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There is considerable emphasis in research literature and educational policy on the
AYLRNIFYOS 2F LINByGlt Ay@2t gSYSyid Ay adzZJJ2N
of thisis based on correlational, rather than experimental evidence. Also, the focus has been on
OKAf RNBYyQa | OFRSYAO 2dzi02YSa YR FaGdadFrAYyYSyYy (s
systematic review of existing literature was conducted to evaluate reeempirical studies of
schooto SR AYUSNBSyuAaAz2ya OGKFIdG FOGAGStEe Ayg2ft O
mental health and emotional welleing. It aimed to describe the characteristics of such
interventions and to consider whether there isr&S | NOK S@ARSY OS & dzLJLJ2 NIi A
these. Results suggestdde interventions promoted a range of positive outcomes related to
OKAft RNByQa YSyidlft K Seirfg.( Howevey, Rurth& Yadrid As2néddéd tog S f
understand to what extent poive outcomes are related to the specific approaches and methods
used, especially as there is much variation in the types of interventions used. Currently there is
little robust empirical evidence for the additional benefits of actively involving paremts i
AYGSNIBSyGA2ya (2 adzJ)lloddy. ABK fufthRrN&Esgateih nedly @ bd 2 v
undertaken that seeks to consult with the parents, children and professionals facilitating these
complex interventions to better understand potential barriersddiacilitating factors of parental

involvement in schoebased programmes.

The empirical paper aimed to explore the experiences and views of parents, children and
facilitators who have been involved in the StoryLinks intervention. StoryLinks is anuatised,

parent-partnership intervention that involves children, parents and school in thereation of



aG2NASa (2 &dzLlLd2 NI -bebng antl IReREByysKiIa (WEtarE A0AQ). WiorfLinks &£ f

based on the principles of therapeutic storywnii and attachment theory, including the use of

metaphor to explore feelings and stergaking as a way of supporting relationships. There is

a42YS LINBEtAYAYINE S@OARSYyOS GKIG GKS AYyGSNBSyaGAzy
emotional and social webeing, behaviour and rates of exclusion, as well as the parkeid

relationship (Water, 2014). The current exploratory study drew on the multiple perspectives of

parents, children and facilitators who have been involved in the intervention. The reseaaret a

to gain a better understanding of their experiences of the implementation, process and outcomes

of StoryLinks. Senstructured interviews with eight participants (four facilitators and two parent

child dyads) were conducted and thematic analysis vpgdied to the transcripts. The findings for

each group were analysed and presented separately. There were some commonalities between

groups, suggesting that participants had mostly had a positive experience of StoryLinks and

considered it to be a collabatige intervention. Outcomes identified by participants included that

StoryLinks had supported relationships and adults felt they had developed greater insights into

G§KSAN) OKAf RQa SY2GA2ya YR 0SKI @A 2 dzNXerailey RAYy3a 6 SN
and research related to therapeutic storywriting approaches and parental involvement in

interventions. Consideration was also given to implications for future practice and research.
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1.1 Introduction

LYGSNYFGAZ2YFE NBaSkNOK KAIKEAIKGAE GKS AYLI
emotional skills to improve health, wddeing and life outcomes (Adi, Killoran & Janmohamed,
2007). Families, scho@dsd communities have an integral role in supporting the mental health
and emotional welbeing of children and young people to promote positive outcomes (Mendez,
Ogg, Loker & Fefer, 2013). Evidence suggests that good mental health and emotiohelngd
a protective factor against emotional and behavioural problems, criminal activity and alcohol or

substance misuse (Adi et,a2007).

¢KS 22NIR I SIfGdK hNBIFIyYyAalGA2YyY 621 hT-beingimn 0
in which every individual rdi@aes his or her own potential, can cope with the normal stresses of
life, can work productively and fruitfully, and is able to make a contribution to her or his
O2YYdzyAlleéed ¢KAA A& GKS LINBFSNNBR RSTiiyeA A2y
mental health is not just the absence of a disorder, but includes social, emotional and
psychological welbeing. Furthermore, it reflects current trends in this area of research, which
KFa aSSy | aKATG FTNRBY | T 2 Qoaionigyyandyfhe Aréesanke®dt |
SY20GA2y Lt YR 0S8SKIFE@GA2dNI f WLINRGf SyaQs G2z | O

Q)¢

such as emotional health, happiness and life satisfaction and how these can be promoted
(Banerjee, McLaughlin, Cotney, Rolsett Peereboom, 2016). The term mental health is often

dzZa SR Ay LI N}ftS8f sAGK I NIry3IS 2F GSNxyasz AyoOf
02 YLIS( Sy OS66h Ay 28 ST heNdBrEnt review uses the termental health

and emotional wé-being to encompass the development of individual skills that support and
promote positive mental health (i.e. ability to manage feelings, social skills arahsmiéness), as

well as the contextual factors that may impact on this (i.e. school envirotirgoth terms are

used to reflect the wide range of terminologieslised in this field. Mental health has historically

been associated with the health profession and perhaps has more medicalised connotations,
although, as discussed earlier, it is bedognmore widely used and recognised in other fields

(Weare, 2010t KS O NBFRSNJ (S-BBAWPIUZEA2 ) Of d2BER= | &

1
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used in educational settings (Weare, 2010), as well as health and social care conésts.
reflectsthef@®dza 2F GKS OdzZNNBy G LI LISNI 2y SY20A2ya FyR GKSA
being.

t I NByhalrt Ay@2t @SYSyd Ay aoOKz22f AbdingladdBdzSR (2 0SS |
school attainmen(Desforges & Abouchaar, 2003arris & Goodall, 2008). éfturrent review
aims to explore the current evidence base for parental involvement in sdfasad interventions
that promote and supportprimasy 3SR OKAf RNBYy Q& YSy i kbéingKiBig f 6K ' yR SY
introduction will consider the role schoolsc8ryy G f @ LI & Ay &dzLILR2 NI AYy 3 OKAf RNJ
and emotional welbeing. The concept of parental involvement will be defined, leading to an
exploration of potential psychological frameworks that inform this area and key reviews. The
introduction is folbwed by a systematic review which considers recent contributions to the
empirical knowledge base forschemlF a SR Ay i SNBSydA2ya GFNHSGAY3I (GKS R

mental realth and emotional welbeing,that include an active parent component.

1.1.1 TheRdE 2F {OK22fa Ay {eldbeingz NIAy3a / KAf RNByQa 2

Schools are concerned with academic outcomes, but also equipping their pupils with the
skills they may need to lead a happy and productive adult life. Academic achievement, emotional
and social competence drphysical and mental health are fundamentally interrelated and
schools should promote all of them to maximise the vbeling of children and young people
(Diamond, 2010). This can then impact positively at an individual and wider societal level (Murphy
& Fonagy, 2012). There have been recent developments in UK policy that emphasise the
AYLRNIOFYOS 2F adzZlll2 NI Ay 3 OKA {-lRINGDe@imentFy G £ KSFHf GK |
Health [DoH], 2014D0H, 2015). Prevalence estimates in the literature vary, hewthe most
recent British surveys carried out by the Office of National Statistics in 1999 and 2004 indicated
that 10% of children and young people aged 5 to 15 years old had a clinically diagnosable mental
health disorder. Schools play a significant fialerevention and early intervention work to
promote mental health and emotional wdlkeing (Weare & Nind, 2011). Furthermore, as Child
and Adolescent Mental Health Services (CAMHS) struggle to cope with limited resources and
increased pressures, thereas increasing responsibility on schools to support vulnerable

individuals and groups (DoH, 2015).

| GLad NIy3IS 2F AYGSNDSy(GA2ya | NB OdNNBy(teé dash
health and emotional welbeing and these are delivered at indivadugroup and systemic levels.
These include strategies to promote positive wading, as well as prevention and intervention to

reduce emotional and behavioural difficulties in children (Banerjee.e2@16). Guidance



Chapter 1

published by the National Institatfor Health and Clinical Excellence (NICE, 2008) provides some
clear recommendations for schools about best practice for promoting mental health and

emotional wellbeing in primary education settings. Research supports a tiered approach,

meaning schoolsh®uld implement universal, whole school approaches, with targeted

interventions for those children and young people identified as vulnerable. Further
recommendations include training for teachers to identify children at risk, effective liaison

between schols and outside professionals and working closely with parents (Shucksmith, Jones &
Summerbell, 2010). The positive impact of parental involvement on school outcomes and

OK A f R NBghQia reabghised in research, legislation andcpdDesforges &ouchaar,

2003; Mendez et al2013; Weare & Nind, 201Department for Education [DfE], 2015). The
LISNDSLIiA2y GKFG LI NByGarft Ay@2ft@SyYSyid KlFa | L
influential in the development of policy and interventions. Howevevjews of the research

suggest the evidence is largely correlational and evaluations of interventions are technically weak,
for example using small samples or not having baseline equivalence between the comparison
groups (Desforges & Abouchaar, 2003; 80& See, 2013). Furthermore, there is limited

evidence for effective ways to involve parents in scHmsded programmes specifically aimed at
addzLILR2 NI AYy3 OKAf RNBYyQa YieyigiNICE, 2088).t 6K ' yR SY2i

This report will consider the evidea for interventions that are delivered to support
OKAf RNByQa YSyidl t 4enbinh priary syghBols wfrRaifocu® gnltHose th&t f f
seek to engage parents. Schools are accessible and well placed to facilitate parental involvement
in interventions. Furthermore, they may be perceived by parents as a more acceptable setting
than an external clinic, supporting enrolment and attendance (Cheney, Schlosser, Nash & Glover,
HaMnO® 5SALIAGS GKAaX GFNHSGSR LlaN&ihiare sty § SN S
mainly facilitated in clinical settings and these have been the focus of research (Mendgz et al
2013).

Findings from a review of schelbhsed mental health initiatives (Shucksmith ef 2010)
suggested that there are barriers to derstanding the effectiveness of parental involvement.
These includéd a lack of robust and quality research and heterogeneity in the way that parents
are involved in interventions, for example parents may ask to become involved in parent skills

training goups or be invited to attend parent and teacher meetings.

Taken together, it is concluded that further analysis is required to develop understanding of
the features of parental involvement in such interventions and how these may contribute to

positive outomes.
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1.1.2 Defining Parental Involvement inciool

The concept of parental involvement is a complex one, with different interpretations in
both literature and research. Epstein (1996) proposed six different categories of family
involvement; parenting, commucating, volunteering, learning at home, decision making and
collaborating with the community. This is one of the most well recognised frameworks in the
literature and much of the research draws on this framework. However, it is important to note
thatEpsB Ay Qa FNI YSG2N)] A& y20 o0lFaSR 2y SYLANAROIE S@GARS
reflection of the sort of things parents might do, or the ways in which they get involved
(Desforges & Abouchaar, 2003). This model does highlight that the concept ofglaren

involvement includes a wide range of behaviours and activities, both direct and indirect.

Shepherd & Carlson (2003) suggested that parent involvement is just one type of family
intervention in schools and this should be considered separately framekszhool collaboration,
parent education, parent training, consultation and therapy with parents. Heo®ol
collaboration is focused on the nature of the relationship between school and family and is
perhaps more a partnership than parental involvemdrarent education involves information
from a planned and broad curriculum being delivered, typically in a group format, whereas parent
training involves a less broad curriculum and more of a focus on specific skills, such as a behaviour
management strateg Consultation involves a parent and professional working together to
develop a plan to deal with a specific identified problem. Finally, parent or family therapy is a

direct intervention, with the focus of change being the person receiving the therapy.

HooverDempsey and Sandler (1997) proposed a theoretical model of the process of
LI NByidltf Ay@2ft gSYSyisx Ay 6KAOK (GKSe& 2dzit AYySR gK& LJ
SRdzOF A2y YR K2¢g GKAA YI& AyTf dzSyed®reecOKAf RNSy Qa SR
AYFEdzSydalrt FILOG2NR GKIFG AYLI OG 2y LINBYyGaQ RSOAAA:
Y2UAQLFGA2y Lt 0SftASTAS LINBYy(GiaQ LISNDSLIIAZ2YE 2F Ay JA
context. Motivational beliefs encompass parental ro@struction of involvement and sense of
seltefficacy. Invitations may include general invitations from school to parents, or specific
invitations from the class teacher or children. This model highlights that parental involvement is a
dynamic and interetive process. It is important to expand understanding beyond the individual
parent and their participation in an event, but also the situational and contextual factors that
influence the decision to take part, such as the relationships involved and shenaes available
(Barton, Drake, Perez, St Louis & George, 2004). Parental engagement may be best conceptualised
as involving some feeling of ownership of an activity, rather than just taking part, likely resulting

in a greater commitment than involveme@Boodall & Montgomery, 2014).
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In the current review the term parental involvement will be used, as it is felt that this is the
more widely recognised term in this field and it captures the different activities of parents when
actively involved and inatled in schoebased interventions. It is recognised that interventions
may involve parents in different ways and through this involvement they may feel more engaged,

with a sense of partnership with the school.

1.1.3 What are the Psychologicar&meworksand Pespectives that Underpin Parental

Involvement in hterventions?

Much of the literature concerned with parental involvement is focused on the association
GAGK LzLIAf aQ | OF RSYA (naalisOaNoGcomeaErNOK&ISeNd G K|y S
2010). Thisnay be in part that many of the behaviours conceptualised in definitions of parental
involvement are of an academic nature, such as helping with homework or volunteering to
ddzLILI2 NI LJdzLJA £ aQ NBIFRAYy3I Ay aOKz22faveb¥e®e Ay Tt d
identified, such as parents modelling educational values and high aspirations, as well as engaging

in discussion and educational activities with their child (Desforges & Abouchaar, 2003).

Someschoed A SR Ay G SNIBSY A2y a iolaPandsoziallwebity OK A f R
involve parent training or parent education programs, such as the IncredibleYears (Webster
{GNI GG2y> WSAR 9 {22t YAfESNE HAnnyOd® ¢KSaAS L
negative behavioural and emotional outcomare linked to parents inconsistently using, or
lacking, key parenting skills and that these skills can be improved (Axford, Lehtonen, Kaoukji,
Tobin & Berry, 2012). Shucksmith et(2D10) concluded that there is substantial support from
research thaparent training is associated with positive parenting, improvements in the parent
OKAfR NBfFIA2YaKALI YR | LRAAGAGS OKFy3aS Ay
These programmes typically involve training parents on behavioural approdeses] on social
learning principles (Havighurst et,&2015) and may include teaching strategies such as modelling

skills, ignoring undesired behaviour and using positive reinforcement for desired behaviours.

It could be argued that the focus of behawral approaches on observable behaviours, and
external factors that may shape these, neglect underlying emotional processes (SeGtram
& Kendall, 2002). Havighurst et @015) highlighted potential factors that may impact on the
effectiveness of a beavioural approach to parent training, such as difficulties in attachment
NBfIFGA2YyaKALIAS LI NByGaQ 26y SY20A2ylFt NBIdA |

LEGSNYIFGABS | LIINRIFOKSAE (2 LI NByarlt Ayg2t g
emotional and social webeing include those that focus on relationships and how parents may

support emotional competence. This can be defined as how one understands, discusses and
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regulates emotions (Greenberg, Kusche, Cook & Quamma, 1995). Researéhéuggget K| 4 LI NBy (i a Q

26y SY20A2y a20AltAalGAz2y LINI OGAOSa LXF& | ONRGAOI
competence and selflegulatory capacities (Southa@erow & Kendall, 2002). Interventions based

on this theoretical model are based on theeptise that targeting the way parents and teachers

NBaLR2YR G2 FyR (GSFOK I OKAfR Fo2dadi GKSANI Syz2iAirzyas

regulate their own emotions. Havighurst et @015) proposed this as a potential pathway

throughwhichd®OD KA f RQa a20AFf | yR 0SKI QA 2amybidof phreny OG A2y Ay 3 )
training programmes found that encouraging and promoting emotional communication in the

parent-child relationship was one of the most powerful components of these (Boyl&)20

Approaches that involve and engage parents in schaskd interventions to support
OKAf RNByYy Qa Y S y-ieing areffeh Hased on lan/eBologdicalffrmework, recognising
and emphasising the interactions and relationships among signifigateras in an individzl { Q a
life (Brofenbrenner, 197%I| Nokali, Bachman & Votruizzal, 2010). These systems include
a0K22fts FlLYAfes O2YYdzyAiteé FyYyR LISSNE® ¢KS $02ft23A0!
outcomes are influenced by multiple factors atheir complex interactions over time.
CdzNI KSNXY2NBZ Al SYLKI aAasSa IQKASINES yTIAQYANE K NU (FrRID d2
RAANBIINR GKS aAIYAFAOFLY(G AYyTFEdzSyOS 2F FrYAf& gAlGK.

Parental involvement ischootbased interventions allows two key contexts (i.e. home and
a0K22f0 (2 AYGSNIOG IyR AyTfdsSyOS OKAf RNBYyQa 2dzi 02
for example, behavioural and social development may be supported through the development of
consistent disciplinary approaches and shared expectations between different settings (El Nokali
et al, 2010).

Consideration of the wider contextual factors within which interventions are placed is
necessary. Bennett (2000) highlighted that parentingdaours are complex and moderated by
many factors, including social relationships, s8i®2 y 2 YA O OA NDdzvyadl yOoSa | yR LI N
experiences of being parented. It is arguably not enough to simply involve the parent in an
intervention, with the assumptiothat this then ensures the success of the programme. Instead
FAdZNIKSNJ NBaSIHFNOK Aa YySSRSR (12 RSOSt2L) 2dzNJ dzy RSNA G |
gKIFEG OANDdzyaidl y Q@ p#4). KdzO1 aYAGK SiG ¢

1.1.4 Recent Relevant &/iews

Recent reviews havevgin more consideration to the association between parental

involvement in schools and academic attainment, than the role of parental involvement in the
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promotion of social and emotional welkeing (El Nokali et 2l2010). The next section summarizes

thosereviews that have considered the latter.

Durlak, Weissberg, Dymnicki, Taylor & Schellinger (2011) published a comprehensive review
of universal school based programmes for social and emotional learning (SEL), including those
with a parental component. Hir review suggested that overall SEL programmes had significant
positive effects on targeted sociamotional competencies, as well as attitudinal, behavioural and
academic domains. They did not find an additional benefit for multicomponent programmes ove
singlecomponent and suggestl that this perhaps related to difficulties with implementation,
due to the complexity of cordinating the various components. They also highlighted that few
studies directly compared the effects of single component prograsmith those that involved
multiple components and suggested that further research is needed to determine the extent

additional components add value to universal interventions.

Weare and Nind (2011) conducted a critical review of 52 systematic revielus eia:
analyses of mental health in schools. Ten of these reviews concluded that the involvement of
parents was a critical component of effective migitimponent interventions targeting a range of
outcomes, including stress and coping interventions, prémgmmental disorders through
targeted interventions, and prgocial youth development. The limited evidence for multi
component programmes being more effective compared to those that molve work at school
level was highlighted, with reference to thgotential difficulties with implementation of these
complex programmes. Weare and Nind (2011) concluded that involving families and communities
can potentially contribute strength to work in schoolhen they are appropriately involved.
However, Weare ad Nind (2011) dichot expand on what appropriate involvement may look like

and which evidencéased interventions in the literature have the most support.

Efforts have been made to review research that looks specifically at parental involvement in
schoolbased interventions. Mendez et.#2013) published a review focused on parental
involvement in schoebased mental health services and considered how these are implemented
within a multitier model of delivery. They synthesised empirical research p@dibetween
1995 and 2010. Group parent training sessions were found to be the most common method of
involving parents, with the majority of interventions taking the approach of enhancing parenting
skills to prevent, or to address, externalising behavidushildren. Limitations of the literature
that they highlighted included a lack of research on targeted sebaséd interventions focused
on supporting children with internalising behaviour problems. They also suggested that further
work was needed to awsider whether formal group parent training was the most effective way of

involving all parents.
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1.15 Summary

Taken together, there is considerable emphasis in research literature and policy on the
AYLERNIFYOS 2F LI NBydGlf Ay @aldmiand Sogial oufcofmesi dzLILI2 NIiAy 3 Ol
(Desforges & Abouchaar, 2003; DfE, 2015). Much of this is based on correlational, rather than
experimental evidence and the focus has been on academic outcomes and attainment, as
opposed to emotional and social outcomes (El Niodaal, 2011). Furthermore, there is

heterogeneity in the types of intervention being delivered and the approaches they are based on.

The current review aims to address this gap by identifying, describing, and evaluating
recent empirical studies of schbbased interventions that actively involve parents in supporting
YR LINPY2GAYy3 OKAf RNBY QA& -b¥ifyyTherefare soStlarfd tegourtey R SY2 (G A 2 y |
implications for schools in facilitating multicomponent interventions and involving pareritse In
current educational climate, with growing budget and resource restrictions, it is important to

update the evidence base to inform decision making.
The following research questions frame the present review:

1) What are the characteristics and key factofsnterventions that involve parents?
2) 2KIFG R2Sa& NBASEFNDK adza3asad Aa GKS AYLI OG 2N WIR

1.2 Method

1.2.1 Data Sources and Search Strategy

To identify published, peaeviewed, evaluation literature of schebhsed interventions
that aim to support primart 3 S R OKndentd® &t @dd involve an active parental
component, | conducted electronic searches using three online databases; Psychinfo, Web of
Science, and the Educational Research Information Centre (ERIC). The initial searches were carried
out in September 206. These searches were carried out again in March 2017 to update the
literature and to ensure no further studies needed to be included in the revinfurther

studies were identified at this time.

Information from previous reviews (Evans, Harden, Tho&&enefield, 2003) and early
search strategy development suggested that narrowing the search with terms referring to
WL NBy Gl f Ayg2f gSYSYydQ 2N WAYGSNBSY(GA2yQ YILé KI @S
search of the databases was kepbhd, with combinations of key terms relating to emotional
well-being and school, to maximise the likelihood of capturing relevant literature. A fulf list o

search terms can be found irppendix A.
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To reduce the risk of identifying only the most accessibkearch, further records were
identified through a manual search of the reference lists of eligible studies. Furthermore, during
preliminary reading, two interventions developed and delivered in the UK were identified, namely
Family Social and Emotiorfspects of Learning (SEAL) and StoryLinks. Although there was only
limited research available, those studies which existed (n = 2) met inclusion criteria and were

therefore included in the final group of studies for review.

Figure 1 provides a visualpmsentation of the systematic search strategy used for this

review. The figure is based on the PRISMA template (Moher, Liberate, Tetzlaff & Altman, 2009).

Records identified through electronic
database searching (Academic journal and
publication date (2008 onwards) filters) n =
3322
PsychINFO: n=1225
WebofScience: n = 1040
ERIC = 1057

ﬁ‘ Exclusion of duplicates n = 1014

v

Titles and abstracts identified and screened

according to inclusion and exclusion criteria

n=2308 Records excluded: n =2081

+  Type of study (reviews, discussion, do not
evaluate an intervention): n= 1619
QOutcomes do not include emotional/social
outcomes: n =71
Preschool/secondary pupils or adults: n =257
Not available in English Language: n= 109
Intervention not school-based: n =25

hJ

v

Full text articles retrieved and assessed
for eligibility: n =227

Full text articles exeluded: n =211
+  No parental involvement in intervention n=
100
Parent involved with intervention on less
Studies identified by than 3 occasions n =16
searching reference +  Not able to retrieve papern==6
listsm=1 » + Intervention not school-based n= 14
Studies relating to - *  Preschool or secondary pupils n =35
relevant UK +  Specific diagnosis (i.e. ADHD/ASC) =4
interventions and +  Outcomes not related to emotional or social
identified through outcomes n =19
websites n =2 + Type of study (Discussion, meta-analysis,
focus on implementation) n =17

h

Number of studies included in
Narrative synthesis: n =13

Figurel. Flowchart of the Study Selection Process

1.2.2 Inclusion and Exclusn Criteria

Table 1. provides a summary of the inclusion and exclusion criteria that were applied to the

studies. These were developed in relation to the research questions and aims of this review.



