measures towards ensuring staft’s
wellbeing by redesigning staff rooms as mentioned by SENDCo2 to make them more
welcoming and positive, including mindfulness and yoga sessions and having the counselor

around for both students and staff as stated by LSA2. LSA1 and SENDCol both mentioned
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independently, as newcomers, that they felt welcomed into the school community. Teacherl
stated that staff can visit the SEND team and counselor to convey concerns. LSA1 mentioned
that the campus holds a common courtyard for staff and students to gather and have

discussions.

b. Peer Relationship, Bullying and Stigma

Qualitative findings elicited that modeling a positive school ethos based on looking
after one another, aids in building positive peer relationships. In fact, SENDCol and SENDCo2
respectively stated that friendship social groups have been set and that activities are centered
around positive mindsets towards differences in peers. All participants confirmed that the
school has a zero tolerance for bullying and that assemblies aid in alleviating stigma. In fact,
Teacherl mentioned: “Our kids are naturally inclusive, yet during play time students go off in
different directions, students with SEND would sometime spend time in isolation...it is
important to nudge them out of their comfort zone...we...should be conscious to aid in this
transition...Bullying goes on in many schools and it is the level to which it is allowed to escalate

which is problematic...it does not escalate at our school .

SENDCo1 and 2 respectively stated that friendship social groups have been set and that
activities are centered around positive mindsets. LSA1 mentioned that students also disengage

during classes as they walk from one class to another with their buddies on campus.

c. Parental Engagement
The general consensus among all participants was centred around a positive and
consistent parental communication through an open-door policy. Parents are provided with

several opportunities to approach staff and share concerns through parent evenings, calls,
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meetings or emails. LSA2 happened to be a parent at the explored school and mentioned that
the senior leadership team is always available at the gates in the morning to greet children and
provide parents with opportunities to talk creating a family and community feeling. Moreover,
the inclusion teacher highlighted the importance of consistently tracking parents’
meeting: “The nature of our work...the issues we discuss with parents and their kids’
vulnerabilities are very sensitive...touching on previous meetings...gives parents a sense of

reassurance that we are listening...a sense of safety”.

d. School Environment and Climate

Findings elicited that all participants recognised the importance of fostering students’
character strengths to promote opportunities for them to flourish in a positive and well school
environment. Students’ wellbeing is given a significant attention to as stated by Teacher2.
Further, LSA1 added: “The daily assemblies are chosen to reflect inclusivity and positive
messages...”. In fact, SENDCo 2 revealed that the school provides extracurricular activities
for students with SEND to take part of, so they can experience non-academic activities, beyond
the school-based years and feel valued within the school community. Moreover, the counselor
added that understanding what students need is key to be able to understand if the child has

any underlying difficulty.
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4.6Quantitative Analysis - Research Question 2
The third section of the survey explores the factors impacting the wellbeing of students

with SEND (Factr_impct), through 14 items.

Item Strongly  Disagree Neuniral Agree Strongly Total Mean Standard
Disagree Agree Deviation
Factr_impctl - - - - 10 10 5 0.00
(100%)
Factr_impct2 - - 1{10%) 1(10%) B (80%) 10 4.7 0.67
Factr_impct3 - - - T (T70%) 3 (30%) 10 4.3 0.48
Factr_impct4 - - 1{10%) 3 (30%) 6 (60%) 10 4.5 0.71
Factr_impcts - - - B(B0%)  2(20%) 10 42 042
Factr_impcté - - 1(10%)  7(70%)  2(20%) 10 4.1 0.57
Factr_impct7 - - - T (T0%) 3 (30%) 10 43 0.48
Factr_impct8 - - - 2 (20%) B (80%) 10 4.8 042
Factr_impct9 - - 2(22%) 4 (44%) 3 (33%) 9 4.1 0.78
Factr_impct10 - - 1{10%) 1(10%) B (80%) 10 4.7 0.67
Factr_impctll - - - 3 (30%) T(70%) 10 4.7 0.48
Factr_impctl2 - - - 1(10%)  9(90%) 10 49 0.32
Factr_impctl3 - - - 4 (40%) 6 (60%) 10 4.6 0.52
Factr_impctl4 - - - 4 (40%) 6 (60%) 10 4.6 0.52
Overall - - 6(4%)  52(37%) Bl (58%) 139 - -

Table 3: Analysis of Factors Impacting the Wellbeing of Students with SEND

It is evident from the table above, that 95% of participants agreed with the survey questions,
whereas only 4% of participants were neutral. Thus, the majority of participants agreed with

the overall asked questions highlighting a general consensus towards the factors.

Il.  What are the factors impacting the wellbeing of students with SEND?
a. Teachers’ Attitudes and Wellbeing
All participants (100%) strongly agreed to item1, Factr_Impctl, that teachers know
their students by names, especially those with SEND who might present additional
vulnerabilities. The mean for this item (5) and the SD (0.00), both verify that all participants
responded unanimously in the same exact manner and answers were clustered to the mean.

Further, the majority of participants (90%) agreed Factr_Impct2, that teachers and staff

51



understand the necessity of avoiding labelling learners with SEND to ensure their wellbeing
and allow them to flourish, whereas only 10% were neutral. Moreover, all participants agreed
with Factr_Impct3, that teachers are trained to positively approach students with SEND and
follow-up on individualised education plans (IEPs). Lastly, all participants agreed to
Factr_Impctl1, that the school community actively contributes to the happiness and well-being

of teachers.

b. Peer Relationship, Bullying and Stigma

All participants agreed to Factr_Impct5, that peers are acceptant and supportive of the
difficulties of students with SEND. Moreover, the majority of participants 90% agreed to
Factr_Impct6, that peers positively address students with SEND and do not ridicule them, thus
highlighting psychological safety within the school setting, however, only 10% were neutral.
Furthermore, all participants agreed with Factr_Impct7, that buddy-systems are adopted in and
out of class among peers. Lastly, all participants agreed with Factr_Impct13, that the school
organises and encourages anti-bullying initiatives and record anti-bullying incidents to ensure

students recognise who to turn to in case of any incident.

c. Parental Engagement

All participants agreed with Factr_Impct8, that the school maintains and values consistent
communication with parents of students with SEND. In fact, all participants agreed with
Factr_Impct12, that the school has in place and revises the anti-bullying policy shared among
staff, governors, parents and students to ensure safety, thus highlighting that parents are also
aware of and involved in the anti-bullying policy at school. The mean for this item (4.9) and
the SD (0.32) both verify that all participants agreed to this item, thus highlight parents;

consistent involvement with the school.
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d. School Environment and Climate

77% of participants agreed with Factr_Impct9, that the school works on improving
aspects of access in school for students with SEND through a non-conditional acceptance,
especially physical disabilities to ease mobility, whereas 22% were neutral and the remaining
1% is explained by the missing value. In contrast to only 10% who were neutral, 90% of
participants agreed with Factr_Impct10, that the school community actively contributes to the
happiness and wellbeing of pupils with SEND in a safe environment through wellbeing
initiatives by a Wellbeing Team. In addition, all participants agreed with Factr_Impct14, that
the school entrance hall and displays across the sections reflect positive education, flourishing

culture and wellbeing principles.

4.7 Summary: Conjunct Qualitative and Quantitative Analysis - Research

Question 2

Participants had a general consensus on factors impacting the wellbeing of students
with SEND and their responses from both approached geared towards agreement on the key
factors. The findings yielded an understanding on the importance of teachers’ attitudes and
wellbeing, peer relationships, parental communication and school environment and climate, on
the wellbeing of students with SEND. Positive teacher attitudes and happy teachers at the
workplace is positively projected on students with SEND, positive peer relationships and low
incidence rate of bullying, along with strong and consistent parental communication and a
positive and flourishing school climate, all foster a happy and flourishing young school

generation with high levels of wellbeing.
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4.8 Qualitative Analysis - Research Question 3

I11.  What could be potentially recommended to successfully use positive education
and wellbeing culture to support the development of students with SEND in
Dubai inclusive mainstream schools to ensure flourishing individuals in the

community?

a. Training

Findings revealed that 2 out of 8 participants reported the necessity of having additional
trainings and workshops to better serve, enhance and ensure the wellbeing of students with
SEND in a positive, inclusive and mainstream flourishing environment. LSA1 stated:
“Teachers are trained and attuned to identify children’s needs at our school”. SENDCo02
highlighted the importance of delivering training and awareness on SEND as some teachers
and staff have different understanding and attitudes towards child’s needs and implementation
of IEPs, which was in agreement with Teacher1’s answer. The inclusion teacher highlighted
that more support staff working within the school is needed and more physical space is

recommended for students to attend.

b. Well Schools Network in UAE

LSA2 mentioned that the school has been focusing on students’ wellbeing and character
strengths: “this kind of language is crucial...we believe that the nicer you are, the more
successful adult in the community you will be. Recognising emotions through more positive
educational approaches in and out of class is crucial .

Teacherl mentioned that the school welcomed inspirational speakers to deliver workshops
for teachers and ensure their wellbeing and highlight that looking after themselves is as crucial
as looking after students: “We facilitated yoga and mindfulness classes...which the school

contributed to financially .
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c. Social and Emotional Learning (SEL)

All interviewee agreed that SEL is evident across the school system. SENDCol stated the
necessity of recognising emotions through more positive educational approaches in and out of
class. Teacherl mentioned: “The SEND team...works collaboratively...to support diverse
learning needs and ensure opportunities for academic, social and emotional success, safety

and security ”.

LSA2 stated that especially in the younger years, a lot of positive praise aid students in
keeping positive: “we focus...on items that are not only academic but life skills that ensure the

child is a well-rounded and kind person ”.

d. Positive Behavioural Support (PBS)

All participants agreed that PBS are implemented across the school to foster student
resilience. The counselor discussed the necessity of looking at the behaviour policy to check
whether it is really about positive behaviour and added that peer support is crucial in PBS:
“Peer mentors...year 12 students trained in mental health, first aid, have a recognised
qualification from a center in Dubai (funded by school) and attended trainings in body image

course and they delivered those courses to year 7 students as they facilitate...self-wort/ .

e. Pen Resiliency Program (PRP)

Overall interviews elicited that all participants highlighted the necessity of focusing on
students’ strengths and being supportive of their weaknesses, which is embedded in strategies
related to fostering students’ resilience. SENDCo2 stated: “we have to holistically work

together...to remove barriers...that students with SEND may face ”. Further, Teacherl added:
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“We should refer to the student as an expert in his/her strengths...value students’ opinion/

strengths and support their challenges is key .

4.9 Quantitative Analysis - Research Question 3
The fourth section of the survey explores the Process of Successfully Implementing

Positive Education and Wellbeing Principles (Process), through 6 items.

Item Strongly Disagree Neutral Agree Strongly Total Mean Standard
Disagree Agree Deviation
Processl - - 1(10%)  4(40%) 5(50%) 10 4.4 0.70
Process2 - - 3(30%) 3(30%) 4 (40%) 10 4.1 0.8
Process3 - - - 6 (60%) 4 (40%) 10 44 0.52
Processd - - - 2 (20%) 8 (30%) 10 4.8 0.42
Processs - - - 6 (60%) 4 (40%) 10 44 0.52
Process6 - - 4(40%) 6 (60%) - 10 36 0.52
Overall - - B(13%) 27(45%) 25 (42%) 60 - -

Table 4: Analysis of Processes of Successfully Implementing Positive Education and
Wellbeing Culture

It is evident from the table above, that 87% of participants agreed with the survey
questions, whereas only 13% of participants were neutral. Thus, the majority of participants
agreed with the overall asked questions highlighting a general consensus towards items leading

to a successful implementation of positive education and wellbeing culture.

I11.  What could be potentially recommended to successfully use positive education and
wellbeing culture to support the development of students with SEND in Dubai
inclusive mainstream schools to ensure flourishing individuals in the community?

a. Training
All participants agreed with process4, that praise, positive reinforcement and reward
mechanisms are evident in and out of class, thus highlighting that teachers and staff are trained

on the importance of positive reinforcement and reward mechanisms. The mean for this item

56



(4.8) and the SD (0.42) both verify that all participants responded unanimously in a similar

pattern.

b. Well Schools Network in UAE

70% of respondents agreed with Process2, stating that The Well School Network initiatives
are shared and understood among all staff members to ensure flourishing individuals, while the
remaining 30% were neutral. The mean for this item (4.1) and the SD (0.88) both verify that
the majority of answers were clustered around the mean with the exception of 30% of

participants who were neutral.

c. Social and Emotional Learning
All participants agreed with Process3, that Social and Emotional learning is evident across
the school system. The mean for this item (4.4) and the SD (0.52) both highlight the evidence

of a general consensus for this item among participants.

d. Positive Behavioural Support (PBS)

All participants agreed with Process5, that positive behaviour supports are implemented
across the school to foster student resilience. Further, the majority of participants (60%) agreed
with Process6 stating that scheduled lunch meetings with the principal and students with SEND
are often scheduled to ensure students are able to voice out their concerns, whereas 40% were

neutral.

e. Pen Resiliency Program (PRP)
90% of participants agreed with Processl, that a merit system has been developed to

recognise and highlight the strengths of all students especially students with SEND, whereas
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only 10% were neutral, thus highlighting that the school focuses on students’ strengths to

ensure a happy experience.

