UNIVERSITY OF

2 BATH

‘They find their voice’

Supporting children’s wellbeing and development of social
and emotional competencies in the post-pandemic era:
A quasi-experimental study on the effectiveness
of the Hamish & Milo SEMH Programme

Hamish & Milo University of Bath Evaluation Project
FULL REPORT

Professor Richard Joiner, Head of Department, University of Bath, Department of Psychology
and Andrea Middleton, Lead Consultant - Training & Research, Hamish & Milo

Key contributing authors: Anne Waddicor, Clare Williams, Philip Clarke, Martha Izzard and Melissa Ellis

~

May 2025

~

J




Connection

Co-regulation

Belonging
Creative enrichment

Emotional Literacy
& Social Group
Development

Social Environment,
Adverse & Positive
Childhood
Experiences

Adaptive

& Social Brain

Human Needs
& Development

Attachment & Emotional
Regulation

hamishandmilo.org



https://www.bath.ac.uk/
http://hamishandmilo.org

Preface

As an introductory note, this report brings together multiple
perspectives from professionals who work in educational
settings, based on their experiences and observations using
Hamish & Milo when working with primary-aged children to
support their social and emotional developmental competencies.

Hamish & Milo offers a wellbeing programme that can be effectively implemented in school
settings and aims to foster these competencies whilst also supporting children’s wellbeing
and mental health more broadly through the delivery of small group sessions.

Through a collaborative approach to evaluation, and through an embedded evaluation
team with Hamish & Milo, data has been collected, where resource has allowed this,
through a real-world research lens. The findings to date show emerging and exciting
potential for programmes such as Hamish & Milo to provide an important and useful
resource in educational settings to support children’s socio-emotional development.

Given the current landscape across education and health and social care sectors, where need
outstrips resource in terms of children’s mental health and wellbeing, educational settings provide
a critical opportunity to support children through the delivery of wellbeing programmes.

Hamish & Milo provides a well-designed programme to meet a wide range of
children’s needs whilst fitting efficiently into PSHE and/or SENCO provision, offering
valuable universal and targeted provision opportunities to schools.

Professor Richard Joiner,
Head of Department, Department of Psychology
University of Bath

www.bath.ac.uk
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Synopsis

Children’s social, emotional and mental health needs have seen a dramatic rise in
recent years, particularly following the pandemic.

Evidence strongly suggests that fostering wellbeing and emotional health during childhood is a key predictor
of long-term life satisfaction and overall success. Schools play a crucial role in providing stable, nurturing
environments that support social and emotional learning (SEL) and mental health, particularly for vulnerable
pupils facing adversity. Evidence from the literature demonstrates that mainstream school settings can meet
these growing demands with the provision of evidence-based SEL programmes.

In collaboration with the University of Bath, this project evaluates the effectiveness of the Hamish & Milo
Wellbeing Programme, which aims to support the development of social and emotional competencies in
primary-aged children and to enhance wellbeing through the provision of targeted social, emotional and
mental health support through structured small-group sessions. The study was conducted over a two-year
period and involved over 1,600 pupils and 250 school staff, across 90+ schools located across England.

A quasi-experimental mixed-methods approach was employed using a range of outcome measures
within a single sample (no comparison group) to evaluate the effectiveness of the Hamish & Milo
Programme; to explore the experiences and perceptions of school staff engaged with the programme;
and to derive findings that could complement and enhance insights from the statistical data analysis.

Overall, this study reveals valuable insight into the Hamish & Milo Programme, with the findings
demonstrating statistically significant measurable improvements in pupil’'s behaviours, emotions,
relationships and social and emotional competencies. Anecdotal evidence gathered from school staff
demonstrated that positive outcomes were observed across the school community, including improved
relationships, learning engagement, pupil wellbeing; and a reduction in behavioural escalations

and school exclusions. The results indicate a positive and compelling set of findings demonstrating
that the Hamish & Milo Programme is a promising social and emotional learning approach for
improving individual, classroom, and school-level protective factors in primary-aged children.

If you're interested in discussing the findings, exploring research
partnerships, or identifying potential funding opportunities
to extend this work, we'd love to hear from you.

This project provides a robust foundation for further inquiry into the impact of
social and emotional interventions on children’s wellbeing and learning.

Please contact Andrea Middleton, Lead Consultant - Training & Research at Hamish & Milo

andrea@hamishandmilo.org

hamishandmilo.org



https://www.bath.ac.uk/
http://hamishandmilo.org
mailto:andrea%40hamishandmilo.org?subject=

Contents

Introduction 7
Children and young people’s mental health and wellbeing 7
The environment of relationships affecting children’s development 8
Support for CYP with SEMHD 9
The school as a community of care 10

Current context for schools 11
SEN and SEMHD 11
The impact of COVID-19 pandemic on vulnerable children 12
Children missing from education 14
Exclusions 16
Pastoral support staff 18

The development of social and emotional competencies 19
Social and emotional learning 19
A whole-school approach 20
Identification and assessment of need 20
Evidence-based approaches 21
The Hamish & Milo Programme 22
Theoretical foundations of the Hamish & Milo Programme 23

The Hamish & Milo University of Bath Evaluation Project 25

Overview of the project 26
Phase 1 (September 2022 - October 2023) 26
Phase 2 (November 2023 - September 2024) 35

Research approach of Phase 2 of the study 36

Data collection 38
Measures 38
Participants 38
Procedures 41

Analysis 42
Qualitative data analysis 42
Ethical considerations 42

Findings 44
Quantitative findings 44
Qualitative findings 46

hamishandmilo.org



https://hamishandmilo.org/
http://hamishandmilo.org
http://hamishandmilo.org

Theme 1. Perceptions of positive impact 47

Sub-theme 1: Pupils 48
Sub-theme 1.2: Teachers 52
Sub-theme 1.3: Parents 54
Theme 2. Meeting the needs of pupils 56
Sub-theme 2.1: Vulnerable pupils 56
Sub-theme 2.2: Hamish & Milo emotion themes 58
Sub-theme 2.3: Key features of the Hamish & Milo Programme 60
Theme 3. Social connectedness for pupils and practitioners 64
Sub-theme 3.1: Enjoyment 64
Sub-theme 3.2: Safe space to share 65
Sub-theme 3.3: Community 67
Theme 4: Hamish & Milo Champions 68
Sub-theme 4.1: Personal qualities 68
Sub-theme 4.2: Trusted relationships 69
Sub-theme 4.3: Professional experience and training 70
Summary of school needs, requirements and experiences 72
Discussion 74
Limitations, and directions for future research 79
Directions for future development 79
Conclusion 80
Hamish & Milo promotes social connectedness 81
Qualitative data analysis - interviews 82
Data analysis vignettes 82
Acknowledgements 86
Participating schools and trusts 86
References 88
Appendices 95
Appendix A 95
Appendix B 96
Appendix C 98
Appendix D 100

hamishandmilo.org



https://www.bath.ac.uk/
http://hamishandmilo.org

Introduction

There is evidence suggesting that the best predictor for adult life satisfaction is subjective
wellbeing and emotional health during childhood (Helliwell, 2024).

The family is consistently regarded as the most important
social context affecting the emotional health of the child,
with the next most influential social factor being the school
(Clark et al., 2019). The wellbeing and mental health of a
child or young person are the building blocks that form the
foundation that supports all other aspects of their growth
and development. Sound mental health supports positive
outcomes in many areas of children and young people’s
(CYP) lives, including the formation of friendships; the
ability to cope with adversity; the achievement of success
in school and in their wider lives (National Scientific Council
on the Developing Child, 2010).

A large body of child development research clearly
demonstrates that the foundation for sound mental health
is constructed early in life when the architecture of the
developing brain is shaped through relational experiences
in the child’s environment, including children’s relationships
with significant adults at home and at school, including
parents, caregivers, teachers, and their peers (National
Scientific Council on the Developing Child, 2012). The
quality of the child’s home and school environment and
positive early experiences within the sphere of their
significant relationships shapes their wellbeing and can
either strengthen or disrupt their developing biological
systems, thereby determining whether the child is more
likely to thrive and become a healthy adult, or not (World
Health Organization, 2008).

Disruptions caused by adverse factors in
their environments and relationships during
this developmental process can impair a
child’s physical, psychological, cognitive,
social, and emotional processes, along

with their capacity for learning and relating
to others, with lifelong implications.

(National Scientific Council on the Developing
Child, 2012; Darling-Hammond, 2019).

Children and young people’s mental
health and wellbeing

From a Western perspective, subjective wellbeing is
described in the literature simply as the way in which
CYP, and adults perceive and assess their own lives. The
prevailing theoretical framework for subjective wellbeing
in childhood and adolescence suggests that an individual
uses three factors to evaluate their levels of wellbeing:
their experience of positive and negative emotions; levels
of life satisfaction; and the extent to which their lives have

meaning and purpose (Diener et al., 2002).

Insights from recently updated and released World
Happiness Report which ranks the happiest countries in

the world - based on factors like income, social support,
and freedom to make life choices - shows that the countries
that score among the top for happiness are known for

their strong social welfare systems, high levels of trust,

and overall quality of life (Helliwell et al., 2024). The
self-reported experiences of young people worldwide
captured in the this report highlighted the UK’s low ranking
compared to other countries across the world - and reflects
the findings from The Children’s Society’s household survey
published earlier this year - showing that the UK performed
poorly compared to other countries across Europe on
several measures including school safety, school belonging,
long-term absences from education, and the difficulties
faced by CYP and their families in accessing support and
treatment (Chollet et al., 2024).

Research conducted over the past 20 years suggests that
there has been a sharp rise in mental ill-health among CYP
in England in that period. Data collected in 2004 as part of
the children and young people’s mental health prevalence
study found that 1 in 10 CYP aged between 5 and 16, were
diagnosed as having a mental health difficulty (Green et
al., 2005). More than a decade later, data from the National
Health Service (NHS) suggested a marginal increase in

this figure, putting the number at 1 in 9 CYP experiencing
mental health difficulties (NHS Digital, 2017).
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The most current research, conducted in 2023, shows

a significant increase with 1 in 5 CYP, or 20% of 8- to
16-year-olds, described as having a probable mental
health disorder (NHS Digital, 2023). The evidence
suggests that there are distinctive groups of CYP who

are disproportionately represented in these statistics

due to the presence of a complex interplay of social and
environmental factors occurring in their environments.

Of particular significance were findings of a higher
prevalence of mental distress reported amongst CYP
whose family circumstances were characterised by greater
socioeconomic stress, including those with low household
incomes and those from lone-parent or reconstituted
families (Fledderjohan et al., 2021).

The environment of relationships
affecting children’s development

Children experience their world as an ‘environment of
relationships’ and the quality of these connections affects
virtually all aspects of their physical, social, emotional,
cognitive, behavioural and moral/cultural development
(National Scientific Council on the Developing Child,
2004). Relational Developmental Systems Theory (RDST)
is a conceptual framework that studies the interactions
between individuals and their contexts and environments
as the driving force behind human development (Fischer
and Bidell, 2006; Rose et al, 2013).

In an educational context RDST posits that a child’s
learning is either enabled or undermined according to
how the individual CYPs internal landscape (the physical,
psychological, cognitive, social and emotional processes
that effects functioning), is influenced and shaped by
their interaction with the relationships and learning
opportunities in their external environment, both within
and outside of school (Lerner and Callina, 2014). CYP who
grow and develop surrounded by adversity such as abuse,
neglect, community violence, and homelessness, or who
live in households where adults are experiencing mental
health issues or harmful addictions are more likely to
experience immediate and long-term deleterious effects
to their physical health and wellbeing (Bellis et al., 2023).

The term ‘Adverse Childhood Experiences’ or ‘ACEs’
which rose to common use through a large-scale research
study published by Felitti et al (1998) identifies these
highly stressful incidents or environments that CYP may
be exposed to and describes the potential long-lasting
trauma that they may cause. ACEs can negatively affect
the developing brain and body and increase harmful risks
relating to the health and behaviour (Bellis et al., 2023).

Studies conducted since the original ACEs research in the
United States, the United Kingdom and elsewhere in the
world all clearly determine that ACEs are common across
populations and that the prevalence of ACEs is affected
by socio-demographics such as deprivation, ethnicity,
race, etc. (Ibid.). A study conducted in 2014 showed that
46% of the adult population in England had at least one
ACE, whilst 8% had four or more (Bellis, et al., 2014).

The effects of early life adversity and trauma have

been documented in several research studies which
demonstrate that they have the capacity to disrupt

the neurodevelopment of children (McLaughlin et al.,
2014) and are associated with cognitive, emotional and
behavioural difficulties in childhood and adolescence
which can negatively impact upon their school experience
(Porche et al., 2016; Perfect et al., 2016).

Research evidence demonstrates that by addressing
common risk factors a broad range of approaches

can be used to prevent, respond to, and mitigate the
impacts of ACEs (Bellis, 2023). Initiatives that support
the development and continuance of safe, stable,
nurturing relationships and environments for CYP,
families, and wider communities - including programmes
that develop CYPs physical, cognitive and SEL skills;
parenting programmes that educate and support parents;
and training programmes for professionals - have
demonstrated their effectiveness in responding to the
challenges and consequences of ACEs (Bellis, 2023).
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A further groundbreaking study was conducted in 2015
with the aim of identifying any ‘Positive Childhood
Experiences’ or ‘PCEs’ that could buffer against the
deleterious effects of ACEs, with researchers looking to
identify the factors that created a level of resiliency in
individuals that helped them to thrive despite the trauma
present in their childhoods (Bethell et al., 2019).

The results of the original study
determined that there are seven PCEs
that can be statistically linked to good
wellbeing outcomes, despite the
presence of adversity, and that the
more PCEs an individual reported, the
more likely they were to report few

or no issues of poor mental health in
adulthood (Bethell et al., 2019).

The seven PCEs identified in the study are:

Feeling safe and protected by an adult in the home;

The ability to talk with family about feelings;

The sense that family is supportive during difficult times;
Feeling supported by friends;

Feeling a sense of belonging in secondary school;

Having at least two non-parent
adults who genuinely cared;

The enjoyment of participation in community traditions.

PCEs can be organised into four broad categories:

Being in nurturing, supportive relationships;

Living, developing, playing, and learning in safe,
stable, protective, and equitable environments;

Having opportunities for constructive social
engagement and to develop a sense of connectedness;

Learning social and emotional
competencies (Sege, 2017).

The seven Positive Childhood Experiences or ‘PCEs’
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The evidence suggests that when there is a focus
on strengthening the capabilities and resources of
parents and other significant adults in CYPs lives
to promote PCEs, a strong foundation for learning,
positive behaviour, and physical and mental health
can be created (Han et al., 2023; Sege, 2017).

A recent study highlighted the significance of the domains
wherein PCEs occur, inclusive of the home (parent
relationships), at school (peer relationships and school
climate), and in the wider community in relation to their
protective associations in mitigation of ACEs through to
adulthood (La Charite et al., 2023). The study described
the supportive childhood school environment as one

of these domains and specified the factors implicated

in its protectiveness as being the caring relationships
existing between CYP and school staff, the sense of
belonging CYP felt at school, and safeguarding policies
and practices employed by schools to keep pupils safe.
The findings of the study reinforced prior evidence
showing that both peer support and a supportive and
safe school climate are associated with improved mental
health outcomes and wellbeing into adulthood (lbid).

Support for CYP with SEMHD

Within the NHS, mental health support provision for

CYP is organised through a tiered system: Tier 1 delivers
early intervention and prevention services, provided

by professionals in educational settings who may not

have specialist mental health training; Tier 2 delivers

early intervention and prevention through professionals
specialising in mental health e.g. counsellors as well as
school staff delivering strategies such as nurture groups,
LEGO® therapy, ELSA; and Tiers 3 and 4 provides
specialist and in-patient services for advanced needs (NHS
England, 2014). Alarmingly, 75% of CYP who experience
mental health problems cannot access the required
support with Children and Young People’s Mental Health
Services (CYPMHS) not able to meet the increased demand,
resulting in referrals being declined and long waits for

the young people who are seen (Pitchforth et al., 2019).

Feeling of being Having at least two non-parent  Feeling safe and
supported by adults who take genuine protected by an
friends interest in them and care adult at home
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Most children spend more time in school than any
other place outside their home, and parents concerned
about their child’s mental health turn to school
teachers for help and advice more often than any other
professional group (Newlove-Delgado et al., 2015).

Schools have a statutory duty to promote the wellbeing
of their pupils through the provision of a safe and rich
learning environment that supports healthy development
and through a curriculum that raises levels of awareness
and education around mental health (Department for
Education, 2018). Schools are also well placed to identify
emerging issues early and to provide tailored support
that meets the specific needs of their pupils. Schools

can also coordinate specialist support and treatment, if
necessary, to help prevent impairment to pupils’ health
or development and enable them to attain the best
possible outcomes (Public Health England, 2021).

There is strong evidence showing that school environments
are well suited to graduated prevention approaches
where there are both universal and targeted interventions;
and that when school staff, including teachers and
support staff members, receive appropriate training

and support, they can achieve outcomes comparable to
those accomplished by trained therapists for CYP with
mild to moderate mental health concerns (Department

of Health, 2017). Previous research has demonstrated
that whilst children differ in their help-seeking and
preferences for mental health support, more would like

to access help within their school than are currently

able to do so (Children’s Commissioner, 2021).

The school as a community of care

The concept of ‘care’ - which is described as the process
of protecting another person and providing for their
needs - is one of the central activities of human life and
a fundamental organising principle of human society
(Tronto, 1993). The theory of care ethics emphasises
the importance of relationships in an individual's context
and considers how the concept of wellbeing is formed
and understood from a person’s experiences of being
nurtured within authentic relationships of care.

In the context of education, Noddings (2006) suggests that
the purpose of schooling extends beyond the instructional
and the academic to include a moral responsibility to care
for pupils and their wellbeing, thereby enabling them to
achieve their potential in all aspects of their lives. When
this ethic of care is experienced by pupils themselves and
is additionally modelled and taught in school, it not only
forms the basis of a classroom community of independent
learners, but also promotes the development of social and
emotional skills alongside academic learning that enhances
the life of the wider community, as pupils grow to become
good friends, neighbours, citizens, workers, parents and
lifelong learners (Baker et al., 2019; Noddings, 2006).

This ethic of care, grounded in the safety of authentic
relationships, also forms the basis for a school-wide
‘community of care’ (Baker et al, 2019), consisting of
pupils, school staff, and parents, wherein everyone feels
valued and cared for. The school as a community of care
exists within a culture of mutual support and positive
intent that prioritises the wellbeing of all its members and
promotes a sense of belonging and psychological safety
(Harrison et al.,, 2021). This concept has been the focus
of research in primary schools in the United States for
almost two decades, with the results of studies showing
that schools as communities of care are associated

with a wide range of positive outcomes for both pupils
and teachers, with the potential benefits of enhancing
such communities being greatest in schools with high
numbers of vulnerable pupils (Battistich et al., 1997).

Overall, the research demonstrates that
the concept of school as a community of
care provides a compelling framework
for viewing educational practice and
guiding educational reform efforts.
(Battisch et al., 1997)
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Current context for schools

SEN and SEMHD

According to a census of school provision
conducted in the 2023/24 academic year,
there are currently over 1.6 million pupils
in England identified as having special
educational needs (SEN) (Department for
Education, 2024).

These figures reflect an increasing trend of SEN since 2016.
Social, emotional and mental health difficulties (SEMHD)
are one of 11 primary types of SEN identified in the recently
revised SEN Code of Practice (SENCOP) (Department for
Education, 2015), which provides statutory guidance on

the duties, policies and procedures to all organisations

with responsibility for the education, health and wellbeing
of CYP and their families in England. Speech, language,

and communication needs (SLCN) are the most common
among pupils receiving SEN support, followed by social,
emotional, and mental health needs, and moderate
learning difficulties (Department for Education, 2024).

The term SEMHD, which replaces the original nomenclature
SEBD (social emotional behaviour difficulties) in the
SENCORP, is a broad umbrella term that covers a wide
range of difficulties that CYP may experience in managing
their emotions and behaviour which affects their ability to
make and maintain relationships with adults and peers.
The SENCOP describes SEMHD presenting as possible
withdrawal and isolation, as well as through dysregulated,
challenging and concerning behaviours, and further
acknowledges that these presentations may reflect an
array of underlying mental health difficulties or disorders.

A full description of SEMHD are classified by mental
health professionals in the guidance to schools
document (Department for Education, 2018) into
several categories of disorders including: emotional;
conduct; hyperkinetic; developmental; attachment;
trauma; and other mental health diagnoses.

The origins and causes of SEMHD can be attributed
to a range of individual and co-occurring underlying
factors, including the unique life experiences and
genetic predispositions of a CYP, as well as the
various environmental contexts that have influence
over their lives (Martin-Denham, 2021).

The change in definition in the revised SENCOP reflects
the increased awareness and understanding of the direct
link between underlying mental health and wellbeing
and presenting behaviours, and acknowledges the
transition to more informed, whole-child approaches

in supporting and addressing underlying needs, in
contrast to previous approaches which were primarily
concerned with subduing or managing behaviour.

The most recent data collected by The
Department for Education showed that
SEMHD are the second most common
category of SEND amongst pupils with
more than 316,000 CYP identified as
having SEMHD in schools in England
in 2023/24 (NHS Digital, 2024).

CYP with SEMHD often struggle to engage in a
structured learning environment and frequently require
additional specialised support from schools to reach
their full potential (Department for Education, 2015b).

The alarming levels of SEMHD reported in recent
years reflect the mounting concern within education
about the prevalence of SEMHD, how this is affecting
their pupils’ engagement with learning, and how to
effectively provide the required support to address
the underlying needs. In a Green Paper published pre-
pandemic in 2017, the UK government set out a series
of ambitious and transformational proposals for the
health and education sectors by placing schools at
the centre of plans to embed a culture of openness
around mental health (Department of Health, 2017).
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The objective of these reforms was to forge stronger
connections between the sectors as a way of ensuring
that CYP were able to access appropriate support,
but the measures were not able to adequately
address the surge in demand for support for SEMHD
post-pandemic, particularly amongst CYP with

SEND and vulnerable pupils from disadvantaged
backgrounds (Children’s Commissioner, 2023).

A policy review conducted in 2023 and reported by the
Children and Young People’s Mental Health Coalition
(CYPMHC) later the same year, concluded that the
recommended policies and reforms implemented to

date by the government had not demonstrated sufficient
impact in ensuring children and young people were able to
access mental health support required (CYPMHC, 2023).

With the increased pressures placed upon the entirety

of the workforce and services offered by the NHS during
and after the pandemic, and access to specialist services
including CAHMS being severely delayed, schools are
increasingly required to provide earlier identification for
pupils who may be at risk and to provide mental health
support for pupils with mild to moderate difficulties (House
of Commons Health and Social Care Committee, 2021).

The impact of COVID-19 pandemic
on vulnerable children

The impact of the COVID-19 pandemic has been
extensively studied since 2020, with much evidence
emerging highlighting the significant impact and
fundamental changes to the lives of many CYP during this
period. The research data reflects the impact felt upon
personal relationships, financial circumstances, physical and
mental health and acknowledges the heightened pressures
that this caused some families during and following the
pandemic (NSPCC Learning, 2022).

A vulnerable child is a CYP who has been identified as
being at greater risk of experiencing physical or emotional
harm, or who is at risk of achieving poor outcomes due to
a range of factors in their lives, including: having additional
physical, emotional, health and educational needs; having
the presence of risk or having experienced harm; the
inability of their primary caregivers to provide a safe living
environment; the absence of supportive relationships in
their home and wider environment; and the presence of
wider community conditions beyond a family’s control
(Public Health England, 2020; Cordis Bright, 2017).

Many vulnerable children may also be exposed to a specific
set of traumatic, stressful or adverse experiences during the
pandemic, which are associated with long-term negative
impacts on their health, wellbeing and life chances (Felitti
et al,, 1998). There is acknowledgement that the pandemic
impacted the lives of all CYP in different ways, but some
scholars have argued that due to either the direct or indirect
impact of the experiences vulnerable CYP have endured
during this period, COVID-19 should be regarded as an
additional ACE (McManus & Ball, 2020).

Evidence emerging from recent reports suggests

that there has been a sharp rise in mental ill-health
among CYP in England since the start of the pandemic
(Public Health, 2021; CYPMHC, 2023) and that CYP
with vulnerable characteristics - including CYP with
special educational needs and disabilities (SEND),
those with pre-existing mental health needs; and those
living in economically disadvantaged circumstances -
appear to have experienced greater negative impacts
on their mental health and wellbeing (Ibid).

A recent report published by the Children
& Young People’'s Mental Health Coalition
highlighted that CYP with SEND were
more than four times more likely to develop
a mental health problem than average,
meaning that 14% or one in seven of all
CYP with SEMHD in the UK, will also

have a learning disability (CYPMHC, 2019).

CYP with SEND can face even greater challenges accessing
the right mental health provision at the right time.
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Previous research has shown that just 27.9% of CYP with
SEND and SEMHD have had any contact with mental
health services, with nearly one in four families reporting
extraordinarily long waiting lists for referral to specialist
services (CYPMHC, 2019). The extraordinary rise in
demand for support has been attributed directly to the
uncertainty, anxiety and disruption caused by the pandemic,
which amplified and exacerbated the multiple existing
pressures some CYP were already facing prior to this
period, with delays in response to this need for care and
treatment found to be causing further harm to these CYP at
a crucial stage of their development (NHS Digital, 2023).

The findings of an investigation by The Guardian
newspaper published in August 2024 concluded that
more than 500 children a day in England were being
referred to NHS mental health services for anxiety, these
figures being more than double the rate reported before
the COVID-19 pandemic began (Gregory, 2024). Ongoing
educational research is providing a breadth of insight into
the impact of the pandemic on children’s learning, literacy
and mental wellbeing (National Literacy Trust, 2025).

Several studies have shown that low-income working
households, particularly single-parent families, were
disproportionately affected by the economic fallout of

the pandemic and subsequent lockdowns (Howes et

al., 2020; Joseph Rowntree Foundation, 2023). Most

of the families adversely affected during this period
experienced a significant reduction in their earnings due to
various factors such as redundancy, unemployment, and
additionally were limited in their ability to maintain or find
employment because of additional caring responsibilities
and/or restrictions in childcare provision (Howes, 2020).