Chapter 1

Tablel Inclusion and Exclusid®riteria for Selection of Studies

Study Item Inclusion Criteria Exclusion Criteria
Participants Primary aged children University students

Preschool children

Secondary aged children

Specific diagnosis (ADHD/ASC

Intervention Schoolbased interventions Clinicbased interventions

Active parental involvement  Homebased only

Universal or targeted Parent involved on less than

three occasions

Outcomes Outcomes related tanental Academic outcomes

health or emotional wellbeing

Health outcomes

Language English Not in English

Type of research Outcome evaluation Secondary literature or opinion

piece e.g. review, discussion

Peerreviewed, published
studies Unpublished studies e.g.

conference papers, dissertatior

Date of publication 2008 onwards Before2008

Studies eligible for inclusion in the review were published after 2008. The decision to
exclude published research prior to 2008 was based on the identification of earlier reviews that
had a similar focus to the present paper. Durlak ef2011)published a comprehensive review of
universal school based programmes for social and emotional learning. They included

interventions with a parental component and considered studies up till December 2007.

10
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Furthermore, Mendez et a{2013) conducted a reweof parental involvement in schoblsed
mental health services and included literature from 1995 to 2010. Thus, it was decided that
focusing on publications from 2008 onwards would allow for the extension of extant findings and

consideration of recent deslopments in this area.

In order to be included in this review, interventions had to be sciwasled, with an active
parental component. During the screening stage, it was found that some interventions reported
involving the parents indirectly, for exarepsending home a newsletter or requests for parents to
complete homework related to the aims of the intervention. There was no additional information
provided about the extent that this was completed. To ensure that the interventions included a
substantid and active parent component, those that did not aim to directly involve parents on
three or more occasions were excluded. Interventions that were not delivered in the school

setting (e.g. only home or clinic based) were also excluded.

1.2.3 Data extraction anl synthesis

Data was systematically extracted from the 13 eligible individual studies and key details
about the features and outcomes of these were captured in a table to inform the review
(Appendix B). This included information about the intervention enaluated, as well as the
sample size and sample characteristics, study design and outcome measures. A qualitative

approach to data synthesis and analysis was used to critically review the literature.

1.2.4 Study Quality Assessment

There were some considerkhdifferences between the type of studies identified; for
example, some articles had small samples sizes and limited control measures, while other studies
were larger and used a randomised control design, with a range of conditions that children were
assgned to. As there were only 13 studies identified, no further exclusion due to specific study
designs was applied. Instead all available studies were included but it was recognized that there
was substantial heterogeneity in study designs and thus findiegded to be evaluated with this

in mind.

As a result, the EPElentre Weight of Evidence (WoE) tool was used to appraise the quality
and relevance of the evidence provided by the 13 included studiesg(PabT hree criteria (A, B,
C) wee used to assesthe quality of each study and these are combined to give an overall
judgement of the weight (D) of the evidence from that particular study in answering the review
question (Gough, 2007). The criteria are: A. Internal methodological coherence and quality,

regardless of appropriateness to present review. B. Relevance of research methodology in

11
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FYyagSNAY3I (GKS OdzNNByYyid NBOASEQa ljdzSatAzyad / & wSt S
aSGGAY30 Ay NBftFdGA2Yy G2 0KSchechlibtdNaBd/gilidemBSA Sg Qa 1j dzSa i .
adapted from the Cochrane EPOC checklist (Greenhalgh, Robert, Bate, Macfarlane & Kyriakidou,

2005) were used to inform decision making about the methodological quality of the studies
identified.

12
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A B C D
Internal methodological Relevance of design  Relevance of focu OverallWoE
coherence

Universal Interventions
Downey & Williams (2010) Low Medium High Medium
Fraser, Lee, Kupper & Day (2011) Medium Medium High Medium/High
Terzian, Li, Fraser, Day, & Rose (2015) Medium Medium High Medium/High
Kiviruusu et al(2016) Medium/High Medium Medium Medium
Malti, Ribeaud & Eisner (2011) High High High High
McClowry, Snow, TamissMonda & Rodriguez (2010) Medium/High High High Medium/High

13
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McCormick, Cappella, O'Connor, Hill & McClowry (201 Medium/High High High High
hQ/ 2yy2NE /FLIWIStEElFT ald/ 2 Medium/High Medium Medium Medium

h Q/ 2 yRg®RidldzCappellaMorris & McClowry(2012) Medium Medium High Medium/High
Targeted Interventions

Havighurst et al(2015) Medium/High Medium/High High Medium/High
Stoltz et al(2013) Medium Low/Medium Medium Medium
Walker et al(2009) High Medium Medium Medium
Waters (2014) Low Medium High Medium




Chapter 1

1.3  Systematic Reew Results

The results of the systematic review are organised in the following way.
CANRGERY Iy 20SNIBASe oAff 0S LINRPOARSR 2F (KS
characteristics, including the geographical location of the research, the design and
the measuresised. This is followed by a narrative synthesis of the identified
studies and the interventions that they evaluated. Studies are grouped according
to whether they are evaluating a universal or targeted intervention, reflecting the
NICE guidance (2008) arasearch support that advocates that primary schools
aK2dzZ R FR2LJG F GASNBR F LILINRIF OK G2 &dzldld2 NI OK

well-being. The results will then be discussed in relation to the review questions.

13.1 Study characteristics

Table 3 summases key characteristics from the thirteen included studies,

with further considerations provided below.

15
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Table3 Characteristics of Included Studies

Reference Intervention evaluated  Country N of schools Sample % male Mean Age  Ethnicity Parental attendance, including mea
involved size number of sessions attended (M)
(yrs)
(CHhildren)
Universal
Downey and Family UK 7 Not clear Not Not Not reported Not reported
Williams, (2010) SEAL reported reported
Fraser et al(2011)  Making Choices & USA 2 443 51.2 8.9 Maj. Latino Not reported
Making Choices Plus
Terzian et al Making Choices & USA 2 479 50 8.7 Maj. Latino 27% participated in at least one
(2015) Making Choices Plus session
Kiviruusu et al Together at School Finland 79 3704 48.6 8.1 Not reported  73% had individual discussions wit

(2016)

16
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Reference Intervention evaluated  Country N of schools Sample % male Mean Age Ethnicity Parental attendance, including mea
involved size number of sessions attended (M)
(yrs)
(CHildren)
Malti et al (2011) PATHS/ Switzetand 56 1675 52 7.45 Not reported 19% present all four units.
TripleP M = 3.07
McClowry et al INSIGHTS USA 6 116 53 6.7 Maj. Afican M = 8 of 10 sessions
(2010) American
McCormick et al INSIGHTS USA 22 435 52 5.38  Maj. Black non 25% present for all 10 sessions
(2016)* Hispanic M =5.93
hQ/l 2yy2I INSIGHTS USA 22 435 52 5.38  Maj. Black non 25% present for all 1Gessions
(2014)* Hispanic M =5.93
hQ/ 2yy2I INSIGHTS USA 11 202 56 6.07 Maj. African 47% present for all 10 sessions
(2012) American M=7

17
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Reference Intervention evaluated  Country N of schools Sample % male Mean Age  Ethnicity Parental attendance, including mea
involved size number of sessions attended (M)
(yrs)
(CHildren)
Targeted
_ _ _ _ 34.1% attended all 8 sess®
Havighurst et al Tuning Into Kids Australia 37 204 74 7.05 Not reported M=6
(2015) -
Stoltz et al. (2013 Stay Cool Kids The 48 264 72 10.1 Maj. Native Not reported
Netherlands Dutch
Walker et al First Steps to Succes USA 34 200 73 7.2 Maj. Hispanic 94% of home sessions delivered
(2009)
42% present for all 10 sessions
Waters (2014) StoryLinks UK 7 12 75 Not Not reported
reported

18
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1311 Geographic Location

As shown in the table above, the 13 included studies took place in a variety of countries. It
is important to exercise caution when generalising effects across contexts ancesykespecially
in consideration of the differences in education systeRaplication studies of outcome research
demonstrate mixed results, suggesting that intervention content and structures may be more
context and culture bound than previously recogragFraser et aJ 2011). This suggests that it is
important to consider the congruence of the programme with the population for which it is

intended, as well as adaptations that may need to be made for effective implementation.

1.3.1.2 Participants

This reviewncluded studies that took place with primaaged children. There are some
differences between countries in terms of the age that formal primary education begins, however

in line with UK primary schools the ages of the children included ranged fromXyteats old.

2 KAETS Fff addzRASa O2yaAiARSNBR OKAf RNByQa 2.
parents0 526y Se& g9 2AffAlLYaX HaAMAT hQ/2yy2Nl S0 I c
Both quantitative and qualitative measures were usedltathis. Teachers were also included as
participants in some studies, in terms of their assignment to the intervention or control

conditions, however none of the studies included measures of teacher outcomes.

Interestingly, the gender of children was bhadad in those studies that looked at universal
interventions, however those that considered outcomes for targeted interventions showed a bias
towards the inclusion of males. This may reflect a focus of interventions on the presence of
externalising behaviars as selection criteriaResearch suggests that there are gender differences
in terms of emotion expression, with males potentially more likely to express externalising

emotions and associated behaviours (Chaplin & Aldao, 2013).

1.3.13 Research design

The majoity of studies (11) utilised data from participants that they recruited themselves.
Two studies built on data from earlier studies to explore their research questions, with regards to
GKS Lb{LDI¢{ LyG2 [/ KAf RNBGHMlettlS201619NCIONS ¢tEl A y
2010).

As previously identified, there was considerable heterogeneity in the research designs

employed. Eight studig&iviruusu et al., 2016; Malti et al., 2011; McClowry et al., 2010;

19
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aO/ 2NX¥AO] Si I f d3 H Hawightirst bt@l/, 20¥5ySRoNd etSall, 201F; Waler et 1 M n
al., 2009used a randomised controlled trial (RCT) design, allthut one (Walker et al., 2009),

using the school as the unit of randomisation. RCTSs are often argusedthe most appropriate

design for evaluating the efficacy of an intervention, as theyeadnle to control for the bias of

unmeasured confounding factorBl@rrington, Cartwrightatton, & Stein2002).

Three studie® CNJ aSNJ S 1t @ wammT ¢ SNIednplojeddld |t d wampT
quastexperimental design, meaning that there was no control group or they lacked random
assignment, increasing the potential for selection effects between conditions on observed and
unobserved factors. Researchers recogdites as a limitatiorand noted that they tried to
control for bias, for example by including multiple variables for child and family factors in their
analysis. The internal methodological coherence and quality of these studies were assessed to be
of medium quality. Their quidy was impacted on by high attrition rates and only ymad post

measures taken, with no followp.

The two UK studie®owney & Williams, 2010; Waters, 201d@ntified both used less
rigorous research designs, in this instance a mixethods case stly and pilot study. The small
sample sizes and lack of a control group limit the generalisability and causal inferences from
findings, however they were considered to provide some useful information about two current

interventions developed and deliverea ihe UK.

1.3.14 Measures

Twelve of the thirteen studieowney & Williams, 2010; Fraser et al., 2011; Terzian et al,
2015; Kiviruusu et al., 2016; Malti et al., 2011; McClowry et al., 2010; McCormick et al., 2016;
hQ/ 2yy2NJ S | f &3 H nSwhzet al, 20BAVEakelz8tAl(1 200 (Walerk, 2014) n M p
used teacher report measures prand postintervention to examine outcomes for children.
Most of these were validated outcome measures, although some were adapted from validated
measures for the pyoses of the study. Two of the studi@gaser et al., 2011; Kiviruusu et al,
2016)exclusively relied on teacher reports, however the rest of the studies used reports from a
range of stakeholders. Teacher ratings of primary school child behaviour sty weédognised as
valid (Fraser, Lee, Kupper & Day, 2011), however in the identified studies teachers were often
involved in the delivery of the intervention and this could have biased their responses.
CdzNI KSNX2NBX S@I t dzl (i A 2nge opsEttings addKrént dif€dént 6 SKI @A 2dzNJ Ay |
perspectives is considered good practice (Adi e28I07)

{(2YS RANBOG Faasaavysyida 2F OKAtRNByQa alArffa NBE
were also utilised in five studig¢$erzian et al., 2015; McCormicklef @~ HAamMc T hQ/ 2y y2NJ Si

20
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2014; Havighurst et al., 2015; Stoltz et al., 20TB)ese were used prand postintervention and
AyOf dzZRSR aaSaayvySyida 2F OKAfRNByQa YIFadSNe 2
knowledge. Some studies alsgpoeted on outcomes that are not directly relevant to the current

review, such as reading achievement and academic engaged time, and these were not extracted.

Interestingly, although all the included studies evaluated interventions which included
some aspet of active parental involvement, only foxamined outcomes related to parents
0526ySeé g 2AffAlLYAaZ HaAMAT hQ/ 2yy2N) S.hel f & H
outcomes considered includddll NB y &rebddts ai gaferfting efficacy, sedipressiveness in

the family, and maternal emotional style.

132 Synthesis of results
1.3.2.1 Universal

Eight studies evaluated four different universal interventions. These were Making Choices
Plus (Fraser et al2011; Terzian et al2015), Together at School (Kinisu et al, 2016), Triple P
and Promoting Alternative Thinking Strategies (PATHS; Malti €04l1) and INSIGHTS Into
/| KAt RNBYy Qa ¢ SY LIS NI 080yNicBorndick @At & é NB TS i QI0OR4Y Yy 2 NJ
h Q/ 2 yy 220125 lia adtlition, pilot study of FamilySEAL (Downey & Williams, 2010) was
also included. Although developed as a targeted intervention, this pilot study implemented
FamilySEAL as a universal programme due to recruitment constraints and difficulties engaging

some families.

All nine studies provided information about the interventions and their implementation.
keeping with thér universal nature, all the interventions delivered their curriculum content to
children through classroom based sessions. The interventions weraaualised and an external
facilitator was involved in the delivery of all but one of the interventions (Together at School).
Instead, Together at School involved an extensive training programme for teachers prior to
implementation, including four traing modules delivered over 10 months. There was
considerable variation in the frequency and duration of the classroom components of the
interventions, with INSIGHTS comprising of ten weekly sessions, each lasting 45 minutes and the

PATHS curriculum consigdiof an average of 2.4 sessions a week over a one year period.

The social and emotional competencies targeted by the interventions varied. For example,
Terzian et al(2015) and Fraser et.g2011) reported on Making Choices Plus (MCP); a-multi
elementversion of Making Choices (MC), which involved parents and teachers in behaviour

generalisation activities. The programme utilised a curriculum based on a codrétiawioural
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approach, whichaimed 2 Sy Kl yOS OKAf RNBy Qa Sfuaidn2y It NBEIdzZ | (A z
processing skills to reduce aggressive behaviearents were offered five voluntary information

aSaarzyasz lo2dzi GKS LINPINIYYSQa O2yiaSyd yR aoKz2f
enrichment activities. A limitation of the Frasdrad (2011) study is the lack of information about

parental attendance at these meetings. Importantly, in a later study, Terzian(@0ab) reported

that attendance at sessions was low, with only 27% of children in MCP having a parent who

participatedin at least one of the five sessions offerédaser et al(2011) compared effects of

the single component intervention MC with the extended, matimponent MCP and a control

IANRdzLI® . 20K LINPINIYYSa aK2gSR | NBpadzhdthezy Ay OKAf R
comparison group but the effects of the MC versus MCP versions did not differ. A later study also
NBLZ2NISR (KIFKG 024K a/ FyR al/t F2dzyR I fIFNAS SFTFF¥SOi
however the comparison between the effect sizesha two interventions was not significant

(Terzian et a) 2015). However, MCP was found to be more efficacious than MC in terms of

LR2AAGAGS STFFSOGa 2y OKAfRNBYyQa a20Alt AYyF2NNIGAZ2Y |

decision and lower hodé attribution.

Malti et al (2011) evaluated PATHS and Triple P, which are both established and widely
used preventative interventions. Both of these programmes used a coghigkavioural
approach; PATHS promotes sociaginitive development and emoti@al understanding, with the
FAY 2F NBRdzOAYy3I SEGSNYylLtAaAy3d O0SKIGA2dzNI LINRPOE SYa |
(Malti et al, 2011). TripleP is a groufbased parental training programme, that aims to promote
positive and effective parenting ands a result, to reduce aggression and externalising behaviour.
Malti et al (2011) considered the single and combined effects of these programmes, when
delivered as universal interventions in school and family contd@is.PATHS and Trighe
components vok place separately, with no clear opportunities for school and home to work
collaboratively. The attendance of parents at the four Trplsessions was low; 27% of the target
population attended at least one session, with 19% completing all four W#ki et al (2011)
reported that children in the PATHS intervention showed a reduction in aggressive behaviour and
impulsivity, according to teacher and parents reports and these effects were sustained over time.
The effect sizes were moderate accordingéacher reports, whereas parent reports found small
STFSOG arl 8ad LyGSNBadAyItas RA FEHENENOSE2 6SNB T2 dzy
sources, as no differences were foundfmad postA y 1 SNIISyY (i A 2 y-repoyfisoOKAf RNBy Qa as$s
externalisng behaviours. This highlights the importance of multiple sources of information when
evaluating intervention effects. This study also found that the combined PATHS anePTriple
condition did not have stronger effects on externalising behaviours thaP&EHS intervention

alone.
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The INSIGHTS, FamilySEAL and Together at School interventions were guided by systemic
and psychotherapeutic principles, which focused on the building of relationships, as well as skills
teaching.Downey and Williams (2010) reped on a pilot study of the FamilySEAL programme.
FamilySEAL built on the whedehool and universal SEAL programme. It aimed to enlist parents as
LI NIYSNE Ay SYyKFIyOAy3a OKAftRNByQa az20Alft I yR
through structured ¢aching in the curriculum. Parents took part in group sessions, in which they
were provided with information and training on different social and emotional skills, as well as
discussion and modelling of the approaches used by school in the SEAL progidrisnie.
arguably more aimed at hormschool collaboration than the previous interventions. Children
were also involved in the sessions, joining their parents for the second half of the group sessions
to participate in structured activities, focused on colidation of strategies and relationship
building. Thegualitative evidence from theilot study of FamilySEAL (Downey and Williams,
2010)points to parents identifying some general benefits of the programme, such as
opportunities for social networking arglality time with their child. However, there was no
control group, meaning the evidence for specific gains from engagement with FamilySEAL

resources and activities is limited.

Four of the included studies (McClowry et 2010; McCormick et al2016; @/ 2 Yy 2 NJ S i
al HamnT h QAR Yeyatdd BNSIGHTIS, which aimed to improve the goodness of fit
0SG6SSY AYRAQGARdAZ f OKAf RNByQa GSYLISNIYSyda |
the environment (McClowry et al2010). Temperamenheory was used as a framework to
SYKIFIyOS OKAfRNByQa I GaGSy A 2gselteguitiord ISIBIGHAS @sdzNJ N
amedi 2 SYKFIyOS OKAf RNBYQa SYLJ 8dviag sKilRRddertsiv&r& NB&
involved in parent trainingrgups, focused on training parents in temperament based strategies,
i2 NBRdzOS OKAf RNByQa SEGSNY I-requlatibnyPhrertad K @A 2 dzN
involvement was more intensive than in both MCP and Triple P, with a total of 10 weekly sessions.
The average number of sessions attended by parents varied between studies, ranging from 5.93
(h Q/ 2y y 22014)3aB sessionsMcClowry et al 2010) The intervention also involved
sessions for teachers being run in parallel, as well as a classmogmamme for children. All four
a0dzRASE F2dzyR aAIYAFAOI Yl NBRAZOGAZ2Y & QX ¥ YYRMNI
et al. (2014) also reported that children in the INSIGHTS group demonstrated increases in their

sustained attention.

h Q/ 2 ¥tlA2012) compared the original programme with an adapted collaborative
version, which involved joint teacher and parent sessions. This aimed to enhance the
O2YYdzyAOlI GA2Y |yR O2ffl 02N GA2Y o.8201@&g LI NS

that children whose parents and teachers were involved in the collaborative sessions showed a
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lower level of behaviour problems pesttervention than those in the parallel model, also their

levels of disruptive behaviour declined at a faster rdleCormiclet al. (2016) analysed how

LI NByd LI NGAOALI GA2Yy AYy Lb{LDI¢{ Y2RSNIGSR LINBRINIY

Interestingly, INSIGHTS effects on sustained attention and a reduction in disruptive behaviour was

greater for those children whose parents gaipated at lower levels in comparison to high levels.
The authors highlight an important difference between these two groups at baseline; those
children whose parents participated at lower levels were more likely to be at risk for negative
behavioural outomes and poor attention, which probably resulted in larger intervention gains.
This finding highlights the importance of considering the children and parents most likely to
benefit from a parenting component in a universal intervention and to target nessuat their

recruitment and retention.

Kiviruusu et al(2016) evaluated th&ogether at School programme. This utilised a whole

a0K22f I LILINEIOKSE 6KAOK FAYSR (2 AydSanNiIdsS FyR

the curriculum. The classo climate, schoalvork environment and relationships were also
targeted through the intervention. In terms of parental involvement, The Together at School
programme focused on homgchool collaboration and the paret¢acher relationship. It
includedindh @A Rdz f YSSGAy3a gAGK LI NBydhaz | a ¢St
the class teacher, which likely also supported the relationship between teacher and parents.
Kiviruusuetadb H nmc 0 Y2YyAU2NBR GKS (S OkobgNdtthedza S 2 F
intervention and reported that 73% of teachers carried out individual discussions with all parents
and 13% with over half of the parents. 93% of teachers also organised a parents evening.
Kiviruusu et al(2016) found no intervention effectsf the Together at School programme on

OK A f R NBeyhaianal killok Bsychological problems when looking across all the grades.
However, exploring effects within each grade, a significant reduction of psychological problems
was reported for third grde boys, but not for girls. Intervention dosage moderated effects
highlighting the importance of ensuring proper resources are invested to allow for effective
implementation. The study considered the shtetm effects of a complex wholschool

approach ad the authors suggest that the lack of main effects may be related to the short follow
up and intention of the intervention to become part of the school cuttiouand environment,

which neededime to be embedded in the school system.

1.3.2.2 Targeted

Four ofthe identified studies considered targeted interventions, where children and their
parents were specifically selectethe targeted nature of these interventions potentially allowed

for parents to be included and involved more specifically and intendifralyin the earlier
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discussed universal interventions. All of the interventions were manualidezimajority of
interventions (3) targeted children demonstrating high levels of externalising behaviours. These
were Stay Cool Kids (SCK, Stoltz.eP@l 3, Tuning Into Kids (TIK, Havighurst et2015) and

First Step to Success (FSS, Walker.,e2@09). Waters (2014) reported on StoryLinks, which was
RSAaONAOGSR G GFNBSGAY3I OKAfRNBY i WNRa|l 27

extemalising or internalising behaviours, as well as poor literacy skills.

Three of the studiegHavighurst et al., 2015; Walker et al., 2009; Waters, 264p0rted on
levels of parental attendance; this continued to be variable for the targeted intervestion
although this was generally higher than in the universal interventions. Parents attended an
average of nine of the ten StoryLinks sessions, six of the eight TIK sessions and 94% of home
sessions were implemented in the FSS programme (Walker, 2089. There were potentially
more resources available to recruit and retain parents in the targeted interventions, which may

have impacted on their attendance levels.

Three interventions (TIK, SCK and FSS) were facilitated tschool based staff, such as
psychologists, social workers or specifically trained practitioners. In FSS, the class teacher did take
over the implementation of the classroom intervention for the child, although they continued to
be supported and monitored by the outside facilitatoheTprofessionals delivering the StoryLinks
intervention varied, although most were schdmsed, for example a Special Educational Needs
CaoOrdinator (SENCo) or learning mentor. Similar to the universal interventions, there was
variation in the freuency ad duration of the different programmes. In terms of the child
component, TIK and SCK both involved eight weekly sessions lasting about 45 minutes but SCK
was delivered individually while TIK was delivered to the group. StoryLinks was delivered over ten,
30-minute weekly sessions involving both parent and child, and FSS involved a classroom

intervention lasting three months.

