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Abstract 

In the academic year 2019/2020, 6,500 children and young people (CYP) 

were permanently excluded from school; almost one-third of this population were 

identified with social, emotional and mental health (SEMH) needs (Department for 

Education [DfE], 2021a). For many, this disciplinary sanction leads to academic, 

social, health and financial disadvantages in addition to exacerbating their mental 

health needs (DfE, 2021a; Ford et al.,2018; Gill et al.,2017). The responsibility for 

decisions made to permanently exclude rests mainly with school leadership (DfE, 

2012, 2017; Kulz, 2019). 

Therefore, this research explored the views and practices of senior leadership 

teams (SLTs) concerning the inclusion and permanent exclusion (PEX) of students 

with SEMH needs, using focus groups from three mainstream secondary schools in 

a local authority (LA) with a high PEX rate (DfE, 2016a, 2021b). A thematic analysis 

identified the overarching theme that 'SLTs grapple with their sense of agency over 

the inclusion and PEX of students with SEMH needs'. The discussion has been 

framed within Bronfenbrenner's (1979) ecological systems theory and has 

highlighted the tension between performativity and inclusion at various levels in the 

ecosystem. Within the macrosystem and exosystem, inclusion is inhibited by 

academic pressures, covert deficit discourses of disability and limited distribution of 

LA funding. Nevertheless, members of SLTs seek to promote inclusion within the 

mesosystem and microsystem by pursuing collaborative inter-organisational 

relations and facilitating containing relationships between the young people (YP) and 

significant others. Implications highlight that complex interactions within the 

ecosystem affect senior leaders sense of collective agency to promote the inclusion 

of students with SEMH needs, contributing to PEXs (Bandura, 1985, 2018). 
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Recommendations include the DfE to perhaps acknowledge the systemic causes of 

PEX then provide policy and funding to support inclusion. At the school level, SLTs 

may wish to share effective strategies and utilise educational psychologist support 

for training, supervision and the development of inclusive systems.  
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Chapter One: Introduction  

1.1 Chapter Overview   

In the 21st century, students with social, emotional and mental health (SEMH) 

needs are still marginalised in the educational system. This population are 

permanently excluded at a disproportionate rate to children and young people (CYP) 

with other special educational needs and disabilities (SEND) areas and those without 

identified needs (Department for Education [DfE], 2021a; Parsons, 2018). A critical 

realist ontology and an interpretivist epistemology were utilised to explore secondary 

school senior leadership teams (SLTs)1 views and practices. 

This chapter sets out the context and justification for conducting the research; it 

EHJLQV�E\�KLJKOLJKWLQJ�WKH�UHVHDUFKHU¶V�LQWHUHVWV�DQG�SRVLWLRQLQJ�EHIRUH�RXWOLQLQJ�NH\�

terminologies and the prevalence of SEMH and permanent exclusion (PEX). 

BronfenbrenneU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�LV�WKH�WKHRUHWLFDO�IUDPHZRUN�XVHG�

to support this research and the chapter is structured to reflect this. Considerations 

are made regarding national legislation and guidance, in addition to local authority 

(LA) structures that affect inclusion and PEX. 7KLV�LV�IROORZHG�E\�LOOXPLQDWLQJ�VFKRROV¶�

interactions with support services and the role of SLTs. Next, an outline is provided 

of the intersecting characteristics and adverse life outcomes of young people (YP), 

most frequently identified with SEMH needs and in receipt of a PEX. The chapter 

closes with the objectives, rationale and anticipated benefits of the study. 

 
1 Senior leadership teams (SLTs) ± a group of school staff with headship, 

managerial and/or leadership roles and responsibilities as decided by school 
personnel. The WHUPV�µOHDGHUV¶��µOHDGHUVKLS¶�DQG�µVHQLRU�OHDGHUVKLS¶�DUH�XVHG�
interchangeably to refer to SLT as a collective group. 
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����5HVHDUFKHU¶V�0RWLYDWLRQV� 

7KLV�WKHVLV�LV�LQVSLUHG�E\�WKH�UHVHDUFKHU¶V�H[SHULHQFHV�DV�D�WUDLQHH�

educational psychologist (EP) within the focus LA to illuminate this, the section will 

be written in the first person. I noticed that students with SEMH needs were 

frequently permanently excluded from secondary schooling and viewed this as an 

injustice to some of the most marginalised YP in society. Therefore, I developed a 

keen interest to explore the LA systems that facilitated and hindered inclusion and 

PEX. I joined a SEMH special-interest group and attended a fair access panel 

(FAP)2. There, I noticed that leaders across schools varied in their conceptualisation 

of SEMH, reasonings for PEXs and description of inclusive practices, and the 

pressures inhibiting this. These observations enabled me to appreciate that 

observable and tangible experiences such as PEX are perhaps governed by 

unobservable structures, processes and mechanisms; this realisation aligns with the 

critical realist stance of this research (Bhaskar, 1978). 

1.3. Definitions  

In accordance with this critical realist stance, the following definitions of 

SEMH, inclusion and PEX emphasise the social context of these key terms. In 

addition, definitions from alternative perspectives are provided. 

 
2A government required termly meeting among WKH�/$¶V�KHDG�RI�HGXFDWLRQ��

school admissions personnel and a senior leader from each secondary school to 
reach a binding agreement on placements of students at risk of or in receipt of a 
PEX. This protocol is designed to facilitate suitable placements for students needs 
and equal distribution of these students across schools, also known as a placement 
panel (DfE, 2021b). 
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1.3.1 Social, Emotional and Mental Health  

SEMH may EH�FRQVLGHUHG�DV�D�KDUPRQLRXV�V\QHUJ\�EHWZHHQ�<3¶V�VRFLDO 

context (e.g., school, home, community) and their psychological state, whereby they 

can successfully navigate and thrive in their environment whilst feeling fulfilled in 

themselves. Therefore, disruptions to SEMH can be understood as a response to the 

conIOLFW�EHWZHHQ�D�<3¶V�HQYLURQPHQW�DQG�WKHLU�HPRWLRQDO�ZHOOEHLQJ��WKHUHE\�FDXVLQJ�

distress for themselves or others. This socially informed understanding of SEMH 

contrasts with the definition provided by the SEND Code of Practice (2015) which 

aligns with a medicalised conceptualisation of needs (Caslin, 2014; Goodley, 2016; 

see Table 1).  

The term SEMH is used to describe CYP who were formally referred to as 

having 'social emotional, behavioural difficulties (SEBD)', 'emotional and behavioural 

difficulties (EBD) and 'behavioural, emotional and social difficulties (BESD)¶ and 

RWKHU�GLVSDUDJLQJ�GHVFULSWRUV��LQFOXGLQJ�µPHQWDOO\�GHIHFWLYH¶��µWURXEOHG¶�DQG�

µPDODGMXVWHG¶��&DVOLQ��������&RPPLWWHH�RQ�0DODGMXVWHG�&KLOGUHQ��������'HSDUWPHQW�

for Education and Skills, 1994; Parsons, 2009c; Rose et al., 2018; SEND Code of 

Practice, 2015; Warnock Committee, 1978). These definitions failed to consider the 

XQGHUO\LQJ�FDXVHV�RI�VWXGHQWV¶�DFWLRQV�DQG�EHKDYLRXU�DV�WKH�FRPPXQLFDWLRQ�RI�

psychological states (Norwich & Eaton, 2014). Whilst the new (SEMH) descriptor 

DQG�GHILQLWLRQ�GRHV�UHFRJQLVH�WKLV��WKH�PHGLFDOLVHG�ODQJXDJH��H�J��µPHQWDO�KHDOWK¶�

DQG�µGLVRUGHU¶��DQG�WKH�RPLVVLRQ�RI�HQYLURQPHQWDO�LQIOXHQFHUV�SDWKRORJLVHV�VWXGHQWV�

by reinforcing a deficit discourse and an individualistic responsibility for needs 

(Goodley, 2016; Lehane, 2017). In addition, its description fails to state what 

constitutes positive mental health; this contrasts with definitions offered by the 

National Health Service (2020), Mental Health Foundation (2021) and World Health 
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Organisation (2014) which adopts a holistic approach by acknowledging YPs needs 

and environmental contributors (see Table 1). This debate around SEMH discourse 

'suggests that defining such behaviour is complex and problematic'; this argument is 

central to this research and is explored throughout (Rose et al., 2018, p. 271). 
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Table 1 

Descriptors and Explanations of SEMH Difficulties and Mental Health 

Descriptor  Explanation  
Source 
(Year) 

Social, 
emotional 
and mental 
health 
difficulties  

µ&KLOGUHQ�DQG�\RXQJ�SHRSOH�PD\�H[SHULHQFH�D�ZLGH�
range of social and emotional difficulties which 
manifest themselves in many ways. These may 
include becoming withdrawn or isolated, as well as 
displaying challenging, disruptive or disturbing 
behaviour. These behaviours may reflect underlying 
mental health difficulties such as anxiety or 
depression, self-harming, substance misuse, eating 
disorders or physical symptoms that are medically 
unexplained. Other children and young people may 
have disorders such as attention deficit disorder, 
attention deficit hyperactivity disorder or attachment 
GLVRUGHU¶��6HFWLRQ������� 

SEND Code 
of Practice 
(2015) 

Mental 
Health  

µ)RU�RXU�FKLOGUHQ�DQG�\RXQJ�SHRSOH��WKH�EHGURFN�WR�
positive mental health is growing up in a stable, 
secure, loving home, in a safe, supportive community, 
where parents, family, friends, schools and the 
community can provide access to the opportunities 
needed to enable the person to reach their physical 
health, academic, creative, and positive mental health 
and resilience potential, and feel a sense of belonging 
DQG�FRQWULEXWLRQ�WR�WKHLU�FRPPXQLWLHV�¶� 

National 
Health 
Service 
(2020) 

Mental 
Health 

µ0HQWDO�KHDOWK�SUREOHPV�������LQFOXGH�GHSUHVVLRQ��
anxiety and conduct disorder (a type of behavioural 
problem) and are often a direct response to what is 
KDSSHQLQJ�LQ�WKHLU�OLYHV�¶ 

Mental 
Health 
Foundation 
(2021) 

Mental 
Health  

A state of well-being in which every individual realises 
his or her own potential, can cope with the normal 
stresses of life, can work productively and fruitfully, 
and is able to make a contribution to her or his 
community 

World 
Health 
Organisation 
(2014) 
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1.3.2 Inclusion  

Inclusion is the meaningful engagement of all CYP in the school community, a 

human right often denied to those from marginalised groups, including YP with 

SEMH needs (Ainscow, 2020; UNESCO, 2017). Inclusive education requires 

national, local and school leaders to develop shared beliefs, practices and policies 

that value difference and promote equity (Ainscow et al., 2012; Booth, 1996). With 

WKLV�HWKRV��OHDGHUV�FDQ�µdismantle barriers to education . . . [to facilitate] . . . optimal 

DFDGHPLF�DQG�VRFLDO�RXWFRPHV¶�(Ainscow et al., 2012; Slee, 2018, p. 2). Inclusion is 

a transformative process that varies in the extent and degree one is included or 

excluded (Qvortrup & Qvortrup, 2017).  

1.3.3 Permanent Exclusion  

$W�LWV�FRUH��3(;�LV�D�VFKRRO�OHDGHU¶V�GHFODUDWLRQ�RI�WKHLU�RUJDQLVDWLRQ¶V�LQDELOLW\�

to meet the needs of students (Kulz, 2019). The DfE permits the sanction as a 'last 

UHVRUW
�GLVFLSOLQDU\�PHDVXUH�IRU�&<3�ZKR�
EUHDFK«�WKH�VFKRRO
V�EHKDYLRXU�SROLF\
�

(2017. S���S������,W�LV�WR�EH�HQIRUFHG�ZKHQ�OHDGHUV�EHOLHYH�WKDW�µPDLQWDLQLQJ�WKH�FKLOG�

LQ�VFKRRO�ZRXOG�MHRSDUGLVH�RU�µVHULRXVO\�KDUP�WKH�ZHOIDUH�DQG�HGXFDWLRQ�RI�«RWKHUV¶�

�'I(��������S�����7KXV��WKH�VFKRRO�OHDGHU�KDV�WKH�DXWKRULW\�WR�WHUPLQDWH�D�VWXGHQW¶V�

school placement indefinitely, denying them access to teaching, relationships and a 

sense of belonging in their host school (Booth, 1996). Slee (2011) regards this 

sanction by the DfE, enacted by school leaders, as perpetuating social inequality by 

µVHSDUDW>LQJ@ and sort[ing] children into their allotted tracks, into the streams that 

DVVLJQ�WKHP�WR�XQHTXDO�GHVWLQDWLRQV¶��S��������7KLV�µDOORFDWLRQ¶�LV�DFKLHYHG�E\�

locating blame within the child, thereby absolving society of responsibility; 
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consequently, the child becomes criminalised by the education system (Giroux, 

2009; Parsons, 2018).  

1.4 National and Local Prevalence of SEMH Needs and PEX  

Over a million CYP have recognised SEND, and 18 per cent (237,294) of this 

population have been identified with SEMH needs making it the third most common 

SEND area (DfE, 2021c). There has been a steady increase in this population of 

students since the term was introduced in 2015. These students with SEMH needs 

frequently experience challenges with school inclusion resulting in disproportionately 

high rates of PEX (DfE, 2021a, 2021b). School leaders permanently exclude those 

with SEMH needs at a rate five times that of those without identified needs (DfE  

2021c).  Furthermore, this population of students with SEMH needs accounts 

for 61% of all SEND PEXs (DfE, 2016a, 2021a; see Appendix A). This sanction is 

more prevalent in secondary than primary or special schools; 83% of all PEXs relate 

to YP aged 11 to 16 in mainstream schools (DfE, 2021d; see Appendix B). 

Accordingly, in 2018/2019, this sanction affected over 1,300 students, a high 

proportion of whom were in year nine (DfE, 2019a, 2021a). 

The local picture appears more problematic than the national one as the 

borough's rate of SEMH and PEX exceeds England's average and is increasing 

(DfE, 2021a, 2021b, 2021c; see Appendix C). Specifically, the identification of SEMH 

has risen by approximately a third between 2015/2016 and 2020/20213 (DfE, 2021c). 

 
3 Low PEX SEMH needs in 2015 may also represent the gradual shift from 

BESD to SEMH following the introduction of the term to the SEND Code of Practice 

in 2015. 
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It is evident that schools within the LA are struggling with this level of need as the 

rate of PEX for CYP with SEMH needs (with and without an Education, health and 

care plan (EHCP)) exceeds that of most neighbouring boroughs and the national 

average (see Appendix B for national comparison) 4. 

These numbers are likely higher given the PEX of those with unidentified 

needs and unaccounted students due to off-rolling (Cole, 2015; DfE; 2019c. p19; 

Done & Knowler, 2020) 5. The PEX of CYP with SEMH needs is at a crisis point and 

will likely worsen should the rising trend in PEXs continue over the past two 

decades.  

1.5 Theoretical Framework  

To explore the mechanisms surrounding the PEX of students with SEMH 

needs, it was vital to identify a theoretical framework that could comprehend the 

FRPSOH[LWLHV�RI�RQH¶V�VRFLDO�HQYLURQPHQW��7KLV�LV�SDUWLFXODUO\�SHUWLQHQW�JLYHQ�WKDW�

educational psychologists (EPs) are advised to move away from individually 

orientated µdeficit model¶ DSSURDFKHV¶�WRZDUGV collaborative solutions by considering 

the involvement of the adults and systems around a YP (British psychological 

 

4 A binding document resulting from the statutory assessment of a student's 

needs, which outlines the required support that the education, health, or care 

establishment provides.  

5 The illegal process of schools removing CYP from their school role 

indefinably without going through the official processes and giving the family a right 

to challenge the leaders' decision (DfE, 2021a). 
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Society (BPS); Division of Educational and Psychology (DECP), 2019.p.8). These 

elements are encompassed within Bronfenbrenner's (1979) ecological systems 

theory. 

������%URQIHQEUHQQHU¶V��������(FRORJLFDO�6\VWHPV�7KHRU\� 

Bronfenbrenner (1977, 1988) denoted that the multifaceted interaction 

between children and their environment affects their development, a position 

influenced by mentor Kurt Lewin and developmental psychologist Lev Vygotsky. 

%URQIHQEUHQQHU¶V�WKHRU\�HYROYHG�IURP�KLV�UHDOLVDWLRQ�WKDW�VRFLDO�SROLF\�PDUJLQDOLVHG�

individuals from disadvantaged groups because policymakers relied on within-child 

theories generated by artificial laboratory experiments (Bronfenbrenner, 1973, 1975, 

1977). Therefore, he aimed to advance scientific understanding by illuminating a 

FKLOG¶V�VRFLDO�FRQWH[W��%URQIHQEUHQQHU�������������������� 

7KXV��%URQIHQEUHQQHU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�FDQ�EH�DSSOLHG�Wo 

better understand the PEX of students with SEMH needs by taking a holistic view of 

the CYP in their context. At the macrosystem (the sphere most distant from the 

child), inclusion, PEX and SEMH can be understood concerning global and national 

sociopolitical cultures and legislations that relate to education disability and elitism 

(Harvey, 2005). This sphere also encompasses covert belief systems about these 

topics that govern society (Aston, 2014; Bronfenbrenner, 1988). The macrosystemic 

agenda typically influences activities in exosystemic structures (Bronfenbrenner, 

1979); these include organisations that are independent of the child yet still affect 

LQFOXVLRQ��VXFK�DV�WKH�/$¶V�GLVWULEXWLRQ�RI�IXQGLQJ�WR�VFKRROV�DQG�VXSSRUW�VHUYLFHV�

(Hanley et al., 2019). The microsystem is where the child actively participates and 

builds relationships; examples include home and school environments (Anderson et 
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al., 2014; Bronfenbrenner, 1977). The interaction between these systems occurs 

within the mesosystem. Bronfenbrenner (1988) emphasised that although these 

layers are distinct, they are interdependent; a change in one layer may affect 

DQRWKHU��$GGLWLRQDOO\��WKH�FKLOG¶V�HFRV\VWHP�GHYHORSV�RYHU�WLPH�GHSHQGLQJ�RQ�WKHLU�

stage of life and the connections they make (Bronfenbrenner, 1975). Figure 1 is a 

YLVXDOLVDWLRQ�RI�%URQIHQEUHQQHU¶V�HFRV\VWHPV�DGDSWHG�E\�0DW�6DDG�HW�DO����������

tailored to this topic. 
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Figure 1 

Pictorial Representation of a YPs Ecosystem.  
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1.5.1.1 Relevance of Theoretical Framework to SEMH and Inclusion  

%URQIHQEUHQQHU¶V�WKHRU\�LV�SDUWLFXODUO\�YDOXDEOH�IRU�WKH�SUHVHQW�VWXG\�EHFDXVH�LW�

allows for an exploration of complex social systems concerning the YP, such as central 

government, local authorities, schools, services and home; thereby, SEMH and PEX 

can be analysed from a holistic perspective (Gazeley et al., 2015; Hayes et al., 2017). 

<HW��DV�$QGHUVRQ�HW�DO���������VWDWHG��µLW�GRHV�QRW�DWWHPSW�WR�QHDWHQ�WKH�PHVVHV�>RI@�

schooO�HQYLURQPHQWV¶��S������DQG��DV�D�UHVXOW��RIIHUV�D�FRPSUHKHQVLYH�XQGHUVWDQGLQJ�RI�

the dynamics of the system to illuminate the issues associated with PEX. Ainscow et al. 

(2012) refers to this as the appreciation of the 'ecology of equity', highlighting that YPs 

educational experiences are not simply dependent on school but rely on the whole 

ecosystem of interacting factors. This enables professionals to address the topic from a 

more informed, encompassing position. 

������$GDSWDWLRQV�WR�%URQIHQEUHQQHU¶V�0RGHls 

Bronfenbrenner's theoretical framework has undergone several adaptations 

(Rosa & Tudge, 2013). Later (1980±2005), models revert to a within-child perspective at 

the expense of environmental factors by reconceptualising the microsystem to 

emphasise the child's biological and psychological characteristics (Bronfenbrenner & 

Evans, 2000; Eriksson et al., 2018). Conversely, the original ecological model of 1979 

has a dual focus: the child's social context and personal attributes that consider 

development, which makes it particularly suited to exploring mental health (Eriksson et 

al., 2018). Tudge et al. (2009, 2016) stated that it is reasonable for researchers to draw 

on earlier or partial versions of Bronfenbrenner's theories and warn that later versions 
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include the chronosystem (development over time) require longitudinal research. This 

approach was not methodologically viable for the present study and would exceed the 

objectives of this research.  

1.5.3 Relevance of Ecological Model to SEMH and PEX  

BronfenbUHQQHU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�KDV�EHHQ�XVHG�LQ�YDULRXV�

studies to explore the role of the ecosystem in creating an inclusive school ethos 

(Aston, 2014; Gordon, 2015; Kane et al., 2009; Langford et al., 2014). Furthermore, the 

framework has illuminated the impact of sociopolitical factors on YPs mental health and 

wellbeing (Hanley et al., 2019). In addition, the model has been applied to conceptualise 

staffs perspectives on their role in inclusive practice (Dobson & Douglas, 2020). 

Furthermore, Eriksson et al. (2018) conducted a systematic analysis of 25 studies using 

YDULRXV�YHUVLRQV�RI�%URQIHQEUHQQHU¶V�PRGHO�DQG�FRQFOXGHG�WKDW�WKH������HFRORJLFDO�

PRGHO�ZDV�%URQIHQEUHQQHU¶V�PRVW�HIIHFWLYH�DQG�ZLGHO\�XVHG�IUDPHZRUN�WR�H[SORUH�

mental health policy and practice.  