As with many other areas, such as health and employment,
the pandemic both exposed and exacerbated pre-existing
educational inequalities (National Literacy Trust, 2025). The
term ‘learning loss’ describes differences between levels of
learning in pupils affected by educational disruption related
to the pandemic and what would be expected in a typical
academic year (Gage et al., 2023).

Research conducted by the Department for Education
revealed that vulnerable CYP from disadvantaged
backgrounds in the poorest areas of the country, and

in particular pupils with SEND, showed greater levels

of learning loss than their peers from more financially
advantaged backgrounds (Department for Education, 2021).

A report published by the Joseph Rowntree Foundation
suggested that SEND can be a result of poverty as
well as a cause of poverty (Shaw et al.,2016). The
same study concluded that CYP across the UK with
SEND were more likely to experience poverty than
others, and as a result of their needs, were also less
likely to experience a fulfilling education and were
more likely to leave school with outcomes that reduced
the chances of living in poverty as adults (Ibid).

Further studies also conclude that the impact of the
pandemic on pupils’ learning has been greater for those
from disadvantaged backgrounds (National Literacy
Trust, 2025). Free School Meal (FSM) eligibility is often
utilised as the closest indicator for poverty, however,
there is evidence to suggest that this measurement
may represent a much smaller number than the overall
number of school-age children living in poverty, with
recent estimates suggesting there are approximately
900,000 children living in poverty who are not eligible
for FSM (Child Poverty Action Group, 2024).

The latest government data indicates
that of the 2.1 million pupils (26% of all
pupils) from disadvantaged backgrounds
who are eligible to receive FSM, a
significant proportion of these also

have SEND (Department for Education,
2024b). In 2024, 42.2% of pupils with
an education, health and care plan
(EHCP) and 38.3% of those receiving
SEN support in schools were eligible for
FSM, compared to 24.6% of all pupils
(Department for Education, 2024c).

For CYP there is a gap in their educational attainment
by parental income across all stages of education
(Joseph Rowntree Foundation, 2023). This so-called
attainment gap measures the learning gap between
disadvantaged pupils (those eligible for receiving
additional financial support in the form of the Pupil
Premium) and their peers (Andrews et al., 2017).
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Research conducted pre-pandemic showed that on entering
primary school, the attainment of CYP from lower-income
households was around 4.6 months behind that of their
peers from higher-income households; the gap increases

to around 9 months by the time they leave primary school,
and then increases again at secondary school, with

pupils from disadvantaged backgrounds leaving around

18 months behind their peers (Andrews et al., 2017).

One factor identified in relation to the lack of progress
made in narrowing the gap is a higher proportion of

CYP in persistent poverty (Hutchinson et al., 2020). The
pandemic generally widened the attainment gap between
the most and least disadvantaged pupils in the UK, likely
driven by falling incomes, the differences in home learning
environments such as the digital divide, and the additional
multiple challenges faced by CYP from lower-income
homes (Joseph Rowntree Foundation, 2023). Many of the
most vulnerable groups before the COVID-19 pandemic
continue to have a higher risk of living in poverty (Ibid.)

Children missing from education

Since the pandemic, the issue of children missing from
education has been widely reported and discussed

in the mainstream media with the public interest
heightening as these figures continue to soar beyond
pre-pandemic levels (Shafan-Azar and Bottomly, 2024).

The Children’s Commissioner estimated that in the
period between 2022 and 2023, approximately 117,100
CYP were missing from mainstream schools in England,
which amounts to approximately one in five children
who are persistently absent, meaning they may miss
10% or more of their school time (Shafan-Azar, 2024).

However, a report in December 2024 by the Education
Policy Institute (EPI) suggested that the figure was actually
significantly higher than official estimates. By comparing
GP and school registrations, the
study estimated that approximately
400,000 children aged 5-15 were
not enrolled in school in 2023
Children were
entirely missing
from education
in 2023

- a 53% increase since 2017.

305,000

This figure includes nearly 95,000 children formally
registered for home education. After accounting for these,
around 305,000 children were entirely missing from
education, marking a 41% rise over the same period.

Prior to school closures during the pandemic, the
government had made some progress in addressing rising
school absences, however, since schools have reopened,
persistent absences have risen significantly, beyond pre-
lockdown levels (Hutchinson and Crenna-Jennings, 2019).

Emotionally based school avoidance (EBSA) is a term which
replaces previously used terms such as ‘school refusal,
‘truancy’, etc. and is used to describe reduced or non-
attendance at school by a CYP due to emotional, mental
health, and wellbeing issues (Halligan and Cryer, 2022).
The change in terminology reflects the understanding

that the reasons for EBSA are rooted in complex and
interconnected individual, family, and school factors,

often beyond the choice of individual CYP (King, 2001).

The Anna Freud National Centre for Children and Families
acknowledges the complexity of the elemental causes

of EBSA and suggests that the potential risk factors for
non-attendance can be split into three main categories:
aspects specific to the CYP (e.g. mental health concerns
such as anxiety, depression, etc.; factors concerning the
family and home (e.g. poverty, domestic violence, etc.);
and issues to do with school (e.g. lack of support and
provision to meet needs) (Anna Freud Centre, 2024).

In an average school class of 30 children data shows that...
@ 1is classed as a child in need and under social care
. 2 live in households where domestic violence or abuse is present

4 live in households affected by domestic violence, substance
misuse, and/or severe mental health problems

. 5 have an identified special educational need (SEN) although
only 1 has a SEN statement or EHCP

@ 6 have a mental health issue, but only 3 of them received even
one contact with CYPMHS

. No apparent needs
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Evidence from research suggests that CYP who are
frequently absent from school experience feelings of
anxiety (Finning et al., 2019) which can take many
forms - such as separation anxiety, social anxiety,
performance anxiety, etc. - caused by stressful
experiences or events, e.g. academic difficulties, and
which may result in the CYP experiencing physical
symptoms, such as headaches (Wimmer, 2010).

Certain traumatic occurrences have also been posited to
trigger the onset of EBSA, including the death of a loved
one, illness of the CYP, moving to a new school, as well

as transitions such as moving into a new class (lbid.).

CYP who experience anxiety may find it difficult to

cope socially and academically and may therefore

wish to avoid or disengage from an environment that
creates additional anxiety, thereby further exacerbating
avoidance of school, resulting in lowered attendance
(Heyne and Rollings, 2002). CYP that are faced with
stressful situations often evoke an automatic fear survival
response to protect themselves from a perceived threat,
which inhibits executive functioning and commonly
results in a fight-flight-freeze reaction (Paige, 1997).

If the CYP perceives the school itself as a potential
threat, then the avoidance of this environment can
be viewed as a neurological stress response to the
perceived threat of the school environment which
may further exasperate school refusal, resulting in
lowered attendance (Frydman and Mayor, 2017).

A recent report published by the Children’s Commissioner
of England that examined the contextual circumstances
of the children missing from education, described in
popular media as ‘ghost children’ (GOV.UK, 2023), found
that CYP living in the poorest, those with SEMHD and
moderate special educational needs, and those with
social care involvement were overrepresented in the
statistics (Children’s Commissioner, 2024a). The evidence
also shows that school absence disproportionately
affects children from disadvantaged regions of the UK,
particularly the South West and North of England (lbid.).

Another recent report issued by the think tank, the
Centre for Young Lives (2024), makes the clear link
between persistent absence and vulnerability by
revealing that rates of persistent absence for FSM-
eligible pupils since the COVID pandemic have risen
by more than double the percentage points, compared
to the rise among those not eligible for FSM (Centre
for Young Lives, 2024). The same report also identifies
that in instances where CYP are severely absent and
missing more than 50% of schooling, the rate has risen
by more than three times more percentage points for
FSM-eligible pupils than non-eligible pupils (Ibid.).

Other recent research reports have found that the
absence crisis is affecting the most vulnerable CYP,
with statistics demonstrating that pupils with SEND
and SEMHD - who attend both special schools and
mainstream schools - are at higher risk of absence than
their peers without special needs (The Centre for Social
Justice, 2024); (Children’s Commissioner, 2024).

For example, autistic pupils experience high

rates of persistent absence, with a rate of 31% in
2020/21, and these same CYP are also twice as
likely to be excluded from their schools compared
to those without SEND (Bond et al., 2024).

Despite the increasing numbers of CYP with EBSA,
a recent investigation undertaken by the Children’s
Commissioner concluded that there is very little
individualised or additional support available within
schools to effectively reintegrate pupils missing from
education (Children’s Commissioner, 2024b).

Previous studies emphasise the
importance of early identification and
intervention when considering support
for young people experiencing EBSA.
(Wimmer, 2010; Halligan, 2022)

Social support is considered to be a significant
factor implicated in wellbeing, when people
feel like they have at least one person they can
reach out to when they’re in need, they are more
likely to feel secure (Helliwell et al., 2024).
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The concept of social capital - the social networks that
groups form to create a sense of belonging and ensure
cohesion - has been suggested as a potential protective
factor in promoting school attendance (Coleman, 1988),
in that the participation by CYP in school activities that
enable the building of relationships with peers and
adults have been found to inhibit school avoidance
(Sobba, 2019). For example, a recent study described
how schools were successfully addressing severe cases
of EBSA by actively building relationships between
children, families, and schools, thereby encouraging and
supporting CYP and their caregivers to feel a greater sense
of belonging to the school (Centre for Young Lives, 2024).

Exclusions

It is reported that rates of both temporary (otherwise
known as fixed term or suspensions) and permanent
exclusions of CYP from schools across the UK are rising
rapidly in both primary and secondary schools. In the
autumn term of 2023/2024, almost 40,000 pupils were
suspended, and over 500 were permanently excluded,
from primary schools in England (GOV.UK, 2024).

There is a concerning rise, particularly in primary school
exclusions in England, with suspensions and permanent
exclusions increasing significantly.

Figure 1 - Permanent exclusions by reason in the 2022/23 academic year

. Persistent disruptive behaviour 4,972
. Physical assault against a pupil 1,970
. Verbal abuse or threatening 1.590
behaviour against an adult !
. Physical assault against an adult 1,531
. Use or threat of use of an offensive 686
weapon or prohibited item
Verbal abuse or threatening
[ ) . - . 674
behaviour against a pupil
Drug and alcohol related 590

Damage

The number of suspensions increased by 36%, from
578,300 in 2021/22 to 787,000 in 2022/23 increasing for
primary-aged children by 27%, from 66,200 to 84,300.

The number of permanent exclusions increased by 44%
from 6,500 in 2021/22 to 9,400 in 2022/23 increasing
for primary pupils by 58%, from 760 to 1,200 (GOV.

UK, 2024). The latest data for the autumn term 2023/24
demonstrates a continuation of this trend, with 346,300
suspensions reported - an increase of 40% compared to
the autumn term 2022/23, increasing in primary schools
by 41% (GOV.UK, 2024). There were 4,200 permanent
exclusions, an increase of 34% compared to the previous
autumn term when there were 3,100 permanent
exclusions increasing in primary schools by 35%.

The most common reason recorded for permanent
exclusions (accounting for 39% of cases for academic year
2022/23) represented in these statistics - and for those in
previous terms and years - was instances of ‘persistently
disruptive behaviour’. School exclusions are associated
with a range of short- and long-term negative outcomes for
CYP including, significantly lower educational attainment;
increased risk of mental health issues; difficulties with
social interaction; higher likelihood of unemployment;
potential involvement in criminal activity; and a decreased
sense of wellbeing (Lereya and Deighton, 2019).

9,400

children were . Sexual misconduct 146
permanently ‘ Inappropriate use of social media o5
excluded or online technology
2022/23
@ Bulying 86
@ Racist abuse 66
. Wilful and repeated transgression of
protective measures (public health) 64
© Theft 50
. Abuse against sexual orientation 16

and gender identity

Abuse relating to disability

hamishandmilo.org



https://www.bath.ac.uk/
http://hamishandmilo.org

A recent report revealed a more detailed picture of
the CYP behind the statistics and showed that those
likely to suffer most from the negative outcomes of
the lost learning opportunities caused by exclusions
are those facing the greatest challenges of their lives,
including poorer children; children known to social
services; those with SEN and/or SEMHD; and children
from ethnic minority backgrounds (Gill et al., 2024).

The evidence suggests that exclusions are an ineffective
strategy in changing pupil behaviour - particularly if

the action does not address underlying causes - and
that they can represent a critical missed opportunity

in decreasing the likelihood of the excluded pupil
developing multiple poor outcomes (Shaw and

Audley, 2024), including poor academic outcomes.

For example, over 90% of children
excluded from primary school do not
pass GCSE English and maths; in
comparison, only 25% of children who
were never excluded or suspended did
not achieve a Grade 4 in English GCSE.
(Westminster Foundation, 2024)

The investment and embedding of early intervention
services in primary schools, at the point of need, has
been shown to improve the outcomes for wellbeing and
engagement in education for vulnerable CYP who may be
at risk of exclusion (Snell et al, 2013). Evidence suggests
that targeted initiatives that promote positive teacher-
student relationships, early mental health support, and
problem-solving interventions can contribute to a more
constructive and nurturing educational environment and
reduce the instances of exclusions (Gaffney et al, 2021).

Figure 2 - Types of support performed ‘most’ or ‘some’ of the

time by TAs by setting

Providing general teaching
and learning supportin a
teacher-led classroom

Providing one-on-one targeted
support within the classroom for
pupils with SEND or who have
other barriers to learning

Delivering interventions for
pupils with additional needs
(including SEND)

Providing tutoring support to
pupils outside of the classroom

Administrative tasks

Woraparound cover or supporting
extra-curricular activities such
as school trips or helping at
afterschool clubs

Acting as a cover supervisor e.g.
covering classes in teacher
absence using pre-set work

Liaising with parents or families

Providing medical support to
pupils in the school

93%
88%
95%

90%
87%
94%

89%
80%
81%

54%
66%
40%

83%
81%
88%

58%
59%
53%

51%
22%
65%

67%
63%
76%

77%
30%
67%
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Figure 3 - Schools increasing or decreasing its TAs by phase

Primary

Secondary

Special

[ | Increasing [ | Decreasing | Keeping the number of TAs the same Unsure
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Pastoral support staff

There are currently almost 800,000 (over 500,000
full-time equivalent) support staff working in state-
funded schools in England (UK Government, 2025),
making up over 50% of the school workforce and
encompassing a wide range of roles including Teaching
Assistants (TAs), administrative staff, catering staff

or caretakers (Department for Education, 2024).

Following the pandemic, one of the most pressing
challenges that schools across the UK are facing
is the significant shortage of TAs, with low
recruitment activity and retention issues arising
from poor working conditions, low pay, and the
lack of career progression (Teach Now, 2020).

Recognising the value and professionalism of support
staff - and the crucial role they play in ensuring the

best life outcomes for children - the UK government
recently reinstated the School Support Staff Negotiating
Body to help raise standards in recruitment, training,
and remuneration (UK Government, 2025).

A government report shows that the
primary duties undertaken by most TAs
is supporting teaching and academic
learning, however increasingly they are
assuming more varied and complex
pastoral responsibilities, including
providing SEMH intervention.

(Skipp and Hopwood, 2019)

The UK government’s own research indicates that TAs
are effective in providing early identification of SEMHD,
and when they are properly supported and adequately
trained, they and can effectively deliver interventions for

mild to moderate mental health issues, achieving outcomes
similar to those provided by trained therapists (Department

of Health and Department for Education, 2017).

Although pastoral roles in schools are often ill-defined
(Rae, 2017) and the professional remit of TAs is yet
unresolved (Middleton, 2018), it is widely recognised
that this workforce play a vital role in supporting the
wellbeing and safeguarding of CYP - particularly
those with SEND - and that their professional skills
are currently in demand (The Skills Network, 2020).

A research report from the Department for Education
(DfE) published September 2024 with teaching assistants
(TAs) and school leaders views revealed that many
secondary (53%) and special schools (51%) are planning
to hire more teaching assistants (TAs), mainly due to the
growing number of students with SEND (DFE, 2024).
Comparatively, over a third of primary school leaders
(33%) report that their TA numbers will decrease, citing
financial pressures as the main reason for this occurrence.

Due to the changing nature of education that
requires schools to meet the needs of pupils, and
the increased emotional labour of the staff engaged
in supportive roles, it is recommended that schools
engage with professional supervision provision
that could address some of the psychological
challenges faced by these workers (Rae, 2017).

A tailored, supportive supervision structure can provide
an essential, dedicated and safe space for pastoral staff
to regularly reflect on their practice, process challenging
experiences, develop their skills and maintain their
own wellbeing, thereby increasing job satisfaction
and reducing staff attrition rates (Lawrence, 2020).
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The development of social and

emotional competencies

Social and emotional learning

Social and emotional learning is described
as ‘the process through which all young
people and adults acquire and apply the
knowledge, skills, and attitudes to develop
healthy identities, manage emotions and
achieve personal and collective goals, feel
and show empathy for others, establish
and maintain supportive relationships and
make responsible and caring decisions.’
(CASEL, 2025).

The development of social and emotional skills (SEL) is
recognised as being a protective factor for good mental
health, in that SEL competencies equip CYP with the

inner resources and strategies to address mental health
challenges that can impact their lives, learning experiences
and wellbeing (Durlak, 2011).

Prioritising and supporting the social
and emotional wellbeing of children
supports their development and enables
them to achieve positive outcomes in
school, work, and in life more generally.
(OECD, 2015; Durlak, 2011).

There is extensive international evidence that teaching SEL
through planned programmes in school can have a positive
impact on children’s attitudes to learning, relationships

in school, academic attainment, and a range of other
outcomes (Education Endowment Foundation, 2021) and
that these beneficial outcomes can persist over time (Taylor,
2017).

N
A  edi

In the educational context, the term ‘emotional literacy’

(EL) has commonly been used to describe this gradual
development process of the awareness and capabilities
CYP require to successfully navigate the social environment
of school (Rae, 2012). Various models of EL are described
in the literature, with Goleman’s (1996) and Faupel's (2003)
frameworks - both of which describe five components

of the personal and social domains comprising the sum

of social, emotional, and behavioural competencies -
emerging as major models informing the EL development
programmes comprising school-based provision in the UK
(Alemdar and Amilan, 2020). The terms EL and SEL are
often used interchangeably in both literature and practice,
reflecting significant conceptual overlap. (lbid.)

More recently, an updated SEL framework has been
developed through consultation with leading academics,
clinical, and practitioner experts in the field of human
development (Royal Foundation Centre for Early Childhood,
2025). The framework offers a comprehensive description
of SEL which is defined as two sets of closely related
competencies that shape an individual and determine

how they manage their emotions and thoughts, how they
communicate and relate to others, and how they explore
the world around them (lbid.).

There is an extensive body of research evidence
associating SEL skills development in childhood with
improved school readiness and academic attainment
(Domitrovich et al, 2017; OECD, 2015). For example,
emotional self-regulation - described as the ability to
successfully regulate one’s emotions, thoughts and
behaviours in different situations (Education Endowment
Foundation, 2021) - is a core social-emotional skill

that is positively associated with teacher reports of
children’s academic success (Graziano et al, 2007).

®e
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Self-regulation, along with other social-emotional
competencies, including self-awareness and social
skills, developed in childhood are predictors of a range
of adult outcomes such as life satisfaction, wellbeing,
job success and physical health (Goodman et al, 2015).

SEL instruction is carried out most
effectively in nurturing, safe environments,
characterised by positive and caring
relationships among pupils and trusted
adults in the school environment.

(CASEL, 2020)

A whole-school approach

Published research used to inform world policymakers
on matters of economic and social policy (OECD, 2015)
suggests that schools provide a unique setting wherein
CYP can learn the cognitive, social, and emotional skills
critical for them to develop positively and be successful
in life. Studies emerging from the health sector concur
that schools have the opportunity to positively influence
the quality of life and physical, mental, and social
wellbeing of CYP; and that when schools promote
CYPs wellbeing alongside the teaching and learning

of the educational curriculum, they not only improve
their academic achievements but also help to foster
their health and reduce the prevalence of measurable
unhealthy outcomes (Pulimeno, 2020; Kilgour, 2015;
World Health Organization, 2008)

Based on the available evidence, a range of government
departments have identified a whole school or ‘universal’
approach as an important tool for promoting good
mental health in CYP (Department of Health, 2017).
Whole school or universal approaches that prioritise

and embed relational and restorative principles and
practices are identified as among the most effective
means of protecting and promoting the mental health
and wellbeing of pupils (Public Health England, 2021).

Figure 4 - Eight principles to promoting a whole school approach to mental health
and wellbeing, Public Health England and the Department for Education, 2021

An effective whole-school approach integrates

positive mental health across all aspects of school

life - including leadership, staff-pupil relationships,

and the curriculum (Anna Freud National Centre for
Children and Families, 2025). In addition, a whole
school approach includes a targeted element whereby
schools identify pupils with emerging mental health
needs, provide early intervention and support, and refer
for more specialist help where necessary (House of
Commons Health and Social Care Committee, 2021).

Identification and assessment
of need

The prevalence of CYP with SEMHD who require additional
support underscores the need for greater awareness
among educators and highlights the importance of

early identification and intervention as a preventative
measure to address challenges before they escalate

and become more complex (Martin-Denham, 2021).

Although a substantive and growing body of research
indicates that CYP can learn to develop social and
emotional competencies in an educational context,
schools report having limited resources to address
the range of needs amidst the time constraints,
competing demands, and the intense pressures to
enhance academic performance they are experiencing
(Education Endowment Foundation, 2021).

An ethos and Curriculum teaching
environment that and learning to
promotes respect promote resilience

and values diversity and support social
and emotional
learning
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appropriate management to influence
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It can therefore be argued that in addition to a whole school
approach, there is a significant need for targeted SEMH
interventions in schools as a proactive and preventative
measure for supporting pupils with emerging mental

health needs and those that may require additional
targeted support to alleviate impact on long-term

mental health and emotional development (Public

Health England and Department for Education, 2021).

CYP who have experienced adverse risk factors, those
who have specific social and emotional learning needs,
and those who may be struggling to feel included
within the school culture would significantly benefit
from targeted support in school (Department for
Health and Department for Education, 2017).

Class teachers occupy a uniquely judicious position to
observe and respond to their CYPs SEMH needs, and

when they and other school staff are equipped with the
knowledge and skills to identify these needs, they can
proactively prevent escalation and create an inclusive,
supportive learning environment where children feel safe to
explore and learn (Mainstone-Cotton, 2021; Weare, 2015).

Schools are considered ideal
settings to identify SEMHD and
educational professionals can play
a pivotal role in this respect.
(Jaspers-van der Maten, 2024)

The implementation of intervention programmes and/
or teaching strategies that support children’'s SEMH in
schools can be influenced by teachers’ attitudes about
the benefits such programmes offer (Kallitsoglou, 2023).
Therefore, it is essential that, for these programmes

to be deemed effective, the relevance and value of

the intervention must be recognised by the teachers

of the children taking part in the programme.

Teachers are well placed to both identify concerns and to
determine changes in behaviour, attainment and attendance
following intervention.

To do this effectively, they are advised to make use of a
reliable, standardised instrument of assessment to pinpoint
the nature and scope of the difficulties (Weare, 2015).
Although the measurement of the development of social
and emotional competencies can be challenging, innovation
in psychosocial assessment suggests that the validity

and reliability of several instruments already employed in
a school context can be used to measure relevant social
and emotional skills within a culture (OECD, 2015).

Evidence-based approaches

Research evidence demonstrates that policymakers,
schools and families each play a pivotal role in promoting
and facilitating CYPs social and emotional skills
development by improving learning environments -
through teaching practices, parenting and intervention
programmes - to enhance these skills (Weare, 2015).

For positive effects to be achieved, implementation

quality and fidelity are identified as key factors in the
effectiveness of SEL interventions (Barry et al, 2017). In
recognition of the evidence supporting the development
of SEL, schools are encouraged to prioritise and effectively
implement evidence-based SEL approaches that are
scientifically evaluated, grounded in research and based
on principles of child development, and that produce
multiple benefits for their pupils (CASEL, 2025).

The terms ‘evidence-informed’ or ‘evidence-based’
practices commonly refer to teaching approaches,
intervention programmes and resources used in educational
settings that are supported by methodologically rigorous
scientific studies demonstrating their effectiveness

in improving pupil outcomes (Kallitsoglou, 2020).

Data from a meta-analysis reviewing evidence from
school-based SEL interventions found that the most
effective programmes were those that provided sequenced
activities that led - in a coordinated and connected way

- to the development of SEL skills; and programmes

that promoted active forms of learning that focussed

on developing one or more skills, but were also explicit
about targeting specific skills (Durlak et al., 2011).

Other key characteristics of effective SEL interventions
identified in a subsequent evidence review include
programmes with; a strong theoretical foundation with
well-designed goals; that use a coordinated and sequenced
approach to achieving their objectives; that are explicit
about teaching skills that enhance SEL competencies; use
empowering approaches including interactive teaching
methods; that start early with the youngest and continue
through the school year groups (Barry et al.,, 2017).
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The Hamish & Milo Programme

Hamish & Milo is a comprehensive SEL and SEMH support programme for
primary-aged children to develop pupils’ SEL skills and improve wellbeing.

The Hamish & Milo Programme has been designed to provide an explicit framework that provides pastoral
staff in schools with a range of resources to support pupils’ social and emotional wellbeing through the
development of SEL competencies, and to enhance the non-statutory personal, social, health, and economic
education (PSHE) curriculum (Department for Education, 2021) currently taught in all schools in England.

Figure 5 - Mental Health Provision ‘Tiers of Need’

Adapted from the NHS Mental Health Tier 4
Provision Tiers of Need Model .
showing the positioning of the |n'pat|ent
Hamish & Milo Programme
within Tier 2 ‘Early help

and targeted services’

Tier 3
Specialist CAMHS

. Y \ ELSA, CAMHS, MHSTs,

Tier 2 \ )
Early help and targeted services Counsellors, Drawing and
Talking and Nurture Groups

Universal Services, Schools,
Curriculum - PSHE, Health
Visitors and School Nurses

Tier 1

Early intervention and prevention

The Hamish & Milo Programme provides early mental health support The Hamish & Milo Programme consists of
and targeted intervention services at Tier 2 of the NHS provision ten emotion-themed units focussing on the
model and is facilitated and delivered by educational practitioners concepts of friendship, resilience, anxiety,
(referred to as Hamish & Milo ‘Champions’) based in schools - diversity/inclusion, angry feelings, transition/
usually pastoral or mental health support members of staff. change, conflict, loss, sadness and self-esteem.
A key element of this approach is the quality of the relationship Through the approach and activities,
between the adult group facilitator (Hamish & Milo Champion) and the programme provides opportunities

the CYP to ensure they experience a sense of emotional safety for SEL skills development and

and belonging. Support is provided individually or most often, psychoeducation, and for children to

in a co-regulated small-group structure, with the aim being to gain an understanding of and share their
address key areas of each child’s emotional development needs. emotional experiences through discussion.

