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Glossary 

ACEs   

Adverse Childhood Experiences are defined as traumatic or stressful 

experiences that occur during childhood, which can directly harm a child or 

affect the environment in which they live. 

ALN  

Additional Learning Needs – Refers to pupils who require additional support to 

access education due to learning difficulties or disabilities. 

ALNET 

Additional Learning Needs and Education Tribunal Act – A law in Wales that 

sets out the statutory framework for supporting children and young people 

with ALN, replacing the previous Special Educational Needs (SEN) system. 

ALP   

Additional Learning Provision – Specialised educational support provided to 

children and young people with ALN to help them access the curriculum and 

achieve their full potential. 

CES  

Classroom Environment Scale – An instrument used to evaluate classroom 

climate, including student relationships, teacher support, and overall learning 

environment, to inform school improvement efforts. 

CHKS  

California Healthy Kids Survey – A comprehensive student survey assessing 

school climate, health behaviours, and student wellbeing to support school 

improvement and youth development initiatives. 

CPD  

Continuous Professional Development – Ongoing training and learning 

opportunities for teachers to enhance their skills and knowledge. 
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ESYTC  

Edinburgh Study of Youth Transitions and Crime – A longitudinal research 

study examining pathways into and out of offending among young people in 

Scotland, focusing on social, educational, and behavioural factors. 

GBS  

Gatehouse Bullying Scale – A validated tool used to measure the prevalence 

and impact of bullying in schools, assessing students' experiences of 

victimisation and perpetration. 

HEIs  

Higher Education Institutions – Universities and colleges that provide 

advanced education and conduct research. 

IDP  

Individual Development Plan is a statutory plan maintained by a school, PRU, 

FEI or local authority that sets out a description of a child or young person’s 

ALN, the ALP called for by their learning difficulty or disability, and other 

associated information. IDP’s replace Individual Education Plans (IEPs) under 

the Additional Learning Needs and Education Tribunal (Wales) Act 2018 

IEP  

Individual Education Plan – A personalised plan developed for ALN students, 

outlining tailored support, learning goals, and strategies to ensure they 

receive appropriate educational provision. 

ISS  

In-School Suspensions – A disciplinary action where students are removed 

from regular classes but remain within the school setting to complete 

academic work under supervision. 

LEA  

Local Education Authority – Regional governing bodies responsible for 

education services within a specific area. 
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ODR  

Office Discipline Referral – Refers to a formal record of student behaviour 

incidents that require intervention by school administrators, often used to track 

patterns and inform behaviour management strategies. 

OSS  

Out-of-School Suspensions – A disciplinary action that temporarily removes 

students from the school environment due to serious behavioural violations, 

restricting them from attending classes for a set period. 

PBS  

Positive Behavioural Support is "a multicomponent framework for developing 

an understanding of the challenging behaviour displayed by an individual, 

based on assessment of the social and physical environment and broader 

context within which it occurs, and incorporating stakeholder perspectives and 

involvement." Gore et al. (2013). 

PECS  

Picture Exchange Communication System – A communication tool designed 

for individuals with speech and language difficulties, enabling them to use 

pictures to express their needs and develop functional communication skills. 

 

PRU  

Pupil Referral Unit – A type of school in the UK for learners who are unable to 

attend mainstream or special schools 

 

School Climate  

School Climate – The overall quality and character of school life, 

encompassing factors such as relationships, safety, teaching and learning 

practices, and the physical and emotional environment. It influences both 

student wellbeing and academic achievement. 
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SEC  

Social and Emotional Curriculum – A structured programme integrated into 

school education that aims to develop students' social and emotional skills, 

such as self-awareness, emotional regulation, and interpersonal skills. 

SEN  

Special Educational Needs – Refers to pupils who have learning difficulties or 

disabilities requiring special educational provisions. Note: The term "SEN" is 

no longer used in the Welsh education system, having been replaced by 

"Additional Learning Needs (ALN)" under the Additional Learning Needs and 

Education Tribunal (Wales) Act 2018. 

SSS  

School Safety Survey – A tool used to assess perceptions of safety within 

schools, measuring factors such as bullying, violence, and overall school 

climate. 

STAR framework  

Sit up, Track the speaker, Ask and answer questions, and Respect others – A 

classroom management and engagement strategy designed to promote active 

participation, attentiveness, and respectful behaviour among students. 

SWPBS/ PBIS/ SWPBIS  

School-Wide Positive Behaviour Support (SWPBS), also known as Positive 

Behavioural Interventions and Supports (PBIS), or School-Wide Positive 

Behaviour Interventions and Supports (SWPBIS), is a multitiered approach to 

building positive school environments for all pupils and staff within a school 

community. 

TCA  

Thematic content analysis is a qualitative research method used to identify, 

analyse, and interpret patterns within textual data. It involves systematically 

coding data, grouping similar concepts, and deriving meaningful insights 

based on recurring ideas or narratives. 
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TOCA-C  

Teacher Observation of Classroom Adaptation – Checklist – A teacher-rated 

assessment tool used to evaluate students’ social and behavioural adaptation 

in the classroom, helping to identify those at risk of behavioural difficulties. 

WSAEMW  

Whole-School Approach to Emotional and Mental Wellbeing – A school-wide 

strategy that integrates mental health and emotional wellbeing into the 

curriculum, policies, and daily practices to create a supportive learning 

environment for all students. 
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Introduction 

This section provides an overview of the global, UK, and Wales-specific context 

surrounding behaviours that challenge and disrupt in schools. It details the 

impact of behaviours that challenge on learners, staff, schools, and larger 

society. It offers an overview of current theoretical frameworks that stress the 

importance of understanding behaviour in schools from a holistic and contextual 

perspective. It concludes with current guidance on whole-school, and classroom 

approaches to building nurturing and enabling environments that support positive 

prosocial behaviours and help to reduce the incidence of behaviours that 

challenge. 

Behaviour and school climate post-pandemic: 

insights from the UK and beyond 

Since spring 2023, the Schools Research Branch within Welsh Government’s 

Knowledge and Analytical Services has investigated the long-term impacts of the 

coronavirus (COVID-19) pandemic on learners. Emerging evidence highlights 

not only the lasting effects on learner wellbeing and behaviour, but also the ways 

in which schools across Wales have adapted and continue to refine their 

approaches to accommodate the changing needs of learners. 

The pandemic impacted education systems worldwide. Studies from other 

countries have reported problems related to behaviour and mental health among 

children and young people as they returned to school following prolonged 

periods of lockdown and disruption (UNESCO, 2022; OECD, 2022). These 

challenges have been particularly pronounced among vulnerable groups, 

including those from socio-economically disadvantaged backgrounds and 

students with additional learning needs (ALN) (UNESCO, 2022; OECD, 2022). 

In UK school settings, behaviours that challenge refer to learner conduct that 

disrupts teaching, undermines learning, or presents a risk to the safety or 

wellbeing of self or others. Such behaviour typically exceeds the bounds of age-

appropriate misbehaviour in its intensity, frequency or persistence, and may 

interfere with the learner’s own development and learning, peer relationships and 

learning, or the functioning of the wider school environment. 

The current literature agrees that it is not helpful to view behaviour that 

challenges as deliberate or oppositional; rather it should be understood as 

reflecting unmet needs, distress, or lack of appropriate skills and resources within 

the immediate environment. It is best understood holistically, and contextually, 

as serving an important function for a pupil with reference to the learner’s 

developmental profile, emotional state, and broader ecological influences (Royal 

College of Psychiatrists, 2007; Biglan et al., 2012; Cogan et al., 2025; Welsh 

Government, 2022). These behaviours may be associated with underlying social, 
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emotional, or neurodevelopmental additional needs and require contexts that 

enable careful, relational, and evidence-informed support.  

Recognising the role of early adversity is also crucial in understanding behaviour 

that challenges. The Welsh Government (2021) has emphasised the impact of 

adverse childhood experiences (ACEs) on emotional wellbeing, development, 

and behaviour in school settings. Through initiatives such as the ACE Support 

Hub and the 'Children First' programme, it has highlighted the need for ACE-

aware public services, early intervention, and a focus on resilience-building. 

Acknowledging the effects of early trauma helps schools to adopt more 

compassionate, preventative approaches, aligned with wider efforts to create 

nurturing and inclusive environments (Welsh Government, 2021). 

From the perspective of behavioural science, behaviour is not a fixed trait or 

isolated act but should be understood as serving a purpose (or function) for an 

individual as they interact with the demands and opportunities available in any 

given moment and is continually influenced by the context in which it occurs 

(Hayes et al., 2012; Biglan et al., 2012). Within school settings, this means pupil 

behaviour is viewed as a product of the social, emotional, cultural and physical 

environment where it happens. Behavioural science highlights the importance of 

identifying the purpose (or function) of behaviour, to support the development of 

a broader range of flexible responses, within a context that is psychologically 

nurturing, aligned to core values and that reinforces prosocial behaviours 

(Biglan, 2015; Hayes & Ciarrochi, 2015; Horner & Sugai, 2015). This 

contextualised understanding is particularly useful when trying to understand 

behaviour that challenges in educational settings, where behaviour is influenced 

by a range of variables. These include those that are immediate, such as the 

learner’s history of facing demands and their capacity to control their emotional 

distress, but also wider influences such as peer relationships and classroom 

dynamics, staff interactions, and broader socio-economic factors. 

Behaviours that challenge in educational settings may include, but are not limited 

to: repeated non-attendance or school refusal (or absconding from class or 

school grounds); disruption to teaching and learning (e.g. persistent verbal 

defiance such as refusal to follow instructions, shouting out, throwing objects); 

physical aggression or violence towards staff or peers (e.g. hitting, kicking, 

biting), as well as risk-taking behaviour (e.g. climbing furniture, unsafe actions); 

bullying and harassment (including identity-based or online bullying, and 

behaviours perceived as controlling, coercive, or intimidating); and, sexualised 

or inappropriate behaviour. Emotional dysregulation—manifesting as outbursts 

or withdrawal—can further impact staff wellbeing, increase teacher stress, and 

strain relationships with families. Challenging behaviours can significantly impact 



  
 

 

 

  

 

 

9 

staff wellbeing, leading to increased stress and strained relationships with 

families. These behaviours may ultimately result in more frequent use of 

exclusions, both fixed-term and permanent.  

Non-attendance or school refusal 

School attendance is a critical factor influencing learner achievement and overall 

wellbeing. Following the COVID-19 pandemic, school attendance across Wales 

initially declined sharply, reflecting national trends of disrupted routines, COVID-

19 related health concerns, and disengagement from formal education (Welsh 

Government, 2022). However, more recent data indicate a gradual improvement 

in pupil attendance, suggesting some recovery in re-engagement efforts. For the 

2024/25 academic year, the average attendance rate stands at 91.8%, reflecting 

a modest improvement from 91.3% over the same period in 2023/24 (Welsh 

Government, 2025). 

Despite this recent overall positive trend in attendance, learners eligible for free 

school meals (FSM1) have an average attendance of 86.8%, compared to 93.5% 

for non-FSM learners. Additionally, attendance generally declines as learners 

progress through school, with Year 11 reporting the lowest average attendance 

at 88.2%. Illness remains the most reported reason for absence, accounting for 

3.5% of all sessions (Welsh Government, 2025). 

In response to declining attendance rates, the Welsh Government established 

the National Attendance Taskforce. Between November 2023 and January 2025, 

the taskforce provided strategic direction to improve school attendance and 

learner engagement. In additions, it advised on priorities to improve attendance, 

identified actionable steps, and shared best practices based on national and 

international evidence of effective strategies. 

While improved attendance figures are encouraging, they may mask some of the 

deeper challenges affecting learners in schools. Evidence gathered since the 

COVID-19 pandemic shows a significant increase in emotional and behavioural 

difficulties among children and young people (Children’s Commissioner for 

Wales, 2022; Education Endowment Foundation, 2023). Many schools across 

Wales have expressed concerns about the challenges pupils face to 

communicate effectively and resolve conflict, resulting in an escalation of 

physical aggression and disputes (SchoolBeat, 2023). 

 
1 Although all primary learners in Wales are now entitled to free school meals, FSM eligibility continues 

to be used as a proxy indicator of socio-economic disadvantage for statistical and policy purposes. 
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Disruption to teaching and learning 

Schools are required to manage and mitigate behaviours that are disruptive, 

including defiance, aggression, and harassment, which emerge not only in 

classrooms, but also across hallways, playgrounds, and during off-site provision. 

This must be understood within the context of schools facing challenges around 

behaviour with other demands such as financial pressures, competing policy 

priorities, staffing shortages, and larger societal stressors. Low level disruption 

can also impact negatively on classroom learning. 

Learners who exhibit such behaviours may experience academic 

underachievement, social exclusion, and reduced self-esteem, particularly if their 

needs are not adequately addressed (Welsh Government, 2021). For peers, the 

presence of persistent disruptive behaviour in class has been associated with 

increased anxiety, reduced concentration, and diminished opportunities for 

collaborative learning (Blatchford et al., 2011). These conditions can also foster 

a classroom climate that impairs motivation and peer relationships, leading to a 

less inclusive and supportive learning environment (Education Endowment 

Foundation [EEF], 2021). 

Physical aggression and violence towards peers 

or staff 

The Violence Prevention Unit (VPU) has documented significant increases in 

youth violence (VPU, 2023). The impact of these behaviours is profound, placing 

additional strain on school staff and management, increasing stress and 

workload, and detracting from the focus on other learners. Data from South 

Wales emergency departments show increasing levels of violence in school 

settings, with a 10% increase in incidents in 2021-22 and a 29% increase in 

2022-23 (Welsh Government, 2023).  

Challenging behaviour within the classroom can significantly disrupt the learning 

environment, hindering not only the progress of the individual exhibiting the 

behaviour but also that of their peers. Repeated incidents of disruption—such as 

verbal outbursts, defiance, or physical aggression—can result in reduced 

instructional time, fragmented classroom routines, and increased teacher stress, 

all of which negatively affect academic outcomes (Ofsted, 2014; EEF, 2019).  
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Bullying and harassment 

Bullying is a form of behaviour that challenges. It represents a serious global 

public health concern (UNESCO, 2019) and one of the most tractable public 

mental health problems facing children and young people (Ford, 2014). Bullying 

is characterised by three core elements: 1) a deliberate intention to harm; 2) 

repetitive in nature; and 3) a clear imbalance of power between perpetrator and 

victim (Olweus, 1994). Bullying is a social phenomenon involving both individual 

and group processes (Salmivalli et al., 1996) and is common in school contexts. 

The negative consequences for perpetrators of bullying, victims, and those who 

are identified as being both a perpetrator and a victim, are well-documented 

(Vanderbilt and Augustyn, 2010). Population studies of the impact of bullying 

suggest that up to 40% of mental health problems in young adults, including 

depression, anxiety, and self-harm, may be attributable to childhood bullying 

(Bowes et al., 2015). Children who are bullied access more school support than 

children who are not bullied and are also at increased risk of school absenteeism 

that impacts later academic attainment and employment prospects (Brown, Clery 

and Ferguson, 2011). Children who bully are more likely to show aggressive and 

violent behaviour in adolescence and adulthood (Tofti, Farrington and Lösel, 

2012) as well as illicit drug use (Tofti et al., 2016). 

