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Chapter 1: INTRODUCTION
This chapter commences by highlighting the context within which this volume of work is
situated. An outline of each of the four professional practice reports included within this

volume is then given, before concluding reflections are offered.

1.1 Context

The work contained within this volume forms the second of two distinct volumes of work
meeting the requirements for the Doctorate in Applied Educational and Child Psychology
programme at the University of Birmingham. This volume comprises four professional
practice reports (PPRs) which highlight some of the experiences | gained whilst working as a
trainee educational psychologist (TEP) within an Educational Psychology Service (EPS) in a
Midlands Local Authority (LA). The PPRs reflect my own personal interests as well as the

nature of the work undertaken within the LA context.

The LA in which | was on placement is served by three educational psychology teams, each
serving a different area of the county. | worked in the North-West of the county which
covers two towns and some rural communities. The county is home to a diverse socio-
economic and ethnic demographic. It includes areas within the 30% most deprived
nationally as well as areas of considerable affluence. Whilst on placement | was the named
visiting educational psychologist (EP) for nine schools (three of which were first schools, four
primary schools, one secondary school and a secondary pupil referral unit). Alongside work
within these schools | also completed work with seven pre-school children developing a

formulation of their needs prior to the children entering school.

A review of the role of EPs in Scotland (SEED, 2002) suggested that the EPs’ core functions

are: consultation, assessment, intervention, research and training and that functions can be



carried out at three levels: individual, group, and organisation. In selecting areas of work for
my PPRs | wanted to ensure that they highlighted my professional practice in relation to
each of the core functions and work at each level. This necessitated looking for
opportunities outside of my day to day work as a TEP. PPRs 2, 3 and 4 took place outside of

the schools | worked with on a day to day basis.

The first of my PPRs offers reflections on the initial stages of work carried out within a
secondary PRU aimed at developing an understanding of the behaviour management
strategies that were already in place and gaining an insight into stakeholders’ views of the
effectiveness of strategies employed. This PPR highlights work at an organisational level
involving consultation and research. The second PPR discusses how far members of the EPS
within which | worked viewed the service as a learning organisation. This also demonstrates
research carried out at an organisational level. The third of my PPRs (which is still to be
added to this volume) involved work at an individual level and offers an account of my
assessment work with one boy in a school for children with emotional and behavioural
difficulties. The final PPR outlines research exploring the implementation of a programme
developed by EPs in Coventry aimed at improving the social inclusion of children with special
educational needs (SEN) and offers my reflections on an intervention situated at a group
level. The only core function of EPs outlined by SEED (2002) and not explored within my
PPRs is that of training. However, despite its absence in this volume of work, | have been
involved in delivering training. In two of the schools | worked with | delivered training about
inclusion, differentiation and maximising the impact of teaching assistants. | also delivered
training about solution focussed approaches to members of the Children’s Services

workforce.



1.2 PPR1: Reflections on the initial stage of systemic work within a pupil referral unit

This report provides an account of the first stage of a systemic project | carried out working
with staff and students at a pupil referral unit (PRU) | was the named contact EP for. The
report details the first piece of work | carried out in the PRU. The work was aimed at
developing an understanding of the behaviour management strategies that were already in
place and gaining an insight into stakeholders’ views about the effectiveness of strategies
employed. This was the first stage in a longer lasting piece of research utilising an action
research design. Within the report, the work is reflected on in terms of the traded service

context, the role of the EP in systemic work, and consultation.

1.3 PPR2: Do educational psychologists working in a local authority context view the service

as a learning organisation? A case study example

Much is written about learning organisations, but within the profession of educational
psychology little consideration has been given to how far LA EPSs could consider themselves
to be learning organisations. This report offers an account of research | carried out within
the LA | was on placement in, aiming to uncover whether colleagues within the EPS felt that
they were part of a learning organisation and to elicit their views on the service maintenance
activities currently in place. A questionnaire was designed to collect data and all members
of the service were asked to take part. Senge’s (1990) work on learning organisations was
utilised to inform questionnaire design. Responses to the questionnaire suggest that
personal mastery and team learning are well established within the EPS but that a shared
vision does not always exist. Within the report, recommendations for how the service can
move closer towards becoming a learning organisation, should its members so wish, are
made, before consideration is given to whether or not becoming a learning organisation

should be of primary concern to all EPSs.