1.6 Macrosystem: Legislation and Guidance  

Over the past 40 years, VXFFHVVLYH�JRYHUQPHQWV
�GHFHQWUDOLVDWLRQ�RI�WKH�/$¶V�

UROH�LQ�VFKRROV�KDV�LQFUHDVHG�6/7V¶�DXWRQRP\�DQG�UHVSRQVLELOLW\�WR�SURPRWH�WKH�

inclusion of students with SEND whilst giving increased power to leaders to 

permanently exclude students (Davies et al. 2021; DfE, 2017). Some macrosystemic 

contributors relating to the disproportionate rate of PEX for YP with SEMH needs are 

presented next in a thematic rather than chronological manner. 
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1.6.1 6FKRRO�/HDGHUV¶�$XWRQRP\� 

The Education Reform Act (1988) transferred strategic and operational autonomy 

from the LA to school leaders, increasing their independence over budget, curriculum, 

assessment, teachers' conditions of service and school management (Davies et al., 

2021). By 2009, in England, leaders of schools were positioned amongst the most 

independent in the world for having the ability to make decisions (Organisation for 

Economic Co-operation and Development, 2011). This increased even further following 

the mass academisation of schools, which peaked in 2017 (Davies et al., 2021).  

+RZHYHU��OHDGHUV¶�DXWRQRP\�ZDV�ERXQG�E\�WKH�JRYHUQPHQW¶V�SHUIRUPDWLYLW\�

measures that held schools publicly accountable for their academic performances and 

made them responsive to, and reliant on, parental choice (Done & Knowler, 2020). This 

KDG�DOUHDG\�EHHQ�LQVWLJDWHG�E\�7KDWFKHU¶V�QHROLEHUDO�DJHQGD�DQG�WKH�LPSOHPHQWDWLRQ�RI�

the 1980 Education Act, which aimed 'to prepare young people for the world of work' 

and contribute to the global economy (Williams-Brown & Jopling, 2020, p. 227). This 

was known as the marketisation of education and was enacted by raising academic 

expectations and enforced through market-based practices that placed schools and 

students in direct competition through the ranking of published league tables in 1993 

(Harvey, 2005).  

The pressure on schools was exacerbated by introducing various accountability 

measures (see Appendix D��DQG�JXLGDQFH�HQFRXUDJLQJ�VFKRROV�WR�µVHOI-LPSURYH¶�E\�

enhancing academic performance (DfE, 2020 p.6; Gill, 2016). These measures 

incentivised leaders to enhance or maintain high-performance results by reducing the 

number of lower-achieving students, many of whom were from the most marginalised 
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groups in society (e.g., ethnic minorities, low socioeconomic groups and those with 

SEND) as cited by DfE (2019b) and Leckie and Goldstein (2019). This created tension 

between performativity and inclusion. 

1.6.2 PEX as a Tool for Performativity 

The formal use of PEX was authorised under the Education Act in 1986, and 

since then, the DfE has gradually incrHDVHG�OHDGHUV¶�GHFLVLRQ-making powers to use this 

sanction. As of 2012, a PEX could no longer be overturned by LAs; subsequently, there 

was gradual disassociation with preventative behavioural support and increased 

directives for school leaders to adopt punitive approaches to behaviour management 

�'I(���������7KHVH�LQFOXGHG�SHUPLVVLRQ�IRU�VWDII�WR�µSXQLVK¶��UHPRYH�RU�XVH�µUHDVRQDEOH�

IRUFH¶�IRU�VWXGHQWV�ZKR�GLVUXSW�OHDUQLQJ��ZKLOVW�DGYRFDWLQJ�IRU�WKH�XVH�RI�µVHFOXVLRQ¶�DQG�

µLVRODWLRQ�URRPV¶��'I(������������E. p.12, 2017; Slee, 2013; Parsons, 2018). This 

punitive approach is furtherer enforced by the DfE as school leaders are encouraged to 

adopt a zero-tolerance approach to challenging behaviour. This feature is often 

reflected in school behaviour policies; responding to pupils in this way results in 

unnecessary permanent exclusions for behaviour that can be managed in school 

(House of Commons Education Committee, 2018). Despite their increased powers, 

school leaders are given the guidance for a PEX to be µODZIXO¶��µIDLU¶��
SURSRUWLRQDWH
��

furthermore, it must 'not be due to additional unmet needs or poor academic attainment' 

(DfE, 2017, p. 8); however, in many situations, this may well be the case (Kulz, 2019). 

The DECP opposed this approach to behaviour management, and 2¶+DUH remarks that 

the government's authoritarian approaches are political rather than evidence-based; and 
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contradict key principles of positive behaviour change and mental health initiatives 

(BPS, 2019).  

1.6.3 Legislation Promoting Inclusion for SEMH needs 

Current and historical inclusive policies, such as those in the Underwood (1955) 

and Warnock (1978) reports instigated inclusive education and more recent initiatives 

such as Every Child Matters (ECM) in 2003 (Committee on Maladjusted Children, 1955; 

Warnock Committee,1978). The governments drive to reduce inequalities was promoted 

through equality legislation in policy, namely the Disability and Discrimination Act (2005) 

and the Equality Act (2010). Furthermore, the Children and Families Act (2014) also 

promoted joined-up working between education, health and social care; in theory, this 

facilitates the holistic support for CYP with SEMH needs, although the actualisation of 

this had been debated (Lehane, 2017). Statutory guidance specifically related to mental 

KHDOWK��VXFK�DV�µ0HQWDO�KHDOWK�DQG�EHKDYLRXU�LQ�VFKRROV¶��������DQG�
&RXQVHOOLQJ�LQ�

schools' (2016), emphasises the importance of providing students' with mental health 

support. Other guidance highlights that YPs wellbeing facilitates academic achievement 

(Public Health England (PHE) 2021). However, many of these legislations are contested 

E\�WKH�JRYHUQPHQW¶V�DJHQGD�WR�LQFUHDVH�WKH�ULJRXU�RI�DFDGHPLD��ZKLFK�FRQIOLFWHG�ZLWK�

inclusivity for low-achieving or disruptive CYP, who required additional resources and 

provided little financial return to schools (Fuller, 2018; Kulz, 2019). Thus, many of these 

students were removed from mainstream education through PEX (Cole et al., 2019).  
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1.7 Exosystem: The Economy of SEMH and PEX  

7KH�FRVW�RI�XQWUHDWHG�PHQWDO�KHDOWK�QHHGV�LV�WKH�8.¶V�ODUJHVW�ELll and the most 

common need for disability allowance (PHE, 2016). Furthermore, following a PEX, the 

JRYHUQPHQW�H[SHQGV����������WRZDUGV�DQ�LQGLYLGXDO¶V�HGXFDWLRQ��XQHPSOR\PHQW��

healthcare and the criminal justice system, equating to £2.1 billion per year (Gill et al., 

2017). These costs can be circumvented by adequately funding inclusion to prevent 

PEX and improve students' wellbeing during school years. 

1.7.1 Limited Mental Health Services; Nationally 

Nationally, 75% of CYP who require mental health support do not receive it 

(PHE, 2016). Accordingly, additional funding has been invested in improving the school- 

Child and adolescent mental health services (CAMHS) communication (DfE, 2021f). 

The systemic effects of COVID-19 have led to a 28% increase in referrals, treatment 

and urgent or emergency crisis mental health support (The Royal College of 

Psychiatrists, 2021). 

At the school level, the increased number of students with SEMH between 2015 

and 2019 had been met with a 57% decrease in LA spending per SEND pupil. As such, 

94% of school headteachers experienced greater challenges resourcing SEND in 2018 

than in 2016 (National Association of Head Teachers, 2018). The reduced funding 

provided to SEMH was highlighted by Norwich and Eaton (2014) and Thompson et al. 

(2021), who maintained that the government strategically reduced inclusion expenditure 

through the re-categorisation of BESD to SEMH. They argued, during the transfer of 

statements of special educational needs (SEN) to EHCPs, many students were not 
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issued a plan because their 'behaviour' difficulties were not viewed as 'mental health 

needs¶ �1RUZLFK�	�(DWRQ���������/HKDQH��������H[SODLQHG��µMXVW�DV�³behaviour" 

disappears, the potential is for those children, or at least those not deserving of an 

"autism" RU�RWKHU�FOLQLFDO�GLDJQRVHV��WR�DOVR�³GLVDSSHDU´ as they lose the support that 

accompanied the label¶��S�����:KLlst DfE (2021f. p6) explain the removal of a student's 

SEN label as a resulting from a µmore accurate identification¶ of needs; Daniels et al., 

explains that µthe move away from official recognition of some needs has led to 

unrecognised patterns of marginalisation¶ (2019. p4). Accordingly, those on the cusp of 

SEND support, without an EHCP, are more than twice as likely to receive a PEX than 

those with a plan; this finding is consistent with the data within the focus LA (DfE, 

2021b). 

1.7.2 Focus Local Authority  

The focus LA is within the top ten Greater London boroughs for deprived LAs in 

relation to resources that affect children from birth to 15 years old (Office for National 

Statistics, 2020). There have been reductions to critical services for those with SEMH 

needs, including behaviour support and speech and language services. Partridge et al. 

(2020) note that the national reductions into LA services have resulted in LAs having to 

compensate or µprop up¶ mental health services (p.28). Accordingly, LAs and schools 

are being positioned as commissioners and providers of mental health services, 

particularly in light of the reduction in services resulting from the COVID-19 pandemic 

(Lally, 2020). 
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1.8 Mesosystem: Schools Working with Services 

1.8.1 Nationally  

Despite the limited funding of services from the LA at the exosystemic level, the 

mesosystemic government guidance has consistently promoted inter-organisational 

(ECM, 2003, NICE, 2009; PHE and DfE, 2021) collaboration to promote inclusion. The 

SEND Code of Practice (2015) emphasises the importance of the parental voice and 

the collaboration between education health and care services to promote inclusion. 

Under this ethos, schools are expected to commission appropriately qualified and 

experienced external professionals to undertake assessments, diagnoses and specialist 

interventions for those with unmet or unidentified needs SEMH to avoid a PEX (DfE, 

2016a, 2017; 2018; Nurture UK, 2019). Multiagency staff play a crucial role in 

preventing a PEX and promoting the inclusion of all students, especially those with 

SEMH needs (Ainscow, 2020; DfE, 2019; Parsons, 2009c). In particular, the role of 

CAMHS practitioners, EPs, counsellors and behaviour support services have been 

identified as essential however the reduction in funding may impede school OHDGHUV¶�

abilities to commission these services and therefore threaten inclusion (Davies et al., 

2021). 

1.8.2 Locally  

Within the focus LA, efforts have been made to improve the situation for these 

vulnerable students. The educational psychology service (EPS) has taken the lead in 

rolling out borough-wide nurture groups, implementing the Sandwell whole-school 

approach to SEMH and jointly commissioned integrated services with Child and 
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Adolescent Mental Health Services (CAMHS). However, PEX rates continue to rise and 

exceed the comparative national rate (DfE, 2021a).  

 

1.9 Microsystem: School and the Role of School Leadership 

Schools are one of several significant microsystems for developing CYP; its 

values, ethos and style of leadership influence the extent to which students are included 

and their life outcomes (DfE, 2016a; Bronfenbrenner, 1979; PHE & DfE, 2021). 

Therefore, school leaders are vital to promoting a whole school approach to wellbeing 

and meeting the mental health needs of YP. This culture is achieved by staff facilitating 

access to specialist services, equipping CYP to be resilient and providing early 

identification and support of mental health needs (PHE, 2021).  

Challenges to promoting inclusion appear to be more prevalent in secondary 

schools than primary schools; this may be related to the unique academic, social and 

organisational pressures of this microsystem (Leckie & Goldstein, 2019; McKeon, 

2020). These struggles may be compounded by the challenges of adolescents, such as 

identity formation and hormonal changes. The government has pledged to invest £17 

million into mental health to equip staff better (DfE, 2021e). As such, mental health 

coaching will be offered as part of teachers initial training and their continuing 

professional development (PHE, 2021). In addition, the DfE and the Department for 

Health encourage schools to identify and equip a designated senior lead for mental 

health by 2025 (2018).  
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SLT¶V have a vital role in promoting positive well-being, and an inclusive ethos 

wherein mental health is discussed and not stigmatised (DfE, 2018; Nurture UK, 2019; 

Shogren et al., 2015). As strategic leaders, SLT¶V are central to developing principles to 

promote a whole school approach to mental health and possess the responsibility to 

oversee the implementation of inclusive practice (National Institute of Clinical 

Excellence, 2009; PHE, 2021). Furthermore, school leaders are well placed to 

dismantle inequalities and address the links between PEX and other forms of 

marginalisation by ensuring that behaviour policies and practices are not enforced 

indiscriminately, thereby perpetuating inequalities, particularly for groups who receive 

disproportionately high rates of PEX (Children's Commissioner, 2013; DfE, 2017; Gill et 

al., 2017; PHE, 2015). SLTs strategic oversights make such tasks possible, allowing 

them to monitor equity and influence local commissioning arrangements (Ainscow, 

2020; PHE, 2021). Furthermore, the unique values, behaviour management strategies 

and tolerance of the leadership in each school may result in disparities in PEX rates 

between schools is because µGLIIHUHQW�KHDGV�KDYH�GLIIHUHQW�HQGV�RI�WKH�URDG¶ (Dix, 2017; 

Parsons, 2009b p.43; Rendall & Stuart 2005; DfE, 2019b). This authority and decision-

making power can have adverse consequences for the most marginalised YP in society 

(Parsons, 2018).  

1.10 Individual CYP: SEMH and PEX Demographics and Outcomes 

YP from some of the most marginalised communities are most likely to have 

SEMH needs and are overrepresented in PEX data (DfE, 2021b, 2021d; Cole, 2015., 

2018; Parsons, 2018). In support of this, 2¶+DUH from the DECP explains that the 
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government's authoritarian approaches to behaviour management disproportionately 

affect those from marginalised groups, including SEND populations (BPS, 2019). These 

are individuals with the following intersections: low socioeconomic status, Black and 

Caribbean, Roma Gypsy travellers, looked-after children, and boys (DfE, 2021a, 

2021d). Furthermore, there is a bidirectional relationship between SEMH and PEX, 

whereby the disadvantages of one compound the risk of another (Ford et al., 2018).  

The cycle of disadvantage for these students is perpetuated because they often 

feel rejected by education, leading to academic and social disengagement (Slee 2013; 

Parsons 2018; PHE, 2014). This creates or exacerbates mental health distress and 

lowers academic outcomes (DfE, 2019c; Thomson, 2020). As these individuals enter 

adulthood, they have limited social mobility; many bypass employment, education or 

training, thus increasing their dependency on public services (Gazeley et al., 2015; Gill 

et al., 2017; Holt, 2016; Parsons, 2009a). These students also have a higher propensity 

to become involved with the criminal justice system owing to antisocial behaviour, drug 

use, gang and violent crime involvement and increased vulnerability to grooming and 

sexual exploitation (Gill et al., 2017). 

In summary, despite the moral, academic, social and financial ramifications of 

PEX for students with SEMH needs, the argument for inclusive education remains 

multilayered and complex and yet crucial to understanding how to reduce existing 

inequalities. 
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1.11 Objective, Rationale and Benefit of this Research  

Although school practice regarding SEMH needs and PEX is evident, at least to 

some degree, there is limited insight into how SLTs perceive and experience this. As 

such, the objective of this research is to explore the views and perspectives of senior 

leaders regarding the PEX of students with SEMH needs. The research also aims to 

illuminate the intersecting factors regarding the topic to generate new insight into a 

developing body of literature. These objectives are achieved by asking and answering 

the following research question: What are the views and practices of mainstream 

VHFRQGDU\�VFKRRO�6/7V¶�FRQFHUQLQJ�WKH�LQFOXVLRQ�DQG�SHUPDQHQW�H[FOXVLRQ�RI�VWXGHQWV�

with social, emotional and mental health needs? 

This topic is deemed timely and significant owing to the high and increasing 

national and local prevalence of SEMH needs and PEXs. The research is also 

QHFHVVDU\�JLYHQ�WKH�UDPLILFDWLRQV�RI�WKLV�VDQFWLRQ�RQ�\RXQJ�SHRSOH¶V�OLIH�RXWFRPHV�DQG�

the subsequent costs to society. It is deemed most prudent to focus on secondary 

schools, given the unique academic pressures of this phase of education that appear to 

challenge inclusion especially. Within this context, SLTs have been strategically 

selected based on their autonomy and responsibility for inclusion in addition to their 

irreversible decision to permanently exclude students. The research is situated within 

Bronfenbrenner's (1979) ecological systems theory because it facilitates the exploration 

of the dynamics between and within complex systems.  

The hoped-for benefit of this research is to develop insight regarding the 

interconnecting ecosystems surrounding the PEX of students with SEMH needs within 

education and psychology. By illuminating how these various drivers impact PEX, the 
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research aims to increase awareness and potentially affect policy and practice for SLTs 

and other stakeholders. Ultimately, this research seeks to broaden the understanding 

around PEX by reducing the within-child discourse to disrupt the cycle of inequity for 

marginalised CYP and thereby improve their life chances. 

1.12 Chapter Summary  

This chapter has provided the context and justification for this research by 

XWLOLVLQJ�%URQIHQEUHQQHU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�WR�VLWXDWH�WKH�LQWHUSOD\�RI�

various factors involved in the PEX of students with SEMH needs. Key aspects 

regarding the objectives, rationale and hoped-for benefits of the research have been 

highlighted. The following chapter will illuminate the current knowledge on this topic. 



 41 

Chapter Two: Literature Review 

2.1 Chapter Overview 

Given the context described in Chapter 1, this chapter explores what is already 

NQRZQ�LQ�WKH�OLWHUDWXUH�DERXW�6/7V¶�YLHZV�DQG�SUDFWLFHV�FRQFHUQLQJ�WKH�LQFOXVLRQ�DQG�

PEX of students with SEMH needs in mainstream secondary schools. 

The methodology of the search criteria is presented along with the process used 

to identify relevant literature. Following this, the process of the critical appraisal is 

described. The main body of the chapter presents an interpretation of the key themes 

that are identified within the literature to answer the review question. The chapter closes 

by highlighting a gap in the knowledge base and identifying how the current study 

provides a unique contribution to the field. 

2.2 Search and Selection of Papers  

This review aims to answer the following question: What does the literature tell 

us about the views and practices of mainstream secondary school SLTs concerning the 

inclusion and permanent exclusion of students with SEMH needs? 

2.2.1 Databases  

To answer the review question, an EBSCOhost database was utilised to conduct 

a comprehensive literature search of the following educational and psychological 

databases: APA PsychINFO, Psychology and Behavioural Sciences Collection, 
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Education Resources Information Center and Education Source. This was conducted 

prior to data analysis, between January 2020 and September 2021.  

2.2.2 Search Terms  

An extended refining process was conducted to secure the most relevant 

V\QRQ\PV�IRU�WKH�IROORZLQJ�NH\�WHUPV��µVRFLDO�HPRWLRQDO mental KHDOWK¶��µSHUPDQHQW�

H[FOXVLRQ¶��µVHQLRU�OHDGHUVKLS�WHDP¶�DQG�µVHFRQGDU\�VFKRRO¶��$SSHQGL[�E presents the 

synonyms and relevant alternatives for each search term. 

2.2.3 Inclusion and Exclusion Criteria  

Articles were included or excluded by publication type and relevance to provide 

sufficient focus for the review question. See Appendix F and G for tables that illustrate 

this. 

2.2.3.1 Publication Type 

Publication type controls were used to ensure the relevancy of literature to the 

review question. Research written in English and published in the United Kingdom and 

Ireland was selected to ensure that articles were deemed contextually relevant, as 

opposed to international studies, wherein the culture, terminology and practices may 

differ. Peer-reviewed, published and academic journals were considered because this 

literature is subjected to rigorous peer review through the editorial boards prior to 

publication. Additionally, articles published during or after 1994 (to 2021) were selected 

to recognise the publication of the first Code of Practice (1994) on the identification and 

assessment of SEN. This documentation was significant for inclusive education 
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because it was published under the premise that it should be the norm for mainstream 

schools to accommodate students with SEN, including those with what was then known 

as EBD.  

2.2.3.2 Relevance 

 Articles which might answer the review question were included based on their 

relevance. Specifically, literature that focused on SEMH needs instead of other SEND 

categories was selected. In addition, research that focused on the inclusion or PEX of 

these students was evaluated. Studies had to be conducted with mainstream secondary 

schools; therefore, studies whose authors examined solely other settings (i.e., primary 

schools) were omitted. Finally, selected participant groups included school staff with 

leadership positions thereby, excluding studies with solely non-SLT staff (i.e., teachers). 

Based on these criteria, the relevant presence of each term was assigned a score of 

one; this was used following the abstract and title search. Papers that scored three or 

four out of four were reviewed.  

2.2.4 Selecting Articles 

A title search followed by an abstract search was conducted using the 

aforementioned key terminology (see 2.2.2) with Boolean search commands and 

operators (AND, OR, brackets, asterisk and quotation marks) to yield the most relevant 

results. 
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2.2.4.1 Title Search 

An initial title search yielded 39 articles, five of which met the publication type 

inclusion criteria. However, upon reading their abstracts, none were relevant to 

answering the literature review question because they scored one or two out of four for 

relevance (see Appendix H). The selection process is presented in an adaptation of the 

Preferred Reporting Items for Systematic Reviews and Meta-Analyses (PRISMA) flow 

chart (see Figure 2; Page et al., 2020).  

 

Figure 2 

Number of Articles Identified at Each Process of the Title Search  

 

2.2.4.2 Abstract Search 

Additional relevant publications were sought by searching the abstracts of 

articles. This process yielded 3,551 articles, of which 1,157 met the publication type 

criteria. The titles of these (1,157) articles were read, thereby excluding 754 of them. 

39  
ͻ Identification: total articles from search

5 
ͻ Eligibility: met 'publication type' inclusion criteria

5
ͻ Eligibility: title related

0
ͻ Eligibility: abstract met 'relevance' inclusion criteria

0
ͻ Included: answers the review question
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7KH�UHPDLQLQJ�����ZHUH�H[SRUWHG�WR�D�VSUHDGVKHHW�DQG�DQDO\VHG�ZLWK�WKH�µUHOHYDQFH¶�

indicators. A total of 65 articles were scored at least three of the key terms relevantly 

discussed within the abstract (some had to be read to decipher the exact score); the full 

text of 65 were read. A total of 56 articles used the four terms in ways that were not 

relevant to the review question, and thus, these papers were excluded. Finally, nine 

articles were appropriate for answering the review question. This process is depicted in 

Figure 3. See Appendix I for the scoring of the 65 papers and Appendix J for a summary 

of the title and abstract searches. 