Impact on staff and teacher stress 

A report by NASUWT (Better Deal on Behaviour, 2023) highlighted that 38% of 

teachers had experienced physical abuse or violence from pupils in the previous 

year, and 95% reported verbal abuse. ‘Backchat’ and rudeness were identified 

as the most common behaviours, affecting 98% of respondents (NASUWT, 

2023). 

Teacher stress is further compounded by a high workload, with the Trade Union 

Congress (TUC, 2024) identifying teachers as the profession undertaking the 

most unpaid overtime. The demands of preventing and responding to behaviour 

in increasingly complex classroom environments which may include students 

from diverse cultural, linguistic, and socio-economic backgrounds, coupled with 

administrative pressures, have led to growing concerns about burnout and 

attrition (Egan, et al., 2024). Schools facing the most severe recruitment and 

retention challenges are often those in socio-economically disadvantaged areas, 

where staff shortages lead to increased workloads for remaining teachers and a 

reduced capacity to implement effective behaviour management strategies. 

Evidence also suggests that many early career teachers (ECTs) in Wales are 

opting for supply teaching roles rather than permanent positions, citing workload, 
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stress, and the emotional demands of behaviour management as key deterrents 

to full-time teaching (Egan et al., 2024). This suggests that investment made at 

Initial Teacher Education and Induction that better prepares student teachers in 

understanding challenging behaviour and helps to foster self-care and resilience 

would be beneficial. In some cases, the burden of preventing and responding to 

challenging behaviour drives teachers to leave the profession, and this 

exacerbates recruitment difficulties and places further strain on the workforce 

(Noone et al., 2023). 

Exclusions 

The impact is on learners and families is further evidenced by a substantial 

increase in school exclusions. For example, the rate of fixed-term exclusions2 of 

5 days or less increased from 41.0 per 1,000 pupils in 2018/19 to 50.6 per 1,000 

pupils in 2021/22, while fixed-term exclusions of over 5 days rose from 1.7 per 

1,000 pupils in 2018/19 to 2.0 per 1,000 pupils in 2021/22. The rate of permanent 

exclusions also saw an increase, rising from 0.4 per 1,000 pupils in 2018/19 to 

0.5 per 1,000 pupils in 2021/22 (Welsh Government, 2023).  

Research also suggests that exclusions can mark the start of a damaging life 

trajectory where young people who are excluded from school are significantly 

more likely to experience negative life outcomes. For instance, 85% of boys in 

youth offending teams in England had been excluded from school before 

entering custody. These trends mirror those seen in Wales, where the Welsh 

Government (2023) has documented rising rates of fixed-term and permanent 

exclusions. Such patterns disproportionately affect pupils already facing 

adversity, and there is a well-established link between school exclusion and later 

involvement in the criminal justice system (Children’s Commissioner, 2020; 

Cogan et al., 2025). 

Children with Social, Emotional and Mental Health (SEMH) needs are at 

heightened risk of being excluded. Pupils identified with SEMH needs are 

disproportionately excluded from school and also experience more managed 

moves and persistent absenteeism. This group also have poorer academic 

outcomes and increased emotional distress, often due to unmet or 

misunderstood needs within the school system (Cogan et al., 2025). 

Many exclusions stem not from deliberate pupil malice, but from school staff 

lacking sufficient training, support, or capacity to effectively identify and respond 

to complex learning and behavioural needs. Budget pressures and diminished 

 
2 In Wales, fixed-term exclusions refer to the temporary removal of a pupil from school for disciplinary 
reasons, ranging from half a day up to a maximum of 45 school days in a single academic year. 
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access to specialist support further contribute to exclusionary decisions 

(Graham, 2019; Davies et al., 2021; Cogan et al., 2025). 

These issues are compounded by wider societal and systemic factors, such as 

socio-economic disparities (Institute for Fiscal Studies, 2022), changing 

classroom dynamics (EEF, 2021), technology integration, diverse learner needs, 

and the need for effective whole-school approaches (Parsons et al., 2022). 

Welsh policy context  

Schools in Wales are committed to improving outcomes, meeting diverse learner 

needs, and maintaining inclusive, safe learning environments. These 

responsibilities are shaped by several key national policies and frameworks. 

The Welsh Government’s National Behaviour and Attendance (NBAR) Review 

(Welsh Government, 2008) was a foundational policy document which 

significantly shaped subsequent legislative and guidance frameworks across 

Wales. The NBAR identified a direct link between poor basic literacy and 

numeracy skills and increased behavioural difficulties, absenteeism and 

exclusions. It stressed that if early difficulties in reading are left unaddressed, 

there was a greater chance of disengagement from learning, behavioural 

disruption, and long-term social exclusion. A key finding of the review was that 

more pupils with low levels of literacy or numeracy are likely to become non-

attenders or develop behavioural issues, particularly in the transition from 

primary to secondary school. 

In response, the review recommended that no child within the mainstream ability 

range should leave primary school without functional reading and writing skills. 

The report also strongly advocated for earlier intervention, a national lead on 

literacy, and a preventative approach to tackling behaviour and attendance. It 

called for a shift from punitive or reactive practices to inclusive, evidence-

informed, and person-centred strategies embedded in a whole-school approach. 

The NBAR report (Welsh Government, 2008) also highlighted the importance of 

training and capacity building for teachers and school leaders, improved multi-

agency collaboration, and ensuring appropriate education continues for pupils at 

risk of exclusion. These principles continue to underpin current Welsh 

Government frameworks including the ALNET Act, the Whole School Approach 

to Emotional and Mental Wellbeing (WSAEMW), and the Community Focused 

Schools model. 

The Welsh Government has issued tailored guidance to support behaviour 

management in both primary and secondary schools. The 2010 handbook for 
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secondary schools and the 2012 version for primary schools provide practical 

strategies for classroom teachers to promote positive behaviour and address 

disruptions (Welsh Government, 2010; 2012). These resources emphasise the 

importance of consistent, proactive approaches to behaviour management, 

contributing to a positive learning environment and supporting learner wellbeing 

and academic engagement.  

Education in Wales: Our National Mission (Welsh Government, 2017) places 

equity, wellbeing, and high standards at the heart of school improvement. For 

learners with additional learning needs (ALN), the Additional Learning Needs and 

Education Tribunal (Wales) Act 2018 established a unified, person-centred 

system of support across educational settings, recommending a multi-tiered 

approach to support learner needs and ensuring a consistent, equitable and 

inclusive approach. 

A supportive school culture is key to addressing these challenges, and initiatives 

such as the Whole School Approach to Emotional and Mental Wellbeing (Welsh 

Government, 2021) play an important role in fostering wellbeing and resilience 

among learners. While not specifically designed to tackle behaviour issues, this 

approach promotes a preventative and supportive ethos that complements 

behaviour management efforts across the school and within the classroom.  

The Framework on Embedding a Whole-School Approach to Emotional and 

Mental Wellbeing (Welsh Government, 2021) highlights the importance of 

fostering a supportive school culture, underpinned by emotional literacy, 

consistent routines, and whole-school collaboration. This framework aligns with 

evidence-based behaviour management strategies, reinforcing the need for 

preventative, proactive approaches that create a positive school climate. 

Although the WSAEMW Framework was not intended as a whole-school 

approach to behaviour management, several of the principles overlap closely 

with the universal, evidence-based approach to behaviour management. 

Additionally, more recent thinking suggests that many emotional, behavioural 

and mental health issues can be understood as developing from a common non-

nurturing environment (Biglan, Fry & Embry, 2012; Biglan, 2015).  

The Reducing Restrictive Practices Framework (Welsh Government, 2022) 

reinforces these inclusive aims by promoting Positive Behaviour Support (PBS), 

that adopts a collaborative, rights-based approach that seeks to create the 

conditions that minimise the risk of behaviours that challenge. PBS highlights the 

need for positive relationships and responsive, supportive environments, where 

staff are sufficiently trained and supervised to adopt proactive strategies that 

https://www.gov.wales/sites/default/files/publications/2021-03/framework-on-embedding-a-whole-school-approach-to-emotional-and-mental-well-being.pdf
https://www.gov.wales/sites/default/files/publications/2021-03/framework-on-embedding-a-whole-school-approach-to-emotional-and-mental-well-being.pdf
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prevent the need for restrictive interventions. This aligns with the evidence-

based, person-centred practices advocated in this report. 

The Welsh Government’s Community Focused Schools Guidance (2022) sets 

out a vision for schools to act as supportive hubs for their local communities, 

addressing wider socio-economic, learning and wellbeing needs through strong 

partnerships with families, local services, and community organisations. 

Community schools are encouraged to work collaboratively to remove non-

academic barriers to learning — particularly for those learners most at risk of 

disengagement or exclusion. By embedding services such as family support, 

parenting programmes, youth work, and access to specialist services within or 

alongside the school setting, this model aims to address the wider circumstances 

that may contribute to behaviour that challenges in the classroom. 

For learners exhibiting behaviours that disrupt or cause concern, community 

focused approaches can play a vital preventative role. Access to wraparound 

support—such as counselling, early help for mental health, or practical 

assistance with housing or financial insecurity—enables schools to take a more 

holistic view of the factors influencing pupil behaviour. Crucially, the model also 

strengthens engagement with families, promoting shared responsibility and early 

intervention through accessible, non-stigmatising support. This aligns closely 

with the principles outlined in the WSAEMW and offers a practical mechanism 

for delivering inclusive, community-based behaviour support that addresses the 

root causes of disengagement. 

The Welsh Government recently published a comprehensive review of practices 

aimed at preventing school exclusions, and this emphasises the importance of 

early intervention, inclusive school cultures, and the active involvement of 

families and learners in decision-making processes. It highlights the need for 

consistent application of policies across schools and recommends enhanced 

support for pupils at risk of exclusion, particularly those with additional learning 

needs and from minority ethnic backgrounds. The findings align with the broader 

Welsh policy commitment to equity, inclusion, and the rights of the child (Welsh 

Government, 2024). 

By building on such policies and fostering collaboration among schools, local 

authorities, and families, research suggests it is possible to create nurturing 

environments that support academic, social, behavioural and emotional 

development — while minimising the risk and instances of behaviours that 

challenge. 
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Summary  

Guidance from Welsh and international literature emphasises the need for 

consistent, whole school frameworks that support learner achievement, 

wellbeing and academic engagement and reduce the risk of behaviours that 

challenge. Existing guidance from the Welsh Government and organisations 

such as the EEF advocates for a whole-school, inclusive approach that supports 

proactive strategies and emphasises the development of positive social and 

emotional skills at a preventative level. Guidance suggests that zero-tolerance 

and punitive approaches do not serve to promote prosocial learner development, 

nor do they foster a supportive, nurturing learning environment.  

However, there is a lack of synthesis regarding how these guidelines are being 

implemented on the ground in Welsh schools, particularly with respect to learners 

with additional learning needs. This research presented in this report seeks to 

close this knowledge gap by identifying and synthesising best practice in whole-

school approaches to promoting positive behaviour management identified from 

the literature and school settings in Wales. Below we present a theoretical 

context for understanding behaviour in schools and the most promising 

approaches that help create positive school environments that minimise the risk 

of behaviours that challenge.  
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Theoretical context 

This review focused on whole-school universal behaviour provision, ALP 

bespoke behaviour interventions and best classroom practice. 

Understanding behaviour holistically and 

contextually: Environments that nurture learner 

wellbeing, achievement and engagement. 

Understanding behaviour in school settings requires moving beyond outdated 

conceptualisation of behaviour as a set of isolated actions or inherent traits of 

individuals unrelated to emotional wellbeing and learning. Instead, behaviour 

must be understood contextually, as a functional and dynamic response to the 

environment in which it occurs. In educational contexts, this means recognising 

that behaviours that challenge are often expressions of unmet needs or 

responses to distress, influenced by a learner’s developmental and experiential 

history, the demands placed upon them, and broader systemic factors such as 

peer dynamics, teacher interactions, and school culture (Biglan et al., 2012; 

Cogan et al., 2025). While schools must respond to individual behaviours, such 

responses should be informed by a broader awareness that behaviour is always 

influenced by multiply factors, and that lasting improvements in learner outcomes 

require attending to the wider ecological systems—social, emotional, teaching, 

and cultural—in which behaviour is embedded. 

Bronfenbrenner’s Ecological Systems Theory (1977) provides a valuable 

contextual lens for understanding the complex factors that influence learner 

behaviour at home, in school, and within the wider community (Weisner, 2008). 

The theory emphasises that development is shaped by multiple interconnected 

systems: the microsystem (such as home and school), the mesosystem (the 

relationships between these settings), the exosystem (indirect influences such 

as local authority services or parental working conditions), and the macrosystem 

(the wider cultural, societal, and policy contexts). Building on this foundation, the 

Kids and Teens at School (KiTeS) Framework (Melvin et al., 2019) applies a 

bioecological perspective specifically to issues of school attendance and 

absenteeism, offering an inclusive model that considers the needs of all learners, 

including those with and without disabilities. KiTeS conceptualises attendance 

not only as a behavioural act but also as a developmental milestone, shaped by 

dynamic interactions across individual, family, school, and societal contexts. It 

highlights that patterns of engagement or non-engagement often reflect broader 

ecological challenges rather than individual deficits alone. Viewing behaviours 



  
 

 

 

  

 

 

18 

that challenge through this expanded ecological framework reinforces the 

importance of integrated, whole-system approaches that align the efforts of 

home, school, and community to best support positive development, 

engagement, and wellbeing. 

There now exists significant international research on the positive impact of 

evidence-based strategies in promoting prosocial behaviours and preventing 

disruption in schools (Biglan et al., 2012). The Kiva anti-bullying programme is 

one example. Prosocial behaviours refer to the motivation and skills necessary 

to participate constructively in social life and to adopt meaningful, socially 

responsible roles within one’s community. Biglan et al. (2012) define prosociality 

as “encompassing the cognitive, social, and self-regulatory capacities that 

enable individuals to engage positively with others, contribute to shared goals, 

and navigate complex social environments” (p. 260). These behaviours are not 

innate traits but are shaped by nurturing contexts that promote empathy, 

cooperation, emotional regulation, and socially constructive decision-making. 

Promoting prosocial development is therefore a central aim of school-based 

interventions that seek to reduce behaviours that challenge and to enhance both 

individual and collective wellbeing.  