1.4 PPR3: The voice of the child in case formulation (A working title)

Due to difficulties identifying an appropriate case for this PPR it is still to be completed. The

following synopsis is based on my initial plan for this piece of work.

My third PPR will present my involvement with an adolescent attending a school for young
people with emotional and behavioural difficulties. The report will critically explore the
importance of gaining an insight into a child or young person’s views when creating a

formulation of their needs.

1.5 PPR4: Fostering inclusion through circles and strengths (FITOS): An individual case study

Fostering Inclusion Through Circles and Strengths (FITOS) is an intervention aimed at
increasing empathy and social acceptance towards children with SEN. The intervention
utilises four fictional characters and is based upon a discussion of the characters’ strengths
and difficulties and eliciting empathetic responses towards them. Initial evaluations have
suggested that social acceptance towards the characters increases following the intervention
and that children become more aware of strengths in themselves and others. However,
prior to my involvement, no research had been undertaken with the aim of discerning
whether or not the implementation of the FITOS programme led to the objective of pupils
developing empathy and acceptance towards other pupils in real life. | utilised an individual
case study design and implemented FITOS in one first school. However, there were
difficulties in implementing FITOS and these are discussed within the report. The PPR

concludes with reflections on both the research process and the intervention.

1.6 Reflections

The completion of these four pieces of practitioner research, alongside the substantive

research report included in Volume 1 has allowed me to utilise a range of approaches to



research that | will continue to use within my practice as a qualified EP. In addition, | have
been given the opportunity to spend time considering work carried out at each of the levels
at which an EP works (individual, group, organisation) and developed my own practice in
relation to the core functions of EPs (consultation, assessment, intervention, research and
training). The work carried out to inform these PPRs has been beneficial to the individual,
class, whole-school and EPS which they concern. In order to maximise the impact of this
work | plan to contribute to published literature from the perspective of an applied-

psychologist.
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Chapter 2: REFLECTIONS ON THE INITIAL STAGE OF SYSTEMIC WORK WITHIN A PUPIL
REFERRAL UNIT

ABSTRACT

This paper provides an account of the first stage of a systemic project undertaken by a
trainee educational psychologist working with staff and students at a pupil referral unit. The
stage described was aimed at developing an understanding of the behaviour management
strategies that were already in place and gaining an insight into stakeholders’ views of the
effectiveness of strategies employed. This is the first stage in a longer lasting piece of
research utilising an action research design. The work is reflected on in terms of the traded

service context, the role of the EP in systemic work, and consultation.

1. BACKGROUND

As a trainee educational psychologist (TEP) on placement in an Educational Psychology
Service (EPS), anonymised within this professional practice report as Greenshire EPS, |
worked within a pupil referral unit (PRU) for young people aged 11 to 16; the school was
created a year before this work took place, through the amalgamation of already existing
Key stage 3 and Key Stage 4 PRUs. The school provides for young people who have been
permanently excluded, or are at risk of permanent exclusion, from other settings and has

three primary aims as outlined within official documentation:

1. toreturn young people who spend six weeks in the setting to their mainstream

schools;

2. to provide students with an alternative curriculum; and

3. to prepare Year 10 and 11 students who have been permanently excluded from

mainstream schools for the next stage of their education and life thereafter.



The school had entered into a service level agreement with the EPS, making the decision that
the work carried out by the EPS would be systemic, since many of the children and young
people remained on roll at mainstream schools and individual casework, if it took place,
would be carried out by the named psychologist for the mainstream setting they had
previously attended. The word ‘systemic’ is used in this context to describe work which
does not focus on individual young people, but instead on an aspect of the system in which
they are situated, in this case the school system. Since this was the first time the school had
worked in this way it was important to ensure that any work carried out was consultative, so
that staff had ownership of any changes implemented and so that, as far as possible this was
not seen as a ‘top down’ initiative. In working in a consultative way | hoped to enter into a
process with the school which allowed views to be shared and exchanged and solutions or

possible next steps to be jointly decided upon.