The interventions all took different approaches despite all of them aiming for an outcome
2F | NBRdzOGA2Y A ybehavohrs. RdltBel 2813)3dpart&dddy SCK waidhy 3
involved children in individual, cognitive based behavioural training focused on targeting
problems with social information processing to reduce externalising behaviour probRarents
and teachersvere involved in three meetings. Stoltz et @013) provided limited information
about the nature of this involvement, although they did report that the individual analysis of the
OKAf RQa ySSRa& IFyR O02YLISGSyOASa &30bestiRghttiatOdza & S
there was some element of parent consultation. Parents also received information following the
training session about the content and were asked to practice the skills with the child. Stoltz et al
(2013) found that SCK significantlydeg® S R OKAf RNBy Qa | 33a3NBaairgdS o
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parent and children reports. The effect sizes were small to moderate, which the authors argue is
comparable to similar interventions. Children also reported significantly higher levels-of self

perception post intervention

¢LY GFNBSGSR OKAfRNBYyQa SY2G4A2y O02YLISGiSyOoS I yR

(Havighurst et a) 2015). This included a schawide component, with schools implementing
either PATHS or a professional learning packaggh, &f which are universal interventions.
Children identified at risk for conduct disorder were selected to take part in eight weekly group

sessionsParents were involved in parent training groups. These focused on emotion coaching

strategies and supporie  LJ NByida (2 O2yaAiARSNI 0KS SY2GA2ya dzy RSNI

encouraged parents to reflect on their own emotional regulation skills. TIK provided limited
opportunities for parents to collaborate with schools, as the group sessions took picewy

external facilitators.

An evaluation of the TIK intervention identified that teacher and parent reports

demonstrated a significant reduction in the behaviour problems of children in the intervention

group, with moderate effect sizes (HavighurseeE Hnamp 0 ® 5ANBOG | aasSaavySyaa

emotional knowledge using the Kusche Affective InveniReyised (Kusche et,al988) found a
significant effect of time in both the control and intervention group, perhaps due to natural
maturation. Howeverin the intervention group children demonstrated significantly greater
change in their emotional understanding, especially in terms of complex emotions. Havighurst et
al. (2015) also considered outcomes for parents involved in the intervention. Accordaedfto

report measures, parents in the intervention group reported being significantly less emotionally
dismissing and more empathic in comparison to the control group. A moderate effect size was

found for both outcomes.

FSS utilised a muitomponent apprach, with each of its components guided by
behavioural principles. This intervention did not include a universal component however, rather a
classroom intervention that targeted the individual child and utilised clear targets, monitoring of
behaviourand8 6 NR ONARGSNA2yd® ¢KA& ¢l & ISYSNItAasSR G2
individual parent training, which focused on parents teaching and encouraging prosocial skills and
behaviour in their childrenThis took place through six weekly home visits arkelinto the
classroom intervention that was implemented at the same tilvalker et al(2009) reported
that children involved in the FSS intervention showed significant reductions in their problem

behaviour symptoms compared to the comparison condition effieict sizes were large.

{AIYATAOIyG 3LAya 6SNB Ffaz2 T2dzyR T2N OKAf RNByQa

26

0dKS

2 7



Chapter 1

Waters (2014) reported on StoryLinks, which is grounded in attachment theory and
psychotherapeutic principles, such as the use of jointystoiting and the metaphors generated,
G2 SyO2daNI} IS LI NByida G2 NBTE S OueingThe idtevdrition O K A
involves the parent, child, member of school staff and StoryLinks faciliator in {tkeation of a
story. An individal classroom behaviour target for the child was also agreed, which is monitored
by the class teacher and reviewed during the sesddaters (2014) described StoryLinks as a
parent partnership programme, reflecting the focus on heswhool collaborationParents were
involved in the individual sessions, which used therapeutic storywriting as a therapeniixco
This aimed to suppoii KSY (2 RS@Sf 2L G§KSANJ dzy RS NIsdcialy RA y 3
well-being.Waters et al(2014) reported thatr OO2 NRAYy 3 (G2 GSI OKSNEQ NB
Difficulties Questionnaire (Goodman, 1997), children showed a reduction in their total difficulties
score and an improvement in peer relationships, as well as a reduction in their behavioural
difficultiesscores. This study did not employ an experimental design and there was no control
group, therefore it is not possible to infer causality, however the qualitative information provided
by interviews with parents, children and teachers suggested that thisfeltito be a positive
outcome of the intervention. A positive impact on various relationships was also identified,

including the parenthild and homeschool relationships.

1.4 Discussion

The objective of this systematic literature review was to updateabidence base for
schooto &SR AYUSNBSylGA2ya (I NBSGAY3I d&gandNByYy Qa
which included an active parental component. The aim was to consider how parents are involved
inschoolo & SR Ay SNIISyY (A 2 yientalihenlth@rkiedhdBioNdl weliekd, alse NBE y Q
to gather a systematic understanding of what works when involving parents in such intervention.
Thirteen studies were identified, which evaluated nine interventions. There was considerable
heterogeneity in thesstudies, including the research design employed, the quality of the studies
YR GKS YSI&adNBa (KS& dzaSR (2 laaSaa 2dzid2YS$S
and emotional welbeing. However, it was necessary to include this wide range dfestiio
reflect the complexity involved in evaluating these muatlimponent interventions and the variety
available to schools. The following section will consider the results in relation to the specific

research questions of this review.

What are the cheacteristics and key factors of interventions that involve parents?

All of the interventions reviewed in this report were manualised, ensuring implementation

fidelity and replicability. Consistent with previous reviews, the ways in which parents have been
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involved in shoolbased interventions variedonsiderably (Mendez et.aR013). Siof the

interventions(FamilySEAL; INSIGHTS; Together at School; TripleP; TIKMAG@#R) parents in

group sessionghese were both universal and targeted in scopeoup sessions potentially

provided parents with opportunities for peer support and discussion, as identified through

gualitative information collected from parents taking part in FamilySEAL (Downey & Williams,

2010). However, comparison of theratesofaf 1 4 Q | GG SY R yOS I ONR&aa aiidzRASa
universal, suggests that those parents involved in more individual sessions had better attendance

rates.

The studies varied in terms of the amount of information they provided about the parental
component of he intervention, however the information available suggested that many of the
interventions were flexible and took account of situational constraints, for example by providing
childcare vouchers or transport. The time commitment required by parents iimteeventions
ranged significantly; Together at School and SCK involved three meetings, whereas INSIGHTS
asked parents to attend 10 sessions, each lasting for two hours. Time demands and logistical
issues have previously been found to be one of the mairidra to parental participation in
parenting programmes (Axford et.a2012). Findings from one of the studies suggested that
parents of children who may be considered to already be at an advantage, in terms of their social
and emotional skills, were mbkkely to participate in the parental component of a universal
intervention (McCormick et al2016). It is evident that sufficient effort and resources need to be
allocated as part of mutomponent interventions, to ensure that the most vulnerablddien

and families are able to access them.

Threeof the interventiong SCK; FSS; StoryLirdsployed individual sessions with parents
and children, although the focus of these varied and included; hech®ol collaboration, sharing
information and consliing with parents and parent training on specific behavioural management
strategies. Interestingly, only three interventions appeared to involve the parent and child in joint
sessions (FamilySEAL, StoryLinks, FSS). Engaging in joint sessions mawlile aaglof
supporting the parenthild relationship, as well as giving the parent and child opportunities to

practice and embed skills with support from the session facilitator if required.

In line with previous review findings (Mendez et a@D13), tle majority of targeted
programmes selected children at risk of or exhibiting externalising behaviours. There continues to
be a need for further work to be done to contribute to the evidence base for sdbaxdd

interventions that involve parents and suppehildren internalising their behaviour.

The majority of the intervention programmes were facilitated by an external professional

(all but Together at School, and StoryLinks). While a previous review found that school staff could
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effectively conduct saal and emotional learning programmes (Durlak et2011), these did not
focus particularly on programmes involving parents. Arguably, involving teachers in the
implementation of programmes may allow for wider dissemination, reduce the cost and mean
that the interventions are used more regularly (Stoltz et2013). Furthermore, evidence
suggests that parents may be more likely to attend if the person facilitating the intervention is
known to them (Axford et 312012).

Analysis of the studies indiaat that there were a range of psychological approaches that
underpinned the interventions. The heterogeneity of the studies limit conclusions that can be
drawn about what approaches appeared to be most effective. Those programmes that were
primarily grouned in a behavioural approach (Triple P and FSS) utilised parent training and
education, whereas the wholschool and systemic approaches, such as Together at School,
appeared to employ a more consultative and potentially more collaborative approach with
parents. Kiviruusu et a{2016) found that the whole school approach of Together at School did
y2i akKz2g |ye& YI Ay Sénbthraliskils @ gsychotodidal Rindesis Fhis & O A
fAYS GAGK LINBODA2dza NB A Sigrificant €ffegfsRok fiuBicaraponéri | G |
interventions when compared with interventions involving only one aspect of school life (Weare
& Nind, 2011). The potential explanation offered is that the broad scope of such interventions
may dilute the intensity ad result in weaker implementation. Kirviruusu et(@016) provided
further support for this, as they found that some intervention effects were found when the
intervention was carried out with the intended intensity. This highlights again the importance
interventions being carried out with fidelity and commitment with sufficient resources, for these
complex interventions to have a positive and meaningful impact on outcomes. Evidence from
previous reviews suggests that a whalehool approach, when welthplemented, has the
potential to be more effective and have lotgrm outcomes in comparison to a skiftscused,

curriculumbased approach (Weare & Nind, 2011).

2 KFd R2S3a NBaSINDK adza3asaid Aa GKS AYLI O

Many of he included studies demonstrated significant and positive outcomes for the
children following interventions. Improved outcomes spanned across multiple domains and
included reductions in disruptive behaviour, improved emotional understanding and social
competence. Two studies also reported improved outcomes for parents, specifically an increase in
seltreported parentingselS§ F FA OF O& 0.12012) and yhadddeSsatiported levels of
empathy and decreased emotion dismissing (Havighurst €2@l5). These may constitute

important mediators for better outcomes for children, as well as maintenance of these over time.
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Four papers allowed for some consideration of the differential impact of actively involving
parents in the interventions. For exatepboth Fraser et a{2011) and Terzian et.gR015)
compared the single component MC programme with the redtnponent MCP and when first
considering the data one may conclude that additional activities to involve parents had no
significant benefitsHowever, despite no differences in the effects of the interventions in reducing
aggressive behaviours, MCP was found to be more effacious than MC in terms of positive effects
2y OKAfRNByQa az20AlFft AYyF2NXI (A2 yantifiNe®BchtoA yI A1 AL &
consider a range of outcomes when evaluating such interventions to support understanding of

their effectiveness.

Surprisingly very few of the studies measured outcomes for parents, yet change in parental
behaviour or attitudes followng interventions is argued to be a potential mechanism that
facilitates positive outcomes for childre6.2 NJ SEI YL S5 2y S. 20IRzReé 6 h Q/ 2y y 2 NJ
O2YLI NBR LI NBydaQ LISNOSLIWiA2ya 2F LINBydadAya STFAOFO
intervention; acollaborative model, which involved teachers and parents together in group
sessions, and compared this with the original programme where parent and teacher sessions took
place in parallel. Parents in both groups reported an increase in parenting efficd¢hese
OKI'y3Sa YSRAIFIGSR OKAf RNBYyQa RAANMzZLIIA DS 0SKIF GA2dzNE @
tf SgSta 2F LI NBydAy3a STFTAOFIO& sKSy GKS& FSSt I LI NI
0 h Q/ 2y y, 2003). €dnsidering this, it igéresting that few of the interventions, especially
those that were universal, employed an approach that explicitly encouraged collaboration

between school and home.

One study compared the effectiveness of two universal programmes, -‘Ripled PATHS
(Malti et al, 2011). It looked at outcomes for children who received either of these programmes,
as well as a combination and a control group. Their results suggested thatH digdenot have a
AAIAYATFAOLYG SFFSOG 2y OKihénRaStye@aembilatioh RATHS A A Ay 3 0 SK
and TripleP was no more effective than either of the two separately. As a result, the study
concluded that combining universal school and family based interventions has no additional
effect. However, it is important toote that this evaluation sought to compare two different
interventions, that had been developed separately and for different purposes. Therefore it may
not be appropriate to apply these findings to a comprehensive, roaltmponent, schoebased
intervent2 Y RS@St 2LISR gAGK (GKS AydSyliArzy 2F Ay@2ft diay3a LI
health.

McCormick et al2016) was the only study identified in this review that looked specifically

at the parenting component of a universal intervention and howepaparticipation moderated
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OKAf RNByQa 2dzi02YS&4d ¢KAA sl a R2yS dzary3da R
designed for this purpose and this is a major limitation of their study. Their results were
surprising, as their analysis demonsgdtlarger intervention effects on academic, behavioural
and attentional outcomes for children whose parents participated at lower rates. These results
were explored in consideration of descriptive findings, which indicated that those children whose
parentsparticipated at higher rates were already performing better in school at baseline. There is
evidently a need for further work to explore whether greater participation would have resulted in

larger programme effects for those children with lower scoresiptervention.

Two papergDowney & Williams, 2010; Waters, 2014dluded qualitative data about
parental views of participating in an intervention and the benefits they perceived. While these
data may be limited in terms of their generalisability, thels¢a offer valuable information to
guide the development of interventions and areas for future research. Waters (2014) reported
that parents noted a positive impact on their relationship with school as a result of taking part in
the StoryLinks interventm Parents taking part in the FamilySEAL groups identified benefits of

participations as spending quality time with their child and opportunities for peer support.

There were considerable limitations in the data collected and the designs of the stindies,
terms of considering the differential impact that including parents in the intervention may have.
All of the interventions involved multiple components, such as a classroom based intervention
(FSS) or the development of whedehool approaches to behawir management (Together at
School) and the researchers noted that further work was needed to understand and draw
conclusions about the relative effectiveness of the different components. Furthermore, many of
the studies reported difficulties with recruitemt and low attendance rates of parents, which is a

further barrier.

Analysis of the studies indicates that addressing the questions of additional benefit of
involving parentsinscho@ 8 SR Ay USNBSyGA2ya G2 adzZJJ2 NI OK
well-being is complex. Interventions often involve multiple components, which can make it
difficult to identify which parts are effective and relate to skills development or behavioural
change in childrerinterestingly, despite earlier reviews identifgim need for robust and quality
evaluation research to identify the key features and effectiveness of parental involvement in

schooltbased interventions (Shucksmith et,&007), recent studies have not achieved this.

1.4.1 Review Limitations

This review applig strict inclusion and exclusion criteria to achieve meaningful focus on the

research questions. For example, the search was limited to studies published irepesved
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journals, which may have resulted in a publication bias, meaning papers that faunificaint

results are more likely to be published and therefore identified for inclusion in the review. This
criterion was intended to ensure that the included studies had undergone rigorous reviews,
however it is possible that this then excluded relevanpublished studies on interventions

taking place in schools. A wide range of terms related to emotional and social development were
included, however it is possible that there remained some studies that were not identified

through the searches.

For the rposes of this review, empirical studies that aimed to evaluate sebhasdd
interventions were considered. It is possible that there are studies concerned with the
implementation of schoebased interventions that include parents, which would include the
parent and child voice and would have provided further information to inform the research
questions. It is hoped that the included studies did succeed in providing a snapshot of the work in
this field, developing understanding of the current knowledgeebaisd directions for future

research.

1.5 Conclusions

LG A& y2i GKS NBa&SI| NioedddggarntsAsyiat Beyfeficlaltos (G2 A Y LI & (K
AYGSNBSyGaAz2ya GKFEG FAY G2 & dzZ-beigNither@HatknerBiBE Yy Q& SY2 (A
little robust evdence about the additional benefits of this. The studies and interventions reviewed
in the current report support the argument that schdwsed interventions have the potential to
LINEY23GS | Nry3aS 2F LRAAGAOS 2dzi OensthdalwSt I SR (2 OK.
being. This is in line with findings from previous relevant reviews with a similar focus (Durlak et
al., 2011; Weare & Nind, 2011). It is less clear however to what extent the positive outcomes for
children are related to the specific amaches and methods used. Further work is needed to
develop understanding of the specific types of parental involvement in these interventions and
their potential influence on positive outcomes for all those that are involved.important to
continue tobuild on the evidence base to inform decisions about interventions and develop

understanding of what works, for who and when (Shucksmith.e2@D7).

I 188 YS&aal3IS FTNRY G(GKAA LI LISNDAa FTAYRAYIE sba GKIE
implementation fidelityK F R G KS LR GSydAlFf G2 AYLI OG 2y LI NIAOALI )
important consideration when thinking about how interventions can be implemented in real
world conditions, without the extra resources that are often available as part of a research
project. Wolpert et al (2015) noted that schools often need to modify manualised programmes to

suit their context and local circumstances, however this may result in difficulties with good quality

32



Chapter 1

implementation and fidelity to the programme. Many of the studieported difficulties with
recruitment and low attendance of parents, which suggests that this was a challenge even with

the additional resources of the projects.

It is important to recognise parental involvement as a dynamic and interactive process. A
limitation of the included literature is the lack of information about reasons why parents may or
may not choose to participate in the parent component of interventions. As noted in the
introduction, parenting behaviours are complex and need to be undersiotite context of
social and environmental factors (Bennett, 2010). The majority of the studies utilised a
quantitative approach and their attempts to consider parental participation in the interventions
were focused on the individual, rather than considg the situational and contextual factors that
may have been influential. Consideration of these factors may develop understanding about
parent engagement in interventions and how they move along the continuum from involvement
to engagement, which may enmpass a greater feeling of ownership and commitment. Many
studies provided attendance figurasdinformation about how the intervention aimed to involve
parent€ K2 gSOSNJ FNRBRY GKAa AG Aa y20 LkRraarofsS G2
includedqualitative data from parents about their views of involvement (Downey & Williams,
HaMnT 2FGSNREZ HamMnoY K2gSOSN) 0KSNBE FNB O2yaa
analyses and the focus of this data was limited to process and outcomes. iF@skarch needs
to be undertaken that seeks to consult with the parents, children and professionals facilitating
these complex interventions to better understand potential barriers and facilitating factors of
parental involvement in schodlased programme This is the case for both univetsad

targeted interventions anthe conclusions of thisystematic literature review apply to both.

33






Chapter 2

Chapter2: { 62NB[ AylayYy !y SELJX 2NJ
OKAft RNBYyUYa yR FlLOATtAGFG2]
O2f f 1 02 NI (A OSNIASIRINBAE Ay :

2.1 Introduction

Ly@2ft gAy3 LI NByGa Ay alOKz2z2fa Aa olFlaSR 2y
development will be maximised when parents are actively involved in their education (Sheridan,
Holmes, Smith & Hoen, 2015). A considerable bodgsdarch has documented an association
between parental involvement in schools and bettelucational (e.g., DesforgesAbouchaar,

2003) and social (e.g., El Nokali et 2010) outcomes in children. As a result, school policy and
professional guidelines y ONB I A Ay 3f & KAIKEAIKEG GKS AYLERNII

education and school (Mendez et,#013).

2 KSy a0K22fa AYLISYSyl AyGSNDSy doeimgynd G2 S
mental health they may wish to involve parentscBinterventions which involve parents may be
implemented at a universal and preventative level or delivered as more targeted support for
specific children experiencing emotional and mental health difficulties (Mendez @043). The
studies reviewed ithe previous chapter provided support for the argument that scHmded
interventions involving parents have the potential to promote a range of positive outcomes
NBflGSR (2 OKAfRNBYyQa SY20A2yIlt ¢gStfobkty3d |y
0S R2yS (2 0SGGSN) dzyRSNaGI YR GKS WFRRSR gl fd
also highlighted that further work is needed to better understand the experiences of those
Ay@2t @SR a2 GKIG adl 1 SK2 fiehS aidirple@ehtedhSadifieOl y A
school settings (Natasi & Schensul, 2005).

Children who are experiencing difficulties relating to their social, emotional and behavioural
functioning may demonstrate a wide range of behaviours that cause others conteynniay
internalise their emotional state and become withdrawn and isolated, or externalise and engage
in behaviours that are perceived as challenging by others. These behaviours may have a
AAIYATFAOLYG AYLI OG 2y OKAf RNsSS dnell aS donedringiriskof/ |-
social and school exclusion (Panayiotopoulos, 2004). It is important to consider personal,
O2y(iSEldzd t IyR Sy@ANRYYSyidlt FIO002N&E 6KSy (N
& Eaton, 2015). Schobhsedinter§ y 1 A 2y a GKI G Ay @2t @S LI NByda |
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outcomes are influenced by multiple, interacting factors and seek to involve the various
AYyFidzSydAart aeaidsSvya Ay | OKAftRQa tAFS (G2 AyTfdzsSyosS

Existing schodbased inerventions involving parents are based on a variety of theoretical
frameworks and principles (Barlow et,&004 see also chapter 1). Many are based on
behavioural approachesyhich emphasise the use of rewards and sanctions to promote desired
behaviourdMowat, 2011) and much of the research focuses on these approaches. However, the
YSSR (2 &dzZLJL2 NI dzy RSNX eAy3d Sy20AiAz2ylf LINRPOSaasSa G2 |
health and wellbeing has also been stressed (Soutfzarmow & Kendall, 2002)lowat (2011)
proposed that approaches that focus on developing an understanding of self and others and
facilitate positive interpersonal relationships are key to achieving behavioural changes and their
maintenance over time. Interventions underpinned by humaaist psychodynamic principles
are an example of more relationshipcused approaches. Such interventions consider how
emotional competence may be supported in the context of interpersonal relationships. School
based interventions based on these principhese received less research attention yet they may
offer a promising alternative to behavioural approaches (Havighurst,2@l5). One example of
a collaborative intervention that seeks to develop intaad interpersonal skills is StoryLinks

(Waters,2010).

2.1.1 StoryLinks

StoryLinks is an individualised, pargrartnership intervention that involves children,
parents and schoolinthe ONE I G A2y 2F ad2NASa (2 -beioglahd2 NIiT OKAf RNEB Yy
literacy skills (Waters, 2010). The interventiorgigts children identified as in need of support
with emotional or behavioural difficulties and with reading skills belowexgected levels. Itis
based on the principles of therapeutic storywriting, such as the use of metaphor to explore

feelings and siry-making as a way of supporting relationships and attachment (Waters, 2014).

The intervention comprises a Meek programme, led by a trained StoryLinks facilitator
(SLF), where a child, their parent and a teaching assistant participate in weekitgoynmivriting
sessions. The SLF is typically an educational professional, such as a Special Educational Needs Co
Ordinator, teacher or Educational Psychologist, who has attended a-ttagéraining course.

Figure 2 outlines the structure and format oktkessions detailed by Waters (2010):
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1) StoryLinks Facilitator (SLF) and
parent review the week

2) Teaching assistant (TA) and child
join the SLF and parent. Review of
the classroom behaviour target.

A S

3) Feelings check-in.

4 ™\

4) Child reads last week story, with
support if required.

5) A new story is co-created.

6) SLF reads the story back. Child
and TA return to class.

7) SLF reflects on the story with the
parent.

Figure2 Structure of StoryLinks session

The story is typed up by the SLF, so that a copy can be shared with both school and home to
read during the week. The child is encouraged tsiithte their story, which Waters (2014)

claimed helps the child to engage with and deepen the metaphor.