This work is closely aligned with the mission of the Society for Prevention 

Research (SPR), a leading international organisation committed to advancing 

science-based prevention programmes and policies that improve the health and 

wellbeing of individuals and communities. A key approach is articulating a public 

health model for behaviour change—one that emphasises nurturing 

environmental conditions that work to prevent a wide array of psychological, 

behavioural, and health problems. The SPR promotes rigorous research to 

identify these kinds of protective environmental conditions and to scale up 

effective interventions in ways that benefit entire populations. Their work 

underscores that sustainable improvements in behaviour and wellbeing must be 

grounded not only in interventions targeting individuals, but also in coordinated 

systemic efforts to transform the broader social ecology in which children grow 

and learn (Society for Prevention Research, 2004; Biglan, 2015). 

Supporting positive behaviours effectively requires a balanced approach that 

goes beyond reactive measures. While exclusionary practices such as 

suspensions, detentions, and “zero tolerance” policies may offer immediate 

solutions, evidence suggests they are often ineffective in the long term and can 

disproportionately affect vulnerable groups (Skiba and Peterson, 1999, 2000). In 

Wales, there is increasing recognition of the need to adopt evidence-based 

strategies in a move to create an evidence-informed profession (Welsh 

Government, 2021b).  
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Biglan et al. (2012) argue that, rather than being distinct problems with unique 

causes, adverse outcomes for learners, such as aggression, substance misuse, 

academic disengagement, and poor emotional regulation, are better understood 

as emerging from environments that fail to nurture due to modifiable risk factors. 

Nurturing environments are defined as possessing four components: (1) they 

work to prevent or minimise exposure to toxic biological, social and psychological 

stressors, (2) they work to richly promote, teach and encourage all prosocial 

behaviour, (3) they work to limit and monitor opportunities for engagement with 

problematic or undesirable behaviour; and, (4) they work to foster greater 

psychological flexibility—enabling an individual to access and appreciate their 

core values and to tolerate distressing feelings and not assume that all their 

negative thinking to be accurate. 

The nurturing environments framework reframes behavioural challenges not as 

problems located within children, but as products of their environments—

particularly when those environments are coercive, inconsistent, neglectful, or 

emotionally invalidating. Crucially, this highlights the close link between 

behaviour and emotional wellbeing; environments that reinforce prosociality and 

reduce aversive or unpleasant experiences also improve conduct and mental 

health and resilience. This integrated understanding provides a compelling 

rationale for whole school approaches that involve all members of the school 

community, including learners, staff, families, and external partners, working 

cooperatively to create a supportive environment that promotes positive mental 

health and wellbeing.  

The whole-school approach encompasses policies, practices, and relationships 

across the entire school, serving to promote emotional literacy, and address 

systemic factors contributing to dysregulation and disengagement. By shifting 

focus from individual pathology to shared environmental determinants, this work 

offers a coherent strategy for prevention and intervention. Creating and 

sustaining nurturing school environments is therefore not just a behavioural 

issue—it is a public health imperative. 
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Guidance on Whole school wide systemic 

approaches to building positive school 

environments 

In line with Bronfenbrenner’s ecological systems theory, and Biglan’s nurturing 

environments, which both emphasises the interconnectedness of individuals and 

their environments, schools in Wales are encouraged to foster supportive 

ecosystems that promote learner wellbeing, achievement and engagement. The 

Whole-School Approach to Emotional and Mental Wellbeing and the Community-

Focused Schools Framework both reinforce the importance of building inclusive 

and nurturing environments that support both learners and staff (Welsh 

Government, 2021a; 2022a). Within this framework, teachers play a pivotal role 

at the microsystem level, directly influencing learners’ daily experiences and 

development. However, persistent teacher stress can undermine these efforts. 

Addressing these concerns requires a holistic, multi-layered approach—one that 

acknowledges the complex interplay between school culture, leadership, and 

community partnerships. 

A whole-school approach refers to a coordinated, system-wide framework that 

embeds wellbeing and positive behaviour as core priorities across all aspects of 

school life. Rather than being limited to discrete interventions, it integrates policy, 

leadership, curriculum, classroom practice, staff development, and community 

engagement to promote a supportive and inclusive environment for all learners. 

Many whole-school models also adopt a multi-tiered structure, that include both 

universal and targeted levels of support. Universal support involves consistent 

expectations, routines and proactive teaching of academic, social, emotional and 

behavioural skills for all pupils. Universal support is aimed at early intervention 

and prevention. Targeted support provides more focused, small group or 

individual interventions for those who require additional help to succeed, aiming 

to prevent difficulties from escalating. 

It is essential to consider proactive, whole-school structured frameworks that 

support both prevention and intervention. One such framework is School-Wide 

Positive Behaviour Support (SWPBS), a multitiered approach for all learners and 

staff within a school community. SWPBS also integrates a Response to 

Intervention (RTI) model, which complements and extends universal behaviour 

management by providing a tiered approach to addressing learner academic and 

social, emotional and behavioural needs (Sugai & Horner, 2009). 

Response to Intervention (RTI) emphasise proactive, data-driven approaches to 

enhance learner outcomes. They advocate for creating consistent, predictable, 
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and positive school environments through early intervention and evidence-based 

practices (Sugai & Horner, 2009). 

RTI is a multi-tiered framework designed to provide systematic, early support to 

learners experiencing academic, social, and behavioural challenges. It integrates 

learning and behavioural strategies within a cohesive system built on data-

informed decision-making. According to Horner and Sugai (2015), RTI comprises 

three tiers: 

• Tier 1: Universal, school-wide strategies aimed at promoting positive 
behaviour, enhancing academic success, and preventing issues before 
they escalate. This level involves implementing consistent routines, 
clearly defined expectations, and proactive teaching of social, emotional, 
and academic skills to all learners. Approximately 80% of learners are 
expected to respond positively to whole-school universal supports. 

• Tier 2: Targeted interventions for learners who need additional support. 
These supports, often delivered in small groups or individually, address 
specific needs through methods such as social skills education, 
behavioural coaching, and academic tutoring. Approximately 15% of 
learners may require additional, targeted group interventions. 

• Tier 3: Intensive, individualised interventions for learners facing 
significant challenges requiring tailored support plans. These plans are 
collaboratively developed by teachers, support staff, families, and, 
where necessary, external specialists. Approximately 5% of students are 
likely to need highly individualised and intensive support plans. 
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Figure:1 A tiered Response to Intervention (RTI) framework showing 

universal, targeted, and intensive support levels to promote positive 

behaviour and learning outcomes in schools. 

Research consistently shows a strong link between low academic achievement 

and challenging behaviour in schools. Academic struggles often lead to 

frustration, low self-esteem, and disruptive behaviour, creating a cycle of poor 

performance and behavioural issues that can become deeply entrenched over 

time (McIntosh & Goodman, 2016). Learners who struggle academically may 

exhibit defiance, withdrawal, or disruptive behaviour due to frustration and low 

self-worth. Poor engagement, particularly when teaching methods are not 

adapted to their needs, contributes to off-task behaviour and classroom 

disruptions affecting both the individual and their peers. Social rejection or 

bullying linked to academic difficulties can exacerbate behavioural challenges, 

while poor social skills and emotional regulation often accompany these issues 

(Pesu, Viljaranta, & Aunola, 2016). 

Whole-school approaches that prioritise pupil wellbeing play a critical role in this 

process. By fostering nurturing and supportive environments, schools can 

proactively manage behaviour and create conditions where all students are more 

likely to thrive academically and emotionally. While many countries have 

implemented strategies aimed at mitigating the negative effects of the pandemic 

on learners, particularly in relation to attainment and wellbeing, concerns remain 

about the adequacy of current approaches in addressing behavioural challenges 
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on a systemic level (Biglan et al., 2012; Durlak et al., 2011; Welsh Government, 

2021a). 

Guidance on effective classroom practice 

High-quality teaching is central to improving learner engagement, wellbeing, and 

managing behaviour. Consistent routines, clear expectations, engaging lessons, 

and strong teacher-pupil relationships all contribute to reduced risk of behaviour 

that disruption and challenges. 

The Welsh Government’s Practical Approaches to Behaviour Management in the 

Classroom handbooks for primary (2012) and secondary (2010) teachers 

provide research-informed guidance on fostering positive prosocial behaviour 

(Welsh Government, 2010; 2012). These resources emphasise: 

• Clear, positively worded rules and classroom values that have learner 
buy-in. 

• Consistent use of routines. 
• Specific teaching, praise and encouragement of prosocial behaviour i.e. 

behaviours or actions that are intended to benefit the learner and others 
or contribute to the wellbeing of society. 

• Fair and relational responses to behaviour that challenge. 
These themes align closely with the observational research of Latham (1997), 

who identified eight key skills that he describes as being critical skills a teacher 

should master to create and maintain effective learning environments. These 

skills include teaching clear expectations, keeping students on task, maintaining 

positive teacher-pupil interactions, responding non-coercively to inappropriate 

behaviour, providing risk-free response opportunities, supporting students with 

challenging behaviours within the primary learning environment, avoiding traps 

that escalate problem behaviour, and managing behaviour using evidence-

based principles. Latham emphasises that these skills are essential for teachers 

to foster environments where children can learn effectively and where they enjoy 

the process. Latham’s work highlights that calm, non-coercive interventions—

such as redirection and teacher proximity—are significantly more effective than 

reactive or punitive responses. 

Relationship-based practice is a key theme in the literature. Building trust through 

knowing pupils’ interests, recognising their efforts, and responding consistently 

can be particularly impactful for learners facing adversity. 

In line with these principles, the Reducing Restrictive Practices Framework 

(2022) advocates a positive behaviour support approach integrating trauma-

informed, person-centred approaches, minimising restrictive interventions and 
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prioritising de-escalation. This reinforces the broader policy shift toward 

inclusive, preventative practice in Wales. 

Fostering a positive school culture and explicitly teaching social and emotional 

skills can directly enhance pupils' academic performance (Panayiotou, 

Humphrey, and Wigelsworth, 2019) and reduce disruptive behaviours in schools 

(Caldarella et al., 2011). A widely cited meta-analysis by Durlak et al. (2011) 

demonstrates the positive impact of school-based social and emotional learning 

(SEL) interventions on student outcomes, showing improvements in behaviour, 

emotional wellbeing, and academic achievement. SEL equips pupils with 

essential skills such as self-regulation, empathy, and resilience, which contribute 

to both immediate classroom benefits and long-term educational success. 

Supporting positive prosocial behaviours should be grounded in evidence-

informed practices that support both the academic and emotional needs of 

learners. The EEF (2021) identifies six key recommendations to guide behaviour 

policy and practice in schools: 

• Know and understand your pupils and their influences. 
• Teach learning behaviours alongside supporting prosocial behaviours.  
• Use classroom management strategies to support good behaviour. 
• Use simple approaches as part of your regular routine. 
• Use targeted approaches to meet the needs of individuals. 
• Consistency is key. 

 

The EEF’s guidance encourages a preventative, relational, and inclusive 

approach that prioritises understanding individual needs, fostering positive 

school culture, and promoting learner wellbeing through consistent, whole-

school strategies. In addition to these behaviour-specific recommendations, the 

EEF’s companion guide, Putting Evidence to Work: A School’s Guide to 

Implementation (2018), provides guidance to schools on embedding strategies 

sustainably and effectively. It emphasises the importance of staged 

implementation, ongoing evaluation, and a strong theory of change—echoing the 

Welsh Government’s emphasis on reflective practice, long-term planning, and 

system-level support. Together, these frameworks provide a robust, research-

aligned foundation for improving learner behaviour, wellbeing, and learning 

within an inclusive, whole-school ethos. 

Together, these documents form a coherent, evidence-based approach to 

behaviour management across school phases. However, successful 

implementation depends on equipping staff with the professional learning, 

resources, and support needed to embed these strategies in day-to-day practice. 
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Research aims 

The aims of this research were as follows: 

• Summarise existing guidance on best practices in developing 

positive whole-school and classroom environments that minimise 

disruption and behaviour that challenges, including universal and 

ALP bespoke behaviour provision. 

• Review the evidence in published literature for universal, whole-

school universal approaches to developing positive whole-school 

and classroom environments that minimise disruption and behaviour 

that challenges. 

• Collect evidence and examples of good practice from stakeholders 

and Welsh Schools with positive behaviour policies, including 

examples of provision for learners with ALN.  

• Develop recommendations to inform policy on effective approaches 

that promote positive environments and work to reduce the risk of 

behaviours that disrupt and challenge. 

Research questions 

The research questions were:  

• What is the best practice guidance for promoting positive prosocial 

behaviours in the classroom and across the whole school? 

• What is the evidence for the effectiveness of whole-school 

approaches to create positive school environments that help reduce 

behaviours that disruptive and challenging.  

• What are the influencing factors/barriers to implementing effective 

whole-school and classroom approaches? 

• What are examples of good practice within the Welsh system in 

creating positive school environments? 

• What are the ongoing and future needs of schools to help them 

promote appropriate prosocial behaviours and create nurturing 

schools and classrooms? 
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Methods and rationale 

The remainder of this review employed a multi-method approach to ensure a 

more representative evaluation of behaviour management practices across a 

range of educational contexts. A multi-method approach allowed the study to 

address both the overarching question of what works in behaviour management 

and the specific needs of Welsh schools. A sequential and iterative approach 

was used that allowed each stage of research to inform the following phase. 

Insights from the literature review and rapid review guided the development of 

interview protocols. Thematic findings from interviews and focus groups were 

used to shape the case study focus, and, in turn, they informed the 

development of policy-relevant recommendations. 

Integrated multi-method approach 

The study was structured around three core phases: a rapid review of the 

evidence; semi-structured interviews and focus groups; and cases studies from 

schools. 

Rapid review  

A rapid review synthesis was conducted that focused on high-quality, peer-

reviewed quantitative studies evaluating the impact of universal, school-wide3 

behaviour strategies on measurable quantitative outcomes (e.g., office discipline 

referrals, suspensions, academic attainment). This phase was concerned with 

robustly reviewing the literature to establish clarity on the current evidence-base 

and so contributing to evidence informed practice and policy in this area (Welsh 

Government, 2021b). 

Only quantitative research was included for two reasons. First, this rapid review 

is part of a wider project where a multi method approach was taken to answer 

the research questions using quantitative and qualitative methods (Sultana, et 

al., 2025). Second, quantitative research using controlled studies is best able to 

answer the research question in terms of what approaches are effective 

according to well-controlled peer reviewed studies.  

 
3 The term used for whole-school systemic approaches in the literature is varied and includes 
school-wide.  
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The rapid review focused specifically on universal (Tier 1) approaches, as these 

form the essential foundation of any preventative behaviour and wellbeing 

framework. Evidence highlights that consistent, whole-school expectations, 

proactive teaching of social-emotional skills, and a positive, inclusive climate are 

critical to reducing the incidence of behaviours that challenge and improving 

outcomes for all learners (Sugai & Horner, 2002; Horner et al., 2010). By 

strengthening universal provision, schools are better equipped to identify 

emerging needs early, reduce reliance on reactive measures, and create the 

conditions for effective targeted and individualised support for those learners that 

need more support. 

The rapid review focused on identifying quantitative evaluations of universal 

behaviour interventions delivered across whole school settings within the last 20 

years. Electronic databases were searched alongside hand-searches of relevant 

systematic reviews. Studies were included if school staff implemented the 

intervention universally across primary, secondary, ALN, or PRU settings. 