4.10 Summary: Conjunct Qualitative and Quantitative Analysis - Research

Question 3

Participants agreed that the school ethos lies on positive education and wellbeing
principles focusing on praise, SEL and PBS. However, although, all participants agreed with
Factr_Impct3 related to the second research question, stating that teachers are trained to
positively approach students with SEND and follow-up on individualised education plans
(IEPs), when given the chance to discuss responses during the interviews, two out of 8
participants still stated the importance of training as some teachers have different
understandings and attitudes towards the topic at hand and one other participant discussed the
necessity of employing additional specialised staff. 30% of participants were neutral in regard
to the Well School Network Initiative, which presented a somewhat high SD highlighting that
participants’ answers are somehow widely spread to the mean, and thus need to be further

acquainted with its elements.
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4.11 Correlation

Both parametric and nonparametric correlation tests between psychological/social and

academic wellbeing were conducted.

Correlations

Total of
Psychological/ Total of
Social Academic
Wellbeing Wellbeing

Total of Pearson Correlation 1 248
Psychologicall  sig. (2-tailed) 490
Social N
Wellbeing 10 10
Total of Pearson Correlation .248 1
Academic Sig. (2-tailed) 490
Wellbeing N 10 10

Table 5: Parametric Correlations

Results illustrate a small positive correlation between psychological and academic
wellbeing. However, if p is greater than .05, this means that the correlation is not statistically
significant. Thus, a small positive correlation is observed but there no enough evidence to
conclude it exists in the population. The lack of statistical significance could be attributed to
the low number of sample size due to accessibility issues during Covid-19 (r=.248, n= 10, p=

,490 > .05, two-tailed).

Correlations

Total of Total of
Psychological Academic
Spearman's rho Total of Correlation Coefficient 1.000 21
Psychological  gig. (2-tailed) .558
N 10 10
Total of Correlation Coefficient 211 1.000
Academic Sig. (2-tailed) 558
N 10 10

Table 6: Nonparametric Correlations

There was no significant correlation between psychological and academic wellbeing

(rho=211, N= 10, P=.558 > .05, two-tailed).
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4.12 Reliability

Reliability Statistics

Cronbach's Alpha M of ltems

916 a7

Table 7: Overall Reliability

The reliability test determines the consistency of the measure, meaning that if the same
survey is repeated with different informants at different points in time, the same findings would
be obtained (Robson 2005). Thus, the researcher tested the reliability of the study by using
Cronbach Alpha, the expected value should be above 0.7 (Foster 2001), on each of the
variables. The reliability has been examined using Cronbach alpha. The value is 0.916 for all

37 items, thus highlighting a strong and solid reliability.

4.13 Overall Summary

Qualitative data was analysed by the researcher and participants’ overall answers are
presented in Appendix 2 for future reference. Descriptive statistics were used to describe the
different areas of the surveys related to research questions. Frequency distributions showed
how many participants chose each answer. The mean and SD provided an overall
understanding on the patterns and trends of data sets according to the frequency distributions
among key informants. Thus, findings from qualitative and quantitative data were in
accordance and complemented each other. The majority of participants reported a positive
impact of positive education and wellbeing principles on learners with SEND whereby
mistakes were seen as opportunities for success. All participants recognised the importance of
teachers’ attitudes, peer relationships, parental involvement and school climate on the

psychological and academic wellbeing of learners with SEND. However, some participants
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raised the necessity of training to further enhance teachers’ attitudes and understanding of the
topic ta hand. The only observed gap was participants confirming a correlation between
psychological/social and academic wellbeing during interviews, which was not statistically
significant. However, this could be attributed to the low number of participants due to Covid-

19.
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CHAPTER 5: CONCLUSION AND RECOMMENDATIONS

Positive education and wellbeing culture has attracted a significant attention among
researchers and a plethora of research studies. Chapter 5 presents a discussion of the findings
and suggests a set of recommendations with respect to the research questions (section 1.4) that

guided the researcher throughout the study.

5.1 Key Findings and Recommendations

Participants’ answers illustrated a positive impact of positive education and wellbeing
culture on learners with SEND. In terms of psychological/social wellbeing, there was a general
consensus among participants whereby 97% confirmed that staff value students’ strengths and
efforts and model optimistic thinking; mistakes were perceived as opportunities for learning,
which was verified by Noble & McGrath (2010). Teacher2 and Counselor respectively
mentioned that conversations around areas of improvement happen quite often to foster sense
of belonging and emotional support. Findings confirm the literature discussing that by
modeling structured means for students to recognise and use character strengths, the reciprocity
of peer-relationships could be improved by enhancing class climate (Linley, Willars & Biswas-
Diener 2010) which is also in accordance with Seligman’s theory of character strengths
(section 2.2.6¢). All participants agreed on the importance of building resilience of learners
with SEND where their strengths are promoted, and their challenges are supported.

Responsive classes take into account best practices that consider not only academic
growth but also socio-emotional aspects (Taylor & Adelman 2011) equally to celebrate own
differences through a unique contribution to learning settings. In agreement, SENDCo2 stated
that the school pursues a curriculum that promotes socio-emotional learning fostering intrinsic

motivation based on personalised activities as a foundation to success (Appendix 3). Teacher2
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added: “Ir all goes back to making sure character strengths are properly embedded in the
curriculum”.

The findings support previous research (Gay et al. 2017) and confirm that counselling
is essential for students to learn how to express their emotions to lower risks of mental health
issues. All respondents mentioned that students understand that they have someone trustworthy
to return to. SENDCo2 highlighted the importance for educators to learn how to endeavor
“pupil voice” providing powerful opportunities for success. 90% of respondents strongly
agreed on the level of support presented to ensure students’ mental and physical health. In fact,
the counselor mentioned that counselling was still ongoing during DL.

In terms of academic wellbeing, SENDCol stated that it is crucial to get to know a
student as a person before analysing them as a learner. 99% of participants agreed that staff
attempt to address fear of failure of students with SEND and confirmed that feedback is
conveyed in a positive and non-judgmental manner. In fact, the inclusion teacher mentioned
that if academic issues are not addressed, self-esteem gets affected; academic and
psychological wellbeing go hand in hand. SENDCo2 discussed that a happy child is an open
learner and if things are blocking students’ emotional capacity, they will not be open to
learning. The Inclusion Teacher added: “Emotional issues can stem from...lack of self-esteem
with academic progress ”. Similarly, students who develop happy school connections with less
exposure to bullying perform better academically, highlighting a correlation between
psychological/social and academic wellbeing (Hauser & Erzinger 2017). However,
quantitative findings revealed a lack of statistical significance to conclude that the correlation
exists in the population, which could be attributed to the low number of sample size due to
accessibility issues during Covid-19.

In contrast to Bottge et al. (2002) stating that students with SEND were less likely to

be called upon by teachers, participants revealed the importance of engaging students with
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SEND in heterogeneous classes through differentiated activities (Appendix 3). SENDCo02’s
words spoke for himself: “We 're all learning the same topic, but | coach teachers to enable all
students to reach top of the mountain with different routes...”. In fact, edducators should
proactively engage all students and re-engage disconnected learners (Taylor & Adelman 2011).

In contrast with the literature discussing that upper-grade students have lower levels of
wellbeing as secondary teachers become less involved in students’ personal problems; the
focus of teaching becomes directed towards covering curriculums and students become more
aware of their difficulties (Schwab, Sharma & Loreman 2018), the inclusion teacher stated that
upper-grade teachers and the pastoral care team maintained positive relationships with
students. Similarly, earlier studies revealed that, while school transitions are risky for some
learners (Vaz et al. 2014), others experience positive transitions (Anderson et al. 2000). Some
students displayed enhanced wellbeing post-transition through enhanced teacher-family-peer
support (Virtanen et al. 2019), which have buffering effects on students’ wellbeing and avoid
detrimental effects of transitions (Jindal-Snape & Miller, 2008), thus validating the
participant’s argument. In fact, post-transition strategies by students were useful in enhancing
social inclusion in the researcher’s workplace.

In terms of factors impacting the wellbeing of learners with SEND, all participants
recognised the necessity of approaching students with SEND positively and assessing ways to
enhance social inclusion; 95% agreed on the majority of factors (teachers’ attitudes and
wellbeing, peer relationship, parental engagement and school climate). In accordance with
Parker (2011), Skinner’s behaviourism theory and Maslow’s hierarchy of needs theory
(section2.2.2), all participants agreed that teacher praise lowers learners’ disruptive behaviour;
whereby educators tap into students’ interests to use them as incentives. The increased rate of
mental illness insinuates that teachers and counselors should tackle students’ psychological

matters. Educators should acknowledge students’ needs, greet them with smiles, to reinforce
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“happy co-existence” (Saccardi 2017) and notice when they are absent to foster positive
relationships (McMillan & Jarvis 2013).

Moreover, teacher’s wellbeing and happiness affect class climate, happier teachers
positively impact students (Mehdinezhad 2012), positivity is contagious (Zhao et al. 2019).
Thus, policy makers shall highlight teachers’ professional wellbeing. Participants revealed that
the school financially contributed to staff mindfulness and yoga sessions. SENDCo2 revealed
that the school is taking steps to redesign staff rooms to make them a positive environment. In
fact, quantitative data revealed that all participants agreed that the school community actively

contributes to teachers’ happiness and wellbeing.

In addition, findings elicited that the school focuses on awareness assemblies and
pastoral care days to alleviate stigma and model positive behaviour thus confirming the
literature whereby anti-bullying efforts through PBS ensure a positive school climate
(Winterman 2011). SENDCol explained that stigma is addressed from a very young age:
“students speak to one of our students with ASD like a baby...they were not trying to be
unkind...they genuinely thought that it is the correct way to interact...modeling and scaffolding
behaviours...fo explain what is appropriate, is essential ”. In accordance with the literature by
Noble & McGrath (2010) stating that adopting buddy-systems refines social skills, 90% of
participants agreed that peers positively address students with SEND. T2 mentioned that
recognising supportive peers when paired with students with SEND enables a successful
lesson. In fact, all participants confirmed that the school has a zero-tolerance for bullying and
that the Anti-bullying (Appendix 5), Inclusion (Appendix 6) and Parental Complaints
(Appendix 7) policies are accessible on the school website. Inclusion teacher added that if
adults model treating each other with kindness and equity, children will follow; early stages
are optimal phases to gain positive beliefs; children are unable to develop stigmatising

behaviour despite societal stereotypes (Yuen et al. 2018).
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All participants indicated that the school has an open-door policy and parents can voice
concerns through parent evenings. LSA2’s words spoke for herself: “Senior Leadership Team
are at the gates in the morning and afternoon to greet children...creating a family and
community feeling... ”. In accordance with the literature stating that parents of children with
SEND tend to be sensitive to attune themselves to their child’s needs and report low levels of
subjective wellbeing (Shenaar-Golan 2015), SENDCo2 stated that looking after parents’
wellbeing is essential to make sure they can support their children’s wellbeing and facilitate

learning at home (Lendrum, Barlow & Humphrey 2013).

Findings revealed that all participants felt that the school focuses on academics, on the
social and emotional aspect of pupils to ensure flourishing individuals; 90% agreed that it
actively contributes to the happiness and wellbeing of students with SEND. Participants agreed
that diversity and practice of inclusion lead to opportunities of enrichment for learners, families
and educators beyond school and in society. In fact, schools cultivating character strengths

enhance intellectual developments (Waters 2011) and perseverance (Wagner & Ruch 2015).

In consistency with previous literature stating that each child has a gift that requires to
be nurtured regardless of difficulties (Majid et al. 2018) and that youngsters are tomorrow’s
citizens, thus leveraging their awareness empowers proactive individuals (Riccio et al. 2017),
the counselor mentioned: “By valuing the uniqueness of our students, we recognise that they

are all able to make a difference ”.

In terms of recommendations, all participants agreed that teachers are trained to
positively approach students with SEND and follow-up on IEPs, yet, when given chances to
discuss responses, 2 out of 8 interviewees illustrated the importance of training as teachers
have different understandings and attitudes towards SEND. Moreover, one participant

discussed the necessity of employing additional specialised staff. SENDCol confirmed the
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implementation of the power of the word “yet”: “Optimistic thinking prevents learned
helplessness...Reflecting back on what they could not do before and what they can now is
important”. The power of the word “yet” enhances students’ wellbeing and prevents learnt
helplessness. Educators should coach learners to say “I haven’t learned how to do it yet” rather
than “I can’t do it” to build resilience. Training educators to model positive discipline through
praising efforts empowers students (Bell et al. 2019). Mindfulness videos and meditation could

be introduced to develop students’ thoughts and enhance self-regulation (Nidich et al. 2011).