 

Figure 3  

Number of Articles Identified at Each Process of the Abstract Search 

 

2.2.4.3 Snowballing 

Finally, the reference lists of the aforementioned nine articles were reviewed by 

applying the same publication type and relevance inclusion criteria. Of the 283 

references, 19 articles appeared relevant from the title. Upon reading the abstracts, four 

3,551 
ͻ Identification: total articles from search

1,157
ͻ Eligibility: met 'publication type' inclusion criteria

403
ͻ Eligibility: title related

65
ͻ Eligibility: abstract likley met 'relevance' inclusion criteria

9
ͻ Included: answers the review question
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met the publication type and two met the relevance inclusion criteria. However, neither 

scored four out of four after reading the full text. This process is depicted in Figure 4. 

 

Figure 4 

Number of Articles Identified at Each Process of the Snowballing Search 

 

2.2.5 Final Selection  

Nine papers were identified, all were obtained from the abstract search (see 

Figure 5). 

  

206  
ͻ Identification: total articles from search

19 
ͻ Eligibility: title related

4
ͻ Eligibility: met 'publication type' inclusion criteria

2
ͻ Eligibility: abstract met 'relevance' inclusion criteria

0
ͻ Included: answers the review question



 47 

Figure 5  

Selection of Articles Yielded at each Search 

 

2.3 Critical Appraisal  

The final nine articles were critically appraised. A critical appraisal informs how 

studies are interpreted and determines what judgements can be made regarding the 

appropriateness of the evidence to contribute to the body of knowledge (Aveyard, 

2018). The methodological quality of qualitative papers were critically analysed using 

WKH�TXDOLWDWLYH�YHUVLRQ�RI�WKH�µ&ULWLFDO�$SSUDLVDO�6NLOO�3URJUDP�&KHFNOLVW¶��>&$63@������ 

see Appendix K). This was adapted to include relevant quantitative checks for the mixed 

methods study (see Appendix L). The CASP is a predesigned tool used to facilitate a 

rigorous approach to assessing the methodological quality, trustworthiness, relevance 

and results of research articles (CASP, 2018).  A critical appraisal for each paper was 

conducted; this, along with the aims, methods and key findings, can be found in 

Appendix M. All papers met an appropriate level of quality and relevance as measured 

against their respective tools.  

Total of 9 
articles 

Snowballing = 

0 articles 

Abstract 
search = 

9 articles Title search = 

0 articles  
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Next, a synthesis of the literature will explore what is already known about the 

views and practices of mainstream secondary school SLTs regarding the inclusion and 

PEX of students with SEMH needs. Reference is made to the methodological quality 

and relevance of the papers throughout. 

2.4 Themes Within the Literature 

The nine articles are presented thematically to answer the research question. 

Identifying salient debates, conflicts and contradictions enables the literature to be 

organised around the topic inductively (Aveyard, 2018). Four literature review themes 

were generated according to key points across the articles, this was achieved through a 

process of rereading and synthesising the texts. Themes were based on interaction at 

various levels of YPs environment: (1) nationally (2) locally (3) between the school and 

other organisations and (4) within the school. The researcher drew on previous 

knowledge of theoretical frameworks and noticed that these systems correspond with 

the four layers within %URQIHQEUHQQHU¶V�(1979) ecological systems theory, as such the 

themes were identified as the macrosystem, exosystem, mesosystem and microsystem. 

It is important to note that several articles overlapped into more than one theme given 

the multifaceted nature of the topic. Table 2 depicts the studies within the sphere of the 

ecosystem in which the findings are most dominant.  
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Table 2  

Literature Review Articles situated within the Ecosystemic Framework

 
Dominant 
theme within 
the findings 

Author(s) (Year) Title 

Macrosystem: 
Tensions 
between 
inclusion and 
academic 
policy  

Martin-Denham 
(2021) 

Defining, identifying and recognising underlying 
causes of social, emotional and mental health 
difficulties: thematic analysis of interviews with 
headteachers in England 

Dimitrellou et al. 
(2020) 

Assessing the inclusivity of three mainstream 
secondary schools in England: challenges and 
dilemmas  

Corcoran and 
Finney (2015) 

Between education and psychology: school staff 
perspectives  

Burton et al. 
(2009) 

Are the contradictions and tensions that have 
characterised educational provision for young 
people with behavioural, emotional and social 
difficulties a persistent feature of current policy?  

Exosystem: LA 
funding 
 

Spratt et al. 
(2006a) 

µ3DUW�RI�ZKR�ZH�DUe as a school should include 
responsibility for well-EHLQJ¶��OLQNV�DPRQJ�WKH�
school environment, mental health and behaviour  

Mesosystem: 
collaborative 
work 

Spratt et al. 
(2006b)  

Interprofessional support of mental well-being in 
schools: a Bourdieusian perspective 

Microsystem: 
school-based 
strategies to 
support 
inclusion  

McKeon (2017) 
Emotional and behavioural difficulties: the effects 
of structures, ethos and understandings on 
provision in Irish post-primary schools  

McKeon (2020) 

µ6RIW�EDUULHUV¶��WKH�LPSDFW�RI�VFKRRO�HWKRV�DQG�
culture on the inclusion of students with special 
educational needs in mainstream schools in 
Ireland  

2¶5HLOO\�HW�DO��
(2018) 

Whose responsibility is adolescent mental health 
in the United Kingdom? Perspectives of key 
stakeholders 
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2.4.1 Macrosystem: Policy, Guidance and Beliefs about SEMH and Inclusion 

The macrosystem is the outer layer of the ecosystem; it inhabits overarching 

societal beliefs and laws that penetrate all other systems (microsystem, mesosystem 

and exosystem) as denoted by Bronfenbrenner (1988). Within this sphere, four studies 

emphasise the cultural and political understandings of SEMH, inclusion and PEX. At the 

outset, it is vital to understand how SEMH and inclusion are conceptualised because 

this has a bearing on the way students are identified and supported. In an effort to 

define SEMH, Martin-Denham (2021) recognised a political root to the 

misunderstandings and misuses of the term. Next, Dimitrellou et al. (2020) explored the 

social conceptualisation of inclusion. Two other studies were focused on policy. School 

leaders IURP�&RUFRUDQ�DQG�)LQQH\¶V��������VWXG\�FRQVLGHUHG�WKH�LPSDFW�RI�LQFOusive 

policy on whole-school wellbeing. Finally, Burton et al. (2009) adopted a more specific 

focus on policy by relating it to students with behavioural, emotional and social 

difficulties (BESD). 

2.4.1.1 DfE Descriptor of SEMH 

 Martin-Denham (2021) investigated the definitions and identification of SEMH from the 

perspective of headteachers (as part of a more extensive unnamed study). 

Headteachers participated in semi-structured interviews, and the author analysed data 

using thematic analysis. Findings of the study revealed that the SEND Code of Practice 

(DfE, 2015) descriptor of SEMH was viewed as ambiguous and poorly understood by 

KHDGWHDFKHUV��/HDGHUVKLS�PHPEHUV�ZHUH�XQDEOH�WR�UHDFK�D�FRQVHQVXV�RQ�WKH�WHUP¶V�

definition; instead, they spoke about the manifestation of behavioural difficulties as a 
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SEND��GHVSLWH�WKH�UHPRYDO�RI�µEHKDYLRXU¶�IURP�WKH 2015 documentation. Martin-

'HQKDP��������QRWHG�WKDW�XQOLNH�WKH�JRYHUQPHQW¶V�GHILQLWLRQ�the World Health 

Organisation (2014) provides helpful examples of positive wellbeing in its mental health 

description (see Table 1 in Section 1.3.1).  

Comparable with Martin-'HQKDP¶V��������ILQGLQJV��0F.HRQ��������������IRXQG�

that principals (headteachers) had a limited understanding of EBD and SEBD. They 

viewed students with all types of SEN as a homogeneous group. 

��������&HQWUDO�*RYHUQPHQW¶V�Within-child Conceptualisation of SEMH Needs 

A proportion of leadership in the studies of Spratt et al. (2006a), Burton et al. 

(2009), McKeon (2017, 2020) and Martin-Denham (2021) perceived SEMH needs as 

rooted within the child. The authors believed that these needs emanated from 

psychiatric difficulties such as autism or adverse childhood experiences from family 

issues. Little WR�QR�FRQVLGHUDWLRQ�RI�WKH�HQYLURQPHQW¶V�LPSDFW�RQ�WKH�FKLOG was provided. 

Educators in the study by Burton et al. (2009) noted that the stance of staff and the 

central government as viewing behaviour in isolation was contradictory to the ECM 

(2003) policy that encouraged educators to identify environmental explanations for 

student behaviours.  

This behavioural and within-child conceptualisation of needs, reported by senior 

leaders and depicted in government guidance, has negative implications for inclusive 

practices within the school microsystem. First, Spratt et al. (2006a) noted that this 

viewpoint may have relieved some educators of the necessity to adapt practices and 

organisational systems. Additionally, McKeon (2017, 2020) reported that a deficit model 
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of needs limited the development of an appropriate school behaviour policy suitable to 

the needs of those with SEN and restricted provisions that supported students.  

Overlooking the environmental aspect of needs caused staff to rely on agencies 

WR�µPHQG¶�VWXGHQWV�RI�WKHLU�SHUFHLYHG�GHILFLWV��7R�UHPHG\�WKHVH�LVVXHV��0F.HRQ��������

UHFRPPHQGHG�WKDW�VHFRQGDU\�VFKRROV�RXJKW�WR�µUHFRQVLGHU�WKHLU�SUHVXPSWLRQV�DQG�

understandinJ�RI�WKH�QDWXUH�RI�(%'¶��S��������$OWKRXJK�0F.HRQ¶V��������

recommendation have some merit, Martin-'HQKDP¶V��������ILQGLQJV�KLJKOLJKW�WKDW�

VWDII¶V�SUHVXPSWLRQV�DQG�XQGHUVWDQGLQJV�DUH�FORVHO\�DOLJQHG�ZLWK�WKH�'I(¶V�GHVFULSWRUV��

therefore, it would be prudent to address this at the macrolevel first.  

2.4.1.2.1 Statutory Obligation to Identify SEMH Needs 

Additional findings from Martin-Denham (2021) revealed that systems and 

processes to recognise and identify SEMH needs lacked urgency; this ultimately 

increaseG�VWXGHQWV¶�ULVN�RI�3(;��'HOD\V�H[LVWHG�LQ�identifying SEMH needs despite 

headteachers gathering information from school staff, multi-agency professionals, 

feeder schools and parents. The author attributed these delays to a lack of health 

professionals present to provide formal diagnoses, leaving some headteachers to 

simply follow their instincts. Martin-Denham regarded the unidentified needs of students 

to be an issue rooted in the macrosystem. She explained that government statutory 

advice suggests but does not compel schools to identify SEMH needs, even when a 

student is at risk of PEX. The author recommends that the DfE amend the terms 

µVKRXOG¶�DQG�µFRXOG¶�WR�µPXVW¶�ZLWKLQ�WKH�6(1'�&RGH�RI�3UDFWLFH��'I(��������DQG�

µ([FOXVLRQ�fURP�0DLQWDLQHG�6FKRROV¶�JXLGance (DfE, 2017). This change could compel 

VFKRROV�WR�LGHQWLI\�DQG�SURYLGH�LQWHUYHQWLRQV�IRU�VWXGHQWV¶�needs. In addition to these 
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macrosystemic solutions, other authors identify microsystemic and mesosystemic 

VWUDWHJLHV�WR�LQFUHDVH�HGXFDWRUV¶�DELOLWLHV�WR recognise mental health needs. This 

process includes the presence of staff to develop caring relationships with quiet and 

withdrawn students (given the needs of those students often went undetected), as 

stated by Spratt et al. (2006a). School staff also required basic mental health training 

�2¶5HLOO\�HW�DO���������DQG�VXSSRUW�WR�XQGHUVWDQG�WKH�OLQN�EHWZHHQ�EHKDYLRXU�DQG�PHQWDO�

health (Spratt et al., 2006b). 

To review Martin-'HQKDP¶V��������VWXG\��WKH�WUDQVSDUHQF\�RI�WKHPDWLF�DQDO\VLV�

coding provided confidence in the validity of these findings. Furthermore, the author 

clearly differentiated among the voices of headteachers from secondary schools, 

primary schools and nurseries. Moreover, headteachers explicitly shared their views 

and practices related to the macrosystemic barriers inhibiting the inclusion of students 

with SEMH needs, affecting students at the microlevel. These findings have 

sociopolitical relevance because the study was recently conducted within a similar 

timeframe to the researcher's study. The recent paper by Dimitrellou et al. (2020) is 

VLPLODUO\�UHOHYDQW�DQG�VHHNV�WR�GHILQH�DQ�HTXDOO\�LPSRUWDQW�WHUP��µLQFOXVLRQ¶� 

2.4.1.3 Inconsistent Measure of Inclusion  

In their effort to define inclusion, Dimitrellou et al. (2020) compared inclusivity 

across three mainstream secondary schools. Questionnaires gathered views on the 

ethos of the schools from senior leaders, teachers, teaching assistants, other 

professionals DQG�VWXGHQWV��7KH�DXWKRUV�LQWHUYLHZHG�HDFK�VFKRRO¶V�(3�WR�YHULI\�VFKRRO�

VWDII�YLHZV��$GGLWLRQDOO\��WKH\�REWDLQHG�VWDWLVWLFDO�GDWD�IURP�HDFK�VFKRRO¶V�FHQVXV�

metadata (i.e., free school meal eligibility, ethnicity, SEND, attendance and exclusions) 
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and the LA (SEND and PEX statistics). The authors compared staff views on school 

ethos with measures of inclusivity (high percentage of SEND students and relatively low 

proportions of PEX). Findings revealed that the school with higher numbers of students 

with SEND and lower rates of PEX portrayed that their school was very inclusive. 

However, questionnaire data revealed that the school scored lower on school ethos 

�VFKRRO¶V�YDOXLQJ�RI�VWXGHQWV��DXWRQRP\��HQFRXUDJHPHQW, praise of academic attainment 

and effort) and effective behaviour management (consistency, clarity and fairness) as 

reported by participants. Another school that appeared less statistically inclusive (higher 

PEX rates and fewer students with SEND) scored higher on ethos and behaviour 

management accordLQJ�WR�SDUWLFLSDQWV¶�TXHVWLRQQDLUH�UHVXOWV��6XFK�ILQGLQJV�KLJKOLJKW�WKH�

differing experiences of staff across schools with a variety of PEX rates, warranting 

further explanation of this.  

These findings also have important implications for the central government, 

which has historically implemented policies to reduce PEX rates under the premise that 

lower PEX rates result in more inclusive practices (Burton et al., 2009). However, 

findings from Dimitrellou et al. (2020) highlight that this is not the case. Without an 

agreement on what inclusion is, how can school leaders be expected to create it? 

+HQFH��D�VFKRRO�OHDGHU�LQ�%XUWRQ�HW�DO�¶V��������VWXG\�UHTXHVWHG�WKDW�FHQWUDO�

government develop a success criteria of inclusive practice to work towards. 

This study stands out as the only mixed-method study in this literature review. It 

provides an interesting contrast against the others, highlighting that measurable data 

may not represent the views of those within the school; this alone is important for 

central and local governments to understand when evaluating inclusive practice. The 
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study provides a valuable perspective by problematising the taken for granted concept 

of inclusion. However, this article is considered less helpful in answering the review 

question because the primarily quantitative findings do not provide insight into leaders 

YLHZV�DQG�SUDFWLFHV�RQ�LQFOXVLRQ��'LPLWUHOORX�HW�DO�¶V��������FKDOOHQJH�RI�UHDFKLQJ�D�

consensus on inclusion from educationalists and government statistical data highlights 

that this concept is problematic and complex. The following study by Corcoran and 

Finney (2015) demonstrates that this complexity is echoed by the FHQWUDO�JRYHUQPHQW¶V�

idealistic inclusion policies.  

2.4.1.4 Tension Between Inclusive and Performative Policies 

Corcoran and Finney (2015) explored staff views on the role of UK educational 

SROLF\�LQ�SURPRWLQJ�DQG�IDFLOLWDWLQJ�LQFOXVLYH�SUDFWLFH�IRU�VWXGHQWV¶�PHQWDO�KHDOWK�DFURVV�

primary and secondary schools. Participants included headteachers, deputy 

headteachers, SENCos, inclusion managers and other coordinators.  

Discourse analysis revealed that staff felt that the political idealism of promoting 

mental health and viewing students holistically ±as advised by ECM (2003) was 

LQKLELWHG�E\�WKH�JRYHUQPHQW¶V�SHUIRUPDWLYe pressures for schools to meet academic 

targets. Staff experienced these performative policies as overly prescriptive and likened 

WKHP�WR�µUHJLPHV¶��S��������(GXFDWLRQDOLVWV�DOOXGHG�WR�WKH�PDUNHWLVDWLRQ�RI�HGXFDWLRQ 

enacted by the following: rising assessments, increased data crunching, the intensity of 

regulations, preoccupation with outcomes and the politics of Ofsted. They reminisced 

about a former time when they truly valued their daily interactions with students. One 

SENCo IHOW�WKDW�WKLV�FXOWXUH�FUHDWHG�D�µPHQDFLQJ�F\FOH¶��ZKHUHLQ�WKH�SUHVVXUH�WR�DVVHVV�

academic performance increased mental health difficulties and stress for students and 
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adults alike (p. 105). Similar findings were identified by Spratt et al. (2006b), Burton et 

al. (2009) and 2¶5HLOO\�HW�DO��������. 6WDII�LQ�&RUFRUDQ�DQG�)LQQH\¶V��������VWXG\�

fantasised about a preferred reality or an ideal role whereby they could both educate 

and manage the wellbeing of students, balancing their purpose to make a difference in 

VWXGHQWV¶�OLYHV��+RZHYHU��KDYLQJ�WR�HQJDJH�LQ�DGPLQLVWUDWLYH�WDVNV�WKDW�ZHUH�µSHULSKHUDO�

WR�WKH�SXUSRVH�RI�HGXFDWLRQ¶�OHIW�HGXFDWRUV�IHHOLQJ�XQIXOILOOHG�DQG�LQ�D�VWDWH�RI�

µGLVHQFKDQWPHQW¶��S������. 

7KH�YLHZV�RI�SDUWLFLSDQWV�LQ�&RUFRUDQ�DQG�)LQQH\¶V�����5) study must be 

FRQVLGHUHG�FDXWLRXVO\�EHFDXVH�SDUWLFLSDQWV�ZHUH�UHFUXLWHG�IURP�D�µZDUP�QHWZRUN¶�RI�

staff who had undergone training with the researcher (p102). The implications of this are 

WZRIROG��ILUVW��SDUWLFLSDQWV¶�YLHZV�PD\�QRW�represent the average staff group who have 

not received such training; secondly interviewees may have adapted their responses 

according to professional pressure to appear studious and maintain future relationships. 

The lack of mention regarding the researcher±researched relationship and the 

H[LVWHQFH�RI�DQ\�SRZHU�G\QDPLFV�OHDGV�WR�TXHVWLRQV�DERXW�WKH�UHVHDUFKHU¶V�UHIOH[LYLW\��

Nevertheless, most participants were members of SLT, and findings illuminated their 

views on how policy can promote or hinder wellbeing. However, these findings provide a 

helpful overview of the broader challenges of wellbeing at the whole school level, which 

indeed affect those with SEMH needs.  

The study by Burton et al. (2009) takes a more specific focus on social-emotional 

needs than Corcoran and Finney; this 2009 study considered the impact of the political 

tension on students with BESD. They considered the inconsistencies and contradictions 

between policies that affect the practice and provision for students with BESD. 
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Unstructured interviews were utilised to obtain the views of secondary phase staff from 

mainstream schools and alternative provisions. These included senior and middle 

managers, practitioners, subject teachers and pastoral staff. Practitioners from 

FKLOGUHQ¶V�VHUYLFHV�ZLWKLQ�WKH�/$�DOVR�SDrticipated. Key findings identified that school 

VWDII�IHOW�WKDW�WKH�JRYHUQPHQW¶V�RYHU-emphasis on raising academic standards was 

incompatible with the inclusion agenda of accommodating those with BESD without 

compromising the learning of the rest of the students. 

2.4.1.4.1 Inclusive Government Policy Increased Exclusionary Practices 

Staff in the study by Burton et al. (2009) reported that this tension between policy 

and practice ultimately increased exclusionary practices for those with BESD. This view 

is aOVR�VXSSRUWHG�E\�SDUWLFLSDQWV�IURP�&RUFRUDQ�DQG�)LQQH\¶V��������VWXG\�DQG�WKDW�RI�

Dimitrellou et al. (2020). Specifically, staff from the study by Burton et al. (2009) 

UHSRUWHG�WKDW�WKH�JRYHUQPHQW¶V�SHUIRUPDQFH�LQGLFDWRUV�IRU�VFKRROV�ZHUH�LQVHQVLWLYH�WR�

the progress of low-attaining students, including those with BESD, making it difficult to 

motivate them. In addition, the staff in the three aforementioned studies worried that 

DFFRPPRGDWLQJ�VWXGHQWV¶�6(0+�GLIILFXOWLHV�ZRXOG�MHRSDUGLVH�WKH�other students' 

academic development and staff performance targets. As such, educators in Corcoran 

DQG�)LQQH\¶V��������VWXG\�VXJJHVWHG�UHPRYLQJ�VWXGHQWV�ZLWK�PHQWDO�KHDOWK�QHHGV�IURP�

the classroom to enable educators to meet attainment requirements.  

Likewise, educationalisWV�LQ�6SUDWW�HW�DO�¶V������D��VWXG\�IHOW�WKDW�WKH�VFKRRO�

system no longer welcomed students with mental health needs because they had 

limited engagement with the curriculum. Leadership felt pressured to focus on the 

measurable attainment of pupils and less on those who were experiencing emotional 
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difficulties. In another Spratt et al. (2006b) study, departmental heads felt the need to 

prioritise academia over taking up wellbeing training. These examples demonstrate that 

the application of paradoxical policies may perpetuate the cycle of exclusion that the 

social inclusion agenda discourages. 