Waters (2014) framed the StoryLinks model using theories from a psychodynamic
perspective. The creation of the story and use of metaphor is a key atssh&toryLinks. Waters
SHAMNO LINRPLRASR GKFG GKS YSiOFLK2NE LINBaSyidSR
emotional and social needs. Metaphors and stories have been used in therapy and teaching, as a

medium to explore feelings, reflea@nd problem solve (Sunderland, 2000). Using stories to
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explore feelings is based on the premise that people identify with the characters and gain greater

insight into their emotios (Vale Lucas & Soares, 2013). Stgnieside a way of indirectly

communi@ting about experiences and outcomes that may help solve a problem and offer new

coping strategies (Burns, 2004). Stories have been told for centuries and are a tradition that can

be found in all cultures (Golding, 2014). Sunderland (2000) suggesteddhias and metaphors

may be the natural language of feelings for children, rather th@more rational and cognitive

language used in daily life. It is argued that metaphors connect the physical and concrete world

with more abstract ideas and concepts, \&@ell as the inner emotional experience (Golding, 2014).

After the StoryLink sessions, the parent is supported by the SLF to reflect on the metaphor of the

d02NE YR GKSANI dzyRSNBGIFIYRAY3 2F GKSANI OKAf RQa 0SKI|

Another central elemenof the StoryLinks model is the involvement of parents to support
OKAf RNBY Qa -bsing2Wiaterd (2014) draws briattachment theory as the theoretical
basis for StoryLinks. Attachment theory (Bowlby, 1969) stresses the importance of relationships,
WAGK | OKAfRQ& |GG OKY Sl pravibing dadlfoundatiods Xod Healtthy LINA Y I NE
social, emotional, cognitive and behavioural development (Hughes, 2004). Siegel (2001) suggested
five basic elements that can foster secure attachments; Iaaration; 2) Reflective dialogug)
Interactive repair4) Coherent Narrative$) Emotional communication. Waters (2014) suggested
that the cocreation of the story provides a fun and a mutually enjoyable activity, promoting
positive attachments throgh shared enjoyment. Also, the attachment relationship may be
supported as the stories may allow children to confront potentially uncomfortable situations and
then to experience security and reassurance from their attachment figure (Frude & Killick, 2011).
Furthermore, sessions potentially facilitate attunement aneregulation of affect, as parents and
children are given the opportunity to share their feelings, both in the feelings ehemid

through their contributions to the stories.

It has been arged that storytelling can be viewed as a play activity (Frude & Killick, 2011),
GAOK GKS aG2NB LINRSARAYI + wO2yGl AySNDR F2N OKAf RNB:
feelings through the metaphor. Waters (2010) draws on the psychoanalytiepbatemotional
containment in the StoryLinks model. This is based on the work of Bion-{B89j and can be
understood as the process in which uncomfortable thoughts and feelings are projected to
another, processed and m@presented by them, so that &8y can be tolerated and understood.
¢tKAa LINROS&aa OFy (KSy NBali2NB (GKS AYyRAGARIZ f Qa OF LJ
Waters (2010) suggested that StoryLinks provides emotional containment for the parent and child
through its consistency and sitture, feelings cheeln, use of the story as a container for ideas

and feelings, and thg [ Q<R &f active listening skills.
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It is also possible to consider other theoretical explanations, beyond a psychodynamic
perspective, for how the StoryLinkdernvention may impact positively on child and parent. For
SEFYLX ST FSStAy3a | aSyasS 2F LI NIYSNBKAL sAGK
NBLRNI& 2F GKSANI LI NG 062). 1A frnSardnhtin@ éffidezy ispbside? v y 2
I 3420AFGSR 6AGK OKAfRNBYyQa az20AtLf FyR SY20(A2
2008). As StoryLinks develops partnership between a parent and school, it may help to support
LI NBy (aQ ¥ S SHarenfirg &fficacEan BeTufdar€ddo @ &dns of social cognitive
theory Hoover5 SYLJASe 9 { I YRE SNE MdbppT 0T LI NByidaQ oSt
FoAfAGASE (2 STFSOUAOSte SESNI AyTtdsSyOoS 208
willingness to engage, the goals they satiaheir persistence and commitment to those

outcomes.

From a developmental perspectivepaelling emotional language is another possible
mechanism through which positive child outcomes are promoted in the Story Links intervention
The feelings cheek and cocreation of the story provides opportunities for adults to model
talking about comfortable and uncomfortable feelings. Accordingly, the StoryLink intervention
Y& AYLI OG0 LI ardavel@gpSéntorrdofionadvodabuiaidng @hderstanding,
which is an important preequisite to emotional and behavioural regulation (Santi&mventud

et al, 2015).

Storytelling has been suggested as a potential means of supporting children to develop
their emotional and social skills. For example, Killick@mude (2009) posited that listening to
A02NASA YI & A YLawaienessyseléyldionRnats/stionaempady ahd social
competence. The link between storytelling and literacy development is well established in
research (Saracho & Spod@k10), however limited research has explored the potential benefits
T2NJ OKAf RNBYyQa Sy20Aiz2ylft yR az20Alft RSOSt 2L

To date, there is only one published and peeviewed evaluation of the StoryLinks
intervention (Waters, 20143nd the lack of an evidemédase is a significant limitation of the
intervention. A case study design was used to evaluate the impact ofneegR StoryLinks
intervention for twelve parents, children and teaching assistants. Measures included a
standardised behavioural questionnaj standardised reading assessment, and thematic analysis
of stories and interviews with adults and children. The findings provided some preliminary
SOARSYOS GKIdG GKS AydSNBSyGaAazy Yreé KIFI@S-I LR
being, lehaviour, and rates of exclusion, as well as the paohilt relationship. Waters (2014)
argued thatthe c®ONB | G SR aG2NASa I RRNSaaSR GKS OKAfRQ

the metaphor. However, there are a number of methodological linota to the study, such as
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limited information about the approach taken to analyse the qualitative data. Furthermore, the

research was conducted by the author of the intervention, therefore there is a potential bias due

to an invested interest in the redsl There was also no evidence that the intervention impacted
LRaAGAGStEe 2y OKAfRNBYyQa NBIFIRAYy3I oAfAdlesr gKAOK Aa
StoryLinks. It can be argued that the aims of the intervention are too broad, with the proposed

mechanisms of change not defined clearly enough to allow for evaluation of the effectiveness of

the intervention.

Clearly further work is needed to assess whether and how Story Links is effective in
supporting children, families and schools. Anecdotal antosuggest that there are some
challenges in recruitment and implementation of the intervention. Furthermore, many of the
studies evaluating schotlased interventions which aim to involve parentgtiight the
challenges to securingarental participan (see Chapter 1). Therefore, more information needs
G2 0SS ILGKSNBR Fo2dzi LIS2L) SQa @OASéa yR SELISNASYyOS.
understand the potential facilitators and barriers to parental involvement. StoryLinks is a complex
intervention involving multipleomponentstherefore it was felt that qualitative research would
provide important insights into potential factors that affect engagement and outcomes.
Furthermore, the inductive methods in qualitative research are more likebapture issues that
are of relevance to participants and highlight processes that may not be considered by

gquantitative measures (Cunningham et, 2016).

Due to the limited research on Storylinks, the purpose of the current study was exploratory.
Theresearch was guided by the views and experiences of participants and aimed to provide them
with an opportunity to talk about their experience of involvement with StoryLinks and the impact
they felt it had. It aimed to draw on the diverse perspectivesarepts, children and facilitators
who have been involved in the intervention. This was with a view to gaining a better
understanding of their experiences of the implementation, process and outcomes of StoryLinks. A
further aim was to better understand potéial barriers and facilitating factors of parental
involvement in the intervention. This was done by considering the identified themes in the
broader context of literature and research related to therapeutic storywriting approaches and

parental involvemenin interventions.
Ly &dzYYFNEBXZ GKS NBaSIFNDK ljdzSaidAazy o6FaT gKIFG | NB
and views of involvement in the StoryLinks intervention? An objective of this paper was to

consider how the themes developed can help us to éretinderstand the barriers and facilitating

factors of parental involvement in a collaborative storytelling intervention.
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2.2  Methodology

221 Ontology & Epistemology of Research

The epistemological and ontological assumptions of the research inform and guide its
structure, including the type of evidence that is gathered, from where and decisions about
interpretation (Gray, 2014). Ontology is concerned with the study of being and beliefs around the
nature of reality, whereas epistemology considers the questiofmaf knowledge is possible. To
assess the knowledge contribution of research, it is important to have a clear understanding of

the epistemological stance of the researcher (Chen.egétll).

As the researcher, my position is that of Critical Realisrtic&rRealism asserts that an
AYRAGARdIzZ £t Qa 0StASFA yR SELISOGIFGA2y&as a 68
world is perceived (Madill, Jordan & Shirley, 2000). This means that knowledge is partial and
inextricably linked to individual @erience and perceptions. This fits with my research
 4adzyLliAazya GKFEG GKS SELX 2N} GA2y 2F LI NI AOAL
dJ2Ay3 2y Ay GKS WNBIfQ ¢62NIRX odzi L Ffaa@ NBO

that ultimately reality is complex and constructed (Willig, 2008).

A Critical Realist perspective is concerned with understanding the underlying mechanisms
of how and why things occur within a given context (Mertens, 2010). However, it is also
recognisel that all events may be impacted on by various mechanisms and are explicable by more
than one theory. As the researcher, | recognised that any differences observed by participants in
the research may be the result of various mechanisms, including bialpgiazial and emotional.
It was not the aim of this research to find a causal relationship between StoryLinks and specific

outcomes, but rather to consider the experiences of those involved from multiple perspectives.

222 Research Approach

In line with the @ans and epistemological position of the research, it was felt that a
qualitative methodology would be most appropriate in addressing the research questions, as this
could provide detailed data that captured individual perspectives (Howitt, 2010). Quaditati
research has many different definitions. However, it is typically considered as an approach that
Fft2ga FT2NJ GKS SELX 2N} GAzy 2F LISNA2YFf FyR a
construction of reality (Smith, 2003). Researchers endeavour tenstehd psychological
constructs, reflected in thoughts, language, and behaviour, from the perspective of the

participants (Nastasi & Schensul, 2005).
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2.2.3 Research Bsign

Qualitative data were gathered through sestructured interviews with parents, children
and SLFs. These data were interpreted using thep method of Thematic Analysis outlined by
Braun and Clarke (2006). Further information about how data were collected and analysed will be

provided in the method section of this chapter.

2.2.4 Rationale for iematic Analysis

Qualitative research approaches are diverse and varied, with some overlap between
epistemology and procedures, for example the development of themes (Gale, Heath, Cameron,
Rashid & Redwood, 2013). Holloway & Les Todres (2003) suggestdagtkexibility can
sometimes result in inconsistency and a lack of coherence. Choices about the methods used
should be guided by the goals of the research and the questions being asked. Both Interpretative
Phenomenological Analysis (IPA) and Thematadysis (TA) share many features and both were

considered for use in the current study.

Interpretative Phenomenological Analysis (IPA) is concerned with a detailed-daptin
SELX 2Nl GA2Yy 2F AYRAQGARdZ f 4aQ f A dbfefal BitedSesh Sy 0S54 o
idiography (concerned with the particular), hermeneutics (theory of interpretation) and
phenomenology (study of experience; Smith, Flowers & Larkin, 2009). The active role of the
researcher in the interpretation of the accounts fromrfigipants is also recognised. IPA provides
clear and systematic guidelines, which support the process of identifying and integrating themes
from the data (Willig, 2013). However, IPA tends to work with homogenous samples (Smith et al
2009) and it was iehtified early on in the development of the current research that there would
potentially be some variation within the groups. For example, SLFs may be a member of school
staff or an external professional, such as an Educational Psychologist. In coisidefahe
OdzZNNBy G NBaSFNOK AYa FyR SLAaaSyztz23ex Ad o4 a
less appropriate for the current study than Thematic Analysis, which would allow for a broader

focus.

¢CKSYFGAO ! yIf &aA acognisihglando@aniking panéns ia 2oRtentahdJ NB
YSIEYAY3 AY ljdz t AGFGABS RFEGFEQ 602AffA3S HAaMOIX LI
different epistemological paradigms (Braun & Clarke, 2006). This is both a strength and a potential
limitation of the approach. Therefore, it is important to locate analysis within a theoretical and
epistemological framework and to make the research assumptions explicit (Willig, 2013). The
decision to use TA followed primarily from its suitability to addthegesearch question

because TA permits examination of the experiences across different individuals involved with
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StoryLinks and identification of similarities and themes across the whole data corpus (Braun &
Clarke, 2006). This method of analysis also allfaw acknowledgement and consideration of the
impact of the broader social context on these experiences, which is compatible with a Critical

Realist epistemology.

2.25 Methods
2251 Participants

The study aimed to explore StoryLinks from multiple perspectives;, gafents, and
children involved in the intervention were all considered as potential participants. Decisions about
the sampling procedure were guided by the research aims and design, as well as practical and
ethical considerations (Marshall, 1996). Doelie qualitative nature of the study, purposive
sampling was used to ensure that participants were able to offer insight into the experience of
StoryLinks (Smith et.aR009). StoryLinks is not a widely used intervention, therefore a flexible
approach wa employed to maximise recruitment opportunities. Communication with the
AYGSNBSyGA2yQa RS@OSt2LISNE ¢NRaAKF 2 GSNARZ | yR
was utilised to identify potential appropriate channels for recruitment to the studye ificlusion
criteria for participants were that they had been involved with StoryLinks within the last 6

months, this was to ensure that they would be able to recall their experience.

There is considerable debate around sample size in qualitative résé@iraun & Clarke,
2016) and recommendations vary. Qualitative studies often have small sample sizes, to allow for
RSLIWIK yR F20dza 27F Fylfearaod ! yaAgSNAYI GKS |
methodological and epistemological considerationsyali as acknowledging practical factors,
such as the time available and the accessibility of participants (Baker & Edwards, 2012). Data
saturation is often suggested as a guiding principle (Malterud, Siersma & Guassora, 2016) but this
is best understood ithe context of Grounded Theory research. Braun and Clarke (2016) suggest
that frequency should not be the primary determinant in the development of themes, rather
patterning across data items and relevance of the data in addressing the research qubsetitth s
also be considered. The current research aimed to gather and analyse data from more than one
perspective, which offered potentially greater depth to the findings (Hood, 2016). The aim was to
recruit up to ten parentchild dyads and ten SLFs for #tady. Within the practicalities and time
constraints of the research, a total of eight participants were recruited; four SLFs and two-parent
child dyads.
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Information about the participants of the current studyprovided in Table,4vith those

participants on the same line having taken part in the same intervention. The recruitment process

is expanded on below.

Table4 Information about Participants

Setting Time since last StoryLinks Parents Children
involved in Facilitators
StoryLinks
Primary School 1  Less thar8 Female, Schoel Female, attendec Male, Year 2,

months priorto  Based, Had run  all 10 sessions
interview previous

Interventions

Primary School z Less than 1 montl Female, Exdrnal Female, attendec
prior to interview Professional, Firs all 10 sessions

Intervention

Primary School 2 Less than 3 Female, Schoel
months prior to Based, First

interview intervention

Primary School 4 Less than 1 montl Female, External
prior tointerview Professional, Firs

Intervention

attended all 10

sessions

Male, Year 3,
attended all 10

sessions

2.25.2 Recruitment Procedure

Ethical approval was obtained from the School of Psychology Ethics Committee at the

University of Southampton (Submission Number 24165, ethics documents included imdippe

C). SLRsere recruited through an email that was sent to those professionals, who had been

trained in the intervention prior to September 2016, inviting them to take part in the study. Their

emalil details were provided by the trainer and the emad\pded participant

information, as well

as a school information sheet with details of the proposed study. The professionals based within

a0K22fa ¢6SNB Fa1SR (G2 akKkNB GKS

f SGASNI YR AYyT2NNI

seeking their permission tondertake the research at the school. An advert was also placed in a

newsletter that is regularly disseminated to professionals who have recei
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StoryLinks. Please see Appendix D for examples of the recruitment materials. Four professionals

volunteered to take part in the study.

Recruitment of parents and children utilised a referral method, where gatekeepers (SLFs)
were asked to approach potential participants. They provided parents with some written
information about the study and sought tligoermission to be contacted in relation to the study.
Two parents agreed to be contacted. A meeting was then arranged to conduct the interviews.
Parents were also asked to provide consent for their child to take part. Once this had been
obtained, childre were provided with written and verbal information about the study and asked

for their assent.

2.25.3 Data collection: Semstructured Interviews

Data were collected using sesstructured interviews. The topic guide included opemded
questions with some follovaps and prompts (Appendix E). This allowed for detailed information
to be collected about personal experiences and views (Leech, 2002), with the structured format
enabling specific dimensions of the research questions to be addressed, but also allowing
paNI AOA LI yia NR2Y (2 2FFSNIGKSANI 26y AyaraakKaa
to support them to take part and elicit their views. These included tools that did not rely on
language and gave the child choice over how they wished to sgpihemselves (Fargas Malet,
McSherry, Larkin & Robinson, 2010), such as pictures of different aspects of the intervention
(Appendix F), posts to add things they considered important, and scales. The interview
schedules and tools were trialled and refthin supervision and with peers. The interviews were
OF NNASR 2dzii Ay | t20FG4A2Y 2F GKS LI NIAOALI Yy

device.

2254 Data analysis

Transcripts from the senstructured interviews were analysed using thesigp pro@ss of
Thematic Analysis outlined by Braun and Clarke (2006). This provided clear guidelines for rigorous
data analysis, whilst also recognizing that the processes of coding and development of themes are
W2 NHI yAOS SELIX 2 NI (2 NEolvihg/aiiveh cyettigeNaBdyfelidxige resedmaterS O (i
SyalFr3asSySyidQ 6. Nldzy g /EIFNYSZT HamcI LI TnmoO®
understood as constructed from codes and as capturing the essence of some recurrent meaning
across the data cors (Braun & Clarke, 2016). Analysis was at the semantic and explicit level;
codes were based on what the participant had said and were not attempting to examine the
underlying meaning. The process moved from description, where data was organised and

patterns were summarised, to the development of the coding manual and interpretation of wider
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meaning (Braun & Clarke, 2006). A full outline of the steps employed at each stage of data
analysis is provided in Table.Esxamples of the different stages of anayaie provided in

Appendix G, including a transcript, analytic memo and initial codes.

Table5 Stages of Thematic Analysis (Adapted from Braun & Clarke, 2006)

Stage Description of Process How this was Applied to Current

Research

Familiarising yourself witt Transcribing the data, reading As the researcher, | completed tr
the data and rereading the data, noting interviews and the transcriptions
down initial ideas of interviews. These were

transcribed verbatim and
anonymised. | g&b kept a researct
diary, comprising of reflective
notes after each interview and
analytic memos. This included
notes of initial ideas about the
data. | immersed myself in the
data, through repeated reading o
the transcripts. Also, | explored v
initial ideas in supervision and

conversations with peers.

Generating Initial codes Coding interesting features of The different groups (children,

the data in a systematic fashion parents, SLFs) wercoded

across the entire data set, separately. The first iteration of

collating data relevant to each coding was done by hand. The

code data was coded in a systematic
way, with the entire data set
considered and coded for as mar
potential themes as possible.
During the initial coding process,
the data was explored ugy an
exploratory and eclectic approacl
to coding (Saldana, 2016). A list «

initial codes was generated,
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Stage

Description of Process

How this was Applied to Current

Research

including In Vivo codes

GLI NOHAOALI yGaQ
phrases), descriptive codes,
evaluation codes and process
codes. Codes were mainly
inductive (dai-led) and at a
semantic and explicit level.
Analytic memos were used to
reflect and expand on the code
choices and emergent patterns
and concepts. There was also
ongoing dialogue with my
supervisor throughout the

analysis.

Analysis then moved to the
computer software NVivo to assis
with the analytic process. First
cycle coding methods were used
recode the data, allowing for
reflection on the initial codes. The
codes were compiled in a list for

initial categorisation.

Searching for themes

Collatingcodes into potential
themes, gathering all data
relevant to each potential

theme.

A code mapping technique was
used to explore the initial codes
that had been developed from the
data (Saldana, 2016). The codes
were compared and sorted into
different groups Codes that were
conceptually similar were mergec

and codes that no longer seemec
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Stage

Description of Process How this was Applied to Current

Research

relevant to the data corpus were
dropped. The remaining codes
were considered in relation to the
research question and those that
were relevant were considered. /
provisiond list of themes and sub
themes were developed. The
transcripts were then recoded on

NVivo using this list.

Reviewing themes

Checking if the themes work in The coded extracts for each then
relation to the coded extracts  were reviewed to check for
(Level 1) and the entire data se cohesion. This was discussed wi
(Level 2), generating a thematic a peer. Data extracts that did not
WYl LJQ 2F GKS I seem to fit were reanalysed and
further themes were developed if
needed. Those themes that did n
hawe sufficient support were
discarded and some stthemes
were combined, as they seemed

convey the same ideas.

All transcripts of the
corresponding group were
reviewed, to ensure that themes
worked in relation to the entire
data set. The analytic memosere
also reviewed, as a way of furthe
facilitating reflections on the data

set and themes.

Thematic maps were developed f
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Stage Description of Process How this was Applied to Current

Research

demonstrate and explore the link:

between themes and suthemes.

Defining and naming Ongoing analysis to refine the A coding manual was developed

themes spedfics of each theme, and the (Appendix H), and themes were
overall story the analysis tells, defined further. This enabled a
generating clear definitions and further check of cohesion. The
names for each theme. names of themesvere reviewed

and changed if felt appropriate.

The thematic maps were refined.

Producing the report Selection of vivid extract The findings section was used to
examples, final analysis of report the final themes. Thematic
selected extracts, relating back maps and data extracts were
the analysis to the research included to illustrate the themes
guestion and literature, and how they were related.
producing a report of the

analysis

2.255 Quality Control

Considerable debate exists around the usefulreass relevance of applying the concepts of
reliability and validity to qualitative research paradigms (Golafshani, 2003). However, it remains
important to establish some criteria to help the reader evaluate the quality of research. A number
of guidelines hee been developed as an alternative to traditional judgements of quality that may
be found within a positivist paradigm (Elliot, Fisher & Rennie, 1999; Stiles, 1993; Yardley, 2000).
¢ KS OdzNNBy G aiddzRé SYLX 28 SR | | KRe Bsedich; séhdtiditdd LIN
to context; commitment and rigour; transparency and coherence; impact and importance
(Yardley, 2000).

49



Chapter 2

Table6 Quality Criteria (Aapted from Yardley, 2000)

Principle for Validity

How this was Shown iCurrent Research

Sensitivity to Context

Introduction to current paper includes a revie\

Theoretical; relevant literature; empirical data Of relevant theoretical literature. | tried to sho

a2 0A20dzf G dzNJ f

ethical issues.

Commitment and Rigour

In-depth engagement with topic;

LJ- NJIi A
respecting all voices in the research and usin
openended questions in the interview to

explore what they considered relevant.

I was involved in all parts of the data collectio

and analysis process, included conducting ar

methodological competereand skill; thorough transcribing the interviews. | used clear

data collection; depth/breadth of analysis.

Transparency and Coherence

Clarity and poweof description/argument;

guidelines (Braun and Clarke, 2006) for my d
analysis. At the start of my research | attende
StoryLinks training, to familiarise myself with

the intervention.

Throughout this paper | have endeavoured to

be explicit about my research design, collecti

transparent methods and data presentation; f and analysis. Quotations from participants ar¢

between theory and metbd: reflexivity.

Impact and Importance

Theoretical (enriching understanding); scecio
cultural; practical (for community, policy

makers, health workers).

used to illustrate the sufthemes. In terms of
reflexivity, | provide some reflections below ai

excerpts from my research diary in Appendix

| 2Y&ARSNI GA2Y 41 & 3A
my participants may infan future delivery of
StoryLinks. Areas for future research were al

identified in the discussion section of this pap
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2.25.6 Reflexivity

| recognise that as a researcher | cannot be separated from the findings of the current study
and that my own experienseand assumptions have played an influential role in the analytic and
interpretive choices | have made (Braun & Clarke, 2016). In this section, | aim to reflect on some
of the factors that may have shaped the research process and to acknowledge my role and
position in the research. This is a summary of the reflection that | have engaged in throughout my
research journey, both in written entries in a reflective journal (Appendix I) and in conversations

with my supervisor and peers.