Academic-only interventions were excluded, but academic outcomes were 

considered where behaviour change was the intervention focus. Screening was 

conducted by two researchers, with disagreements resolved by consensus. 

Quality appraisal followed an education-specific framework (Gorard, 2014), with 

only studies rated at a minimum of two stars included. Further details of the 

inclusion criteria, search strategy, and quality assessment are outlined in 

Appendices 1, 2, and 3. 

Semi- structured interviews and focus groups 

Semi-structured interviews and focus groups were conducted with key 

stakeholders including headteachers, teachers, support staff, parents, and local 

authority representatives. These sessions captured lived experiences, 

contextual insights, and perceptions of effective and ineffective behaviour 

management practices. 

Participants for the interviews and focus groups were recruited through the four 

Welsh regional consortia to ensure representation from a range of schools 

across Wales, including Welsh and English-medium, primary and secondary 

schools, and ALN settings. Efforts were made to include participants from 

schools with varying levels of socio-economic deprivation to capture a diverse 

range of experiences.  
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• Focus group 1: primary headteacher, primary deputy headteacher. 

• Focus group 2: primary headteacher, executive head teacher in ALN 

context, headteacher in ALN context X2, deputy headteacher in ALN 

context X2. 

• Focus group 3: headteacher in ALN context, primary teacher in ALN 

context X2. 

• Focus group 4: PRU teacher X3. 

• Interviews: primary deputy headteacher, primary executive 

headteacher, primary teacher X2, LA representative, secondary 

teacher in Welsh medium. 

The interview protocol and schedule were developed with input from the project 

advisory panel and were piloted prior to data collection to ensure consistency 

across researchers. The semi-structured interview format was chosen to allow 

for flexibility, enabling researchers to capture a breadth and depth of experiences 

while maintaining a core structure. Open-ended questions also encouraged 

subjective knowledge-sharing while allowing researchers to probe for elaboration 

and clarification (McIntosh and Morse, 2015). 

Interviews were conducted during working hours either in-person or online, 

depending on participants’ preferences and availability. Platforms such as 

Microsoft Teams, Zoom, or Google Meet were used for online interviews. Semi-

structured interviews were selected to reduce the potential for socially desirable 

responses influenced by group dynamics (Acocella, 2012).  

The focus groups were facilitated using open-ended, non-leading questions to 

generate insights into participants’ experiences of teaching and preventing and 

responding to behaviour during school closures and post-pandemic. Focus 

groups enabled dynamic discussions that provided additional perspectives, 

complementing the data collected through individual interviews. 

The qualitative data collected from interviews and focus groups were analysed 

using thematic analysis following Braun and Clarke's (2006) six-stage process 

of thematic analysis: (1) familiarisation/immersion, (2) generating initial codes, 

(3) generating initial themes, (4) reviewing themes, (5) naming and defining 

themes, and (6) producing the report. This method was chosen for its ability to 

identify, analyse, and report patterns (themes) within the data, allowing for a 

comprehensive understanding of participants’ experiences and perceptions. The 
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use of thematic analysis ensured that the data were systematically and rigorously 

explored, providing rich insights into the topic. 

Case studies  

The case studies were developed to explore the real-world application of 

behaviour management approaches in diverse educational settings across 

Wales. By examining the practices, challenges, and successes within specific 

contexts, the case studies aimed to provide a detailed understanding of how 

different schools promote prosocial behaviours and address disruptive and 

challenging behaviours and implement interventions.  

Four educational settings were selected to represent different contexts within the 

Welsh education system: a mainstream primary school, a mainstream secondary 

school, an inclusive assessment and early intervention centre, and an all through 

ALN setting. Settings were identified and invited to take part in the case study 

through the interviews. In addition, the settings that were identified as potential 

case studies were discussed with the advisory panel members to seek 

representation of diverse contexts, including variations in socio-economic 

background, language medium (Welsh and English), and levels of deprivation. 

Data collection for the case studies involved a multi-method approach i.e., semi-

structured interviews, observations and document review. Semi-structured 

interviews were conducted with key stakeholders in each setting, including 

headteachers, behaviour leads, and classroom teachers and parents. Where 

possible, direct observations of classroom and school-wide practices were 

undertaken to provide contextual insights into behaviour management strategies. 

Relevant school policies, behaviour plans, and intervention records were 

reviewed to understand the framework guiding practices in each setting. 

To identify patterns and themes across the case study data, thematic analysis 

was employed following Braun and Clarke's (2006) six-stage process of thematic 

analysis. Each case study was analysed independently before synthesising 

findings to identify commonalities, differences, and unique insights across the 

settings.  

Ethical approval and informed consent were gained in accordance with university 

protocol and relevant ethics committee. All participants were informed about the 

nature of the study, their rights as participants, and the measures taken to ensure 

confidentiality and anonymity, aligning with the British Educational Research 

Association's (BERA, 2024) ethical guidelines.  



  
 

 

 

  

 

 

30 

In addition, a privacy notice provided by the Welsh Government was presented 

to all participants. This notice detailed the purpose of data collection, legal basis 

for processing, data sharing practices, data retention periods, participants' rights 

under data protection laws, and contact information for further inquiries. This 

ensured transparency and compliance with data protection regulations, 

established confidentiality and anonymity and safeguarded participants' personal 

information throughout the research process.
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Findings 

Rapid review  

A total of 12 studies were identified after initial and full screening, and the quality 

assessment procedures outlined above. A summary of all papers is presented 

in Appendix 7. Of the 12 studies identified one was from the UK, nine were from 

the US, and two were from Norway. Most studies were also run with primary or 

elementary4 pupils, with only one with exclusively secondary age pupils. No 

studies were identified in SEN schools or PRUs. 

Three intervention approaches were identified across the 12 papers: School-

Wide Positive Behaviour Support (SWPBS), Social and Emotional Curriculum 

(SEC), and SEC and Restorative Practice combined. Of those three 

interventions SWPBS was the most prevalent with 10 papers found. Of those 

10 studies, nine had a positive change in at least one of its outcome measures. 

Outcome measures varied from suspensions and expulsions to different 

measures of pupil reported and teacher reported behaviours.  

Three papers used outcome measures on academic achievement, with only 

one reporting statistically significant change in one of its two tests. The most 

common measures were various teacher reports of inappropriate behaviours, 

Office Discipline Referrals (ODRs), and suspensions (see Appendix 8).  

Ten out of the 12 papers identified in the rapid review used a Tier 1 SWPBS 

approach as a whole-school universal approach. Eight of the 10 interventions 

took place in the USA and two in Norway. Six of the eight papers set in the USA 

used elementary schools, whilst two considered data from elementary, middle 

and high schools. The two SWPBS interventions in Norway were also 

conducted in elementary schools. All papers included measures of accuracy of 

implementation for the SWPBS intervention. A wide variety of outcome 

measures were used to judge the effectiveness of the intervention including, 

pupil reports of inappropriate behaviours, teacher reports of inappropriate 

behaviours, teacher reports of positive behaviours, records of behavioural 

 
4 In this report, ‘elementary-aged’ pupils refer to US pupils aged between 5-11 years and 
'primary-aged pupils refers to children typically in UK primary schools aged between 4-11 
years. 
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incidents, suspensions, expulsion, measures of school climate, and pupil 

academic achievement. 

School-wide positive behaviour support 

SWPBS is a multitiered approach for all pupils and staff within a school 

community. Tier 1 is a universal prevention approach that sets out expectations 

for prosocial behaviours across the school but also teaches pupils the 

necessary behaviours to be able to meet them. There is a focus on fostering a 

prosocial culture and the delivery of social and emotional learning for all 

(Bradshaw, Waasdorp and Leaf, 2012). Tier two involves more enhanced 

supports for groups of learners identified as being at risk of developing 

behaviours that challenge, whilst tier three sees the development of 

individualised function-based support plans for specific learners (Horner et al., 

2009). Tier 1 SWPBS is the focus of this rapid review. The elements of SWPBS 

are individualised by each school to fit their specific demographic and needs, 

whilst adhering to several key principles of a whole-school approach: 

• Prevention-focused: Emphasises proactive strategies to prevent 

behaviour that disrupts and challenges. 

• Clearly defined expectations: Establishes and teaches consistent, 

positive prosocial behaviour expectations across all settings. 

• Consistent reinforcement: Uses positive reinforcement to encourage 

prosocial behaviours. 

• Data-driven decision-making: Relies on data to monitor progress and 

guide support and response to learner progress. 

• Continuum of support: Provides expanding levels of support based on 

student learning needs. 

• Whole-school involvement: Engages all staff, students, and families 

in creating a supportive environments and strong relationships. 

Shared features include a foundation of universal whole-school 

implementation; a proactive focus; developing a positive school climate; 

consistency and clarity; relationship-centred practice; prevention over reaction; 

pupil voice and participation; staff development and wellbeing; and data-

informed reflection.  

One element of Tier 1 SWPBS is a committee including representation from all 

job roles across the school staff team and learner voice. The committee 
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oversees the initial implementation and continual review of SWPBS across the 

school to ensure that the approach is co-developed and contextually relevant.  

A small set of three to five positively stated values (for example, 'Be respectful, 

be responsible, be safe') is identified and then translated into specific rules or 

behaviours across all areas of the school—for instance, being respectful in the 

classroom means not talking whilst others are, being safe in the corridor means 

walking on the left, and being responsible in the playground means coming 

inside when the bell rings. Rules are stated positively, and explicit instruction 

including rationales, role playing exercises aimed at developing skills, is part of 

the teaching curriculum (Gage et al., 2018). These values and rules are decided 

on by the committee to best fit their specific local context.  

Other elements include the frequent acknowledgement of appropriate 

behaviours, whilst also having a clearly defined continuum of consistent 

consequences for inappropriate behaviour. This continuum includes clear rules 

around what behaviours are expected to be handled by teachers in the 

classroom, versus behaviours that are dealt with by the senior leadership team, 

when cases should be escalated and exactly what staff are expected to do 

regarding the behaviours (Gage et al., 2019). These behavioural systems are 

designed by stakeholders from across the school community, and can include 

senior management, teachers, teaching assistants, pupils, parents, governors, 

and other members of staff involved with the school.  

Gage et al. (2018, 2019, 2020) conducted three separate analyses in the three 

cited papers across three US states where SWPBS was being used. They 

matched schools that were using SWPBS with fidelity to schools that were not 

using SWPBS, and in all three states using SWPBS there was a statistically 

significant reduction of suspensions. However, there was no significant effect 

on exclusions. Bradshaw, Mitchell and Leaf (2010) and Ward and Gersten 

(2013) also identified a statistically significant reduction in suspensions for 

schools using SWPBS. Of the six SWPBS studies using suspension as an 

outcome measure, five reported statistical positive change and one study 

reported statistically significant positive change in teacher ratings of pupil 

inappropriate behaviours and teacher ratings of pupil academic behaviours.  

A statistically significant decrease in pupil inappropriate behaviours in SWPBS 

schools was also reported in Sørlie and Ogden (2015), Sørlie et al. (2018), and 

Waasdorp Bradshaw and Leaf (2012). Ward and Gersten (2013) also used 
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teacher reports of inappropriate behaviours, alongside pupil reports of 

inappropriate behaviours, but reported no significant change from measures 

pre intervention to post intervention.  

SWPBS aligns closely with the principles set out in the WSAEMW and The 

Reducing Restrictive Practices Framework (Welsh Government, 2021, 2022), 

as both frameworks emphasise a universal, preventative ethos and a 

consistent, relationship-driven culture that supports all learners. 

Restorative Practice and SEC (combined) 

One paper identified used an intervention approach that combines restorative 

practices and a SEC. The SEC was provided as a manualised series of lesson 

plans and slides, with 5-10 hours per year of content. These lessons were 

delivered by the teachers at the school. Alongside the SEC, school staff were 

trained in several sessions across the year in restorative practices. These 

included using respectful language to discuss behavioural incidents with pupils, 

the use of circle times to build relationships with pupils, and training on how to 

use restorative conferences to address serious incidents of behaviour with 

pupils. This was the only paper identified in this review that took place in a UK 

setting and looked at behaviour change with exclusively secondary school-

aged pupils. The study saw mixed results in terms of its impact on behaviour 

change. There were no effects on pupil reports of aggression, but a small 

positive effect was measured on pupil reports of bullying after the intervention. 

As research is limited on this approach, findings should be taken with caution.  

Social and Emotional Curriculum (the Positive 

Action Programme)  

One paper identified used a SEC as a universal behaviour approach in schools. 

The Positive Action Programme is a manualised SEC, which also includes the 

development of a positive school climate through teacher and other staff 

training. This approach also included a committee to oversee the 

implementation that includes various and diverse members of the school 

community. The sequenced curriculum involves 140 15-to-20-minute lessons 

per academic year delivered by the classroom teacher. 

The lessons broadly cover six topics: self-concept, physical and intellectual 

actions, social/emotional actions for self-responsibility, getting along with 
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others, being honest with yourself and others, and continuous self-

improvement. The lessons include games, role plays, and practicing skills, as 

well as open dialogues between pupils and teachers. The programme also 

included various materials to help facilitate whole school climate, and to 

reinforce the six topics of learning throughout the school. Staff received yearly 

training. Snyder et al. (2013) found that schools using the intervention showed 

improvements in appropriate and inappropriate behaviours. As research is 

limited on this approach, findings should be taken with caution. 

Interviews and focus groups 

Outcomes for school workforce and Local Authority 

leads 

The interviews and focus groups provided important insights into the realities 

of behaviour management in schools. Participants shared their experiences, 

perspectives, and challenges, offering a nuanced understanding of the factors 

influencing learner behaviour and the effectiveness of current strategies.  

Key themes emerged consistently across different educational settings—

including mainstream primary and secondary schools, PRUs, and special 

education contexts—highlighting common concerns and potential areas for 

improvement. A summary of the themes and sub-themes include:  

Theme A. Post-pandemic shift in learner behaviour and mental health  

a1. Increase in frequency and intensity of behaviours. 

a2. Pre-Pandemic trends exacerbated by the pandemic. 

a3. Developmental gaps and lack of preparedness impacting behaviour 

Theme B. Whole-school approach to building a positive school culture. 

b1. Building positive relationships, including:  

• Knowing the learner 

• Trauma informed approaches 

b2. Consistency, transparency, and proactive approaches. 

b3. Collaborative multidisciplinary working 
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Theme C. Opinions about ineffective behaviour management practice  

c1. Coercive and punitive approaches  

c2. Reactive, inconsistent, and unpredictable approaches 

Theme A: Post-pandemic shift in learner behaviour and mental health 

Participants were asked, ‘How do the behaviours that schools are seeing now 

differ to pre-pandemic norms?’. The findings indicate a significant shift in 

classroom dynamics, with both behavioural and mental health challenges 

becoming more prominent.  