Staff and students alike were viewed by myself as stakeholders, but as the start of this
project was the first time | had visited the school | held my initial consultation with the head
teacher. This was primarily for two reasons: it was important to form a sound working
relationship with the head teacher and it was assumed by the head that the project would
commence in this way. During an initial meeting with the head teacher | was told that he
wanted to focus on the behaviour management policy and take an academic year to do so.
This report focuses on the initial stage of the project, during which information was gathered
about current practice and staff and student views on effective behaviour management
strategies were elicited. During later stages of the project the work became more

consultative as will be explained later in this report.

What follows is an account of the initial stage of the work and reflections on the difficulties |

encountered whilst undertaking it. The literature review offers an overview of: the traded



service context within which | was working and the implications of this; the role of
educational psychologists (EP) in working systemically; consultation; and an EP’s role in

developing behaviour management policies.

2. LITERATURE REVIEW

2.1 The EPS Context

Greenshire EPS had, six months prior to this work being carried out, become a partially
traded service. Greenshire schools had traditionally had an allocation of time which an EP
would spend in their setting. Since becoming partially traded, schools had two thirds of their
previous time allocation paid for by the local authority, and thus free at the point of delivery,
they then had the option to purchase the remaining third of their original time allocation at
a cost and purchase additional three hour blocks thereafter. Conversations | have had with
colleagues and exchanges on internet forums such as EPNET suggest that this move towards
trading is taking place in many EP services across the country in differing ways and poses an
interesting challenge and opportunity to services who have, for the first time, found

themselves operating in a competitive marketplace.

Ball (2009) in an article which begins to outline the ‘multi-faceted involvements of private
providers in education policy’ (p. 95) describes how policy solutions and school improvement
are now retailed. In the context of my project work, this means that the PRU could, if they
wish, purchase what Ball describes as an ‘improvement package, CPD or consultancy work’
(p. 85) and that this could set out to make the school ‘more like those in other public and
private sector organisations, ‘more like ‘the firm’.” (p. 85). For this reason, it is important to

consider an EPS’s unique selling point since other companies are carrying out consultation



within schools; this will be discussed in the next section of the report which considers

systemic work.

The possibility of schools purchasing consultation packages from private companies creates
competition, which, to my mind is a good thing since | agree with Ostrom and Ostrom’s
assertion that, in line with public choice theory, “public service industries characterised by
multiplicity and overlap will be more efficient and responsive to user demands than highly
integrated governmental monopolies”. It is my view that this opportunity will encourage
EPSs to consider what it is that they offer, and gather evidence of best-practice so that they
can strive to become more effective and efficient. That said, whilst it is necessary to respond
to user demands we must give careful consideration to who our client is and find a way to
remain a ‘critical friend’ in order to bring about change. A review team established in
Greenshire EPS, just prior to the move to trading, stated that there was a concern about
maintaining the independence of EPs so that they can provide ‘critical challenge’ when

necessary.

Since this has been a relatively recent change within many EPSs there are, as yet, no articles
discussing the opportunities and threats that this new way of working brings; ethical

dilemmas which arise as a result of being traded are yet to be fully explored.

| will return to consider the impact that this context had on my work in the discussion

section of this professional practice report.

2.2 Systemic Work

The role of the EP has been debated perennially since the work of Gillham in 1978.
However, there is a suggestion within some research that schools typically value individual

assessment and advice giving (Ashton and Roberts, 2006). Ashton and Roberts’ work,



however, is not without criticism. Schools were responding to the questions “If you had no
EP visits through the year, what would you miss them doing?” It is possible that
respondents had no experience of EPs carrying out systemic work and therefore would not
offer this as a response. In more recent research, Boyle and MacKay (2007) have suggested
that work at the systemic level collaborating with schools to develop strategies is in fact
highly valued by head teachers. So it can be seen that what type of work is most valued by
school staff remains unclear, but perhaps, rather than concerning ourselves with what, at
present, is valued by head teachers, EPSs should be trialling new ways of working and

evaluating their effectiveness so that they can contribute towards evidence based practice.