Firstly, it is importanto consider how my personal history and values have led me to an
interest in the topic and informed my decisiomaking about the research. Prior to beginning the
Educational Psychology doctorate, | worked with children and young people within a behaviouris
paradigm. This gave me valuable insights into how psychology could be applied within an
educational setting, however at times | felt constrained within the priorities and principles of the
theoretical framework. My professional experience as a Traineeditbnal Psychologist (TEP)
has supported me to develop my interests in other therapeutic approaches, especially those
rooted in a more humanistic paradigm. Exploring StoryLinks as an intervention has allowed me to
learn more about one such therapeutidénvention from the perspectives of those who have
been involved with it. Eliciting the views of others to inform my understanding is a central part of
my work as a TEP, as well as supporting schools and families to work collaboratively in the
interests ofchildren and young people. My experiences of the positive impact this can have, as
well as the sometimes associated challenges, influenced my decision to focus on the collaborative
{G2NB[AY1a AYGSNBSYGA2YyZ 6A0GK hofsabdWwieWsl 4Aa 2y

| received training on the StoryLinks intervention at the starhgfresearch project; this
was with the intention of familiarising myself further with the intervention and to develop my
understanding of the key principles. As part okthiaining | also delivered the StoryLinks
intervention in aschool. | feel that receiving training on the intervention supported my
understanding and added further depth to my research, however | also recognise that this may
have influenced the interviewand analysis of my data. | addressed this through discussions in
supervision and keeping a reflective journal throughout the research, as a way of exploring how
my own experiences and assumptions may be impacting on the study. | also used an inductive and
dataf SR F LILINR | OK Ay Yé lylftéara 2F GKS RIFGlEZ |

words and experiences.

It is also important to acknowledge how external pressures and constraints impacted on

the research, for example it proved diffictidt recruit participants, especially parents and
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children. | decided to use a gatekeeper approach, as | felt that parents would likely feel more

comfortable being approached by ti8t Fswith whom they already had an established

relationship. This did meathat | felt reliant on others and had to balance my own need for

LI NOAOALI yia ¢A0K NBaLSOGAY3I 20KSNBRQ o6dzae aOKSRdzZ S
however my personal belief was that it was central to the research, and my understanding, to

indude the voices of parents and children and to ensure that they had the opportunity to

participate. It is hoped that my respect for all those who participated in my research is conveyed

throughout my findings, with equal weight being granted to all voices.

2.3  Findings

2.3.1 Introduction

The following section provides details of the themes developed in relation to the research
questions. A rich thematic description of the entire data set has been utilised, as opposed to a
detailed account of one particular themer group of themes (Braun & Clarke, 2006). This was felt
to be most appropriate to address the aims of the research, which were deliberately broad, due

to StoryLinks being an undegsearched area.

The views and experiences of children, parents @hHsvere obtained for the purposes of
the research. These were analysed independently of each other, therefore the themes from each
group are presented separately, before consideration of the overarching themes that were
identified from these. The themes amstdbthemes developed from each group are presented in a
thematic map, to provide a visual representation of the relationships between them. These are
expanded on with a narrative analysis of the themes andtbeimes, with data extracts from
LJ- NJi A Gntehdews (tifised to further illustrate these (Braun & Clarke, 2006). Extracts have
been anonymised and are formatted consistently, in italics and indented. The participant number
is also prefixed with a letter, to identify the interview excerpt as bdéiom a StoryLinks
Facilitator (SLF), Parent (P) or Child (C).

2.3.2 What are the experiences and views of parents, children &id-snvolved in the

StoryLinks intervention?
23.2.1 StoryLinks Facilitat@SLF) views

Data from the four serstructured interviews wh SLF were analysed and led to the
development of four main themes, with thirteen stitemes. These are presented below (Figure
3)
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Figure3 Thematic Map Illustrating Themes and Sihieemes from SLFs

53



Chapter 2
Theme 1: The Practicalities &toryLinks

This main theme captures the SXExperiences and understanding of the process and
implementation of the StoryLinks intervention. This includes the key approaches they identified as
important and the barriers to delivery. They identified fact that influenced their experience at

an individual level, as well as the impact of the wider context and dynamics involved.

1A: Being Flexible

All of theSLFs spoke about how a flexible and responsive approach was key to the delivery
of StoryLinks. T¢y described how they needed to frequently problem solve and respond to wider

contextual factors, in order to successfully implement StoryLinks.

l.:.l

a
[}

(p))
v R
— U

There was a sense from the SLFs that although they endeavoured to follow the structure
of the StoryLinks model, the individual nature of its delivery meant that they had the facility to be

personcentred and esponsive to the individual.

GXKS ¢l a OSNBE IREYFYG AG ¢l & 3IF2Ay3 G2 0SS

way of engaging him, he got to choose the character, he got to nhame the character

AYyAGALtteXx OFrdzaS L ySSRSR (2 3ISG KAY (G2 NR2YE

This need tde flexible was identified by the SLF as significant throughout the

intervention, including planning and identifying a prospective child and parent, implementation

and then managing the ending of StoryLinks.
GX6S RAR wmn &Saah 2 yeady todinidi reallyS|EherdwolShinkoSto ¢ | & y U
[ S32 ¢KSNXLREé o6{[CnoO

1B: Structure & Consistency

In contrast to the need for flexibility, there was a sense from SLFs that they found the
structure of the StoryLinks sessions supportive when implementing it.

aL fAQUSR GKFdO AU 61a adNHzOGdZNBRT a2 YSSiUAy3

with the child and the learning support assistant, erm and then ending with meeting with

YdzYé o{[ Cm0
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SLFs acknowledged that endeavouring to keep the sessionsaresnd predictable was
beneficial; this supported not just them, but all the individuals involved. Establishing a routine was

perceived as helping those involved to feel comfortable and to engage with the sessions.

GKS Syez2eéSR (KS Odiyafiha dct/ify@emuthyaRanyining 02 y
else. Yeah, erm it was kind of the security, | know what's going to happen and those

1AYR 2F FaLlsSo0Ga L KAyl KS ftA1SRé¢ o{[Co

1C: Limited Time and Availability of Resources

Practical barriers, such as lack of ggibal space and computer resources, and difficulties

with staying within the time allocated for sessions, was a common feature af2®icBsints.

G1SSLIAY3T gAGKAY GKS GAYS fAYAGYEZ GKFG RA
hour aweek, inclugid G KS GNRGS dzLJr YAIKG Fa ¢St f

The time commitment involved in implementing StoryLinks effectively was apparent in
SLF&descriptions of their experience. This could sometimes be a barrier to implementation, as
SLFs felt that running @yLinks effectively required a considerable investment on their part and

often took more time than expected.

GL R2yUd GKAY|l GKFG L O2dA R R2 Y2NB (KI
there would definitely be a need for it, but | don't thinlkY S A aSX (K2as
pieces do take that extra time really and making sure it's done the same day, things
ftA1S GKIGZ &82dz NBlrftte KI@gS (G2 of 201 2dzi

Perhaps indicative of the difficulties of implementing an inteen within a school
system, SLFs also reflected on the tension between their other commitments and ability to deliver

StoryLinks consistently.

GUKFG O2dzZ R 6S I LINRofSY ATFTE &2dz (y26=3
you try to protect 10 weekof a session there can be child protection things that

O2YS dzlJ 6 KAOK Aada LINI 2F Y& NRftS | a ¢St

1D: Collaboration and Engagement of Others

Working collaboratively appeared to be a priority for all the SLFsnwddivering the

intervention.
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aL GKAYl 1y26Ay3a GKIG KFE@AYy3 dza FEf aiay3aiay3
AYLRNIFYy(Ge 6{[CnoO

Their emphasis appeared to be on building a partnership with the parent, however
consideration was also given to working witlthe wider school system, such as consulting with
the class teacher. One SLF spoke about how she worked with staff to identify potential children

and parents.

646S RAaAOdzaa & | alOKz22f K2éX 6KIG OKAfRNBY R
betterorwod R 068 o6SUGSNI F2NK {2 L GFrf1 G2 GKS 1 SI R

SLFs identified that working with, and engaging, school staff was important, especially as
the individual nature of the intervention sometimes meant that there was a lack of remgni

from staff about their role in the system and in influencing change.

d think school's perception might have been that this is more for mum this
intervention, so | think a barrier was perhaps school's understanding and perhaps
attitude towards it, em even though they were invested, their level of investment
after the session, in between the sessions perhaps didn't reflect a complete

O2YYAUGYSyld (2 Addé o6{[ CmO

In terms of their work with parents, SKBscounts seemed to suggest that they
endeavouredo work with parents and empower them, as opposed to giving direction or

 d84dzYAy3 |y WSELISNIQ NRf So

G 20 2F A0 6l a 62yRSNAYy3A 2dzi f2dzR FyR GNBAY
not giving the solution, but just saying well what do you think migtNJ K€ o0 { [ Cm0

Some SLFs described parents as initially reluctant to participate in the intervention.
| 26 SOSNE +Fa GAYS LINPINBaasSR {[C& LISNOSAGSR | y2iA0
involvement with the sessions. In part, this seemed to &ated to the relationships that were
odAf X 6KAOK gAft 08 StLo2NIGSR 2ythemg (KS W& dzLlLl2 NI .

Theme 2: Making Connections

CtKA&d GKSYS NBTSNER (G2 {[CaQ LISNOSWLGIAZ2ya GKIG {dG2
to build links between the different individuals involved. This theme also includes some of the key
elements that SLFs identified as helpful in fostering these connections, such as-theatswl

stories and the physical and psychological space the sessionedl
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2A: Supporting and Building Relationships

All of the SLFs gave examples of how relationships seemed to be supported through
LI NODAOALN yiaQ Ay@2t dSYSyld o6AlGK {(i2NB[AYylad
with others, the homeschooland parentchild relationships. SLFs described how the positive and
collaborative nature of the intervention seemed key in helping to develop relationships between

home and school.

GL GKAYy]l @2dz {y26 0SOlIdzAaS Al atNRezEK (i KS
judging her parenting we want to work with her, we want to work with him, erm and
a2 @SIFK Al 2dzad AYLINROSR NBflGA2YyaKALR

d think her relationship with school is not great and initially when | first met her she
said Wwell, you know, we're coming along, we're doing this and that's great, that's
f20Ste odzi LUY 3F2Ay3 (2 dGF1S KAY 2dziu X
was coming into school to do something positive and really something she enjoyed
andsomé KAy3d KS Sy22eSR> aKS 02dxZ R 4SS (KS

It was apparent in SL&ccounts that already having an established relationship with
parents supported their recruitment efforts. However, those SLFs that were not school based did
not have these preexisting relationships anithey highlighted the importance of consulting with

parents and ensuring that communication was transparent, to build these relationships.

L OKSO{SR AY 6AGK KSNJ NB3IdzE I NI & rded (KS
you still finding this useful? Just to show, making sure that she knows that I've heard

KSNJ a ¢gStté of{[Cm0

2B: The Story as a Bridge

The potential of the story to support connectiom&as acknowledged by all the SLHn
their experience, the child ofteengaged with the story and appeared to make a connection with
characters. They described examples of the child then using the story to express themselves or to

explore emotions.

GLY GKS f1adG ad2N®B L &l AR o NBWRaEcrgs3 théf NP Y
a2dziKSNYy 208ty FS8SftAy3a dzaJasSiQr G(KS OKA
that's in line with how he, with all the uncomfortable feelings it was he didn't know,
but then he went on, the child and his line was 'maybe because hewags he
thought', so for me the positive is that he's, that was a sign of him trying to explore it
GKSNBI&a 0STF2NB Al 61 & WL R2yUUl 1y26Q¢ 0
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The SLFs also reflected on how they used the story as a bridge to convey messages to the
child in a nordirective way.
GL 3IdzSaa Ay ljdzAGS 1 FS¢g 2F GKS ad2NARSaz ljdzad S
actually having friends that you could go and ask or talk to and then come back and

help you sort your situation out, or they might come to you and | think that w
a2YSUGUKAY3 GKFEG KS G221 lélreé gAGK KAY | a 6Sftfté

2C: StoryLinks Offers a Space

All the SLFs expressed the view that the sessions provided a space to reflect on and

explore feelings, both for the child and adults.

LG A& Fy 2 LILJ2ddérdayg fefleét, m momendt tallshars, & moment to
L2aarofte NBaz2t@S Ay | NBrtfe ar¥S FyR yiaAdS Sy

G¢2 ASS GKFdG SOSNEB2YS ¢l & odz2Ay3a Ay G2 F oA
Erm... cause home life as well was very hectic and higgotmother is very similar
to him, so it was that time that was just his with mum or dad, and you know always

GAGK YS IyR KA&d MYME o6{[Cno

This space arguably related to both the protected time of the sessions, as well as the
psychological space that waseated by the SLFs using strategies such as active listening and the

feelingscheck in.

GL GKAY1l Al 3IF PGS KSN) wLI NByiG6 a2YS NBIdz I NI 2 LI
into that in depth but it was, she did tell us how her week was and things.Hat

also the emotions check in, the comfortable and uncomfortable feelings she would

bring things to that. So | think she shared one week that her uncomfortable feeling

gla akKS gta FSStAy3ad t2yStex F2NJ KSNI G2 | Oldz €

feehy3d alF S LISNKIFLEA $gAGKAY (GKIFG aLl O0S FyR 6AGK

Theme 3: StoryLinks has an Impact on Both Children and Adults

2AGKAY GKS YFAYy GKSYS 27F  Yhenvekcdptiired 25¢yBs G KS / KA |
perceptions of the outcomes of StoryLinks for thélat These included indirect changes, such as
I Rdzf §aQ RS@St2LAYy3 I chidanditiiNbeldayideiS MRlsoldgs&ibedd 2F (G KS
RANBOG AYLI Ol 2y OKAfRNByQa aljAftta RS@OSt2LIYSyd |yl

outside of the sssions.
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o!Y /KFEY3IAYI !'RdA G&aQ ! yYRSNREGlI YRAY 3

{[Ca ARSYGATASR (KIG GKS& y20A0SR I &AKAT
child, as a result of their involvement with StoryLinks. SLFs spoke about how they noticed parents

WNEB I f A RNBYIAYREARYBQ (KAYy3Ia YR GKSYy OKIy3aAy3d

d think mum thought a lot more about what she said to him, because he was very
literal so she, if she said something flippant he took it literally and, so | think that she
recognised that she couldn't be like that, so she changed the things that she used to
alre 2 KAYE o{[CnoO

¢KS {[Ca& FGONAROGdziSR GKAAa OKIFy3aS G2 | @I N

the story and reflecting with the parent after sessions.

GLG ONRAZAKG dzJ a2YS AyiGSNBadAy3d RA&aOdzAaa
dzy RSNARGFYRAY3I | yR LISNOSLIiA2Y 2F 6KIGUA

3B: Transferring Skills

The SLFs all described examples of how children appeared to develop their understanding
of emotions over the course of the sessions and the language to articulate ®lkeBe.perceived
GKIG GKS RS@St2LIWSyld 2F 0KSaS alAatta GKSy AY
demonstrated this progress not only in the sessions themselvaguigide of the context of the

StoryLinks sessions.

L GKAYy1l GKFG NBFffeé KStLISR KAY OFdzaSs
situation, he was able to say 'I'm feeling der der der der der, because der der der der

der' and kind of explain, rathér K I y 2dzad SELX 2RAYy3IdDé o6{[ C
Theme 4: StoryLinks Involves Comfortable and Uncomfortable Feelings

This theme encapsulates the SOEgerience of a range of emotions whilst implementing
StoryLinks. They all mostly described having a positive experieomeybr they also reflected on

some of the perceived challenges and feelings that this evoked for them.

4A: Positive Experience

Delivering StoryLinks seemed to generate many positive feelings for the SLFs, including a
sense of enjoyment and feelingsofu8 aa ® { [ Ca | f a2 LISNOSAGSR 2

sessions, which seemed to contribute to their own.
L €208 AGT L loazftdziSte t20S AGZT ¢S I
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aL ¢6Fa NBFffeée adNLINAASR o6& K2¢ Al RAR Fff O2Y
RAR KI @S f204a 2F 3IA33tSasx o6dzi I OlGdzatte AG g4I a

4B: Feeling Supported

SLF&experiences seemed to differ in terms of the sense of support that they perceived
from others. This included practical support from the schodleims of commitment, time and
resources. Most of the SLFs felt that they had this support and it helped them to implement the

intervention effectively.

G¢KS alOK22tUa Ay@SadySyid Ay Al KStLISRI @&2dz 1Y
we had agreed inhte sense that there was a room available, the dates that we had
I NNJ y3aISR gta addz01 G2¢ o6{[Cm0

However, two SLFs reflected on the challenges they had experienced due to schools taking
less ownership and responsibility for the intervention. These were brtérnal facilitators of the
intervention, suggesting that there was a difference in how the intervention was perceived by

school depending on whether the facilitator was internal or external to the school system.

G{ OK22ft gl & NXBI f thishad tNvaik] tRisknteivéhtod hasita f R YS (i
62Nl 2 6S NS 4G ONRaAa LRAYGX FyR &St GKSe ¢S
always booked or it wasn't the same room, it wasn't always the same TA, there

gl ayudid GKS O2yaraiaSyoe KSamRBpzi NBIFRAY3I GKS aid2N

Supervision also appeared to play an important role for this sense of support and many of
the SLFs described how they valued the chance to reflect on practice and to develop skills.

aLOYa Fo2dzi SN¥Od (KI G NIEEexpedende®Shers LI OS G 2 O

|.
AYF2NY 6KIG 82dzUNB 32Ay3 (G2 R2 ySEGS 6KAOK L

4C: Pressure and Uncertainty

In SLEXccounts, it seemed that the collaborative nature of the intervention and need to
manage different dynamicavithin the session could sometimes contribute to feelings of

uncertainty.

4., 2dz YSOSNI 1y26 6sKSGKSENI 82dzdNB 3ISGaGAy3a Al | dzA
hard cause when you're in that session you want so much from it but at the same

timeyouvegoti 2 £ S0i GKSY 32 FNRY Al AdQa NBIffteé& NBI
FSSt jdAGS | 20 2F LINBaaddaNB | o62dzi YF{1Ay3 &dzN
(SLF4)
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Although also identified as enjoyable, there was a sense that SLFs felt a lot ofgberson
NBalLlR2yaArAoAftAde F2N) 6KS ONBIFGAz2y 2F (GKS adG2Ne
Fo2dzi FSStAy3a GKIFIG (KSe WwakKzdzZ RQ 2N Q2dAKG

resulted in them experiencing some discomfort with thispensibility.

GL GKAY]l L ¢2NNASR lo2dzi UgStt OGKIFG adz2
have the right, and what's the child's input and what's the parent putting in?' and |
GKAY]l L 2@8SNIylteaSReé o0{[CHD

SLE also identified school and ottierQ S ELISOG I GA2ya (2 LINRRdAzOS
pressure, which perhaps related to the intervention being delivered reactively rather than

preventatively.

G{ OK22f alFAR ¢6SUNB |G ONXR

QX

Aad LRAYGZ KS(U
andKS g2y Qi tAad0Sy FyR ¢S OlFydd YIylr3asS K

FYR R2 Al YR 684ttt R2 {[G2NB[AY1aé o{[C

n5Y alylF3IAy3a hiKSNRE | yO2YTF2NIIFo6fS CSSt Ay

As well as a recognition of StoryLinks evoking personal emotions for them, the SLFs
descriled how they had to support others with their discomfort or uncomfortable feelings during
the sessions. There was a need to do this proactively, in terms of planning for the ending of the

StoryLinks sessions.

oHe was quite, you know frustrated and angryttlthis is going to stop. Erm, so we
negotiated with the school that actually after Christmas that he could join a

GKSNI LISdziAO oNRGAY3 INRdzLE o6{[ Co0

SLFs also identified that they also had to do this reactively in the sessions themselves to

respond to boh children and adults when they seemed uncomfortable.

G¢CKSNB ¢l a 2yS aSaarzy ¢KSNB -Hnk@n'tfegl! g K
comfortable with it, she made a comment about 'oh | hate this bit' but said it out

f2dZRX 42 L KIRLOURBAKRYRSRoOGEzZIGKRG Ay |
2.3.2.2 ParentfYiews

The analysis of data from two sesiructured interviews with parents resulted in the

identification of three themes, with nine subthemes. These are presented blimuire 4).
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Theme 1: MAKING CONNECTIONS

Similarly to the SLFs, parents perceived that StoryLinks impacted positively on relationships
and helped to bring people together. This theme encasges the links that parents identified

StoryLinks had built, as well as some of the factors that contributed to this.

1A: Feeling Connected with Child

Parents seemed to value the opportunity to spend time with their child in school and they
perceived a psitive impact on their relationship with their child through their involvement with

StoryLinks.
LG FSEG ljdzAdS yaAOS:z 6SOFdzasS KS
2dzNJ 62y RY 060SOFdzaS KS gt yaSR (2
Thissubl KSYS NBf I {iSa (2 WRS@GSt2LIAYy3I dzy RSNEG |
often attributed the change in their relationship to the fact that they had a better understanding

of their child and behaved differently as a result.

GL NBI f A deSRnedesshrily alWa$s uRdBrstand that things he says are
perceived by myself to be rude or a little bit inappropriate, so | kind of learnt to have
Y2NB LI GASYyOS gAGK GKIG 1AYR 2F FaLlsSoi

1B: Collaboration and Being Consulted

Parents felt thg were partners in the intervention and that they were working together
with the SLF and school. They described efforts of the SLF to liaise with them and to ensure they

were part of the process.
L 3JdzS&a&8 KIYyR Ay KFIYR 6A0RBAGKSEDOMAREIR

¢KA&d &adza3asSada GKFG {[CcQa STF2NIa G2 o6S O
by parents. According to them, they did not feel judged or patronised, which likely supported the

relationships between them and the SLF.

d think it's nice to be included in a non, kind of, sort of patronising way or.. to sort
of feel like, one you are kind of helping your child because he's there too, so he's getting
something from it, so by me being there I'm assisting with the help, dtrmumning the
aK2¢g o0dzi LUY FaaradAy3aoé ot mo
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1C: Engagement, not just Participation

Perhaps supported by the collaborative focus, parents appeared to actively engage with
the sessions and process of StoryLinks. It was evident that both parents were tednimithe

intervention, investing time in, and between, sessions.
GAlG gla yAOS G2 LI dzaS Ay (GKS RIF& YR y20 GKAY
(P2)
Both parents expressed that as a result of being included they felt supported and that they

ganed something. One parent viewed engagement with the intervention as essential, in order to
W3ISGH az2YSGKAY3IQ FNBY GKS AYyGSNBSyiGA2y ®

L GKAY]l GKA& 2yS Aa LINRoOolIofeé& Y2NB | LILINRLINRI G
of, put in and take back. You know and gemething for themselves as well as help
GAGK GKSANI 26y OKAfR®E Ot MmO

1D: Exploring Emotions through the Story

Both parentsappeared to share the view of the SLFs that the stories provided a container
for feelings, which allowed emotions to be exploretdey perceived the stories as an important
part of the intervention, both in terms of the insights it gave them and the messages they could

convey.

GL 3IdzSaa Al wad2NB6 3IFGS Iy 2LSyAy3a F2N SY2idA
emotions and how to dealitth them, whereas if we'd have done something else,

8SIK AlG LINRPolofe g2dzZ Rydidé otwHO
Theme 2: STORYLINKS INVOLVES COMFORTABLE AND UNCOMFORTABLE FEELINGS

This theme captures the complex emotions that parents described feeling during their
involvement withStoryLinks. As with the SLFs and children, there is a sense that they generally
found the sessions to be a positive experience. However, they did also reflect on some aspects

that they found challenging and the feelings this evoked.