3DUWLFLSDQWV�LQ�%XUWRQ�HW�DO�¶V��������VWXG\�LQGLFDWHG�WKDW�RWKHU�LQFOXVLRQ�SROLFLHV��

which had adverse effects for students with SEMH needs, were government initiatives 

to reduce PEX rates (as per the Education and Inspections Act (2006)). In some cases, 

leadership were expected to reduce exclusion rates whilst adopting a zero-tolerance 

approach to challenging behaviour. Substantial fines were dispensed to schools for 

administering PEX; one headteacher welcomed this policy because it resulted in the 

desired outcome of reducing exclusions. However, this did not improve inclusion; fixed-

term (temporary) exclusion rates continued to rise. Burton et al.(2009) surmised that 

headteachers were keeping students off-site until the placement panel (every three 

weeks); this was in the hopes of sending CYP to an alternative provision. Such findings 

support the conclusion of Dimitrellou et al. (2020) that lower PEX rates do not 

necessarily equate to inclusive practice. 

To summarise, the literature has highlighted that senior leadership believed that 

the FHQWUDO�JRYHUQPHQW¶V�VWDWXWRU\�JXLGDQFH�LQLWLDWLYHV�DQG�SROLFLHV�SHUSHWXDWH�3(;��,W�LV�

argued that the within-child deficit conceptualisations of need and performative 

pressures are fueled by neoliberal ideologies at the macrosystemic level. These values 

filter through the remaining systems, and the financial implications are evident in the 

exosystem.  



 59 

2.4.2 Exosystem: LA Policies and Systems  

Values and policies inherited from the macrosystem influence how LAs promote 

and fund inclusion at the exosystemic level. A continuation of findings from Burton et al. 

�������KLJKOLJKWV�WKDW�JRYHUQPHQWDO�SUHVVXUHV�ILOWHU�GRZQ�WR�WKH�/$V¶�SURFHVVHV� 

compromising senior leaders sense of agency to promote inclusion. Next, Spratt et al. 

(2006a) identified that fragmented or ill-funded LA policies on inclusion impede multi-

agency support. 

2.4.2.1 LA Systems Undermine Leaders Sense of Agency 

 In Burton et DO�¶V��������VWXG\��VWDII�UHSRUWHG�WKDW�WKH�FHQWUDO�JRYHUQPHQW¶V�

pressure on LAs to reduce PEX or receive a fine was transferred to school leadership 

during the FAP. Therefore, headteachers were reluctant to accept these students into 

their schools. Some felt forced to admit those with needs despite their lack of capacity 

to accommodate them. One headteacher reported feeling powerless, as though the 

SURFHVV�UHPRYHG�WKHLU�µSURIHVVLRQDO�DXWRQRP\¶��S��������&RQYHUVHO\��DQRWKHU�

headteacher in the same LA felt that they had the authority to refuse the placement of a 

child with BESD, demonstrating that headteachers can resist LA pressures and be 

autonomous. These opposing views highlight that headteachers within the same cluster 

area respond to LA pressures differently, and thus further exploration into a variety of 

views in this regard would be advantageous. 

)XUWKHU��VWDII�LQ�%XUWRQ�HW�DO�¶V��������VWXG\�UHSRUWHG�WKDW�WKH�FAP was ineffective; 

LW�ZDV�VHHQ�DV�D�µUHYROYLQJ�GRRU¶�IRU�KDUG-to-place vulnerable students who did not 

belong to any one school (p. 149). Staff reported that these meetings had little integrity 

and questioned whether they were set up to serve the best interests of young people or, 



 60 

rather, for the convenience of the school ± SRVVLEO\�WR�µGLVSRVH¶�RI�VWXGHQWV�ZKRVH�

social-emotional needs they could not meet. Findings from McKeon (2020) may offer an 

explanation here: he argued that students with additional needs were less likely to be 

enrolled in mainstream schools because they negatively affected WKH�VFKRRO¶V�DFDGHPLF�

reputation. Thus, headteachers analysed by Burton et al. (2009) may have been 

reluctant to accept students who were likely to disrupt the learning process for 

WKHPVHOYHV�DQG�WKXV�UHGXFH�WKH�VFKRRO¶V�SRVLWLRQLQJ�RQ�OHDJXH�WDEOHV��3UHYHQWLQJ�

DGPLWWDQFH�LQWR�VFKRRO�LV�RQH�RI�WKH�µVRIW�EDUULHUV¶�WR�LQFOXVLRQ�WKDW�VFKRROV�HUHFW��

according to McKeon (2020, p. 159). Such findings suggest that schools are not working 

together (by accepting students from neighbouring schools) but rather competing 

against one another owing to the marketisation of education. This illuminates how 

central government pressure manifests at the LA level and is transmitted to 

headteachers to the detriment of those at risk of PEX. 

2.4.2.1.1 LA Schools Working Collaboratively 

Burton et al. (2009) also considered how schools within the same LA pooled their 

UHVRXUFHV��'HVSLWH�DQ�/$¶V�GHVLUH�IRU�VFKRROV�WR�GHYHORS�VKDUHG�RZQHUVKLS�IRU�VWXGHQWV¶�

social-emotional needs, the performative pressures of league tables made this 

challenging. An assistant headteacher recognised that schools became insular and 

relatively autonomous, failing to share human expertise or pooling their budgets to 

purchase traded services. Tension grew as other school leaders perceived that the LA 

disproportionately allocated funding: high-performance schools received proportionately 

less funding than lower-performance schools. These illustrate how neoliberal pressures 

disrupt efforts to create inclusive practice in educational environments. 
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To conclude, the findings of Burton et al. (2009) illuminate the impact of political 

agendas on the exclusion of students with BESD and highlight implications for the 

inconsistencies in provision. Considering the political focus of the research aims and 

question from the outset��D�VWDWHPHQW�GHILQLQJ�WKH�UHVHDUFKHU¶V�VRFLRSROLWLFDO�VWDQFH�

would have been helpful, given that their position may have influenced the objectivity of 

the research. Nevertheless, a considered argument was included throughout the 

findings, demonstrating a somewhat balanced stance. These features provide a 

significant contribution to the current research and can increase the political 

consciousness of readers and spur social transformation within this field, this catalytic 

validity is a key strength of this study (Denzin & Lincoln, 2017). This study included the 

perspectives of secondary phase leadership (on the barriers to inclusion of those with 

BESD); however, their views are somewhat diluted by the perspectives of non-

leadership staff, educators from alternative provisions and LA employees who were not 

school-based.  

2.4.2.2 LA Policies Create Pressure for Educators and Affect Funding for 

Inclusion 

Spratt et al. (2006a) considered the impact of LA policies on the school 

HQYLURQPHQW��L�H���HWKRV�DQG�FXOWXUH��DQG�LWV�DELOLW\�WR�SURPRWH�VWXGHQWV¶�wellbeing. They 

interviewed secondary school leaders, teachers, pupils, parents and external 

professionals. School staff reported that the LA failed to develop coherent policies for 

schools to promote mental wellbeing at a strategic level. Instead, the few existing 

policies were fragmented and did not provide schools with a framework to promote 

student positive mental health. The implications of this were twofold. First, educators felt 
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that these ill-thought-out policies were poorly funded; consequently, mental health 

positions were short-term and of limited hours. Similar findings were identified in the 

following three studies, the implications of which are detrimental to inclusion: Burton et 

al. (2009), Martin-Denham (2021) and 2¶5HLOO\�HW�DO����������+HDGWHDFKHUV�IURP�0DUWLQ-

'HQKDP¶V��������VWXG\�UHSRUWHG�WKDW�D�ODFN�RI�H[WHUQDO�VWDII�LQFUHDVHG�WKH�SUHYDOHQFH�Rf 

6(0+�DQG�3(;�EHFDXVH�VWXGHQWV¶�QHHGV�ZHUH�XQLGHQWLILHG�DQG�XQPHW��/LNHZLVH��

headteachers studied by Burton et al. (2009) struggled to support students without the 

KHOS�RI�VSHFLDOLVWV��+RZHYHU��WKH�/$�FKDOOHQJHG�KHDGWHDFKHUV¶�GHFLVLRQV�WR�LPSRVH�3(;�

without multi-agency involvement, leaving school leaders in a paradoxical predicament. 

6WDII�VWXGLHG�E\�2¶5HLOO\�HW�DO���������IHOW�WKDW�PHQWDO�KHDOWK�ZDV�SRRUO\�IXQGHG�LQ�

society. They UHDVRQHG�WKDW�WKLV�ZDV�RZLQJ�WR�FRPPLVVLRQHUV¶�IDLOXUH�WR�UHFRJQLVH�WKH�

severity of mental health needs, which was considered widespread and debilitating and, 

in some of the most severe cases, led to suicide. 

The second implication of these fragmented LA policies reported by Spratt et al. 

�����D��LV�WKDW�WKH�VFKRROV¶�LQLWLDWLYHV�were equally disjointed. School wellbeing 

SURJUDPPHV�ZHUH�GHVFULEHG�DV�µEROWHG�RQWR�H[LVWLQJ�V\VWHPV¶��p.16). They were often 

only surface level, such as the declaration of an anti-bullying week, instead of 

implementing robust, well-planned mental health policies and procedures. Staff felt that 

school initiatives lacked a strategic, operational plan for supporting students. It is 

UHSRUWHG�WKDW�GLVMRLQWHG�LQFOXVLRQ�LQLWLDWLYHV�FUHDWHG�WHQVLRQ�ZLWKLQ�VFKRROV¶�DFDGHPLF�

cultures, inhibiting mental health promotion.  

To summarise, school staff believed that inconsistent central government policies 

at the macrosystem result in disjointed LA policies, systems and funding streams at the 
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exosystemic level, thereby inhibiting inclusion. Next, the impact of limited multi-agency 

support staffing within the mesosystem is considered.  

2.4.3 Mesosystem: Collaboration Between Organisations  

The mesosystem considers the interaction between two microsystems (or 

organisations) in which the YP actively participates. A continuatiRQ�RI�6SUDWW�HW�DO�¶V�

(2006a) study highlights challenges experienced between school staff and multi-agency 

professionals. Additionally, findings from a subsequent Spratt et al. (2006b) study 

illuminated the theoretical implications. 

2.4.3.1 Working Collaboratively with Multi-Agency Staff 

Educators across several studies highlight the vital role of multi-agency staff to 

support students with social-emotional difficulties and prevent PEX. These professionals 

include but are not limited to school counsellors, social workers, EPs and CAMHS 

(Burton et al., 2009; Martin-'HQKDP��������0F.HRQ��������2¶5HLOO\�HW�DO���������6SUDWW�

et al., 2006a; Spratt et al., 2006b). Furthermore, Burton et al. (2009) explained the 

benefits of the team around the child, highlighting increased professional 

communication, accountability and joined-up working. Despite the benefits of multi-

agency staff, educators studied by Spratt et al. (2006a, 2006b) reported challenges 

working collaboratively.  

Spratt et al. (2006b) explored the impact of support services on school staff 

FDSDFLW\�WR�UHVSRQG�WR�VWXGHQWV¶�PHQWDO�KHDOWK�LVVXHV�DQG�GLVSOD\V�RI�FKDOOHQJLQJ�

behaviour. They conducted interviews and focus groups with members of senior 

leadership, teachers, pupils, parents and agency staff (health and social services and 
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voluntary sector organisations). Leadership also identified their role in promoting 

interprofessional work by welcoming agency staff into the school to work collaboratively 

with teachers. Though teachers welcomed agency input, they were reluctant to take 

advice from or work jointly with these external professionals. Instead, they became 

GHSHQGHQW�RQ�H[WHUQDO�VXSSRUW�VWDII�WR�µPHQG¶�VWXGHQWV¶�PHQWDO�KHDOWK�QHHGV��S������DQG�

return them to the classroom when they could learn. Thus, recommendations were 

rarely embedded into the school ethos or pedagogy, acting somewhat as a stand-alone 

intervention, thereby reducing their effectiveness (Spratt et al., 2006a).  

Consequently, stafI�KDG�QR�EHWWHU�XQGHUVWDQGLQJ�RI�VWXGHQWV¶�QHHGV�DQG�IHOW�OHVV�

responsible for these students as a result (Spratt et al., 2006a). Spratt et al. (2006b) 

UHIHUUHG�WR�WKLV�DV�VLPSO\�UHLQIRUFLQJ�WHDFKHUV¶�H[LVWLQJ�ZLWKLQ-child professional habits; 

this Bourdieusian concept refers to a group maintaining its practice, thereby reproducing 

the current sociocultural conditions. Spratt et al. (2006a) urged staff to draw on the skills 

of specialists to build new school cultures. This was the case for a selection of schools 

in the study by Spratt et al. (2006a): they collaborated well with agencies, learning from 

their advice rather than becoming reliant on them. These types of schools also assumed 

ownership of mental health, including restructuring support teams to improve pastoral 

FDUH�DYDLODEOH�WR�VWXGHQWV�DQG�WKHLU�IDPLOLHV��,Q�WXUQ��WKLV�HQDEOHG�µPRUH�HIIHFWLYH�

GHWHFWLRQ�RI�GLIILFXOWLHV�DQG�UDSLG�UHVSRQVHV¶��p. 19). 

In both papers (Spratt et al., 2006a, 2006b), the participant sample lacked clarity 

and transparency, DOWKRXJK�D�EULHI�OLVW�RI�WKH�SDUWLFLSDQWV¶�UROHV�ZDV�SURYLGHG��L�H���

teachers, staff from health and social services). However, the authors do not specify the 

role that each leader held. Without this information, interpretative judgements about the 
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respondents' views cannot be made in context. Furthermore, it is necessary to use 

caution when applying the findings of the studies to current day practice; the 2006 

studies are set in a different social, cultural and political context. This is particularly 

important when referring to policies, initiatives and values regarding mental health 

because government and educators were at earlier stages of addressing mental health 

in schools at that time. The following section considers more recently published studies.  

To conclude the discussion of the mesosystem, it is evident that school leaders 

and teachers value external agency staff. However, as seen in the following section, 

school organisations face challenges supporting these students, which may be ascribed 

in paUW�WR�WKH�FRQFHSWXDOLVDWLRQ�RI�WKH�VFKRRO¶V�UROH�DQG�LWV�VWDII��LQFOXGLQJ�GHWHUPLQLQJ�

who is responsible for supporting SEMH needs.  

2.4.4 Microsystem: School Practices  

Three studies were primarily focused on senior leaders¶ views and practices that 

affected WKH�LQFOXVLRQ�RI�VWXGHQWV�ZLWK�6(0+�QHHGV�ZLWKLQ�WKH�VFKRROV¶�PLFURV\VWHPV��

0F.HRQ��������FRQVLGHUHG�VFKRROV¶�EHKDYLRXU�SROLFLHV�DQG�LQ�KLV�ODWHU�SDSHU�������, 

H[SORUHG�VFKRRO�HWKRV��2¶5HLOO\�HW�DO���������LQYHVWLJDWHG�adults¶ accountability for 

adolescent¶s mental health. 

2.4.4.1 School Behaviour Policy.  

0F.HRQ¶V��������VWXG\�VKRZHG�WKDW�LPSUDFWLFDO�JRYHUQPHQWDO�SROLFLHV�RQ�

inclusion and discipline were mirrored in school behaviour policies. Questionnaires and 

interviews were administered to headteachers, teachers and guidance counsellors 

UHJDUGLQJ�WKHLU�XQGHUVWDQGLQJ�DQG�PDQDJHPHQW�RI�(%'�DQG�WKH�XVH�RI�WKHLU�VFKRROV¶�



 66 

behaviour policy for this group of students. Findings revealed that staff regarded 

EHKDYLRXU�SROLFLHV�DV�LQIOH[LEOH�DQG�µYHU\�IRUPDO¶�ZLWK�OLWWOH�RU�QR�FRQVLGHUDWLRQ�IRU�WKH�

needs of students with EBD (p. 232). They reported that policymakers (presumably 

school management) had a poor understanding of SEBD and that input from the SEN 

department would have made the policy applicable to a diverse range of students. 

There was also an implicit understanding that enforcing the behaviour policy would 

jeopardise the inclusion of students with SEMH needs (Burton et al., 2009; McKeon, 

2017; Spratt et al., 2006a). Therefore, to mitigate against exclusion, some educators 

from the aforementioned three studies reported forgoing the procedures of their 

EHKDYLRXU�SROLFLHV�DQG�XVLQJ�D�PRUH�OHQLHQW�DSSURDFK�EDVHG�RQ�VWDII¶V�MXGJHPHQW�DQG�

WKH�FKLOG¶V�QHHGV��/HDGHUVKLS�IURP�%XUWRQ�HW�DO�¶V��������VWXG\�Ueported that this was 

particularly important when considering a PEX because the guidance parameters were 

deemed unfavourable for those with BESD. 

)XUWKHUPRUH��VRPH�VWDII�IURP�0F.HRQ¶V��������VWXG\�YLHZHG�WKHLU�VFKRRO¶V�

behaviour policy as inconsistent with its SEN policy. The former was deemed disjointed 

and implemented out of obligation to comply with government agendas rather than 

being based on the practicalities of the classroom environment.  

,Q�0F.HRQ¶V��������VWXG\��WKH�VHPL-structured interview method of data 

collection appeared justified and appropriate, and questionnaire data to inform 

interviews were suitable. ,Q�0F.HRQ¶V��������VWXG\��WKH�VHPL-structured interview 

method of data collection appeared justified and appropriate, and questionnaire data to 

inform interviews were suitable and appropriate. However, the analytical process lacked 

rigour: there was limited depth of analysis and themes in data were the same as the 
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findings from the questionnaires that led to the interviews. In addition, there were few 

GLUHFW�TXRWHV�IURP�SDUWLFLSDQWV��WKHUHE\�OLPLWLQJ�WKH�DXWKHQWLF�H[SUHVVLRQ�RI�SDUWLFLSDQWV¶�

voices. It is also concerning that contradictory data are not presented. Overall, the 

DUWLFOH¶V�IRFXV�RQ�WKH�FRQFHSWXDOLVDWLRQ�RI�(%'�SURYLGHV�relevance to the review 

question. However, it is weakened by non-secondary school settings, non-leadership 

participant groups and the sociopolitical context in 2010. McKeon published additional 

findings from this study in 2020 in which he considered another microsystemic issue of 

the school ethos.  

2.4.4.2 School ethos 

An inclusive school ethos is vital for students with SEMH difficulties; this is 

characterised by a nurturing environment that promotes caring practice and an adaptive 

approach that flexibly rHVSRQGV�WR�VWXGHQWV¶�QHHGV��0F.HRQ��������6SUDWW�HW�DO�������E���

Senior leaders note that they are responsible for creating an inclusive ethos; however, 

they stipulate that producing this culture can be challenging owing to broader systemic 

performative pressures (Corcoran & Finney, 2015; McKeon, 2017; Spratt et al., 2006b). 

McKeon (2020) illuminated these issues within the following study.  

In this later article, McKeon (2020) investigated the influence of school ethos on 

inclusive practice in mainstream primary and secondary schools; he also sought to 

explore staffs understanding and students' responses to SEBD. Findings revealed that 

secondary schools had yet to create deep systemic change within their traditional 

academic ethos, unlike primary schools, which were more advanced in inclusive 

thinking and practices. Respondents from this later phase of education described their 

school as having an overly academic focus that strove towards performativity over 
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inclusivity. Accordingly, these schools focused on VWXGHQWV¶�DFFHSWDQFH�LQWR�XQLYHUVLW\��

which was prioritised over establishing inclusive policies. McKeon suggested that this 

ZDV�IXHOOHG�E\�WKH�µDSSUHKHQVLRQ�RI�EHLQJ�FRPSDUHG�ZLWK�RWKHU�������VFKRROV¶�ZLWKLQ�

educational market practices (p. 169). He propRVHG�WKDW�WKLV�DFDGHPLF�HWKRV�HUHFWV�µVRIW�

EDUULHUV¶�WR�LQFOXVLRQ��WKHVH�H[LVW�FRYHUWO\�LQ�VWDNHKROGHUV¶�DWWLWXGHV�DQG�RYHUWO\�LQ�YLVLEOH�

organisational structures (p. 169). For instance, labelling students with SEBD separates 

them from the rest of the school population both physically and in the minds of the 

school staff, which in turn increases SEN-only classes to minimise disruption to the 

existing educational culture. Similar findings were identified by Burton et al. (2009) and 

Corcoran and Finney (2015). Teachers reported that the school systems adopting an 

academic focus made it difficult for staff to develop an individualised approach to 

students with mental health needs. 

2.4.4.3 School Interventions 

0F.HRQ��������EHOLHYHG�WKDW�WKHVH�µVRIW�EDUULHUV¶�Dlso exist among the type of 

support available to students with SEBD. Headteachers¶ reported that these students 

are restricted from accessing support from the school-based guidance counsellor owing 

to fears that these professionals would become too closely aligned with behaviour 

management. Instead, they were referred to CAMHS. The author argued that these 

accommodations are superficial forms of inclusion that only serve to maintain the 

academic status quo of the school. Likewise, Burton et al. (2009), Dimitrellou et al. 

(2020) and McKeon (2017) shared concerns about schools implementing surface-level 

inclusion through extracting students from class to place them in individual and group 

interventions that require students to conform to the school culture and segregate those 
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who do not. McKeon (2017, 2020) found that this compliance with a performativity-

based school culture (including behaviour policies) is heavily promoted, even for those 

whose needs challenge their ability to cooperate. 

Furthermore, Spratt et al. (2006a) and McKeon (2017, 2020) found that school 

leaders gave little or no consideration to the potential negative impact of the school 

environment and how it can adapt to meet the needs of students. This stance is aligned 

with the deficit model of QHHGV��ZKLFK�ORFDWHV�WKH�µSUREOHP¶�ZLWKLQ�WKH�VWXGHQW��WKXV��LW�LV�

believed that only the student needs to change, as discussed earlier by Spratt et al. 

(2006a), McKeon (2017, 2020) and Martin-Denham (2021). Although schools appear to 

implement these interventions to increase inclusion and reduce exclusion, they do not. 