In fact, training teachers to adopt the Love Pedagogical Approach emphasising on
pleasant relationships as the foundation to educate through affection and the recognition of
achievements, enhances students’ wellbeing and prosperity (Majid et al. 2018). Training
empower teachers (Engelbrecht, Swart & Eloff 2001) and aid them to cater for their own
wellbeing and that of learners (White & Kern 2018). Adopting positive discipline through
praising according to Maslow’s Hierarchy of needs (section 2.2.2) and recognising what
learners do right, enhances class management and students’ wellbeing (Bell et al. 2019).
Similarly, all participants verified that praise and positive reinforcement are evident and that
educators should ask students how they feel when they arrive to school; T1 mentioned:
“keeping my door open...welcoming and greeting...tiny details that build a big picture of

positive education . The language used by educators matters to students’ wellbeing.

The researcher recommends adopting humorous icebreakers, as coping skills and
incentives to learn in joyful contexts (Noble & McGrath 2015) whereby mistakes are
encouraged as mentioned by SENDCol. Teachers can read social stories where students have

to envision themselves in roles and how they would solve situations (Bell et al. 2019).

87% of participants agreed on the majority of items. The recognised gap was related to

the understanding of The Well Schools Network initiatives, hence pillars could be further

67



shared with staff. The school could encourage healthy eating habits by preparing nutritious
meals ensuring physical wellbeing and address students’ self-image issues that arose during
DL due to their exposure to social media as explained by the counselor. SENDCo?2 stated that
students’ Random Act of Kindness Club acknowledges teachers’ efforts by leaving thank you
notes, highlighting that positive education and wellbeing principles are embedded in work
relationships (Appendix 3). Nurturing prosocial behaviours and students’ awareness on UAE’s
vision and initiatives by emphasising on eminent role-models in society to discuss long-
established Emirati values helps develop hopeful future ambitions (Parker 2011). The school
aimed towards including visual posters of successful adults with SEND along with emotional
readiness tips for parents to build child resilience (Appendix 3). T1 mentioned that the school
welcomed inspirational speakers to ensure teachers’ wellbeing. All participants confirmed that
the school is taking steps towards ensuring staff’s wellbeing. The counselor stated that there is

a school vision to ensure fundamental principles of wellbeing in different policies.

SENDCo1 stated the necessity of recognising emotions through positive educational
approaches in/out of class. In fact, one of the activities related to Social and Emotional Learning
(SEL) could be for learners seated in circle to speculate photos of faces or upset teddy bears to
rationalise solutions enhancing feelings. Educators could teach social common-sense items
(hidden curriculum) to develop students’ ability to understand consequences of actions. This
may help students with ASD as they tend to appear as lacking common sense. Teaching
students to maintain proximity and personal space through the iceberg strategy: Titanic’s
collision with the iceberg represents the student’s infringement on another’s personal space
was deemed beneficial in the researcher’s workplace. Young learners can be associated to
social detectives whereby they complete worksheets for solving social mysteries (Myles 2011),
which goes back to delegating students responsibility as mentioned by T1. Teachers could use

the Incredible 5-Point Scale; students have to rate and regulate emotions and communicate
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levels of frustration. Students will be able to self-reflect on happy or sad experiences while
developing mentalisation skills (Leoni et al. 2017). The school has been encouraging students
with SEND to listen to their bodies, recognise their emotions before and during DL (Appendix
3). Students with SEND are also recommended to participate in IEPs to ensure self-advocacy

and self-determination (Montie & Abery 2011).

The counselor highlighted the necessity of revisiting behavioural policies to ensure they
include positive behavioural support (PBS). The counselor added that the school provided staff
and students with a “Be a Friend” survey focusing on character strengths, to work towards
them, flourish and reach flow, gratification and long-term fulfilment. The counselor spoke
about the importance of revisiting surveys to reflect on how character strengths change.
Moreover, positive educational practices frameworks (PEP) should be established to foster
circumstances that are supportive of learners’ wellbeing to enhance levels of trust, care, self-
esteem, positive peer-relationships, emotions, feelings, engagement, achievement and

wellbeing (Noble & McGrath 2010).

90% of participants confirmed that a merit system documenting what pupils with SEND
do well has been established to focus on strengths. It is a positive incentive for students (Hall
& Theron 2016). Pen Resilieny Program (PRP) teaches students resilience training and focuses
on students’ signature strengths and should be implemented among students with SEND
(Brunwasser, Gillham & Kim 2009). Findings verified that character strengths are essential.

SENDCO?2 added: “Happy kids lead to happy learners”.

In fact, GGS (section 2.1.1) and the PRP based on the PERMA model (figure 2) aid in
implementing wellbeing across schools through positive education (Au & Kennedy 2018) and
suggests four levels to foster wellbeing: Learn it and teach it (equip learners with positive mind-

sets, recognise their character strengths and enable a flourishing life); live it (staff are genuine
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role models) and embed it (cultivate a culture of wellbeing through assemblies, clubs and

activities) (Hoare, Bott & Robinson, 2017) as mentioned by participants.

5.2 Researcher’s Voice

The pandemic was a double-edged sword; a barrier to physically collecting data, yet an
eye-opening lesson that determination and perseverance are key during these uncertain times
of Covid-19. Despite not getting granted access to virtual classes for matters of safeguarding
as the explored school only has consent to be live with staff, rendering the triangulation of
observations impossible, the researcher felt like sharing recommendations based on two
previous virtual observations during DL at the school she works at as Head of Inclusion, to
highlight how a positive and well environment should be. The researcher has observed
firsthand the challenges that some students with SEND surface and thus felt driven to further
explore the topic. The observations were not added to the data as they did not occur at the
explored school, thus eliminating potential confounding variables and researcher-bias.

The researcher observed a virtual primary Math class with one student with SEND (X,
diagnosed with Attention, Deficit and Hyperactivity Disorder, ADHD). The teacher played the
greeting song during “virtual circle time” to build a harmonious class climate with a capacity
for empathy and a power to care while sharing cameras to maintain a positive virtual connection
and allow students to bond together. Students were then asked to download the mindfulness
colouring activity (Appendix 8), colour two numbers of their choice and add them to find the
sum. Instructions were chunked and prompts were provided for X. The teacher played a
meditation relaxing music to create a sense of relaxation. X felt restless and needed guidance
to continue with the task.

The teacher could have resorted to the “Power of the Word Yet” to build resilience
(Bell et al. 2019), by saying: “I am glad you are seated in a correct posture. Instead of saying |

don’t know, practice saying: I don’t know how to yet, but I will try because I am capable!” The
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teacher could have scheduled virtual structured breaks or use the kitchen timer as a reminder
of the school bell to ease transitions. X could become fidgety during afternoon classes; thus,
the teacher could incorporate peer-buddy-support whereby high-ability students could
collaboratively support X during break-out sessions (Dolva et al. 2010). The teacher could
incorporate mood thermometers, feelings charts and mood checks (Appendix 9) to identify
how does happy, neutral or sad feel to enhance emotional regulation. In reference to KHDA’s
post (Appendix 10), the teacher could praise X for his efforts by adding a sticker to his online
reward chart, “Star of the Day”, then applaud all students to avoid peer rivalry in a threat-free
environment.

The researcher observed a virtual English grade 8 class with one student with SEND,
Y, diagnosed with Dyslexia. The teacher engaged with students and asked them about their
day. Students were reading a novel and answering comprehension related questions. Y was
provided with text-to-speech reader assistive technology. The teacher referred to non-verbal
praise by doing a thumbs up to instil in students a sense of independence and decrease
competitiveness among students. The teacher was verbalising constructive feedback to steer
students in the right direction and descriptively praise them (Polick, Carr & Hanney 2012).

In fact, academic achievements of secondary-school students vary significantly
depending on levels of encouragement (Tella 2007). Thus, the interesting pattern of positive
approaches highlighted Y’s ability to convey answers without having a fear from failure.
Interestingly, one of the participants mentioned incorporating character strengths in English
lessons whereby students were asked to analyse the protagonist’s character strengths and other
characters to compare and contrast, thus, the teacher could prime students through a set of
routine, to remind them of character strengths (Myles 2011).

The observations in both classes highlighted positive education approaches and

wellbeing principles. Adopting hands on activities is essential for students to practice their fine
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motor skills. Teachers could ask students to make a pizza at home, to represent the concept of
addition or fractions. Teachers can ask students who do they want to be in the future to exercise
goal setting and allow them to understand that strengths are a bridge to achieve future goals
while working on mindfulness coloring (Appendix 9). Teachers could also remind students to
share their worries in online worry boxes. The school could work towards developing a survival
stay-at-home or a reflection of the DL experience similar to what the explored school has
established (Appendix 3).

Yet, the difference in the nature of subjects underlined different dynamics. Students
often elicited their responses through task-based activities in Math, whereas in English, they
“voiced” their answers through dialogues and discussions. In agreement with Urdan and
Schoenfelder (2006), positive reinforcement observed in both classes, led to student
engagement. In fact, as soon as students enter the class door, they directly start learning; these
initial few moments depict the learning environment. Cohesively learning together allow
learners to positively contribute to their environment to grow socially knowing that their

thoughts, feelings and emotions are valued.

5.3 Strengths and Limitations

I.  Strengths Contributing to the Study

Through purposeful sampling, the undertaken interviews added insight to surveys and
enhanced the credibility and validity of the research (Creswell 2008) and provided an
understanding of respondents’ answers which overweight risks of insufficient survey responses
not stipulating reasons behind their answer choice. Recording interviews served in
documenting key points and patterns of responses rather than relying on the researcher’s
unconscious selective recalling of information possibly creating a researcher-bias and note-

taking which could distract respondents. Surveys ensured a comprehensive structure,
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facilitated accurate counting of frequency of responses and was not time-consuming. Questions
were simple rather than double-barreled thus avoiding leading or incentivising insinuations

(Creswell 2008).

This study also provides readers with insightful information on how schools could join
the Well Schools Network in Dubai and embodies accurate identification of updated research.
The researcher complied with ethical considerations and maintained an informative tone and

coherent logic of arguments.

Il.  Limitations

During the course of conducting the research, the researcher stumbled upon some
challenges. Due to Covid-19 (section 3.2), the researcher had to alter the methodology as
schools were closed to ensure safety and was therefore unable to physically collect data. The
researcher, explored research questions virtually and guided respondents through Zoom
meetings to share surveys and interviews to ensure valid, credible and reliable results. The
researcher was aiming to complete the triangulation by observing students with SEND across
different settings (in class, break-time and extra-curricular activity) to assess their academic
and social engagement, yet, due to Covid-19, the researcher was unable to proceed and was not

granted access for virtual observations for matters of safeguarding.

The Covid-19 situation placed individuals, particularly educators in an uncertain phase
that was not accounted for. With distance learning becoming the new norm for teaching and
learning, with speech therapy, social skills groups suspended, educators were challenged to
learn new methods for delivering lessons which caused both teacher and student burnout (Lee
2020). Thus, data collection was delayed as educators were trying to adjust to this unusual
situation and hence were challenged to complete surveys and virtual meetings in a timely

manner. The researcher had to follow-up with them on a daily basis and provide them with
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consistent reminders to ensure all participants complete surveys and attend virtual meetings.
Although purposeful sampling yielded accurate results, the research could be further enhanced
by reaching out to additional participants to strengthen the data. Thus, the researcher advises
future graduates and the field of academia to pursue further studies. If the data were to be

collected previously to Covid-19, more participants would have been able to participate.

5.4 Scope for Future Research

The gaps in literature and limitations of the study paved the way for future research to
examine learners’ perspectives to confirm a holistic evaluation of the topic (Schwab, Sharma

& Loreman 2018).

Findings stipulated a key element relating to parents’ wellbeing and the centrality of
the family unit (Shenaar-Goan 2015) suggests that future research includes how the wellbeing

of parents of students with SEND is affected.

Observing the divergences in professional practice across distinctive schools and
universities in UAE provides more goal-directed recommendations rather than limiting the
research to private school domains and draws an understanding as to how each Emirate rates

the significance of this approach to education.

In contrast to the literature (Schwab, Sharma & Loreman 2018), participants revealed
that the wellbeing of students with SEND does not tend to decrease as they move from lower
to higher grade levels. Thus, future researchers could explore how students’ wellbeing varies
across different phases by taking into account students with SEND as informants of their own
self-identified subjective wellbeing.

The derived findings led researchers to mitigate potential issues, maintain sustainable

positive environments and analyse how school climate impacts school completion and
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university enrollment of students with SEND since interpersonal skills learnt at school are
transferred to the actual world of work (Berndt & Kubinski 2011).

Due to the uncertainty caused by Covid-19, students with SEND are at risk of missing
their chance to develop essential skills, thus leading to lower level of wellbeing and increased
mental health difficulties to adjust back to “normal life routine” (Lee 2020). Teacherl
highlighted her concerns about students with SEND not having socialised with peers and the
damage in social skills. In fact, change can be disruptive for students with SEND as they try to
adapt to this new dynamic and they may require time to adjust to their new routine where
regression in academic performance, social and emotional behaviours may appear (Lee 2020).
Thus, it would be noteworthy to explore the wellbeing of educators and students with SEND

before/after Covid-19.