2A: Positive Experierec

Both parents expressed that they had enjoyed their experience of StoryLinks and found it to
be a positive one. Factors that seemed to contribute to this included the structure and

consistency, as well as the individual nature of the approach.
GLG aBE Pé&zyadrAyAy3Is AlG ol a ljdzAdS &d§NUzOGdINBSRZ
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hodSNBWAYy3a GKSANI OKAf RQa Syea22eyYSyid Fftaz as.
experiences.
A GKAY]l GKIFIG é6Fa LINRolofe 2yS 2F GKS yAc(

(P1)

2B: Apprehension and Challenges

I ASyasS 27F FLIWINBKSyarzy aSSYSR G2 FSI GdzNB
was patrticularly the case at the beginning of the intervention, as parents felt uncertain about the

process and how to contrilte to the story.

GXlI 0AlG 1AYR 2F FYGAOALN GA2Y | o2dzi oKI
a2YS yEASGE lto2dzi GKIFIGEZ y2G F Kdza$S | vz

This highlights the importance of the SLF establishing a relationship with parents and
providing structureand consistency in the sessions, to support those involved to feel comfortable.
One parent also spoke abohibw their previous experiences of parenting interventions meant

that they felt unsure about taking part in StoryLinks.

GSOSNI aAyO0S ofitSdbinglanythihgibechuieyl Relt it was patronising
really, so | didn't see the point, but they offered this and | thought, mmmm | don't
NBFffe glyd G2 R2 A0X L RARYUd NBLtte ¢

Theme 3: STORYLINKS HAS AN IMPACT ON BOTH ADULT3BRENCHI

Parents perceived that taking part in StoryLinks resulted in changes for both them and their
child. Threesul KSYSa ¢gSNBE RSOStE21LISR (2 2dzit AyS GKS

these changes.

3A: Developing Understanding and Gaining N&wights

Both parents seemed to feel that they had learnt something and gained a better
understanding of their child through the stories and the sessions. One parent identified that, as a

result, they felt better able to support their child to develop themotional competence.

aXyz2¢ L (y26 0GKIG KSUa y2i GKSNBE sAGK a
that fact and also kind of do the whole wondering out loud thing, like 'Oh, I'm

wondering if you're feeling frustrated right now, or I'm wonderingpu're feeling
G2NNASR NRAIKG y2sUdé 6t MO
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Developing their understanding was potentially a key component of change for their
child, as parents reflected on how this greater understanding had impacted on their response and

4 | NBadzZ & GuKSANI OKAf RQa 0SKI @A

GL FSStddd L dzy RSNEGFIYR y28i ySOSaalNARte& gKI

lj

oAl RAFFSNByilfes gKAOK L GKAY]l YIFI1S8Sa KAY NBIO

Y1848 KAY 1AYR 2F NBIOG Ay | RAFTTSNBYydG ol 8¢

(04

3B: Impact on Child

Gahing confidence was identified by both parents as a way that StoryLinks had
supported their child. This appeared to mainly be attributed to the creation of the stories by

parents, in terms of how this had empowered their child and helped them to feel atabfe

sharing their ideas.

L GKAY]l dGKFdG GKS {d2NB[Ayla LINBoOolofe oSNB
was creating a story, that it was something he'd put together, erm and you know to

see it all come together | think probably was quite nid¢éJfoK A Y€ 0t H O

GL GKAY]l AGUE 3IAGSY KAY O2yFARSYOS sAdK (K

YR YSNRAG®E ot MmO

0

0=

20K LI NBydGa Ftaz2 allR1S o2dzi GKSANI OKAfR W2LISy

of their willingness to take risks with learning aheir relationships. There was recognition from
one parent that the impact was not necessarily immediate and the skills development was

ongoing, however, they felt that StoryLinks had provided a useful step towards this.

L GKAY1 dzy RS NitofitHe ywdRdhayfcds alloKgér process, @& hopefully
like the stories were the kind of foundation layer and now we're building upon it,
K2LISTdzA f @ de 6t MmO

3C: StoryLinks as One Part of the Support Around the Child

LG o1 a Of SINJ AY LILINKS was én@pait @ Ridkaysystem of 8uppidrt { G 2 NB
around the child. Parents reflected on the difficulties in identifying the unique contribution that

StoryLinks had provided.

GL GKAY]l] GKSNBUYUa a2 Ylyeé RAFFSNByld (KAy3Ia
1Y26 K2¢ YdzOK @2dzdR Lidzi Ad R2gy &LISOATAOI ¢
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Despite this challengdoth parents emphasised that they felt it had a positive impact

and they would recommend it to others. There was a sense that parents valued the relationships

that SoryLinks had built with both school and their child.

2.3.2.3

L R2 FSSt GKIFG A4 KFa YIRS | 0A3 RATFTF
it not have been there | think | would have felt, sort of.. yeah, | think it has brought
things together, so ydal do think it's played an important role and I'd definitely
NBEO2YYSYR Alé o6tHO

/| KAt RNByQa OASga

Two overarching themes, with five stiftemes, were developed based on the analysis of

two semistructured interviews with children. These are presented belowigure 5
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Even better if... — -
Getting into a habit
l and practising skills
(
Storylinks involves i
comfortable and Making
uncomfortable feelings connections
\
l
( Positive impact on Engagement with
Positive Experience relationships story

Figureb5 Thematic Map lllustrating Themes and Slitiemes for Children
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Theme 1: MAKING CONNECTIONS

¢tKAa GKSYS SyO2YLIl aaSa (GKS OKAf RNByQa @AS,
The three sulithemes @apture the connections children made with others, as well as with the
story. Also, thesull KSYS WwWaSidAy3a Ayd2 | KFoAd | yR LINI C
they were able to transfer skills from the sessions, suggesting they were makingdiniesen

different settings.

1A: Positive Impact on Relationships

Both children reported that they had enjoyed their parent coming into school for the

sessions and the time invested in them.

G YR gKEG Fo62dzi Ydzy O2YAy3I Ayiliz aodKz22|

GL Rt iIkK$ G 0SOFdzaS GKSy L O2dzZ R KI @S Y

When initially asked if they felt StoryLinks had helped them in anyway, both children said
Wy2Q0d | 26SOSNE (KSe@ GKSYy 0620K ¢Syl 2y G2 ARS

parents dter the intervention, suggesting that they felt closer with them.
G5AR GKS ad2NE aSaarazya YI1S I RAFTFS
a.. Nope, yes (C1)
ayes? Can you tell me a bit more about tidgtRterviewer)

GONXYOP y2NNIffe L 2BAIKR2§MEK NB@ Y&y R

1B: Getting into a Habit and Practising Skills

The children made references to how StoryLinks had helped them practice skills, such as
GKSANI NBIRAY3 YR WoSAy3ad I22RQd hy$S Gkt R R
GKSY GKS 2L NIdzyArde G2 LINIOGAOS woSAy3a I22R
had helped them to then transfer and maintain their skills.

L KFER G2 R2 GKIFIG F2N)mn ¢6SS1asx a2 L
1C: Engagement with th&tory

Both children spoke about how they collaborated on the stories and were able to bring in

their own interests and ideas.
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awell sometimes we made up stories together because sometimes | had
dadaA3SadtAz2yasr o0SOlFdzaS L tA1S G2 &1 GOK LX I

At times, the ceconstruction of the story was perceived as challenging by the child, as
GKS® F2dzyR Al RAFFAOdA G G2 NBaLRyR (2 20KSNARAQ O2y i

narrative.

deéz2dz {y2s L (2fR @2dz GKI G RthkaF FSNBy(d LIS2 LI
made it harder because | had an idea, | had really good ideas but then

they came up with something and then, and then my idea, my really good

idea does not link. So, like when it was [1:1's] turn, she came up with

something really good butitdidn' f Ayl G2 Yeé ARSI® {2 (KL

However, both of the children chose to-tell some of their stories from memory,

suggesting they had been actively involved and engaged with these.

G¢KSNS gta | o020 YR YR a2 G4KS Y2y
jungle and there weren't any and he was waiting for a long time for the
boat, for the monkeys and the boat had sank and then, and | think, hang
on the boat didn't sank but then it came and then the monkey had its
Ol ylIylFadég o6/ HU

Theme 2: COMFORTABLE ANNICOMFORTABLE FEELINGS

This theme captures the varied emotional responses and feelings that children described
when reflecting on their experience of StoryLinks. As with the pafants SLExiccounts, both
children expressed that they had enjoyed maspects of the sessions. They also identified that

there were aspects that they found more challenging or would want to change, which were
OF LWAdzZNBR Ay (KSheMesS@SYy o0SGGSNI ATQ &dz

2A: Positive Experience

There were common aspects of the sessions thatchildren reported that they liked,
including their parent coming into school and drawing a picture for the story. They expressed this
by sorting pictures under a happy or sad face and expanding on their choices as they did so. When
reflecingonthes@ 8 A 2y a (GKS OKAf RNBYy dzaSR 62NR& &dzOK | a WSEC(
that they had enjoyed them and found them to be a positive experience.
K2g RAR &2dz FSSt Fo02dzi GKS ai2NEB aSaaizy

al I LI ®€ O/ HO
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GHappy. And what did you like6 2 dzii G KSYKé oOLY G SNIIASHESND

aL fA1SR GKIFIG L O2dA R RN} g LIAOGAZNBA | yF

H.Y 990Sy o0SGGSNI ATX

Although both children mainly expressed enjoyment of the sessions, they also identified
that there were some aspects they found ditfit or felt could be improved. One of the children
ddz33SadGdSR GKFG GKSe ¢g2dd R | taz2z KIFIZS @t dsSR

{2 &2dz OFydd UGKAY]l 2F lyeiKAy3I GKIFG O2
aL GKAY]l GKSNB Aaz AT RIRR& OFYS®é 6/ HOU

The other child reflected on how they disliked certain parts of the sessions, such as the
feelings checln. This seemed to be related to things they found challenging or perhaps valued

less in the intervention, which resulted in a sense of frustration.
& 5 A Reveér Bke doing the feelings chetk/y K¢ 6 Ly i SNIBA S5 SND

No, no, no, no, no that was just a waste of time. We could just get on with the
story, but that just wasted the time. | know she wanted to hear our feelings to see

if we were ok, but | feel liketha@tl & 2dzad | 61348 2F GAYS
2.3.24 Summary of findings across groups

The findings for each group were analysed and presented separately. Howeeerall the
data from the three groups had been analysedime commonalities between the sibemes for
each graip were identified and a further stage of analysis was undertaken to explore these
further. The suBhemes for each group wereonsidered together and organised into groups to
reflect the patterns identified. This was initially done manually, with eacklseime written on a
postit note to allow for flexibility. The extracts for each silieme were then explored on NVivo
to ensure that there was cohesion within the groups identified trat the subthemes captured
similar ideasFollowing this label forthe overarching category was developed. The decision was
YIRS (2 dza$§ GKS LI NIAOALI YyG&aQ 26y fFy3Adz IS 7
metaphors that participants had used to describe their experiences when intervieWesl.
categories and devant subthemesare presented in Table. A further overarching category was
Ffa2 ARSYGAFASR FT2NJ GKS {[cad ¢KAAa OF 6S32NE
LINEFSaaArzyl £ Q HKRBYBHI! WRSR yEHK F t Sddbiity 8 Qr Wt A Y
NBaz2dNOSaQr WLINBaaddzaNE yR dzyOSNIIFAyidieQ FyR Y

the next section, with a particular focus on how ttetegoriescan help us better understand
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parental involvement in StoryLinks and how thissvexperienced by those involved. Implications

for future practice and research will also be considered.
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OVERARCHING CATEGORY

| KA f RNBghRes Parents subhemes

StoryLinks Facilitators stihemes

StoryLinks as a (db&tly) Positive Experienc Positive Experience

Apprehension and challenges

Positive Experience

9 @Sy . SGiGSNJ Positive Experierec Structure and consistency
alyl3IAy3a 2 lokadblieingsizy Oz
HandIn-Hand: Collaborative Process Collaboration and being consulted Collaboration and engagement of others
Engagement, not just participation
Opening Doors and Building Bridges Positive impact on Exploring emotions through the stories Stories as a bridge

relationships

Engagement with thetsry ) ) o
Developing understanding and gaining new

Getting into a habit and

practicing skills

Feeling connected with child

Impact on Child

StoryLinks as one part of the support@nd the

Supporting and building relationships
/| KFy3Ay3 | RdzZ G&aQ dzy RS
Transferring skills

StoryLinks offers a space
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2.4 Discussion

24.1 StoryLinks as a (mostly) positive experience

Parents, children and SLFs in the current study all convéyddnjoyment of the sessions
YR (G(KS LRaridArAdsS FSStAay3da GKFiG GKS@ KIR SELISNRSYyOS
FAYRAYy3IaATZ OKAfRNBY SELINBaaSR (KIFIG GKS& tA1SR GKSAN]
perspectives of parental involvemeim schoolbased interventions is important, as research
ddzZa3Saia OKAf RNBoflCemtiofshars sompleX aind K<hoal not be assumed that
they automatically experience this as positive (Markstrém, 2013). Dunsmir and Hardy (2016)
suggestedhat evidence for therapeutic approaches in schools should also include research that
adzLILR NI a GKS QGAtoAfAGe 2F GKS FLILINREFOK gAGK NBIF NR;
The current study provides preliminary evidence that StoryLinks is addemnd enjoyable for
those involved, including primaischootaged children, although further research is needed on a

larger scale to explore this further.

The sense of fun and enjoyment conveyed by participants seemed to reflect the playfulness
of creding stories together. Creating a sense of playfulness in the sessions may be important, as
enjoyment, arguably, may better support children to engage with the story and its key messages
(Killick, 2014). Moreover, parental involvement and the hesabool elationship is likely
facilitated by the focus of the intervention to invite parents into school for a positive activity with
0§KSAN) OKAf RZ | &F 22Q.0r32S3RXR (0l 2f {W LUNGR20dR(S YO KSA NJ OKAf RQ&A 0 S
2011). However, participantsdm all groups also expressed that creating the stories could
sometimes be challenging due to the unpredictable nature and feelings of uncertainty about what
to contribute. This highlights the importance of StoryLinks sessions having a clear and consistent
structure and routine, so that all parties are supported to contribute to the story and the SLF feels

confident in scaffolding the story process.

2.4.2 HandIn-Hand: StoryLinks as a collaborative process

The school working in partnership with the parent iseeg kocus of StoryLinks (Waters,
2014). Accounts from parents and SLFs in the present study suggested that they viewed the
intervention as collaborative and that it was successful in engaging parents. This was reflected in
020K LI NBy(aemdsy RVQ2[fda®2aNkoi A2y yR Sy3r3asSysSyid 27 2
68Ay3 O2yadA GSRQ FyR WSy3+3sySyhs y280 edad LI NIHAOA

involved, which potentially has important benefits for the effectiveness of the intervention
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(HaineSchlagel & Escobar Walsh, 2015). It is not clear from the findings that the collaboration
perceived by participants resulted in a greater sense of parenting efficacy, as has been previously
suggested in literature relating to parental involvement in schindl 8 SR Ay G SNBSSy G A 2
et al, 2012). However, parents did feel that they had benefited from taking part and had found it
useful. In particular, this seemed to relate to parents attributing positive changes in their
relationship with their child tahis involvement, which will be discussed further in a later section

of this chapter.

The cNNBy (i & G dzR & Qal NIA2/yR2AWPaskeitidddhdt Sa@atal
participation in school is a dynamic process and influenced by individual, sitalediot
contextual factors. For examplegmsistent with previous research findings, time demands and
logistical issues appeared to be some of the main barriers to parental participation in StoryLinks
(Axford et al, 2012). One parent also reflected on hpvevious experiences of feeling patronised

during parenting interventions meant they were initially reluctant to participate in StoryLinks.

A preexisting relationship between the SLF and parent appeared to be a supportive factor
to recruiting and engagmparents, with SLFs reporting that parents were more likely to agree to
take part in StoryLinks if they were known to the parent. For the two SLFs interviewed who were
not schoolbased professionals, it was clearly important to build this relationshily ear.

Findings from the parent interviews provided some useful insights; for parents, it mattered to be

heard and not judged by the SLF.

The findings suggest that the SLFs and parents felt a sense of partnership and formed a
positive working relationspi However, working together with school seemed to present more
challenges for the SLFs. This was particularly the case for those SLFs that were external to the
school system. Barriers included practical issues, such as time constraints, as well tisities at
and understanding of school staff about their own role in StoryLinks. In her evaluation of
{G2NB[AYy1ax 2F0SNB 6nwnmn0 Ffaz2 F2dzyR GKFGO {]
involvement in the intervention. Research evidence sstgythat integrating interventions into
school systems is likely to support positive outcomes (Segrotta, Rothwella & Thomas, 2013).
Currently there is not a dedicated time for SLFs to communicate with school staff directly built
into the StoryLinks interveion, however regular communication with the class teacher and
teaching assistant would likely support better integration of StoryLinks into the wider school

system and subsequently contribute to positive outcomes for the child.
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243 Juggling different aspest The role of the professional

The findings highlight the difficulties SLFs experienced in achieving implementation fidelity
while also being flexible to suit context and individual circumstances, i.e. reducing the expectation
on the child to illustratefteir story and not consistently having a teaching assistant present in the
sessions. It is not uncommon for adaptations to be made when interventions are delivered in
WNBRNI RQ aSiGAy3a G2 adzalI2 NI GKS., 2015IHaweoeh t AGE& 2F RS
research suggests that there is a relationship between implementation fidelity and outcomes of
programmes (Lendrum & Humphrey, 2012). Further research is needed to examine the
implementation of StoryLinks in schools and how this may best beostgul. Some adaptations
may have benefits and contribute to the effectiveness and sustainability of programmes (Lendrum

& Humphrey, 2012).

In the current study, SLFs identified that practical and professional support was important
in supporting their cofidence and ability to implement StoryLinks effectively in school. This
support is recognised as an important aspect in the implementation of many social and emotional
learning programmes (Greenberg, Domitrovich, Graczyk and Zins, 2005). Currently gupervis
and peer support is offered on a voluntary basis to SLFs. Effective delivery and outcomes for the
child may be best supported by access to ongoing supervision and peer support and the value of
this may need to be emphasised in training. Furthermoris, éihould be highlighted to schools
when they are considering training staff in the intervention, so that SLFs can be supported at a

schootwide level.

2.4.4 Opening Doors and Building Bridges: The Perceived Effectiveness of StoryLinks

¢KS GKSYSa av{liy2 NeYWlyQ@a Ky ! RdzZf Ga FyR / KAt RNBYyQ |
suggest that participants attributed several positive outcomes to involvement with StoryLinks. All
groups perceived a positive change in relationships, including pafela, teacherchild and
home-school. Adults also felt that children demonstrated improvements in their ability to label
and understand their emotions, which transferred to a positive impact on behaviour in the
classroom. This is consistent with previous research which demonsttzdédeveloping an
SY2GA2yLf G20 6dA I NB -@guitibiyas thegad settdi le ®K A f RNBY Q3 a5t
discriminate between their feelings and to communicate effectively with others about these
(SantiagePoventud et al 2015). The current study @vides tentative evidence for the potential
2F {(02NB[AY14&d (2 AYLIOG LRaAGASGSEE 2y OKAfRNByQa §

required to rule out the possibility that positive gains are not related to natural maturation or
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simply increaseattention. Furthermore, additional work is needed to establish the role of the

various components of the StoryLinks programme and their contribution to outcomes.

The ceconstructed stories were perceived by participants as having played an important
roleAy 020K RS@OSt2LIAYy3a NBtFIA2yaKALA | yR &dzLLlR
understanding. The children in this study focused on tangible aspects of making the story that
they had enjoyed, such as drawing a picture and contributing to storidsthéir interests. As
capturedinthesuli KSYSa WRS@St2LIAyYy3 dzy RSNRAGEFYRAY3I | yF
I Rdzf §aQ dzy RSNEGIFIYRAY3IQ: LI NByGaQ FyR {[CQa |
space to explore emotions with the child. Algmat the stories helped parents to better
understand the child and attune to their emotional state. SLFs identified that over the course of
0KS AYyGSNBSyliAz2y (GKS& 20aSNBSR OKIy3Sa Ay LI
shared by parents, 2 O2YYSYy(iSR (KIG GKS@& y2¢ KFR IANBI I
and subsequently this had impacted on the way that they responded to their child. One
interpretation of this could be that the attachment relationship was supported through pagents
increased capacity to engage in reflective dialogue with their child. Reflective dialogue involves an
adult recognising the signals sent by the child about their internal experience, an attempt from
the adult to make sense of these in their own mind émeh verbally communicating them back
G2 GKS OKAfR Ay I gt& GKIFIG SylrofSa GKSY (G2 Y
exploratory nature of the current study and small sample size this can only be a tentative
hypothesis at this stage and fiwr work is needed to explore this as a potential pathway. The
findings highlight the value of considering outcomes for parents, as well as children, when
evaluating the effectiveness of parenting interventions in school. This is not only in terms of any
specific benefit for the parent in their own right (e.g. increased confidence in-$tdlig), but
also the benefit derived by the child as a consequence of their parent gaining a benefit (e.g.

experience of positive interaction with their parent).

245 Limitations of Research

One of the main limitations of the findings is the small sample size and the implications this
has for generalizing to other individuals involved with StoryLinks. This research aimed to gather
and analyse interviews from multiple perspges. Participants were recruited from each group,
however there were fewer participants involved than originally intended due to recruitment
issues and time constraintdround thirty SLFs were initially contacted through email, however
the response ratevas low and some SLFs (n = 3) replied that they were not currently delivering
the StoryLinks interventioris discussed below, parents and children were recruited through the

SLFs and this proved challenging due to the low response rate from SLFs. &acedéxlined
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invitations to participate in the research, due to personal and family circumstances. Recruitment
required ongoing problersolving throughout the research, for example after a few months the
geographical location was widened and an adventisat was placed in the Therapeutic
StoryWriting newsletter. This was not successful in recruiting further participants however,
perhaps due to the indirect nature of the contaButure research involving a larger and more
diverse sample may be beneficialdetermine whether the views shared by participants in this

study reflect those held more widely.

A further limitation relates to the sampling technique that was used. Parents and children
were recruited through the SLFs, as it was felt that recruitnvemild be more successful building
on the preexisting relationships that the SLFs had with parents and children. However, this may
have resulted in a positive response bias in the findings, as SLFs were potentially more likely to
approach those parents drchildren that they felt had a positive experience of StoryLinks. Also,
those parents and children that felt enthusiastic about the intervention may have been more
likely to agree to participate in this study. Future research could use a wider sam@ecafgp
and children to explore parental involvement in StoryLinks and include those families who chose

not to complete the intervention.

Consideration should also be given to the potential methodological limitations of this study.
Semistructured intervievs were utilised, as it was felt the format would balance addressing
specific dimensions of thresearch questions and providing participants with opportunities to
offer their own meanings (Galletta, 2013lowever, it is possible that participants mayha
provided responses that they felt were socially desirable, rather than reflective of their own views
(Alshengeeti, 2014). Sersiructured interviews also rely on language and this may have been
challenging for the children who participate@l.variety ottools were used to support children to
share their views in the interviews, including sorting pictures related to the intervention and a
scaling technique. This was with a view to providing the children with choice over how to express
themselves, as wedls to assist with talking about the more abstract issues (Fargas Malet et al
2010). These appeared to facilitate discussion, for example both children elaborated on why they
had placed certain pictures under the happy or sad face. However, it is passibtaey also

primed the children to reflect on certain aspects of the intervention.

2.5 Gonclusion

This exploratory study contributes to the limited research on the StoryLinks intervention,
with an independent study focused on the views and experiencekilofren, parents and SLFs.