In response to a question about desirable areas of EP practice, a move to more systems
work with schools looking at organisational development and change (including fixed term
project work and input to policy matters) was commonly cited by principal educational
psychologists (PEPs), coming second only to preventative work resulting in early intervention
(Leadbetter, 2000). It might be then, that work which combined the two and took the form
of a preventative, systemic project would be a highly desirable area of EP practice. How far
the project discussed within this report could be deemed to be preventative is questionable,
given that the majority of young people attending the setting have previously been excluded
from other settings. However, it is my aim to work with the school over a period of time so
that individual casework is less likely to be necessary since the needs of the students are

being met at a whole-school level.

As mentioned in the discussion of traded contexts, it is important to consider what EPs can
bring to this work that other companies or organisations may lack. Stratford (2000) offers a

SWOT (strengths, weaknesses, opportunities, threats) analysis of the factors which influence

10



EPs’ ability to work systemically. EPs who took part in Stratford’s research said that as a

profession they could offer the following if they were to work systemically with schools:

A psychological perspective;

knowledge of organisational processes;

consultation skills;

pupil focussed input skills; and

research skills

But that work in this area was constrained by, amongst other things, school context factors.
Many of the other constraints discussed in Stratford’s research are not relevant in the
context of this project since, as stated above, a decision had already been made that any
work which took place in the school would be at a systems level. School context factors
were, however, relevant to my work at the PRU: school staff had assumptions about the role
of an EP; there were difficult working conditions within the school when the project
commenced (although | was not fully aware of the extent of this at the time) and, staff may
have had a preference for piecemeal change (this will be discussed further later in the
report). Although, at a glance, it would seem that this project was likely to be successful,
since only one of the five constraints presented by Stratford’s participants was relevant to
my work, in reality, | underestimated the importance of school context factors in working

systemically; consideration will be given to this in the final section of this report.

2.3 Consultation

As already noted, EPs in Stratford’s study believed that consultation skills were a key skill-set
that EPs could utilise in working systemically. In aspiring to work consultatively my aim was
to position myself as an ‘agent of change’ (Schein, 1985); my long-term hope was to

undertake a process with stakeholders, during which problems would be solved by them,
11



since they themselves formed part of the context within which the problem was located and
hence, were best placed to find a solution. Group-problem solving is more likely to result in
commitment to changes than other forms of intervention, such as training or advice-giving

(Baxter, 2000).

Baxter (2000) describes action research as a form of consultancy, during which information
is gathered and inquiry, hypothesis testing and problem solving is undertaken by or with
stakeholders. Since this report details the initial stages of a long-term project with a PRU it is
largely concerned with the information gathering stage. This stage was planned and
negotiated during three meetings with the head-teacher and therefore | did not involve all
stakeholders in this early stage; this was largely due to imposed time constraints, and the

limitations that this placed on the project will be discussed in detail later in the report.

2.4 An EP’s role in developing behaviour management policies

This area is surprisingly underreported in work written by practising EPs. Work similar to the
initial stage of this project, carried out within the last twenty years appears only to have
been published by Leadbetter and Tee (1991) and Swinson (2010). Swinson (2010) and
Leadbetter and Tee (1991) report on work aimed at developing behaviour management
systems in place in schools; both emphasise the need for this work to be done on a
consultative basis. Leadbetter and Tee carried out a full day of observations and asked staff
to complete a behaviour review guide. Swinson built on this research by forming a small
working group who made the decision to also consult with parents and pupils.

Consideration of these two pieces of work alongside consultation with the head teacher led

me to decide upon the methodology for this initial phase of the project.