The research could be further enhanced by reaching out to additional participants to
explore the correlation between psychological/social wellbeing and academic wellbeing which

was highlighted in the literature (Johnson 2018) and mentioned by the Inclusion Teacher.

5.5 Conclusion

The majority of participants advocated the positive impact of positive education and
wellbeing principles on learners with SEND, through interviews and survey instrument
developed by the researcher with high reliability factors. The researcher contributed to the
novelty of the topic in the context of the explored school in UAE, while referring to applicable
theories and relevant literature. UAE is positively partaking proactive roles in empowering
individuals with SEND and highlighting the necessity of the wellbeing of students and teachers
in educational contexts. UAE has managed to care for the wellbeing of all residents,
particularly educators and students during the outbreak of Covid-19. One heart-warming

initiative was to light up Burj Khalifa, the World’s tallest building (Baker & Pawlikowski
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2015), on April 1%, 2020, to salute community heroes of the World, among them teachers, with
a thank you note, to instil hope and positive wellbeing during challenging times (Saseendran
2020). Also, the Ministry of Community Development in UAE, conducted a research in June
2020 on teachers’ experiences during DL with students with SEND to explore the extent to
which they benefit from DL and understand the challenges to further enhance DL experience.

The Wellbeing element underlined by KHDA based on Seligman’s PERMAH model
(Appendix 11), boosted wellbeing in the learning and work environments to understand how
learners feel and think about their own wellbeing, happiness, quality of life and engagement.
According to KHDA, student wellbeing is no longer considered as optional (Masudi 2019), it
is a human right that the school must uphold. HH Sheikh Mohammed Bin Rashid Al Maktoum
believes that happiness and positivity in UAE are a lifestyle, a government commitment and a
spirit connecting UAE community (Ministry of Cabinet Affairs & The Future 2020). Every
human seeks happiness and thus the UAE government is promoting happiness and positivity
among all citizens to enhance the human capital.

The majority of schools in UAE are in the process of adhering to the legislations laid
out by the KHDA, by modeling and promoting effective inclusive approaches to positively
impact learners with SEND, yet, despite these significant improvements, some limitations
explained in the literature still reside and gaps between policies and practices of inclusive
approaches remain crucial to address to avoid an illusion of inclusion affecting wellbeing.
Educators should perceive student uniqueness as a treasure rather than a threat and they should
act as sentinels to transform their class in favor of inclusion to protect students’ wellbeing,
honor their diversity and prevent their alienation (Rosier & McDonald 2011). Positive
education and wellbeing can serve as mediators to prevent maladjustment and incidents of
bullying. In line with previous literature and findings of the study, schools adopting positive

education and wellbeing culture have a better inclusive education and empowering students
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through the empowerment of teachers prevents students’ strengths from remaining unused and
their challenges from remaining repressed and ensures a positive and well climate. Wellbeing
is wellbeing in the only condition where it is for everybody, otherwise it is not well-being

(Bocci et al. 2017).

Inclusion is central to wellbeing and society to avoid marginalisation and reflect pride
and value. Happy pupils tend to learn better than unhappy students and engage in
extracurricular activities, highlighting the fundamental role of happiness, positive education
and wellbeing principles. Just as schools are accepting of diverse ethnic, religious and linguistic
differences, they must all become accepting of disability to promote diversity, positive
functioning and wellbeing among all students, especially those with SEND. Celebrating
diversity is a key factor; it is a blessing and not an attribute of individuals. Teachers become
better members of society when teaching students with SEND. Everyone, regardless of

disabilities, is believed to possess distinct character strengths and abilities to flourish.
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Appendices

Appendix 1: Survey Template

Questionnaire Examining the Impact of Positive Education and Wellbeing Culture on Learners
with SEND

The purpose of this questionnaire is to examine the impact of positive education and wellbeing
culture on learners with SEND from different perspectives and views within the school community
in the aim to improve the practice for the future. It is defined as the processes leading to flourishing
rather than languishing students whereby, they are characterized by high levels of wellbeing and
mental health; it is therefore a mixture of feeling well and functioning efficiently (Noble & McGrath
2015). Note that all ethical obligations of the British University in Dubai will be adhered. Names
and identities of participants will not be revealed for confidentiality purposes and at any time they
can withdraw their participation if they wish to do so.

Researcher: Yasmina Keis, Date: ..../..../2020

Please tick the group(s) below indicating your involvement with the school. Your contribution is
valuable.

Teachers:
] Homeroom/Primary/Secondary [ inclusion Teacher DLearning Support Assistant

Management:
E Head of Inclusion/SENDCo L] counselor |:|Wellbeing Team Member
Other

Strongly agree
Agree
Neutral
Disagree
Strongly
disagree
Psychological/ Social Wellbeing
Students, especially those with SEND, feel welcome and safe in school.
Students with SEND display a strong significant sense of belonging towards the school.
Students with SEND feel that they experience positive, happy and flourishing emotions at
school and report optimism about their future.
Students with SEND feel valued and that their opinion matters.
Students with SEND are engaged in their daily activities and contribute to prosocial and
proactive behaviors.
1
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Strongly agree

Agree

Neutral

Disagree

Strongly
disagree

Students with SEND are presented with a great deal of support by different stakeholders to
ensure mental and physical health.

Students with SEND seek help from the counselor whenever needed and understand that
they someone trustworthy to resort to at school.

The staff and school community attempt to raise the feelings of self-worth and foster
resilience of students with SEND having low self-esteem.

Sports days include activities in which everyone can take part, irrespective of skill level or
impairment, including students with SEND

Students with SEND are given opportunities to take part in activities outside the school or
extracurricular activities.

Learning Support Assistants and Support Teachers encourage peer support of students who
experience difficulties in learning and students with SEND.

Staff attempt to address the fear of failure of students with SEND and characterize mistakes
as an opportunity for learning while highlighting their character strengths.

Students with SEND are being assigned differentiated and personalized material and
provisions tailored to their needs.

Students with SEND are academically engaged with their learning environment.

Staff attempt to counter negative views of students with SEND who might portray academic
struggles to ensure academic engagement and school attainment.

Teachers display work of students with SEND to reward them and allow them to take
ownership of their work.

Feedback to students is conveyed in a positive and non-judgmental manner.
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Strongly agree

Agree

Neutral

Disagree

Strongly
disagree

Factors Impacting Wellbeing of Students with SEND

Teachers know their students by names, especially those with SEND who might present
additional vulnerabilities.

Teachers and staff understand the necessity of avoiding labelling students with SEND to
ensure their wellbeing and allow them to flourish.

Teachers are trained to positively approach students with SEND and follow-up on
individualized education plans (IEPS).

Diversity is seen as a rich resource to support learning and social development of students
with SEND rather than as a problem.

Peers are acceptant and supportive of the difficulties of students with SEND.

Peers positively address students with SEND and do not ridicule them, thus highlighting
psychological safety within the school setting.

Buddy-system are adopted in and out of class among peers.

The school maintains and values consistent communication with parents of students with
SEND.

The school works on improving aspects of access in school for students with SEND through
a non-conditional acceptance, especially physical disabilities to ease mobility.

The school community actively contributes to the happiness and well-being of students with
SEND in a safe environment through wellbeing initiatives by a Wellbeing Team.

The school community actively contributes to the happiness and wellbeing of teachers.

The school has in place and revises the anti-bullying policy shared among staff, governors,
parents and students to ensure safety.
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Strongly agree

[isagree

Stromply
disagres

The school organizes and encourages anti-bullying initiatives and record anti-bullying
incidents to ensure students recognize who to turn to in case of any incident.

The school entrance hall and displays across the sections reflect positive education,
flounishing culture and wellbemng principles.

A merit svstem has been developed to recognize and highlight the strengths of all
students especially students with SEND.

The Well School NMetwork initiatives are shared and understood among all staff members to
ensure flounshing mdividuals.

Social and Emotional learning is evident across the school system.

Praise, positive reinforcement and reward mechanisms are evident in and out of class.

Positive behavior supports are implemented across the school to foster student resilience.

Scheduled lunch meetings with the principal and students with SEND are often scheduled to

ensure students are able to voice out their concerns.

End of Questionnaire

Source:

Booth, T & Ainscow, M. (2002) Index for Inclusion: developing learning and participation in

schools.

Booth, T. & Ainscow, M. (2011). Index for Inclusion: developing learning and participation in
schools. *3™ edition™. Bristol: Centre for Studies on Inclusive Education (CSIE).

Moble, T. & MeGrath, H. (2015). PROSPER: A New Framework for Positive

Education. Psychology of Well-Being, vol. 5 (2), pp. 2-17.
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Appendix 2: Participants’ Key Statements from Semi-structured Interviews

Participants’ Key Statements - Semi-structured Interview Questions

Date: May & June 2020

Location: Zoom Meeting (some answers were also sent by email due to the Pandemic)
Interviewer/Researcher: Yasmina Keis

Interviewee: Subjects listed below (anonymously)

The permission to interview teachers, head of Inclusion and counselor was sought from the
school administration. The researcher approached staff to explain the purpose of the interview
and they agreed to audiotape it withowt disclosing information and thus maintaining
confidentiality. The researcher Yasmina Keis|(Y_K), conceived and composed all the questions
and content (kindly check source at the end of the interview questions).

Subjects:

a) Class Teacher (T1)

b) Class Teacher (T2}

¢) Learning Support Assistant (LSAT)
d) Learning Support Assistant (LSAZ2)
¢) Inclusion Teacher

f) Head of Inclusion/SENDCo 1

g) Head of Inclusion/'SENDCo 2

h) Counselor / Wellbeing Team

Chiestions that are not pertinent to the subject's work _field will be answered as NA (Not
Applicable).

1. How do you foster positive emotions in students with SEND in and out of class and
allow them to recognize/ understand their emotions to ensure flourishing individuals
with enhanced sense of belonging, resilience, prosocial behavior, physical and mental
health?

a. Teachers® attitudes and parents” attitudes are crucial. Teachers should keep an eye on
children with SEND and check whether they are invited to play dates, birthdays to ensure
social inclusion across all settings. Some parents even ask teachers about how they
manage children with SEND in class and teachers have to be careful about matters of
confidentiality, Also, visual support aids for vounger students, social stories, intervention
groups, one to one intervention with our inclusion team including a dedicated counselor. . .
all these things ensure flourishing individuals.

b. Being proactive than reactive and doing things 10 steps ahead. .. that’s how a school
develops and changes. . .conversations around areas of improvement happen quite ofien
to ensure a positive development and sense of belonging of students and particularly
students with SEND. 1 establish good routines, good communication skills and
encouragement. Getting to know my students is essential. ..
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¢. ldentifying students’ needs and personalities to recognize body language and facial
expression is essential. Teachers are trained and attuned to identify children’s needs at our
school. We have peer referral as well to ensure all students including students with SEND
are well. List of different avenues to get support, getting to know your students well is a key
£lement.

d. One-to-one relationship aids in understanding child’s needs through facial expressions and
body language. We should observe pattern of behavior and teach students how to identify
feelings, how does happy feel, why do you feel happy, through visuals (again depends on
child's diagnosis). Diversity 15 valued and is seen as an opportunity to create a rich
environment for all students to leamn and succeed.

€. A lot of emotional issues can stem from some sort of lack of self-esteem with academic
progress and school focuses on high flvers and standards are very high and sometimes we get
kids with SEND who are not as academically bright as others which causes a real issue ...s50
sometimes poing down academic assessment route sayving vou are doing very well for where
you are at, at the moment, is a big of a boost and if something comes up on the emotional
side, we are alwavs ready to address it. Being open and honest while setting clear boundaries,
building a relationship and speaking to students about topics not just school. ..

f. Making wellbeing part of the culture is important. Decisions are made for the benefit of

students, parents and staff as well...the impact is on all students and not just students with
SEMD.

g. Recognizing and getting to know students’ needs is essential. Support from inclusion
teachers and the school counselor is kev. Constant positive reinforcement and praise
encourage motivation to continue. One to one discussion with students when non-cooperative
behavior is displayed is also essential. The school pursues a curriculum not only focused on
academics, but one that promotes socio-emotional learning such as encouraging intrinsic
motivation for leamning based on personalized activities and significant engagement for all
students regardless of their disabilities on all levels as a foundation to success.

h. In terms of the emotional side, we work quite closely as a team. We have continuous

conversations in terms of what students need to offer emotional support to see if there 15 a

clinical need or underlying difficulty to foster self-esteem and resilience particularly with
teenagers and all through life.