Previous research has provided preliminary evidence that the intervention may have a positive
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SFFSOG 2y GKS OKAf RNBgnG &s welvaz the\pargohiltl relatigrikhipd 2 OA |
(Waters, 2014). Although small irede, the findings of this qualitative study are consistent with
this previous research and suggest that StoryLinks may offer a promising approach for schools
gAAKAY3 G2 g2N] O2ftftl 02N GA@Ste gAGK LI NByida

wellbeing.

However, further work is needed to determine the efficacy of StoryLinks and the key
components that may influence outcomes. Currently there is no systematic evidence for the
effectiveness of StoryLinks. One potential area for exploration highlighteldebgurrent study is
GKSUKSNI ONBIFiAYy3 adG2NASa (23SGKSNIFYR NBFESO

capacity to engage in reflective dialogues with their child.

The perspectives of children, parents and SLF provided valuable insights ints thet
addzLILI2 NI SR 020K LI NBYyGaQ FyR OKAfRNBYyaQ Ay@2f
StoryLinks as a positive and collaborative experience appeared to be consistent across the
different groups, suggesting this it was acceptable to ¢hiosolved. In part, this seemed to be
supported through the development of a positive and fadgemental relationship with the SLF
YR I aGNHzOGdzNBER | yR O2yaAradSyd | LIIINEBIFOK® ¢K
experience in facilithhg the active involvement of parents and children. These findings have
implications for future practice, as ongoing supervision and support for the SLF may need to be
prioritised to support effective delivery of the intervention. Consideration shouldl ladsgiven to
how StoryLinks can be successfully integrated into the wider school system, as this would likely

support positive outcomes for the child
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Appendix A { SF NDK ¢SN¥a F2NJ {&&d
WSOASS

A.1 Search Terms for Psychinfo and WebofScience

GSY20A2yF Fdzy{ AND GLINR Y I NB Arid#2 |
aSY2GA2yfF O2VYl SRdzOF A2y ¢ hw
aSY2iA2yF £ AG] SRdzOF GA2Yyé hw
O02YLISGiSyO0S¢ hy a0Kz22ft ¢

Fdzy OlFé hw &S]
0SAy3¢é¢ hw aaz(
SYy2GA2ylf S|
aSYyz2idAaz2ytt Iyl
hw aSY2iA2yl ¢
NB3IdzZA  GA2YyE ah\
Fdzy OGFé¢ hw a L
0SAYy3a¢é hw Ay
SEGSNY It AFAY3
R2dz&aGYSydé hiy
RS@St2LIYSyi¢ |
and behav* difficulties" OR

Gaz20Alf SY20GA;
RAFFAOMZ GASa |
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A.2 Search Terms for ERIC

Some search terms with * did not work, so used full terms/modified some terms

aSY2GA2y Lt 7Fdz GLINR Yl NB aO0OK2;
aSyz2iArzylt 0O2) AND SRAzOF GA2Yyé hw
aSY2G0A2y Lt £ A SRAzOF GA2Yyé hw
O2YLISGSyOSe¢ hy a0K22f ¢

Fdzy OlFé hw &S]
0SAYy3I¢ hw Gaz(
Syzdarazylt €SI
aSyz2dAazylrt Iyl
hw aSY2GA2yl ¢
GOoSKI@A2NIE NJ
GLEeOK2ft 23A0I
GLBaeOK2t23A¢HIT
internali*ing ORexternali*ing
hw aSY2GA2yI §
aSy2dAr2ylf RSH
"emotional and behavioral
RATFAOMzZ GASADH
0SKIF@A2dNF £ R
Gaz20Aarft SY20A;
0SKI GA2NIf RA]
Gaz20AFft SY20A;
behavioural difficulties OR
YSyidlt KSIFf 0K
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)
Downey & Primary school Pilot study Family SEAL (Social & Universal | KAf RNByQa a2 041) No significant effect on
Williams, Children- 4-11 years Emotional Aspects of Learning| (originally skills (Proximal outcomes) LI NBy aGFt NI GA
(2010) Mixed mettods | ¢ used within Primary SEAL aimed to be Parent & Teacher Emotional social and emotional
Does not specify how programme. targeted) Literacy Checklists. 5 dimension competencies
many participants. 1) selfawareness 2) At-risk childreng significant
(Parent ratings N = 37 Parent workshops 7 two hour 2) selfregulation, gains reported by teachers i
Teacher ratings N = sessions, covering themes of 3) motivation all 5 domains.
52) SEAL. After parent workshop, 4) empathy 3) Nonconcern childrerg
children join for an hour of 5) socialskills significant gains reported by
7 schools structured activities with teachers in selhwareness
parents. Qualitative information from domain
UK parents- completed semi 4) Qualitative information from
structured evaluation parents identified main
Exernal & Internal facilitator guestionnaire benefits included social
networking with other
parents and individual
quality time with child
Fraser, Lee, 3% Grade Quasi Making Choices (MCY} single | Universal Teacher ratings of 6 outcomes | 1) Students who received MC
Kupper & Day experimental, element, cgnitive behavioural (distal outcomes) and MCP rated by their
(2011) Comparison group age cohort intervention. Focused on socia - social competence teachers as significantly less
(Routine Health design information processing skills. 2 - social engagement aggressive at 6 month
curriculum) N = 151 sessions, 45 minutes each. - cognitive concentration follow-up
6-month follow - physical aggression 2) Findings for MC & MCP
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Author(s)

Participants
(Age, Gender, N)

Design

Intervention (Type, duration,
frequency, who delivered, how|
parent involved)

Universal/
Targeted

Outcome measures

Relevant key results

Making choices group
N =141

Making choices plus
group N =151

USA

up

Making Choices Plus Progragn
all aspects of MC, with
additional activities to
strengthen parental and
teacher involvement. Teacherg
delivered additional skills
practice activities between
sessions & implemented
classroom behaviour strategieg
Parental involvement monthly
newsletters, homebased
enrichment activities. Parents
invited to five evening
information sessions.

Manualised.
Implemented by external
programme specialists.

- social aggression

- overt aggression

(Drawn from Carolina Child
ChecklistTeacher Form/Social
Experience Questionnaire/ Chilg
Behaviour Checklisteacher
Form)

programme did not differ.

Terzian, Li,
Fraser, Day, &
Rose (2015)

3% Grade (N=479)
Cohort 1: MC (N=156

Cohort 2: MC+
(N=193)

Cohort 3: No

Quasi
experimental

Lagged
comparison
cohort

Making Choices (M@rogram
¢ single elenent, cognitive
behavioural intervention. Socig
information processing skills.
29 lessons, classroom based.
Making Choices Plus (MC+)
Program¢ multi-element. All

aspects of MC, with additional

Universal

Social Information Processing
(SIP) skills (encoding,
interpretation, goal formulation
and response decision (Proxima
The Skill Level Activity (SLA)
instrument. Six short stories.
Individual child assessment.

1)

2)

Effects on SIP skills were

varied. For both

interventions, no statistically|

significant effects on
encoding and emotion
regulation were foud.
Both interventions

improved response decision
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)
intervention (Routine activities to strengthen parenta Emotion regulation & Aggressio and lower hostile
Health curriculum) and teacher involvement. (distal) attribution.
(N=130) Teachers delivered additional The Carolina Child Checlkdjst 3) On each outcome for which
skillspractice activities Teacher Form (CGUF) statistically significant
2 schools between sessions & effects were found, MC+
implemented classroom more efficacious than MC.
USA behaviour strategies (Good Children in MC+ reported
Behaviour Game). significantly greater
Parental involvement Parents improvement in hostile
invited to Family Nights (5 attribution, response
evening, multifamily group decision and goal
information sessions) formulation than children in
MC.
Manualised.
Implemented by external
program specialists.
Kiviruusu et al | Grade 33 (N = 3704) | Cluster Together at Schoat 3 areas. Universal Teacher ratings 1) Across all grades, no
(2016) randomised 1) Classroom delivered intervention effect observed
79 schools control content for children. Strengths and Difficulties AY AYLINBR@GAY3
(Intervention N = 40, t NEY2(3GS OKAf Questionnaire (SDQ socieemotional skills or in
control N = 39) Data collected at emotional skills. reducing their psychogical
baselineand6 | 2) School work environment. Multisource Assessment of Soci problems at émonth follow
Finland month follow up | 3) Teacheparent methods. Competence Scale (MASGH) up.
Including méerials for subscales: Impulsivity, 2) Third graders, the

Control = two 3

meeting parent individually

disruptiveness, cooperation, ang

intervention decreased
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)
hour lessons 6isA0OS | &St empathy psychological problems.
delivered by Evening Effect was significant among
teachers. boys only.
Covered general| Built in to curriculum, not clear
topics. how long
programme extends for.
Manualised. Facilitated by the
teacher.
Malti , 1 Grade Cluster School component Universal Externalising behaviour 1) PATHS more effective than
Ribeaud & (N =1675) randomised PATHSUniversal classroom Social Behaviour Questinaire no intervention in reducing
Eisner (2011) controlled trial curriculum. (SBQ). Teacher, child, parent long-term impulsivity/ADHD
Control group, N = (Unit of rated. & aggressive behaviour.
356 randomisation= | Parenting component According to teacheand
PATHS, N = 360 school) Triple-P. Goup based. 4 weekly Social competence parent reports.
TripleP, N = 339 sessions & 4 followp phone SBQ Prosocial Behaviour 2) No differences found in
PATHS + Tripfe, N = | Longitudinal. calls. subscale. Teacher, parent and OKA f RN&poRat a g
306 Pre, post, 2 child rated. externalising behaviour pre
year follow up Both components and post intervention
56 Schools 3) Triple-P intervention had no
Control significant effect on
OKAf RNByQa 24
Switzerland Both manualised programmes. behaviour
PATHS implemented by 4) PATHS & TRIRBE

teachers. Triple P implementeq

by external TripleP providers.

treatment did not haveany
stronger effects on
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)
externalising behaviour than
PATHS alone
5) No intervention effect found
for prosocial behaviour or
problem solving skills
McClowry, 15 ¢ 2™ grade (59 Randomised Lb{LDI ¢{ Ayd2 |Universal Child disruptre behaviour 1) INSIGHTS inteention group
Snow, Tamis | years old, Age M = Controlled Trial | temperaments- Social SuttergEyberg Student Behavioy ¢ significant reduction in
LeMonda & | 6.7) (Unit of emotional learning program. Inventory. Teacherated GSHOKSNDRDa NI
Rodriguez randomisation = | Framework of tempeament overt aggression (d = .32)
(2010) N = 116 children & school) theory used, focus on self | KAf RNByYy Qac 320rK and attentional difficulties (d
parents regulation: attentional control wlkidAy3a {OFtS 27 =.45), in comparison to
Comparison and disruptive behaviours. Competence and Social Read Aloud group
N = 42 teachers group = Read Acceptance (TRS) 2) Teachersin INSIGHTS grou
Aloud Group intervention (separate 3 subscales: reported significantly fewer
6 schools intervention parent & teacher groups). 10 - cognitive competence problems managing the
sessions, each 2 hours. - physical competence emotiond-oppositional
USA Classroom program for - peer acceptance behaviour, attentional
children. difficulties, and covert
disruptive behaviour of their
External facilitator male students.
3) Teachers in INSIGHTS grouy

perceived boys as
significantly more cognitively
and physically competent
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)
4) No significant effects found
for girls.
McComick, Kindergarteng 1% Randomised Lb{LDI ¢{ Ayd2 |Universal Child sustained attention 1) Program impacts for childre
Cappella, Grade (Age M =5.38| Controlled Trial | temperaments¢ Social LeiterInternational Performance whose parents participated
O'Connor, Hill | at baseline) (unit of emotional learning programme ScaleR. Direct individual at high and low levels
& McClowry randomisation= | Teacher, parent & child assessment 2) Program effects on math
(2016) N = 435 children and | school) components. and reading achievement
parents Child disruptive behaviour and adaptive behaviours
Conparison Group intervention (separate SuttergEyberg Student Behavioy greater for children whose
N= 120 Kindergarten | group = parent & teacher groups). 10 Inventory. Teacherated parents participated at lowe
& first grade teachers| supplemental sessions, each 2 hours. levels
reading Classroom ppgram for Reading and mathchievement
22 schools programme children. WoodcockJohnson Il Tests of
Achievement (LetteWord Id &
USA External facilitator Applied Problems subtests)
h Q/ 2y y 2| Kindergarteng 1% Randomised Lb{LDI¢{ LyG2 |Universal Child tempeament SchoolAge 1) Children in INSIGHTS
Cappella, Grade (47 years at control trial (unit | Temperament, Social Temperament Inventory (SATI). demonstrated increases in
McCormick, & | baseline) of randomisation | emotional learning program. dimensions negative math (ES=.31) and reading
McClowry = school) Framework of temperament reactivity/task persistence/ (ES=.55) achievement. Also
(2014) N=435 children and theory used. Teacher, parent § withdrawal/ activity. Parent in sustained attention (ES=
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)
parents Comparison child components (see above) rated. .39), and decreases in
group = behaviour problems (ES=
N= 122 teachers supplemental Child sustained attention .54) compared with their
reading Leiter peers in the reading progran
22 schools programme International Performance Scale 2) Effects on math and reading
R. Direct individual assessment partially mediated through
USA reduction in behaviour

Child disruptivebehaviour
SuttergEyberg Student Behavioy
Inventory. Teacherated

Reading and math achievement
WoodcockJohnson Il Tests of
Achievement (LetteiVord Id &
Applied Problems subtests)

problems. Effects oreading
partially mediated through
an improvement in
sustained attention.
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)
h Q/ 2y y 2| Kindergarterg 2™ Quasi Lb{LDI ¢{ LyG2 |Universal Parenting Efficacy 1) Children incollaborative
Rodriguez, grade experimental Temperament (see above) Parenting Sense of Competencg version (joint parent and
Cappella, (4-9 years old) group Scale (PSOC). Parent seffort teacher sessions)
Morris & randomized 2 types (both involve classroon demonstrated more rapid
McClowry N= 202 children & sessions being delivered for Child Disruptive Behaviour decreases in disruptive
(2012) families Schools children): Parent Daily Report (PDR). Pare behaviour than children in
randomly report. parallel version
N= 82 teachers assigned to 1) Joint, collaborative parent 2) In general, children
parallel or & teacher sesions evidenced decreases in
11 schools collaborative disruptive behaviours in
model of 2) Separate parent & teacher both intervention models.
USA intervention sessions run in parallel 3) Parentsreported increased
parenting efficacy in both
External facilitator intervention groups.
Havighurst, Preparatoryg 3" Randmised Emotionfocused, multi Targeted Parent report measures 1) Parents in intervention
Duncombe, grade (N = 204) control trial systemic intervention. group- significantly
Frankling, Identified Adapted version of the Maternal decreased emotion
Holland, 191 mothers & 13 Waitlist control | Parenting component through Emotional Style Questionnaire dismissing and increased
Kehoe & fathers Tuning into Kids Emotion screening as at| (MESQ). Sefeport empathy. (Moderate effect
Stargatt (2015) coaching. Weekly group. 8 risk for conduct sizes for both).
204 children (Mage = sessions. disorder SelfExpressiveness in the Faynil 2) Trend for less negate
7.05) Questionnaire; Negative emotion expressiveness in
Child componensmall group expressiveness subscale. Self intervention condition.
Range of schools Emotional competence and report. 3) Both groups Significant

Australia

social problem solving. Drean

existing materials from

Child Measures
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Author(s)

Participants
(Age, Gender, N)

Design

Intervention (Type, duration,
frequency, who delivered, how|
parent involved)

Universal/
Targeted

Outcome measures

Relevant key results

interventions, Exploring
Together & fast Track. 8
sessions.

School component

Universal intervention. Social
emotional developmentPATHS
or Professional Learning
Package.

Manualised. Main facilitator
external programme spedlist.
Cofacilitated by someone from

school

Eyberg Child Behaviour Invento
6 (ECBI). Parent report.

Kusche Affective Inventory
Revised (KAR). Direct
FaasSaaySya 27
knowledge.

Strengths and Diffulties

Questionnaire (SDQ). Teacher
report.

Social Competence Rating Scal
(SCRC). Teacher report.

4)

emotion identification.
Intervention group
significantly greater change
in emotion understanding,
especially complex
emotions.

Parents and teacher reports
¢ significant reductions in
behaviour problems of
children in intervention
condition
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)
Stoltz, van 4" Grade (N=264) Randomised Stay Cool Kidg Cognitive Targeted Child aggressive behaviour 1) Intervention group showed
Londen, Control Trial Behavioural training. Teacher Rating of Aggression significantly reduced
Dekovic, de Intervention N = 191 | (Unit of Social Information Processing | Identified (TRA) Dutch version reactive & aggressive behaviour
Castro & children randomisation = through proactive aggression according to children,
Prinzie (2013) | Control N = 73 school) Individually delivered teacher parents and ¢éachers, and
children nomination and| Adapted parent and child clinical externalizing
Control = care as| 8 weekly 45 min sessions Teacher Repdr | versions oflhe TRA behaviour problems
48 Schools usual Formc according to teachers.
Parent & teacher met wit at externalising Externalizing subscale of the Children showed more
start, midpoint and end scale Teacher Report Formto positive levels of self
The Netherlands (T-score > 60, | determine if child still in clinical perception and reported
Parents & teachers received | indicating a range postintervention lower approval of
information after each session| (sub) clinical aggression.
about what was done during | level of Self perception 2) For hostile intent attribution,
the training. Also, asked to externalizing Self Perceived Competence Scg response generation and
practise newly learned skill witf behaviour) for Childreng Dutch version. enactment of aggressign

the child

Subscale: behaviour attitude.
Child rated.

Hostileintent attribution/
Response generatidrResponse
evaluation

Social Information Processing
test (4 hypothetical stories)

Child individual assessment

there were no significant
intervention effects
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Author(s) Participants Design Intervention (Type, duration, Universal/ Outcome measures Relevant key results
(Age, Gender, N) frequency, who delivered, how| Targeted
parent involved)

Walker, 1% ¢ 3% Grade (M age | Randomised First Step to Succegsnulti- Targeted Social Skills Rating System (SS| 1) Moderate to strong effects
Seeley, Small, | = 7.2 years) control trial component programme. Social skills, problem behaviour were achieved for First Step
Severson, Behaviourist/social learning Identified and academic competence participants in all three
Graham, Feil, | Intervention group N=| Cortrol group = | theory principles. through subscales. Teacher & parent outcome assessment
Serna, 100 care as usual screening for rated. domains

Golly, Forness

3 components; Screening

externalising

2) No significant effects found

(2009) Control group N= 97 behaviour Systematic Screening for for the direct assessments 0
Classroom interventiog 3 problems Behavior DisorderéSSBD) academic performance
34 schools months Teacher rated
USA Parent training; 6 home visits. Student Academic Engaged Tim
45 mins. Observation data
Manualised. Cardinated and WoodcockJohnson Il Letter
initially delivered by external Word Identification Subtest &
behavioural coach. Oral Reading Fluency
Administered to pupils
Waters (2014)| Primary school Case study. StoryLinksg therapeutic Targeted Quantitative Quantitative daa

children (aged 4.1
years)

12 parents and
children.

10 Storyliks

Mixed methods.

storywriting involving parent,
teacher, child and facilitator.
Based on attachment theory.

10 weekly sessions. 30 mins.

Strengths & Difficulties
Questionnairg([SDQ) completed
by class teacher

Neale Analysis of Reading Abilit
(NARAY; individual assessment

of reading accuracy and

- Post intervention pupils
showed reduction in overall
stress and improvement in
peer relationships, accordin
to SDQ

- No significant improvement
in NARA standardised

95



Appendices

Author(s)

Participants
(Age, Gender, N)

Design

Intervention (Type, duration,
frequency, who delivered, how|
parent involved)

Universal/
Targeted

Outcome measures

Relevant key results

teachers.

UK

comprehension

Qualitative

Semistructured interviews with
pupils, parents, class teacher an
StoryLinks teacher

Qualitative

reading score

High degree of correlation
0SG6SSy aid2N3z
feelingst y R LJdzLJA €
presentation/ stories written
addressed pertinent
emotional issues

Positive impact on
relationships, including
parentchild and home
school
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C.1 Example of Information Sheet (Parent)

Study title: Story Links: An exploration of parents', children's and facilitators'
perceptions of a collaborative storytelling intervention

Dear Parent,

| am a Trainee Educational Psychologist from the Brsity of Southampton. | am carrying out a
research project on StoryLinks as part of my degree. | would like to invite both you and your child
to take part in my research study. | am wanting to explore StoryLinks and am especially interested
in the experiaces of the children and their parents.

| understand that you and your child have been involved in the StoryLinks sessions at school. | was
hoping that you both might like to be involved in my project. | thought you might find the

following informationabout the study helpful. | hope that it will answer any questions that you or
your child may have about your participation in this research. If you have any further questions,
please do not hesitate to contact me through my ejsibdigl4@soton.ac.uk

What is the purpose of this study?

| would like to explore the experiences of those involved in the StoryLinks sessions. This is with a
view to developing an understanding of how the sessions might be most effestiygporting
children and parents. I am interested in fin
StoryLinks and how it has supported them, as well as the views of the StoryLinks teachers. | also
hope to find out more about what helps the sessiomgvell and the barriers to this.

Why have my child and | been invited to take part?
| am inviting parents and children who have taken part in the StoryLinks sessions from April 2016
to take part in my research.

Do my child and | have to take part?

No, you do not have to take part, it is for you and your child to decide. If you would like to take
part in this study, please sign amdurn the consent form attachetf you agree to take part you

and your child will still be free to withdraw at any grwithout giving a reason, if you choose to

do so. The information you have provided will be destroyed and there will be no implications for
you or your child.

What will happen if | agree to take part?

| will ask to meet with you at a time that is coment to you to talk about the StoryLinks sessions.
This wild be at your childdés school . I owi |
of the StoryLinks sessions, as well as some guestions that will ask you to think about your child.
With your permission, an audio recording will be made of our conversations. This is to allow me to
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write up an anonymous record following our meeting and no one else will listen to it. | hope that
the interviews will be interesting for you and we will have dpgortunity to debrief and discuss

any questions or concerns at the end. In the event that you would like to discuss anything further
following the interview, please contact (member of school staff identified by school).

With your permission, | would atsmeet with your child to talk to them about the StoryLinks
sessions. | hope that our meeting will be fun for them. They will involve some different activities
and questions, to explore your childbés vVviews
record our conversation on a dictaphone, again this is only for the purpose of me writing up an
anonymous record.

What are the possible benefits of taking part?
It is hoped that this study will add to current knowledge about StoryLinks and contribets to b
practice. The information gathered will allow the parent and child voice to be heard.

What will happen to my information?

Any information that you and your child give will be kept confidential and secure. Information will
be kept confidential, unleghere is a possibility that someone is at risk. The audio recording will

be securely destroyed, once it has been typed up anonymously. Names will be changed on all data
collected in order to ensure confidentiality. The data will be stored on a passotarcien

computer and locked file. Once the study is completed, the data will be stored in a secure location
for ten years, before being destroyed in compliance with the Data Protection Act 1998 and the
University of Southampton policy. It will not be maateailable for any other purposes. Schools

will be provided with a summary of my findings, you can request a copy from them or contact me
at jsl4gl4@soton.ac.uk

I hope that you will be happy to take part in this project. If you are happy for your child to
participate in this study, please complete the slip below, and return to the school office by
. I look forward to hearing from you.

Yours Faithfully,
Joanna Spragg

Trainee Educational Psychologist at the University of Southampton

Further Information

What if there is a problem?

I f you have questions about your own or your
you have any concerns or complaints, you may contact the Chair of the Ethics Committee,
Psychology, Universy of Southampton, Southampton, SO17 1BJ. Phone: +44 (0)23 8059 3856,
email fshsrso@soton.ac.uk

Who has reviewed this study?