"I would say that it's more prevalent, more, more intense, more frequent, 

yes". (Interview 12, ALP)  

"We've seen high levels of anxiety". (Interviewee 10, Primary) 

Sub-theme a1: Increase in frequency and intensity of behaviours  

All participants interviewed reported that they felt that there had been a post-

pandemic shift in learner behaviour and mental health. Participants reported 

that they had noticed an increase in the frequency and intensity of behaviours 

in schools. 

“It's almost like it's everything is a little bit more extreme. There's a little 

bit more of everything. So, I don't think we're seeing any behaviours that 

we've never seen before. But I do think we're seeing more of those 

behaviours, and potentially more children do”. (Interviewee 2, Primary) 

"I would say definitely we've had more challenging and disruptive 

behaviour since COVID." (Interview 9, ALP) 

Sub-theme a2: Pre-pandemic trends exacerbated by the pandemic 

Five of the 19 participants who were interviewed explained that they felt 

behavioural issues in schools were already emerging prior to the onset of the 

Covid-19 pandemic. Explaining that they felt the pandemic intensified’ pre-

existing trends in student behaviour and challenges but did not necessarily 

initiate challenges. 
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"... there was a phenomenon that had started pre pandemic, that 

perhaps was accelerated by the pandemic. It's just it's more noticeable 

coming back and that was around children's behaviour, children's 

abilities and skills in joining school, parental support and engagement, 

and they are all more difficult now than they have ever been in my career. 

But I couldn't say that I would attribute all of that, or even the largest part 

of that to the pandemic, I think that those issues had started pre 

pandemic." (Interviewee 4, Primary) 

Sub-theme a3: Developmental gaps and lack of preparedness impacting 

behaviour 

“I think there was a lot of time where younger children in particular have 

missed out on the social side of things. And we're seeing more extremes 

lower down because of problems with communication.” (Interviewee 1, 

Primary) 

“Those kind of skill areas in comparison to previous years, we had to 

redo the whole school planning for that year group. We had to stream 

them for spelling, and also, we had to tailor to their needs. We changed 

the way we taught English. We had to go back to basics teaching 

phonics, starting with teaching them the letter sounds.” (Interviewee 3, 

Primary). 

Theme B: Whole-school approach to building a positive school culture 

Participants were asked what approaches to behaviour management and 

preventing and responding to challenging learner behaviour are, in their 

opinion, most effective with respect to their own classroom practice.  

Sub-theme b1: Building positive relationships  

“So, it's just really building that relationship and making sure that child 

knows that I want to do the best for them I possibly can.” (Interview 10, 

Primary) 

"Relationships, communication. The environment. Yeah, it's just all 

overlaps each other relationships are vital. It's not just about how we 

communicate to the pupil, but looking how the corpus communicates to 

us." (Interview 8, ALN) 
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"We also do the person-centred practice tools with all children, so that 

teachers get to know them, and know them really well, you know, what 

makes them tick, what makes them have a good day, what makes them 

have a bad day." (Interviewee 1, Primary) 

“I've been on the training [trauma informed], you think about things like, 

you know, PACE5, which is something that I've got said, There's 

something I employ in my practice, you know, I think it's like listening to 

behaviour support and the trauma informed schools practice, which is 

now really, really big, you know, we've got a member of staff here with a 

diploma in it.” (Interviewee 1, Primary) 

Sub-theme b2: Consistency, transparency and proactive approaches 

“It is so important that staff use a consistent approach. The whole school 

needs to be on the same page with the way that we respond to student 

behaviour. You know. We can’t be playing good cop bad cop. It needs 

to be consistent, fair and reasonable. We have to know our kids inside 

out.” (Interview 15, Secondary) 

Sub-theme b3 Collaborative multidisciplinary working  

“We've also invested in trauma informed approaches and 

multidisciplinary working. We've appointed a speech and language 

therapist and occupational therapist who specialises in sensory issues 

and teachers focus on Positive Behaviour Support. All working 

collaboratively.” (Interview 11, Local Authority) 

Theme C: Opinions about ineffective behaviour management practice 

Participants expressed varied opinions about ineffective behaviour 

management practices, highlighting two key concerns: coercive and punitive 

approaches; and, reactive, inconsistent, or unpredictable strategies. The 

responses emphasise the need for a shift towards empathetic, consistent, and 

individualised approaches, as well as a recognition of the limitations of rigid, 

one-size-fits-all methods. 

 
5 This approach was developed by Dr. Dan Hughes as part of Dyadic Developmental 
Psychotherapy (DDP), which is used to support children and young people who have 
experienced trauma, attachment difficulties, or neglect. The acronym stands for Playfulness, 
Acceptance, Curiosity and Sympathy. 
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Sub-theme c1: Coercive and punitive approaches  

A recurring critique among participants was the ineffectiveness of coercive 

or punitive strategies, such as shouting, humiliation, or over-relying on 

exclusionary measures. Participants pointed out that these methods might 

result in short-term compliance but ultimately harm relationships and do little 

to address the root causes of behavioural issues. 

"I don’t think things like raising your voice, shouting at children works. 

It’s ineffective… negativity just destroys relationships that you have with 

pupils." (Interviewee 1, secondary) 

"Over-relying on punishment or exclusion… doesn’t work long term. It 

might get compliance in the moment, but it doesn’t teach the child 

anything about managing their own behaviour." (Interviewee 19) 

Sub-theme c2: Reactive, inconsistent and unpredictable approaches 

"Often, it's around, not having the same expectations for that child. Or 

saying, do things in a different way to the rest of the class." (Interviewee 

3, Primary) 

Case studies 

Four case studies are presented each representing a distinct stage and service 

in education, providing valuable insights into effective behaviour management. 

The first case study focuses on an inclusive assessment and early intervention 

centre, showcasing tailored strategies designed to support learners with the 

most complex needs. The second examines a primary school, highlighting the 

importance of early interventions and whole-school approaches in fostering 

positive behaviours during the foundational years of education. The third case 

study examines a specialised, bilingual all-through ALN setting. Finally, the 

fourth case study explores a secondary school, addressing the distinctive 

challenges of adolescence and the innovative strategies employed to manage 

behavioural issues at this critical stage. 

Case Study 1: Local Authority Assessment and Early Intervention Centre – 

‘Noddfa’ 

Background / Context 
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Noddfa is an inclusive assessment and early intervention centre based in 

Wrexham. It operates within Wrexham Local Authority, supporting children and 

young people who require additional assistance beyond mainstream education. 

Rather than using a fixed in-house model, Noddfa provides outreach-based, 

flexible support to schools, families, and pupils, with a strong focus on inclusion 

and early intervention. 

What the setting does well / Key features of practice 

Noddfa specialises in helping schools embed and sustain evidence-based 

behaviour strategies, underpinned by a Positive Behaviour Support (PBS) 

framework. Key features include trauma-informed practice, restorative 

approaches, and a commitment to the Whole-School Approach to Emotional 

and Mental Wellbeing (WSAEMW). The centre offers personalised pupil 

interventions alongside whole-school strategies to build inclusive, structured 

learning environments. Additional support speech and language therapy, OT, 

language and literacy specialists and Educational Psychology. 

How the setting implements the practice 

Staff receive ongoing professional development in PBS, trauma-informed care, 

and mental health strategies. Wellbeing coordinators and ALN practitioners 

lead on tailored planning and implementation. Noddfa supports schools through 

modelling of practice, coaching, and collaboration with professionals, including 

school police officers. Parental engagement is fostered through workshops, 

progress meetings, and opportunities for active participation. Pupils are 

encouraged to take part in student councils and peer mentoring, giving them a 

voice in shaping their environment. 

Impact / Outcomes 

The centre reports significant reductions in behavioural incidents and 

exclusions, alongside improved attendance and pupil engagement. Pupils 

demonstrate enhanced emotional resilience and greater ability to self-regulate. 

Staff reflect a strong sense of confidence in using inclusive, evidence-based 

strategies. The setting continues to evolve through regular policy review and a 

culture of reflective practice. 

Key learning / What others can learn 
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Noddfa demonstrates how a flexible, outreach-based support model can 

successfully embed PBS and restorative practices across schools. Key 

enablers include strong professional development, cross-agency collaboration, 

and the integration of wellbeing into all aspects of provision. Other settings can 

learn from Noddfa’s emphasis on coaching, personalised planning, and 

empowering pupil and parent voice. 

Case study 2: St. Peter’s RC Primary school 

Background / Context 

St. Peter’s RC Primary School, located in Cardiff, is an urban Catholic primary 

school with a diverse student population. The school caters to a mixed 

demographic, including a notable number of pupils with ALN. With a strong 

foundation in Catholic values, St. Peter’s places significant emphasis on 

fostering positive behaviour and promoting emotional wellbeing. The school’s 

ethos reflects its commitment to inclusivity, high standards, and respect for all 

members of its community. 

What the setting does well / Key features of practice 

St. Peter’s has developed a clear, values-based behaviour policy aligned with 

its Catholic ethos, using simple, consistent techniques to support positive 

behaviour across the school community. One such approach includes the use 

of the STAR strategy to develop habits of attention that was introduced in 2020 

and is regarded as one of the key foundations of positive culture in the school. 

STAR stands for: 

• Sit up to look interested and stay engaged 

• Track the speaker to show other people their ideas matter 

• Appreciate your classmates’ ideas by nodding, smiling, and so on 

• Rephrase the words of the person who spoke before to show you were 

listening. 

Positive behaviour is celebrated through certificates, postcards home, and 

school assemblies, reinforcing virtues such as curiosity, respect, and active 

engagement. 

In addition to its emphasis on positive behaviour routines, St. Peter’s places a 

strong, strategic focus on the explicit teaching of literacy, language and reading 

across the curriculum. Leaders at the school recognise the significant body of 
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evidence demonstrating that academic engagement—particularly in reading 

and language—is closely linked with learners’ emotional regulation, self-

efficacy, and their ability to succeed within the classroom environment. At the 

heart of the school’s reading strategy are two well-established theoretical 

frameworks: the Simple View of Reading (Gough & Tunmer, 1986), which 

emphasises the combined importance of decoding and language 

comprehension, and Scarborough’s Reading Rope (Scarborough, 2001), which 

illustrates how multiple strands of language comprehension and word 

recognition weave together to support skilled reading. Using these models, staff 

implement structured, explicit instruction that is responsive to learners’ 

developmental stages and specific literacy needs. This includes systematic 

phonics instruction, vocabulary development, and opportunities to practise oral 

language and comprehension strategies across the curriculum. By embedding 

this whole-school approach, St. Peter’s not only supports academic attainment 

but also fosters the communication, focus, and confidence that underpin 

positive learner behaviour. Staff report that this alignment between literacy and 

behavioural development has been instrumental in reducing frustration, 

improving classroom engagement, and strengthening the overall inclusive and 

respectful ethos of the school. 

The school has also integrated emotional wellbeing into daily practice. A 

dedicated pastoral room provides space for reflection and support, while “Teach 

Like a Champion” techniques are used to ensure consistency across 

classrooms. The approach is closely aligned with the WSAEMW, particularly in 

its support for pupils with ALN. 

How the setting implements the practice 

Behaviour strategies are led by the head teacher and deputy head teacher, with 

key roles played by pastoral care staff, teaching assistants, and wellbeing 

coordinators. Staff deliver individualised support for pupils with additional 

needs, ensuring consistency and equity. Parental engagement is a priority, with 

families involved through regular updates, celebratory postcards, and 

invitations to school events. 

Pupil voice is embedded in the school’s culture, with student councils and 

informal discussions contributing to shaping expectations. A culture of peer 

support and shared responsibility is actively promoted among learners. 
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Impact / Outcomes 

St. Peter’s reports a marked reduction in behavioural incidents and pastoral 

referrals, alongside improved classroom focus. Pupils have been commended 

for their behaviour on external residential trips, highlighting the impact of 

consistent standards. Improvements have also been observed in pupil 

wellbeing, attendance, and the inclusive support of those with ALN. 

Key learning / What others can learn 

St. Peter’s demonstrates how a values-driven, whole-school approach—paired 

with consistent expectations, recognition, and wellbeing support—can improve 

behaviour and inclusivity. Key enablers include clear leadership, staff training, 

parent partnerships, and meaningful pupil involvement. The setting shows that 

simple, well-communicated frameworks can have wide-reaching, sustainable 

impact. 

Pupil focus group outcomes 

Case study 2 included a pupil focus group where five pupils from St. Peter’s RC 

Primary School were interviewed. The thematic analysis of pupil responses 

provides a valuable insight into their perceptions of behaviour, school 

expectations. The key themes identified and outlined include: 

Theme A Positive school culture and high behavioural standards  

 

a1. Positive feelings about school environment  

a2. Pride in school behaviour 

a3. Teacher influence on behaviour 

a4. Recognition and motivation 

 

Theme B Inclusivity and celebrating differences.   

 

Theme C Reflections on behaviour across the school.  

Theme A: Positive school culture and high behavioural standards. 

Pupils within St. Peters consistently described their school as safe, supportive 

environments where positive behaviour is encouraged and recognised. Having 

clear expectations, fair systems of support, and strong teacher relationships 

fostered a shared sense of pride, motivation, and mutual respect. 
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Sub-theme a1: Positive feelings about the school environment 

Pupils expressed feeling safe and satisfied with their school environment. They 

appreciated the balance between structured education and opportunities for 

free time and relaxation. 

"I feel safe, which is a good thing. I feel like we get the perfect amount 

of education, good amount of time being free and having fresh air." 

(Pupil 1) 

"I think that the teachers are really good, and the staff members [are] 

fantastic."  

(Pupil 2) 

Sub-theme a2: Pride in school behaviour 

Pupils observed that behaviour across the school was generally positive, 

supported by clear systems for addressing issues when they arise. Pupils also 

noted a structured escalation process to manage varying levels of behavioural 

challenges. 

"If it's something minor...they get sent to a room called the pastoral room, 

where they sit and reflect on their actions." 

(Pupil 1) 

Sub-theme 1.3: Teacher influence on behaviour 

Teachers were credited with fostering a positive environment and encouraging 

students to do their best. 

“Our teachers make it a nice place to learn, and they encourage us”. 

(Pupil 3) 

Sub-theme a4: Recognition and motivation 

The reward system emerged as a significant motivator for positive behaviour. 

Pupils felt encouraged by recognition of their effort and achievements. One 

pupil also mentioned mutual encouragement between pupils was a motivating 

factor. 
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"In year four, I got this certificate for being attentive and discerning...It 

felt really good."  

(Pupil 1) 

"When I won the award, it kind of, like, motivated me to say, ‘Okay, now 

that I’ve won it, I try to win it again."  

(Pupil 4) 

Theme B: Inclusivity and celebrating differences 

Pupils valued the school’s inclusivity, particularly its acknowledgment and 

celebration of individual achievements, including those of pupils with additional 

needs. 

"There’s a child in my class...he’s a very good artist. Every time he does 

a new invention...everybody starts clapping."  