2. How do positive education approaches and wellbeing principles at your school build

on possibilities for the development of students with SEND and the identification of
characters strengths rather than their challenges?

a. We always work on identifying students’ character strengths in class through mdividual
discussions. .. getting to know the likes and dislikes of students with SEMD is essential. By
the way, I am not sure if this is relevant, but [ have seen a student’s personality (with SEND)
come out during Distance Learning (DL) in a way that I have never witnessed in class. It
seems that she felt more comfortable to voice out her answers and concerns during DL while
the SENDCo is putting structured and scaffolding accommodations for her. It would be
interesting to see how students will adapt once we start in September considering the damage
of not having 6 months of socialization with peers, it is concerning. . .I believe their character
strengths will chanee and develop into different strengths vs. challenpes.
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b. I guess it all goes back to making sure character strengths are properly embedded in
the curriculum, it's a fluid thing. .. strengths change overtime that’s why students and staff
are asked to complete surveys at the beginning and end of the year to track their change
in character strengths. We were also asked in departments to feature it in our planning
and scheme of work to build on particular character sirengths. During Enrichment weelk,
we did something in music where students had to choose their task according to their
character strengths: If your character strength is X, you would want to lead task X. It was
hard to implement during DL but we still tried to incorporate it virtually. If it was an area
that they needed to develop, then they could choose things to do in the lesson to help them
develop those areas based on their character strengths.

¢. Character analysis form plays, poetry and novels; we would often refer to characters
and protagonists and identify their character sirengths according to the model we are using
to highlight character strengths and incorporate it in lessons. Creating a welcoming and
caring atmosphere; fostering one-on-one relationships with students; using multiple
learning sirategies; rewarding efforts; recognizing progress; and embodying acceptance,
and respect are key elements.

d. We really focus on character strengths and finding the child’s individual interest so we
can find a way to tap into their learning. We have goals and targets which we work
towards and revisit to discuss progress and new target poals. Parents, Class teacher and
SEN department as well as 1:1 (if applicable). We strive for the child to be more
independent on their work tasks and daily routine.

e. Character strengths is important to wellbeing. .. it is a whole school drive... we (students
and teachers) all had to work on questionnaires to identify them, it is a key feature for the
wellbeing team. All kids should identify their characters strengths, build self-awareness
and understand how to utilize them. Preparing students through lots of awareness and
workshops with life skills such as: optimism, resilience, growth mindset, engagement,
and mindfulness amongst others, builds on possibilities for the development of students
with SEND. Counselor iz available for students during the school time. Positive
reinforcement and rewards are always in place to support students. Strengths are promoted
and weaknesses are acknowledged, and support is given for improvement.

f. I have a special relationship with each child I work with, having different approaches
to make students feel secured, loved and safe is key to ensure they flourish. Character
strengths is essential, this kind of language is crucial. Even before officially introducing
Wellbeing, our school was still working on students’ personalities and building their
strengths ... we believe that the nicer you are, the more successful adult in the community
yvou will be. Recognizing emotions through more positive educational approaches in and
out of class is crucial. Our school is a small school with a nurturing ethos. Again, team
approach where parents, class teacher and child are all involved. We all hold a
collaborative responsibility towards ensuring flourishing individuals. We always frame
success around character strengths. We provide an explanation as to why something was
great. Children praise each other in the same way. Emphasis on the power of vet is also
key for students with SEND. They have to stay optimistic and think that they are not at
the required level wet, but they will reach it. Optimistic thinking prevenis learned
helplessness for students with SEND. Reflecting back on what they could not do before
and what they can now is important.
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£. Students took an online questionnaire that analyzed what their character strengths are,
followed by sessions where students were asked to explore their character strengths,
identify them, share them, discuss them and question how identifying them might be
helpful to become better learners and learn about how they learn. When me and my staff
discovered what our character strengths were, we made a display board with our
character strengths. We would then sit with kids and ask them which one you think are
my character strengths, you know me as Mr. X and they surprisingly get almost 3/5
correct, so 1 would positively reinforce them and tell them wow vou know me well,
making things collaborative and interactive and prompting to kids that a big part of
wellbeing is to talk and to share. Students with SEND at our school are pretty good at
talking and sharing especially successes and we encourage them to share weaknesses as
well. When applving positive approaches, vou identify the student by his/her skills and
competencies and use these strengths to help them overcome challenges. Strengths are
identified in [EPs, teachers and Inclusion team use these sirengths in lessons and when
setting targets to build confidence and to motivate students. Positive praise is always
encouraged, the school ethos is not to sanction but to provide rewards to be worked
towards. Wellbeing surveys are conducted with the siudents. The school is then able to
act on this feedback. Wellbeing is alwavs on top of the agenda.

h. Teachers and students filled a survey (Be a friend survey) focusing on character
sirengths. . working towards your strengths to flourish and help boost vour optimism to
reach flow and gratification for all students including students with SEND to develop
long term fulfillment. It is important to revisil surveys because strengths may change. ..
have a look back at surveys to reflect on how character sirengths change during the vear.

3. Describe whether studenis with SEND atiend counselling sessions whenever needed
and are comfortably able to share their difficulties and confident that their problems
will be dealt with effectively by trustworthy staff members?

a. The SEND Team is always available, and students with SEND seck support whenever
needed. The team works collaboratively with teachers, counsellors, learning support,
school staff, parents and students to support diverse learning needs and ensure
opportunities for academic, social and emotional success, safety and security. Students
are given chances to maximize their potential without barriers to learning.

b. I would say that the importance of counselling is recognized by the vast majority of
stakeholders. Building a rapport of trust with the student is very important.

c. Students with SEND who have concerns, not being able to get homework done or any
other issue usually convey their concerns, we then communicate with them and
consistently refer to counselor. Peer referral to pick up on things is essential.

d. Even if students with SEND cannot exhibit their likes and dislikes or voice out their
concerns, teachers should pay attention to their body language. In the vounger years, a lot
of positive praise and reminders really can help keep the child positive. As a school, we
focus on wellbeing and on items that are not only academic but life skills that ensure the
child is a well-rounded and kind person. We work on managing feelings and a lot of
positive praise again. Pause checks and counselling sessions were still carried out during
Distance Learning (DL). Students feel punished during DL... it is like having been put in
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solitary confinement it’s not natural being put at home for that long...s0 we will face
challenges, social and emotional regression in September.

€. Normally students go to trusted staff or tutor advisor and then from there it would be
taken through from the procedures set down to reach the counselor. Failing going to a
member of staff that they trust, you do find with a couple, you may find them seeking to

friends and then friends referring, so there is a big support between work in place if things
do arise.

f. The SEND Team (name has been anonymized for confidentiality) refers to a sanctuary
island theme to instill hope. Counselor joins an office with the SEND team to ensure linear
and comprehensive understanding and consistency. Depends on their diagnosis as children
with communication and language difficulties obviously find this much harder to do...or
in some cases do not even see the importance of it. Staff are very aware of who these
children are and plan accordingly to help them. [ would confidently say that all of our
children feel valued and listened to. The counselor at our school is very good at what she
does. All of the children with SEND feel comfortable to approach her should they need
to. That said, students with communication and language difficulties would obviously find
this more of a challenge. Counselling sessions normally start by ensuring the environment
is secure and comfortable for the student.

g. The SEND department explores the child’s needs and once they establish them, they
learn how to endeavor pupil voice “hear it from the pupil”, pupil voice is so powerful,
pupils are the ones who are conveying the message from their experience. If the team
dismisses it, they might be dismissing a whole area of work and opportunities that could
be very successful; taking the time to listen provides great opportunities to work with
students with SEND. When issues become “trickier”, the team refers the student to the
counselor. We have continued proceeding with counselling sessions, academic support or
just regular check ins during DL. When students develop a need or a barrier to access
curriculum, we interfere to drive their motivation. Keeping kids motivated is hard during
DL so checking on kids is essential. We follow up on all students and specifically students
with SEND who we feel are in need to ensure they meet their targets and how they are
feeling. It is important to shed light and take into consideration parents’ wellbeing to make
sure that their wellbeing is able to support the wellbeing of their children during these
uncertain times. We are always mindful of wellbeing of parents to avoid them from
feeling overwhelmed... to give tips and guidance to look after themselves and support
their kids to support wellbeing all around. Projecting positivity on their children is
essential to their wellbeing.

h. Students have always been open to counselling. It is actually still ongoing during DL,
we have separate forms for confidentiality specifically for online depending on age and
competency and we found quite a lot of need- eating habits for older students exposure to
social media affecting body image.. because of situation we are in and the lockdown. .
students are being exposed to social media on a daily basis...so we are working towards
enhancing this.
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4. What methods, approaches and provisions do you offer to support studenis with
SEND to enhance their school attainment, academic engagement and allow them to
erceive mistakes as opportunities for learning?

a. Praise is essential to support students with SEND and enhanee both their academic and
social wellbeing. In fact, as laid out on the school website, both formal and informal
assessments contribute to an understanding of a student’s relative strengths and potential
barriers. All staff are committed to early identification in order to proactively understand
and meet children's needs. Provision is designed to promote confident, independent
learners. The Inclusion staff offer infout of class support.

b. Our school tries to keep same member of staff whenever possible to avoid change of
routine for students with SEND attending one-to-one sessions, they are already
comfortable being around same staff. . .this eases the transition.

¢. Students at owr school are good at sharing things.. keeping them on spot through
protpts, to dig a little deeper and maintaining an open ear is essential.

d. Class size is kept to a manageable size with some classes having Teacher Assistants
and LSAs in each class depending on the need. The SEND department are available for
support and puidance for any child-focus groups where children that can sit together and
learn rather than taking one child out of the class to be taught separately. We also
highlight the idea that mistakes are opportunities to learn from.

e. All students have a form tutor, | would not say their wellbeing decreases from one
phase to another, staff see students often enough and form a relationship with them and
they would recognize if something is alarming. Pastoral team is always around to check
in on students and ensure their wellbeing in a nutshell. We have several key members of
staff that the child has access to. Offering a none-threatening learning environment, being
available whenever required to offer support, ensuring students know when and where
they can receive support and offering a positive approach.

f It all goes back to] our school ethos and hugely depends on the individual: children are
encouraged to be together from a very young age.. we address negative experiences
straight away. . use friendly terms. . .students speak to one of our students with ASD like
a baby. . .but they were not trying to be unkind to him, but they genuinely thought that it
is the correct way to interact with him so modeling and scaffolding behaviors to them to
explain what is appropriate, is essential. We also encourage and keep repeating to students
that mistakes are opportunities to learn (frame failure as something to learn from). It is
crucial to get to know them as a person before analyzing them as a learner. Use praise and
personal rewards to maintain motivation. Highlight successes. Be wulnerable
yourself. . .adults find things difficult too. Understanding students’ needs is the priority
initially and from there implementing strategies for success for each individual is key. We
provide sudents with lots of rewards for achieving targets however mistakes are always
encouraged. Team approach with parents and class teacher invelved...we focus on
teaching strategies that the child can apply to make them a more independent
learner/friend.
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. A happy child is an open leamer, if things are blocking students’ mental health and
wellbeing or emotional capacity, they are not going to be ain a place to be open to learning
they are going to be distracted by obstacles to get over. .. so we have to holistically work
together collaboratively as a school o remove barriers, emotional, academic and social
barriers that students with SEND may face. The child will be more perceptive and open
to be an open leamer when provided with support. .. because if they are not fully in it,
they will not be able to absorb information. Happy kids lead to happy learners.
Self-referral, teacher-referral or peer-referral all aid in providing students with the
required support. If let us consider | am a student at school and I am worried about my
friend, I can do a referral to the counsellor to ensure my friend receives the needed
support. Also, posters with positive affirmations are displayed all around the school. We
have a real drive with lots of wellbeing programs built into extracurricular programs to
promote thinking such as: afier school break-yopa, coloring for mindfulness, RAK proup:
Random Act of Kindness: group of students look together to see how they can speak
kindness around school, we make sure to include students with SEND within the
extracurricular groups. As a school, we try to move from the medical model of inclusion
to the social model as laid out in the KHDA updated framework and guide to promoie
positivity. We are all humans and we all have the right to education. .. we are all learning
the same topic but I coach teachers to enable all siudents to reach top of the mountain
with different routes, easy, medium, challenging. .. there is no one way and kids take
whichever path helps them and is right for them.... we will all reach the top of the
mountain, the outcome is the same, but we might take different path to reach it. Strategies
are provided to all staff and embedded within classroom. . .social model 18 great.

h. Wellbeing and counseling team is the driving force behind students with SEND.