Such intervention perpetuates social and academic exclusion because students are 

separated from their classroom, peers, curriculum and qualified teachers (Burton et al., 

2009; Dimitrellou eW�DO���������0F.HRQ���������$UJXDEO\��WKLV�PDLQWDLQV�WKH�VFKRRO¶V�

public academic reputation to the detriment of inclusivity, suggesting that leadership 

succumb to neoliberal performative pressures by default as they are part of a wider 

system. Therefore, McKeon (2020) recommended that schools deviate from a strong 

academic ethos to allow the effective inclusion of students with SEBD. He suggested 

WKDW�WKLV�UHTXLUHV�GHHS�V\VWHPLF�FXOWXUDO�FKDQJHV�UDWKHU�WKDQ�µFRVPHWLF��VXUIDFH-level 

FKDQJHV¶�WKDt maintain traditional structures and attitudes about academia (p. 159). In 

agreement, Spratt et al. (2006b), stated that organisational changes are necessary: they 

PDGH�µFDOOV�IRU�VFKRROV�WR�IXQGDPHQWDOO\�UH-examine how their structures and culture 

affected the wellbeing RI�SXSLOV��HVSHFLDOO\�WKRVH�H[SHULHQFLQJ�PHQWDO�KHDOWK�GLIILFXOWLHV¶�
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(p. 16). In the proposed study, the researcher aims to take initial steps towards this by 

H[SORULQJ�WKH�VFKRRO¶V�SUDFWLFHV��IURP�WKH�SHUVSHFWLYHV�RI�SLTs. 

Critical analysLV�RI�0F.HRQ¶V������VWXG\�UHYHDOV�WKDW�PDQ\�RI�WKH�VDPH�FULWLFLVPV�

in his 2017 study exist concerning recruitment strategy and theme emergence and 

ethics. The article produces insightful findings concerning the practice and policies 

regarding students with SEBD. The author used systemic thinking to explain that 

leaders established social constructs and practices and what is required to create deep-

rooted systemic change. However, such changes require leadership to assume the 

responsibility of supporting mental health needs; this is explored in the following section. 

2.4.4.4 School Staff Views of Inclusion  

2¶5HLOO\�HW�DO���������H[SORUHG�WKH�UHVSRQVLELOLW\�RI�SURYLGLQJ�PHQWDO�KHDOWK�

support for secondary school students as part of a more extensive study (reference not 

shared). They used semi-structured focus groups to collect data from headteachers, 

teachers and teaching assistants, mental health practitioners and adolescents. 

2.4.4.4.1 Parental Responsibility for Mental Health  

(GXFDWRUV�UHSRUWHG�WKDW�SDUHQWV�RXJKW�WR�DVVXPH�UHVSRQVLELOLW\�IRU�WKHLU�FKLOG¶V�

mental health needs, stating that parents are highly influential in the development and 

UHFRYHU\�RI�VWXGHQWV¶�PHQWDO�KHDOWK�issues (2¶5HLOO\�HW�DO�, 2018). However, there was a 

UHFRJQLWLRQ�WKDW�VRPH�SDUHQWV�DUH�HLWKHU�REOLYLRXV�RU�XQV\PSDWKHWLF�WR�WKHLU�FKLOGUHQ¶V�

emotional needs. To remedy this, educators recommended parent training. In support of 

these findings, staff also identified the important role of the family in providing emotional 

VWDELOLW\�IRU�FKLOGUHQ�LQ�0F.HRQ¶V��������������VWXGLHV� 
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2.4.4.4.2 School Staff Responsibility for Mental Health 

 $GGLWLRQDO�ILQGLQJV�IURP�VWDII�LQ�WKH�2¶5HLOO\�HW�DO���������VWXG\�UHYHDOed that staff 

felt that students with mental health needs were not the responsibility of mainstream 

VFKRROV��2QH�SDUWLFLSDQW�VWDWHG�WKDW�LI�VWXGHQWV�ZHUH�QRW�µPHQWDOO\�VWDEOH¶�RU�µUHDG\�WR�

WDNH�RQ�WKH�FKDOOHQJHV�RI�VFKRRO¶��WKHQ�VFKRRO�was not the right place for them (p. 454). 

Another believed that those with mental health difficulties should be taught in a separate 

unit dedicated to mental health with appropriately trained staff. Related to this, staff felt 

that their primary role was to educate and only secondarily to support mental health 

needs. This view is similar to findings from Spratt et al. (2006a, 2006b), Corcoran and 

Finney (2015) and McKeon (2017, 2020), who found that some staff viewed wellbeing 

as an addendum to the curriculum, if included at all. To extend this point, a headteacher 

frRP�0F.HRQ¶V��������VWXG\�UHSRUWHG�WKDW�HPRWLRQDO�EHKDYLRXU�GLVUXSWV�WKH�VFKRRO¶V�

primary aim of educating students. Educationalists in the study by 2¶5HLOO\�HW�DO�������) 

VWDWHG�WKDW�WKH\�ZHUH�QRW�PHGLFDOO\�WUDLQHG��H[SODLQLQJ��µ,W
V�QRW�RXU�MRE�WR�FXUH�LW [mental 

GLVRUGHU@¶��S��������7KH\�IHOW�WKH\�ODFNHG�WKH�QHFHVVDU\�WLPH��FRQWH[WXDO�WUDLQLQJ��VNLOO��

confidence, resources and supervision to intervene; they believed their role was simply 

to signpost. It was unclear whether leaders shared the same views. However, opposing 

views were not provided.  

Despite feeling unequipped for assuming mental health duties, leaders and non-

leaders in this study and others reported feeling pressured to do so, which threatened 

their wellbeing �&RUFRUDQ�	�)LQQH\��������2¶5HLlly et al., 2018; Spratt et al., 2006b). For 

instance, responding to a suicide disclosure triggered secondary traumatic stress for 

VWDII��2¶5HLOO\�HW�DO����������6WDII�LQ�6SUDWW�HW�DO�������D��VWDWHG�WKDW�WKHLU�wellbeing 
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subsequently increased with the introduction of specialist mental health support in 

school; they no longer felt responsible for supporting these students. However, there 

was agreement in the focus groups (including among headteachers) that teachers were 

responsible for having general discusVLRQV�DERXW�PHQWDO�KHDOWK��2¶5HLOO\�HW�DO��������� 

In contrast to these findings, Corcoran and Finney (2015) reported that 

DSSUR[LPDWHO\�����RI�HGXFDWRUV�IHOW�WKDW�PHHWLQJ�VWXGHQWV¶�DFDGHPLF�DQG�HPRWLRQDO�

needs was their role, whereas the minority believed that it was not their responsibility to 

promote mental health but to deposit intellectual knowledge via the curriculum. A 

SENCo and inclusion manager from the same study felt that the ideal role for educators 

is not only to impart knowledge but also to promote wellbeing through inclusive practice. 

Likewise, a deputy headteacher spoke about her commitment and desire to positively 

impact VWXGHQWV¶�wellbeing. Participants also spoke about being an emotionally aware 

practitioner who is empathetic and understanding.  

However, the differing views of staff (as already presented) in the studies of 

6SUDWW�HW�DO�������D������E���0F.HRQ��������������DQG�2¶5HLOO\�HW�DO���������PD\�UHIOHFW�

what participants believed they were capable of within the constraints of the school 

structures and wider political system. In contrast, the ideal role described by some 

SDUWLFLSDQWV�LQ�&RUFRUDQ�DQG�)LQQH\¶V��������VWXG\�UHSUHVHQWs a fantasy that they 

acknowledge cannot be actualised. Both perspectives may reflect staff's limited sense 

of agency due WR�ZLGHU�V\VWHPLF�FRQVWUDLQWV��<HW��HGXFDWRUV�IURP�&RUFRUDQ�DQG�)LQQH\¶V�

(2015) study remain hopeful.   
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2.4.4.4.3 School Leaders Sense of Agency  

The literature shows that leaders' desire to help ± combined with the inability to 

do so ± creates a moral dilemma, leaving them feeling disempowered by the system. In 

VXSSRUW�RI�WKLV�DVVXPSWLRQ��D�KHDGWHDFKHU�IURP�%XUWRQ�HW�DO�¶V��������VWXG\�VSRNH�DERXW�

permanently excluding a student because no other solutions were available while 

knowing it was not the best option for them. They regarded it as giving up on the 

student. Other staff members in the same study described these tensions as creating a 

moral µGLOHPPD¶��S��143); they acknowledged that sending a pupil to a referral unit did 

not resolve the issue but merely moved it.  

5HWXUQLQJ�WR�WKH�VWXG\�E\�2¶5HLOO\�HW�DO����������WKHUH�ZHUH�DOVR�GLIIHUHQFHV�LQ�

views of inclusivity based on the status of the staff members. /HDGHUV¶ viewed their 

VFKRRO¶V�LQFOXVLYLW\�more positively than teachers; this might have been due to 

leadership taking a more strategic stance on inclusion, considering policies around 

inclusion, intake of students with additional needs, and reducing PEXs. Teachers, by 

contrast, may experience challenges implementing inclusion at a classroom level whilst 

striving to meet the needs of other students. Such discrepancies highlight the unique 

perspective of leaders¶ regarding inclusion, a perspective that warrants further 

exploration. 

$OWKRXJK�LQVLJKWIXO��WKH�ILQGLQJV�RI�2¶5HLOO\�HW�DO���������PXVW�EH�UHDG�ZLWK�

FDXWLRQ��7KH�DXWKRUV�GR�QRW�GLIIHUHQWLDWH�EHWZHHQ�KHDGWHDFKHUV¶�YLHZV�DQG�WKRVH�RI�WKH�

other staff, nor do they state what proportion of the sample were senior leaders. 

Nevertheless, the study demonstrates rigour. The researchers provide a clear rationale 

for using focus groups, emphasising the importance of sharing ideas and commenting 
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on the contribution of others ± an appropriate design to meet the research objectives. 

Reference is also made to the active role of the moderator. Clear justification and 

explanation for using an inductive thematic analysis was provided with mention of the 

use of a team of coders.   

2.5 Conclusion 

2.5.1 Overview of What is Known  

This literature review aimed to explore the views and practices of SLT¶s 

regarding the inclusion and PEX of students with SEMH needs in mainstream 

secondary schools. The findings indicate that school leaders¶ views and practices are 

complex and multilayered, affecting all levels of the ecosystem. At the macrosystemic 

level, it appears that the PEX of students with SEMH difficulties was fueled by strategic 

government policies to raise academic standards. This filtered down to the exosystem 

as LA initiatives and funding systems failed to truly support inclusion, thus negatively 

affected the option to work with agencies. However, this cannot all be attributed to 

professional availability, given that some school staff found it difficult to accept support 

from external mental health experts available to them. At the microsystemic level, 

schools appear to have created an overly academic ethos that arguably generates 

interventions rooted in conformity and segregation; this is further fueled by restrictions 

ZLWKLQ�WKH�VFKRROV¶�EHKDYLRXU�SROLFLHV��/HDGHU¶V desire to be inclusive but challenges 

actualising this results in their limited sense of agency to create change. Therefore, they 

view the PEX of CYP with SEMH needs as a by-product of performative pressures. 
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2.5.1.1 Gaps in the Research Literature 

Despite this insight, gaps in the knowledge base persist. There are unanswered 

questions regarding what systems and processes enhance inclusion or contribute to 

PEX for students with SEMH needs. For instance, understanding the nature, quality and 

development of relationships that support students may be of use; this may facilitate a 

strengths-based approach to addressing the topic. LeaderV¶ discussion of feeling 

conflicted about supporting inclusion is an interesting and worthwhile concept to 

explore; further insight into this may also provide awareness to support them. With this 

additional knowledge, a more informed understanding of the PEX of students with 

SEMH needs can be gained. 

2.5.2 Relevance of the Literature 

To develop this insight, specific research is required. It is hoped that this will 

contribute to a body of knowledge and improve practice. Focusing on the literature 

obtained, it is essential to recognise that this topic is largely under-researched, given 

that only nine studies were identified. Hence, the researcher found it necessary to seek 

papers outside of the immediate focus of this research (i.e., descriptors other than 

SEMH, studies including non-leadership participants. Although the literature overview 

had been primarily focused on policy, many have been updated or become extinct (i.e., 

(&0��([FOXVLRQV�$FW��+HDOWK\�6FKRROV¶�3URJUDPPHV���1HZ�VWDWXWRU\�JXLGDQFH�KDV�

emerged regarding SEMH and PEX, which was unavailable when most of these studies 

were undertaken. This shift in the educational and sociopolitical landscape is likely to 

influence senior leaders views and practices.  
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Another consideration of the literature is that several scholars ascertained only 

KHDGWHDFKHUV¶�YLHZV��UDWKHU�WKDQ�WKH�FROOHFWLYH�YLHZV�RI�SLTs¶. This provides limited 

information because leadership members (i.e., SENCo, inclusion manager, deputy 

head) may take a lead role in implementing interventions and liaising with students and 

staff regarding the inclusion and PEX of those with SEMH needs. These members may 

be more knowledgeable about the intricacies of inclusion than headteachers. Other 

authors do not differentiate between their voices and the voices of non-leaders, thus 

diluting the responses of leaders¶ and raising questions about whether the authors value 

the importance of 6/7V¶�(collective) role and how they relate differently to the topic 

compared to non-leaders. Only one of the nine studies (Dimitrellou et al., 2020) featured 

this distinction.  

2.5.3 Rationale for the Present Study  

The current study will build on the growing knowledge base of research that is 

critical to developing the understanding of views and organisational processes 

pertaining to the inclusion and PEX of students with SEMH needs. It will also seek to 

address the aforementioned limitations by providing up-to-date information within the 

current sociopolitical climate. This reseDUFK�LQWHQGV�WR�SULYLOHJH�6/7V¶�YLHZV�DQG�

perspectives by seeking their voices exclusively. This will be achieved by asking the 

following research question: What are the views and practices of mainstream secondary 

school SLTs concerning the inclusion and PEX of students with SEMH needs? 

%\�H[SORULQJ�WKH�QDWXUH�DQG�GHYHORSPHQW�RI�6/7V¶�YLHZV�DQG�SUDFWLFHV��WKLV�

research can provide insight into influencing inclusion from the macrosystemic to the 

microsystemic levels. It is hoped that understanding these narratives will influence 
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practice and policy at the government, local and school levels. The following chapter will 

describe the methods used to answer the research question.  
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Chapter Three: Methodology  

3.1 Chapter Overview 

The objective of this chapter is to explain and justify the methodological actions 

taken to investigate the research question. It begins by explaining the philosophical 

IRXQGDWLRQV�RI�WKH�VWXG\��LQFOXGLQJ�WKH�UHVHDUFKHU¶V�FULWLFDO�UHDOLVW�RQWRORJ\��LQWHUSUHWLYLVW�

epistemology and the assumptions that follow. This informs the foundation of the 

research and the research question. The research process is described and critically 

analysed in relation to the qualitative research design, thematic analysis method and 

focus groups. Ethical considerations are explained, followed by the process of 

purposive sampling for participant selection. Next, the justification and process of data 

analysis is addressed. Finally, the trustworthiness of the research is explained before 

closing with a summary. 

3.2 Philosophical Underpinnings and Assumptions 

A post-positivist paradigm was adopted for this research; this was concerned 

with subjectivity and removed from a purely objective stance (Robson & McCartan, 

2016). This can be best understood by considering the philosophical underpinnings of 

ontology (i.e., the nature of reality) and epistemology (i.e., how knowledge of reality is 

obtained), as stated by Guba and Lincoln (1994).  
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3.2.1 Ontology 

Ontology relates to the perception of reality and truth (Guba & Lincoln, 1994; Schwartz-

Shea & Yanow, 2020). A realist ontology considers truth to exist independently of 

perceptions theories or constructs, conversely, a relativist ontology deems reality to be 

finite and subjective to human experience; part way between the two is critical realism, 

this is the ontological stance adopted for the current research (Denzin & Lincoln, 2017) 

this ontological spectrum is depicted in Figure 6.  

 

Figure 6: Ontological Spectrum 

Ontological Spectrum 

 

 

Critical realism proposes that observable and tangible experiences at an 

empirical level are governed by unobservable structures, processes and mechanisms 

(Bhaskar, 2008). These elements DUH�µPXOWLSO\�GHWHUPLQHG¶�ZLWK�QR�VLQJOH�feature 

defining the whole result (Bhaskar, 1978, p. 67���,QVWHDG��µPXOWLSOH�FDXVHV�PXVW�EH�

WHDVHG�RXW�IURP�GHWDLOHG�H[SORUDWLRQV�RI�WKH�VHWWLQJ¶��(GZDUG�et al., 2014, p. 10). Thus, 

in relation to the present study, the PEX of students identified as having SEMH needs is 

perceived as a tangible, REVHUYDEOH�HYHQW�WKDW�KDSSHQV�LQGHSHQGHQWO\�RI�SDUWLFLSDQWV¶�
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views, for which there are quantifiable data. However, there are multiple, complex 

influences of PEX that are unobservable, and circumstances may not be as they appear 

on the surface. 

Bhaskar (1978) warned against examining the surface or superficial level of a 

situation, advising rather to consider the causal mechanism of a phenomenon. This 

requires researchers to explore beyond the empirically observed events to what 

%KDVNDU�WHUPV�WKH�µUHDO¶�GRPDLQ��D�GHHSHU�OHYHO�RI�RQWRORJLFDO�GHSWK�WKDW�JHQHUDWHV�

changes materialising at the surface level. What occurs at the deeper level is not fully 

explanatory but rather exploratory because it provides insight into tendencies or 

causative agents. Edward et al. (2014) concurred that critical realism is suitable for 

analysing social problems and suggesting solutions to begin social change; this makes 

the approach suitable for this study. This stance is well suited to %URQIHQEUHQQHU¶V�

(1979) ecological systems theory as it highlights the importance of understanding the 

systems around an individual to explore the meaning of tangible life outcomes. 

3.2.2 Epistemology 

Epistemology is the study of how knowledge is acquired and constructed (Denzin 

& Lincoln, 2017). Therefore, the epistemological stance employed in research dictates 

the kind of claims it can make. The present study adopts an interpretivist stance 

(Schwartz-Shea & Yanow, 2020). 7KLV�LV�WKH�EHOLHI�WKDW�µNQRZOHGJH�LV�UHODWLYH�WR�WKH�

NQRZHU¶�(Kivunja & Kuyini, 2017, p. 33) EHFDXVH�LW�LV�VRFLDOO\�FRQVWUXFWHG�WKURXJK�RQHV¶�

consciousness, values, experiences and context (Hiller, 2016). This epistemological 

subjectivity contrasts with a positivist stance which considers objective knowledge to 
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UHVLGH�µLQ�WKH�ZRUOG�LQGHSHQGHQWO\�RI�FRQVFLRXVQHVV�ZDLWLQJ�WR�EH�LGHQWLILHG¶�DQG�

collected (Collins, 2010, p. 142; Kivunja & Kuyini, 2017;). 

 Through adopting an interpretivist epistemology, this research explored the 

views of three 6/7V¶�from their perspective, thereby ascertaining their versions of truth 

ZKLOVW�DSSUHFLDWLQJ�WKDW�WKH�YLHZV�RI�RWKHUV�PD\�GLIIHU�DQG�QR�LQGLYLGXDOV¶�LQWHUSUHWDWLRQ�

is privileged over another (Hiller, 2016). However, there are multiple realities, all of 

which are equally justified. Therefore, this research has produced one of many possible 

interpretations of knowledge regarding this topic (Willig, 2008). 

As a critical realist, operating with an interpretivist epistemology, the researcher 

ZDV�DQ�DFWLYH�DJHQW�ZLWKLQ�WKH�VWXG\��WKHUHIRUH��LQWHUSUHWDWLRQV�RI�SDUWLFLSDQWV¶�YLHZV�

ZHUH�LQIOXHQFHG�E\�WKH�UHVHDUFKHU¶V�SHUVSHFWLYH�DQG�DVVXPSWLRQV��(GZDUG�HW�DO����������

To understand participants perspectives and behaviour, a researcher must seek to 

grasp participants contextual factors, interpretations of their reality and the meaning that 

they ascribe to situations (Schwartz-Shea & Yanow, 2020). Thus, the findings were co-

constructed by the researcher who brought their beliefs and experiences to the 

interpretive process (Hiller 2016).  

3.2.3 Researchers Assumptions 

This philosophical stance, combined with the researcher's experiences, have 

formed and framed several assumptions about the research. As Willig (2008, p. 38) 

VWDWHG��µZH�FDQQRW�DVN�TXHVWLRQV�ZLWKRXW�PDNLQJ�DVVXPSWLRQV¶��3DUWLFXODUO\�LQIOXHQWLDO�

professional interactions include discussions with colleagues to plan the research, initial 

reading around the topic and experiences on placement at the LA FAP. These 

experiences influenced how this study was perceived and which aspects were 
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emphasised; another researcher with different experiences may emphasise different 

elements or gather the same data and interpret them otherwise. 7KH�UHVHDUFKHU¶V�

assumptions are outlined in Table 3, points one to four are supported by literature in the 

introductory chapter, and point five was established during the pilot study. 

 

Table 3 

5HVHDUFKHU¶V�$VVXPSWLRQV 

 5HVHDUFKHU¶V�$VVXPSWLRQV 
1 Schools with different rates of PEX may differ in their views and practices of 

inclusion for students with SEMH needs. 
2 SLTs have decision-making powers regarding inclusion and the authority to 

PEX students with SEMH needs. 
3 PEX rarely benefits the child and is carried out to maintain the equilibrium in 

the school. 
4 The identification of students with SEMH exists, although meanings attributed 

to it may differ.  
5 Generally, there is a shared meaning of language between SLT and the 

researcher, although nuances may exist  
 

3.3 Research Purpose and Research Question 

The purpose of this research was to explore the views and practices of SLTs¶ 

regarding the inclusion and PEX of students with SEMH needs. As decision-makers, 

school leaders are instrumental in inclusive practice, including administering the 

sanction of a PEX (see Chapter 1). However, as concluded from the literature review, a 

lack of research exists regarding their views and experiences of the practice. Therefore, 

through the exploratory nature of this research, a more comprehensive understanding of 

this topic was ascertained by investigating perspectives and relating the findings back to 
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the literature to produce new insights and extend the knowledge base (Robson & 

McCartan, 2016). This may be viewed as preliminary research in that it was not an 

DWWHPSW�WR�SURYLGH�FRQFOXVLYH�UHVXOWV�EXW�UDWKHU�WR�IXOILO�WKH�/$¶V�DQG�UHVHDUFKHU¶V�

curiosity for greater understanding, leaving scope for explanatory research to follow. 