(Pupil 2) 

"A couple of days ago, [he] learned how to ride a bike. He came into 

school and said, ‘I know how to ride a bike,’ and everybody started 

clapping."  

(Pupil 5) 

Theme C: Reflections on behaviour across the school 

Pupils observed that most behaviour in the school is good and that there are 

clear systems in place for managing issues.  

"I think our school has the best behaviour in all of Wales… Our teachers 

make it a nice place to learn, and they encourage us to do our best.”  

(Pupil 1) 

"Most people in the school are well behaved, but there's some children 

who have exceptions." 

(Pupil 3) 

Case Study 3: Ysgol Hafod Lon 
 
Background / Context 
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Ysgol Hafod Lon is a bilingual specialist setting in Gwynedd, providing 

education for children and young people aged 3 to 19 with additional learning 

needs (ALN), including complex medical and physical needs. The school offers 

a nurturing and inclusive environment that prioritises each learner’s academic, 

social, and emotional development. 

What the setting does well / Key features of practice 

The school has developed a whole-school approach to behaviour that is 

centred around emotional wellbeing, positive relationships, and consistency. 

School-Wide Positive Behaviour Support (SWPBS) is used as the key 

framework, helping staff understand the reasons behind behaviours and apply 

proactive, personalised support. 

Innovative techniques include the use of sensory regulation activities, onsite 

therapies (including speech and language, occupational, and play therapy), and 

visual communication systems such as PECS and Makaton. The school also 

prioritises mental health through creative and outdoor activities, alongside 

trauma-informed approaches to support emotional resilience. 

How the setting implements the practice 

Each pupil has an individual support plan co-designed with families and 

professionals. A behaviour support team—comprising staff with advanced 

training in behavioural strategies, many at master's level—works alongside 

teachers and support staff to ensure consistency. Staff receive ongoing 

professional learning in PBS and trauma-informed practice. 

Parental involvement is a key strength, with regular meetings, workshops, and 

strong communication channels in place. Despite their complex needs, pupils 

are supported to express their views through creative and visual 

communication, ensuring their voice helps shape the learning environment. 

Impact / Outcomes 

Staff report improved emotional regulation, reduced incidents of behavioural 

escalation, and increased engagement in learning. Learners are better able to 

express their needs, and the consistent, supportive environment contributes to 

a calm, respectful school atmosphere. Parents feel informed and involved, 

leading to greater consistency between school and home. 
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Key learning / What others can learn 

Ysgol Hafod Lon shows how specialist settings can embed PBS and 

therapeutic support within a whole-school approach that prioritises emotional 

wellbeing. Key factors include strong multi-agency collaboration, personalised 

planning, and meaningful engagement with learners and families. The school’s 

model highlights the importance of flexibility, communication, and staff 

expertise in supporting pupils with complex needs. 

Case Study 4: Ysgol Erias 
 

Background / Context 

Ysgol Eirias is a large secondary school based in Colwyn Bay, with 1,191 pupils 

currently on roll. The school serves a diverse community, with 24% of learners 

eligible for free school meals and 26.1% identified as vulnerable learners of 

which 6% have an IDP. The school’s ethos is deeply rooted in the values of 

‘connection and belonging’, with a clear focus on building positive, authentic 

relationships between staff, students, and families. 

The school champions academic achievement but equally values emotional 

wellbeing and inclusion. Leaders describe their culture as favouring a 

restorative, relationship-based approach that supports pupils to succeed, even 

in the face of challenge. Fostering positive relationships with pupils, families 

and external agencies is a cornerstone of this approach. 

What the setting does well / Key features of practice 

Whole-school approach: Ysgol Eirias has developed a whole-school approach 

that puts connection at the heart of behaviour and inclusion. Staff are 

encouraged to “connect before they correct”, taking time to understand the root 

of behaviours and to respond with empathy and consistency. 

Values Base: The school’s values are as follows: Effort, Involvement, Respect, 

Inclusivity, Aspiration, and Succeeding together (EIRIAS). These are being 

embedded across all aspects of school life – from the pupil reward system and 

reporting cycles to staff professional learning. Achievement points are awarded 

specifically in relation to these values, creating a consistent framework for 

behaviour, recognition and expectations. 
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Inclusivity and diversity: Inclusivity and diversity are championed through 

initiatives like Clwb Enfys, a safe and supportive space for LGBTQ+ students 

and others who may feel under-represented. This club has helped build the 

school’s reputation as a welcoming, inclusive setting. Diversity and wellbeing 

are also promoted through nurture provision, ALN strategies, and student and 

parent voice groups. The school takes a proactive stance, using a blend of high-

quality data and professional judgement to identify at-risk pupils early and 

respond before issues escalate. 

How the setting implements the practice 

Ysgol Eirias has developed a whole-school system to ensure that principles are 

embedded in practice and enable staff to spend their time building relationships 

and connection. Staff are supported through regular professional learning, 

supervision, and line management systems that emphasise consistency, 

reflection, and decisions that are anchored in the EIRIAS shared values. 

Professional learning includes trauma-informed practice, inclusive pedagogy, 

emotionally-based school avoidance (EBSA) and emotional literacy. 

A dedicated inclusion team brings together behaviour, attendance, wellbeing, 

ALN, and family engagement staff under one umbrella. This integrated structure 

allows for swift communication and holistic planning that better enables 

cascading information and coordinated early intervention. 

Parental and community involvement is a cornerstone of the EIRIAS 

community-focused whole-school approach, that reinforces the connection and 

belonging at the family level. The school runs weekly home visits, has offered 

adult learning classes in partnership with Coleg Menai, and sends out a weekly 

“Parent Bulletin”. Parents are seen as partners and are frequently involved in 

collaborative problem-solving, regular meetings, and open dialogue through the 

parent voice meetings – helping to rebuild trust for those who’ve previously had 

negative experiences with education. 

The school’s “Learning Measure” approach helps learners reflect on their 

engagement and attitudes, while student voice shapes behaviour policies, 

reward systems, and curriculum design to help ensure pupil co-construction of 

policies that affect them and their future. The school is piloting strategies to 

support pupils in reflecting on how their behaviour aligns with EIRIAS school 
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values and how it affects others, helping to build ownership, understanding and 

interconnectivity. 

Impact / Outcomes 

Ysgol Eirias has seen measurable improvements across a range of indicators. 

Attendance has risen – particularly among harder-to-reach families – thanks to 

the school’s relational, support-first approach to engagement and the inclusion 

team’s efforts to work collaboratively with families, aiming to resolve issues 

constructively and reduce the need for formal sanctions. 

Perhaps most significantly, students who previously struggled to engage – due 

to social, emotional or neurodiverse needs – are now engaged with learning 

more successfully. Pupils transitioning to specialist settings receive extensive 

support from the school, working closely with parents and other agencies to 

ensure a smooth transition. Families frequently share positive feedback about 

their experiences and often recommend the school to others. 

Staff describe a school where the “vibe” is calm, positive, and inclusive. Trust 

and collaboration between families and professionals have grown, and students 

are more likely to feel safe, understood, and supported. 

Key learning / What others can learn 

Ysgol Eirias offers a strong example of how mainstream secondary schools can 

implement a whole school positive behaviour support approach. Their inclusive 

culture is built on shared values, relationships, high-expectations, and data-

informed decision making. With clear universal expectations, targeted support 

for those who need more, and integrated specialist provision, the school’s tiered 

approach mirrors the principles that research has demonstrated leads to 

positive enabling cultures. Leaders stress the importance of flexibility, 

consistency, and being “deliberately bothered” – going the extra mile to support 

students and families. The Erias team’s advice to others? Be clear about the 

core values of the school and link these with key outcomes, focus on building 

strong relationships between teachers, pupils and families, adapt policies to 

meet real needs, and involve everyone—students, staff, and parents—in 

shaping a school that aims to work for all. The school also recognises that this 

is an evolving process, and it is important to recognise there will be continued 

struggles and challenges. 
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Ysgol Eirias offers an important example of how mainstream secondary schools 

can create inclusive cultures that promote connection, not control. Their 

success lies in a relentless focus on shared values, relationships, early 

intervention, and whole-school consistency embedded in good data and 

constant professional learning for staff. The school’s experience shows that 

behaviour and academic learning are inseparable – if pupils don’t feel safe and 

included, they can’t thrive and learn. 

Case study summary 

The case studies illustrate how whole-school, proactive, and positive 

approaches to behaviour can be effective across diverse settings. While each 

school served a different population, common elements emerged that 

contributed to success. 

All settings emphasised the explicit teaching of behavioural expectations, 

alongside consistent reinforcement of positive behaviour. These approaches 

helped build clarity, structure, and shared understanding across the school 

community. 

Staff played a central role, modelling expected behaviour and maintaining 

consistent practices, while pupils were given opportunities to contribute to the 

life of the school and take responsibility for their actions. Families were also 

actively involved, helping to reinforce positive messages and ensure 

consistency between school and home. 

In all the schools there is a strong focus on developing emotional wellbeing to 

help learners manage their feelings, building resilience, and developing positive 

relationships. Schools integrated wellbeing into their daily routines, helping to 

create calm and supportive environments. 

Importantly, all three schools demonstrated a commitment to continuous 

reflection and improvement, adapting their approaches to meet changing needs 

and ensuring that behaviour practices remained inclusive, respectful, and 

effective. 
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Discussion 

The findings of this study highlight the complexity of preventing and responding 

to behaviours that disrupt and challenge in schools, particularly in the wake of 

the COVID-19 pandemic. The significant increase in behavioural challenges 

emphasises the urgent need for a proactive and consistent approach to creating 

positive school environments. The findings point to the importance of fostering a 

positive and inclusive school culture, where social and emotional wellbeing and 

behaviour management are integral to the school’s whole-school approach. 

Findings from a review of the literature on improving behaviour and school 

climates highlight the value of whole-school approaches, such as School-Wide 

Positive Behaviour Support (SWPBS) for promoting prosocial behaviours and 

mitigating disruptions across schools. These strategies emphasise the 

importance of building strong relationships, adopting consistent policies, and 

involving all members of the school community—including staff, parents, and 

pupils—in creating supportive nurturing learning environments.  

The literature review also highlighted effective classroom approaches including: 

teaching clear expectations; keeping students on task; maintaining positive 

teacher-pupil interactions; responding non-coercively to disruptive and 

challenging behaviour; supporting learners who engage with behaviours that 

disrupt and challenge; avoiding traps that escalate problem behaviour; and 

managing behaviour using evidence-informed principles. There is also a key 

relationship in terms of the consistency at the classroom level and what is 

supported across the school. 

Findings from the rapid review also reinforced the central importance whole-

school approaches as the foundation for promoting positive behaviour and 

reducing disruption. The highest quality studies consistently showed that 

interventions which embedded clear behavioural expectations, proactive 

teaching of social and emotional skills, and consistent reinforcement systems led 

to improvements in school climate and reduction in behaviours that disrupt and 

challenge. Many effective programmes combined behavioural principles with 

whole-school consistency, leadership buy-in, and staff development, aligning 

closely with the principles of whole-school approaches. 
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However, the review also highlighted a lack of robust UK-based evaluations and 

limited evidence on implementation within Welsh contexts. This emphasises the 

need for further research and evaluation of whole-school frameworks that are 

culturally and contextually adapted to the specific needs of schools in Wales. 

The review supports the case for investing in universal provision as a 

preventative platform for sustainable and equitable learner support. 

Participants semi-structured interviews and focus groups emphasised the 

increasing complexity and frequency of behaviours that challenge, particularly 

following the pandemic. Teachers described a significant rise in emotional 

dysregulation, low-level disruption, and difficulties with peer interaction—often 

linked to wider wellbeing concerns, adverse childhood experiences, and unmet 

additional learning needs. 

Many school staff reported feeling under-prepared or under-resourced to 

respond effectively, highlighting a need for greater training, time, and whole-

school capacity to embed relational and preventative approaches. While positive 

examples of practice were noted—particularly where behaviour support was 

embedded within wider wellbeing frameworks—participants frequently described 

a reactive culture shaped by high levels of staff stress, exclusionary pressures, 

and reduced access to specialist support. The evidence pointed to a strong 

appetite for relational, evidence-informed, and system-wide strategies, but also 

a pressing need for investment, clarity, and consistency in policy and practice. 

The case studies further illustrate how the implementation of tailored 

interventions—whether through strengthening universal behaviour frameworks 

or providing targeted support for learners with additional needs—can lead to 

meaningful improvements in outcomes when delivered with fidelity and sustained 

commitment. Examples drawn from a range of settings, including primary, 

secondary, and specialist provisions, highlight how effective practice is 

characterised by a strong emphasis on relational approaches, whole-school 

consistency, and contextual adaptation. Schools that successfully embedded 

universal, proactive behaviour strategies reported calmer and more inclusive 

learning environments, while those that developed bespoke, multi-agency 

support plans for individual learners noted enhanced engagement, reductions in 

behaviours that disrupt or challenge, and improved staff efficacy. Across diverse 

educational contexts, common features of effective practice included a clear 

focus on early identification, collaborative planning involving families, robust staff 

professional learning, and leadership that prioritised nurturing and inclusive 
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school cultures. These findings reinforce the importance of adopting flexible, 

evidence-informed approaches that are responsive to the specific needs of each 

school community. 

The findings in this report reinforce the critical role that skilled classroom 

management and the creation of positive, relational environments play in 

preventing and responding to behaviours that disrupt and challenge. A consistent 

theme emerging from the evidence is that high-quality behaviour support begins 

not with reactive strategies, but with the capacity of teachers to establish safe, 

structured, and nurturing classroom climates where expectations are clear, 

relationships are strong, and prosocial behaviours are actively taught and 

reinforced. These skills are fundamental to reducing disruption, supporting 

inclusion, and promoting learner wellbeing. However, current evidence suggests 

that many early career teachers feel underprepared for the behavioural demands 

of modern classrooms, particularly in the wake of the pandemic and the 

intensification of learner needs. Embedding robust, practical training in 

classroom management, behaviour prevention, and relational practice into Initial 

Teacher Education (ITE) programmes, and ensuring that these skills are further 

developed during statutory Induction, represents a critical opportunity to 

strengthen early professional competence and resilience. Targeted support 

during the early stages of teachers’ careers is likely to have a significant long-

term impact on classroom environments, learner engagement, and teacher 

retention (Egan et al., 2025). 

This report also identifies a strong interrelationship between engagement with 

learning, academic achievement—particularly in foundational literacy and 

reading—and the prevalence of behaviours that challenge. Numerous case 

studies and stakeholder interviews point to the role that early reading success 

plays in shaping a learner’s confidence, self-regulation, and capacity to 

participate meaningfully in school life. Difficulties in acquiring literacy, especially 

in the early years, are not only a barrier to accessing the curriculum but can also 

manifest as frustration, avoidance, or disruptive behaviour in the classroom. This 

relationship has been well-established in the research literature, including the 

findings of the National Behaviour and Attendance Review (Welsh Government, 

2008), which highlighted low literacy as a key predictor of poor behaviour and 

disengagement. Schools that embed structured, evidence-informed approaches 

to early reading—such as those grounded in the Simple View of Reading and 

Scarborough’s Reading Rope—are better equipped to promote engagement, 
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reduce behavioural difficulties, and support a culture of achievement. The 

implication for practice is clear: improving outcomes for learners with behaviours 

that challenge must include a robust focus on early, sustained provision for oral 

language and systematic literacy instruction as both an academic and 

behavioural intervention. 