5. How would vou describe your approach with siudents with SEND and their
relationship with peers in and out of class? [How does it impact their wellbeing?]

a. [ had a kid with SEND with very poor behavioral choice reputation, so 1 built with him
a positive relationship from day 1 afler an incident with his classmate, based on his
interest. Week 2 of school year, he flipped.. . we had such positive relationship-we
therefore have to make time for students. ..we cannot see them as block of 22 students,
we have to get to know them individually since the start of school. Students with SEND
have to know that we like them and value the contribution they make no matter how small
it is... on a daily basis and they have to leave school feeling valued because of their
contribution. Staff would aslk: What have yvou done to turn that child around?” and it is
frankly just keeping my door open in the morning and welcoming and greeting him by
sayving: good morning X and when he leaves, | would make eve contact and say good
afternoon. . .tiny details that build a big picture of positive education. Listening to all
students is crucial. We should refer to the student as an expert in hisher
strengths. . .showing that we are interested and value students® opinion’ strengths and
support their challenges is key. Recognizing when students are out of source because
some students are not able to express how they are feeling and understand the forms and
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functions of behaviors will aid both students and teachers to feel well and confident within
the classroom setting.

b. Communication is key! Sometimes when you are on duty or lunch time, students find
you and want to talk, but it is not in the right sort of area to talk about whatever it is they
want to talk about. It is important to get to know students really well even if vou see them
once a week (i.e. music/art class) ... it's a matter of getting to know their strengths and
challenges. It really does vary from student to student. Personally, I aim to build a rapport
very gquickly by inquiring into their likes and dislikes and engaging in conversations as
much as possible with them. Reparding their interaction with peers, it depends on their
ability to work with others. Some non-SEND students, typically developed peers, are able
to convey the situation and are supportive when paired with them. Knowing these pupils
is key to enabling a successful lesson where all students including those with SEND feel
valued and supported.

c. Individual reward schemes are implemented consistently. Students ofien come to me if
they have any concerns.

d. Children are encouraged to be kind and helpful and again, we as a school, focus more
on nurturing well-rounded people than just academic wizards. Children are set up with
different peer groups to learn about other children’s strengths and challenges while in the
classroom and during mini tasks. This could be from taking a walk around the school
looking for shapes in a group of 5 children who are not usually playing and have them
work together and talk to each other. A lot of support is modelled by staff and the children
really notice how adults react to situations and how support is praised. Peer play can be
difficult and usually the child has only a few children he will include himself in play with,
however teachers should encourage them and keep an eye on their progress. Children
react differently to reward systems -one child may see the stickers as achievements they
have achieved and others as how differently they should be to please the teachers.
Communication comes in various forms-sometimes non-communicative and how we
react to those will influence the future trust and communication

¢. Communication comes in various forms-sometimes non-communicative and how we
react to those will influence the future trust and student-teacher-peer communication.
Building confidence, self-esteem and an honest and open approach.

f. Peers can recognize diverse needs and it boils down to teacher approaches, attitudes
and parents in class and how they talk to their children and include that child with SEND
(is he invited to birthday parties? Is he looked down upon?). Behavior is a communication
of behavior state of either a lack of structure at home or whatever is going on with the
student. There is no a magic wound for students with SEND but almost all children
respond well when they are given time and support. They should understand that we care
for them.. . feeling of trust and self-security is essential especially for students with SEND
who might have additional vulnerabilities than typically developed peers...even if they
cannot wvoice their concerns, their body language shows whether they are
happy/sad/confused.
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2. Sudents are very articulate and communicate verbally by expressing their feelings and
emotions. They respond positively to positive reinforcement and reward mechanisms
which highlight the idea of wellbeing. Through consistent support and reward
mechanisms, students will have a better chance to flourish and will display an enhanced
motivation to leamn.

h. Finding what interests the child, tapping into interest to be able to engage in
conversations and relyving upon strengths is crucial.

6. What does your school offer to ensure not only the wellbeing of students with SEND,
but that of teachers as well, to empower students through the empowerment of
[+teachers?

a. Wellbeing program was put together when wellbeing started to become a fashionable
word, we facilitated yoga and mindfulness classes in and out of class which the school
coniributed to financially to make sure that everyone was mindful. Speakers were invited
to explain how looking after ourselves is as crucial as looking after students- we cannot
keep giving, we have to take time to ourselves. The SEND teams across the school create
and project such a nice environment where staff members can visit and throw their
concerns and anxieties, i.e.: “Can you advise | haven’t got a clue on how to deal with this
child?”...all this occurs without having a fear to ask about what to do, it is human nature
we need to encourage that...this culture does exist at our school whereas people at other
schools are afraid to say [ don't know what to do, which is difficult... at our school those
dialogues do exist.. you can consistently go and ask for help.

b. The SEND Department, wellbeing group and counselling team are always available for
all school staff.

¢. As a new comer to my school, [ was structed by how welcoming the campus is, how its
laid out around a circular courtyard fosters a sense of community, involvement and
inclusion, when you go out and see evervone in the circular area...communal areas are
lovely and you see how students are moving around in the common courtyard. .. they are
lovely. You see kids buzzing around and interacting, the environment is very welcoming,
encourages wellbeing and we have nice display boards among them inclusion. School
environment promotes inclusion, positive education and wellbeing principles. Campus is
friendly, has ramps and equipped for students with SEND & physical disabilities.
Students take a few minutes that they have to walk with their buddies, to talk and mentally
switch off for a few minutes between classes. . this is important; being able to walk from
one class to another is crucial. Some students thrive on that time between lessons to
disengage from one lesson to another and have a chat while getting ready for the next
lesson. Moving around school in groups allows them time to talk to friend and gives
chance to talk to friends and have chat about concerns, share experience with their buddies
o maintain positivity between classrooms. The same thing applies to teachers.

d. Looking after your body and mind is a reminder at school and input through assemblies,
PE lessons, having the school counsellor available for both staff and children and being
open to challenging conversations.
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e. Staff wellbeing group at school.

. Personal relationships as staff team, welcoming staff helps in ensuring teachers’
wellbeing. When [ first joined school, I had teachers walk me around to explain how
things go. Working with SEND can go from really tough days-full time one-to-one, if
child having a bad day... | mean this can have a massive impact on us teachers and
educators...we have to be vulnerable in front of other team members and teachers. _.say
we cannot do it, we need a break, it is only normal. Being proactive and purposeful about
everyvihing helps students with SEND and teachers.

Wellbeing of Pupils: Access to YouHue app for K352 pupils. Buddy scheme.
Students and Staff: School counsellor based in SEND Team for pupils, parents and staff.
Staff: Social evenis organized (even during Distance Learning). Weekly yoga. Treats in
the staff room. Check ins with SLT.

z. Random Act of Kindness club would ofien prepare handmade cards for teachers to
show them how amazing they are to boost their confidence with a note: Lots of love from
the RAK club. Positive education and wellbeing are embedded in work relationships, very
good team to be part of. The school is slowly trying to introduce changes related to staff
room...the plan for September is to redesign the staff room to make it a place for
sanctuary to talk share, sit on bean bags, listen to music, engage to want staff to access it.
Yoga, Pilatus and meditation that go into extracurricular activities and within lessons with
the main drive forces the focus on character strengths, identify them and how you can use
them as educators to help yourself and others to access curriculum. Everything is
transferrable from class time to social time, home and community.

h. Wellbeing strategy group which covers the three schools and then we have different
groups within the schools, we have one in secondary and they aim to redevelop staff room
and make it a good space for teachers while revising policies to ensure wellbeing is
accounted for...Y oga sessions online. There is no policy for wellbeing, yet there is a vision
to statement to ensure fundamental principles that run through everything. . finance policy
and annual leave policy should have a wellbeing eye over it to consider how people feel
during these situations. We look at every policy to make sure whether wellbeing is
considered in every policy. We look at behavior policy to check whether it is really about
positive behavior. Policies are made accessible on school website for staff, students and
parenis. Wellbeing for teachers during DL: it has been really hard and difficult for
evervone so much fear and uncertainty during these times, but school is trying to do their
best to encourage talking to colleagues, let them know what your problems are and how
they can help.
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7. How are supportive friendships, buddy-systems and anti-bullying initiatives among
peers and students with SEND actively encouraged?

ek

a. Our kids are naturally inclusive, yet during play time students go off in different
directions, students with SEND would sometime spend time in isolation especially those
with ASD, Autism Spectrum Disorder, the library is a familiar place to them, so it is
important to nudge them out of their comfort zone to include them in games playing on
field, and we as teachers should be conscious to aid in this transition, conscious effort to
make sure they are included. Delegating students responsibility is very important (i.e.:
would you do me a favor, when you see X going to the library could yvou ask him to go
the playground with you to avoid him from being secluded?) The school came up with a
Gardening club for students who were not comfortable to play sports or take part of big
groups. .. they would water the plants and they would have discussions. .. this opportunity
helped a lot. In fact, bullying goes on in many schools and it is the level to which it is
allowed to escalate which is problematic in schools- it does not escalate at our school- as
soon as things become evident, the school takes action, we even have an open door policy
for parents to report any incident— our parents feel comfortable that they can go to the
counselor as soon as there is a problem. The school has a behavior policy and anti-
bullying policy...sanctions against behavior incidents within the school- policies are
posted on school website and made accessible to all parents- there should be no surprises
to parenis. A set of programs for specifically friendship issues set by SEND Department
and SEND team where high ability students who are very capable are mixed with students
with SEND to model organization skills to alleviate stigma and enhance positive peer
perception. Even high-ability students can go to SEND team and SEND team to break
down that negative self-perception and avoid students who are aware from thinking that
SEND Department is only for SEND.

b. We spend a lot of time building relationship with students with SEND, that’s a massive
part of my role personally and | have continued to have one to one meeting during DL,
somelimes students just need someone to reassure them (checking in) and sometimes they
just want someone to have a chat with to make sure they are okay with the
workload. . falling out with friends.. kids would want to talk.

c. Assemblies that look at awareness and disabilities help to alleviate or remove stigma.
We are a tolerant school... we do not tolerate bullying at all, but we understand bullying
happens, but no serious cases have been witnessed, zero bullying policy, no name calling
or labelling, and the anti-bullying policy is made accessible on school website.

d. [ have not seen bullying with the child [ work with, as 1:1, however some children talk
to him differently than how they would talk to another child as they think he might not
understand them, hence the necessity of trainings and workshops not only teachers but for
students as well. Things are dealt with sensitively, every bullying incident is different, so
counselors assess the situation to address it properly. [ can speak from experience from
my daughter and as soon as I brought it forward, it was dealt with and [ would get
feedback to how it was dealt with. My daughter even felt that it was handled correctly.
As a parent, [ need someone to look for my child... as a parent and [ got exactly what |
needed.
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¢. The whole ethos of our school is about community and looking afier one another. If the
adults model treating each other with kindness and equity, then the children follow the
same pattern. Pastoral care days are also essential. Moral education sessions, pastoral care
days and anti-bullying incidents.

{. Friendship social group has been set: it was interesting because that child with SEN
does not usually see classmates in playground and in class keeps himself to himself, yet
we guided and explained students on why we are having this social group, and child with
Autism Spectrum Disorder (ASD) came and sat with us and he initiated conversations. ..
taking him out of this busy and hectic environment impacted him positively. They can
exhibit emotions; it is a matter of structuring the environment. Strategies and provisions
should be child-centered, proactive and engaging. All behavior is a form of
communication. Keep a low arousal approach. Encourage reflective practice. Class wide
and individual reward schemes implemented. Bullying occurs but not any more so than a
child without SEND. No school is free from bullyving, but our school has a low incidence.
All students are close with their class teacher or a specialist so would know who to report
to. Failing that, they would tell a parent and open the channel of communication that way
instead.

g. The school organizes awareness days, celebratory days, built into innovation days,
cultural awareness days and mental health awareness. All the activities are centered
around positive mindsets towards differences in peers and disabilities and how they can
help one another. The school focuses on the community itself in terms of CAS project at
IB level, so students divide projects that are going to be kind of charitable within the

community. Students with SEND receive one-to-one support during projects that are
differentiated according to their needs.

h. Peer mentors which are year 12 siudents trained in mental health, first aid, have a
recognized qualification from _ (funded by school) and attended
trainings in body image course and they delivered those courses to year 7 students as they
facilitate to smaller groups around body image and self-worth. We have even tried to
continue during lockdown. Inclusion should be integral to any tolerant community, and
as such individuality and diversity should always be celebrated. By valuing the
uniqueness of our students, we recognize that they are all able to make a difference.

8. How does the school provide a variety of occasions and consisient communication with
parenis who wish to discuss the progress and concerns of their children with SEND
or possibly Individualized Education Plans (IEPs)?

a. Some staff have mixed attitudes towards SEND, but it is important for stafl meetings
to take place and as a class teacher vou have to pushed backwards to the direction of the
IEP especially that we have 22 students, so we have to be followed consistently to stare
us on track to ensure [EP targets. It is challenging because a whole load of teachers have
different challenges, understanding, perceptions and attitudes on SEND. It is the shared
responsibility of all staff to work collaboratively to support these studenis on their
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individual journeys through their education at our school and beyond. Parents can also
email, call or send a message should they wish to get in touch.

b. We have an open-door policy, parents can contact school to ask for appointments, email
teachers to inguire on students’ log and progress.