This approach to the present study was applied by asking the following research 

question: :KDW�DUH�WKH�YLHZV�DQG�SUDFWLFHV�RI�PDLQVWUHDP�VHFRQGDU\�VFKRRO�6/7V¶�

concerning the inclusion and permanent exclusion of students with social, emotional 

and mental health needs? 

3.4 Qualitative Research Design  

Qualitative approaches are most suited to the exploratory nature of this research 

because it allows a topic to be understood based on the meaning that participants 

assign to it (Denzin & Lincoln, 2017). This method was achieved by gathering rich 

descriptive data, whicK�DUH�DOVR�YLWDO�IRU�D�FULWLFDO�UHDOLVW¶V�H[SORUDWRU\�VWDQFH��Edward et 

al., 2014, p. 4). This approach contrasts with quantitative methodologies, which in 

instances provides µWKLQ¶�GHVFULSWLYH�DSSURDFKHV and constrains the data by inhibiting 

the emergence of new information (Patton, 2015). For the present study, it was vital that 

participants shared their novel views rather than being limited by predetermined 

variables. In addition, although qualitative research methodologies are widely critiqued 

for their lack of generalisability, the researcher intended to understand the perceptions 

of the selected SLTs¶ within the context of the focus LA and therefore was not 

concerned with generalising findings to large populations; however, the prospect of 

considering these findings in comparable context is explored in Section 3.8.2.  
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3.4.1 Thematic Analysis Method 

A thematic analysis was selected as the qualitative method to conduct this study, 

although a grounded theory approach, the limitation of which is discussed later, was 

considered. Thematic analysis systematically identifies, analyses, organises and 

describes the most salient patterns discovered within qualitative data (Braun & Clarke, 

2006). Common threads of meaning are categorised into themes and subthemes that 

capture significant constructs in the data related to the research question (Braun & 

Clarke, 2006).  

3.4.1.1 Schools of TA  

,Q�&ODUNH�DQG�%UDXQ¶V��������PRUH�UHFHQW�ZRUN�WKH\�GLIIHUHQWLDWH�EHWZHHQ�WKUHH�

schools of TA which vary according to their µguiding philosophy¶ and µDQDO\WLF�

procedures¶; WKHVH�DUH�µBLJ�4�7$¶, µPHGLXP�Q 7$¶�and µVPDOO�4�7$¶�(p108). µ%LJ�4�7$¶�

was selected as the most appropriate method for the present study for two reasons. 

)LUVWO\��µBLJ�4�7$¶ (in addition to medium Q 7$¶) is founded on a qualitative paradigm, 

this is consistent with the critical realist ontology and interpretivist epistemology of the 

study; by contrast, µVPDOO�4�7$¶ is based on a positivist ontological framework (Clarke & 

Braun, 2018). 6HFRQGO\��µBLJ�4�7$¶ adopts an organic approach to coding and theme 

development, thus coding is a creative and emergent process (Clarke & Braun, 2018). 

This approach is fitting to the present study because, discovering new meaning based 

on participants experiences is important to gain ontological depth, a feature that is 

fundamental to critical realism. Using this approach enabled the researcher to deeply 

engage with the data and identify new themes. This method contrasts with more rigid 
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approaches adopted by µPHGLXP�Q 7$¶�and µVPDOO�4�7$¶ which code data using multiple 

independent coders and a codebook framework for analysis to generate inter-rater 

reliability scores (Boyatzis, 1998; Braun, & Clarke, 2013; Clarke & Braun, 2018). These 

methods rely on the premise that µtruth¶�DQG�µPHDQLQJ¶ resides in the data waiting to be 

objectively located and reported, a stance which conflicts with the philosophical 

positioning of this research (Willig, 2017). 

3.4.1.2 Strengths and limitations of TA 

Thematic analysis is an advantageous method because of its theoretical 

independence. Unlike interpretive phenomenological or discourse analysis, it is not 

associated with a specific theoretical or epistemological approach (Clarke & Braun, 

2018). The selected method allows for its adaptation to the needs of any study. It is 

important to acknowledge that some scholars have criticised this method's theoretical 

flexibility (Robson, 2011). However, Willig (2008) stated that researchers ought to 

assume responsibility for identifying the study's theoretical positions and independently 

state how this informs the interpretation of data. 

Furthermore, an effort to apply a theoretical position to a thematic analysis can 

contribute to the coherence and consistency of the data analysis (Nowell et al., 2017); 

therefore, D�µUHVHDUFKHU>µV@�VXEMHFWLYLW\�>LV@�D�UHVRXUFH��UDWKHU�WKDQ�D�SUREOHP�WR�EH�

PDQDJHG�¶��&ODUNH�	�%UDXQ��������S��������$QRWKHU�VWUHQJWK�RI�WKLV�PHWKRG�LV�LWV�ability 

to summarise various data levels to tell a VWRU\�DERXW�WKH�µVR�ZKDW¶�RI�WKH�GDWD�(Clarke & 

Braun, 2018, p. 109). This rebuttal FRXQWHUV�6DQGHORZVNL�DQG�%DUURVR¶V��������FULWLTXH�

that TA allows for only a simplistic low-level interpretation, given it has been used to 

offer a rich and detailed descrLSWLRQ�RI�SDUWLFLSDQWV¶�DFFRXQWV��%UDXQ�	�Clarke, 2013). 
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Finally, TA is useful for research that seeks to answer questions about group 

conceptualisations of a phenomenon (Joffe, 2012, p. 212).   

3.4.1.3 Grounded Theory 

 Initially, a grounded theory approach for the present study was considered owing 

to its unique capability to generate a theory that explains complex social and 

psychological situations (Bryant & Charmaz, 2007; Glaser & Strauss, 1967). Glaser, 

1978, 2002; Sutcliffe, �������*LYHQ�WKDW�WKHUH�ZHUH�QR�NQRZQ�WKHRULHV�UHJDUGLQJ�6/7V¶�

views and practices concerning the PEX of students with SEMH needs, this may have 

been a valuable contribution to the knowledge base (Urquhart, 2013). However, this 

GHFLVLRQ�ZDV�UHYLVHG�ZKHQ�WKH�VWXG\¶V�SXUSRVH�FKDQJHG�IURP�H[SODQDWRU\�WR�

exploratory. This shift was motivated by the literature review, which highlighted the 

limited exploration of leaders¶ stance on this topic. Thus, it was necessary to lay this 

foundation by exploring the topic rather than attempting to explain an under-researched 

subject (Willig, 2008). 

3.4.2 Method of Data Collection: Focus Groups 

It was hoped that senior leaders from each school would engage in critical 

discussion regarding the PEX of students with SEMH needs to illuminate a range of 

issues and ideas. Therefore, focus groups (rather than individual interviews) were 

selected to facilitate this process. This data collection method is frequently used to gain 

an in-depth understanding of a social phenomenon from a purposely selected group of 

individuals (Nymba et al., 2017). Krueger and Casey (2015) stated that focus groups 

are useful to understand differences in perspectives between groups because 
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information can be compared and contrasted between them. This strategy is 

appropriate for the present study, for which some comparisons are made between the 

views of senior leaders across schools. The distinctive feature of focus groups is the 

VRFLDO�LQWHUDFWLRQ�EHFDXVH�SDUWLFLSDQWV¶�UHVSRQVHV�WR�TXHVWLRQV�VSDUN�DJUHHDEOH�DQG�

disagreeable conversations, causing them to contribute comments beyond their initial 

responses or thought processes. This collaboration could enhance the meaningfulness 

of the data and advance the XQGHUVWDQGLQJ�DQG�FRPSOHPHQW�WKH�µVWRU\WHOOLQJ¶�IHDWXUH�RI�

thematic analysis (Patton, 2015). In addition, recognising omissions, silences, and how 

QDUUDWLYHV�DUH�WROG�LQ�WKH�JURXS�PD\�SURYLGH�LQVLJKW�LQWR�WKH�RUJDQLVDWLRQV¶�VHQVLtivity 

about certain topics (Patton, 2015). This level of depth is fitting for a critical realist 

stance because it provides context for a deeper level of awareness into surface-level 

actions.  

However, some critics consider these strengths of focus groups as limitations 

because participants are susceptible to within-group dynamics VXFK�DV�µJURXSWKLQN>LQJ@¶�

which occurs when members express similar opinions to maintain team cohesion 

(Mukherjee et al., 2015, p.1099). This dynamic could challenge the critical discussion 

that was desired. Additionally, WKH�QRWLRQ�RI�WKH�µKDOR�HIIHFW¶�may occur whereby high-

status individuals may have an overbearing influence on the discussion, resulting in 

those with less privileged positions being reluctant to challenge those with a (perceived) 

higher social status (Mukherjee et al., 2015, p.1099). In the present study, these may 

relate to each team's formal or informal hierarchy; for instance, a SENCo may be 

XQZLOOLQJ�WR�FKDOOHQJH�D�KHDGWHDFKHU¶V�YLHZ�RI�LQFOXVLRQ��OHDGLQJ�WR�SHUFHLYHG�

agreeableness.  
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However, Robson (2011) addressed this potential limitation by warning that 

reduced or nonparticipation such as silence should not be confused with agreement but 

PD\�LQGLFDWH�µXQZLOOLQJQHVV�WR�H[SUHVV�GLVVHQW¶��S��������7R�PLWLJDWH�DJDLQVW�WKLV��WKH�

researcher was attentive to group dynamics and became aware of the formal seniority 

of the hierarchy between senior leadership members whilst appreciating that there may 

be less apparent hierarchal dynamics. Also, knowledge of the topic was developed, 

which enabled enquiry through asking in-depth questions about alternative opinions, 

often using examples to prompt less agreeable or alternative viewpoints. Thus, an 

active yet passive role was adopted by the researcher by promptly posing questions 

and steering the conversation. Many of these skills developed from EP training enabled 

the researcher to build rapport and remain curious. 

Focus groups are a resource-efficient method of data collection. This was evident 

LQ�WKH�SUHVHQW�VWXG\��GDWD�JDWKHULQJ�WRRN�SODFH�LQ�SDUWLFLSDQWV¶�ZRUNSODFHV��DQG�WKH�

researcher joined an existing team meeting from an established group. This group of 

convenience reduced the artificiality of data collection, minimising environmental 

interferences that can affect group dynamics (Liamputtong, 2011).  

3.4.2.1 Focus Group Questions 

Braun and Clarke (2013) advised that focus group scripts should begin with 

questions that are generic, narrowing to ones that are more specific to the topic in 

question. Therefore, the first questions were to gain a broad conceptualisation of SEMH 

needs and end with a specific question about patterns in year nine (see Table 4). In 

addition, Braun and Clarke (2013) proposed asking questions that would inspire debate: 

hence, question three asks about the association between SEMH and PEX. In line with 



 89 

a critical realist stance, the researcher not only asked what was happening but also 

DVNHG�TXHVWLRQV�WR�LGHQWLI\�WKH�UHDVRQV�DQG�SURFHVVHV�EHKLQG�SDUWLFLSDQWV¶�DWWLWXGHV�DQG�

practices (Robson & McCartan, 2016). 

 

Table 4  

Purpose of Focus Group Questions 

Purpose of Question  Focus Group Question  
Insight on the 
phenomena 

What behaviours would you expect to see in a student 
with SEMH difficulties? 

Information about 
influential factors 

What are the causes and contributing factors to 
permanent exclusions? 

Approaches used What roles do outside agencies have in supporting 
students with SEMH needs? 

 

3.4.2.2 Pilot focus group.  

Focus group questions were trialed, discussed and revised with the support of 

two EPs, senior leaders RI�D�QRQSDUWLFLSDWLQJ�VFKRRO�DQG�WKH�UHVHDUFKHU¶V�VXSHUYLVRU, to 

ensure the questions were developed following considerable reflection (Krueger & 

Casey, 2009). This process led to several alterations; there was a change to question 

IRXU��7KH�RULJLQDO�TXHVWLRQ�ZDV��µ:KDW�DUH�WKH�FDXVHV�RI�SHUPDQHQW�H[FOXVLRQ"¶. One 

staff member stated that she was unaware of the causes but was happy to speak about 

the contributing factors. Therefore, WKH�TXHVWLRQ�ZDV�FKDQJHG�WR��µ:KDW�DUH�WKH�FDXVHV�

DQG�FRQWULEXWLQJ�IDFWRUV�WR�SHUPDQHQW�H[FOXVLRQV"¶�The initial and final focus group 

schedules can be found in Appendix N.  
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Data were collected from SLTs across three mainstream secondary schools. 

Before explaining how these participants were recruited, it is essential to consider the 

ethical measures employed. 

3.5 Ethical Considerations 

µ5HVHDUFK�HWKLFV¶�UHODWHV�WR�WKH�PRUDO�SULQFLSOHV�WKDW�XQGHUSLQ�D�VWXG\�IURm the 

outset to the publication of results (BPS, 2021. p5). Conducting research in an ethical 

manner requires a researcher to be transparent about the intentions, process and 

outcomes of a study (Robson & McCartan, 2016). Therefore, this study was designed, 

conducted, and analysed according to the ethical guidance documented in Table 5. 

 

Table 5  

Key Documentation Used for Ethical Consideration 

 Ethical guidance documentation  
 BPS²Code of Human Research Ethics (2021) 
 BPS²Code of Conduct and Ethical Practice (2018) 
 BPS²Code of Human Research Ethics (2014) 
 British Educational Research Association (2018) guidelines  
 Health and Care Professionals Council (HCPC)²Standards of Conduct, 

Performance and Ethics (2016) 
 Health and Care Professionals Council - Code of Human Research Ethics 

(2016) 

3.5.1 Ethical Approval  

This research has been ethically approved by the Tavistock and Portman NHS 

Trust Research Ethics Committee (see Appendix O). 
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3.5.2 Informed Consent  

The BPS (2018, 2021) principle of respect relates to consent, privacy and 

confidentiality. Valid informed consent includes the researcher explaining the nature of 

the research so that participants know what they are being asked to partake in (BPS, 

2021). The following process achieved this. Following a discussion with the 

headteacher to answer preliminary questions, they read the information sheet (see 

Appendix P) and signed the consent form for their school to participate in the study (see 

Appendix Q). The headteacher of each school introduced the study to the remaining 

members of their SLT and invited them to the information session with the researcher. 

There, the study was discussed, and questions were answered. Each member of the 

SLT read the information sheet (see Appendix R) and signed the consent form (see 

Appendix S). As the BPS (2014) advised, participants retained one copy of the consent 

form, and the researcher stored the other.  

3.5.3 Withdrawal 

Participants were informed of their right to withdraw at any point without providing 

a reason (see Appendix Q and S) as advised by the British Educational Research 

Association (2018).  

3.5.4 Anonymity and Confidentiality 

In line with BPS (2014, 2021) and Data Protection Act (1998, 2018) guidance, 

the anonymity of schools and participants was maintained by assigning them 

pseudonyms. Accordingly, leaders¶ pseudonyms have not matched job titles; however, 

a separate list of roles for those who participated is provided. Furthermore, LA and 
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school statistics were omitted because this would make the borough and organisation 

easily identifiable. This was particularly important given the potentially controversial 

nature of some of the discussions. 

Regarding confidentiality among participants, Liamputtong (2011) stated that 

focus groups have an added ethical risk because there is the potential for participants to 

disclose information learned during the focus group to someone outside of the session. 

In addition, senior leaders¶ continued to work together following the focus group within 

the current study, which increased the likelihood of such discussions. This element of 

confidentiality was discussed before and after each focus group; participants agreed to 

maintain confidentiality unless it was to protect others from harm (BPS, 2014, 2021).  

3.5.5 Data Protection  

The data was handled in line with the Data Protection Act (1998, 2018) and audio 

recordings from the focus groups were recorded on a password-enabled Dictaphone. 

Notes written throughout the focus group were locked away securely and destroyed 

upon completing the thesis.  

3.5.6 Protection of Participants  

Protocols were implemented to identify, assess and mitigate against risks; this 

was in line with research guidance to minimise harm and maximise benefits to 

participants (BPS, 2014, 2021; HCPC, 2016). Given that the setting and context did not 

differ from the usual duties of the SLTs no threats were identified here. However, two 

possible risks were acknowledged relating to the content of discussions that may be 

sensitive in terms of values about disability, social exclusion or fairness, and 
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participants recall of VWXGHQWV¶�YLROHQW��VH[XDO�RU�LOOHJDO�DFWV��)LUVW��WKH�SRVVLELOLW\�H[LVWHG�

that during the focus group discussions, participants may have overtly or covertly 

disagreed with one another, potentially affecting how members view one another and 

causing conflict within the professional team. A second possible risk was individuals 

regretting their views and decisions over permanently excluding students with SEMH 

needs, resulting in heightened emotions of remorse and disappointment either during or 

after the focus group.  

To mitigate against this, these risks were discussed with the participants during 

the information sessions, and a debriefing process followed each focus group (BPS, 

2014,2021). During the debriefing process, SLTs received greater detail about the 

UHVHDUFKHU¶V�LQWHUHVW�DQG�LQWHQWLRQV�ZLWK�WKH�WRSLF, creating an open atmosphere for 

discussions; they also had the opportunity to share their reflections (Allen, 2017). 

Another reasonable step taken to manage risk was providing participants with the 

researcher's contact details, a qualified senior EP, and relevant support services within 

the borough to access practical or emotional support. Another mitigating factor was that 

the researcher was committed to interpreting their views with integrity (BPS, 2021). 

3.5.7 Integrity 

Research integrity enables trust and confidence in the findings and conclusions 

made. This was achieved by the manner and methods used to conduct research (BPS, 

2021��DQG�UHODWHV�WR�WKH�UHVHDUFKHU�EHLQJ�µKRQHVW��WUXWKIXO��DFFXUDWH�DQG�FRQVLVWHQW�LQ�

RQH¶V�DFWLRQV��ZRUGV��GHFLVLRQV��PHWKRGV�DQG�RXWFRPHV¶��%36��������S��7). Table 6 

shows various elements of integrity deemed important in the literature and how this 
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research has met each standard, many of these were lifted from the BPS (2014, 2018) 

and Universities UK (2019).  

 

Table 6 

Elements of Research Integrity 

Element of Integrity  Met by the Current Research 

Integrity of participants 
Congruence among information session, 
information sheet, consent form debrief and 
write-up 

Trust and confidence in methods 

Chosen and alternative methods described 
and justified  
Procedures clearly stated to enable readers to 
follow and replicate 

Trust and confidence in findings  
 

The coding and analysis were counterchecked 
for congruence by an EP colleague and then 
reviewed following adjustments. 
All transcripts are enclosed for transparency. 
Procedures clearly stated to enable readers to 
follow and replicate 

Aims of research are as 
transparent as possible to ensure 
clarity regarding what the 
researcher intends to achieve. 

Aims are clearly outlined at the beginning of 
each section, consistent with the aims of the 
ethical approval and information sheet given to 
participants. 

Caution in making knowledge 
claims; within research ensures 
that they are in the scope of the 
research.  

Implications of the research are tentative, and 
reasonable claims are made from the findings. 

Transparency and open 
communication in declaring 
potential competing interests 

Dual role of the researcher as a trainee EP 
within the focus LA has been stated at the 
outset and is reflected on in the discussion 
chapter. 

 

Given that the ethical consideration have been stated, the school and participant 

selection process will be outlined next. 
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3.6 School and Participant Selection Procedure  

The collective views of senior leaders were selected from three mainstream 

secondary schools using purposive sampling, a selective technique used to identify 

participants based on the characteristics that are important to the study (Starks & 

Trinidad, 2008). This method ensures that the most relevant data are gathered (Robson 

& McCartan, 2016).  

3.6.1. School Selection and Recruitment  

To ensure the appropriateness of those who participated, inclusion and exclusion 

criteria were necessary (Robson & McCartan, 2016). Several secondary schools were 

excluded on the following bases (the exact number is not reported to help preserve the 

anonymity of the LA). The following inclusion factors were important to the research, 

see Table 7. 
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Table 7 

Inclusion and Exclusion Criteria for School Selection 

Inclusion Criteria  Exclusion Criteria  Rationale for Exclusion Criteria 
LA-maintained 
mainstream 
secondary 
schools  

Primary schools, 
primary or 
secondary 
academies, 
independent 
schools, special 
schools and pupil 
referral units 

Substantial differences from secondary 
schools concerning the following: 
behaviour policy, number and level of 
students with SEND; resources available 
for students with SEMH needs; staff skill 
and/or confidence working with those with 
SEMH; and the different academic 
expectations of the school. 

Available PEX 
data  

Unavailable or 
incomplete PEX 
data  

These schools could not be reliably 
categorised to gauge the PEX rates for 
selection. 

Schools with 
which the 
researcher did 
not have a 
former 
relationship  

Schools where the 
researcher had 
EHHQ�WKH�VFKRRO¶V�
link trainee EP 

Interviewing staff who had worked closely 
with the researcher may have led to the 
social desirability effect, whereby 
participants present socially desirable 
views and behaviours to maintain a positive 
relationship (Denzin & Lincoln, 2017). 

 

3.6.1.1 Selection of Schools with a Variety of PEX Rates 

Once schools met the aforementioned criteria, they were viewed comparatively 

to identify schools with different rates of PEX to ascertain a variety of views. Several 

scholars have found that the views and practices of staff in high-, medium- and low-

excluding schools differ (Dimitrellou et al., 2020; Hatton, 2013; Malmqvist, 2016; Munn 

et al., 2000; Parsons, 2009c). The LA admissions team had previously circulated a 

ranked list of schools and their PEX rates, information that was also publicly available 

(DfE, 2016a). Data were available for the academic years from 2005/2006 to 

2016/2017, although the level of accuracy of these data may be questionable owing to 

off-rolling. Their high-, medium- or low-excluding status was in relation to the national 
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average of 0.17 in secondary schools in the academic year 2016/2017 (DfE, 2018). 

Prior to registering their interest, participants were informed that PEX data would be 

considered (see Appendix P and R). Reflections on this can be found in Section 5.7. 

3.6.1.2 Sample Size and Recruitment Process 

 It was intended for the researcher to secure approximately three to four schools 

that were pre-categorised as above, below and average to the national PEX rates. This 

amount was in line with advice from Braun and Clarke (2013), who recommended that 

two to four focus groups are appropriate for research within a thematic analysis. Six 

schools with a range of PEX rates were invited to participate by email and follow-up 

phone calls were made. These six schools were contacted to allow for participant 

attrition and participant noncompliance, which occurs when a participant (groups) drop 

out or do not agree to the terms of the study (Denzin & Lincoln, 2017). They were 

provided with initial information sheets and consent forms to complete (see Appendix P 

and Q, respectively). Only one school responded in the affirmative.  