12



3. METHODOLOGY

3.1 Getting started

The head teacher had been in post for one academic year when the work commenced; he
felt that, to date, he had met with some resistance by teaching staff to his ideas around
positive behaviour management strategies and, in his view, behaviour was thought of and
managed in a largely punitive way. Since my work would initially be negotiated with the
head teacher, it was important at this stage to ensure that he understood the need to work
collaboratively with all staff. | met with the head teacher on three occasions and discussed
the need for staff to have ownership of initiatives which were introduced. If staff have
ownership of projects going on within schools it is more likely that change will be maintained
(see Butterfield, 2009 and Binnie et al, 2008) It seemed that at the start of the project the
head teacher anticipated that we would sit down together and consider the behaviour policy
and then go on to offer training to staff. We discussed the fact that training is sometimes
not maintained (see Balchin et al, 2006) and that given the high-pressured environment that
the staff were working within they would need to feel like a policy had been tailored to meet
the needs of the students as well as their own needs. Through this initial conversation, it
appeared that the head teacher could see benefits of adopting a consultative approach such
as improved morale, shared accountability for problem resolution and enhanced skills
(Labram, 1992). Due to time constraints however, a decision was made that the initial stage
of information gathering would take place following our meetings and staff and students

would be consulted with once this work was done.

It needed to be made clear to staff and students that, far from acting as a ‘hero innovator’,
which Praill and Baldwin (1988) advise against, it was my aim to work collaboratively with
them and the students to facilitate the development of their approach to behaviour. To

13



meet this aim | spoke to staff during a staff meeting and advised them that | aimed to work
in a consultative way and that, following an initial phase in which | hoped to develop an
understanding of the systems already in place, | would create a working party to develop
new systems. | also met with students at break times and advised them that their views

would be instrumental in shaping the changes over the coming year.

As far back as 1987 Raymond observed that very few researchers have looked at disruptive
behaviour from the student’s point of view and fewer still have used this approach as a
means of intervention. The picture does not appear to be much changed, with Swinson
writing in 2010 that recent projects on school behaviour have not made an effort to involve
pupils when planning and implementing changes in policy and behaviour. Further discussion
of the importance of pupil voice, whilst valid, is beyond the remit of this report (see Badham

and Wade, 2008, for further information about pupil participation).

The long term aim of my work with the school was to work with them as they implemented
changes to the current behaviour systems in place and to facilitate an evaluation of this. The
aim of this initial phase, discussed here, was to develop a shared understanding of the
behaviour management strategies that are already in place and gain stakeholders’ views
around effective behaviour management. This was seen as a logical first step since, as
Kanter (1984) states, change is the process of analysing the past to elicit present actions

required for the future.

3.2 Epistemological Stance

Any research is impacted upon by the researcher’s epistemology. Taking a critical realist
perspective, my work aims to integrate positivist and relativist approaches by utilising

guantitative and qualitative methodologies, whilst assuming that any given set of data may

14



be explicable by more than one theory (Robson, 2002). My research in this context aims to
have a practical value for the setting in which it is carried out. Furthermore, an
understanding of staff and student views on behaviour management strategies as well as an
overview of what is currently happening will be shared with staff and possibly pupils in a

future stage of the project and used by them to hypothesise, and problem solve.

This research is a case study and for this reason | will not make suggestions about
generalisability to other settings (Yin, 1989); that is to say that | do not believe that the
findings of this project would be true of other settings even if they were similar provisions.
Instead | hope that this research will be of value to staff and students in the setting and that
other EPs or TEPs can reflect on the process | undertook, the difficulties | encountered and

the decisions | made.

| aim to be as objective as possible in uncovering stakeholders’ views around effective
behaviour management strategies, whilst accepting that findings will always be “partial,
limited and necessarily dependent upon further empirical and discursive revision”
(Nightingale and Cromby, 2002, p.710). It is for this reason that a critique of the methods
chosen and the validity of data is prominent in the following sections of the report; it is my
view that social science research can never be truly objective but consideration should

always be given to how subjectivity can, practically, be minimised.

3.3 Research Design

An action research design was utilised for the project as a whole, since the project involved
change. Action research stems from the work of Karl Lewin in the 1940s. Its aim is to
describe, interpret and explain social situations whilst implementing change (Waterman et

al, 2001). Blum (1955) describes action research as a two stage process, believing there to

15



be a diagnostic process followed by a therapeutic one. What Blum was emphasising was
the importance of change being implemented and described within a “social life situation”
(p.1) however, action research can take many different forms and adhere to many models.
In this instance meetings with the head teacher primarily shaped this work and a process of

information gathering (or initial diagnosis) was embarked upon.