Ultimately, this study highlights the need for a sustained investment in evidence-

based practices, professional learning, and research and evaluation tailored to 

the Welsh context. Addressing these challenges through whole-school 

approaches will help foster inclusive, nurturing environments that promote 

wellbeing and academic success for all learners and work to reduce the risk of 

behaviours that disrupt and challenge. 
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Limitations  

The rapid evidence review was restricted to a specific timeline to fit within the 

bounds of the research timeline. Although it represents a systematic search of 

the main evidence database in this area, a full systematic review of 

effectiveness research was not possible. Most of the studies selected were also 

conducted with primary or elementary6 pupils, with only one with exclusively 

secondary age pupils. This means that the effectiveness summary only really 

relates to primary settings and there is a need for further research in the 

secondary sector.  

A limitation of the qualitative element of the project was the small number of 

pupil participants. The learner focus group was limited in size and drawn from 

a single case study school, which may restrict the generalisability of the 

findings. While the perspectives shared provided valuable insights into learner 

experiences, broader pupil consultation across a more diverse sample of 

settings would be beneficial in future research. 

A further limitation concerns the context of the qualitative case studies and 

practitioner interviews. While they offer important illustrations of effective 

practice, participants were largely drawn from settings that had volunteered to 

share examples. As such, the findings may reflect a degree of positive practice 

bias and may not fully capture the experiences of schools facing more 

entrenched challenges. 

While the report identifies a range of evidence-informed frameworks and 

strategies, it was beyond the scope of the study to systematically examine the 

practical barriers to implementation across different contexts, such as workload 

pressures, resource constraints, or variation in staff expertise. Future research 

should explore these factors in greater depth to support scalable and 

sustainable practice development across the Welsh education system.

 
6 In this report, ‘elementary-aged’ pupils refer to US pupils aged between 5-11 years and 
'primary-aged pupils refers to children typically in UK primary schools aged between 4-11 
years. 
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Recommendations 

a) Update and expand national guidance. 

Welsh Government should revise and expand national guidance to support 

schools. This should include:  

• Guidance on effective frameworks that work to build positive school 

cultures, such as School-Wide Positive Behaviour Support (SWPBS), 

emphasising proactive strategies, developing relationships, and whole-

school approaches to foster consistency and inclusivity. 

• Guidance on effective classroom practice should be revised and 

updated to reflect the post-covid contexts in schools, and the skills 

teachers need to create a positive, inclusive classroom environment. 

• The impact of adverse childhood experiences (ACEs) and other 

contextual factors when developing behaviour policies, ensuring they 

are responsive to the needs of their communities. 

• Practical resources for leadership teams, guidance for early 

identification of emerging needs, and clear links with whole-school 

wellbeing frameworks (e.g., SWPBS, WSAEMW, ALNET). 

• Guidance on structured social and emotional learning (SEL) 

programmes to systematically develop emotional literacy, resilience, and 

relational skills at the universal (Tier 1) level. 

• Guidance should explicitly discourage zero-tolerance, punitive, and 

highly coercive behaviour management models, which are inconsistent 

with the current evidence base and tend to encourage disengagement. 

 

b) Enhance professional learning for teachers and leaders. 

Welsh government should develop a national professional learning programme 

for teacher and leaders that includes:  

• A focused on whole-school behaviour frameworks (such as SWPBS), 

including a focus on relationship building and restorative approaches. 

• Prioritise practical classroom strategies, trauma-informed de-escalation, 

and inclusive relational approaches. 

• Embed opportunities for regular reflective supervision or coaching to 

support teacher well-being and resilience. 
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• Strengthen initial teacher education (ITE) and induction programmes by 

embedding structured, evidence-based training on classroom 

management, positive behaviour frameworks, and the creation of 

nurturing environments. 

• Ensure that early-career teachers are supported to develop practical, 

relational skills in behaviour prevention and de-escalation as a core 

element of professional competence. 

 

c) Strengthen early speech, language and communication teaching 

approaches to prevent later behaviour challenges. 

Welsh government should highlight the relationship between early 

communication skills and positive behaviour. This should include: 

• A clear understanding and provision of a systematic, evidence-based 

approach to early language and reading instruction, providing all 

learners with the best possible opportunity to develop secure and 

functional literacy skills by the end of primary school. 

• Recognise early communication difficulties as a key risk factor for later 

disengagement, challenging behaviour, absenteeism, and exclusion, 

and treat early support as both an academic and behavioural prevention 

strategy. 

• Ensure that behaviour and wellbeing policies are aligned with CfW 

guidance including enabling learning, with a particular focus on 

supporting vulnerable learners, including those eligible for FSM and 

those with ALN. 

 

d) Invest in effectiveness research in Wales. 

While international evidence provides a strong foundation, evaluating the 

feasibility and effectiveness of these frameworks in the specific cultural and 

educational context of Wales is essential. Such research will inform policy 

development, identify best practices, and ensure interventions are tailored to 

local needs. This research needs to: 

• Enable long-term studies into the implementation and impact of whole-

school behaviour frameworks in Wales. 

• Focus on evaluating contextual fit, sustainability, and outcomes for 

diverse learner groups, including those with ALN. 
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• Encourage schools to develop early-warning data systems to track low-

level disruption, disengagement, and soft signs of emotional or 

behavioural difficulty. 

• Promote partnerships between schools and HEIs to co-develop 

evidence-based strategies grounded in real classroom experience. 

• Build close-to-practice enquiry and research and peer networks to 

support reflective professional growth. 

 

e) Enhance support to families. 

• Strengthen school-family partnerships by offering accessible workshops, 

coaching, and resources for parents/carers on emotional coaching, 

positive behaviour support, and school-home consistency. 

• Embed family support as a key strand of a community-focused school 

models.  

 

f) Address and promote wellbeing through nurturing school environments. 

• Support the adoption of whole-school approaches that explicitly develop 

pupils' emotional literacy, emotional regulation, and relationship skills as 

a part of the Curriculum for Wales. 

• Recognise that behaviour change is most sustainable when wellbeing 

and emotional skills are nurtured systematically and universally. 

 

g) Provide targeted support for secondary schools. 

Provide tailored guidance and resources to address the unique challenges 

faced by secondary schools. This should include: 

• Supporting leadership teams to ensure whole-school consistency in 

developing positive learning environments. 

• Encouraging restorative practices to strengthen relationships and 

resolve conflicts constructively with staff and learners. 

• Support structured transition planning between phases. 

• Expand peer mentoring programmes and restorative practices. 

• Developing specialist pastoral support teams to address early signs of 

disengagement. 

 

h) Employ behaviour specialists in each Local Authority. 

Each LA should appoint behaviour specialists who can: 
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• Support schools to design and implement proactive and inclusive 

behaviour frameworks. 

• Deliver professional learning and coaching on whole-school, trauma-

informed and relational practices. 

• Assist in data-led early intervention and bespoke support planning for 

learners with complex needs. 

• Facilitate communities of practice across local schools to share effective 

approaches. 
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Appendix  

Appendix 1 Rapid Review – detailed methodology 

Rapid review  

A focused rapid review synthesis was conducted that focused on high-quality, 

peer-reviewed quantitative studies evaluating the impact of universal, school-

wide behaviour strategies on measurable quantitative outcomes (e.g., office 

discipline referrals, suspensions, academic attainment). This phase was 

concerned with robustly reviewing the literature to establish clarity on the 

current evidence-base and so contributing to evidence informed practice and 

policy in this area. 

Only quantitative research was included for two reasons. First, this rapid review 

is part of a wider project where a multi method approach was taken to answer 

the research questions using quantitative and qualitative methods (Sultana, et 

al., 2025). Second, quantitative research using controlled studies is best able 

to answer the research question in terms of what approaches are effective in 

whole school approaches according to well-controlled peer reviewed studies. 

The rapid review focused specifically on universal (Tier 1) approaches, as these 

form the essential foundation of any preventative behaviour and wellbeing 

framework. Evidence highlights that consistent, whole-school expectations, 

proactive teaching of social-emotional skills, and a positive, inclusive climate 

are critical to reducing the incidence of behaviours that challenge and improving 

outcomes for all learners (Sugai & Horner, 2002; Horner et al., 2010). By 

strengthening universal provision, schools are better equipped to identify 

emerging needs early, reduce reliance on reactive measures, and create the 

conditions for effective targeted and individualised support for those learners 

that need more support. 

Electronic databases were searched, and systematic reviews on relevant topics 

were hand-searched. The following procedure was used to identify potential 

studies for inclusion: 

(a) Title and abstract screening of papers from the electronic database search  

(b) Handsearching of identified systematic reviews 
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(c) Full-text screening and data extraction  

(d) A trustworthiness assessment of remaining papers  

Two main science databases were utilised: the Social Sciences Premium 

Collection and PsycINFO. These were searched on 2 May 2024, and the search 

strategy was limited to the following inclusion criteria: 

• Peer-reviewed journal articles written in the English language  

• Published from April 2004 onwards  

• The study design was also restricted to quantitative research that 
measured a quantifiable change in a measure of behaviour or 
permanent product or process (i.e. suspensions) that are relevant to 
pupil behaviour 

• Studies included a universal or whole-school approach to behaviour 
support (i.e., that the approach or strategies used had to be 
implemented with all pupils across the setting) 

• Any intervention had to be implemented by a member of school staff 
(i.e., not external staff) 

 

Any identified systematic reviews were also hand-searched. 

Papers where training from researchers or outside agencies were involved 

were included, but the staff had to be the ones implementing the interventions 

throughout the school. Primary, middle, secondary, ALN and PRU provisions 

were all included if the intervention targeted all pupils in that setting, not just 

individuals or certain groups. Academic interventions were excluded, but 

measures of academic outcomes were included if the intervention was focused 

on pupil behaviour change. The 20-year date limit was selected to ensure the 

contemporary school environment was captured as much as possible but still a 

large number of papers could be considered (the full inclusion and exclusion 

criteria are presented in Appendix 1).  

The overall rationale for the search strategy was to capture any universal 

behaviour strategy in schools that had been quantitatively evaluated over the 

last 20 years. The search strategy had four broad categories: (1) Words around 

research design; (2) words around interventions; (3) synonyms of universal 

supports; and (4) outcome measures (see Appendix 2 for full search terms).  

The initial search yielded 316 results. Titles and abstracts were screened by 

one member of the research team, with reasons for exclusion documented. 
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Examples of reasons for exclusion include duplicates, not being whole school 

interventions or being academic interventions. Some papers initially appeared 

to meet the selection criteria but were later excluded because the interventions 

were delivered by community volunteers for pupil mentoring rather than by 

school staff, thus not meeting the inclusion criteria.  

A second researcher cross checked 20% of the manuscripts and any 

disagreements were resolved by consensus. Out of the 63 papers screened by 

the second researcher there was disagreement on only one paper. A total of 83 

papers were then fully screened by both researchers.  

The review process combined full screening and data extraction using a 

standardised Excel document. Key details recorded included the study’s 

author, title, year, journal, research design, intervention, outcome measures, 

population, country, and results. After screening, 45 studies were assessed for 

quality using an education-specific framework (Gorard, 2014) to evaluate the 

trustworthiness of research. Papers were rated on research design, sample 

size, dropout rates, outcome measures, intervention consistency, and validity. 

Each study received a rating from 0 to 5, with the final score limited by its 

lowest-rated component. Only studies rated 2 stars or above were included, 

ensuring a minimum standard of quality. This meant that selected studies had 

a controlled comparison design, involved at least 10 schools per group, and 

had valid and appropriate outcome measures. Studies with very small sample 

sizes or inadequate research designs were excluded. Further details on quality 

ratings are available in Appendix 3, and a full breakdown of the assessment 

can be provided on request. 
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Appendix 2. Rapid review – The inclusion and 

exclusion criteria 

Inclusion criteria Exclusion criteria 

 

Quantitative studies that measure a 

quantifiable change in a measure of 

behaviour or permanent product / 

processes (i.e. suspensions) that are 

relevant to pupil behaviour 

 

Qualitative studies. 

Papers that have been published between 

April 2004 to present 

Academic interventions 

International studies 

 

Opinion or discussion-based studies 

 

Papers written in the English language 

 

Studies that do not measure a 

quantifiable change in pupil or teacher 

behaviour in connection with an 

intervention 

Behaviour management interventions 

and/or strategies that are used for all pupils 

across a setting 

Interventions or supports that only 

target individuals or groups 

 

Interventions or strategies that are carried 

out by the classroom teacher and/or the 

senior leadership team, or a member of 

school staff 

Unpublished PhD or other thesis 

Primary, secondary, ALN, and PRU 

provisions 

 

Peer-reviewed empirical papers 
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Appendix 3. Rapid review – The search terms 

1 

 

2 3 4 

Evidence-

based; 

Quantitative; 

Statistical; 

 

Positive Behaviour 
Support*; 

Positive Behavior 
Support*; 

PBS; School-wide 
positive behaviour 
support; 

School-wide positive 
behavior support; 

SWPBS; 

Positive Behaviour 
Interventions and 
Supports; 

Positive behavior 
interventions and 
supports; 

PBIS; 

Universal school-

based programme*; 

Universal school-

based program*; 

Universal prevention 

model; 

Universal support; 

 

Low-level disruption; 

Low-level disruptive 

behaviour*; 

Low-level disruptive 

behavior*; 

 

Single 

Subject; 

Single-

subject; 

 

Behaviour 

Management; 

Behavior 

management; 

 

Universal tier; 

Tier one; 

Tier 1; 

First tier; 

Primary tier; 

Exclusion; Expulsion; 

Suspension; 

 

Case study; Restorative practice*; 

Restorative justice; 

Restorative 

intervention* 

 

Whole school; 

Whole-school; 

School wide; 

On-task behaviour*; 

On-task behavior*; 
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1 

 

2 3 4 

Whole school 

approach; 

Whole-school 

approach 

Randomised 

Controlled 

Trial; 

Randomized 

Controlled 

Trial; RCT; 

Control 

Group*; 

Trauma informed; 

Trauma informed 

schools; Trauma 

informed practices;  

 

 Disruptive behaviour*; 

Disruptive behavior*; 

 

Effectiveness Behaviour 

intervention*; 

Behavior 

intervention*; 

Behaviour strategies; 

Behavior strategies; 

 Absenteeism; 

 

   Attendance; 

   Aggressive 

behaviour*; 

Aggressive behavior*; 

   Violence; 

   Office Discipline 

Referral*; ODR*; 