This study has been reviewed and approved by the University of Southampton, School of
Psychology Ethics Committee. All necesssayeguarding checks and references have been
successfully completed.
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C.2 Example of Consent Form (StoryLinks Facilitator)

{e¢hw, [LbY{ ¢9! /1 9WlMD4111& Eteics Refe@hce: 24165)

Study title: Story Links: An exploration of parentsildrien's and facilitators' perceptions of a
collaborative storytelling intervention

Researcher name: Joanna Spragg

Please initial the box(es) if you agree with the statement(s):

| have read and understood the information sheet (04.11.16, V.1)
and hase had the opportunity to ask questions about the study

| agree to take part in this research project and agree for my
data to be used for the purpose of this study

| understand my participation is voluntary and | may withdraw
at any time without ny legal rights being affected

I understand that an audio recording will be made of my interview.
This will be used in writing up the interview, to ensure the record is accurate and
complete. The audio recording will then be destroyed.

Data Protecton

I understand that information collected about me during my

participation in this study will be stored on a password protected computer and
this information will only be used for the purpose of this study. All files
containing any personal data wile anonymised. Information will be kept confidential, unless
there is a possibility that someone is at risk.

blrYS 2F {G2NBEtAy1a GSFOKSNIOLINAYd YIYSO XXXX

{ATYF GdZNBE XXXXXXXXXXXXXXXXX
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C.3 Example of Debrieférm (Children)

UNIVERSITY OF
Southampton
Chi | d rDebriéfing Statement (V.3,04.11 .16, Ethics Reference: 24165 )

Story Links: An exploration of parents', children's and facilitator's perceptions of a
collaborative storytelling intervention

Thank you for helping me with my project. | hope you enjoyed talking
with me and sharing your experiences.

| wanted to find out what you thought about  your special sto ry
writing sessions. Also, how the sessions might help children and
parents at home and in school. The information you shared with me
will help adults to think about how they can make the sessions the
best they can be for children and parents.

The results of this study will not includ e your name, so no one will be
able t o tell which answers are yours.

If you have any questions about the project, or ~ would like to talk to
someone about how it felt to take part , please talk to your teacher
or [ Named staff member iden tified by school]

If you have any further  questions for me, please contact me ( Joanna
Spragg). Your [mum/dad] or teacher can help you do this.

™
Thank you again for taking part in my project 6@

<
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C.4 Example of Audio Recording Consent Form
UNIVERSITY OF
Southampton
coNseNT ForM (V.3, 4.1116, Ethics Reference: 24165

Study title: Story Links: An exploration of  parents', children's and facilitator's
perceptions of a collaborative storytelling intervention

Consent for audio recording
Researcher name: Joanna Spragg

Please initial the box if you agree with the statement(s):

| continue to give my permission for the audio recording of my interview
to be used for the purposes of this research.

Name of participant ( pri nt name) ééééééeééécééecéeéeéecé

,,,,,,,,,,,,,,,,,,,,,,,,,,

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,
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D.1 Advert placed in Therapeutic Storywriting Newsletter

V204.11.16
Study Id: 24165

Study title: Story Links: An exploration of parents', children's and facibitss perceptions of a

collaborative storytelling intervention

Dear Story Links Teachers,

Would you like to take part in my research study which aims to explore the impact of the

StoryLinks intervention on children and their parents?

My name is Joanna Syrg and | am a Trainee Educational Psychologist at the University of
{2dziKFYLIWG2y® L Y OFNNEBAYy3 2dzi I NBASIFNOK ai
exploration of parents', children's and facilitator's perceptions of a collaborative stongelli
AYUSNBSY(GA2Yy dE

My aim is to contribute to understanding the experiences of those involved in the intervention
and potential facilitating factors and barriers. | hope to contribute to best practice, as well as to
explore the potential for StoryLinks tmpact positively on children and their outcomes. | am
hoping to interview StoryLinks teachers, parents and children who have been involved in the

intervention. | would provide a summary of my research for your information.

My research is taking place ing South and South East of England. If you are delivering the
intervention in this area and would like to know more about the study, please contact me at

jslagla@soton.ac.uk. The study will take place between November 2016 and 31st July 2017.
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D.2 Letterfor Headteacher and Information Sheet

UNIVERSITY OF

Southampton

School of Psychology

04.11.16 V.3
Ethics Reference number: 24165

DearHeadteacher,

| amwriting to request permission to conduct a research study of Story Links at your
school. | ana Trainee Educational Psychologistm theDoctoral Programme of Educational
Psychology at th&niversity of Southamptan

The st ud yStankinkse Antexploratiendof parents', children's and facilitators'
perceptions of a collaborative storyited intervention| hope that the research will help to
develop understanding tife experiences ahose involved irthe Story Links intervention and
maximise the benefit® children.

I am hoping to interview parendgsd childrerinvolved in the StoryLinks intervention
and StoryLinks teachersour participation would involve identifying parents and pupitsow
havetaken part inStoryLinks. Specific details about the recruitment of participants and the
procedures can be found on the information stiedtaccompanies this letté&four approval to
conduct this study will be greatly appreciatdcsummaryreport would be sent to your school
at the end bthe project which describes nipdings and implications.

| would be very grateful if you could lete know if you would be willing for your
school to take part in my studyhope thesummaryreportwill be helpful to you, in terms of
demonstrating the impact that Story Links is having, as well as contributing to best practice.
you feel that you wdd like to be part of this research or have any further questions please
contact me on ahy email addresgs14gl4@soton.ac.uk

Yours Faithfully

P

Jo Spragg

Trainee Educational Psychologikiniversity ofSouthampton.
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StoryLinks: An exploration of parents’, children's and facilitators'
perceptions of a collaborative storytelling intervention

04.11.16 V.ZEthics reference: 24165 E%tdi?::sofél_ﬁ

Purpose

I am a Trainededucational Psychologist at the University of Southampton. | am interiested

exploring the experiences of those involved in the &iaks interventon. Thepurpose of this
project i s tohikdaid&Soralnks teackemdws @dnd expéences ofStory
Links, as well as their perceptions of the impact of the intervention. A further aim is to cq
the facilitating factors and barriers to a collaborative haoteol approach.

The study

| am looking for a number of schools, who haeetigipated in the Story Links training and who

have implementethe Story Links intervention, to take part in my research.

The study will irvolve me visiting your school to interview the StoryLinks teacher and pa
and children who have been involviedthe interventionEach interviewshould last no longe
than 40 minutes.

Ethics
This study has received ethical approval from the University of Southampton Psychology
committee and research governance offiece schools have agreed to participate, and
identified parents anchildrenwho are involved in the Story Links sessignill ask you to
shareinformaion letters and consent forms withrents. Children will only participate if
consent has been proed by a parentwi | | al so seek tStoeylLinkd i |
teachers will be asked for their consent to be interviewed.

Interviewswill be audio recorded so that a transcript can be made and andysad
recordings will be kept on an enptgd memory stick and will be deleted as soon as a
transcript is madeAll data will be treated in accordanegth the Data Protection Act 19980
personal details of thgarentschildrenor schools involveavill appear anywhere in the study|
and a pseudym will be used to replace names. Although quotes may appear in the stud
will not be possible to identify any individual.

The researcher t=rtified by the Disclosure and Barring Service.

All these ethical procedures will be shared with parentthe information letted. have
provided a copy of this for your reference.

nside

rents
r

ethic

y it

Requirements of the school

As well as assisting in identifying childreamd parents taking part in the Story Links sessions,

with the support from the StoryLinks teachiemould ask that the school provideavate

space fothe duration of the interviewsam alsoasking schools to designate a member of staff

that will be available to the participants should they want to talk to someone after the stu

dy.

Thank you for considering taking part in my research project.
Jo Spragg
Trainee Educational Psychologst i University of Southampton
Please contact me via emailjsl4gl4@soton.ac.uk

If you have questions about par t i ci p a nintsisieseaichy br tf you have any concerns or complaints, you may contact the
Chair of the Ethics Committee, Psychology, University of Southampton, Southampton, SO17 1BJ. Phone: +44 (0)23 8059 3856, emai

fshs -rso@soton.ac.uk
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E.1 Parent Topic Guide

Parent SemiStructured Interview Schedule

Aim: To explore parental views and experiences of their involvement with Story Links.

Welcome parat, introduce myself and ensure they have the opportunity to ask any questions and

understand the information sheet. Clarify that they can ask to leave at any time or request a
break. Rapport building.

1) Tell me about your experience of taking part inrgtbinks

w

(>

Thinking back to when you first started, what did you expect the sessions to be
like?
How did you find the sessions?

A Was any aspect particularly positive/difficult?

Tell me about a particularly memorable experience from the Story Links sessions?

1 Why was it memorable?
What could have been done differently?
How did you feel being involved in the sessions?

1 Can you describe what helped?

1 Tell me about any barriers to taking part
Tell me about reading with X at home

9 Has this changed since the sessions?

1 How often/where/when?

1 Has StoryLinks changed this in any way?
How do you feel X felt about the sessions?
Have you noticed any differences in X following the sessions?
| I S &82dz y2GAO0OSR |y& RAFTFSNBYyOSa Ay
sessions?

2) Is there anything else you want to say regarding your experience of Story Links?

{dzYYF NA&AS Yeé dzyRSNEGFIYRAY3IS OKSOl ATF (K

anything.

(V)
D’

3) Do you have any questions for me?

General prompts Can you tell radit more about that?/Can you give me an example?/What do
you mean when you say . . .?

Debrief
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E.2 StoryLinks Facilitator Topic Guide

Welcome, introduce myself and ensure they have the opportunity to ask any questions and
understand the information sheet.a@ify that they can ask to leave at any time or request a

break.
Rapport building; Tell me a bit about yourself/How long been running SL sessions?

1) Tell me about your experience of running the Story Links sessions

() Thinking back to when you first startegthat did you expect the sessions to be
like?
T What do you feel was helpful/supportive in running the
sessions?
9 Tell me about any barriers to running the sessions
w How did you find the sessions?
A Was any aspect particularly positive/difficult?
w Tell me about particularly memorable experience from the Story Links sessions?
1 Why was it memorable?
w Tell me about how you approached parents and got them involved in the sessions

1 How about keeping them involved?
w How do you think StoryLinks supported the child(ren) fiave worked with?

1 Home & School
w How do you think StoryLinks supported the parent(s) you have worked with?
w How do you feel X felt about the sessions?

2) s there anything else you want to say regarding your experience of Story Links?

Summarise my undetsty RAy 3> OKSO1l AT GKSeé FSSt AdQa O2N
anything.

3) Do you have any questions for me?
General prompts Can you tell me a bit more about that? What do you mean when you say . . .?

Debrief
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Introductions & description of study (10 minutes)
- Welcome child, introduce myself and thank them for coming to talk to me. Read
0KNRdzZAK OKAfRQ&a AYTF2NNIGA2Y &AKSSO 6A0GK GKSY
questions.
- Rapport building;
A problemdree talk e.gWhat they like doing at home/school?
A Do a short activity of their choice together, such as drawing/playing
with Lego

Main interview (30 minutes)

I would like you to tell me what you thought about the Story Link sessions. | am really
interested in finding at what you thought about them. There are no right or wrong
answers. | have some pictures here for us to look at together.

- Pictures of different aspects of StoryLinks sessions (parent coming into
school/making up story/reading story/behavioural target&ward/feelings check
in/reading story at home/reading story at school). Ensure child understands what
they each represent.

- At this time, may ask them if they would be happy to look at Story Links book with
me. This will be to help remind them of the sess and focus on what we will be
talking about.

1.) StoryLinks sessions
- How would you describe the Story sessions to me, so | can understand what they
are?
- How did you feel about the Story(Link) sessions?
o What did you like/dislike?
o Ask children to sort theictures under Happy & Sad face.
A Why did you put that there?
A Was it always there?
0 Any other parts of the sessions you would like to add to the pictures?
(Have postts, so can include any ideas they have)
o Is there anything that could have made the sessibetter?/If you could
have changed one thing what would it be?

-CSSRolO1 Yé dzyRSNRUOIFYRAY3 2F gKIFIG GKSe& KI @S
GKSNBEQa FyeluKAyYy3d GKSe ¢gAaK G2 OKFy3aSKklI RR®

2.) Have the SL sessions made a difference at school?
o How has it madea difference, what has changed?
0 Has it helped you with anything?
o Differences to learning/reading/ behaviour/ relationshipsise scaling
here to support. E.g. Nogd ST2NBE ® / 2dzZf R dzaS aSyaSy oS ai
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- Feedback my understanding of whatthey§ava K NS R® / KSOl AT
0KSNBQa FyedKAy3a (KSe gAaK G2 OKIy3aSkl

3.) Have the SL sessions made a difference at home?
o How has it made a difference, what has changed?
0 Has it helped you with anything?
o Differences to learning/reading/ behaviourélationshipsc use scaling
here to support use scaling here to support. E.g. Nowefore. Could use
aSyidSyOS adl NISNEZ Wb2g LXQ
- CSSRolFO1l Y& dzyRSNEGFIYRAY3I 2F gKIFG (GKS
0KSNBQa FyedKAy3a (KSe gAaK G2 OKIy3aSkl
Tho= are all of my questions. Thank you very much for listening carefully and
answering them. Do you have any questions for me now?

- Talk through debrief information with child. Make sure they have the opportunity
to ask any questions and continue to be hafipyme to use the audio recording.
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Appendix B A OG dzNB& F2NJ / KAt RNBY Q:

READING AT HOME

REWARD MAKING UP A STORY
TOGETHER

SCHoOL,

O

h

MUM/DAD COMING INTQ READING MY STORY T
SCHOOL EVERYONE

SIS
QOO

FEELINGS CHHGK

DRAWING A PICTURBER
MY STORY
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AppendixG ! yIf2aAray 9EI NIyS 2 F2 ¥

Ve ~ A A ~ ~r

LY ISNDKISGHGEE I A0 wSS B2 NPIRY B R A IN
| 2RS &

G.1 Example of Transcription from Parent Interview (Any names or

details have been anonymised)

185
186

187

188
189
190
191
192
193
194
195
196
197
198
199
200
201
202
203

—

I: UKk, and could you tell me about a particularly memorable experience from the

sessions?

P7: | think the most, the, | think the most memorable one for me, | can't
remember which story it was, | think it was the one where we did mountain
gorillas, I think it was mountain gorillas.. | think so and he was clearly.. putting
himself in that, or | don't know if he was putting himself in that position or,
anyway, he noticed a difference between the character and himself, which I've
never.. kind of noticed and | thought 'ah you are identifying', so basically the

gorilla had a favourite rock and he, | don't know, he went to hide behind his

favourite rock or he went to put something, | can't remember what the actual
thing was, anyway he had a favourite rock and Nick blurts out "Well, | don't have
a favourite rock’ and | was like 'Oh my goodness, he's actually, putting himself in
the story and kind of, seeing similarities' | was like, 'wow" That was quite
towards the end | think, but | was like 'wow, that's pretty cool', it was just an off
the cuff comment. | said to 5LT4 afterwards, 'l can't believe he said that', like

this is a child that reads non-fiction books, | don't know if he told you that, he
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G.2 Example of Analytic Memos

Transition to using NVivo is proving quite challenging. Think | am reluctant to repeaittal
coding process, as feels that this will just be a repetition of earlier work. Wonder if this may K
part of the process though? Helping me to refine some ideas and identify some of the key
messages and codes that seem pertinent to me when lodakirayugh the data. This is time
consuming, but may be beneficial for later stages of analysis. Does pose the question of wh
should look back at previous codes, or just code again without specifically referencing these

some of the same codes e used even if | don't (although perhaps with different wording).

There are some parts of the transcripts that seem important, but | am uncertain how to code
them. For some the iivo code seems sufficient for now, in terms of drawing my attentiork ba
to the code/extract at a later stage. For some this is not the case however and am not sure
best to conceptualise it. Maybe a thesaurus would be helpful, although this is hard to use if |

articulate my initial thinking in the first place!

Initial thoughts- being flexible refers to the ways that SL teachers have problem solved or
adapted the intervention, to respond to their individual situation and context/skills of SL
facilitator/feeling pressure (is this linked to the expectations of eshend the sense that

sometimes SL has been used when not sure what else to try)/
Experiences

Views- Positive! Invested in it as an intervention. Report positive outcomes for parent and ch

Perhaps all also have own learning and messages to take away.
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Interesting reflecting on research question and staying with participants' views and experiences,
rather than jumping straight to interpretation. Also helped me to think about some of the assump
that | may be bringing to the data e.g. how certaugmpts/experiences may have left people feeling,
when they have not expanded on this themselves. Also, may have jumped too quickly to 'barrier
‘what helped' as themes. These were questions | asked, so no suprise that | identified them as t}

Howe\er, may be more relevant/appropriate to address in relation to my second research questig

Wrote out the codes on posts and found it easier to play around with the groups and to think abg
different ways of doing this. Still important to go backhe data and reflect on the extracts and why

had coded them as | had. This helped me think about possible overarching themes.

Currently, trying to work out whether engagement and collaboration is more related to delivery a
implementation, rathetthan 'making connections' grouping. Engagement, collaboration and

relationships all seem to capture something about the dynamics involved in storylinks.
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G.3 Exampleof First Iteration Codeg StoryLinks Facilitator

StoryLinks Teacher 4

Reflecting on previous experience

GLI NBylta ¢2ddZ R ySOSNI Sy3l 3S¢
Getting started

School based role

Positive experience

StoryLinks serves multiple purposes

Difficulties getting started

CHld refusing to engage

Linking exclusion and storylinks

Directive vs collaborative

Individual approach

Being flexible

Engaging the parent

Sense of success

Within-child explanations

Child not going into class

GAYLI OG0 ¢l a KdzaS¢

Story as positive
Feeling presure
Ge2dz gyid a
GAGQa 1jdzA 4GS
Trusting instincts
Building up demands
Target as helpful

Child not wanting sessions to end

Continuing the support

Family context

Engaging dad

Building homeschool relationship

GKS RSALISNI aSSeRYEBSBER 2% 02 NR 6AGK SOSNEBIOKAY3IE
Changing the activity

GlidAGS | KSTOe LINRPOS&aa (2 3ISG dzLJ yR 3A2Ay 3¢
paperwork

{G2NB[AYyla G2 aOFNNE KAY GKNRdAAKE

Keeping the link

Building relationships within the family

Engaging parents

Investment from SL teacher

Feelhg manufactured

Feeling uncertain

Building on preexisting relationships

Having a quiet space

routine

Competing demands

Interruptions and changes as challenging

GKIF@Ay3 dza Fff aAy3IAy3d FTNRY (GKS alryS Kevyy aKSSas
Working collaboratively

Being organised

2 d

Y dz
AV

O

TNRY AGE
3

w»

K
Y a
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Evalating impact

Teacherchild relationship

Importance of not rushing

Positive experience for the child

Sense of achievement

GAGAa F320 GKFG LRAGSYGALrf ¢
Importance of consistency

Celebrating successes

G oAl 2F GAYS 2dzad FT2NJ KAYE
Hectic home life

Child making@nnection with the story

Parent involvement had positive impact

Story as insightful

Parent worrying about being judged

Other agencies involved

Building up trust between home and school

Positive experience for the parent

Parent gaining confidence with théosy

G1SLI KAY Ay &aO0OK22¢ ¢
aAla o2dzi GKIFIG GAYS Ay@SaldySyié
GYdzy GK2daAKi Y2NB [ o62dzi 6KIFdG &KS &aFAR G2

Positive impact parenthild relationship
Modelling skills

Promoting storylinks

Parent having capacity to engage
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AppendixH / 2 RAy 3 al ydz f &

H1l / KAf RNBy Qial O2RAY 3 YI ydz

Theme SubTheme Description Example Number of
sources/references
MAKING Positive impact| This theme L Y dXxhe oty 2/8
CONNECTIONS on captures sessions make a
relationships | OKA £ RNXy| difference at
references to home?

feeling closer
with their parent

or teachers Child1: ... Nope,
through yes.
involvement

with StoryLinks I: Yes? Can you

tell me a bit more
about that?

Child1: Erm..
normally | fight
with my mum and
now | don't really

doit
MAKING Gettingintoa |/ KAf RNByY aL KI R 2/5
CONNECTIONS habit & that StoryLinks | for 10 weeks, so |
practising sHis | helped them to just got into a
practice skills KFoAdEe

and then
transfer and use
these later on.

MAKING Engagement | This theme LY a!yR 2/13
CONNECTIONS with the story | captures the me that you made
OKA f RNXB Y| astory up about &

involvement monkey. What
with making the | happened in your
stories. Both story about a
children retold Y2y 1SeH
stories,

suggesting that | KAt RHY
they had was a boat, and
engaged with and also the
the story when monkey wanted
writing it. bananas in the

jungle and there
weren't any and
he was waiting for
a long time for
the boat, for the
monkeys and the
boat had sank anc
then, and | think,
hang on the boat
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Theme SubTheme Description Example Number of
sources/references
didn't sank but
then it came and
then themonkey
KIR Ada
COMFORTABLE ANl 6 9 @Sy 0o This theme I: Did you ever 2/6
UNCOMFORTABLE| captures the like doing the
FEELINGS OKA f RNXB Y feelings checin?
about parts of
StoryLinks that | Child1: No, no,
they disliked or | no, no, no that
ways that they | was just a waste
felt the sessions| of time. We could
could be just get on with
improved. the story, but that
just wasted the
time. | know she
wanted to hear
our feelings to
see if we were ok,
but | feel like that
was just a waste
of th Y § X
COMFORTABLE AN Positive This theme Child 1: They 2/14
UNCOMFORTABLE| experience | captures were fun.
FEELINGS children
expressing that | I: Ok, you thought|
they found the they were fun.
sessions
enjoyable Child1: And |
thought they
were funny.
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Number of
Theme SubTheme Description Example sources/references
Making connections Feeling Parent GKS 02Y§9 2/10
connected expressing that| mefor cuddles
with child there _h_as been| 5ng things a lot
a positive .| more, he's a bit
impact on their
relationship more
with their child. | affectionate and
erm, bit more
2Ly (2
Making connections Collaboration | This sugtheme | a L 3dzS & 3 2/21
& being reflects hand with the
consulted LJ- NB y G & | school rather
that they felt than feeling a bit
they were SEOf dzRSH
working
togetherwith | aL G KAY ]
school and SLF to be included in
Also, that this | a non, kind of,
was a sort of
collaborative, | patronising way
rather than a or.. to sort of
directive feel like, one
process. you are kind of
helping your
child because
he's there too,
so he's getting
something from
it, so by me
being there I'm
assisting with
the help, I'm not
running the
show but I'm
FaaAradaiy
Making connections Engagement, | Parents L GKAY] 2/14
not just describing their| you decide to do
participation active right, if you
involvement decide to sit
with StoryLinks| there and just
and how they | get on with it

felt a part of it.

and then leave
and don't think
about it till the
next week then
you're not going
to do much, you
get out what
you put in right,
so if you think
about things

and, for me if |
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think about
things and come
back and then
say to SLT4, 'oh
thought about
this and de de
de de' and then
discuss it
through it makes
more sense to
YSo¢

Making connections Exploring Parentsview |daL 3dzSa 3 2/11
emotions that the story | an opening for
through the provided a emotion and
story WwO2y il A| building his
feelings and understanding
allowed for of emotions and
emotions to be | how todeal with
explored. them, whereas if
we'd of done
something else,
yeah it probably
g2dz Ry Ui
Comfortable & Positive Thissutheme |G A G & & 2/13
uncomfortable feelings experience reflects the containing, it
positive was quite
feelings that structured, we
parents knew what we
expressed 5SNBE R2A
about the
StoryLinks aLdG o1 ay
sessions. expected to be,
it was better
than | expected
AlG G2 o9
Comfortable & Apprehension | This theme al oAl ] 2/9
uncomfortable feelings and Challengeg captures anticipation
LJ- NBy G &| about what I'm
descriptions of | going to say in
things they the story you

found difficult
or challenging
about their
involvement
with StoryLinks,

know, so some
anxiety about
that, not a huge
I Y2 dzyaé
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