The researcher attended a FAP meeting in the hope of obtaining additional 

participating schools. There, the nature of the study was explained, and school leaders 

had the opportunity to ask questions. Leaders from seven additional schools showed 

interest and, thus, were handed the aforementioned forms. A total of eight leaders 

demonstrated an interest; this number was reduced to three because the remaining five 

were unavailable to commit within the given time frame, feared judgement or their PEX 

rates were too similar to other schools that had already been accepted to the study. 

Participants were informed of the possibility of this at the FAP meeting. Finally, one 
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higher-, one medium- and one lower-excluding school that participated in this process is 

illustrated in Figure 7. 

 

Figure 7  

Overview of Participant Selection Procedure 

 

Purposive sampling: 
gather data from 

schools with a rage of 
PEX rates

Accessed readily 
available  ranked PEX 

data

Inclusion/exclusion 
criteria applied

Initial participant 
recruitment - emailed 

six schools with a 
range of PEX rates.

One school secured

Furthur participant 
recruitment 

recruitment from the 
FAP meeting

Seven additional schools 
interested

Inclusion/exclusion 
criteria applied

The researcher 
answered questions at 

information 
session/phone/email

Two schools secured 
based on inclusion 

criteria, willingness and 
availability

With consent, focus 
group commenced

In total three schools 
participated
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3.6.1.3 Contextual Information Regarding Schools 

Participating schools were randomly assigned µ$¶��µ%¶�DQG�µ&¶�labels. Table 8 

illustrates some essential characteristics of the schools (whilst maintaining anonymity) 

from (DfE 2021d); this enables the findings to be placed in context (see Chapter 1 for 

information about the borough).  

 

Table 8 

Contextual Information for Participating Schools  

  

 
6 µGCS(¶ - General Certificate in Secondary Education, a system of public exams 

taken by students, typically from year 10 to 11. 

School PEX 
Rate in 
relation 
to 
national 
average 
±  
0.17 

CYP With 
EHCP 
(Within 
25) 

EHCP 
primary 
area of 
need 
SEMH 
(Within 
5) 

Support 
Primary 
Area of 
need 
SEMH 
Within 
25) 

No. of 
CYP on 
Roll 
(Within 
500) 

Five or 
More 
GCSEs6 
at A*±C 
Above or 
Below the 
National 
Average 
61% 

Free 
School 
Meals 
Above or 
Below the 
National 
Average 
29.1% 

A Low 0-25 0-5 0-25 1,000± 
1,500 

Above Below 

B High 25-50 5-10 0-25 1,000± 
1,500 

Above Below 

C Medium 25-50 5-10 25-50 1,000± 
1,500 

Below Below 
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3.6.2 Participant Selection and Recruitment 

After participating schools had been secured, purposive sampling was again 

employed to select participants.  

3.6.2.1 Homogeneity and Heterogeneity 

As intended, the participant pool consisted of shared characteristics across focus 

groups and differences within it; this is referred to as homogeneity and heterogeneity, 

respectively, based on features that are important to the study (Krueger & Casey, 

2009). The three focus groups were relatively homogenous because all participants 

were senior leaders (see Table 9). 

The heterogeneous nature of the roles within focus groups enabled the inclusion 

of different views and, therefore, produced a more diverse discussion (Liamputtong, 

2011). Each team had a considerable level of heterogeneity that was important to the 

study because roles and responsibilities about SEMH and PEX varied. For instance, 

only headteachers could PEX; others (e.g., behaviour manager and SENCo) may have 

had involvement leading up to the exclusion; the financial manager may be able to 

explain how budgets affect inclusion, and the achievement leads could provide insight 

into the academic progress of various groups of students.  

When reflecting on the variety of participants in each SLT, it is worth noting that 

the inclusion of SENCo and therapeutic personnel (as seen in Schools A and B) is 

uncommon within school leadership. Had all staff from school C participated, the 

inclusion manager and therapeutic lead would have been present also. This atypical 

composition of SLTs in the focus LA may be in response to the borough wide concerns 

regarding inclusion.  
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Furthermore, differences in age, gender and length of experience, amongst other 

factors, may also be relevant to the study. From observation, leadership primarily 

comprised of Caucasian males. There were few females and an even lower number of 

PDOHV�RU�IHPDOHV�IURP�HWKQLF�PLQRULW\�JURXSV��,W�DSSHDUHG�WKDW�SDUWLFLSDQWV¶�DJHV�UDQJHG�

from the 30s to 60s, the researchers-researcher dynamics are reflected on in Section 

5.7.3.  

3.6.2.2 Sample size 

 The recruitment process was unique in that established groups of SLTs were 

approached to participate in the study, rather than the researcher selecting members 

IURP�WKH�VFKRRO��,W�ZDV�WKH�UHVHDUFKHU¶V�LQWHQWLRQ�DQG�UHTXHVW�WR�have all willing 

members of SLTs participate in the focus group to ascertain a fair representation of the 

team. In each school, this did not exceed 12 members of staff. This intention was 

aligned with Liamputtong (2011) advice, who suggested that focus groups should 

comprise 6 to 12 individuals, which is deemed enough participants to create diversity, 

but not too many such that individuals feel uncomfortable sharing their views. Therefore, 

School A and B had 12 and eight senior OHDGHUV¶ members, respectively. However, only 

two members from School C attended owing to an in-school emergency (the limitations 

of which are discussed in Section 5.7.3). Small focus groups (between two to five 

participants) have been endorsed by Kamberelis and Dimitradis (2005) and Krueger 

(1994;), particularly for participants such as senior leaders who have specialised 

knowledge of PEX. However, Morgan (1997) cautioned that a low number could lead to 

less diverse viewpoints (Krueger, 1994).  
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3.6.2.3 Duration of focus groups 

In line with the advice that it is optimal for focus groups to last between one and 

two hours (Morgan, 1997), the intended length of each interview was between 60 and 

���PLQXWHV��7KLV�ZDV�DFKLHYHG�E\�6FKRROV�%�DQG�&��DOWKRXJK�VFKRROV�$¶V�IRFXV�JURXS�

lasted only 41 minutes. Table 9 summarises the participants and the duration of focus 

groups in each school. 

 

Table 9 

Composition of Focus Groups 

School 3DUWLFLSDQWV¶�-RE�7LWOHV Number of 
Participants 

Duration of 
Focus Group 
(Minutes) 

A 

headteacher, deputy headteacher, assistant 
headteacher/safeguarding lead, SENCO, 
business manager, behaviour support lead, 
inclusion manager, head of year x 3, head 
of department x 2 

12 41 

B 

headteacher, deputy headteacher, assistant 
headteacher, head of behaviour support, 
inclusion manager, finance officer, head of 
year, school counsellor 

8 77 

C headteacher, deputy headteacher 2 65 
 

3.7 Data Coding and Analysis 

$�GHVFULSWLRQ�RI�%UDXQ�DQG�&ODUNH¶V��������WKHPDWLF�DQDO\VLV�SURFHGXUH�LV�

provided to exemplify the process of generating findings (see Figure 8). This process 

was supported by Braun and Clarke¶s (2013) 15-point checklist (see Appendix T). 
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Figure 8 

%UDXQ�DQG�&ODUNH¶V��������6L[�3KDVHV�IRU�7KHPDWLF�$QDO\VLV 
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report
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3.7.1 Phase 1: Familiarising of Data  

The professionally transcribed data were checked for accuracy and then 

exported to MAXqda (2020), a computer software system that supports qualitative data 

storage, management, and analysis (VERBI Software, 2019). Its range of sophisticated 

annotating tools supported the labelling and clustering of data into codes, then themes. 

7KH�SURJUDP¶V�LQWHUIDFH�IDFLOLWDWHG�WKH�FRPSDULVRQ�RI�GDWD�DFURVV�VFKRROV�DQG�the 

seamless transition of data to Microsoft Word to facilitate drafting the findings chapter. 

This was the beginning phase of interpreting these findings to generate analytical 

insights (Willig, 2013). Here, the active role of the researcher was evident because 

UHOHYDQW�GDWD�DUH�LGHQWLILHG�EDVHG�RQ�RQH¶V�professional perspective (Braun & Clarke, 

2013). Multiple data readings facilitated the reflexive process to inform the generation of 

initial codes for phase two of the process.  

3.7.2 Phase 2: Generating Initial Codes  

Line-by-line analysis was conducted to identify phrases and sentences that 

appeared important and relevant to the research question and objectives, an example of 

this is evident in Appendix U (Robson & McCartan, 2016). A total of 2,065 codes were 

created. 'HVFULSWLYH�ODEHOV�NQRZQ�DV�µFRGHV¶�ZHUH�JHQHUDWHG�DQG applied to segments 

of the transcripts to capture the essence and significance of the data (Braun & Clarke, 

2013). This was carried out by adopting an inductive approach whereby new and novel 

meanings are derived from the research, rather than a deductive approach that looks for 

predetermined codes by content based on theoretical assumptions. For this reason, 

data were QRW�DQDO\VHG�ZLWKLQ�%URQIHQEUHQQHU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�
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because this would have led the researcher to search for data that confirmed (or 

UHIXWHG��WKH�WKHRU\¶V�SUHH[LVWLQJ�IUDPH�RI�reference.  

In addition, the coding process utilised a latent (in-depth) rather than semantic 

�VXUIDFH�OHYHO��DSSURDFK�WR�SDUWLFLSDQWV¶�YLHZV�E\�LGHQWLI\LQJ��GHVFULELQJ�DQG�LQWHUSUHWLQJ�

the meaning of data to give a detailed account of perceptions and experiences, as 

opposed to an overarching description of the whole dataset (Braun & Clarke, 2006). 

:LOOLJ��������KLJKOLJKWHG�WKDW�µWKH�UHVHDUFKHUV¶�NQRZOHGJH�DQG�H[SHUWLVH�LPSDFW�WKH�

DQDO\VLV¶��S��������7Kerefore, it is acknowledged that every researcher has their 

preconceptions. Regarding the present research, these preconceptions were influenced 

E\�WKH�UHVHDUFKHU¶V�UROH�DV�D�WUDLQHH�(3�ZLWKLQ�WKH�IRFXV�/$��WKLV�SURYLGHd an insider-

outsider position as a researcher (Corlett & Mavin, 2017). This contextual knowledge 

has been used to understand the data better. 

3.7.3 Phase 3: Searching for Themes  

Given that all data were initially coded, related codes were clustered to create a 

condensed overview of 21 main themes (see Appendix V). As Braun and Clarke (2006) 

advised, an initial thematic map helped provide a visual representation of the 

relationship between themes. At this stage, categorisation was tentative because 

WKHPHV�FRQWLQXHG�WR�EH�µFRPELQHG��UHILQHG��VHSDUDWHG�RU�GLVFDUGHG¶��%UDXQ�	�&ODUNH, 

2006 p. 91). 

3.7.4 Phase 4: Reviewing Themes  

During their refinement, themes were checked for internal homogeneity and 

external heterogeneity. This process refers to enough similarities within a theme and 
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appropriate differences to separate one theme from another (Patton, 2015). Individual 

themes were checked to ensure they functioned to answer the research question (see 

Appendix W). 

3.7.5 Phase 5: Defining and Naming Final Themes 

The final superordinate themes were refined and finalised to highlight a narrative 

for each theme and its contribution to the story of the data to answer the research 

question. At this stage, VRPH�WKHPHV�ZHUH�UHQDPHG�XVLQJ�LQ�YLYR�WLWOHV��SDUWLFLSDQWV¶�

words) to capture the essence of their meaning. The thematic map was then finalised to 

confirm the relationships between codes and between themes which can be found in 

the analysis section; this resulted in six superordinate themes (see Appendix X). 

3.6.6 Phase 6: Producing the Report 

The final stage of thematic analysis presents compelling data extracts to 

exemplify the findings concerning the research question and literature. This was an 

illustrative rather than analytical process whereby extracts were used to illuminate 

particiSDQWV¶�YLHZV�UDWKHU�WKDQ�D�FRQFHSWXDO�DSSURDFK�WR�SURYLGH�D�FRYHUW�PHDQLQJ�

(Braun & Clarke, 2013, p. 252).  

3.8 Trustworthiness of Research  

Trustworthy research is established by researchers providing detailed 

explanations of their investigative process, including the rationale and assumptions that 

inform analysis (Nowell et al., 2017). This provides confidence that a study is worthy of 

attention, legitimate, acceptable and useful to various stakeholders. This is achieved by 
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conducting rigorous research (Nowell et al., 2017). The present study hopes to have 

established trustworthiness through the key elements of credibility, transferability, 

dependency and confirmability (Guba & Lincoln, 1985). 

3.8.1 Credibility  

Several measures were taken to ensure that this research was credible. This 

refers to data gathered and interpreted to reflect the actual research findings (Nowell et 

al., 2017). As Denzin and Lincoln (2017) recommended, the researcher engaged in 

regular peer debriefing and supervision regarding the research process to ensure that 

conclusions reflected the data. This was further supported by discussing focus group 

questions, coding and analysis with an EP colleague. Robson and McCartan (2016) 

referred to this process as analyst triangulation. However, concerning µ%LJ�4�7$¶ 

thematic analysis, Clarke and Braun (2018) emphasised that thematic analysis, µGR>HV@�

QRW�DGYRFDWH�������DQ�DSSURDFK�WR�FRGLQJ�EDVHG�RQ�GHYHORSLQJ�D�VLQJXODU�³FRQVHQVXV´�

and coding reliability measures . . . [b]ecause these do not cohere with the qualitative 

sensibility that underpins and shapes [the] DSSURDFK¶��S��������7KXV��WKH�SXUSRVH�RI�WKLV�

was to ensure that conclusions were congruent with and reflective of the participants' 

accounts (Yardley, 2008). Overall, the EP concluded that there was a high level of 

alignment between what the participants conveyed and the UHVHDUFKHU¶V interpretation. 

However, in instances where assumptions were made beyond the data, this was 

discussed with the EP and re-coded, and these adjustments were reviewed again with 

the colleague. Credibility was also achieved by presenting thick descriptions to show 

rather than tell the reader about the data, enabling the reader to interpret, check 

meaning and decipher the legitimacy of the claims (Nowell et al., 2017). Furthermore, 
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within the discussion section, tentative claims were made rather than hard assertions 

that are unchangeable, allowing for the possibility of revision to acknowledge that the 

data are open to interpretation (Joffe, 2012).  

3.8.2 Transferability  

This research did not aim to unearth definitive, generalisable answers to 

questions within the critical realist ontology but instead sought to explore perspectives. 

Therefore, the study's findings do not claim to be broadly generalisable. This stance is 

in line with the critical realist ontology and an interpretivist epistemology, which 

appreciates that knowledge is relative to the situations from which and people from 

whom it derives (Hiller, 2016). However, there is scope for the transferability of the 

results to similar settings (Robson & McCartan, 2016). The contextual information 

enables readers to identify a comparable participant group, school and LA setting. 

Furthermore, Guba and Lincoln (1985) highlighted that successful transferability of 

findings is supported by conducting research withiQ�SDUWLFLSDQWV¶�QDWXUDO�VHWWLQJs. 

$GGLWLRQDOO\��WKLFN�GHVFULSWLRQV�RI�SDUWLFLSDQWV¶�DFFRXQWV�DQG interpretations have been 

provided throughout Chapter four, this supports readers to ascertain whether insights 

from this research can help others understand similar situations.  

3.8.3 Dependability 

Dependability refers to confidence in the research process; it is the assurance 

that it is logical, traceable and clearly documented (Tobin & Begley, 2004). It is hoped 

that the use of an audit trail increased the study's dependability by promoting 

transparency regarding how the data were selected, collected and analysed (Denzin & 
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Lincoln, 2017; Joffe, 2012; Robson & McCartan, 2016). Table 10 shows the evidence of 

an audit trail and where the data are located within the thesis: 

 

Table 10 

Credible and Confirmable Evidence 

3.8.4 Confirmability 

Confirmability is the total of credibility, transferability and dependability; this is 

achieved when the researcher evidences how their interpretations and conclusions are 

GHULYHG�IURP�WKH�SDUWLFLSDQWV¶�GDWD��DV�RSSRVHG�WR�WKH�UHVHDUFKHU¶V�RZQ�PRWLYDWLRQs or 

interests (Guba & Lincoln, 1994; Nowell et al., 2017). Theoretical, methodological and 

analytical considerations have been discussed throughout this chapter about 

philosophical stance, methodology and, more specifically, approaches to using thick 

data, analyst triangulation, audit trail and reflexivity.   

Credible and Confirmable Evidence Location  
Excerpts of all six stages of the TA process as 
prescribed by Braun and Clarke (2006). 

Section 3.7; Appendix T, U, V, 
W, X 

Evidence of completion of Braun and &ODUNH¶s 
(2006) 15-point checklist of criteria for good 
thematic analysis.  

Section 3.6, Chapters 4, 5; 
Appendix T 

Reflections of coding reviewed by a colleague to 
check for congruence with participants accounts  

Section 3.8.1 

2SHQQHVV�WR�WKH�UHVHDUFKHU¶V�SHUVRQDO�DQG�
professional reflections and assumptions 

Sections 1.2, 1.11, 3.2 5.7 

An explanation of the coding process with 
diagrams to facilitate clarity 

Section 3.7; Appendix U, V, W, 
X 

Transcripts provided Appendix Y 
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3.9 Chapter Summary  

This chapter has explained the procedures taken to explore the views and 

practices of mainstream secondary school leadership regarding the inclusion and PEX 

of students with SEMH needs. This was achieved by stating the justifications, rationale 

and limitations for adopting a qualitative methodology and thematic analysis method to 

analyse focus group data. Further, within the remits of anonymity, a description of the 

LA and school context and the process of securing participants was provided. 

Transparency regarding the pilot study, ethical considerations and trustworthiness of the 

research was presented. The following chapter presents the findings of these methods. 
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Chapter Four: Findings 

4.1 Chapter Outline 

This chapter aims to tell the story of the focus group data (Braun & Clarke, 2013). 

The text presents a thematic analysis of SLTs data across three mainstream secondary 

schools. It opens with a reminder of the research question followed by illustrations of the 

findings. 7KH�ERG\�RI�WKLV�FKDSWHU�ZLOO�UHOD\�SDUWLFLSDQWV¶�YLHZV�DQG�SUDFWLFHV�concerning 

the inclusion and PEX of students with SEMH needs. An array of themes and 

subthemes are presented and interpreted with illustrative quotes to answering the 

research question. The chapter closes with a summary of the key findings. 

4.2. Research Question  

This chapter provides data to answer the following research question: What are 

WKH�YLHZV�DQG�SUDFWLFHV�RI�PDLQVWUHDP�VHFRQGDU\�VFKRRO�6/7V¶�FRQFHUQLQJ�WKH�LQFOXVLRQ�

and permanent exclusion of students with social, emotional and mental health needs? 

To support answering this question, transcripts of data are provided in Appendix Y. 

4.2 Thematic Chart 

A thematic chart provides an overview of the themes see Table 11.
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Table 11  

Thematic Chart Illustrating Overarching, Superordinate, Subordinate and Remaining Themes 

Overarching 
Theme 

Superordinate 
Themes Subordinate Themes Themes 

SLT¶s 
Grapple 
with Their 
Sense of 
Agency 
Over The 
Inclusion 
and PEX of 
Students 
with SEMH 
Needs 

(4.4.1) 
SLT¶s Feel 
Disempowered 
by SEMH 
Needs and 
Systemic 
Pressures 

(4.4.1.1) 
SLT¶s Lack Confidence 

������������µ:H�$UH�/D\PHQ��7U\LQJ�WR�,QWHOOHFWXDOLVH������ ¶� 
������������µ�������6WLFNLQJ�3ODVWHU�$SSURDFK . . . ¶ 
(4.4.1.1.3) Dilemma Exerting Authority to Permanently Exclude  
(4.4.1.1.4) PEX iV�µ�������$�&U\�)RU�+HOS�������¶ 

(4.4.1.2) 
Complexity of SEMH 

(4.4.1.2.1) SEMH is Deep-Rooted  
������������µ������ 7KH�µ6¶�2XW�oI�6(0+¶ 
������������µ������ 4XLHW�%XW�0LJKW\¶ 
������������µ����� Self-Fulfilling Prophecy �����¶ 

(4.4.1.3) 
Dominant External Systems 

������������µ:H�5DUHO\�([FOXGH�.LGV�from tKH�7RS�6HWV¶ 
(4.4.1.3.2) The Power of Parents 
������������/RFDO�$XWKRULW\�µ����� Cutbacks �����¶ 

(4.4.2) 
SLT¶s Pursue 
Inter-
Organisational 
Engagement 
and Containing  
Relationships 
 

(4.4.2.1) 
Establishing Initial Relationships 

(4.4.2.1.1) Primary±Secondary Transfer 
(4.4.2.1.2) Within Year Admissions 

(4.4.2.2) 
Developing Caring 
Relationships 

(4.4.2.2.2) Relationships Prioritised Over Systems  
������������µ����� 7XWRUV�:KR¶G�1RWLFH������ ¶ 
(4.4.2.2.3) Communication with Heads of Year 
(4.4.2.2.4) Parents as Facilitators of Inclusion 
������������µ������ Positive Male Role Model ����� ¶ 

(4.4.2.3) 
Responsive Therapeutic 
Relationships 

(4.4.2.3.1) Adaptive Role of the School Counsellor 
(4.4.2.3.2) CAMHS Inflexible Service Delivery 

(4.4.2.3.3) EPs Limited Time to Create Relationships 
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4.3 Thematic Map 

A thematic map is depicted in Figure 9. 

Figure 9 

Thematic Map at all Levels 
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4.4 Overarching Theme: SLTs Grapple with Their Sense of Agency 

Over the Inclusion and PEX of Students with SEMH Needs 

The overarching theme of this analysis is that the participating SLTs¶ grapple 

with their sense of agency over the inclusion and PEX of students with SEMH needs. 