   Emotional regulation 
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Appendix 4. Rapid review – Quality rating 

Design Scale Dropout Outcomes Fidelity Validity Rating 

Fair design for 

comparison 

Large number of cases per 

comparison group 

Minimal attrition, no 

evidence of impact on 

findings 

Standardised pre-

specified independent 

outcome 

Clear intervention, 

uniform delivery 

No evidence of diffusion or 

other threat 

   4 

Balanced 

comparison 

Medium number of cases 

per comparison group 

Some initial 

imbalance or attrition 

Pre-specified outcome, 

not standardised or not 

independent 

Clear intervention, 

unintended 

variation in 

delivery 

Little evidence of diffusion or 

other threat 

   3 

Matched 

comparison 

Small number of cases per 

comparison group 

Initial imbalance or 

moderate attrition 

Not pre-specified but 

valid outcome 

Unclear 

intervention, with 

variation in 

delivery 

Evidence of experimenter 

effect, diffusion or other 

threat 

   2 

Comparison 

with poor or no 

equivalence 

Very small number of 

cases per comparison 

group 

Substantial imbalance 

and/or high attrition  

Outcome with issues of 

validity or 

appropriateness 

Poorly specified 

intervention 

Strong indication of 

experimenter effect, 

diffusion or other threat 

   1 

No report of 

comparator 

A trivial scale of study, or N 

unclear 

Attrition not reported 

or too high for any 

comparison 

Too many outcomes, 

weak measures, or poor 

reliability 

No clearly defined 

intervention 

No consideration of threats 

to validity 

    0 

Note. Scale: School = 1 trivial, 2+ Very small, 10+ small, 20+ medium, 40+ large number Pupils = Under 10 Trivial, Under 20 very small, Under 
50 small, under 100 medium, 100+ large.  
See Gorard (2014) for a full explanation of the use of the tool.  
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Appendix 5. Interview schedule 

Introduction 

We are interested in gathering teachers’ perceptions, opinions and experiences of current best 

practice approaches for building positive classroom and school cultures. We would like to gain a 

deeper understanding of current best practice of whole-school approaches to support positive 

behaviour and how Additional Learning Provision (ALP) can support positive behaviour in Welsh 

schools and Pupil Referral Units (PRUs). By gathering this information, we aim to provide guidance to 

practice settings and policy makers on building positive classroom and school cultures and reducing 

disruptive and challenging behaviour. 

I would like to thank you for agreeing to talk to us. You have signed a consent form agreeing to take 

part in the interview. I’ll record this interview if you have consented for this, so I can transcribe it later. 

If you did not consent to audio recording, I will take detailed notes during our conversation. Everything 

that you tell me today will remain confidential and anonymous. If at any point during the interview you 

decide you do not want to continue, please let me know. You do not have to give me a reason for your 

decision.  

Our discussion today should last about 30 to 40 minutes, but you can talk for as little or as long as 

you would like. 

If you are happy with all of this, we can begin. 

Pre-question: Can you give me a brief overview of your role in the school and an idea about the 

number of years’ experience you have as a teacher and whether you have a specific role related to 

behaviour or ALN within the school? 

We recognise that individual schools and teachers will have different interpretations of what 

constitutes ‘behaviour that challenges’ Internalised behaviours such as withdrawing from learning may 

be viewed as challenging. However, in the context of this interview, we define challenging behaviour 

as any type of behaviour that includes actions such as aggression, refusal to co-operate or behaviour 

that is disruptive to the learning environment. 
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Interview schedule 

Question 

no. 

Question 

Q.1  Do the behaviours that schools are seeing now differ from pre-pandemic norms? 

• In what ways, if any, have you observed changes in learner behaviour 
compared to before, during and following the pandemic? 

• What elements of behaviour currently present the greatest challenge to 
the classroom and learning?  Why do you think this?  

Q.2 What approaches to behaviour management and managing challenging learner 

behaviour are, in your opinion, most effective with respect to your own classroom 

practice? Why do you think this?  

• Are there any approaches that you have been trialled and found to be 
ineffective? If so, why? 

Q.3 Are 'whole school approaches' to behaviour in place in the school you work in, 

and what do they involve? 

Q.4 Can you provide examples of strategies or practices employed by leadership 

teams in your school that serve to reinforce adherence to behaviour policies? 

• How can leadership teams ensure that school expectations and 
behaviour policy are consistently implemented? 

Q.5 What factors or influences led your school to adopt the behaviour management 

approaches currently in place? 

• From your perspective, how effective have these approaches been and 
do you or your school have evidence of impact? 

Q.6 Are there any specific resources or support systems you personally feel would 

be beneficial in improving the effectiveness of your approaches in your 

classroom? 

• Can you provide any existing good practice examples? 

Q.7 Does the setting you work in employ additional targeted interventions to support 

students whose disruptive behaviour may be related to Additional Learning 

Needs? 

Q.8 In your opinion how do learners perceive the behaviour management 

approaches implemented within the school you work in? 

Q.9 With respect to your own practice, what steps do you believe are necessary to 

cultivate and maintain a positive behaviour culture within the school community? 
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Appendix 6. Focus group schedule 

 

Question 

no. 

Question 

Q.1 How do the behaviours that schools are seeing now differ from pre-

pandemic norms? 

• In what ways have you observed changes in student behaviour 
compared to before, during and following the pandemic? Since 
the onset of the pandemic compared to before? 

Q.2 Can you describe any specific shifts or trends in student behaviour that 

you have noticed since the pandemic began? 

Q.3 What approaches to behaviour management and managing challenging 

pupil behaviour are in your opinion most effective? 

• What has influenced your decisions to adopt these approaches 
and how effective do you think they are? 

Q.4 What factors or influences led your school to adopt the behaviour 

management approaches currently in place? 

• From your perspective, how effective have these approaches 
been in addressing the changes in student behaviour? 

Q.5 What do schools feel would make a difference to make their approaches 

more effective? 

• What improvements or adjustments do you believe could 
enhance the effectiveness of your current behaviour 
management strategies? 

Q.6 Are there any specific resources or support systems you feel would be 

beneficial in improving the effectiveness of your approaches? 

• What changes are required to create and sustain a culture to 
support good behaviour in schools? 

Q.7 What steps do you believe are necessary to cultivate and maintain a 

positive behaviour culture within the school community? 

• How do you envision the implementation of these changes within 
your school environment? 

• How can leadership teams ensure that school expectations and 
behaviour policy are consistently implemented? 

• What role do you see leadership teams playing in ensuring 
consistent implementation of behaviour policies and 
expectations? 

Q.8 Can you provide examples of strategies or practices employed by 

leadership teams to reinforce adherence to behaviour policies? 
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Question 

no. 

Question 

• What approaches and techniques are currently in place within 
individual schools to support appropriate behaviour? 

Q.9 Could you describe some of the specific approaches or techniques your 

school utilises to encourage appropriate behaviour among students? 

• How do these approaches align with the individual needs and 
characteristics of your student body? 

• Are 'whole school approaches' to behaviour in place, and what do 
they involve? 

Q.10 Does your school employ a 'whole school approach' to behaviour 

management? If so, could you elaborate on what this involves? 

Q.11 How does the implementation of a whole school approach contribute to 

the overall school climate and culture? 

Q.12 What additional learning provision (ALP) is required to support children 

with additional support needs? 

Q.13 What types of additional learning provisions do you believe are 

necessary to effectively support children with additional support needs? 

Q.14 How does your school currently address the unique needs of students 

requiring additional support? 

• What are the experiences and views of learners and parents 
towards the approaches that have been implemented? 

Q.15 How do learners perceive the behaviour management approaches 

implemented within the school? 

Q.16 What feedback or views have parents shared regarding the effectiveness 

of the behaviour management strategies employed by the school? 
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 Appendix 7. Table of characteristics 

 

Author (Date) Intervention Participants Measures Results 

 

Bonell et al. 

(2018) 

Restorative 

Practice and 

SEC (Learning 

Together 

Intervention) 

40 Secondary Schools 

in England (20 I, 20 C) 

Pupil reported measures of Bullying 

and Aggression (Gatehouse Bullying 

Scale [GBS] and Edinburgh Study of 

Youth Transitions and Crime [ESYTC] 

school misbehaviour subscale) 

After 36 months of implementation a small but 

significant effect on bullying was found in the 

intervention schools, and no effect was found 

on aggression between the two groups.  

Bradshaw, 

Mitchell and Leaf 

(2010) 

SWPBS 37 elementary schools 

in the US (21 I, 16 C) 

Suspensions, ODRs, Academic 

Achievement (Statewide Academic 

Achievement tests in Maths and 

English) 

Significant reductions in suspensions and 

ODRs in intervention schools only. 

Nonsignificant gains in academic 

achievement.  

Bradshaw, 

Waasdorp and 

Leaf (2012) 

SWPBS 37 elementary schools 

in the US (21 I, 16 C) 

ODRs, Suspensions, Teacher ratings 

of behaviour (Teacher Observation of 

Classroom Adaption – Checklist 

[TOCA-C]) 

Positive significant effects on teacher ratings, 

significant reductions of ODRs in intervention 

but not control schools. No significant 

reduction in suspensions.  

Gage et al. (2018) SWPBS 238 elementary schools 

in the US (119 I, 119 C) 

ODRs and Suspensions  Significant decrease in suspensions and 

ODRs in intervention schools 
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Author (Date) Intervention Participants Measures Results 

 

Gage et al. (2019) SWPBS 1186 elementary, 

middle, and high schools 

in the US (593 I, 593 C) 

Corporal Punishment, In School 

Suspensions (ISS), Out of School 

Suspensions (OSS), expulsion, pupil 

referral by school to law enforcement, 

school-related arrests.  

Statistically significant difference between the 

two groups shown in decrease in OSS in the 

intervention schools.  

Gage et al. (2020) SWPBS 196 elementary, middle 

and high schools in the 

US (98 I, 98 C) 

Suspensions and Expulsions Significantly fewer suspensions in the 

intervention schools only, no difference in 

expulsions.  

Horner et al. 

(2009) 

SWPBS 53 elementary schools 

in the US (30 I, 23 C) 

Perceived School Safety (School 

Safety) Survey [SSS]), Academic 

Achievement (State academic 

standardised tests) 

Significant increase in perceived school 

safety and academic test scores for the 

intervention group only.  

Snyder et al. 

(2013) 

SEC (Positive 

Action 

Program) 

20 elementary schools 

in the US (10 I, 10 C) 

Student self-report on academic 

behaviour scales, Teacher report of 

student behaviour scales, Student 

self-report on negative behaviour 

scales. 

Statistically significant positive results on all 

measures for intervention schools.  

Sørlie and Ogden 

(2015) 

SWPBS 48 primary schools in 

Norway (28 I, 20 C) 

Staff ratings of behaviour (“Problem 

Behavior in the School Environment 

Last Week” and “Problem Behaviour 

in the Classroom Last Week”), School 

A significant decrease in seclusion in the 

intervention schools whilst a significant 

increase in seclusion in the control schools. A 

significant positive change for teacher 
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Author (Date) Intervention Participants Measures Results 

 

Climate pupil and teacher measure 

(Classroom Environment Scale 

[CES]), Seclusion 

measures of behaviour and school climate, 

but not for pupil measures of behaviour and 

school climate.  

Sørlie et al. (2018) SWPBS 48 elementary schools 

in Norway (28 I, 20 C) 

Teacher reported measures of risk of 

developing externalising problem 

behaviours – aggression and 

delinquency (Teacher Report Form) 

Statistically significant fewer pupils classed 

as persistent high risk on the teacher reported 

measure in the intervention schools. 

Waasdorp 

Bradshaw and 

Leaf (2012) 

SWPBS 37 elementary schools 

in the US (21 I, 16 C) 

Teacher reported bullying behaviours 

(Teacher Observation of Classroom 

Adaption Checklist) 

Significantly lower bullying reports for 

SWPBS schools.  

Ward and Gersten 

(2013) 

SWPBS (Safe 

and Civil 

Schools 

Model7) 

32 elementary schools 

in the US (17 I, 15 C) 

Suspensions, Academic Achievement 

(Statewide achievement test scores), 

Pupil reported measures of resilience 

and risk behaviours (California 

Healthy Kids Survey [CHKS]), Staff 

survey of pupil behaviours 

No significant change in suspension or 

academic measures. Some but not all 

positive significant changes across various 

subscales of the pupil and teacher reported 

measures.  

 
7 A proactive, positive, and instructional approach to improve school climate and culture, providing professional development and resources to help K-12 teachers develop 
effective behaviour management strategies (Safe & Civil Schools, 2025). 
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Appendix 8. Outcome measures 

 

 

Pupil 

Reports 

Inappropriate 

Behaviours 

Pupil 

reports of 

Positive or 

Academic 

Behaviours 

Teacher 

Reports of 

Inappropriate 

behaviours 

Teacher 

reports of 

Positive or 

Academic 

behaviour 

ODRs/ 

Record of 

behavioural 

incidents 

Suspensions Expulsions 
School 

Climate 

Academic 

Achievement 

Bonell et al. 

(2018) 
X/O - - - - - - - - 

Bradshaw, 

Mitchell and 

Leaf (2010) 

- - - - X X - - O 

Bradshaw, 

Waasdorp 

and Leaf 

(2012) 

- - X X X O - - - 

Gage et al. 

(2018) 
- - - - X X - - - 

Gage et al. 

(2019) 
- - - - - X O - - 
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Pupil 

Reports 

Inappropriate 

Behaviours 

Pupil 

reports of 

Positive or 

Academic 

Behaviours 

Teacher 

Reports of 

Inappropriate 

behaviours 

Teacher 

reports of 

Positive or 

Academic 

behaviour 

ODRs/ 

Record of 

behavioural 

incidents 

Suspensions Expulsions 
School 

Climate 

Academic 

Achievement 

Gage et al. 

(2020) 
- - - - - X O - - 

Horner et al. 

(2009) 
- - - - -* - - X X/O 

Snyder et al. 

(2013) 
X X X X - - - - - 

Sørlie and 

Ogden 

(2015) 

- - X - - - - X - 

Sørlie et al. 

(2018) 
- - X - - - - - - 

Waasdorp, 

Bradshaw 

and Leaf 

(2012) 

- - X - - - - - - 
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Pupil 

Reports 

Inappropriate 

Behaviours 

Pupil 

reports of 

Positive or 

Academic 

Behaviours 

Teacher 

Reports of 

Inappropriate 

behaviours 

Teacher 

reports of 

Positive or 

Academic 

behaviour 

ODRs/ 

Record of 

behavioural 

incidents 

Suspensions Expulsions 
School 

Climate 

Academic 

Achievement 

Ward and 

Gersten 

(2013) 

O - O - - X - - O 

 

Note. Positive results in outcome measure (increased or decreased dependent on what would be “positive” for this measure”) – X significant result 

in outcome measure; O outcome measure with no significant result. X/O statistical significance for some tests within this category but not all. 

*No pre data for ODRs so no stat analysis run 
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