Figure 6 - The ten emotion theme units of the Hamish & Milo Programme

Gt

Actions, words and me Celebrating me N = n Memories and me
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During weekly sessions carried out over a school
term, the Hamish & Milo Champion facilitates a pre-
planned and detailed session plan allowing pupils to
participate in creative activities, group discussions,
and reflections about their experiences, feelings, and
situations, that may be significant in their lives.

Each Hamish & Milo emotion theme focuses on the
development of the five SEL skills (self-awareness;
self-regulation; motivation; empathy; and social
skills) that have been linked to a range of positive
outcomes and constitute emotional intelligence
(CASEL, 2025; Goodman, 2015; Goleman, 1996).

The content of the Hamish & Milo Programme is
informed by a wide range of theoretical contexts,
models, and research evidence all of which place the
significance of relationships at the core of optimal human
development, including the Emotional Intelligence
Model (Goleman, 1996); and Emotional Literacy

Model (Faupel, 2003). Attachment Theory (Bowlby,
1978); (Ainsworth, et al., 1978); Emotional Regulation
Theory (Schore, 2015); Psychosocial Development
Theory (Erikson, 1980); Maslow’s Theory of Motivation
(Maslow, 1943); Adaptive Brain Theory (Steffen,
Hedges & Matheson, 2022); Social Brain Hypothesis
(Dunbar, 2009); (Adolphs, 2009); Adverse Childhood
Experiences Model (Felitti et al., 1998); Positive
Childhood Experiences Model (Bethell et al., 2019); and
Group Development Theory (Tuckman & Jensen, 1977).

Theoretical foundations of the
Hamish & Milo Programme

A large and growing body of literature emphasises
that nurturing, reliable and responsive relationships
are fundamental to optimal child development

and wellbeing (National Scientific Council on the
Developing Child, 2004). It is within an ‘environment’
of nurturing and trusted relationships, that CYP
learn how to think, understand, communicate,
express emotions, and develop social skills (National
Scientific Council on the Developing Child, 2020).

At the core of the Hamish & Milo Programme is the
understanding that nurturing relationships are crucial for
CYP to develop healthy brain and body functioning which
in turn, lays the foundation for later outcomes such as
physical and mental wellbeing, academic performance,
and interpersonal skills. The framework for the Hamish &
Milo Programme has been designed within the context of
the theoretical landscape of Relational-Cultural Theory
(Miller, 1986), which acknowledges the inherently social
nature of human beings that drives an individual to grow
through and toward connection throughout the lifespan.

These connections or ‘growth-fostering’ relationships
(Miller, 1986), built on mutual empathy and mutual
empowerment, allow CYP to feel safe and comforted
and have a sense of belonging which supports their
wellbeing, self-worth; awareness of self and others,
and creates an inclination for continued connection
(Jordan, 2017; Jordan and Hartling, 2008).

The relational foundation of the Hamish & Milo Programme
acknowledges and actively promotes PCEs (Bethell,
2019), acknowledging them as essential, interrelated
experiences of connectedness in the social contexts of
CYP that promote a sense of attachment, belonging,
personal value, and positive regard. The available evidence
suggests that CYP with positive childhood mental health
are better equipped to form strong peer relationships

and enjoy their school experience to a greater extent

than children with poor mental health (La Charite et al.,
2023). Additionally, the Hamish & Milo Programme is
designed to generate and promote positive experiences
that engage CYP with the wider relationships in their
environments - relationships with adults in school; their
friends; their parents, caregivers and families; and their
relationships with members of their wider communities.

Through the facilitation of opportunities for PCEs at school,
whilst simultaneously providing learning opportunities

for the development of five core SEL competencies -
self-awareness; self-regulation; motivation; empathy;

and social skills (Faupel, 2003; CASEL, 2020) - the

Hamish & Milo Programme aims to ease emotional
distress, prevent vulnerability to negative outcomes,

and to promote positive mental health and wellbeing.
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The Hamish & Milo Programme emotion themes support the development of
social and emotional competencies, recognising that CYP acquire and advance
these skills sequentially, through social connection, and in accordance with
recognised stages of human psychosocial development (Erikson, 1980).

The developmental pathway for social and emotional literacy (SEL) emotional literacy (EL) according to the Hamish
& Milo Programme is detailed in the figure below which demonstrates the sequence of competency development
with the corresponding Hamish & Milo emotion theme programme and resource linked to each skill.

Self- Establishing

emotional Co- | Self- - Self- : - : i R
. : : . ¢ Motivat M E th Social skill
regu'-ated safety regulation . awareness . | regulation otivation mpathy : octat skitts
Adult Connection
Attachment £ Amazing me 1 Calm me : | Resilient me : | Memories : | Actions words
. . : 8 g _— : | and me : | and me
Supervision Relationship All ten themes : | Celebrating me | Exploding me New beginnings

; My friends

: | and me 4
: | and me

Finding me

@Hamish & Milo : All ten themes Sock puppets
WELLBEING RESOURCES g

Figure 7 - The Hamish & Milo Emotional Literacy Pathway adapted from Faupel (2003); Goleman (1996); and Erikson (1980) and corresponding Hamish &
Milo Programme Emotion Themes.

The Hamish & Milo Champions play a crucial role The Hamish & Milo Programme also acknowledges the
in supporting the pupils in their care by providing importance of co-regulation - enabled through trusted

a consistent, safe, and supportive environment adult-child relationships - in establishing biological
where social and emotional skills are modelled, and emotional safety as a key factor in supporting
facilitated, and fostered through trusted relationships children to develop their emotional vocabulary in

(Early Intervention Foundation, 2015). navigating their emotional experiences (Schore, 2015).
The Hamish & Milo Programme acknowledges the Consistent experiences of co-regulation
necessity for Hamish & Milo Champions to be self-aware, empower children to deveLop increasingty

self-regulated, attuned and empathic in developing

complex SEL skills, learning to identify

trusted relationships with the children in their care. . . .
emotions, connect emotions to experiences,

The Hamish & Milo Programme acknowledges the and respond adaptively to their emotional
emotional labour of pastoral support staff in schools experiences, alongside the growth of
and offers professional supervision opportunities their Cognitive and Language skills.

for Hamish & Milo Champions through facilitated,
collaborative peer supervision sessions to ensure that

(Payley & Hajal, 2022)

their own wellbeing and mental health are protected
and nurtured (Middleton et al., 2020). Peer supervision
facilitates a community of practice (Wenger, 1998)
that serves as a source of collective support and

provides an environment wherein skills and learning
through collaborative interaction can be developed.
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The Hamish & Milo University of Bath
Evaluation Project

The Hamish & Milo Programme was introduced in response to the increased numbers of
CYP whose SEMH needs are adversely affecting their wellbeing and school engagement,
and as a result, may be experiencing significant disruption to their educational experiences.

A substantive body of research evidence indicates that children can learn to develop social and emotional competencies and
that engagement with skills-based programmes in schools can positively impact their social, emotional, behavioural, and
academic development (Durlak, 2011; Weare, 2015). In collaboration with the University of Bath’s Department of Psychology,
the Hamish & Milo University of Bath Evaluation Project (HMUoBEP) was developed with the objectives of:

© Understanding the development of social and emotional competencies for wellbeing amongst partnership
schools from across the UK by the implementation of the Hamish & Milo Wellbeing Programmes.

@ Exploring the intended outcomes of the programme to gain an understanding of its
contribution in enhancing schools’ capacity to support pupils’ SEMH outcomes.

Theory of change is a systematic methodology that draws on causal analysis based on available evidence which is used to
evaluate a programme or intervention that is expected to lead to change (Funnell, 2011). The progression of undertakings and
expected outcomes taking place over the course of the HMUoBEP are presented in the theory of change framework below.

Figure 8 - Theory of change showing guiding outcomes for evaluation of the HMUoBEP
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experiences - by e School support . p . e Child Voice Questionnaire
f intervention Medium-term (Phase 1) cvQ)
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<chool engagement - working in schools assessment using outcomes emerging from pre- and . Lo
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requiring early delivering SEMH Emerging Evidence Report
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e Online support
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Overview of the project

The Hamish & Milo University of Bath Evaluation Project (HMUoBEP) was implemented
between September 2022 and September 2024 and consisted of two phases:
© Phase 1 - Evaluate the effectiveness of the Hamish & Milo Programme using a range of measures.

© Phase 2 - Compare outcomes of pupils participating in the Hamish & Milo Programme
against standardised UK norms, and explore the perceptions of school staff engaged with
the Hamish & Milo Programme to answer the following research questions:

© Does the Hamish & Milo Programme work effectively?
© Who benefits from the Hamish & Milo Programme?
© Under which circumstances does the Hamish & Milo Programme work best?

@ Why is the Hamish & Milo Programme effective?

Phase 1 (September 2022 - October 2023)

The initial phase involved 603 children and 250 educational practitioners from over 90 schools across England with the
research objective being to evaluate the effectiveness of the Hamish & Milo Programme. Each participating school had
purchased the full Hamish & Milo Programme, committed to assessing children with SEMHD and allowing children to
complete ten sessions of a Hamish & Milo emotional theme programme (see the full list of the Hamish & Milo emotion themes
and their corresponding SEL areas of focus below), selected by each school, according to each pupil’s indicated area of need.

Hamish & Milo Programme emotion theme SEL focus area
Actions, words and me - Helping children with conflict resolution Conflict resolution
?’53 Celebrating me - Helping children with difference, diversity and inclusion Diversity and inclusion
Resilient me - Helping children with resilience Resilience
Calm me - Helping children with anxiety Anxiety
a_; Finding me - Helping children with sadness Sadness
New beginnings and me - Helping children with change and transition Change and transition
Memories and me - Helping children with loss, bereavement and grief Loss, bereavement and grief
Amazing me - Helping children with their self-esteem and self-worth Self-esteem
My friends and me - Helping children with friendships Friendship
Exploding me - Helping children with strong and angry feelings Anger
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School leaders attended a short online briefing session
(Hamish & Milo Discovery Training) which set out the
objectives of the project and provided an overview of the
expected activities and outcomes. Thereafter, pastoral
practitioners, the Hamish & Milo Champions, selected

by schools to facilitate the programme(s), attended a
comprehensive online training session (Hamish & Milo
Explorer Training) which introduced the programme and
provided practical assistance in launching the programmes
in their schools. Additionally, Hamish & Milo Champions
across school settings were grouped, according to similar
geographical locations, into cohorts which met twice a
term for online collaborative peer supervision sessions
facilitated by a Hamish & Milo Lead Consultant.

Pre- and post-intervention data for each participating
child was collected using three prescribed impact
measurement tools for impact evaluation:

@ Strengths and Difficulties Questionnaire (SDQ) -
an evidence-based, standardised clinical measure,
widely used by clinical professionals in clinical
work, educational settings, local authorities, and
research. When completed by a class teacher or
pastoral support practitioner, the SDQ can indicate
areas requiring support in five subscales: emotional
symptoms, conduct problems, hyperactivity -
inattention, peer problems and prosocial behaviour,
and measure changes in behaviours, emotions,

and relationships in children and young people.

© Hamish & Milo Child’s Voice Questionnaire (CVQ)
- a self-evaluation questionnaire that captures
the child’s thoughts, feelings, and opinions from
their perspective. The child-friendly format of the
assessment empowers pupils to identify their own
areas for development, reflect on their experience of
the programme, and measure their own progress.

© Hamish & Milo Child Wellbeing Profile (CWP) - an
observational assessment tool, designed to identify
areas of strength and areas of development for social
and emotional learning (SEL) competencies for each
of the ten Hamish & Milo emotion theme programmes.
The CWP is a quick and comprehensive checklist
that is completed by a class teacher or pastoral
support practitioner to measure changes in SEL.

Participating schools transferred pre- and post-intervention
data collected from the measurement tools directly to

the Hamish & Milo Navigator digital platform, which

also enabled them to track children’s progress through
changes; observe emerging patterns; and gather vital
insight to support their SEMH intervention strategies.

Hamish & Milo Navigator digital platform
See more in Appendix D
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Preliminary results for the initial stage of the project, published in October
2023 indicated that the emerging data showed statistically significant
differences in observations about the emotional and behavioural presentation
of children, pre- and post-intervention across all impact measures:

© Strengths & Difficulties Questionnaire (SDQ) - Overall improvement for children across all subscales (Figure 9)
© Child’s Voice Questionnaires (CVQ) - Improvement across all measures (Figure 10)

© Child Wellbeing Profiles (CWP) - Improvement on all behaviour and protective factors scales (Pages 28-32)
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Participants

Pupil's situation
(N=603)

40
85!
30
25
20
15
10

5]

0

@ LAC (Looked after child)

@ SEND (special educational needs or disability)
@ FSM (free school meals)

@ EHCP (Education & Health Care Plan)

@ SW (Social worker involvement)

Outcomes

Figure 9 - Summary of SDQs outcomes for Phase 1
(N=478)
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Figure 10 - Summary of CVQs for Phase 1
(N=478)
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t(477) = 13.6, p < 0.001, d = 62
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Actions, words and me
Helping children with conflict resolution

Actions, words and me Actions, words and me
Behaviour Protective Factors
(N=35)
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t(34) =4.5,p<0.001,d =0.76 t(38) =5.5,p <0.001,d =0.89

Celebrating me
Helping children with difference, diversity and inclusion

Celebrating me Celebrating me
Behaviour Protective Factors
(N=9)
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Improved Same Decrease Improved Same Decrease

t(68) = 5.4,p <0.001,d = 0.65 t(68) =7.4,p <0.001,d =0.89
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Resilient me

Helping children with resilience

Resilient me
Behaviour

(N=77)
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t(76) =8.1,p<0.001,d = 0.92

Calm me

Helping children with anxiety
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t(68) = 5.4,p < 0.001,d = 0.65
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t(59) = 6.6, p < 0.001,d = 0.85

Calm me
Protective Factors

100 [

60

40

7.2 10.1
Improved Same Decrease

t(68) =7.4,p <0.001,d =0.89



https://hamishandmilo.org/
http://hamishandmilo.org
http://hamishandmilo.org

Finding me
Helping children with sadness

Finding me Finding me
Behaviour Protective Factors
(N=17)
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t(16) =4.5,p <0.001,d =1.08 t(14) = 3.5, p=0.004,d = 0.89

ﬂ New beginnings and me
: Helping children with change and transition

New beginnings and me New beginnings and me
Behaviour Protective Factors
(N=45)
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t(44) = 10.6, p < 0.001, d = 0.92 t(34) = 4.8, p < 0.001, d = 0.85
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Memories and me

Helping children with loss,

Memories and me
Behaviour
(N=13)
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t(11)=3.1,p=0.01,d =0.90

Amazing me

bereavement and grief

Memories and me
Protective Factors

Improved Same Decrease

t(12) =3.0,p=0.01,d = 0.84

Helping children with their self-esteem and self-worth

Amazing me
Behaviour

(N=123)
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t(122) = 14.4, p <0.001,d = 1.3
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My friends and me
Helping children with friendships

My friends and me
Behaviour
(N=94)
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Improved Same Decrease

t(93) = 10.6, p < 0.001,d = 1.1

Exploding me

Exploding me
Behaviour

(N=52)
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t(51) = 6.4, p < 0.001, d = 0.89

My friends and me
Protective Factors

Improved Same Decrease

t(89) =6.9,p <0.001,d=0.73

Helping children with strong and angry feelings

Exploding me
Protective Factors

Improved Same Decrease

t(48) = 6.8, p < 0.001, d = 0.96

The full range of Phase 1 impact outcomes can be found in the Emerging Evidence Report which can be accessed at:
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Phase 2 (November 2023 - September 2024)

The research objective of Phase 2 of the HMUoBEP was twofold, compare outcomes
of pupils participating in the Hamish & Milo Programme against standardised UK
norms and explore the experiences and perceptions of school staff.

The second phase objective in the first instance, was to differentiate the outcomes of pupils participating in the Hamish

& Milo Programme against standardised UK norms to assess its effectiveness. The second research objective was

exploratory and aimed to consider and analyse the experiences and perceptions of school staff engaged with the

Hamish & Milo Programme and to answer the following research questions:

Does the Hamish & Milo Programme work effectively?

Who benefits from the Hamish & Milo Programme?

Under which circumstances does the Hamish & Milo Programme work best?

Why is the Hamish & Milo Programme effective?

To achieve these objectives, a quasi-experimental
mixed methods research design was adopted and
implemented in two distinct phases of quantitative
and qualitative data collection and analysis:

Quantitative data using pre- and post-SDQ scores was
collected using a probability sample of 1064 pupils
drawn from schools engaged with the project located
across the UK. The dataset was analysed for outcomes
across the full SDQ measures, including its five subscales
measures: total difficulties; emotional problems; conduct
problems; hyperactivity; peer problems; and prosocial
competencies. Results were then compared against the
UK SDQ norm tables to provide a ‘normal borderline’
and ‘abnormal range’ to demonstrate how pupils who
participated in the Hamish & Milo Programme compared
or contrasted to UK norms of SDQ outcomes.

Additionally, qualitative data was collected using a
purposive sample of 12 school staff from 10 primary
schools located across England who were engaged with
the Hamish & Milo Programme, with participants attending
semi-structured interviews and providing questionnaire
responses. Analysis of this data set aimed to identify and
examine common themes from participant’s experiences,
accounts, and views of the Hamish & Milo Programme.

To derive qualitative findings that could complement
and enhance insights from the quantitative data analysis
a recursive six-step thematic analysis was conducted

to observe and recognise patterns of meaning across
both qualitative data sets to attempt to understand

the interrelating factors which contributed to the
effectiveness of the Hamish & Milo Programme.
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Research approach of Phase 2 of the study

Mixed methods research, employing both quantitative and qualitative data collection
methods and analysis, can provide a more comprehensive and complete understanding of
the multifaceted phenomenon and is predominantly employed to evaluate interventions

and policies (Guetterman et al., 2020).

Advantages of mixed methods research include its
provision of ‘a more complete picture of the phenomenon
under study than would be yielded by a single approach’
(Denscombe, 2014 p.14); and its capability to increase the

accuracy and reliability of data through triangulation, whilst

also reducing bias in the research (Denscombe, 2014).

In two-phased mixed method research
designs, strands of data collection and
analysis are conducted separately from
each other and the combination of
quantitative and qualitative data occurs
at the conclusion during interpretation
stage so that the results of the qualitative
data analysis build upon and inform

the qualitative data analysis.

(Howitt & Cramer, 2008)

For the purposes of Phase 2 of this study, a quasi-
experimental mixed-method research design (Teddlie,
2009) was adopted and implemented in two distinct
phases of data collection and analysis to: 1) ascertain
whether the Hamish & Milo Programme is effective by
collecting and analysing the results of teacher-reported
pre- and post-intervention SDQs; and 2) identify and
examine common themes from participant’s experiences,
accounts, and views of the Hamish & Milo Programme
to derive qualitative findings that could complement and
enhance insights from the quantitative data analysis.

Thematic Analysis (TA) offers a structured and flexible
means of extracting and analysing themes arising

from a diverse set of data in mixed methods research
and furthermore presents a theoretically flexible
approach to interpreting complex data sets, allowing
researchers to uncover rich and nuances insights into the
phenomena being investigated (Braun & Clarke, 2022).

Using Braun & Clarke’s (2022) six-step approach to TA,
a predominantly inductive TA approach was adopted
for the purposes of this study wherein the perceptions
and meanings of participants were emphasised through
the use of open coding, yet a degree of deductive
analysis was also employed to ensure that the codes
generated contributed to producing themes that were
meaningful to the research questions (Byrne, 2021).

A workflow of the data collection and analysis procedures

employed are visually represented in Figure 11.
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Figure 11 - Workflow of the quasi-experimental mixed methods data collection and analysis procedure for Phase 1 and Phase 2 of the HMUoBEP
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4.Why is the Hamish & Milo
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Research question
Who benefits from the
Hamish & Milo Programme?

HMUOBEP research objectives

e To understand the development of social and emotional competencies for
wellbeing amongst partnership schools from across the UK by the
implementation of the Hamish & Milo Wellbeing Programme.

e To explore the intended outcomes of the programme, to gain an understanding of
its contribution in enhancing schools' capacity to support pupils' SEMH outcomes.
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Data collection

Measures

The 25-item Strengths and Difficulties Questionnaire
(SDQ) (Goodman, 1997) is a reliable and valid
screening instrument, designed to assess behaviours,
emotions and relationships in CYP, that has been
widely used in both research and practice (Stone,
2010). The SDQ is designed for researchers, clinicians,
educators and parents to complete and measure five
subscales: conduct problems; emotional symptoms;
hyperactivity; peer problems; and prosocial behaviour.

Additionally, a Total Difficulties score can be generated by
summing the scores of all scales except for the prosocial
scale (Goodman, 1997). The SDQ fits the current paradigm
in the assessment of psychosocial problems, wherein

the measure includes competencies or strengths in
addition to the assessment of problems (Rhee, 2001).

The SDQ is a commonly used measure which has
been cited in both international and UK studies and
there is evidence that the SDQ is reliable in detecting
changes after participation in short interventions (Early
Intervention Foundation, 2020). A systematic review
concluded that the psychometric properties of the
SDQ are robust, particularly for the teacher version,
and implied that the use of the SDQ as a screening
instrument should be continued (Stone, 2010).

Teachers rate the 25 items on a three-point Likert scale
ranging (0O = Not true, 1 = Somewhat true, 2 = Certainly
true). More significant emotional and behavioural difficulties
are indicated by higher scores on the SDQ subscales,
except for the prosocial subscale where higher scores
indicate greater prosocial behaviour. Scores on the

SDQ can be compared to norms to indicate the relative
severity of symptoms and classify scores within the
‘normal;, ‘borderline’ or ‘abnormal’ range; the SDQ is not
intended to diagnose but rather to screen for behaviours
that could indicate clinical levels of symptoms in the
present or risk for the future (Goodman A., 2010).

Semi-structured interview scripts (Appendix A) designed
to capture experiences, perceptions and understanding
were developed for Hamish & Milo Champions and senior
leader interviews. This method of data collection afforded
the researchers the utility of predetermined, yet flexible
open-ended questions to explore and clarify points arising
spontaneously from respondents during the interviews
(Moser & Kalton, 1977). Additionally, anonymous,
semi-structured and self-administered questionnaires
(Appendix B) consisting of open-ended questions were
designed and distributed to allow participants to write a
free and unrestricted account of their responses, thereby
generating valid, reliable and ‘rich data’ (Cohen et al.,
2018, p.476) for further analysis. Data emerging from

this additional source were utilised to triangulate data
emerging from interviews, thereby allowing the researchers
to cross-check findings and enhance the credibility and
validity of the results obtained (Cresswell, 2017).

Participants

A probability sample comprising 1064 primary
school pupils (52% males, N=553; 48% females,
N=511) was drawn from the 71 schools
participating in Phase 2 of the HMUoBEP.

The sample was comprised of randomly selected
pupils who attended ten sessions of one of the Hamish
& Milo emotion themes and who had complete SDQ
measures for pre- and post-delivery of the programme.

Pupils ranged in age from 4 to 11 years. Further details
of pupil’'s ages and situations appear on page 39.

Hamish & Milo Champions and school leaders from
schools participating in the HMUoBEP were invited
to participate in Phase 2 of the study by means of a
research recruitment flyer emailed to each setting.

A purposive sample approach was chosen to
achieve representativeness, to enable comparisons
to be made, and to explore unique and collective
issues through the gradual accumulation of data
from different sources (Teddlie & Yu, 2007).
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Figure 12 - Pupil’'s ages

Pupil's ages

@ 4-5yrs (Reception)
@ 5-6yrs (Year 1)

@ 6-7yrs (Year 2)

@ 7-8yrs (Year 3)

@ 8-9yrs (Year 4)

@ 9-10yrs (Year 5)
@ 10-11yrs (Year 6)

A purposive sample of 12 participants, representing 10 schools from
across England volunteered to attend virtual semi-structured interviews

and to submit written responses to questionnaires sent by email.

The primary inclusion criteria for participants
prescribed that they had facilitated, whether
individually or in a group, at least one of the

Hamish & Milo emotion theme programmes.

School leaders who provided oversight of the purchasing, resourcing of
staff, and assessment of the programme were also invited to attend the
virtual semi-structured interviews alongside the Champion.