¢. Parents are always welcome to share their concerns.

d. As a parent, [ can say ves. Senior Leadership Team are at the gates in the morning and
afternoon to greet children and there is a chance for parents to talk and gather in the
courtyard creating a family and community feeling to convey any concerns. As an LSA,
1:1 with a child with limited vocabulary, | discuss the daily events with the parent when
collecting the child every day. The parents also talk to me in the morning about any issues
from the previous day and sleep pattern etc. Parents are always invited to talk to the class
teacher and the SEND department as they need. Meetings are held to discuss the [EP
consistently. My relationship is very personal with the child and their family and
communication is daily.

e. Communication with Parents: being available at the parents’ evenings so they have
individual parents’ evenings, we always make sure we are there to touch base with our
students and give other parents the opportunity to approach us if they have any
concerns...and have a chat to support them and follow up whenever needed. We keep a
log of records to ensure consistency and a standard of great observations, very meticulous
with dates and times and deadlines to ensure successful ouicomes.._.it is not always
possible, but we make sure to update everything on students’ profile and records to ensure
ongoing documented log. If a teacher is absent, the transition would be easier and a way
of being up to date with the student’s observations. .. which are crucial elements to refer
back to. The nature of our work.. the issues we discuss with parents and their kids®
vulnerabilities are very sensitive...therefore, touching on previous meetings to relate back
gives parents a sense of reassurance that we are listening.. it gives them a sense of safety.
Parents can email, attend parent-teacher consultation evenings and regular coffee
MOornings.

f. Everyone should be involved in IEP process, it does not work perfectly all the time...
irying to negotiate meeting time could be a bit of a hassle since several teachers have to
attend. .. but it is a collaborative work with the student’s contribution, teachers have a
copy and they are encouraged to visit it quite often. Weekly inclusion meetings ensure
everyone is on board. Revisit IEPs 3 times a vear to check evidence of progress.

g. First and foremost, the structure of the pastoral team provides support to students with
SEND and parents. Every student is within a tutor group who registers them throughout
the day, the tutor is the first person of contact in case parents or students have any
concerns, It is more of a filtration system where the tutor then makes the connection with
the remaining team. Parental communication: most things to do with communication lies
on collaborative approach, always meeting with parents collaboratively to ensure
covering essential points through a linear understanding to ensure consistency...even
teachers have to be present in meetings o they can feed into what problems may arise.
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| h. We have an open-door policy and meet with parents quite often. |

9. What recommendations do vou suggest to befter serve, enhance and ensure the
wellbeing of students with SEND in a positive, inclusive and mainsiream flourishing
environment?

a. Training and awareness on SEND for all teachers, some teachers have different

attitudes and understanding on disability, positive education and wellbeing principles

[b. NA |

[c. NA |

d. Children need to get a fair education and that does not mean it is fair for the entire
year group to focus on one item uniil all the children undersiand this item in specific. . .as
each child leams at a different pace and [ feel that our school does this very well. . .there
are always more challenging items for higher ability children and no pressure for the
lower ability children to meet the same expectation, we ensure personalized,
differentiated and individualized learning tasks.

&. More support staff working within the school.. .more physical space for students to
attend.

. With DL experience, it has taught us that we can do things differently through high
quality meeting so people can come prepared before meeting. . .see it as an opportunity
to talk and discuss than an opporiunity to moan about.

2. Some teachers are far more aware of child’s needs than others so additional
trainings on [EPs are needed.

[ b NA |

10. Discuss whether building a supportive, positive, inclusive and well-school community
is recognized as importani as raising academic achievement by all stakeholders at
school irrespective of disability at your school?

a. One challenge for students is the change of teaching style from one to year to the next. ..
which can quite frankly be brutal for some.. s0 easing transition is key...teachers
introduce each other to students with SEND in September to understand what they can do
rather than cannot do, their likes, interests and dislikes. ..forming this relationship with
the help of the former teacher is essential and alleviates the student’s anxiety. Our school
staff aims to work effectively with parents to produce young adults who can enter the
world ready to make a difference, feeling confident in themselves and their abilities. The
Aims of the Pastoral Care System are to encourage students through positive affirmation
and rewards, maximize student’s individual potential, develop students” independence,
resilience and life skills, promote responsibility, self-esteem and respect and be aware of
the community in which they live and contribute positivelv to the lives of others.
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b. I believe the wellbeing of students in school is given huge attention.

¢. We have many dedicated days to various themes in order to give the students memories
and positive experiences. The daily assemblies are chosen to reflect inclusivity and
positive messages o students.

d. Focusing not just on academics- focus on learning how to be a good person and | have
seen all the way through since | have been at our school. .. that it is not just about fostering
children academically, but we are good people and we have strengths to push for being a
zood people.

e. Inclusion is a priority at our school. Sometimes if you do not address academic issue,
you can end up with a wellbeing issue, affecting self-esteem and confidence, they work
in parallel and go hand in hand. There is a fine line between the two, getting to know the
kids. .. getting them confident and gain their trust is essential to ensure their social and
academic wellbeing. Without a positive and support ethos, academic success will not be
achieved as effectively.

. We strive for the child to be more independent on their work tasks and daily routine.
We have prepared a good program for DL studies where LSA were involved in building
plans and separate curriculums on a weekly basis... having LSA to ground us was very
helpful. However, young students are struggling emotionally...that coming from not
being with friends in plavgrounds, however virtual counselling sessions are still taking
place. Some children if they were not already seeing a counselor, they might be reluctant
to secing a new unfamiliar face. Some students enjoyed being behind the screen in a set
of routine on their own, while others preferred being physically around teachers and peers.

g. Inclusion is at the top priority at our school and we try to align all our policies with the
updated KHDA Framework The school supporis the philosophy that education goes
beyond the limitations of the classroom. Consequently, there is a varied and exciting range
of extracurricular activities that are inclusive for students with SEND. The important
thing for students is that they are given the opportunity to experience new areas of activity
and to develop as individuals with a range of interests that go beyond the school-based
years. Our school, as mentioned on the school website, is dedicated to the emotional,
physical and social well-being of every student. Our aim is for every siudent to live
healthy, sage, productive, capable and responsible lives; also, to be known and feel part
of the school community and to be valued for who they are as an individual. The Pastoral
Care System is designed so that students are supported in all aspects of school life so that
they achieve their individual potential as well as being prepared for the rigours of the
outside world.
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In secondary school, we encourage students to be enterprising, creative and independent,
supporting them in effective transitions, positive learning and educational/career choices
and in achieving economic wellbeing.

Secondary students adjusted quite easily to Distance Learning as they are also very skillful
in the use of internet.

h. In our area, in terms of counselling it is very much of the emotional support whether it
is using screening to understand whether there is anxiety or signs of depression or just
helping with self-esteem or self~identity issues to understand what children need. [ get
students sell~referring to me more than any group, someone could be quite high achieving
academically but struggles with concentration, possibly with undiagnosed ADHD, so |
would then have to refer to different team members or ed-psych to ensure consistency.

End of Interviews

Source:
Booth, T & Ainscow, M. (2002) Index for Inclusion: developing learning and participation in
schools.

Booth, T. & Ainscow, M. (2011). Index for Inclusion: developing learning and participation
in schools. “3 edition”. Bristol: Centre for Studies on Inclusive Education (CSIE).
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Appendix 3: Documents/Posts Related to Positive Education/Wellbeing Practices (Explored
School)
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self-Regulation
This week |1 would like you to focus on your body!

You need to be listening to how it feels throughout the day and notice how LEVEL1
responds to the world around you.

. . N . . Body: a littie bit cold and retaxed muscles
This is rather fricky and will take a lot of practise, so you need to be doing it

every day. Both mum and dad will help you. Mind: nothing Is happerning

Below there is a chart that | want you to use. You need to listen really What others see: focused
carefully to your body in order fo use it well.
There is no right or wrong answer.

LEVEL 2

Body: feel a bit nervous

I am fidgety
| am struggling to concentrate
| feel over excited
| am being silly

Mind: worried I'm heading to red

Iam calm What others see: fidgeting, staring off info space,
1am happy not listening
| feel focused

| am ready to learn

LEVEL3,

My engine is running too low. | am fired
| am demotivated
| need to do something stimulating | feel bored
to wake my body up. I 'am moving slowly

| have sent mum and dad d list of strategies which will help your engine run
‘just right".

You can fry these strategies throughout the week; some will work really weill
and others won't suit you at all.

Make a mental note of what is working best for you. © SALAT HINDS. TOBITHEN PAGE 3

On Thursday, leave me a message below letting me know how you feel you
are getting on with this task.

A reflection on my distance learning experience

Something that makes me feel... Something that makes me feel...
worried curious
is if - is sad and | is what we do in our
don't know why work. Making chocolate
because | like him to be made me very curious.

happy.
re) | |

L

Something that makes me feel... Something that makes me feel... Something that makes me feel...
silly grateful excited

is wiggling when - is is when | play with my

around to make him family after my work; |

laugh. feel all the emotions!
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I TEACCH - Week 8

English: work with teacher
Little Red Riding Hood - sequencing

Adult to tell the story of Little Red Riding Hood (using last week's script) and
presenting/pointing to the large story pictures as they do.

Sequence the story together. At the start of the week, use the set of three
cards. As the week progresses, increase to the full set.

Set one (three cards):

Tip: As the pictures for 'Grandma. what big eyes/ears/teeth you have' are
similar you may want to point fo these parts on your own or body.
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English: independent activity
Little Red Riding Hood — Talk for Writing
An adaptation based on last week's feedback.

Print story map (if possible) and give ] \cbels (like the ones below) to
place on the story map in the comect place.

Grandma forest wolf
bread mummy Little Red
Riding Hood
ran house teeth

If wou're sfill unable to print, either try to draw the map out tmﬂybe_
wiould be happy tol) or try and use the iPad.

Tip: give - three or four labels each day, not all nine in one go. If there's
one he finds difficult, present it every day.

Maths: work with teacher
Addifion — doubling numibers

You will need tweo transparent plastic cups, a bowl and semething to count
with such as pompoms.

Adult to count out an amount into one cup e.q. three.

- to do the same in his cup.

Adult to verbalise and gesture, "We have 3, add 3."

Pour them info the bowl together (could do a ready, steady, go to make it
more exciting).

Count the contents of the bowl.

Adult to verbalise, “5o 3 add 3 is &."

Repeat twice but with different doubles.

Tip: if it isn't too distracting. you could write the number senfence onfo a
whiteboard as vou go to help [l make the link between the amounts and
volues.,
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Sunday

7
Bake some ? &
treats for your 'wn
friends and ———
drop them off at their
houses for them to enjoy

14

Watch your parents’
favorite film with

them I C g I

21

Send a kind message
to one of your loved
ones who are stuck in

another country.
28
Make a
=, drink like a
S smoothie
- for
whole family to share
some healthy vibes,

Monday
1

Call a loved one to
check up on them

00 'OO

8
"A\'
.-n..,v

-g"

Play your
siblings or
parents
favorite
board game

15

Make a nice art piece for
your parents, representing
how —

28 R
2

Send a card to one of
your teachers to say
thank you for all their
hard work.

you
adore
them

29
Give a
v Q gratitude
o, gift to
your
gardener.

Tuesday Wednesday Thursday
2 3 4
Send amessage toafriend  Sing your e ) Create an at home
:Bmm m""d' Y parent's 25" cinema for your
favorite R siblings to enjoy
Do =
them.
10 11
wm > Give a compliment to  Make a list of your
Hw [_' ‘ someone in your {avourite. song/ movies to
family or one of your send to your friends to
Tarkyos o doclof o friends to brighten Chisy Shams g Qurve
nurse for their hard work their day quarantine.
16 17 18
Cr“t. a kindn'ss Take your dog for an extra- Make a card )
crdand senditto | “REmmiEetTt | CER | oy
a hospital to thank ';:cv::h g 5 ”
them 'for thm.r i
amazing service.
23 24 25
sendafunny  Play a board game '
mm A with your family after
mﬁfm school and work
up during or clean their area so
Quarantine that they feel clean.
30
Make your bed in the
morning so that your
helper or mum has
less work to do.
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Appendix 5: Relevant Extracts from the Anti-Bullying & Cyberbullying Policy

1. Anti-Bullying Policy

1.1. Rafionale:

Bl cirms to ensure that all students learn in o mutually supportive, caring and safe
environment without fear of being bullied. Bullying is an anfi-social behaviour and is
recognised as deliberate, huriful behaviour which is repeated over a period of time.

We believe there are three main forms of bullying:

-

Verbal: 2.g. name calling, teasing, insulfing, wiiting notes, making threats or
abuse of any kind, including enling or by electronic media.

Physical: e.g. hitting, kicking. spitfing, remaoving belongings, damaging
property;

Emolional: .g. ostracising, tormenting, spreading rumours, gesturing,

1.2. Expectations:

Staff work to sustain an emvironment which inherently assurmes a culiure of
mutueal self-respect within which bullying is not tolerated.

Close day to day working relationships between staff and students should
focilitate relaxed and open contact where such disclosures can readily fake
place.

Staff should promote awareness of the nature of bullying through the
curiculum e.g. in PSHE, tutarials, assembies, circle fimes and subject areds
where appropriate fo prevent such behaviour.

All staff should consistently follow the bullying report process (below) far
Frimary and Secondary.