3.4 Deciding upon a research aim and data gathering instruments

During three meetings with the head teacher of the school an overarching research aim and
subordinate research questions were identified. Since this work was constrained to half a
term, the research was approached as Gorard (2011) advises, by first considering how the
guestions might be answered in an ideal world and then considering constraints and

practicalities imposed upon the research process.

Below is a table which summarises the agreed outcomes of these initial meetings a critique

of the methods chosen is offered in the following section of this report.
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Overarching aim of this phase in the research:

To develop a shared understanding of the behaviour management strategies already in place and gain stakeholders’ views of effective behaviour

management.

Research Question (RQ)

Rationale for asking question

Method employed

Rationale for method employed

RQ1: Which behaviour management
strategies do teaching staff
(teachers and teaching assistants)
feel are effective in this setting?

It is important that any changes
made to the behaviour policy reflect
staff views as well as evidence
based practice.

A questionnaire developed and
adapted from the work of Caffyn
(1987) in conjunction with the head
teacher and through consideration
of documents detailing behaviour
management strategies already in
place. This asks teaching staff
(teachers and teaching assistants) to
rate behaviour management
strategies based on their efficacy.
For details of the questionnaire
adapted from Caffyn (1987) see
Appendix 1.

It is important to collate
perspectives of all teaching staff.
Myers et al (1989) suggest that
checklists or questionnaires are an
appropriate way of discovering staff
views. The other way of doing this
would have been through focus
groups, however, Smithson (2000)
suggests that focus groups should
be reconceptualised as a forum for
generating public discourse, not as a
way of uncovering participant’s real
views.

RQ2: Which behaviour management
strategies do children and young
people who attend this setting feel
are effective?

In my view, gaining an insight into
the views of the young people who
attend the setting before
adding/adapting initiatives is
especially important in work
considering behaviour management
since, for example, a reward is only
rewarding if deemed to be so by the
recipient.

The same questionnaire as given to
teaching staff so that comparisons
can be made (this questionnaire is
included in Appendix 1.)

It was important to collate
perspectives of all students, since
many were in on a part time basis
the only way of ensuring this was
through asking teaching staff to
administer questionnaires. Given
time constraints, individual
interviews/focus groups were not
viable alternatives.




81

Research Question (RQ)

Rationale for asking question

Method employed to answer this
question

Rationale for method employed

RQ3: How is behaviour within
lessons currently being managed
and to what effect?

Changes to the behaviour
management policy need to build on
existing good practice and result
from the context that it addresses.

Observations of selected lessons
with particular attention paid to
student behaviour, the reaction of
teaching staff to these behaviours
and the consequences of these
reactions. For details of the
schedule developed for this see
Appendix 2.

The head teacher felt it was
important for me to observe some
lessons within the setting to gain a
richer insight into the way that staff
manage behaviour and how
successful this is.

RQ4: What disruptive behaviours
are staff currently dealing with on a
daily/weekly basis?

Whilst this question will not directly
inform this initial phase of the
project it will allow staff to share
details of the disruptive behaviours
they seek to reduce, it will allow
myself an insight into the setting
and, ultimately, may be used as a
tool for evaluation.

A checklist developed from the work
of Gray and Sime (1988) which lists
possible behaviours displayed and
asks staff to indicate if they observe
any on a daily or weekly basis. Staff
are also asked to contribute others
if they feel the list is not exhaustive.
See Appendix 3.

A checklist seemed the only viable
way of collating this information
since observations carried out may
not be of ‘typical’ lessons.

Table 1: Research questions and associated methods negotiated with the school’s head teacher.




3.5 Procedure and Ethical Considerations

3.5.1 Questionnaires

All students and teaching staff were asked to complete the questionnaire asking them to
rate behaviour management strategies (Appendix 1). In addition to this teaching staff were
asked to complete the checklist concerned with frequency of behaviours they observed

(Appendix 2).