A range of primary school settings, including mainstream primary

and specialist provision were represented by participants from across
England holding a variety of professional pastoral care roles. In total,
10 Champions and 3 school leaders (N=12) were interviewed, and 6
Champions (N=6) completed questionnaires which were returned to
the researchers by email. A summary of the participants, including
characteristics of their pupil populations appears in Table 1 on page 40.
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Figure 13 - Pupil’s ages

Pupil's situation (N=1064)

35
30
25
20
15

10

@ LAC (Looked after child)

@ SEND (Special educational needs or disability)
@ FSM (Free school meals)

@ EHCP (Education & Health Care Plan)

@ SW (Social worker involvement)



https://hamishandmilo.org/
http://hamishandmilo.org
http://hamishandmilo.org

Table 1 - Semi-structured interview participants (N=12) with school pupil setting characteristics

Participant role

N=1

SENCO; DSL; SMHL;
Pastoral; EAL Lead
(Non-class based)

N=1

Assistant SENDCo;
Wellbeing Lead

N=1

Family Link Worker’
Pastoral Support Lead

N=1
Teaching Assistant

N=1

Family Link Worker’
Pastoral Support Worker

N=2

Family Link Worker;
Pastoral Support;
Deputy DSL

N=2

Headteacher; ELSA;
Pastoral Support

N=1
Pastoral Support Worker

N=1
ELSA

N=1
School Counsellor; ELSA

Setting type

Primary School
Nursery - Year 6
Ages 2-11

Junior School
Year 3 - Year 6
Ages7-11

Primary School
Nursery - Year 6
Ages 2-11

Primary School
Nursery - Year 6
Ages 3-11

Junior School
Year3 - Year 6
Ages 7 - 11

Primary School
Nursery - Year 6
Ages 3-11

Primary School
Year R - Year 6
Ages 4 - 11

Primary School
Year R - Year 6
Ages 4 -11

Primary School
Year 3 - Year 6
Ages7-11

Primary School
Nursery - Year 6
Ages 3-11

Region

Northumberland
North-East England

Essex
East England

Bristol
South-West England

Birmingham

West Midlands,
England

Bristol
South-West England

Bristol
South-West England

Southampton
South-East England

Medway
South-East England

Southampton
South-East England

Redbridge
Greater London

hamishandmilo.org

No. of
pupils

448

266

427

457

240

157

646

389

355

855

School pupil
population

SEND 29%;
EHCP 7%;
PP 38%
FSM 38%;
LCDR 28%

SEND 29%;
EHCP 5%;
PP 14%

FSM 149%;
LCDR 21%

SEND 149%;
EHCP 1%;
PP 16%
FSM 16%;
LCDR 15%

SEND 8%;
EHCP 6%;
PP 47%

FSM 539%;
LCDR 38%

SEND 17%;
EHCP 0.4%;
PP 22%;
FSM 219%;
LCDR 22%

SEND 2%;
EHCP 0.6%;
PP 47%
FSM 47%;
LCDR 15%

SEND 27%;
EHCP 4%;
PP 35%
FSM 349%;
LCDR 25%

SEND 8%;
EHCP 6%;
PP 42%

FSM 42%;
LCDR 31%

SEND 49%;
EHCP 3%;
PP 34%
FSM 329%;
LCDR 36%;
EAL 30%

SEND 9%; EHCP
2%; PP 16%;FSM
18%; LCDR 32%;
EAL 69%

Pupils engaged in

Hamish & Milo Programmes

62 Pupils; 16 Groups
(14% of total pupils)

43 Pupils; 8 Groups
(16% of total pupils)

43 Pupils; 9 Groups
(10% of total pupils)

65 Pupils; 12 Groups
(14% of total pupils)

83 Pupils; 16 Groups
(35% of total pupils)

45 Pupils; 19 Groups
(29% of total pupils)

190 Pupils; 38 Groups
(29% of total pupils)

70 Pupils; 17 Groups
(18% of total pupils)

233 Pupils; 47 Groups
(66% of total pupils)

24 Pupils; 7 Groups
(3% of total pupils)
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Procedures

Leaders of schools who had previously purchased
the full Hamish & Milo Programme were
invited to participate in the HMUoBEP.

School leaders who consented to participate in the
projects subsequently attended a short online briefing
session (Hamish & Milo Discovery Training), where they
received information regarding the project to share with
their pastoral and/or mental health teams. School leaders
designated one or more staff members to act as Hamish &
Milo Champions to assist with the project and to facilitate
the Hamish & Milo Programme within their schools.

Designated Hamish & Milo Champions attended a
90-minute comprehensive online training session

(Hamish & Milo Explorer Training) which explained the
objectives and expectations of the project; the theoretical
basis of the Hamish & Milo approach; safeguarding; the
implementation and method of delivery of the programme
for individual pupils and small groups of pupils; and

data collection and impact assessment methods.

Pupils were selected to participate in
the Hamish & Milo Programme based
on individual needs and according to the
referral processes already established
within each school for identifying pupils
requiring SEL or SEMHD support.

Parent/carer information leaflets and consent forms
were supplied to schools for distribution to the
pupils selected for participation. Following training,
the designated Hamish & Milo Champions delivered
ten sessions of a selected Hamish & Milo emotion
theme programme to pupils across a school term.

Programme delivery integrity was maintained
in a number of ways:

Hamish & Milo Champions referred to a detailed
manual and followed fully scripted and detailed
session plans, specific to the Hamish & Milo
emotion theme chosen for the intervention, to
guide them in the programme delivery.

Hamish & Milo Champions were given additional
training for data collection enabling them to anonymise
and input pre- and post-intervention data using a
secure online platform, Hamish & Milo Navigator.

Hamish & Milo Champions were invited to attend
twice-termly collaborative supervision sessions
facilitated by a qualified Hamish & Milo Consultant
to support the delivery of the programme.

For the purposes of this study, a within-subject
repeated measures design was adopted with SDQs,
Hamish & Milo Child Wellbeing Profiles and Child’s
Voice Questionnaires being completed in relation

to each pupil by class teachers or Hamish & Milo
Champions pre- and post-programme participation.

Primary data were collected by two researchers
through pre-arranged, online interviews with Hamish
& Milo Champions in virtual sessions utilising the
Zoom Workplace® digital platform. The interview
schedule consisted of eleven open-ended questions
(see Appendix A) allowing each participant the
opportunity to express their subjective perceptions
and understanding of aspects of their experiences
spontaneously and freely (Moser & Kalton, 1977).

Interviews were conducted between May and June 2024
with each session lasting approximately 60 minutes.
Consent was obtained from each participant for interviews
to be video recorded using Zoom Workplace® software.
Transcripts of interview recordings were subsequently
transcribed as Microsoft Word documents using
TurboScribe software. Video recordings and transcripts of

interviews were stored securely in digital format until data
analysis was completed, whereafter all files were deleted.
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Ethical considerations

The HMUoBEP was carried out in accordance with the
ethical guidelines set out by the British Educational
Research Association (BERA), (2024), and in adherence to
the principles as set out by the University of Bath in their
Code of Ethics and Practice (University of Bath, 2021).

Informed consent for pupil participation in the project
was gathered from school leaders, acting as gatekeepers
in the first instance, who assumed responsibility for the
collection of parent and pupil consent according to their
individual settings policies, procedures and practices.
Confidentiality and the protection of privacy of pupil
participant data was maintained by the code assigned
during all data submission at the school level, thereby
ensuring anonymisation through the removal of any
identifiable information pertaining to participants.

Voluntary interview participants were sent a brief
description outlining the purpose and objectives of
the study by email. Participants were notified of their
rights, including the right to withdraw from the study
at any time until the point of data reporting. Written
informed consent was obtained by participants

by email prior to the date of the interview.

Confidentiality was maintained by the
anonymisation of all participant data
and in compliance with the General
Data Protection Act 2018, all raw data
collected in the form of transcripts,
research notes, etc., were stored
securely for the duration of the study.

Analysis

Quantitative data analysis

Phase 2 of the HMUoBEP used data collected from primary
school pupils (N=1064) across pre- and post-intervention
data using the SDQ as the pupil outcome measure. Using
the full SDQ measure and for each of its five core subscales,
the mean difference in pre-post intervention scores was
calculated for the full sample (N=1064) and subsequently
compared with standardised SDQ UK norm scores using
paired sample t-tests based on n-1 degrees of freedom.

Effect sizes were calculated as Cohen’s d values, given
the equal size of the pre- and post-samples, and

were interpreted in line with Cohen’s (Cohen, 1960)
criteria: (i.e. small = 0.2, medium = 0.5, and a large
effect = 0.8). Effect sizes and confidence intervals
(95%) were calculated via online calculators using
the mean scores and standard deviations from the
pre-and post-intervention SDQ sample scores.

Qualitative data analysis

Utilising Braun & Clarke’s (2022) approach, a recursive
six-step process of thematic analysis (TA) was
undertaken to recognise and observe patterns strongly
linked to the data and to apprehend repeated patterns
of meaning across both qualitative data sets.

Following data familiarisation, the TA of the questionnaire
data was conducted using the ATLAS.ti qualitative
analysis software programme and through the adoption
of an in vivo coding approach, utilising the direct
language of the participants in the generation of open
codes which honoured their ‘voices’ and grounded

the analysis in their perspectives (Saldana, 2016).

Progressing from the first cycle through to the second cycle
of coding, initial themes were generated from thematic
patterns emerging from the data, and after a process of
refinement were recorded in the form of thematic maps to
bring meaning, structure and order to the data in alignment
with the research questions and objectives (Anfara,

2014). The processes of first and second-cycle coding
were repeated for the semi-structured interview data.
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Thereafter, simple summary tables were created to To minimise the risk of researcher bias and
array primary data and develop initial assertions to for the purpose of c[arifying the themes and
explore possible dimensions which might be found
N g . sub-themes, a second researcher checked
in the range of themes (Miles et al., 2014). . . . .

and assisted in refining the thematic map.

After comparing, combining, dividing and eliminating ) ) ) )
themes from each data set using a codelcharting Following the review process during which some
technique (Harding & Whitehead, 2013), a single

thematic map was produced. At this stage, validity

themes were split, combined and discarded, the final
themes and sub-themes were defined and named
according to the essence of what each represented

checks were conducted to review the coded data

extracts for each theme in consideration of the formation R L s fElationito

of a coherent pattern and to determine whether the R e Ll L 2022)
themes accurately reflected the meanings evident in

The workflow of the Braun & Clarke (2022) model of TA
the data set as a whole (Braun & Clarke, 2022).

utilised in this study is depicted in the figure below.

Figure 14 - Workflow of the Braun & Clarke (2022) model of Thematic Analysis of qualitative data sets

Research objectives and research questions

Questionnaires Semi-structured interviews

Generation of transcripts

e . Familiarisation with data
Familiarisation with data

. Generating initial codes

Generating initial codes i ive coehie]

Generation of initial themes . Generation of initial themes

Validity check e Code charting Validity check

e Code charting

Review themes

Defining and naming themes

Writing up Validity check
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Findings

Quantitative findings

Quantitative data analysis of a probability sample consisting of 1064 pupils was conducted
in Phase 2, comparing SDQ outcomes measures for pupils pre- and post-participation in

the Hamish & Milo Programme against UK child SDQ standardised norm tables, providing a
‘normal, ‘borderline’, and ‘abnormal’ differential range.

Generally, a negative pre-post change in the distribution of children scoring within the ‘abnormal’ and ‘borderline’ score

ranges represents a reduction in the behavioural/emotional difficulties scored in each subscale. This was the case across all six

scales and subscales, with a pre-post increase in the proportion of children scoring within the ‘normal’ range, supporting the

effectiveness of the programme.

Notably, the largest shift in distribution was within the Emotional Problems subscales, with a 24.7% pre-post reduction of

children scoring within the ‘abnormal’ range. However, increases were found for children in both the ‘borderline’ and ‘normal’

ranges, suggesting a more mixed response to the Hamish & Milo Programme in terms of children feeling more confident in

their emotional literacy skills.

Table 2 - SDQ subscale range scores pre- and post-completion of the Hamish & Milo Programme

SDQ subscale

Total Difficulties

Emotional Problems

Conduct Problems

Hyperactivity

Peer Problems

Prosocial

Note: SDQ = The Strengths and Difficulties Questionnaire; Number of students completing all measures (N) = 1064.

Pre-intervention
Post-intervention
Pre-post change (%)

Pre-intervention
Post-intervention
Pre-post change (%)

Pre-intervention
Post-intervention
Pre-post change (%)

Pre-intervention
Post-intervention
Pre-post change (%)
Pre-intervention
Post-intervention
Pre-post change (%)
Pre-intervention
Post-intervention
Pre-post change (%)

% of students within score range (Total=100)

Abnormal

Prosocial scale reverse-scored for consistency alongside other measures.

More information on Strengths and Difficulties Questionnaire (SDQ) from Youth in Mind youthinmind.com and sdgscore.org

48.9
259
-23.0

42.0
17.3
-24.7

29.2
210
-8.2

36.6
255
-11.1

239
12.9
-11.0

25.8
14.9
-10.9

Borderline

20.7
19.5
-1.2

12.9
15.2
23

10.8
8.6
-2.2

10.6
6.5
-4.1

13.7
10.5
-3.2

17.1
116
-5.5

hamishandmilo.org

Normal

30.5
54.6
24.1

45.1
67.5
22.4

60.0
70.5
10.5

52.8
68.0
15.2

62.4
76.6
14.2

57.1
735
16.4

16.4%

increase for

Prosocial SDQ
Subscale ‘Normal’

sample
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Paired sample t-testing (Table 3) also demonstrated pre-post improvements in all six SDQ measures completed by the full
purposive sample of pupils in comparison to UK national statistical norms for SDQ to determine how outcomes of pupils who
participated in the Hamish & Milo Programme compared or contrasted to standardised normative scores of children across
the UK. In addition to distribution data for the score ranges, increases in mean subscale scores represented by positive mean
differences indicate a pre-post intervention increase in students’ emotional and social wellbeing.

Positive mean differences were reported for all six measures, with the greatest difference
found for the full scale (N=1064, mean difference = 0.47, 95%CI [0.41, 0.54], p <.05).

Strong standardised effect sizes were also found for four of the five subscales (d > .08) (Cohen, 1960), with the strongest
effects found in the ‘Emotional Problems’ and ‘Hyperactivity’ subscales (d = 1.22 and 1.34 respectively). This was similarly true
for the full SDQ scale (d= 1.08), supporting the overall effectiveness of the Hamish & Milo Programme. However, the analysis
of scores for the prosocial subscale reported a small-moderate effect (0.3 < d <0.5), suggesting that the Hamish & Milo
Programme had a greater impact in supporting children’s emotional wellbeing than teaching prosocial behaviours. The positive
mean differences across all six measures were similarly statistically significant (p < 0.05).

Table 3 - Pre- and post-Hamish & Milo Programme intervention descriptive statistics (N=1064 completions) and paired sample t-test results with
(standardised) Cohen’s D - Effect Sizes

SDQ Subscale 95% ClI 95% ClI
Mean Standard Standard Lower Upper d Lower Upper
difference deviation error of mean

Total Difficulties 0.47 1.08 0.03 0.41 0.54 1.08* 0.37 0.50

Emotional Problems 0.47 1.22 0.04 0.40 0.54 1.22* 0.32 0.45

Conduct Problems 0.19 1.05 0.02 0.13 0.25 1.05* 0.12 0.24

Hyperactivity 0.26 1.23 0.04 0.19 0.34 1.23* 0.15 0.27

Peer Problems 0.25 0.97 0.03 0.19 0.31 0.97* 0.20 0.32

Prosocial* 0.27 0.45 0.01 0.25 0.30 0.45% 0.55 0.68

Note: SDQ = The Strengths and Difficulties Questionnaire; number of students completing all measures
(N) = 1064.; * = p (one and two-sided)

*An increase in
prosocial subscale
indicates greater
prosocial behaviour

< 0.01 and 95% Confidence Intervals (Cls) do not cross zero; d = standardised effect; 95% Cl for d
calculated using the standard deviation for Cohen’s d (Cohen, 1960).

d-number

This statistic states the ‘effect size’ - the size of the difference in mean scores between the pre- and post-
intervention outcome measure scores (SDQ). An effect size of 0.2 = small effect; 0,5 = moderate effect; 0.8 =
large effect. The greater the d statistic, the larger the effect (difference between pre- and post-scores)
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Qualitative findings

Four main themes and twelve sub-themes were identified through the process of TA
in relation to the full qualitative dataset (see Figure 15). This section will present the
sub-themes as they relate to the main themes in response to the research questions.

Figure 15 - Refined Thematic Map for Effectiveness of the Hamish & Milo Programme

Identifying information, including the names and locations of schools and names of participants, has been anonymised using indirect identifiers
(e.g. PS1) following data collection to protect privacy.
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Table 4 - Themes and sub-themes for the effectiveness of the Hamish & Milo Programme identified through thematic analysis represented in tabular form

Themes Sub-themes
1. Perceptions of positive impact 1.1. Pupils
1.2. Teachers
1.3. Parents
2. Meeting the needs of pupils 2.1. Vulnerable pupils
2.2. Hamish & Milo emotion themes
2.3. Key features of the Hamish & Milo Programme
3. Social connectedness for pupils and practitioners 3.1. Enjoyment
3.2. Safe space to share
3.3. Community
4. Hamish & Milo Champions 4.1. Personal qualities

4.2. Trusted relationships
4.3. Professional experience and training

Theme 1. Perceptions of positive impact

Table 5 - Characteristics of sub-themes for the theme ‘Perceptions of positive impact’

Themes

1. Perceptions of
positive impact

Sub-themes

1.1. Pupils

© “Found their voice”
e Self-confidence; Self-belief; Social confidence; Communication
© Improved SEL competencies

e Self-awareness; Self-regulation; Resilience; Empathy; Social skills

@ Improved wellbeing
e Happier; Calmer; Belonging; Validation; Friendships; Shared experiences

1.2. Teachers
@ |dentifying needs; Well-placed to notice improvements
© Observed positive changes in pupils
e Increased confidence; Optimist; Improved self-regulation; Classroom and learning engagement

© Whole school impact
e Increased engagement of teachers with SEMH support;
Better understanding of root causes of difficulties

1.3. Parents

@ Trusted relationships established between school and families
e Confidence in requesting support; Communication
e Children’s enjoyment and enthusiasm for Hamish & Milo
valued by parents; Positive towards programme

@ Children sharing Hamish & Milo experiences and strategies in the home
e Using strategies successfully at home; Deepening of relationships between home and school
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Sub-theme 1: Pupils

From the perspective of interview
participants, the children who have taken
part in the Hamish & Milo Programme
experienced significant improvements in
their self-esteem.

These positive changes in the perception of their
value and self-worth have resulted in these children
becoming more confident in expressing their thoughts,
feelings and experiences, and in their ability to relate
to others socially. Participants articulated that the
increased confidence observed in the children was

a direct result of their engagement in the Hamish &
Milo Programme they attended because it facilitated
the establishment of meaningful connections
between the practitioners leading the groups and the
children, and the group of children as a whole.

Interview Participant PS1: “They've got
a voice! They have got the confidence and
the freedom to speak; they are enabled to
express deeper feelings; they are making
connections with their peers [and] myself.

”

Interview Participant PS1: “What Hamish & Milo
has done for children is that it has empowered
them with confidence and created these memories
with myself and their peers together... and it's a
long-term sense of connection that’s been built
between us with the fond memories that we've
created through this intervention. And | don’t think
they’ll ever otherwise would have experienced
any of this if it hadn’t been for Hamish & Milo.”

Interview participants reflected that the children
attending Hamish & Milo sessions in groups developed
greater confidence through interactions with their
peers and through the acknowledgement of shared
experiences. Group interactions and the sharing of
experiences between the children created a sense

of belonging and validation among them.

Children that felt accepted and understood gained a
better understanding of themselves, so could reason
about what they knew from their own experiences.
There was a recognition of the similitude of experience
amongst the children in the group, and this enabled
them to find and share solutions with each other.

Interview Participant PS1: “So, it is not just them having
the voice. They are actually seeing their peers around
them [and] are able to [notice that] actually, they are
having a similar problem to me. [They say], ‘| didn’t
realise other children are having the same problems

as me and it's not just me having that problem.” They

are seeing and | have seen, obviously, a noticeable
change in their social and emotional behaviour.”

Interview Participant PS4: “You have whole groups
of children understanding their emotions in a way that
perhaps you would only have the odd child before,
really. | think from running the groups, the biggest
impact | find is the impact from the other children -
when they recognise that other people feel the same
way [as they do]. | think they gain more from that than
an adult telling them [because] they realise [that] they
are not alone - and that has had a massive impact!
[There is] always one child [saying], ‘...actually, | think
| know how you feel - | think | know what to do.”

The children’s confidence continued to grow through
subsequent sessions alongside the deepening
of the connections made between them.

Interview Participant PS8: “[Children are now] listening
to others [and the children] that would not usually
speak to because they are in different groups or different
classes [are now] able to have positive interactions

with other people... that is the main [difference].”

Interview Participant PS9: “...seeing the children within
the group, how they interact with each other, and kind
of going through that, and seeing just sort of change
from the beginning when the first started to when they
finished... certain particular individual children, you have
seen their confidence grow through those sessions.”
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Interview participants related instances of individual
children who attended Hamish & Milo groups and
were experiencing low confidence, due to a range of
circumstances. In each case, through participation in
the groups, and in a relatively short space of time,
the children developed increased levels of belief

in themselves and in their abilities which allowed
them to become more comfortable socially.

Interview Participant PS9: “[| am] thinking about one
particular child who has got quite complex needs. [He]
is a real shy little boy - quite emotional, extremely
sensitive. He has developed this newfound kind of pride
in himself and in the work that he’s producing, and he'’s
got that confidence to actually say to not just his peers,
but adults, ‘Look, this is what I've done, this is something
that I've produced [and] I'm really proud of it Whereas
beforehand, he would never, ever have done that.

So it has been nice to see individual children flourish
within a short space of time of accessing support.”

Interview Participant PS1: “| had six children [in a] mixed
[Hamish & Milo group] and there one girl, Girl S, [who]
has become more shy in recent months. This is the pre[-
intervention] comments by the teacher: ‘[Child S] tends
not to interact with others due to multiple friendship
fallouts; [she] has lost a lot of confidence and does not
back herself to complete tasks.’ The teacher’'s comments
after the intervention: ‘Child S’s social relationships

with peers have improved since the intervention and

[she] has maintained friendships with no fallout since.”

Interview Participant PS1: “Now, this is what the teacher
wrote: ‘Girl L showed [a] lack of confidence when starting
Year 3. She does not believe in herself and needs a lot of
praise, especially in maths.” And then post-[intervention]
comments from the teacher: ‘Girl L has made great strides
in all her emotional, educational and social development.”

An interview participant recounted an insight shared
by a child during a Hamish & Milo group session,
describing the significance of the child having the
confidence to articulate their desires and needs clearly.

Interview Participant PS7: “...a lot of them were, ‘Well, if
I'm being asked to play, | should be saying yes’. The one
child within that group turned around and she said, ‘Well, |
was watching TV and my sister wanted me to go and play
a game and | told her no’. And it’s like, well, that's OK - It's
alright to say no. And it's kind of building that confidence
of it's a good thing to say no as well, whereas a lot of
them, the majority of them just go into that natural instinct
of | need to make others happy. So | need to say yes.”

Interview participants noted that children who attended
Hamish & Milo sessions were more confident in
recognising and articulating their concerns to adults

in school and were more able to request support with
the issues that they were struggling with, trusting

that the support would be available to them.

Interview Participant PS9: “...definitely, the confidence
in the children to be able to recognise when they are
struggling and knowing people that they can go to, to
kind of support them. We have found that the children
that have been in Hamish & Milo are more likely to come
forward and share their worries that they’'ve got about
things, whereas previously they might not have had the
confidence to go to their class teacher or the class TA.”

Interview Participant PS9: “The children
that have been in Hamish & Milo have
definitely found their voice and have

got that increased confidence to be

able to go to their key person or their
trusted member of staff to be able to

say, you know, I'm worried about this

or this has happened, or | need some
help to support me through this.”
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Interview participants described how the connections
made between the children during Hamish & Milo group
sessions developed into steadfast friendships, regardless
of age differences and perhaps as a consequence of
attending groups composed of mixed-aged children,
with these friendships continuing to flourish outside

of the group and in the context of the playground.

Interview Participant PS9: “| think

the biggest thing we have seen is the
confidence in the children. | have touched
on it before about those children making
those new friendships and new bonds
with other children across the school.”

Interview Participant PS7: “There [are] a couple of
children that have been in my group that are [a mix
of] Year 5 and Year 6 [children, who have] actually
started to buddy up a lot more. They are going out
to play [and] they are keeping that friendship [they
made in the Hamish & Milo group] on the playground
as well. So, it's not just in the safe environment

of the room, [but] they are then carrying that
[outside] and they’re able to do that [there].

Interview participants confirmed that after
attending a Hamish & Milo Programme, children had
developed a range of social and emotional literacy
competencies, including increased self-awareness,
self-regulation, resilience, empathy and social skills.

Interview Participant PS9: “The [children] that

have been through the [Hamish & Milo] programme
understand and recognise their own emotions and
feelings... they are more equipped to strategise

and decide ‘this is how I'm feeling, this is how | can
support myself’. They have the tools to be able to do
that [and] they wouldn’t have had beforehand.”

Interview Participant PS4: “| think the
biggest thing for me that | have noticed
is the number of children that [Hamish
& Milo] is impacting positively on in
terms of their emotional literacy.”

Interview Participant PS1: “... [| did] ‘Memories and

me’ as a one-to-one intervention with a Year 6 boy.

His [teacher commented pre-intervention] was he fails
to follow reasonable instructions, and he cannot stop
laughing and smiling when adults tell him what he is
doing is wrong. | believe that that could be a nervous
reaction as well, but that is just my opinion. [The
teacher’s post-intervention] comments [show that] he is
now able to identify the cause of his emotions and come
up with possible solutions. A trail of empathy is now
becoming visible through his interactions with peers.”

An interview participant gave an account of a child
whose resilience had improved through attending a
Hamish & Milo Programme and the friendships she had
established within the group. The connections made,
including the relationship established between the
practitioner and the child, and her increased confidence,

positively affected her attendance at school.

Interview Participant PS6: “We've not done anything
else resilience-wise with her because [Hamish &

Milo Programme] was enough for her. And | would
say her attendance has improved slightly. She is
enjoying coming to school because she has those
friendships. She feels connected. She has got special
safe adults in school, and she can articulate how
she’s feeling now, whereas she wouldn’t before

- she didn’t have the vocabulary to do that.”

Interview Participant PS1: “..they are actually beginning
to learn to empathise and to be compassionate towards
others; and they are listening to peers talking about how
they feel personally and their personal experiences.”
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The effectiveness of the Hamish & Milo Programme

in supporting children’s social and emotional literacy
competencies has facilitated increased communication,
resulting in better understanding of the root causes of
the children’s difficulties for school staff and for their

parents, thereby affecting attendance positively.

Interview Participant PS6: “We did have a lot of children

that find it difficult to come in and those Hamish & Milo

strategies have helped with that. [The] calming strategies

and understanding [of] emotional literacy around
what they're feeling [and their ability] to communicate
that [has] helped an awful lot - with us and with their
parents - to help them understand what’s going on
and why they’re feeling the way that they're feeling.”

An interview participant, who is a senior leader of a
primary school, expressed her belief that improved
SEL competencies observed in the children who
had participated in the Hamish & Milo Programme
reduced instances of dysregulated behaviours

and thus prevented probable exclusions.

Interview Participant PS6: “| do wonder
whether [that] if we did not have Hamish
& Milo, whether the number of exclusions
or suspensions | would have had to dish
out would have been increased, and |
think it would! It is a general feeling - a
sense - that their behaviour would have
just escalated and gone out of control,
and they wouldn’t necessarily have built
relationships with me and [the Hamish &
Milo Practitioner] to feel comfortable and
trusting to be able to come to us. Quite
often itis just a hug [they need, and it is
just that connection that they want.”

Interview participants described specific examples of
individual children who had experienced improvements
in their wellbeing and who were thriving after
participating in the Hamish & Milo Programme.