1.3. Management of anti = bullying

-

Bullying is not tolerated ﬂ'r-ﬂnd dny reports of bullying will always be faken
serously, following the bullying report process which is closely linked fo our
behaviour procedures.

Confidentiality and sensifivity are essential in all reported cases of bullying

We will keep an open mind. Bullying can be difficult fo defect, so alack of
stoff awareness does not mean bullying has not cccured

The Senior Leadership Team have a responsibility to ensure stalf are kept up to
date with cument bullying trends, idenfification and support for bullies and
victims through appropiate fraining.

Fupils will be regularly informed that as well as their Class Teachers/Form

Teacher/3ubject Teacher the following staff will be available for discussion it
any issue is bothering them:
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1.5. Bullying Report Process

Mon negotiable

All alleged reports of bullying are:
«  Taken seroushy and carefully recorded.

s Fed back to the claoss teacher/form tuter who, in conjunction with the: [l
completes the following process.

I st

gather all evidence, investigate and decide...
‘Bl st be kept informed and involved as appropriate.

Is this a one-off incident?

7N

Yes Mo

l

Does this consfitute bullying (as
per the School Definifion)?

Yes

l

= Decide on a course of
actian,

«  Let parants know.

Constitutes
stage [ wmm |

Form aplon af action that enswres the following areazhave
bean coverad. That:

s &l feachers are oware of what has hoppenad, whals
invelved andwhat is being donea.

» Therearesuitableconsequences/sanclionsfor fhebullyand
suppartstrategiesfortnevictim,

= Parents anc children of both bully and victirm must be
made aware cf the autcome,

«  Anycuriculum support deemad neceassary has beansetup.,
Forexample:

Clrcle time

Buddias

Special assemblies

Social sfories

o Designated stall-DHT/AH, Murse

o Check-inpoints have beenestablished with the

children/arentinvolvedtosnsurethesituation has stopped

[ e

and that bath victim and bully have siottedbackintaschool

ifes.
Primary Stage 2/3 of Behaviour Disciplinary process. Arecord

Al 00000
secondary, N
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1.4.Cyberbullying

+ Al students are made aware of the impact of cyberbullying and the ways it differs
frorn ofher bullying - including the risks of misintenpretation of comments posted.

+ Parents will be made aware of students’ responsitilities in their use of ICT in school
and will offer support if cyberoullving takes place cuf of school.

L] - will take all reasonable steps to block access to unsuitable infernet sites,
including social networking sites, chat rooms and individual website owners/forums
and message board hosts. - has confrol of the filter and so is able to respond
immediately to the emergence of new sites.

0 - is aole to conduct a search of intemet use records and this is made known to
students as a disincentive for bullies to misuse school equipment and sysfems.

» Students and staff are advised fo keep a record of the bullying as evidence and the
police can be involved to enalble the service provider to look into the data of
another user.

* - will provide help and support for parents with regard to net safety ‘netiquette’,
e-safety and digital literacy are actively promoted and discussed as part of the

curmiculum.

+ Students are made agware that seme cyberbullyving activities could be criminal
offences.

* - reinforces statutory guidelines about the use of social network sites e.g.
Facebook, Twitter and Snapchat.
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Appendix 6: Relevant Extracts from the Inclusion Policy

Inclusion Policy

4 INCLUSION- PREAMBLE

4.1 This Inclusicn Policy sefs out the School's commitment to ‘People of Determinafion’ (those
with special educafional needs and disabilifies) within the context of a mainstream
curriculurm.

4.2 The School will endeavour to;
4.2.1 maximise accessibility to the School’s services, facilities and activities for all
Feople of Determination, and will take all steps to ensure that no-one is tfreated

less favourably on the grounds of special educafional needs and disability.

4.2.2 promote a culture of inclusion which celebrate: and values diversity, and inwhich
people feel motivated and confident.

4.2.3 Take action o reduce or remove bamers to ensure that all students of
determinafion con access educafion on an equitable basis with their
mainstream peers.

4.2.4 create, mainfain and disseminate informafion about services and facilifies
available for People of Determination.

5 INCLUSION — LEADERSHIP AND ACCOUNTABILITY

5.1 The School 5 responsible for ensuring all staff that are recruited have the capacity fo
acquire the knowledge and skills required to cperationalise thie DIEFF.

5.2 The School is responsible for actively enabling People of Detemmination. These
responsibilifies are delegated by the School's Executive and Senior Leadership Team fo
appropnate representatives, parficularly memibers of the Learning Support Department

(N

5.3 Support for People of Determination is a general duty of all stakeholders, including staff,
students and parents with a specific focus on promoting equality and inclusion.

54 Under these duties the School expects staff and students to work towards:

5.4.1 eliminating unlowful discriminafion;

4|
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5.5

5.6

5.4.2 eliminating harassment of People of Determination;

5.4.3 promoting equality of opportunifies for People of Determination;
5.4 4 involving People of Deferminafion in the formulation of actions;
5.4.5 promoting positive attitudes towards People of Determination;

5.4.4 taking steps to meet People of Determination’s needs wherever possible and
reqasonable;

5.4.7 identifying and analysing potential disciminatory policies, practices and
procedures in all aspects of the School's activifies.

The School has an Inclusive Education Support Team consisting of representatives of
5.5.1 School Director

5.5.2 Inclusion Governor

5.5.3 Head Teachers

5.5.4 Inclusicn Champion

53.5.5 Heads of Inclusion

5.5.6 Support Teacher

5.5.7 Inclusion Support Assistant

5.5.8 Parent Representative

The list of curent personnel is found in Appendix 1 (Faragraph 148).
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6 INCLUSION — ADMISSIONS, PARTICIPATION AND EQUITY

&1 - welcomes applicafion: from People of Determinatfion. In order that they can be
made aware of possicle entitterments and the support that is availakle to assist them to
achieve their potential in school.

4.1.1 Applicants should declare identified needs or disabilities or at the fime of
application;

4.1.2 Existing students should declare idenfified needs or disabilities that subseguently
come to light af the earliest opportunity thereafter.

4.2 Infarmation provided to the School is held in confidence and shared with relevant
colleagues.

4.3 The School is responsible for ensuring that People of Determination are able to join the
achool.

&4 The School will complete an ‘cssessment of need', including, where necessary,
consulting/working in parinership with extemal/specialised services fo develop
approprate provision upon enfry to school.

4.5 The School will provide all reasonable support, interventions, occommodations, cumicular
and examination modifications required fo enable equitable access to educational
opportunifies across all phases of schooling.

4.6 Admissions processes and procedures for Students of Defermination are detailed in fhe
School's Admission Policy.
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8 INCLUSION - IDENTIFICATION AND EARLY INTERVENTION

8.1 The - Department maintains a tiered list of Students of Determination. Identification of
needs requires sensitivity and discretion; ensuring effective relationships (with students
and families) and maximum impact of support.

8.2 Our graduated response model; is complimented by a continuum of identification
processes accordingly to the nature of need and appropriate level of response.

8.3 Tiers of identification;

'G e ner(]| +Provelonledby Y[ lose

Kentified gaps.

Learning Support «veree newnin oo o

+ Alert Bt to ldentify and monitor students with]

AE N prO‘ViSiO n potential bamrers to learming

» Provision aligned to indivdival needs

+3pecific needs create bamiers to lkearming.

S EN D prOVI.Sion « Partnerships with parents and students tan-d
(Students of Determination] S s e ot

8.4 The following codes will indicate priority on the register. Only Students of Determination
[Yellow and Red categories) register are formally identified to KHDA:

- Register Identification | Descriptor

BLUE Internal identification + monitoring/short-term provision

Internal identification + significant ongoing need and/or

provision
GREY External identification + monitoring/short-term provision
RED External identification + significant ongoing need and/or
provision
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Appendix 7: Relevant Extracts from the Parental Complaints Procedure Policy

1.7 This document explains the feedback/ complaoints procedure. This procedure is not
intended to be the only means by which parent and pupil feedback is listened fo and
addressed, but it is an essenfial tool. If it becomes necessary to alter the fime limits and
deadlines set out within this procedure, you wil be advised accordingly, given an
explanation and provided with revised timescales.

This docurment does not apply to complainis about:
*+  Pupil admissions |

+*  Pupil exclusions

« Ilrons

*  Appedls relating to intemal assessment decisions for external qualifications
+  Disciplinary issues relating to members of staff

1.8 Anonymous complaints will be considered on a case-by-case basis and may or may not
be examined under this document. You may raise an anonymous complaint or ask for
redaction of your personal defails using the Feediack form on the parent portal.

2 THE COMPLAINTS PROCEDURE

2.1 All complaints will be handled sericusly and sensitively. They will be acknowledged within
five working days if received during term time and as soon as pracficable during
holidoy perods. It is in everyone's inferest to resolve a complaint as speedily as possible:
the school will complete the all stages of the procedure within 28 days.

2.2 Following resoclution of a complaint, the school will keep a written record of all complaints
and whether they are resolved at the preliminary stage or proceed to a panel hearing.

2.3 At the school's discretion, addifional records may be kept which may contain the following
information:

* Daote when the ssue was raised

Mame of parent

Mame of pupil

Descripfion of the issue

Records of all the investigations (if appropriate)

Witness statements (if appropriate)

Mame of member (5) of staff handling the issue at each stage

* Copies of gl comespondence on the issue (including emails and records of phone
conversations)

- - - -

-
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Twinkl.ae. 2020. [online]. Adult Colouring Mindfulness Colouring Numbers. [Accessed May

2020]. Awvailable at: https://www.twinkl.ae/resource/t-n-4271-adult-colouring-mindfulness-

Appendix 8: X’s Mindfulness Coloring Math Activity
colouring-numbers
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Appendix 9: Suggested Provisions
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{ )
Angry/Mad

BN
'\ ; Scared/Anxious
\\ "
RN
m Sad
~

. o
e

)
CalmMappy
The SLP Solution. (2020). Mood Thermometer Activity - The SLP Solution. [online]. [Accessed
May 2020]. Available at: https://www.slpsolution.com/blog/randomizer/mood-thermometer-

activity

Feelings Chart
Describe How | feel What | can do

I need some help!

’/‘
=

L

m really upset.

',./‘
[ (@
\\.\ -
I've got a problem.
==
2 e
—
Things are pretty good.

C:V\\;c
% N

Feeling great!

Teachers Pay Teachers. (2020). Feelings Chart. [online]. [Accessed May 2020]. Available at:
https://www.teacherspayteachers.com/Product/Feelings-Chart-2775501
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I can mysetf by: | | when I'm QNGY, 1 use:

l. Peep breathing. The Anger Rules
2. Punching a pillow. . bon't hurt others.
3. ToKing a break. 2. bon't hurt yourself.
4. TaKing about it. 3. Pon't ruin things.

-
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gL TNy B

~ 5 L4 bt
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Angr‘y— Words

Calm Annoyed
Comfortable Crabby
Content Frustrated
Pleased Grumpy
Safe Irritated

Pinterest. (2020). Pin On Behavior Management. [online]. [Accessed May 2020]. Available
at: https://pin.it/7smFQB5
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0 :@gﬁto 7

& (@ 0""-....-5 k _,1 <
st VAL

Clipart-library.com. (2020). Mindfulness Colouring For Kids - Clip Art Library. [online].
[Accessed May 2020]. Available at: http://clipart-library.com/clipart/19-diraMEb9T.htm
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Appendix 10: KHDA’s Tips (inspired by a school in Dubai, name will not be revealed for

confidentiality purposes)

ML lao
Waar WORKS,

How teachers can support their
early years students online

=1i2)
B
L=

Have regular Zoom sessions during snack
or lunchtime so children can see their friends

KV, T NJE) las
W Wuar WORKS,

How teachers can support their
early years students online

D00 =CO===

Prepare your students for next year by
introducing them to their new class teacher

Khdadubai.  (2020). How Can
Students Online? [Mobile

SRS Las
W Wear WORKS,

How teachers can support their
early years students online

0
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b
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mmmm I I

Keep as much of the positive classroom
reinforcement as you can, like house points,
Star of the Week, and class mascots

N 8J)ilas
‘—*n ’ i ﬁ J WuarWonxsx

How teachers can support their
early years students online

ev@;
)@(

A

Ask your students how they’re feeling.
Help them express their emotions

Teachers  Support  Their  Early  Years

Instagram]. Available at:

https://www.instagram.com/p/CBQ2J64JAej/?igshid=b9tvr4ivbfji



Appendix 11: KHDA’s PERMAH Model

0000

ENGAGEMENT RELATIONSHIPS CCOMPLISH)

E oo the reqular the creation of a sense of the belief and
the right balance development of authentic, connection to ability to do the

of heartfeit our strengths - energizing something bigger things that matter
positivity to boost those things connections than ourselves most {o us
our resilience we're good at and
enjoy doing

KHDA ‘PERMAH’

Knowledge and Human Development Authority (KHDA). (2020). Adults@School Wellbeing
Survey [online]. [Accessed July 2020]. Available at:
https://www.khda.gov.ae/en/adultwellbeing
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