3.5.1.1 Administration to staff

Due to time constraints imposed on the process, the questionnaires and checklists were
given to the head teacher to disseminate amongst teaching staff. The head teacher
disseminating the questionnaire to staff could have impacted upon the return rate, since
people may not have felt that the data was truly anonymous. As with all ‘real world’
research, ethical considerations were not straightforward (Robson, 2002). Teaching staff
were asked to complete questionnaires and return them to the head teacher, staff were not
directly asked for their questionnaires should they not return them, and the return rate

would suggest that some chose to opt out of the process.

3.5.1.2 Administration to students

Teachers gave the questionnaire to students during tutor time for them to complete there
and then. This allowed for teachers to read the statement aloud should students find this
difficult; however it may have meant that students felt coerced to complete the
guestionnaire. | asked that it was stressed to students that they were rating the strategies in

terms of their effectiveness, since Harrop and Holmes (1993) suggest that many studies have
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confused effectiveness with like or dislike; that is to say that a young person may not like an
aspect of a behaviour policy (such as being kept inside if they have been smoking on site the

previous day) but they may feel it is an effective deterrent.

There are ethical concerns due to that fact that students were given time in lessons to
complete the questionnaires and teachers facilitated this process. It may be that some of
the young people felt coerced to give information and this is not ideal. | asked that staff
made their right to withdraw clear to them but | do not know if this happened. That said,
when | had previously met with the young people | had made all participants aware that
data would be treated as confidential and only anonymous data would be shared with the
school and, again, | asked form tutors to reiterate this. Since the questionnaire aimed to
empower students to have their views heard it is unlikely that any harm would have come

from completing these.

3.5.1.3 Validity of the data

If staff or students did feel coerced to take part this would invalidate the data. This is more
likely to be the case for students, since some staff chose to opt out, however, it is hoped that
my meeting with them informally before the questionnaires were administered meant that
they understood the purpose of the questionnaires and knew that it would serve them well
to answer honestly since | assured them that their views would be shared with all staff

members.

With regards to the checklist staff completed about behaviours they encountered, due to
time constraints this had to be completed retrospectively; the data would have been more

valid had the staff been asked to record behaviour for a set period of time.

20



3.5.2 Observations

A decision was made by myself and the head-teacher to observe both KS3 and KS4 lessons
and at least one lesson for students in the refocus group who were taking part in a six week
programme at the PRU so that | had observed lessons with all three groups of young people
that attended the school. The refocus group is composed of children who are on roll at a
mainstream school but at risk of permanent exclusion. They undertake a six week
programme at the PRU before returning to their previous setting. Otherwise, decisions over
which lessons were observed were based on pragmatic considerations such as the
availability of staff. Again, | am aware that this is not ideal but time constraints impacted on
this decision. Observations were carried out over two days and encompassed Key Stage 3
and 4 lessons in Science, English and Physical Education. The number of students in these
lessons ranged from one to five. | had been told that staff who would be in lessons being
observed were approached by the deputy head and asked if they were happy for the
observation to take place; in reality it did not appear that this had happened and some staff
were surprised when | arrived. When this happened, | explained why | was there to staff and
said that | was happy to reschedule or arrange to observe another lesson, however all
members of staff were happy for me to stay. 1also explained my role to any students who
asked why | was there. Although this differs from the process that would be applied if this
were a separately negotiated research project, since it was carried out within the context of
my local authority work no risks were posed beyond those that would normally be

associated with an EP or TEP’s work.
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Notes from observations were recorded on the proforma shown in Appendix 2. | noted
inappropriate behaviours carried out by students, along with the teacher’s reaction to this
behaviour and the consequence of this. For example, | noted that a child threw a piece of
paper, that his teacher gave him a warning for this behaviour and that the child then walked
out of the classroom. Teachers were given the opportunity to discuss my observations with
me afterwards and all wanted to do so. Three of the teachers remarked that they found the
observation schedule useful since it captured what the consequences of their behaviour
management strategy or response to a student’s behaviour were. This allowed me to
guantify how successful each strategy was at that time. In an ideal world these
observations with have been carried out in conjunction with a colleague to ensure that the

data gathered was as reliable and valid as possible.