Participants also shared changes that the children
experienced themselves, including feeling calmer and
happier, captured in Child’s Voice Questionnaires that the
children completed pre- and post-intervention. Some of
the positive changes were observed after the children
completed 10 sessions over the course of one term.

Interview Participant PS5: “[The children are] more
settled - more settled in class [and] more able to cope
with life... One boy stands out [for] me...it was really
upsetting [because] he just basically hated himself, he
thought [he] was a failure, and his life was over. He is a
primary school child and [he thought] his life was over!
And then watching him grow and become happy. He had
very bad mental health, really poor mental health...[and]
was at risk of exclusion. [Now he] is a success story!”

Interview Participant PS1: “| would like to share
some of the experiences with you, using direct quotes
from the children’s [pre- and post-intervention]
questionnaires. Boy C: ‘My favourite part was making
the sock puppet and doing the miniature garden.
What | learned about myself is that | have got new
talents.” At the start, he said he felt calm and sad
[and] post-intervention, he felt calm and happy. Boy J:
‘Something | wanted help with is making new friends.
What | liked about being in the group is everyone
was treated equally and given the same help. What |
learned about myself is sometimes | might feel weak
on the inside, but | show that | can be strong on the
outside.” At the start, he felt happy and angry and
then post-intervention, he felt happy and calm.”

Interview Participant PS9: “...it has been nice to see
individual children flourish within a short space of time
of accessing this kind of the support that we have had.”
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Sub-theme 1.2: Teachers

Responses from interview participants
suggests that class teachers are frequently
responsible for flagging potential concerns
about individual children within their
classes, and additionally often refer
children for targeted SEMH support to the
pastoral or safeguarding teams within the
school following discussions.

Interview Participant PS1: “[We] either have teachers
requesting the SEMH support -and sometimes they
themselves will know exactly what the children need - or
they will come to me, the teachers, and say, look, this

is what’s happening with some of the children in our
year group, is there any support we can give them?”

Interview Participant PS7: “We are using any
highlights that we notice from our inclusion team
that are put forward, any concerns that are raised

by teachers, and any concerns that are raised by
parents as well. So, we are getting a lot of the
teacher voice, [and] the parent voice and how we can
support those in that way as well on top of that.”

Respondents in this study confirmed that teachers who
referred children for Hamish & Milo interventions were
also most likely to have completed the CWP and SDQ
impact measures pre- and post-intervention, and therefore
would be well placed to comment on both the short-

term and longer-term effectiveness of the programme.

Questionnaire Participant 6: “[Teachers]
have to complete the post questionnaire,
[and] they have commented on the
reduced dysregulation they have seen

in class and on the playground.”

Questionnaire Participant 6: “In general the children
responded extremely well to the programme with a
noticeable difference [reported] by class teachers. There
were very few children that needed additional support
either from other programmes or outside agencies

since completing a [Hamish & Milo] programme.”

Questionnaire respondents described how the class
teachers of children engaging in the Hamish & Milo
Programmes generally observed and communicated
positive changes for pupils, including increased
confidence and optimism, along with improved emotional
literacy competencies such as self-regulation.

The improvements reported by teachers positively impacted
classroom engagement and learning, as well as attendance.

Questionnaire Participant 2: “Teachers have seen
the benefits of Hamish & Milo and commented
on the confidence it has given the child.”

Interview Participant PS1: “..the teacher wrote
[that], ‘Girl L showed lack of confidence when starting
Year 3 [and that] she does not believe in herself and
needs a lot of praise, especially in maths.’ Then, post[-
intervention] comments from the teacher [said] that,
‘Child L has made great strides in all her emotional,
educational and social development; she has become
a lot more confident holistically, and | am grateful
that this intervention took place for Child L.”

Questionnaire Participant 1: “Teachers often
mentioned that they have seen a change in the
child - whether that is the child being more focused
with their learning; whether they have been more
confident, able to self-regulate, they have a more
positive outlook, or they've built self-esteem; or
they’re just simply focused [on] their learning. This
is either stated as part of the teacher’s comments
during or during conversation around the child.”
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Interview Participant PS1: “| feel that Hamish & Milo
was the catalyst in improving his overall attendance.
[t was something he began to look forward to...

He would often tell me at the start of the session
which number session we were having, and he was

One participant’s observations reflected that the
Hamish & Milo Programme had an impact across
the whole school, with teachers more willing to
take an active role in identifying and engaging
with support for children’s SEMH needs.

attending school daily. And | noticed he did not miss

the Hamish & Milo days on a Friday, which was Interview Participant PS4: “...as a school, we have

one of the trigger days... So that was something taken [the Hamish & Milo Programme] on board

that I'd noticed, and from there, teachers often and we have run with it, and it has had a massive

mentioned that they’ve seen a change in the child.” impact on staff and children across the whole school.
[Teachers] are willing to get involved and they want

Interview participants and respondents reflected that to know what they can put in place for the children.
many teachers had noticed a marked improvement in They ask me questions about it, or they might turn
self-regulation skills in pupils that attended Hamish around and say, ‘Oh, this has come up [with a pupil]
& Milo Programmes and that these advancements led this week... [would you] mind sort of dropping into a
to improved classroom and learning engagement. conversation in the [Hamish & Milo] sessions.’ So, for
me, it has [had an] impact across the whole school.”

Despite some teachers finding it challenging to commit to
their pupils to attend a 10-week programme within class
times, they found the longer-term and wider benefits
gained outweighed the instructional time sacrificed.

Questionnaire Participant 5: “Many
teachers have informed us that the children
in Hamish & Milo have improved in their
emotional understanding and regulation in
class, which has had a knock-on effect for
their attendance or/and completed work.”

Interview Participant PS4: “[The teachers have] seen a
difference - not in every single child, obviously, | mean
that would be great - but in some of the children they
have noticed a massive difference in them. One of the
teachers [told me that with] one of the children that
was doing [Hamish & Milo] with me they noticed a
massive difference in him. He was contributing more

in class, [and] he was putting his hand up more.”
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Sub-theme 1.3: Parents

Interview participants described the
trusted relationships they had built with
parents in their communities and discussed
how the sense of trust and safety
facilitated the process of supporting the
children’s needs.

Interview Participant PS6: “A lot of our referrals
[result from] the relationship we have built up with the
families. Seeing and chatting with them every week,
for the same things, we [realised] that actually, there is
something there that we need to work with... because
we've got that relationship [with them], they are happy
to go with Hamish & Milo and trust us. There [must]

be an element of trust with the families in us that what
we're offering is going to be the best for their child, |
think, because it can be quite empty if you’re just saying,
there’s this programme and | think your child will fit it.”

Interview Participant PS2: “The parents have a big

say in regard to coming to us, but they feel comfortable
because we are such a small school, [so] they feel
comfortable enough to be able to speak to us [and] to let
us know if they are having particular issues at home as
well, to see if there’s anything that we can help with.”

Participants referred to the trusted relationships
established with parents and recounted that this
accorded parents more confidence in discussing

concerns or requesting support for their children.

Interview Participant PS1: “The parents themselves
might speak to the class teacher and say, ‘Look, this is
what is happening with my child - is there any other
support we can give them? | have also had parents
come and feedback to me after the [Hamish & Milo]
intervention, and they have come to thank me because
of the positive changes they have noted in their own
child. | even had a parent come to see me and say to
me how much fun her child had in this group. One
parent told me how her child loves the sock puppet.”

Interview participants also noted that some parents
could be reluctant for their children to take partin
the programme, citing concerns about the loss of
instruction time in the classroom, and the effect

this may have on their academic attainment. Other
parents were hesitant to discuss issues pertaining to
mental health and were therefore initially resistant
to the support suggested by school staff.

Participants described leveraging the trusted relationships
they had established with parents in exploring the

source of their reluctance through discussions wherein
they were able to explain the benefits to be gained

from their children engaging with the programme.

Interview Participant PS1: “The parent was also
reluctant on the impact of taking him out each week
for Hamish & Milo [and] the impact that would be on
his learning... it was quite difficult for me because | had
to really speak to this parent a few times to explain
how difficult it is for a child to focus when they are not
able to express their grief and [then] they are expected
to do learning [and] expected to do the day to day
routine straight after something so major. | had to have
lots of conversations with [the] Mum, and once | once
we got there, eventually, | feel that Hamish & Milo
was the catalyst in improving his overall attendance.

It was something he began to look forward to.”

Interview Participant PS1: “| have had a lot of tricky
parents because of the fact when they hear or see the
words mental health, it just shuts them down. But
you know, you just [must] keep trying, keep trying
and [have] hope. | have had parents, leaders and
teachers all requesting for specific SEMH support
and [l have] directed them all towards Hamish & Milo
because of the wide range of support available.”

Participants also commented that the children’s enjoyment
of the programme and the enthusiasm with which their
children engaged with the programme was noticed and
acknowledged by parents after their children attended
Hamish & Milo sessions. These observations led to more
parents feeling more positive about the intervention and
their engagement with their children’s participation.
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Interview Participant PS9: “| have also had parents

come and feedback to me after the intervention so far.

They have come to thank me because of the positive
changes they’ve noted in their own child. | even had
a parent come to see her and say to me how much
fun her child had in this group. One told me, a parent
told me how her child loves the sock puppet.”

Interview Participant PS10: “[The children ask],
‘Is it Hamish & Milo today? And then even the
parents, because | stand out at the gate every
morning to welcome everybody, parents will be
saying, ‘Oh, they're so glad it's Thursday today!’
because they know it's Hamish & Milo day.”

Interview Participant PS6: “The parents have a bit
of an input too. [One Mum] coming and saying to me,
‘When they did this session, we spoke about this at
home. She got an awful lot out of the things her children
were coming home and telling her that they had done
[in the Hamish & Milo group]. She said that they've
been trying to do more of those things as a family. And
actually, it built our relationship with her as well. She
used to come to us... and would shout at us on the gates
and we could not do anything right. And then all of a
sudden, the Hamish & Milo Programme came in and
she could see the difference in her children. She was
doing some of these things at home herself. And that
really built that relationship [between her and us].”

Interview Participant 2: “I have even had parents One participant described facilitating Hamish & Milo
messaging [and] emailing me asking ‘Please can my
child do something?’, and things like that. | think [Hamish

& Milo] has definitely settled well within our school.”

as a one-to-one intervention with a child who was
reluctant to attend school, where the parent was
present in the sessions. During the sessions, the
parent acquired approaches and developed skills

Interview participants reflected that some children B el lement themse lves,

discussed the activities they encountered in the

Hamish & Milo group sessions with their parents and
that parents themselves were benefitting from the
strategies and approaches the children had learned and
were sharing with them at home. In some instances,
when this learning was implemented successfully

at home, it provided the catalyst that improved
relationships between parents and school staff.

“

Interview Participant PS5: ““My mum loves you’, one
girl said to me. | said, but your Mum has never met
me. She goes, ‘Oh, no, it's because I'm telling her all
the strategies at home.” The children from Hamish &
Milo go home, a lot of them will explain the whole
session... they will say, ‘this is what we're doing [and]
this is why we're doing it... and maybe it'll help you.
This girl was grieving for her granddad, and her mum
was grieving as well, so she was going home [and]

giving her mum the Hamish & Milo strategies.”

e ¢

)

Interview Participant PS5: “| have had a parent sit in
and do it with [their child who is] a school refuser. So,
his Mum had to sit in and listen and she absolutely
loved it! She said, ‘Il need to talk to him the way you
talk to him so I'm just trying to pick up tips from you
about the way you deal with him all the time’. She
loved it - being a part of Hamish & Milo. She was not
meant to be there really, but [her son] would not leave
her side without having an absolute meltdown.”
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Theme 2. Meeting the needs of pupils

Table 6 - Characteristics of sub-themes for the theme ‘Meeting the needs of children’

Themes Sub-themes

2. Meeting the needs of pupils 2.1. Vulnerable pupils

@ Early intervention; Effective support; Protective experiences;
SEND; SEMH (anxiety, bereavement, etc.)

2.2. Hamish & Milo emotion themes

2.3. Key features of the Hamish & Milo Programme

@ Explicit framework; Needs-based adaptable structure; Pre-planned

lessons; Sock puppets and creative activities; Progress assessment

Sub-theme 2.1: Vulnerable pupils

Early identification of pupils, and providing
effective support for, pupils affected by
adversity is essential and necessary.

The Hamish & Milo Programme was considered to be
effective in providing early intervention for vulnerable
pupils through providing the protective factors
that mitigate the negative effects of adversity.

Interview Participant PS2: “For a year, [| would] go for
all these trainings and it was, “...these are the ACEs...
this is what can cause it, and this is what's going to
happen if [the children] don’t get anything done.” And
then [l would think], ‘OK, so when are you going to tell
us how we can help them?’ With [the Hamish & Milo
Programme] we now have [an] early start, [an] early
recognition and [we are] getting in there when we can,
because it is us that can stop them from it [getting
worse]. We are not ever going to take the ACEs away, but
we can put in the stepping stones now for them - not to
recover from them - but [to] have the tools themselves
to survive the rest of their adulthood because they will
take it all in up until then. You got to catch it early, and
now we have Hamish & Milo, we can catch it early.”

Interview Participant PS1: “As a school, we wanted to
see how we could further support these [vulnerable]
children through SEMH provisions, such as the Hamish
& Milo Programme. Having this programme available
to our vulnerable children puts protective factors in
place immediately, therefore beginning the process to
help decrease the risk of possible mental illness and
attachment issues into adult and adulthood. So, it is
already the catalyst, Hamish & Milo, from the start.”

Study participants described the social deprivation of
the communities in which their pupils lived and how
these disadvantaged circumstances impact the children’s
emotional and mental health and their engagement with
school.

Interview Participant PS9: “We live in quite a
disadvantaged area as well. So, as you know, alongside
that does comes significant needs, particularly around
social, emotional, mental health difficulties. [And that
is], not just of the children that we work with, but of our
families and parents as well - the whole community.”
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Participants described the flexibility of the Hamish &
Milo Programme in supporting their most vulnerable
children, according to each pupil’s needs, through
individualised support or within a small group structure.
It was selected by schools for the potential it offered
across its range of emotion themes to offer effective
and targeted support for their vulnerable pupils.

Interview Participant PS1: “We have a
very large school; | think it is the largest in
[our borough] for sure. And we have a lot
of SEMH needs across the school, as you
could imagine as we are in quite a deprived
area... and [Hamish & Milo] was basically
put in place because the school wanted me
to work with the most vulnerable children.”

Questionnaire respondents and interview participants
indicated that many of the children taking partin
Hamish & Milo Programmes were designated within the
vulnerable children category, as they were pupils: who
had SEND; who were looked after by local authorities;
with caring responsibilities; who were assessed as
being in need and had a child protection plan; who

had experienced trauma such as bereavement; who
experienced anxiety that affected their behaviour

and impacted their attendance at school.

Interview Participant PS9: “We are sitting at 29%
SEN needs, so, significantly above national average.
And we have 7% [of our children with] Education and
Health Care Plans as well. So [we] currently [have] 34
EHCPs across the school, which is also significantly
above national average, and 38% pupil premium.”

Interview Participant PS1: “[The] majority of my

work involves working with vulnerable children.

This includes child protection children; child in need;
children with social workers; children who have
external agencies working with them, their families;
children that have suffered or are suffering from trauma;
[and] children with high ACEs... this role has allowed
me to work with the most vulnerable children.”

For some vulnerable children, participating in a Hamish &
Milo Programme group was an incentive to engage with
school, despite the challenges they were facing, and to

attend regularly.

Interview Participant PS9: “We do have some children
that experience emotionally based school avoidance...
[and] for those children that we're trying to work with
to increase their attendance [and] make sure they are
here on time, we do use Hamish & Milo almost as a

bit of a carrot, because we will say to them, “...but if
you're not in school, then you're not going to get your
session.” And because they really like the sessions,
that does make them want to come to school.”
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Sub-theme 2.2: Hamish & Milo emotion themes

The Hamish & Milo Programme provides an explicit framework to support the development
of SEL through ten modules or ‘emotions themes’ including: friendship; resilience; anxiety;
diversity; strong and angry feelings; transition and change; conflict resolution; loss,
bereavement, and grief; sadness; and self-esteem.

There was a sense that school leaders selected the Hamish The school’s pastoral and wellbeing teams and
& Milo Programme based on its ability to support the full practitioners select a 10-session emotion theme based
range of pupil needs. on individual pupil’s needs, based on their professional
judgement and knowledge of the pupils. Pupils are typically
Interview Participant PS1: “[Hamish & Milo] is a referred for inclusion in the programme by teachers,
comprehensive wellbeing emotions curriculum... [and] parents, and pastoral staff following joint discussions.
this SEMH intervention programme focuses on the ten
key emotional themes. Hamish & Milo have developed a Interview Participant PS9: “...because we've got that
framework for language and courageous conversations strong team approach, between us all, we can kind of
about mental health and emotions, helping primary thrash out where we think those children are best placed
aged children develop emotional literacy skills to have for [and] what they actually need. You are really matching
a voice [and] to feel heard. [It] supports them in the for need, aren’t you, based on professional judgment?”
long term with their life and their learning, especially as
the children | work with have very few opportunities to Interview Participant PS8: “It is a case of us really
express their SEMH needs, due to their vulnerability.” knowing the children, knowing what characters go
together. The children are allocated to the groups
Interview Participant PS9: “..We did not have - is very much [based on] conversations with parents
[and] what | was looking for - was a programme [and] things we've noticed on the playground.”
that could cover those issues that kind of come up
within school, but needed, sort of like, that tailored Table 7 below shows the most popular emotion theme
approach... And that was kind of what | felt we were units selected by participants for their pupils.

missing, was to have an overarching programme
that addressed all these different themes.”

Table 7 - The most utilised Hamish & Milo Programme emotion themes used by participants, selected according to individual pupils SEMH needs
(collated from interviews and questionnaires)

Hamish & Milo Programme emotion theme SEL focus area
1 Amazing me - Helping children with their self-esteem and self-worth Self-esteem
2 My friends and me - Helping children with friendships Friendship
3 Exploding me - Helping children with strong and angry feelings Anger
4 Resilient me - Helping children with resilience Resilience
5 Calm me - Helping children with anxiety Anxiety
6 Actions, words and me - Helping children with conflict resolution Conflict resolution
Memories and me - Helping children with loss, bereavement and grief Loss, bereavement and grief
¢ New beginnings and me - Helping children with change and transition Change and transition
8 Celebrating me - Helping children with difference, diversity and inclusion Diversity and inclusion
9 Finding me - Helping children with sadness Sadness
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Amazing me is a Hamish & Milo emotion theme that
aims to recognise, celebrate, and develop children’s
self-esteem, sense of self-worth and self-awareness.
This emotion theme was successfully used as a starting
point for pupils, including those with complex needs.

Interview Participant PS8: “Very often
using Amazing me as a starting point works
really well for children, and then they can
go on to other themes from there. So, |
found [that] | have had more successful
children that have started with Amazing

me and moved on to other themes.”

Examples of individual pupils, described as ‘vulnerable
children’ (children with SEND; young carers; and children
experiencing bereavement and anxiety) and recounted
by interview participants, describe each pupil’s specific
challenges and their experiences of taking part in specific
Hamish & Milo emotion theme programmes. In each
instance, the emotion theme selected to address the
particular needs is shown to produce positive outcomes.

Interview Participant PS10: “| am doing Celebrating
me [at the moment] and that’s with three of the children
that have got quite high SEN needs and then one other
child that hasn’t got SEN needs but has had a really
tricky time at home... she has [joined] in because of

the negative comments that were being made to her
constantly, and the other ones are there because |

want to celebrate how great they are, although, you
know, they might be slightly different to their friends.

It has worked really well, to be honest with you.”

Interview Participant PS2: “The two girls that | am
thinking of, they’re also young carers, so it is hard to get
them to have a good attendance because sometimes

this is out of their control. But we have done [My friends
and me] intervention with both young carers... | think
they are a bit more mature with their communication
because they’ve got to look after somebody at home so
that they have a few extra friendship issues... | have three
young carers and all three of them have done [My friends
and me], and then the brother and the sister did [New
beginnings and me]... It is moments when children that
you don’t often see relaxing and enjoying the moment.
You knowy, it is those ones that stand out for me.”

Interview Participant PS3: “There is one girl, who is
five, [and] lost her dad through cancer. When she first
came to me for Hamish & Milo, she was very - | don’t
want to say nervous because she is - but it’s all that
trauma all around her and she’s had the Mental Health
School Team in to support her and everything. We did,
Memories and me with her and her cousin, and it was
like this light bulb moment for her... that she realised
that she had a voice, and she could talk about it.”

Interview Participant PS7: “Her anxiety was very strong
and she had quite a low self-esteem as well, so we
started her off with Calm me because she had quite a
few familiar people in that group and we thought that
might be a nice way to kind of just start her off... She’s
now in a transition group ready to help build her up for
Year 5 [and] to just give her that confidence there as
well... She still [has] got a bit to go on her journey, but
you can see across the year the progress she’s made;
her personal journey has been incredible because she’s
gone from shutdown to starting to join in a little bit more,
to now where she’s beginning to open up a bit more.
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Sub-theme 2.3: Key features of the Hamish & Milo Programme

Pastoral staff identified pupils who would benefit from participating in a Hamish & Milo
Programme, based on their circumstances and needs.

Pupils either worked individually with a practitioner or were Interview Participant PS3: “| think being in those

grouped into small cohorts consisting of four to six children small groups they gain the confidence to speak, and

with similar needs. Positive outcomes were reported for all it always amazes me that these small people can sit

types of delivery.

Interview Participant PS1: “| started off with
small groups, which is up to six children. | also do
one-to-one, and they both work really well.”

Interview Participant PS8: “The structure was mainly
small groups [and] where needed, one-to-one. Really
choosing the children is based on knowing the children,
teacher referral, parent referral, conversations, and
observations that look at what the children’s needs
might be and then matching them to specific groups.”

Interview Participant PS1: “| feel every single

child would benefit from the SEMH program, this
Hamish & Milo SEMH programme. It will touch
every child, no matter what. | believe, | have so much
belief in this because the amount of, the way it's
structured as well, it will just reach everyone.”

Although it could be difficult for practitioners to justify
and find the time required for the sessions, the positive
outcomes provided a compelling rationale for the sacrifice
made.

Interview Participant PS3: "I am sure lots of people
struggle with that - to give the time over to do

this - because you’re missing something else. So,

it has got to be worth it in some way, doesn't it, to
kind of have to carve out the time to do that?”

Small groups were deemed to be the most effective for
practitioners delivering the sessions and for the children’s
optimal involvement and engagement.

around this table and have these big discussions... it
just blows me away every time because | think WOW
this is so great, this is so good! That is what | see - their
involvement, their enjoyment, the stories that they come
up with, [and] the adventures that the puppets go on.”

Typically, a 10-week emotion theme was delivered
over the course of a term comprised of 10-12 weeks,
with sessions occurring once each week and sessions
lasting an average of 45-60 minutes each.

Interview Participant PS9: “For Hamish & Milo,

[we have adopted] a group work approach. We are
running them over 12 weeks - | know it is a 10-week
programme, but we have your introduction week

at the beginning, and then they do a final week at
the end, so ours runs over about 12 weeks rather
than 10... Our sessions are sort of 45 minutes to an
hour long. Just having that time and that space to
just really be themselves as well in a safe space.”

Hamish & Milo groups included either pupils of similar
ages or pupils of mixed-age groups. Participants
found that composing small groups of mixed-aged
children with similar needs, particularly if the children
were in similar key stages, was very successful.

Interview Participant PS9: “So we have kind of done it
on a small group basis; sometimes those children might
be from the same year group [and] sometimes they
might be mixed year groups. It depends on our family
team meetings [when] we will identify those children
that might need some support and what it is they will
benefit from... [we] will look at those children that
might not necessarily be from the same year group.”

The Hamish & Milo Programme was perceived to
be the inducement in connections and friendships
being formed between older and younger pupils.
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Interview Participant PS7: “The [older children] might
not have mixed with [the younger children]; they might
have stayed separate, whereas [Hamish & Milo] kind
of opened that window... they [may] have already
started to mix before, but it has just opened that extra
window to help build those connections for them.”

Pupils participating in mixed-aged Hamish & Milo groups
were able to form social connections and friendships
that may not have occurred otherwise. At first, the
grouping of different ages could be challenging, but if
the individual pupil's needs were considered carefully in
the group formation, as the children progressed through
the later sessions of the programme, they cultivated
relationships between themselves, which also extended

and endured outside of the groups and on the playground.

Interview Participant PS9: “...and actually those
children who might not have had those friendships,
particularly with children in different year group,
have actually made new friendships. So, you know,
in the long run, it has actually worked really well,
but can sometimes go through a bit of a rocky path
around that sort of week four, five, six mark.”

Interview Participant PS8: “The [children in Hamish
& Milo groups] have familiar faces in other year
groups, which is beneficial. Generally, having those
deeper connections with the [other] children is really
helpful and them seeing [other children] in a different
capacity in a group - seeing their skills in a group as
opposed to maybe in a big classroom where it’s that
bit more overwhelming - [and] on the playground.”

In mixed-age groups, older children often spontaneously
took on the role of helping and supporting the

younger children in the group. Participants observed
that the connections and friendships made within

the groups were maintained in social settings

outside of the group, such as the playground.

Interview Participant PS10: “What | try to do with
some of my groups is [to] mix the ages a little bit... |

try to always have an older child in the group because
then they can help a little bit... The [older children] have
said that the younger ones out on the playground, at
lunchtime and stuff, seek them out during that time
[and say]: ‘ Oh, hi, so-and-so, we could do a Hamish &

Milo next week’, or if they have a problem, the [older
ones] will go up to them and they will talk to them.”

The Hamish & Milo emotion themes contain
pre-planned and fully resourced lesson plans,
allowing ease of use and enabling practitioners to
facilitate effective targeted SEMHD support.

Interview Participant PS6: “...having the resources
there in boxes and it [is] all ready to go [is] life-saving
[because] we just don’t have time in schools to be able
to put stuff together. And that’s what | was finding when
| was first within Pastoral [work], you could see the
need for things and | was cobbling all sorts of bits and
pieces together, but | didn't have hours and hours to be
able to create the right programme. So, having it ready
made on the cards just there, | mean, some days | know
it well enough now that | can just pick it up and go...
and I've got the resources ready, and | can run with it.”

Although the sessions for each emotion theme are
pre-planned, the activities can easily be adapted by

the practitioner to meet the needs and requirements of
individual pupils, whether they are participating in a Hamish
& Milo group or working individually with a practitioner.