4. FINDINGS

17 students and 12 members of teaching staff completed the questionnaire and checklist
administered and 5 lessons were observed for their duration. A summary of the findings
follows. Findings will be presented by considering the information gathered to inform each

research question in turn.

4.1 RQ1: Which behaviour management strategies do teaching staff feel are effective in this

setting?

Means were calculated for the ratings given by teaching staff to each of the behaviour
management strategies listed. The table below utilises the mean scores to present the
strategies in order, from those deemed most effective to those rated as being ineffective. A

score of 1 indicates staff felt it was ‘very effective’; 2 indicates ‘effective’; 3 ‘not very
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effective’ and 4 ‘not at all effective’. A full break down of individual responses to the

questionnaire is given in Appendix 4.
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Behaviour management strategy

Mean ratings

A positive letter being sent home 1.30
A positive 'phone call being made to home 1.30
The teacher showing an interest in the work 1.40
Being allowed access to break time activities 1.60
Praise in private 1.60
Going on a trip 1.64
A negative 'phone call home 1.85
Being able to buy tea and toast 1.90
Being reminded of how you are expected to behave (prompts) 1.90
Being given a merit for good behaviour 2.00
Praise in front of the class 2.00
A negative letter home 2.05
Being given a boast card for good work 2.09
Being sent to a different room to work 2.09
Knowing the teacher is pleased 2.09
Not being allowed access to break time activities 2.09
Being told off in private 2.10
A fixed term exclusion 2.11
Half a day’s isolation 2.18
Not being allowed to buy tea or toast 2.18
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Being given a warning 2.27
Being sent out of the room 2.32
Being sent to another member of staff 2.32
Knowing the teacher is watching you closely 2.36
Being made to sit near the teacher 3.27
Being given lines 3.80
Being told off in front of the class 3.80

Table 2. Behaviour management strategies listed from most to least effective as rated by

teaching staff.

There was little variation in responses from teaching staff with only one strategy (knowing

the teacher is pleased) being rated as very effective by some staff and not at all effective by

another. This would suggest that there is a level of consistency in staff’s views of effective

behaviour management strategies across the school.

4.2 RQ2: Which behaviour management strategies do children and young people who

attend this setting feel are effective?

As with responses given by teaching staff, the table below utilises the mean scores to

present the strategies from those deemed by students to be most effective to those rated as

being ineffective. A full break down of individual students’ responses to the questionnaire is

given in Appendix 5.
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Behaviour management strategy

Mean ratings

A positive 'phone call being made to home 1.59
Going on a trip 1.93
Being allowed access to break time activities 2.06
A positive letter being sent home 2.09
Being given a boast card for good work 2.18
Being given a merit for good behaviour 2.18
The teacher showing an interest in the work 2.33
Being able to buy tea and toast 2.41
Knowing the teacher is pleased 2.53
Praise in private 2.53
Praise in front of the class 2.80
Not being allowed access to break time activities 3.00
Being reminded of how you are expected to behave (prompts) 3.03
Not being allowed to buy tea or toast 3.13
A negative letter home 3.24
Knowing the teacher is watching you closely 3.27
A negative 'phone call home 3.28
Being sent out of the room 3.32
Being sent to a different room to work 3.32
A fixed term exclusion 3.44
Being sent to another member of staff 3.50
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Being told off in front of the class 3.53
Being told off in private 3.53
Half a day’s isolation 3.67
Being made to sit near the teacher 3.76
Being given lines 3.80
Being given a warning 3.81

Table 3. Behaviour management strategies listed from most to least effective as rated by

students.

There was more variation in responses from students than was the case for teaching staff.
This would support the views of teaching staff that ‘one size does not fit all’ and that the

effectiveness of strategies will depend upon perceptions of the child or young person.

It can be seen, that there is some correlation between student and staff responses with

three of the strategies given appearing in both of the top five lists:

e a positive phone call bein