Interview Participant PS9: “So what | liked was

the fact that it had that 10-week approach, it was
planned for you. We make adaptations, kind of as and
where as needed, but you know, you're following that
approach. And it was the same approach across all
the different themes. Because at the time, we were
kind of sort of making up our own things to kind of
go along as you do. And this kind of sort of filled that
gap. So yeah, Hamish & Milo has become kind of like
our foundation resource for those children that might
just need something short term within a group.”

A key element of the Hamish & Milo Programme is the use
of sock puppets as ‘pets’ for each pupil participating. The
sock puppets are a method used to establish emotional
safety and feature in all ten emotion theme units forming
the Hamish & Milo Programme. Some participants were
sceptical regarding the use of sock puppets, fearing

that particularly older children would be reluctant

to participate, but this proved not to be the case.
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Interview Participant PS9: “| must admit, right The sock-puppet-making activity at the start of the

at the very beginning, | was a little bit sceptical programme allows both the children and the adults
- not [with] the younger ones, but with the to be playful, creative, imaginative, and expressive in
older ones - around where they really want to a fun and relaxed way and it sets the tone for the

do this. But yeah, they most definitely do!” sessions throughout.

Interview Participant PS8: “It starts [at the]
beginning with making the sock puppets and seeing

The sock puppets afforded each child a sense of
agency and autonomy and they were used to create
an atmosphere that felt playful and nurturing, thereby the ideas they come up with: ‘... my favourite sock
allowing children to explore sensitive emotional and my sock puppets’ favourite meal is fish and
themes and experiences safely and effectively. chips’ or whatever. It is [that] kind of laughter they
share at the beginning that kind of carries on.”

Interview Participant PS1: “[Sock

puppets] have been a wonderful tool for
the children. | mean, they are amazing! |
love using them, but the children absolutely
love using them - and | am talking from

Interview Participant PS9: “Being able to show
the children that you can channel yourself and your
own personality through your sock puppet was
really nice and | think that that helps [in] building
relationships with children and developing that

Reception to Year 6! The puppets help
children to think about their feelings, to
express and explore difficult emotions and

trust with them. Being able to show that and share
that with that particular group of children, sets the
tone right at the beginning of the sessions.”

experiences in a non-threatening way.” N . , ]
Creativity is a primary constituent of the effectiveness of

Interview Participant PS9: “You create your sock the Hamish & Milo Programme and each session offers

puppet however you want it and use your sock puppet pupils the opportunity to take part in a creative activity.

how you want to - [it] is yours. It gives them that Participants reflected that within the rigid structure

autonomy over, ‘Yes, this is this is mine and it belongs of classroom learning, the freedom to create is an

to me!’ And it becomes like a bit of a part of them. element that is not always easily accessible to pupils.

[The sock puppets are] definitely something that they . o w )
Interview Participant PS9: “All the children

like the creative part - that is the bit that
they really look forward to in the sessions.”

love to do. They come up with their own names and
then [they are] used really well throughout those
sessions. They channel a lot of, you know, what they
want to share through the sock puppets. So, it has
been something that's been really, really effective.” Interview Participant PS9: "I think there is part
of it is that [children] do not get that opportunity,
Sock puppets act as a relatable and light-hearted particularly up to [Key] Stage 2, to show that
instrument for effectively channelling and expressing creativity, because the curriculum is so jammed-
the children’s feelings, thereby supporting the packed. And it is all concentrated on stats and
there isn’t that time and space in the curriculum for
them to be like that. Whereas in the Hamish & Milo

sessions, they have that absolute freedom...”

development of emotional regulation.

Interview Participant PS1: “They can express it through
their voice, through the puppet, through play. The child’s
given the freedom to express their feelings through the
puppet. Children are able to let their guard down, be
silly, have fun through the puppets, as do I. | find the
sock puppets help children regulate their emotions.”
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The creative activities and tasks in each session
facilitate opportunities for sharing thoughts and ideas
through discussions and reflection and allow for further
exploration of the emotional concepts brought into
focus. The activities allow each child to feel recognised
and valued, and they promote the formation of social
connections and friendships within the group.

Interview Participant PS1: “When | talk about the
activity, this is where the children are inspired to think,
learn, to investigate the theme and develop their own
ideas through discussion and creative play... this is
where | do observe and reflect with the children to help
develop and respond to their ideas and thoughts [as] a
lot of it is done through group discussions. The activity
provides the children with the opportunity for their
self-expression, of the understanding of what they have
or what they are learning [through] sharing ideas.”

Practitioners are able to chart the progress they are
observing the children make throughout the programme
using a range of impact measures. SDQs provide a
standardised pre- and post-intervention measure; CWPs
assess progress pre- and post-intervention for each of the
emotion themes; and CVQs capture the perspectives and
experiences of the pupils participating in the programme.

Interview Participant PS10: “This is their voice! |
think for me, the SDQs from the teachers is not as
important to me as the Child’s Voice [Questionnaire],
because | am doing it for that child.”
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The data generated from these measures can be collected
using Hamish & Milo Navigator, a convenient and intuitive
digital platform that allows for impact to be observed
through the use of charts and graphs.

Interview Participant PS1: “The Navigator
dashboard is clear when measuring the
child’s SEMH journey visually, through

the charts and the graphs, to observe

the progression or changes a child has
made through the intervention. All the
documentation - such as the child’s voice,
the child’s wellbeing profiles, the SDQs

pre and post, especially with the colour
coding blue, green and red - you are clearly
able to identify the child’s complete SEMH
journey. It is a way to store all the data

in one place. You can see the difference
that you're making - the shift, and the
change within the children individually
[and] as a group, so it is amazing!”

Interview Participant PS8: “...and then
at the end, the data, seeing it, I'm a visual
person, so seeing it is very satisfying.”

The impact data can be used as quantifiable
evidence of the progress made by each
child participating in the programme.

Interview Participant PS9: “So, you are putting all
of that data in, and it gives you that quantitative
data that is definite proof of impact that you can
see. | think the Navigator tool has been really,
really helpful in being able to see that impact.”

Interview Participant PS10: “| can say to the teachers
that come and have a look at the difference. | think [that]
it is nice to be able to show the teachers and [the school
leaders] the data. If Ofsted turn up it is really good to be
able to pull that data up and be able to show them [that]
this is the impact that this is having on the children.”
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Theme 3. Social connectedness

for pupils and practitioners

Social connection as an element of success for pupils (Hamish & Milo groups) and practitioners (supervision).

Table 8 - Characteristics of sub-themes for the theme ‘Social connectedness for pupils and practitioners’

Themes Sub-themes
3. Social 3.1. Enjoyment
connectedness

for pupils and

practitioners 3.2. Safe space to share

© Attendance; Fun; Enthusiasm; Positive engagement; Shared experiences; Uncertain/hesitant at first

© Emotional and physical safety; Welcoming and safe space for sharing; Access support beyond group

3.3. Community

@ Connection/bonds; Belonging; Safety; Helping

The concept of social connectedness was identified as a distinctive leitmotif
throughout the qualitative data-gathering process.

Participants shared their perceptions of the children’s
experiences of taking part in the Hamish & Milo
programmes, as well as their own experiences of
attending the Hamish & Milo practitioner peer supervision
sessions. Several of the concepts identified as key
elements of success by participants were similar in both
the children’s experiences of emotion theme groups and
those of the practitioners attending supervision groups.

Interview Participant PS7: “They are very excited
[and] very engaged for the activities as well, especially
when it becomes a very practical activity. They are
more than willing to take part in discussions and

as the sessions progress, you can see where they

are opening up a lot more and they are happy to

share those experiences a lot [more freely].”

Similarly, participants described their enjoyment of
attending peer supervision sessions and the benefits

Sub-theme 3.1: Enjoyment

of discussions and shared experiences of practice.

The children’s enjoyment of the Hamish & Milo Programme
and the enthusiasm they showed for participating in

the activities and discussions was perceived to be an
indispensable factor in their positive engagement with it.

Interview Participant PS3: “[The children] always really
enjoy coming in. When I've gone round to pick any of
them up, they never go, ‘| don’t want to come’, you know,
they are always positive [because] it is always enjoyable.”

Interview Participant PS2: “| do enjoy [supervision
sessions]! | see how everybody else is doing [and
I] get different ideas from them as well.”

Interview Participant PS3: “I've really enjoyed
[supervision sessions] and | get a lot out of them.
Because it's just me in this school that does [Hamish &
Milo, it is nice to hear other people and what is going on
around, you know. | learned so much... It is always a really
lovely space for highlighting and sharing of practice.”
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When first taking part in a Hamish & Milo Programme,
some of the children can be hesitant, but these feelings
are soon replaced with enthusiasm and enjoyment.

At the end of a session, and on completion of the
10-week programme, children often ask if they may
participate in another emotion theme group.

Survey Participant PS2: “They all love it! | have
never had a child say they don't like it. They can
be resistant to start, due to not knowing what to
expect, [but] once they have been [for the first

time], they are asking when the next session is.”

Interview Participant PS9: “..when they finished
one session, one theme... [they are] constantly
asking, ‘Can | do another one? Can we do another
one?’ They are always wanting to be in another
Hamish & Milo group because they do love it.”

Likewise, practitioners described feelings of
uncertainty when they first began using the Hamish
& Milo Programme and articulated the benefits of
participating in peer supervision and expressing their
preference for continuing to attend the sessions.

Interview Participant PS8: “In the beginning, | was
muddling through it a little bit, and | wasn't OK with it
all, and | kind of had to start from the beginning. Having
those supervisions [l could see] all the struggles that |
was having with staffing and things like that, [another
practitioner] was having as well. So that was really
nice to know... It is nice to hear other ideas as well.”

Interview Participant PS4: “If we [have] difficulties, we
[discuss what we] can do about them. | think | would miss
[supervision] if it went. | think you need [supervision]
because things are constantly changing, and | it is nice

to stay up to date with things and [discuss] how we

can adapt things and bits and pieces. So, it has been
really beneficial to have the supervision [sessions].”

One key indicator of the children’s enjoyment of the

Hamish & Milo Programme was described by participants
as being the fact that they spoke about and shared

their experiences with their peers. These personal
recommendations to peers about the programme generated
interest and new requests from pupils to participate, and
reduced anxiety amongst children beginning sessions.

Interview Participant PS10: “The children talk to their
friends about Hamish & Milo, which to me shows that
they love it. And then their friends come and ask me, ‘Can
| do one?’ So, | think that what stands out to me [is] the
fact that they go and they talk to their friends about it.”

Interview Participant PS4: “| think that they do talk
about [Hamish & Milo] when they come back [to class].
They do talk to their friends and their peers... and | think
that's quite nice, because when we do go to pick up new
children for a group, they’re not worried about coming.”

Sub-theme 3.2: Safe space to share

Hamish & Milo sessions provide a safe,
supportive space where children feel
secure in themselves and their school
environment. Within this sense of
emotional and physical safety, their views
and feelings are respected and valued.

Interview Participant PS7: “They’ve got that safe
space where they can talk, and it will be respected.”

Interview Participant PS9: “...just having
that time and that space to just really be
themselves as well in a safe space.”

Interview Participant PS10: “I've got a lovely
room. We just sit on the beanbags, and they
get time to talk. And it's not, you know - Maths,
English, Geography - it is about them and how
they feel, and how we can help them.”

In a similar sense, participants describe the supervision
sessions as a welcoming space for reflection
and for sharing views, ideas, and solutions.

Interview Participant PS8: “[Supervision sessions
are great] for reflection, and just for you to catch
your thoughts, really - and it’s nice to hear other
ideas as well. [It is] reflective, even when you're just
kind of talking about it... sharing ideas and stuff.”
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The children’s sense of safety and comfort during Hamish
& Milo sessions enabled the sharing of deeply personal
occurrences, which although experienced differently by
each individual, the shared resonance facilitated open
discussions which deepened the connection between the
members of the group.

Interview Participant PS3: “[Hamish & Milo has] given
them a safe space to be able to share [their experiences],
but also to know [that] they are not alone - even

though their own individual experience will be so
different - but they have some things that connect and
resonate with each other, and you know, how powerful
to have that chance to talk about it with others.”

Interview Participant PS8: “| did find with supervision
[that] it was, kind of, ‘I'm not the only one struggling
with this sort of thing; it is not [that] I'm doing
something wrong.’ It’s just that it's so reassuring!”

Interview Participant PS7: “It is knowing [that] | am
not alone in that - it is not just something | have had
to work around or deal with, [because] other schools
are having a similar issue there as well. It gives you

[a] bit more confidence that it's not just you. And then
hearing some of the things that they’ve tried that | can
then try with some of mine as well. And it's getting
those ideas and sharing that, which is really nice.”

The concept of the safe space was extended to pupils

Interview Participant PS3: “The second group | did beyond their participation in the Hamish & Milo

for Memories and me was a group of six. My standout Programme so that they were able to engage with

moment from [the group], (they had all lost a parent support from safe adults outside of the sessions.

to cancer), [was] when they each were saying, ‘What,

really - you as well? Oh, my goodness!’ And it was Interview Participant PS7: “It is also making sure

that connection - I'm not the only person to have lost that they are aware that the safe space isn’t just the

a parent to this - and feeling comfortable to talk about room, it's the person. So, even if we're not in that room

their feelings. One of the little boys said, ‘My mum and we're not doing that group and we're further

only died three months ago'. It was just all matter of around the school; if they have any worries or doubts

a fact, you know. One of the other ones [replied], ‘My or anything they want to talk about, that they know

mum died of cancer, but | can't really remember what there is any adult they can talk to in the school...”
she looked like now'... and it was that sort of thing

seiing eveune Toe sl e v stemede Practitioners attending supervision sessions also had an

awareness of being able to access support from the Hamish

Similarly, participants described the feelings of reassurance & Milo supervision facilitator as and when it was required,

and connection they experienced during supervision in addition to the support provided in supervision sessions.

sessions which supported feelings of connection between
practitioners and ensuing perceptions of shared experience.

Interview Participant PS6: “[Being a]
standalone practitioner, sometimes, it

can feel quite isolating, so feeling part of
something and connected to others that are
experiencing the same thing [is great].”

Interview Participant PS10: “| think [supervision] works
really well and | know that if there was a time that

any of us needed to talk in between those supervision
dates, we could always give you a call and just say,

‘I'm really struggling with this - what can | do? This

has gone wrong, and | don’t know what to do about

it So, | know that that help is there as well, if we
needed it, as well as the supervision [sessions].”
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Sub—theme 33 Community Similarly, a participant described their experience of
extending support to fellow practitioners within supervision

Many of the pupils participating in the sessions as gratifying and how the help offered was a
Hamish & Milo Programmes experience a function of the sense of belonging within a community.
sense of connection with the practitioner

and with the other children they attend Interview Participant PS6: “The
sessions with. supervision is very useful. | quite like

being able to help the other new
[practitioners], because you need
someone that [has] the experience of it
to say, ‘this worked for us.’ It is nice to

The mutual experience of safety perceived within
the groups supports and facilitates the sense of the
establishment of community.

Interview Participant PS1: “Not all children, but be part of a community of something, to
the majority, | would say. There is definitely a sense feel that you belong as well. [Being] a
of connections and community. There’s a special standalone practitioner can sometimes

bond made between the group and myself, and feel quite isolating so feeLing part of

something and connected to others that
A participant recounted an example of the bonds are experiencing the same thing [is nice].”

created between the children attending a ‘My

it creates that safe environment for them.”

friends and me’ group and how the community of
children supporting a child, who was anxious to
attend, was effective in him overcoming his fears.

Interview Participant PS1: “So one of my very first
groups was My friends and me [that included] one child,
he’s a looked after child... a Reception boy who presented
[with] defiant behaviour. | would always collect him first.
The rest of the children were all Year 1 children. He was
the only reception child in that group, and he would often
resist and say he [didn’t] want to come. So, | decided

[to collect] the Year 1 children first and then [them] go
and collect him in his classroom. They would go up to
him, greet him... they would hold his hand, and he would
happily come with the rest of the group. They would
have their little chats whilst walking to the hut where |
work. With the bond that they had created because he
had made these powerful connections with these Year 1
children through Hamish & Milo. The moment his friends
just come to collect him, it was just so beautiful just to see
them chatting away, holding his hand, looking after him.”
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Theme 4: Hamish & Milo Champions

Table 9 - Characteristics of sub-themes for the theme Hamish & Milo practitioners aka ‘Champions’

Themes Sub-themes
4. Hamish & Milo 4.1. Personal qualities
Champions

4.2. Trusted relationships

Caring; Inclusion; Approachable; Warm; Patient; Nurturing; Fair; Consistent; Empathy

Consistent and nurturing encounters; Emotional safety; Unique association; Nurturing presence

4.3. Professional experience and training

Varied training and experience; Pastoral care; Counselling; Social care

Referred to as Hamish & Milo Champions (‘Champions’), these individuals are an essential
element contributing to the programme’s effectiveness.

Successful Champions draw upon numerous personal
qualities when establishing trusted relationships with
individual pupils and in the formation of the social
groupings of children participating in the Hamish &
Milo Programme. Through the formation of trusted
relationships and drawing upon their experience and
training, Champions facilitate pupil engagement,

the sharing of experiences, and the development of
social and emotional competencies within the group.
Champions also utilise these same mechanisms in the
formation of trusted relationships with parents.

Sub-theme 4.1: Personal qualities

Effective Champions care about the pupils
that they work with, are interested in
them as unique human beings, are fully
accepting of them, and believe that their
thoughts and feelings matter.

Interview Participant PS8: “You have to [have] that
kind of ‘deliberate botheredness’ - you have to be
interested in them.”

Interview Participant PS3: “| just believe that
everyone should be able to have a voice and be able
to say what they need to say without judgment.”

Similarly, Champions who are dedicated to supporting
not only the pupils they work with but also the parents
and families.

Interview Participant PS4: “We are living here
in the community where it is hard, and that is
what [practitioners] are bringing to [this work]
- a sense of wanting to be able to support the
other people in the community and the other
families who live in the community.”

Participants described successful Champions as being
approachable, patient, warm and nurturing, yet also
consistent and trustworthy, thereby able to establish
consistent and dependable emotional boundaries.

Interview Participant PS10: “| will give them a hug,

so they know they come and talk to me, and they also
know | am really clear on confidentiality with them. |
say all the time... ‘what we talk about is between us,
but if you say something that makes me worried - that

| need to tell somebody else, or | need to tell your
parents - then | will always tell you first.’ | think that for
them is good, because they know where they stand.”

Interview Participant PS5: “| am fun, | am fair,
but | have boundaries, strong boundaries.”
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Interview Participant PS5: “| think it is
because I'm honest... and | do not ever make
promises | can’t keep. | am reliable... So that
they know I'm a constant in their life.”

Interview Participant PS2: “Success is also testament to

your patience and your energy that you've put into it.”

Effective Champions extend the same warmth,
approachability and consistency in their associations
with parents, which allows them to address even
challenging issues with patience and care.

Interview Participant PS2: “It is difficult when we have
the child protection side of things, because obviously |
have to have conversations [with parents] that are quite
difficult. | am the comforter... | have that good relationship
with the families. So, although | do phone them - and

| do have those conversations that aren’t very nice - |

am also the one that they will phone up, you know.”

Participants expressed that Champions were
able to identify with and show empathy for
the children they work with, and their parents,
due to their own personal experiences.

Interview Participant PS5: “When [the
children] come to me with something,

| might have experienced it, and know
that feeling inside; | can identify and
empathise with them... It is just being
aware of [other] people’s trauma, and | am
aware of trauma behaviour and ACEs".

Interview Participant PS3: “| feel like | am able to
support the kids because of my [personal] journey. |
say to parents, ...trust me, | really know what you are
going through; | really understand how it feels because
| have been there and | have done it, you know?”

Sub-theme 4.2: Trusted relationships

The Hamish & Milo Champions understand
that establishing and maintaining

trust through consistent and nurturing
encounters with pupils is the key to
building meaningful relationships wherein
children experience emotional safety.

The Champion becomes a positive emotional figure
within the pupil's experience of school, and the
consistency and safety the trusted relationship
offers, empowers the child to succeed.

Interview Participant PS3: “...[the difference is]
having that trusted adult, because he sees me a lot
with my colleague, just knowing that this is safe, and
this is OK... | can’t put it into words... he just opened
up like a little flower yesterday and it was lovely!”

Interview Participant PS1: “| will often model to
children throughout the session, whether that is
through talking [or] using the puppets with my silly
accents. But having that one constant [trusted adult]
and that consistency of the programme in their life
for that timeframe can mean so much to them.”

Interview Participant PS2: “He just craves that positive
emotional adult, which he doesn’t always have at home,
unfortunately... He can have those times where he’s
having a successful time with the [other] children [in
the group], not one where he’s had a meltdown and
they’ve all got scared of him. You know, it's got to be
about him having successful times. For him, it's having
that positive adult time - that's what he needs.”

Interview Participant PS4: “| think being a trusted adult
is really important. | will go into a classroom and the ones
that are misbehaving - the ones that | can see need that
support - will be the ones | focus on first, because once
you have that relationship, it is going to have a massive
impact on them moving forward. You can see some

of them are not in a place to learn because they need
something first, and | am the type of person that will
focus on them first because they’re missing something...

| like understanding them, and | like a challenge!”
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Participants described the trusted relationship as a
unique association in the context of school. From the
pupil's perspective the Champion is not considered to
be an authoritative figure, as a teacher may be. Owing
to the trusted relationship established between the
pupil and the Champion, they are instead regarded

as more nurturing presence, more akin to a mother or
auntie. This unique relationship between Champion
and pupil is seen as a distinct advantage, in that

it carries significant meaning for both parties.

Interview Participant PS9: “| think [the Hamish &
Milo Champion] is not seen as an authoritative figure
in school because... [they are] not a teacher. | think
that does work really well, whereas sometimes |
think when it's me - although my role is very different
- they still see me as a senior leader in school.”

Interview Participant PS10: “| think the fact that | am
not a teacher is helpful to them because they already
[have] that relationship with me and | am not that

authoritative figure, you know, | am the ‘nice’ one.”

Interview Participant PS6: “When the children

are able to just come and give me a hug... | don’t
expect them to say thank you ever, but when they
do just say thank you, because it's obviously meant a
huge amount to them to have someone in school... |
guess they look at me a little bit like a mother figure
and someone that they can trust. | just feel hugely
[privileged] to share those experiences with those
children and for them to start opening up to me.”

Interview Participant PS2: “| am kind of the
mum and the auntie...”

Sub-theme 4.3: Professional
experience and training

Participants reflected that the professional
training and experience in other areas,
including counselling and pastoral care,
that they had accumulated prior to
becoming Hamish & Milo Champions, had
been beneficial, but not essential, to their
practice of the programme.

The simplicity and the pre-planned structure of the
Hamish & Milo Programme, as well as the support
provided through supervision, enabled Champions to
successfully implement the programme, regardless
of levels of previous experience and training.

Interview Participant PS9: “..having that sort of
additional [counselling] training, | think, has probably
helped our sessions run really successfully... if you were a
school that bought into [the Hamish & Milo Programme],
| don’t think you could just say to a [Teaching

Assistant], “There is the box, off you go and run it!"”

Interview Participant PS6: “If | was completely
new to the post, | think that would have been even
more terrifying. | think having experience in pastoral
helps an awful lot. But that being said, the support
that | do see happening is very beneficial.”

Interview Participant PS7: “. the beauty
of [the Hamish & Milo Programme] is that
it did not need a lot of training, necessarily.
| know, obviously [that] the training would
have been important, and it would have
raised really important things but at the
same time, it is something that you can
just pick up and you can just roll with

it; It is not a complicated programme

to run, itis really nice and simple.”
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From a leadership perspective, participants indicated that
selecting a Champion with desirable personal qualities was
a greater consideration, but that training and accessing
support through supervision were also key to ensuring the
effective implementation of the Hamish & Milo Programme.

Interview Participant PS9: “| think [that] you definitely
need to be very mindful about which [practitioners]

run the sessions... making sure that they do have that
training [that] they are also having supervision time.”

Interview Participant PS8: “| think it is
about how you deliver [the Hamish &
Milo Programme]... because [the lesson
plans are] all there in front of you. |
think [training] helps to reassure you in
that kind of sense, but you do not have
to have background knowledge.”

Participants described how their previous experience
working in other professional areas of social care,

prior to their working in schools, had assisted them in
establishing positive and trusting working relationships
with vulnerable pupils and their families.

Interview Participant PS5: “Other people [ask],
‘how do you work there - it is so challenging?’
But to me, like | have worked with much

worse. | used to work in a teenager’s homeless
hostel and they had addiction issues.”

Interview Participant PS6: “| think seeing the impact
of how things affect families, whether that'’s positive
or negative and that understanding of what it feels
like to them at that point, and needing to have help
and how you go around building those relationships
in order to make sure they don’t feel judged and that
they don't feel that school is like this big hierarchy
that they can’t access - that we are human beings, |
think. That is one of the skills that | have is the ability
to talk to people on a level, but [also] get information
across. That comes from having worked in social care
with families, where you really have to be on a level
with them but be supportive at the same time.”

Interview Participant PS2: “| have a couple of parents
that | have known since their children were babies,
because | used to work in the Children’s Centre, so |
have a really, really close relationship with them.”
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Summary of school needs, requirements and experiences

Data gathered from several sources - including school profiles from the Hamish & Milo
Navigator online platform, questionnaire responses, and participant comments from semi-
structured interviews about schools’ needs prior to the HMUoBEP and their experiences of
using the Hamish & Milo Programme - was collated and is summarised below.

What schools told us...

Before starting Hamish & Milo

“We do have types of
more specialist support
available in our school,
but these mostly are for

© We had a PSHE structure, but a lot of children were needing targeted
support and thresholds for accessing support were high.

© We do have types of more specialist support available in our school, but these

mostly are for individual children and not groups of children with similar needs. e P bl e e

© Our budgets are tight, and our staff resources are stretched, so we do not groups of children
not have enough members of staff to be able to support the needs. with similar needs.”

© The children and families in our school community want
effective support that will meet their needs.

W hat support was missing but needed?

We need resources or a programme that:

© Supports the social and emotional skills that will allow “We need a programme

children to live and learn successfully. that allows children to feel
safe, and build relationships
of trust with adults so that
they feel confident and free
to express themselves.”

© |s proactive and considers the whole picture of a child,
so helps to address the root causes of issues.

@ Promotes protective long-term solutions, and not
only an immediate safeguarding strategy.

© Has a pre-planned structure that could be ready to run with.

@ |s consistent in structure and language over the full range of support needed.

@ Allows children to feel safe, and build relationships of trust with adults
so that they feel confident and free to express themselves.

© Provides a vocabulary for children to express their feelings and strategies for managing big emotions like anxiety.
© Offers inclusive activities that celebrate each child’s uniqueness.

© Builds confidence and independence.

© Encompasses and benefits the whole family around the child.

© Has the support of the school leaders who understand the value and need for it as part of their vision and values.
© Offers ongoing support to the staff leading the programme.

@ |s fun for children to engage with.
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What makes Hamish & Milo resources effective and good to work with?

The programme:

@ |s modern and incorporates the latest research and thinking.
@ |s well-structured with pre-planned sessions and a consistent format.

@ |s aesthetically pleasing and the resources are easy for “The programme
staff to understand, access, and use effectively.

provides effective
@ Provides effective and comprehensive support within a short timeframe. and comprehensive

@ Is a foundation resource that wraps around other interventions. support within a

R ”
© Provides a tailored approach for targeted support, yet provides a short timeframe.

consistency in structure across all the 10 different emotion themes.
© Resources are flexible and fully adaptable for individual or group support.

© Allows more children to be supported in groups,
which also provides good value for money. “Hamish & Milo
is flexible and
fully adaptable
for individual or
group support.”

© Offers a simple process to instruct or train pastoral
staff to use the resources effectively.
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Discussion

The findings of quantitative statistical data analysis across all three impact measures
at the conclusion of Phase 1 of this study showed statistically significant differences
in pre- and post-observations concerning the emotional and behavioural presentation

of pupils.

Further quantitative data analysis of specific
standardised outcomes measures (SDQ) for 1064 pupils
participating in the Hamish & Milo Programme was
completed in Phase 2 of the project implementation and
demonstrated statistically significant changes pre- and
post-intervention, consistent with the interim findings.
Interpreting the meaning behind the consistent strong
effect sizes (Cohen’s d; Cohen, 1960) reported in the
data, they imply that the difference in mean scores

after the intervention are practically significant.

Practical significance via high d values means that the
positive effects of the Hamish & Milo Programme on
children’s social and emotional wellbeing produced
from the analysis occurred irrespective of the sample
size (Bhandari, 2023). Practical significance (effect
sizes) is considered alongside statistical significance
(p values), which shows how likely it is that the data
would have occurred by random chance. The smaller
the p-value, the less likely the results occurred

by random chance, with a value below .05 to be
considered the point of statistical significance.

The findings therefore show statistically significant
changes in pupil outcomes from pre- to post-Hamish &
Milo Programme intervention. Additionally, when pupil
outcomes pre- and post-Hamish & Milo Programme
intervention were compared to UK norm tables -
providing a ‘normal’ borderline and ‘abnormal’ range

- a reduction of pupils whose outcomes were grouped
compared to ‘abnormal’ shows a significant decrease.

The positive outcomes for pupils observed in the
quantitative data analysis during Phase 2 of the project
implementation were reflected in the analysis of qualitative
data drawn from the responses of pastoral practitioners

as study participants shared their perspectives and
experiences in questionnaires and during interviews.

Thematic analysis of qualitative data suggested that the
Hamish & Milo Programme was effective in providing
early identification of SEMHD and was considered to offer
flexible solutions for successful intervention overall.

Following pupils’ participation in the Hamish & Milo
Programme, significant improvements in their self-worth
were noticed, resulting in enhanced self-confidence

and self-esteem. Having high self-esteem is associated
with positive consequences including, enjoying better
social relationships; experiencing more success at
school; having better mental and physical health; and
increased prosocial behaviour (Orth and Robins, 2022).

These outcomes were described by teachers and
pastoral practitioners who observed that pupils who
participated in the Hamish & Milo Programme were
better able to express their thoughts, feelings, and
experiences and, were better able to relate to their
peers socially. Improved self-confidence also facilitated
better communication - with pupils being better able
to articulate their concerns and seek assistance from
school staff members when they required support.

Hamish & Milo Champions, teachers, and school
leaders recounted many examples of pupils who
benefitted from their participation in Hamish & Milo
sessions. In some case examples, following attendance
of ten sessions, there were fewer instances of
dysregulated behaviour, leading to fewer exclusions.

Outcomes for pupil participation in the Hamish & Milo
Programme were recorded as quantifiable evidence of
progress through pre- and post- intervention assessment,
with the Hamish & Milo Navigator platform providing a
convenient and valued resource to track pupil SEL progress.
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As class teachers often identified concerns about pupils

in the first instance and frequently referred them for
targeted support, they were well placed to assess both
short-term and longer-term changes related to improved
SEL competencies after participation in the Hamish & Milo
Programme. Teachers reported improvements in their
pupils after participation, including increased confidence,
optimism, and resilience which resulted in improved

classroom engagement, attendance, and academic learning.

Participants observed that Teachers
also reported a decrease in instances

of dysregulated behaviour among

pupils after their participation in the
Hamish & Milo Programmes, which
they attributed to SEL competency
development, and that these changes
resulted in improved attendance and the
prevention of possible pupil exclusions.

Previous research demonstrates that teacher attitudes
towards SEL interventions can vary, with some teachers
expressing strong support and actively incorporating SEL
practices into their classrooms, while others may feel less
confident or even resistant due to concerns about time
constraints, lack of training, or uncertainty about how to
effectively implement SEL strategies (Sharma et al., 2024).

Participants perceived that the positive outcomes of pupils
attending Hamish & Milo sessions had a wider impact

on teachers, who appeared more willing to identify and
engage with the support of their pupil's SEMH needs.

Although participants acknowledged
that some teachers were concerned
about their pupils missing classroom
instruction during attendance of the
Hamish & Milo Programme, after
observing the positive outcomes in their
pupil's post-intervention, they felt that
the benefits outweighed the deficits.

Within an ecological systems framework (Bronfenbrenner,
1979), the school is seen as a significant cultural

context that shapes children’s learning and

development through relationships, instruction and
interactions, therefore connections between home

and school are deemed critical in providing aligned
supports for children (Darling-Hammond, 2019).

Some parents were reluctant for their children to
participate in the Hamish & Milo Programme due to
similar concerns raised by class teachers about lost
instruction time and the possible resulting effects on
academic attainment, however once they observed
the enjoyment and enthusiasm of their children post-
attendance, their engagement became more positive.

Research knowledge and collective best practice
summaries of SEL programme outcomes (Drew et al.,

2024; CASEL, 2025), emphasise the importance of parental
involvement - in the home and at school - and acknowledge
that strong partnerships between parents and teachers

are associated with better overall outcomes, including
improved confidence, behaviour, attendance; and academic
attainment (Harris & Goodall, 2008; Apps et al, 2019).

The presence of the relational components of trust,
communication, and respect in connections between
parents and school increase parental engagement are
associated with pupil academic success (Houri et al.,
2019).

Previous research has demonstrated that relational trust
between the school and parents is constructed through
an understanding of mutual goals and efforts established
upon a sense of mutual obligation (Darling-Hammond

et al, 2019) and that discussion and discourse between
home and schools strengthen parental trust, leading

to increased parent engagement (Houri et al., 2019).
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Study participants confirmed that the trusted relationships
they had built with parents, and the positive outcomes
observed by parents of children engaged with the

Hamish & Milo Programme, enhanced the sense of trust
between home and school. Increased trust allowed
opportunities for more in-depth discussions, and

enabled parents to feel more able to seek support.

The children’s enthusiasm for, and
enjoyment of, participation in the
Hamish & Milo sessions facilitated
discussions in the home and some
parents reported implementing
strategies and learning experienced by
their children successfully at home.

Pupils participating in the Hamish & Milo Programme

were identified as being ‘vulnerable’ by school staff

and were referred for support for a range of needs
including, SEMHD (e.g. anxiety, dysregulated behaviour,
etc.); SEND; children looked after; children with caring
responsibilities, children in need with child protection plans;
bereavement and other trauma. The links between adverse
and traumatic experiences, deprivation, and poverty in
childhood are complex, but there is growing evidence of
the association between these risk factors and how the
‘clustering’ of them negatively impacts the lives of the
most vulnerable CYP (Camacho and Henderson, 2022).

Previous research has demonstrated that to address
these factors at the school level, any intervention must
include working with vulnerable children and supporting
their families, to provide the protective factors which

are needed support them in reducing the risks and
mitigating the harms of adversity (Longfield, 2020).

Based on their knowledge of the pupil’s circumstances
and needs and using their professional judgement,
school leaders, teachers, and pastoral staff felt
empowered to select one of the Hamish & Milo
Programme emotion themes to address the

individual circumstances and needs of each pupil.

The Hamish & Milo Programme provided them with a pre-
planned, fully resourced, and comprehensive framework
and included lesson plans that were easily adaptable to
effectively support the needs of each individual pupil.

The Hamish & Milo Programme promotes the concept

of emotionally safe spaces in schools through the
establishment of trusted relationships within the school
community. Contemporary research in the field of
neurobiology shows that emotional and psychological
safety is one of the most important aspects of satisfying
connections in social relationships (Porges, 2017). A safe
environment is also a prerequisite for productive learning
(Maslow, 1970) and for positive school engagement.

When pupils feel unsafe at school, they may be less able
to focus on learning, may be less likely to attend regularly,
and may be more dysregulated, thereby causing peers

to feel less safe and able to learn (Lacoe, 2020). A safe,
nurturing relationship with a trusted adult is one of the
most important protective factors in promoting resilience
and overcoming exposure to adversity (Bellis et al., 2018).

Through their warmth and consistency, Hamish & Milo
Champions are empowered to create a culture of trust with
groups of pupils where everyone is accepted and valued. In
this nurturing space, Hamish & Milo Champions encourage
and facilitate open communication through discussions and
interactions where different experiences and perspectives
are welcomed. Through the establishment of trusted
relationships with the adult facilitator during sessions,
pupils created an additional point of safety outside of

the groups, knowing they could seek out the support of
the Hamish & Milo Champion whenever necessary.

One of the key methods used within
the Hamish & Milo Programme to
establish emotional safety, is the use
of sock puppets as ‘pets’ for each

of the children participating.

hamishandmilo.org



https://www.bath.ac.uk/
http://hamishandmilo.org

The use of puppets has long been used as an educational
tool to animate and communicate key ideas and needs

as part of human culture and oral tradition (Fourie,

2009). Using puppets as a tool for developing social and
emotional learning has been shown to bolster confidence
and communication skills; foster relationships; build

connections; and develop a community of learners who are

respectful and inclusive (Kroger and Nupponen, 2019).

Research evidence also suggests that participating

in shared creative experiences in schools enhances

the development of SEL and increases feelings of
enjoyment, belonging and wellbeing (Reis et al.,

2016) and encourages curiosity, humour, gratitude and
tolerance for ambiguity, thereby helping both pupils
and teachers to build emotional resilience and to forge
deeper connections with one another (Anderson, 2022).

The enjoyment and enthusiasm of
pupils who participated in the Hamish
& Milo Programme was perceived to be
significant in their positive engagement
with it. The creative activities and tasks
included in the Hamish & Milo Programme
- most particularly, the creation and
use of sock puppets - were enjoyable
and provided opportunities for pupils
to share thoughts, ideas, experiences,
and reflections and promoted the
formation of social connections.

A recent study showed that positivity and closeness
experienced by social group members is particularly
notable when emotional experiences are communicated
within a group and the mutual awareness of experiencing
similar emotions results in an alignment of emotional
responses between group members (Chung et al., 2024).

The shared emotional experiences during Hamish &
Milo sessions enabled pupils to increase their self-
awareness, thereby empowering them to self-regulate
and show empathy to others within the group.

Practitioners reported that the group interaction and
sharing of experiences in the Hamish & Milo sessions
also enabled pupils to experience a sense of belonging
and validation which reduced anxiety and resulted in
them feeling calmer, happier, and more able to thrive
outside of the groups and in their classrooms.

Generally, Hamish & Milo groups were
considered most effective for optimal
involvement and engagement when
comprised of small cohorts of between
4-6 children, facilitated by an adult
(usually a member of staff trained in
pastoral support), although one-to-one
individual support using the programme
was also found to be effective.

Some research evidence suggests that people see their
social experiences as having greater emotional impact
than their solitary experiences (Jaremka et al., 2011).
Belongingness theory (Baumeister and Leary, 1995)
suggests that people develop and maintain fulfilling
social relationships to experience a sense of belonging
with others and that such relatedness needs are met
through social connection with members of their social
networks. The interpersonal and interdependent
closeness or ‘social connectedness’ (Lee & Robbins,
1995) formed through shared experiences creates a
sense of acceptance, appreciation and ease within the
individuals concerned and generates sense of trust
and belonging within the social circle or community.

Pupils who attended Hamish & Milo groups established
meaningful social connections - between themselves
and the Hamish & Milo Champions facilitating the
sessions, and amongst each other - regardless of

any obvious age differences or similarities and often
extended beyond the boundaries of the Hamish &

Milo sessions. Examples from practice in the research
literature demonstrate that children experience enhanced
development of social and emotional skills when placed
in groups with peers of different ages (Black, 2022).

hamishandmilo.org



https://hamishandmilo.org/
http://hamishandmilo.org
http://hamishandmilo.org

In these types of dynamic environments, older children
often act as mentors and role models - fostering empathy,
patience, and leadership abilities - whilst younger
children learn from their interactions with more mature
peers, resulting in the encouragement of positive social
interactions and the development of strong interpersonal
relationships across age ranges (Gedikoglu, 2021).

When pupils’ needs were considered carefully in

the formation of mixed-aged group cohorts, children
were able to form social connections and friendships
that extended beyond the Hamish & Milo sessions, as
observed by teachers in the wider school environment.

Because cognitive processes are inextricably linked in
the brain to emotional processes, in the educational
context, social connectedness is especially critical (Chuter,
2020). Whereas in the past the link was considered

to have been incidental to learning and cognition, it is
now increasingly evident from neuroscientific research
that a sense of belonging has a profound effect on the
knowledge and skills - whether cognitive or mental
and emotional - that pupils can learn, retain, and apply
(Benningfield et al.,, 2015). A sense of community
belonging describes the degree to which individuals
are, or judge themselves to be, connected to their
community and their place within it (Tartaglia, 2006).

For many pupils, the sense of acceptance,
care, safety and belonging they experienced
as valued members of a Hamish & Milo
group enabled them to forge strong bonds
and establish a sense of community.

Communities are characterised by frequent interactions
leading to the establishment of a network of support
wherein its members feel connected to and cared for
by those around them through a sense of collective
responsibility where each member’s wellbeing is
prioritised through acts of kindness, compassion

and mutual assistance (Treffinger, 2006).

Elements of this conceptualisation of community was
evidenced in examples shared by study participants
showing how pupils in Hamish & Milo groups
developed the social and emotional competencies

needed to support, encourage and demonstrate care
for each other, during group activities and outside

of the group in the wider school, independently

of any intervention from adult facilitators.

The Hamish & Milo Champions were identified as an
essential element contributing to the effectiveness of the
programme. Although the range of professional training
and experience of the Champions varied considerably
and was not directly associated with their ability to
effectively facilitate the groups, many reported having
specialist SEMH support skills and qualifications.

From a school leadership perspective, effective
implementation of the Hamish & Milo Programme was
associated with the Champion’s engagement with the
supervision and training provided by Hamish & Milo.

Additionally, Hamish & Milo Champions were considered
to possess specific personal attributes - including warmth,
empathy, trustworthiness, resilience and the ability to
establish consistent emotional boundaries - and were
often selected by school leaders to facilitate Hamish &
Milo groups owing to these qualities. The Hamish & Milo
Champions drew from these qualities to form trusted
relationships with both pupils, their parents and families.

Available evidence suggests that the quality of social
connection does not depend on the number of, or
proximity to social group members, or even the frequency
of interactions between them, but is rather associated
with the positivity and closeness experienced by group
members (Chuter, 2020). Corresponding to pupil's
positive experiences of the engagement in Hamish

& Milo sessions, Hamish & Milo Champions similarly
described the benefits and enjoyment of attending virtual
peer supervision sessions where they felt welcomed

and felt free to reflect and share experiences, ideas

and solutions from their practice with colleagues from
other settings in varied geographical locations.

Hamish & Milo Champions who regularly attend
supervision can be considered as a ‘community of
practice’ (Wenger, 1998), owing to their of a shared
common professional interest wherein they engage in
joint activities and discussions; offer assistance and share
information; build relationships that enable them to learn
from each other; and they care for and support each
other (Wenger-Trayner and Wenger-Trayner, 2015).
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Limitations, and directions for future research

The HMUOBEP study provides practical and valuable insights that contribute towards
building an evidence base around the effectiveness of a programme designed to support
the development of social and emotional competencies for pupil wellbeing.

Although this study indicated clear positive outcomes for
pupils engaging in the programme and descriptive findings
described positive benefits for the school community, several
limitations relating to the methodology should be considered.

First, as quantitative data was collected from social

and emotional competence ratings based solely on

teacher reports, including other methods, e.g. classroom
observation and parent reports would have increased
objectivity. Secondly, the qualitative data presented the
perceptions of a limited sample size of pastoral practitioners,
which may have resulted in some sampling bias.

Recruiting a larger sample size that includes study participants
with more varied roles and responsibilities, including school
leaders, would have enhanced the findings of the study.

Directions for future development

This study involved the analysis of quantitative data
measures to explore whether the Hamish & Milo
Programme is associated with the change in a range of
pupil outcomes and additionally utilised qualitative data
to explore whether school staff link pupils’ experiences
and their own to these (and other) changes.

Given the contexts around providing an intervention
designed to meet the needs of pupils, a decision

was made to not withhold the intervention for

the purposes of providing a control group (at the
time). Subsequently, we plan to identify whether
evaluation funding may be possible to introduce a
comparison group, which will be useful to explore the
counterfactual question and to isolate and explore
other factors that may have impacted pupil outcomes.

Over the course of the project feedback received from school staff engaged in the
facilitation of the Hamish & Milo Programme highlighted possible areas for advancement,
including the development of additional resources, that could improve implementation of

the programme and enhance outcomes.

One such area was identified during discussions in collaborative supervision sessions related to training opportunities for

Hamish & Milo Champions. Although complimentary 90-minute introductory training sessions were provided to all Champions

as a short guide to implementing the programme at the start of the project, the need for more extensive instruction into the

foundational theories and scholarship informing the practices of the programme was identified. In response to this, the Hamish

& Milo Voyager training course was developed. This five-day programme offers a Level 3 NCFE Accredited ‘Wellbeing in

Education’ qualification for Hamish & Milo Champions, addressing the recommendations for more comprehensive training.

Additionally, feedback received from school leaders during the project implementation highlighted the need for

greater engagement between school staff and parents to enhance the positive outcomes of the Hamish & Milo

Programme. To address this, the Hamish & Milo Families Together Programme was developed to offer a framework

for more extensive collaboration between schools and families. This series of workshops for parents, carers, and

family members directly aligns with the Hamish & Milo Wellbeing Programme for pupils. Families Together provides

insight into the programme’s themes, concepts, and theoretical foundations, strengthening the partnership between

parents and schools. Family members engage with Hamish & Milo content, gain a better understanding of what

their children are learning, share home-to-school experiences in a supportive environment, and connect with other

families to build a mutual support network. The Families Together programme was recently piloted in a primary school

in South West England, and further research is planned to explore the scope and outcomes of this resource.
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Conclusion

Over a two-year implementation period, the research objectives of the Hamish & Milo
University of Bath Evaluation Project aimed to understand the development of social and
emotional competencies for wellbeing amongst partnership schools from across the UK
through the implementation of the Hamish & Milo Wellbeing Programme; and to explore
the intended outcomes of the Programme, to gain an understanding of its contribution in
enhancing schools’ capacity to support pupils’ SEMH outcomes.

The emerging findings are positive and have shown that there is a consistency of evaluation outcomes across the
two phases of the work, with results demonstrating that the Hamish & Milo Programme has been well received
in the delivery settings and has become an important resource to schools and other members of the school
community in promoting the wellbeing and supporting the development of SEL competencies of their pupils.

Furthermore, findings from the qualitative data set during Phase 2 of the project showed that
a wide range of children benefitted from the Hamish & Milo Programme including vulnerable
pupils from disadvantaged backgrounds experiencing adversity; pupils with social, emotional
and mental health difficulties; and pupils with special educational needs and disabilities.

Additionally, findings from qualitative data gathered during Phase 2 of the project, comprising the perspectives and
experiences of school staff, indicated that positive outcomes were reported by school leaders, teachers, pastoral
practitioners and parents after engagement with the Hamish & Milo Programme. Some of these outcomes are

summarised below:
Pupils ‘found their voice’ - their self-esteem and confidence increased so they could more easily
share their feelings and experiences and ask for help and support when they needed it.

Pupil’s social and emotional skills improved - their self-awareness, resilience, and self-regulation increased
so they were able to experience more empathy and build stronger, long-lasting social connections.

Pupil’'s wellbeing improved - they were happier, calmer, more positive and were thriving.

Pupil’'s academic learning improved - some pupils developed a more positive attitude towards
learning and became more independent, which was reflected in the classroom.

Parents noticed the changes in their children and reported the positive impacts they were seeing at home.
School leaders noticed a decrease in escalations of dysregulated behaviour and a reduction in exclusions.

The positive impact for pupils and staff was noticed across the school.
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Hamish & Milo promotes social connectedness

Insights provided by pastoral practitioners facilitating the Hamish & Milo Programme

in schools indicated that the Hamish & Milo Programme promotes social connectedness
through shared social experiences throughout the school community, positively impacting
pupils, school staff, and parents.

Through the promotion and facilitation of opportunities that foster social connections,

the Hamish & Milo Programme generates experiences of enjoyment, trust,

acceptance, wellbeing and belonging within the school community ‘
(including children, school staff and parents), and creates

a greater sense of care which positively affects
the school’s learning environment.
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Qualitative data analysis - interviews

Data analysis vignettes

Vignettes are brief descriptions, rooted in empirical
data findings and constructed during data analysis
(Klotz et al. 2022). These descriptions are frequently
utilised for the purposes of research communication
as they provide vivid, authentic, and evocative
accounts of the events with a narrative flow.

During Phase 2 of the HMUoBEP, Hamish & Milo
Champions shared brief accounts of experiences from
their engagement with the Hamish & Milo Programme
and resources that were captured in the form of
vignettes to highlight specific areas of application.

Vignette 1

Portrait of a typical school
participating in the HMUobP

Recounted by Senior Leader working in an infant
and junior school situated in North-East England.

The study participant is a SENDCO working in a two-
form entry primary school based in the North East of
England. 29% of pupils attending the school have SEN,

a figure which is significantly above the national average
(13.5%). 38% of the school population receive Pupil
Premium, and it is reported that parents within the school
community have high levels of mental health needs.

The school has created a Mental Health Support
Team comprised of two Nurture Teaching Assistants;
a Pastoral Support Worker; and a Speech, Language,
and Communications Needs Support Assistant.

The members of the team have all received specific
training and provide therapeutic support approaches
including counselling; Emotional Literacy Support
(ELSA); Sandplay Therapy; and LEGO® therapy.

The school identified a gap in their support provision
and began using the Hamish & Milo programme
because it was able to address the full range of
general SEMH skills development, in addition to
more targeted support for specific needs, for groups
of children. The resources provided a structured and
targeted framework for sessions, thereby reducing
the need for planning and saving precious time and
resources for pastoral support workers using them.

The school use Hamish & Milo as the foundation
resource for all pupils requiring SEMH support,
with the additional support approaches utilised as
targeted individual interventions thereafter.

Vignette 2

Portrait of a pupil with anxiety
and selective mutism

Recounted by a Pastoral Lead in a primary
school located in South-West England.

When | first started out and was working with children
who found it difficult to speak, there were so few
interventions that worked for those children with selective
mutism. Hamish & Milo really worked for one Year 4 boy
in our school. Although he has a very supportive family,
English is not his first language, and he really struggled
to interact in class and with his peers. Before he started
the Hamish & Milo group, when other children were
talking, he could not make eye contact with them.

We started him with ‘Amazing me’ within a small group
of children. He got involved in absolutely everything
around the activities. He was able to create artwork

and express himself through that. Being in a really
supportive group built his confidence and then he started
to talk to the other children in the group and was able

to express how he was feeling, with the other children
really supporting him. After some time he was able to
take that into the classroom and begin talking there.
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Now he is even reading things out of his book in class and
his class teacher is blown away by the difference in him! He
now participates in whole class activities, for example when
they took partin a cooking activity. He had never cooked
before - something really small but massive for him - but
he did it in front of the class with his class teacher, with
everybody watching him. He would never have done that
before as he probably wouldn’t even have been able to look
around. Now he is socially blooming! He was able to stand
up in front of the whole school to get a certificate; able to
come to the front during assembly, accept his reward and
praise and even have his photograph taken for the website.

A few months ago, | met him and his family by chance

out of school in a shop and he just kind of acknowledged
me without saying much to me directly. But then on the
Monday morning, he came up to me and said, “l saw you in
the supermarket”. His progress blew me away; | feel really
emotional about it! He has really come out of himself.

Vignette 3

Portrait of a young carer
participating in Hamish & Milo
‘Amazing me’

(Recounted by a Pastoral Lead working in a
primary school in South-West England)

For every single child that has experienced Hamish & Milo,
there have been little glimmers. A young person in our
school is a young carer with quite a troubled background.
She was very withdrawn, so shied away from friendships,
and as a result was becoming very insular and isolated. She
became reluctant to come in to school, so we decided to
include her in a small group that was using Amazing me.

Through her experience of Amazing me, she has developed
friendships, and she is enjoying coming to school because
she feels connected and has those friendships. She now
has special safe adults within school, and she can articulate
how she is feeling now, whereas she would not have had
the vocabulary to do so previously. We have not done any
other interventions to build her resilience as this group was
enough for her needs and her attendance has improved
slightly. Although her family circumstances have not

really changed, she has been able to build her resilience.

Vignette 4

Portrait of a pupil experiencing
bereavement and participating in
Hamish & Milo ‘Memories and me’

Recounted by an Emotional Literacy Support
Assistant working in a junior school in
Hampshire, South-East England.

A five-year-old pupil in our school sadly lost their father
who had been suffering from a terminal illness. At the time
they were being supported by our school’s local authority
mental health team due to the adversity and trauma she
had experienced in her life outside of school. The child’s
mother was reluctant for them to do the intervention that
we had available, so it was decided to pair them up with

a young relative, who also attends our school, to work
together with me, the school's Emotional Literacy Support
Assistant, using the ‘Memories and me’ programme.

When the children first started, they were nervous and
apprehensive, but | soon noticed that they had a ‘light bulb
moment’ when they realised that they had a voice and were
free to talk about their experiences. Both pupils got a lot
out of doing Memories and me and after we completed the
programme, we decided to continue working through the
Finding me programme; the positives continued to grow!

The five-year-old has done marvellously well and has
been able to form connections with others within the
school. We have forged a truly trusting relationship with
each other through doing the programmes. At the time
when we were working through Finding me, | was going
through the death of my own father, and we cried together
through some of the sessions. The trusted relationship

is still there as the pupil will often drop in to talk to me
and to share their thoughts and her concerns or worries.

| think that the Hamish & Milo work has given them
the strength to be able to talk about their experiences.
She still has worries about many things, but she is
now able to give voice to them and to work out some
of the issues independently after being heard.
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Vignette 5

Portrait of a pupil experiencing
emotionally-based school avoidance
(ESBA) due to bereavement

Recounted by a School Counsellor working in a
primary school in London, South-East England.

A child in Year 6 would be absent on average between
one to three days each week. There had been a recent
bereavement in the family but at the time, the school
were unaware of this event. The class teacher only
became aware of the loss because of the child’s
frequent absences from school and after subsequent
discussions about the child between the Designated
Safeguarding Officer and the school's Attendance
Officer, a clear pattern of absences occurring directly
after the bereavement occurred was identified.

The child’s parent was invited to attend a meeting to
discuss the absences and what could be offered to support
them. During this meeting, it was apparent that the child
was finding the school environment challenging to be in.
The parent felt that there was no space for their child to
express their feelings of grief at school, so preferred to be
with their family in the safety of home. We discussed the
‘Memories and me’ programme, but initially, the parent
was reluctant for the child to attend sessions out of class
in case there would be a negative impact on his academic
learning. After several discussions with the parent, | was
able to explain how difficult it would be for their child to
focus their brain and body for learning and to follow the
daily learning routine in school after such a traumatic event
if they were not able to safely express their feelings.

After many conversations, the parent eventually gave
consent for the child to attend Memories and me sessions,
which was the beginning of a big shift for this child. | feel
that the programme was the catalyst in improving his
overall attendance, as the sessions became something

to look forward to. As we continued with the sessions, |
observed how he was beginning to grow around his grief.
The child would often tell me at the start of the session
which number session we were having and at this point,
they were attending school regularly. Before starting
Memories and me, certain days - Mondays, Thursdays, and
Fridays - would be ‘trigger’ days, when there would be
frequent absences.

Soon after starting the sessions, | noticed that the child
would attend each Friday because he did not miss them.

From discussions with the child’s teachers, they report
that they have also noticed changes in the child and
have observed that they are more focused with their
learning, are more confident and able to self-regulate,
and they have a more positive outlook generally.

Vignette 6

Portrait of a looked after child
participating in a mixed-age
Hamish & Milo group

Recounted by a School Counsellor working in a
school located in London, South-East England.

A young child in care was referred to be included in
one of my Hamish & Milo groups presenting with
defiant behaviour. The child was in Reception, with the
rest of the children attending the group in Year 1.

| would always collect him first from his classroom to
attend the group, but he would often resist and not want
to come with me. It was very difficult for me to talk him
around, so for the following session, | decided instead to
collect the Year 1 children first and then proceed to the
Reception class. So instead of me being the one to meet
him at the door (I would wait in the background), the older
children would ask for him, greet him and ask him to come
with them. | noticed that they reached for his hand, and he
happily accepted this and took theirs, proceeding happily
with the rest of the group to our room. It was beautiful
seeing the older children looking after this child and lovely
to hear them chatting amongst themselves along the way.

| feel that the sense of friendship and the feeling of
belonging that this child felt throughout the sessions was
massively helpful. Through the programme, this little group
formed powerful connections and created a very strong
bond between themselves. | have also received wonderful
feedback from the parents as we were working through

the sessions, saying how much fun the children were
having and thanking me for the positive changes they have
observed in their children - one parent was very keen to tell
me how much their child especially loved their sock puppet!
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Vignette 7

A Hamish & Milo Champion’s
experience of using sock puppet pets

Recounted by a School Counsellor working in a
school located in London, South-East England.

The sock puppets are a powerful tool, enabling children
to have a voice and to feel heard, particularly for the

shy, quiet, and introverted children who feel invisible. |
use the sock puppets when we have our welcome and
check-in at the start of each session, which helps the
children activate anti-stress, feel-good chemicals in their
brains and bodies. The puppets and the connections
made with the other children and with me become very
powerful meet-and-greet moments that are filled with
absolute joy and delight. Using the puppets also allows
me to assess whether a child needs further support,
depending on the language they use to name their feelings,
which informs me for the next parts of the session.

When using the sock puppets, attention is not directed
directly on the child but is instead directed towards

the puppet. The child can express their feelings using
the puppet’s ‘voice’ through play, which gives them the
freedom to let their guard down, be silly, and have fun.
It gives me the freedom to do the same! Because the
puppets provide a non-threatening way for children to
explore and express their feelings, as well as help them
to understand and manage their emotions better, they
are a great tool for helping to regulate their emotions.

Vignette 8

Portrait of parents participating
in the Hamish & Milo ‘Families
Together’ Programme

Recounted by a Pastoral Lead working in a
primary school in South-West England.

We have used the Families Together Programme with
a small group of parents and their children from our
school community and we have found that Hamish &
Milo has the same effect on the adults as it does on
the children! | think that one reason for this is because
| trust the programme, having seen the positive
impact it has had on the children in our school.

During the Families Together sessions, | sometimes
found myself looking away because | felt so emotional
realising that it was likely that the parents and children
had likely never had the opportunity to have these
kinds of connections - it was amazing to see! Many
awesome conversations have taken place and one
that stands out for me happened after the parents and
children created an incredible artwork about anger,
which then led to a very productive discussion.

From my office, | can look out onto the courtyard where
all the children are collected at the end of the day. One
scene that | witnessed moved me when | saw a group

of about six or seven parents just after they completed a
Families Together session. They went over and sat on a
bench just below my window and | noticed how they were
talking and smiling together. It was significant because

| knew that this particular group of parents might never
have spoken to each other before; included in the group
were parents whose children have additional needs and
so they tend to be quite isolated and disconnected. It
was wonderful to see them sitting there together in such
a relaxed way, connecting and sharing their stories and
common experiences whilst waiting for their children

to come out, and then to see them leave smiling and
happy. | have also noticed that they are also keeping

the connections beyond the school playground, by
meeting up outside of school and in the holidays.

The parents really understand the programme now and
they are coming back to me saying that spending this time
in the sessions with their child, and the deeper connections
they are making, have made a difference. They are also
noticing a difference in their children’s behaviour at home.
We plan to run a Families Together group for parents at
least once a year now. Additionally, | would like to support
these continued connections so that the positive gains can
benefit other parents too, so | am considering making the
school facilities available to them to meet up on a weekly
basis to share hot drinks and be able to have conversations
together to talk about the challenges they face.
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Hamish & Milo’s mission

At Hamish & Milo, we are dedicated to improving children’s mental health, emotional
wellbeing, and social and emotional development by equipping schools and settings
with a complete package of evidence-based programmes, curriculum resources,
training, and a digital impact platform.

We provide everything schools need to support a whole-school approach to social, emotional, and mental
health (SEMH) - empowering pastoral teams, ELSAs, and mental health leads to deliver targeted interventions
and universal provision that meet the diverse needs of all children, particularly the most vulnerable.

Through comprehensive training, supervision, engaging resources and practical tools, we
help build the confidence and capacity of school staff to create safe, nurturing environments
where children can thrive - helping children feel happier, heard, and connected.

Discover how Hamish & Milo can make a difference in your setting.
Please contact the team at hello@hamishandmilo.org

Appendices

Appendix A

Hamish & Milo Champion semi-structured interview script

1. What structure did you adopt when running the Hamish & Milo Programme? (one-to-one, small group, whole class)

2. What impact have you observed since you started using the Hamish & Milo Programme?

@

Has there been any impact on attendance/exclusions/engagement in learning
for the children since starting the Hamish & Milo Programme?

Have there been any ‘stand-out’ moments for individual children participating in the Hamish & Milo Programme?
What have the children participating in the Hamish & Milo Programme communicated about their experiences?
What has been your personal highlight in using the Hamish & Milo resources?

How/if did the supervision groups you attended support you in facilitating the Hamish & Milo Programme?

Did the Hamish & Milo training (Discovery and Explorer) support you in facilitating the programme?

© ® N o o »

Do you think that your relationship with the children impacts the outcomes for them?

10. Do you think your previous experience/training/personal qualities impacts
the outcomes for the children in the programme?

11. Is there anything else you would like to comment on?
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Appendix B

Hamish & Milo Champion / senior leader questionnaire

1. What structure did you adopt when running the
programme, one-to-one, small group, whole class?

2. What were the emotion themes you used in Hamia & MBS Evallition Survey

1 et et T Tt of P by Livree ity o Rt

the main, and what were the reasons behind
choosing those themes/resources? P ——

it comoleta

Fhetn mpipiety ancenmann ard b maas Ihevekn, we B sol

3. What made you/how did you select the children T S ———

taking part in the Hamish & Milo programme? “

4. What concerns, issues and/or behaviours
were you observing in these children?

5. What indicators in the children’s context — mmma:::o’mmn i
made them a good fit for the selection? "".’_9;:‘:“_;
* FSM (free school meals). prwon
* EHCP (Education & Health Care Plan) . n
« SEND (special educational needs or disability)
* LAC (Looked after child)
Question

* SW (Social worker involvement) e M T

main, and what were the reasons behind
choosing those themes/resources?

6. How did you go about selecting the children
to form a group? e.g. teacher referral,
pastoral team meeting, SENCO referral

7. How did the children respond to the programme,
in general, and in specific cases?
8. Have any teachers commented about the
Quastion 3

experiences of their pupils) participating \het mada youtiow dic v selactthe chilsven

intthellanmen & Milo programme7 taking part in the Hamish & Mile programme?

9. Have any parents commented about the
experiences of their child participating
in the Hamish & Milo programme? ' “

10. Are you currently using any other SEMH
programmes, resources or interventions to
support the children in your setting?
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Quastion 4

‘What concerns, issues andor behaviours were
you observing in these children?

Question &
How did you go about selecting the children to
form a group?

.0 teacter reterral, patoral tearm mesting, SEMCO refeal

Question B
Hawve any teachers commented about the
experiences of their pupil(s) participating in the
Hamish & Milo programmeT

Quastion 10
Are you currently using any other SEMH

Programmes, Mesources or interventions to
support the children in your setting?

JL SV §E

Cusstion 5
‘What indicators in the children’s context made
them a good fit for the selection?

Plasue wriect sl that appty.

V5 [ achoct masia)

MR bocation B Hassi Case Plan

SR el s A P i bty
LAE Lomsket ster chi

S Fiocial wariew invoiverment)

Cerstion 7
How did the children respond to the programime,
in general, and in specific cases?

Crastion 3
Have any parents commented about the

their child parti in the
Hamish & Milo programme?

View survey online
hamishandmilo.org/uob-survey
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Appendix C

Strengths & Difficulties Questionnaire (SDQ)

© Before and after measure

© Trusted adults completed, based on observations
when working with children

© The areas of focus are on five types of
experiences that children may have:

+  Emotional experiences

« Behavioural experiences (‘Conduct’)

* Behavioural and interaction energy (‘Hyperactivity’)

« Difficulties when interacting with peers (‘Peer problems’)

» Positive interactions with peers (‘Prosocial behaviours’)

© The SDQ is viewed as an industry standard in some areas
education, health and social care. The measure is ‘reliable’ and
‘valid’ and there are ‘norm tables’ and indications for clinical support

Child Wellbeing Profiles (CWP)

© Before and after measure

© Trusted adults completed, based on observations
when working with children.

© The areas of focus on a child’s behaviour, where
they may struggle such as: Reassurance, attention
seeking, taking control, avoiding situations, anxiety,
restlessness, frustration, anger, repetitive behaviours.

© The areas of focus on a child’s behaviour, where they may

thrive such as: Awareness of emotions and sensations,
identifying emotions, asking for help or reassurance,
using coping mechanisms such as breathing exercises,
awareness of coping strategies to calm, talking with

friends and others and seeking support with them. R
Step 2: Behaviours that can be ebserved

© Observations and reflections at the start of the intervention. b sty Supawacnd o Seloted Aok g pesatved s oo s
© Observations and reflections at the end of the intervention. Fasrs kg bk o deibon e it Ertaces el s

Bowayn =

© Summarising perspectives or viewpoints.

Lacin guoabtive frisruiaiips, may sk friends but truggien 5o be included or e rsle 30 Bccept compRments o b recare Frai

© Areas for action and recommendations. e
Can appear sver-cosficent as & madk for leeling Inaecire of arcious sbout
[y ]
Bang poged

Can appear damissive s dedensive 10 sy parceved negative fesdback
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Child’s Voice Questionnaire (CVQ)

© Before and after measure
© Children self-identify their feelings
© Children self-identify the frequency of their feelings

© The areas of focus are: Worry, sadness, feeling bad
about abilities, friendship struggles, talking about
feelings, anger and frustration, asking for help.

© Children draw pictures about themselves

© Children draw pictures about things
they would like help with

© Children say what they like and what they
don't like about being in the group

© Children say what their favourite parts of the group were

© Children say what they have learnt about themselves

Wt B s g th ey Wt | i B st B i o e
Tolimg with oy e Vomratt D rirss

By Larmatn et ma Wt i st st e b
Sk puppaen aederaft canom b

Navigator is used to collect data including their commentary and images
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Appendix D

Navigator - Impact & Progress Reporting Dashboard

Participating schools uploaded pre- and post-intervention data from the measurement tools (see Appendix C) directly to
the Hamish & Milo Navigator platform. Navigator enables schools to track children’s progress, identify emerging patterns,
and generate valuable insights to inform and support decision-making. Navigator evidences the impact of programmes
and interventions at every level - from individual pupils and groups to whole trusts and local authorities - providing robust,
evidence-based reporting for school leadership and external agencies.

© Visual, dynamic analytics at your fingertips: Interactive, © Secure platform and robust data protection:
real-time graphs and charts simplify interpretation built on Azure App Services, protected by an
of fast-changing data across schools and trusts. Application Gateway with Web Application

@ Identification and assessment tools: Help staff identify R iR ehicnisive cybersecurity.

the right programme for children to be involved in. © GDPR compliant: no child names are used just

® Support for graduated responseandIEICET child codes and all data is stored in state-of-the-

Data and insight to inform IEPs, BEBSRSIER art secure Microsoft Azure data centres in the UK.

provision, SEND and EHCP reviews, strengthening @ Inspection and evaluation: Schools can evidence
the graduated response for SEMH support. the scope and effectiveness of their SEMH
provision and targeted interventions, supporting

© Easy-to-use, browser-based, cloud software -

with clear easy configuration and daEa S e Ofsted and ISl inspections and internal evaluations.
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Beechwood Junior School Dashboard
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mechanical methods, without prior written permission of the publisher. For permission requests contact the publisher at hello@hamishandmilo.org

hamishandmilo.org



http://hamishandmilo.org
https://hamishandmilo.org/
http://hamishandmilo.org
mailto:hello%40hamishandmilo.org?subject=University%20of%20Bath%20Research%20Project

A0 'O QRN 0 0 CRRED. O3 () CRRED- O () CRAED (T (D). (RN (Y (0. CORED. (1 (D CORED. (1Y
' s‘o .'. \*o .'. \‘o .'. ‘A‘ .'. 'A' .'. 'A' .'. s‘o .'. s‘o .'. \‘o .'. \‘o .'. 'A' .'. o‘o .'. t‘o .'. \‘o .'. 'A' '
) ‘o .'\ . ‘o ) ‘o p'\ ) ‘o ) ‘o .vg ) A‘ . ‘o .'. ) ‘o . *o ,'. () ‘o ) ‘o .'. ) ‘o ) ‘o .'. . ‘o ) ‘o .'. . A‘
.'. . ‘o . *o .'. . ‘o . ‘o .'. . A‘ . ‘o .'\ . ‘o . ‘o .'. . A‘ . ‘o .'. . A‘ . ‘o .'. . A‘ . ‘o .'. . A‘

D00 CORED. 1) (0 CRRED. O () CRRED- O1 () CRED (T (D). CRRED (Y (0. CORED. (1 (. CORED. (1)
OXQ L) A‘ o'\ L) ‘0 o'\ L) A‘ ov\ L) A‘ o'\ L) ‘0 o'\ L) A‘ o'\ L) ‘0 o'\ L) ‘0 o'\ L) " o'\ L) ‘0 o'\ L) A‘ o'\ L) ‘0 v's L) ‘0 o'\ L) A’ 0'! L) A‘ 0'\
\xo .'. A ) ‘o .'. ) ‘o ) ‘o .'g ) ‘o oxo "\ ) ‘o txo .'. ‘ txo .'. ‘ \xo .'. ‘ ) A‘ .'. . ‘o
.'. ) ‘o ) ‘o .'. ) ‘o ) ‘o .'. ° A' ) ‘o .'. ) A' ) ‘o .'. ) ‘o . ‘o .'. ) A‘ . ‘o .'. . ‘o . ‘o .'. . ‘o

'\ L) ‘0 ' '\ L) ‘0 o't 's L) ‘0 o'\ o's L) ‘0 o'\ '\ L) ‘0 o'\ '\ L) *0 o'\ '\ L) A‘ ' o!s L) A.‘
'\ L) A‘ 0'\ L) ‘0 o'\ L) A' o's L) A‘ o'\ L) ‘0 o'\ L) A‘ o'\ L) *0 0'\ L) A‘ o'\ L) " o'\ L) A‘ o'. L) A‘ 0'\ L) A‘ o's L) ‘0 0'\ L) A’ o'\ L) A' o'\
) ‘o .'. 0 ‘o ) ‘o .'. ) ‘o ) ‘o .'. ) ‘o ) ‘o .'. ) ‘o ) ‘o .'. ) ‘o ) ‘o .'. ) ‘o ) A' .'. ) ‘o ) A‘ .v. . ‘o
.'. . ‘o sxo .'. ‘ . A‘ .'. . ‘o \xo .'. . ‘o . ‘o .'. ) *o . ‘o .'. ) ‘o . ‘o .'. ) ‘o . ‘o .'. . ‘o

V. L) ‘0 o'o '\ L) ‘0 0'! '\ L) ‘0 o's a8 "\ L) A‘ o'\ '\ L) A‘ o'\ '\ L) A‘ o'n '\ L) *0
o'\ L) ‘0 o's L) ‘0 o'\ L) ‘0 o's L) ‘0 o'\ L) ‘0 o' I '0 ov\ ‘0 0'\ L) ‘0 o'. L) ‘0 0'\ L) A' 0'\ L) ‘0 '
. A' .'. . A’ . ‘o .'. . A' \xo Al ‘ 'o .'. A . A‘ .'. . A‘ . A‘ .'. . A‘

\0

'.'. A on ". ) ‘0 \xt 'v \0 1) ‘l "g e ‘0 \xo "g e ‘0

'\ L) *0 o'\ '\ L) ‘0 o" ‘0 ov\ '\ L) *0 o" '\ L) ‘0

' ) ‘0 o's e o'\ . ‘0 o's . ‘o 0'\ . A' .'. ‘ '. . A’ .'.

‘ 0'\ ‘ ‘ 0'\ A \ A 0'\ ‘ A 0'\ \‘0

o'. ) ‘0 0 ‘0 o'g ) ‘0 ‘0 0'! ) " ‘0 Ov! L) “

'. . ‘o ' '. . ‘4 o oXy ) ‘0 o'\ o'\ “0

0'! \‘0 o'\ D) ‘0 0'0 ) ‘0 0'\ 020 o'\ L) ‘0 o'. ) ‘0 o's L) ‘0 o'\

) \A' "\ “‘ \A' "\ “.

»

‘*’ 'v\ .“ ‘*‘ 'v\ “.
.'. 0 ‘o e ‘o o'\ 8 ‘o N A L) A‘ o's L) A‘ L) A‘ o'\ L) A'

Vo oW oW e W YD D Y (D D (1) ¢

'\ S ‘0 o'\ e *0 o'\ L) ‘0 o'\ L) A‘ o\ A‘ 0'\ S ‘0 o'n L) A‘ o's ‘ '\ L) *0 o'\

\X‘ "\ ‘ ) ‘0 "\ [ ) ‘0 ) ‘0 ‘0 " ) A’ [} A' "\ ) *0 [} ‘0 "\ 1) *0
.'. . ‘o . ‘o .'. . ‘o . ‘o .'. . ‘o - . ‘o .'. . A‘ . ‘o .'. . A‘ . ‘o "\ . A‘
D0 'O CORED. 1) (0 CRRED. O (). mVAT DD SO 1 (0 CRRED. 1) (). 0 ox\ Y

'\ L) A' o'\ L) ‘0 o'\ L) A' o'\ L) *0 o'\ L) ‘0 o's L) A' o'\ L) ‘0 o'c L) ‘0 o'\ *' o'\ L) ‘0 o's L) *0 0'\ S ‘0 o'o L) A‘ o's ‘ '! L) A‘ o'\
0‘0 o'\ \‘0 \‘0 "g \‘0 !‘0 "\ \‘0 !‘0 "‘ Q‘O ‘A‘ p'\ \*0 ‘A‘ "‘ \*0 \‘0 "\ \‘0 .A‘ "g \*0
o"Q A \xo .'g A ‘ o'g A sxo c'g A | ) ‘0 0'. [} ‘0 1) ‘0 .'g 8 ‘0 1) ‘0 "g ) ‘0 lxo "\ ‘
'\ ) ‘0 o'\ '\ D) ‘0 0'! '\ D) ‘0 o'\ '\ D) A‘ o's '\ D) ‘0 o'\ '\ D) ‘0 o's '\ ) ‘0 o's '\ ) *0
' ‘A‘ 'v\ \‘O 0'\ .A' .'\ \*0 ‘v\ 0‘0 "\ ‘A‘ o'\ \‘0 ". ‘A‘ 'v\ ‘l ." QAO .'g \‘0 o'. \AO .'. \*0 "\ A’ "‘ \AO '
\‘0 .'. \‘0 0‘0 o'\ Q‘O !&0 "\ \‘0 !‘0 "\ \‘0 !‘0 .'\ \‘0 \‘0 "\ “0 ‘A‘ "‘ .A‘ ‘A‘ 'v‘ .A.
.'Q [} ‘0 e A‘ ‘vg 8 ‘0 ] A. "g 1] ‘0 1] A‘ "‘ 1] ‘0 1] A' .'\ L) *0 1} ‘0 "\ L) ‘0 1} A‘ .'\ L) ‘0 \xl "\ e ‘0
'\ ) ‘0 o'o '\ L) ‘0 0'0 's L) ‘0 o's '\ ) ‘0 o'\ '\ D) A‘ o'\ '\ D) A‘ o's '\ D) A‘ o'\ '\ L) *0
'\ L) ‘0 o's L) ‘0 o'\ L) ‘0 o's L) ‘0 o'\ L) ‘0 o's L) *0 0'\ L) ‘0 0'\ L) * o'\ ‘0 o'\ L) A' o'\ L) ‘0 0'\ L) ‘0 o'. L) ‘0 0'\ A '\ L) ‘0 o'\
‘x‘ "‘ ‘ ‘x‘ "‘ ‘ ‘x‘ "‘ ‘ ‘x‘ "\ ‘ 1) ‘. "\ ) A‘ [} A‘ ‘v‘ ) A‘ [} A‘ 'v‘ ) A‘ ‘x‘ "‘ ) A‘
". 8 ‘0 1] A‘ ". 8 ‘0 1] A‘ "g 8 A‘ 1] ‘0 "g 1] A. 8 *0 9'\ L) ‘0 1] ‘0 "‘ L) ‘0 8 ‘0 "g L) ‘0 ] ‘0 "g 1} ‘0
V.. .V A SYCD.( A YD V. % V. DL
‘ \‘0! \‘0\ \‘0\ \*0\

'\ L) A‘ o'\ '\ L) *0 ' ox\ D) *.0




	Introduction
	Children and young people’s mental health and wellbeing
	The environment of relationships affecting children’s development
	Support for CYP with SEMHD
	The school as a community of care

	Current context for schools
	SEN and SEMHD
	The impact of COVID-19 pandemic on vulnerable children
	Children missing from education
	Exclusions
	Pastoral support staff

	The development of social and emotional competencies
	Social and emotional learning
	A whole-school approach
	Identification and assessment of need
	Evidence-based approaches
	The Hamish & Milo Programme
	Theoretical foundations of the Hamish & Milo Programme

	The Hamish & Milo University of Bath Evaluation Project
	Overview of the project
	Phase 1 (September 2022 - October 2023)
	Phase 2 (November 2023 - September 2024)

	Research approach of Phase 2 of the study
	Data collection
	Measures
	Participants
	Procedures

	Analysis
	Qualitative data analysis
	Ethical considerations

	Findings
	Quantitative findings
	Qualitative findings

	Theme 1. Perceptions of positive impact
	Sub-theme 1: Pupils
	Sub-theme 1.2: Teachers
	Sub-theme 1.3: Parents 

	Theme 2. Meeting the needs of pupils
	Sub-theme 2.1: Vulnerable pupils
	Sub-theme 2.2: Hamish & Milo emotion themes
	Sub-theme 2.3: Key features of the Hamish & Milo Programme

	Theme 3. Social connectedness for pupils and practitioners
	Sub-theme 3.1: Enjoyment
	Sub-theme 3.2: Safe space to share
	Sub-theme 3.3: Community

	Theme 4: Hamish & Milo Champions
	Sub-theme 4.1: Personal qualities
	Sub-theme 4.2: Trusted relationships
	Sub-theme 4.3: Professional experience and training
	Summary of school needs, requirements and experiences

	Discussion
	Limitations, and directions for future research
	Directions for future development

	Conclusion
	Hamish & Milo promotes social connectedness

	Qualitative data analysis - interviews
	Data analysis vignettes

	Acknowledgements
	Participating schools and trusts

	References
	Appendices
	Appendix A
	Appendix B
	Appendix C
	Appendix D