For this study, agency is defined as 6/7V¶�EHOLHI�LQ�WKHLU�DELOLW\��NQRZOHGJH��VNLOOV�DQG�

resources) and authority to make decisions and take positive actions regarding the 

inclusion and PEX of students with SEMH needs (Bandura, 2000). Data showed that 

collectively, these members of staff oscillated between feeling disempowered and 

empowered; two superordinate themes demonstrate this, which is illustrated in 

Figure 10. 

 

Figure 10 

Overarching Theme and Two Superordinate Themes  

 

School leaders experience a sense of disempowerment from SEMH needs 

and systemic pressures, this is the first of two superordinate themes. It is 

FKDUDFWHULVHG�E\�6/7V¶�ODFN�RI�FRQILGHQFH�WKDW�WKHLU�VFKRRO�V\VWHP�FDQ�SUHYHQW�D�

PEX for these students. This belief was further compounded by their notion that 

SEMH is deep-rooted and complex. They believed that it was beyond what they can 
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comprehend, involving issues that exceed the remits of their skill set. Not only did 

senior leaders feel powerless, but they believed that there are dominant external 

systems that affect inclusion more than the influence of the school system. This 

perceived lack of control over inclusion resulted in SLTs feeling they had exhausted 

all available strategies and have no other option but to PEX. 

The second superordinate theme brings a sense of balance to the narrative. It 

describes senior leaderV¶�belief that their sense of agency was improved by 

developing relationships. They felt that students were more likely to be included than 

excluded when the school organisation created positive relationships with other 

organisations and the YP could build, develop and maintain a caring relationship with 

adults and peers. Their rationale was that when students had appropriate support, 

their needs were more likely to be met. Some members of the SLTs alluded to 

feeling satisfied that these positive relationships could promote inclusion. It perhaps 

gave them a sense that they were fulfilling their duty to students rather than being 

left with no option but to impose a PEX. Nevertheless, there were instances in which 

it was difficult to form or maintain positive relationships; in this case, their sense of 

agency appeared to be reduced. 

4.4.1 SLTs Feel Disempowered by SEMH Needs and Systemic Pressures 

This overarching theme depicts that SLTs felt that they and the school system 

lacked the power to support students with SEMH needs effectively. Within the data, 

this was illustrated through three themes as indicated in Figure 11. The section 

EHJLQV�ZLWK�WKH�WKHPH�µ6/7V�ODFN�RI�FRQILGHQFH¶��ZKLFK�GHVFULEHV�WKHLU�SHUFHSWLRQ�RI�

being disempowered to make a positive change (4.4.1.1). Another obstacle hindering 

their sense of power was the perception that SEMH was complex. This theme 
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describes their awareness of the multifaceted nature of SEMH, which diminished 

their confidence (4.4.1.2). Furthermore, an external barriHU�WR�6/7V¶�VHQVH�RI�DJHQF\�

was that they felt FRQVWUDLQHG�E\�µGRPLQDQW�H[WHUQDO�V\VWHPV¶��ZKLFK�WKH\�SHUFHLYHd 

as limiting their freedom to make their own choices regarding how students and the 

school were supported to manage SEMH (4.4.1.3).  

 

 

6XSHURUGLQDWH�7KHPH�2QH��µ6/7V�)HHO�'LVHPSRZHUHG�E\�6(0+�1HHGV�DQG�

Systemic Pressures 

 

4.4.1.1 SLTs Lack Confidence.  

This subordinate theme highlights the lack of assurance that senior leaders 

felt in supporting CYP with SEMH needs. They viewed themselves as novices in 

understanding the SEMH needs of students (4.4.1.1.1) and felt that as an 

organisation, they could do little more than µKROG¶�WKH�VWXGHQWV��������������7KHLU�ODFN�

of confidence may also manifest in their reluctance to enforce rules and sanction 

behaviour (4.4.1.1.3). This subordinate theme is presented first as it underpins all 

other themes within this superordinate theme. Ultimately, the leaders' decision to 

Figure 11
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PEX a student was a cry for help (4.4.1.1.4). These four themes are depicted below 

in Figure 12. 

 

 

6XERUGLQDWH�7KHPH����������µ6/7V�/DFN�&RQILGHQFH¶�ZLWK�6XEVHTXHQW�7KHPHV 

 
 

����������µ:H�DUH�/D\PHQ��7U\LQJ�WR�,QWHOOHFWXDOLVH������¶� 

 The title of this theme emerged directly from the data (Andrew, School B, 

Position 72)7; it represents leaderV¶ belief that they lack the expertise to understand 

and support students with SEMH needs. It also encapsulates the notion that 

comprehending SEMH is beyond their ability. Several quotes highlight senior 

OHDGHUV¶ self-doubt; it appears as though they perceive themselves as amateurs 

regarding SEMH needs. This idea is illustrated by David, who rhetorically asks 

 
µ3RVLWLRQ¶�UHIHUV�WR�WKH�VHFWLRQ�ZLWKLQ�0$;4'$�ZKHUH�WKH�WH[W�KDV�EHHQ�OLVWHG�IURP� 

Figure 12
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whether SEMH is within the boundary of WKH�OHDGHUVKLS�UROH��µ:H¶UH�������WU\LQJ�WR�

make informed, intelligent comments on this, but actually, is it not beyond our 

H[SHUWLVH�ZKDW�VRFLDO��HPRWLRQDO��PHQWDO�KHDOWK�LV"¶��'DYLG��6FKRRO�%��3RVLWLRQ����� 

Some leaders lack of understanding leads them to make a desperate plea for 

expert help��µ>:@H�DUH�OD\SHRSOH��ZH�GRQ¶W�������UHDOO\�XQGHUVWDQG�WKLV�>6(0+@�WR�WKH�

extent that we need to understand it. So actually, anything that could help us as well 

DV�KHOSLQJ�WKH�VWXGHQWV�ZRXOG�EH�DGYDQWDJHRXV¶��$ndrew, School B, Position 160). 

This lack of confidence extended beyond the leadership role to the school as 

a whole system. When discussing the association between SEMH and PEX, SLTs 

believed that the school lacked the expertise to work through certain family issues, 

KLJKOLJKWLQJ�WKH�VLWXDWLRQ¶V�FRPSOH[LW\�DQG�XOWLPDWHO\�DOOXGLQJ�WR�KRSHOHVVQHVV� 

����������µ�������6WLFNLQJ�3ODVWHU�$SSURDFK��������¶�� 

In keeping with the idea of SLTs lacking expertise in SEMH, they felt that they 

weUH�VLPSO\�XVLQJ�D�µVWLFNLQJ�SODVWHU�DSSURDFK¶��ZKLFK�DOOXGHd to the temporary and 

superficial nature of support offered to these students (Alex, School C, Position 64). 

They DOVR�WDON�DERXW�MXVW�PDQDJLQJ�WKH�µV\PSWRPV¶�WR�HQDEOH�VWXGHQWV�WR�feel safer 

(Rick, School C, Position 66). Leaders were aware that SEMH is complex and deep-

rooted (see Section 4.41.2). Furthermore, staff emphasised that they could µKROG¶�

VWXGHQWV¶�PHQWDO KHDOWK�UDWKHU�WKDQ�µIL[¶�LW��LPSO\LQJ�D�OHYHO�RI�EURNHQQHVV��$OH[��

School C, Position 63). This also alludes to the surface-level nature of support as 

µKROGLQJ¶�VWXGHQWV could be seen as stopping them from combusting. Ultimately, he 

expressed that school staff were doing a disservice to these students: µ.LGV�ZLWK�

mental health issues, kids with emotional issues, they need that holding . . .  And 

WKHUH¶V�QRWKLQJ�ZURQJ�ZLWK�GRLQJ�WKDW��������%XW�LW¶V�QRW�PDNLQJ�WKRVH�NLGV¶�OLYHV�

necessarily . . . any better >WKDQ@�ZKHUH�WKH\�DUH�QRZ¶ (Alex, School C, Position 69). 
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6/7V¶�ODFN�RI�FRQILGHQFH in VWDIIV¶ ability to do much but hold students created 

a predicament when the containment offered no longer provided adequate support. 

Leaders then experience the dilemma of PEX, a decision that was not taken lightly 

nor with conviction that it provided what the student required. 

4.4.1.1.3 Dilemma Exerting Authority to Permanently Exclude 

7KLV�WKHPH�HYLGHQFHV�D�GLVFUHSDQF\�EHWZHHQ�VFKRRO¶V�FRQFHUQLQJ�how SLTV¶ 

utilise their authority to permanently exclude students. The leaders in Schools B and 

C demonstrate hesitancy to enforce their school policies of sanctioning students with 

PEX for serious incidents. In comparison, leadership in School A appears to take a 

more consistent approach: 

>:@H�QRUPDOO\�VD\��µWZR�ILJKWV�DQG�\RX¶UH�JRQH¶�������ZH�PLJKW�
not always stick to that . . . if there were mitigating circumstances, but 
LW�GRHVQ¶W�KXUW�IRU�WKH�FKLOGUHQ�WR�EHOLHYH�WKDW�LI�WKH\�>KDYH@�PRUH�WKDQ�
two fights, then they go²it certainly keeps down the number of 
physical incidents . . . (Andrew, School B, Positions 84 and 87) 

Alex spoke about the importance of taking a flexible approach to sanctioning 

EHKDYLRXU��VD\LQJ��µ>,@�SHUVRQDOO\�KDYH�WR�JLYH�P\VHOI�VSDFH�WKDW�,�DP�DEOH�Wo make a 

GHFLVLRQ�QRW�WR�SHUPDQHQWO\�H[FOXGH������¶��$OH[��6FKRRO�&��3RVLWLRQ����� 

,�GR�KDYH�]HUR�WROHUDQFH�RQ�EODGHV��EXW�,¶YH�KDG�NLGV�WKDW�������
DUH�DEVROXWHO\�WHUULILHG�EHFDXVH�WKH\¶YH�EHHQ�WKUHDWHQHG�DW�NQLIHSRLQW��
DQG�WKH\¶YH�SXW�D�SHQNQLIH�LQ�WKHLU�bag . . . I think you have to look at 
each case, and . . . reflect . . .. (Alex, School C, Position 90) 

Contrastingly, SLT in School A appeared to have a more consistent approach 

to exerting authority to sanction behaviour. James referred to rules that triggered a 

harsher sanction: 

But we do have very high expectations of behaviour in the 
VFKRRO��DQG�LW¶V�EHFDXVH�RI�WKDW�,�WKLQN�WKDW�VWXGHQWV�NQRZ�>WKH@�
consequences and they know precisely what the sanctions are, and 
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we do have . . . the trip-wire things . . . that will bring about a greater 
sanction, so I think they respond. (James, School A, Position 84) 

����������3(;�DV�µ«$�&U\�IRU�+HOS«¶�� 

6/7V¶�VHQVH�RI�KHOSOHVVQHVV�was further demonstrated within this theme as 

they described PEX as a sanction from a place of desperation. This occurred when 

they could see no other option²it was the ultimate loss of control. James considered 

LW�DV�VWDII�UHDFKLQJ�D�µEUHDNLQJ�SRLQW¶�RI�ZKDW�WKH\�FDQ�GR�WR�KHOS�D�FKLOG��LW�ZDV�WKH�

µODVW�VWHS¶��6FKRRO�$��3RVLWLRQ�������7KH�WLWOH�RI�WKLV�WKHPH�LV�IURP�$OH[��KH�stated that 

a PEX was a plea for an alternative setting.  

Occasionally, permanent exclusion, [is] when there is nothing 
HOVH��DQG�\RX¶YH�WULHG�>D@�PDQDJHG�PRYH�>RU@�FROOHJH�DQG�������FRPLQJ�
EDFN�KHUH�LVQ¶W�WKH�ULJKW�WKLQJ�IRU�KLP��2FFDVLRQDOO\��LW�LV�������D�ELW�RI�D�
cry for help [from schools] that actually we need something different 
for this kid. (Alex, School C, Position, 260) 

������������µ������$EVROXWHO\�%HQG�2YHU�%DFNZDUGV������¶�� 

However, before the decision was made to PEX, staff described doing more 

than was expected to implement interventions and various forms of support. They 

spoke passionately about going above and beyond their role to include these 

students.  

This was highlighted by Andrew in the title of this subtheme (School B, 

Position 60) and Rick, who stated WKDW�WKH\�µWU\�HYHU\�VLQJOH�WKLQJ¶��6FKRRO�&��

Position 54). In addition, James concurs that students receive a PEX because all 

other options have been exhausted. 

>(@YHU\ERG\�JRHV�WKH�H[WUD�PLOH�WR�DYRLG�LW�>3(;@�XQOHVV�LW¶V�D�
last, last, last resort for children with SEMH needs. . . . [PEX is a last 
resort] because each strategy has been exhausted and another one 
been put in place, so it actually becomes cumulative. (James, School 
A, Position 61 and 76) 
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4.4.1.1.4.2 Accumulation of Incidents.  

Throughout the data, staff spoke DERXW�WKH�LVVXH�RI�µSHUVLVWHQW�GLVUXSWLYH�

behaviRXU¶��µSHUVLVWHQW�EUHDFK�RI�WKH�VFKRRO�UXOHV¶�DQG�µSHUVLVWHQW�GLVUXSWLYH�GHILDQFH¶�

(Sarah, School A, Position 70; Andrew, School B, Position 57; Alex, School C, 

Position 50). This accumulation of non-compliant behaviour was quantified using 

behaviour points. Rick described the process of identifying year seven students who 

presented challenging behaviour; he spoke about scrutinising behaviour data: 

µ%HKDYLRXU�ZDVQ¶W�XS�WR�VFUDWFK²ZH¶YH�JRW�EHKDYLRXU�SRLQWV��DQG�WKH\�ZHUH�

DQDO\VLQJ�WKRVH¶��6FKRRO�&��3RVLWLRQ 241). Overall, this subordinate theme highlights 

6/7V¶�SHUFHLYHG�ODFN�RI�FRQILGHQFH��DXWKRULW\�DQG�DJHQF\�WR�SURPRWH�WKH�LQFOXVLRQ�RI�

students with SEMH needs. The following subordinate theme highlights how SLTs¶ 

conceptualise SEMH. 

4.4.1.2 Complexity of SEMH.  

7KLV�VXERUGLQDWH�WKHPH�LV�FKDUDFWHULVHG�E\�WKHPHV�WKDW�LOOXPLQDWH�6/7V¶�YLHZ�

that SEMH was challenging to comprehend, let alone support (see Figure 13). Staff 

described feeling overwhelmed by the intricacies of SEMH, causing them to lose 

their sense of control. Responses suggested a state of helplessness. There was an 

implicit sense that this complexity prevented them from providing support, which 

caused schools to give up by excluding students. This highlights the paradoxical 

position; although they are in authority as decision-makers, they felt little agency 

over the type of decisions they can make. 

7KH�ILUVW�WKHPH�KLJKOLJKWV�WKDW�VWXGHQWV¶�QHHGV�DUH�GHHSO\�URRWHG�ZLWKLQ�VXFK�

difficulties, causing SLTs¶ challenges to uncover them; this is labelOHG�µ6(0+�LV�

deep-URRWHG¶��������������$V�leadership staff attempted to demystify SEMH, they 
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explored the intricacies of the label, focusing on the social norms and behavioural 

expectations. This was explored in the second sub-WKHPH�HQWLWOHG�WKH�µ6�LQ�6(0+¶�

(4.4.1.2.2). The third theme considers YP with SEMH needs who were viewed as 

µTXLHW�EXW�PLJKW\¶��WKLV�LQ�YLYR�SKUDVH�H[HPSOLILHV�OHDGHUV¶ trepidation of passive 

students with SEMH needs who display less disruptive behaviours but may 

internalise their difILFXOWLHV��������������7KH�ILQDO�WKHPH�HQWLWOHG�µVHOI-IXOILOOLQJ�SURSKHF\¶�

illustrates the deterministic aspect of PEX for some students with SEMH needs 

(4.4.1.2.4).  

 

 

6XERUGLQDWH�7KHPH����������µ&RPSOH[LW\�RI�6(0+¶�with Subsequent Themes 

  

Figure 13
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4.4.1.2.1 SEMH is Deep-rooted 

Members of all three SLTs acknowledged the depth and complexity of SEMH 

needs. Participants articulated their attempts to comprehend the descriptor, yet they 

proclaimed that despite best intentions, challenges persist. Not only was SEMH 

deep-rooted in nature, but it was also considered to be deeply rooted within the child 

(or family). Few remarks were made regarding the impact of the environment when 

H[SORULQJ�WKH�FRPSOH[LW\�RI�VWXGHQWV¶�QHHGV�� 

4.4.1.2.1.1 Understanding the Aetiology of SEMH.  

Staff in School C wondered DERXW�WKH�µURRW¶�FDXVH�DQG�µXQGHUO\LQJ�LVVXH¶�RI�

SEMH difficulties (Alex, Position 213; Rick, Position 77). They were keen to explore 

VWXGHQWV¶�XQPHW�QHHGV�WKDW�PD\�ZDUUDQW�D�3(;�DQG�HQFRXUDJH�WHDFKLQJ�VWDII�WR�GR�

this. Rick asked, µLI�WKH\¶YH�JRW�VRPH�VRFLDO�DQG�HPRWLRQDO�SUREOHPV��WKH\�������PD\EH�

produce some challenging behaviour, but whaW¶V�WKH�VWHP�RI�WKDW�EHKDYLRXU"¶�

(Position 9). 

There was consensus that SEMH needs were deeply located within the child, 

opposed to being an environmental concern. Staff made UHIHUHQFHV�WR�µunderlying 

LVVXH>V@¶�WKDW�PD\�OHDG�WR�µORRNLQJ�XQGHUQHDWK¶ these statements, highlighting that 

some staff view SEMH needs as entrenched and fixed within the child (Rick, School 

C, Position: 61; Dorothy, School B, Position 18). 

4.4.1.2.1.2 Attempt to Investigate SEMH.  

Some members of the SLTs emphasised the importance of early intervention 

E\�H[SORULQJ�µEHIRUH�VRPHWKLQJ�ELJ�KDSSHQ>V@¶��5LFN��6FKRRO�&��3RVLWLRQ������6WDII�

who took up this role were typically tutors and pastoral members (their role is 

considered further in section 4.4.2.2). TKHVH�H[SORUDWLRQV�DLPHG�WR�µLQYHVWLJDWH¶�DQG�
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µEUHDN�������GRZQ¶�LVVXHV�E\�JRLQJ�µD�ELW�GHHSHU¶��/DXUD��6FKRRO�%��3RVLWLRQ�����5LFN��

School C, Positions 23 and 31). This process was often governed by professional 

judgment instead of any specific training.  

Staff described using a staggered approach to exploring the depth of needs 

for students with SEMH difficulties. They first engaged in informal methods to 

exploring the situation VXFK�DV�WDONLQJ�DQG�OLVWHQLQJ��7KHVH�µVRIW�VNLOOV¶�were tried 

before escalating to a more official referral system (Rick, School C, Position 10). 

These skills were thought to be vital in School A. Samantha spoke about attending 

WUDLQLQJ�ZKHUHE\�VWDII�ZHUH�WDXJKW�µWR�SURSHUO\�OLVWHQ�WR�NLGV�ZKHQ�WKH\¶UH�WU\LQJ�WR�WHOO�

you . . . their LVVXHV¶��3RVLWLRQ�����. Other resources, such as time and the ability to 

examine the issue, are also required. 

$QG�LW¶V�>HVSHFLDOO\@�WLPH�EHFDXVH�D�ORW�RI�WKLV�QHHGV�WR�EH�QRW�
just mentoring but actually sitting and having detailed conversations 
and being able to fact-find and look into what support is needed. 
(Laura, School B, Position 159) 

More formal school systems to investigate needs include students being 

referred to pastoral teams: 

[A]nyone who we really are concerned with goes up to ILG 
[inclusive learning group] officially. That gets logged. We actually start 
a process. We have quite an in-depth form, a learning profile, which 
KDV�D�OLWWOH�SLFWXUH�RI�WKHP��DQG�WKHUH¶V�OLWHUDOO\�HYHU\WKLQJ��DOO�WKH�
LQWHUYHQWLRQV��DQG�ZH�VWDUW�RII�>ZLWK�WKDW@¶��5LFN� School C, Position 
30). 

A similar process occurred in School B as explained by Andrew. 

The SNAP8 assessment tool is . . . quite interesting . . . it 
UDLVHV�VRPH�LVVXHV�WKDW�ZH�GRQ¶W�DOZD\V�QRWLFH�������VR�ZH�ZLOO�UHIHU�WR�

 
8 Explanation of SNAP not provided 
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the SENCo, they will then assess��ZHOO�LW¶V�D�ZKROH�VSHFWUXP��DFWXDOO\��
LW¶V�D�YHU\�LQWHUHVWLQJ�DVVHVVPHQW���$QGUHZ��6FKRRO�%��3RVLWLRQ���� 

4.4.1.2.1.3 Difficulty Exploring the Depth of SEMH.  

Leadership spoke about the toil of exploring the depth and complexity of 

VWXGHQWV¶�QHHGV��7KH\�referred WR�WKH�SURFHVV�RI�XQSDFNLQJ�DV�µWRXJK¶�DQG�µGLJJLQJ¶�

(Alex, School C, Position 39; Simon, School B, Position 68); such terms illuminated 

the struggle of the task. When discussing the PEX of students with SEMH needs, 

Andrew responded��µ,W¶V�D�YHU\�FRPSOH[�SLFWXUH�\RX�FDQ�LPDJLQH�ZH¶UH�MXJJOLQJ¶�

(School B, Position 114). 

4.4.1.2.1.4 Barriers to Looking Deeper.  

Despite attempts to explore the depth of SEMH, several barriers prevented the SLTs 

from getting to the root of the issue, including complex family dynamics, limited 

external support, peer groups and less visible external influences. 

Some leaders referred WR�VWXGHQWV¶�GLIILFXOW�KRPH�OLYHV��VWDWLQJ�WKDW�VWXGHQWV�

DUH�SDUW�RI�µG\VIXQFWLRQDO�IDPLOLHV¶��ZKHUHE\�WKH�FKLOG was D�µV\PSWRP�EHDUHU¶�RI�

issues at home (David, School B, Position 65; Simon, School B, Position 147). 

School staff had limited confidence in their ability to manage this, thus proposed that 

family therapists and the Health and Wellbeing Services should intervene. However, 

even with the input from experts, SLTs felt that this intervention needed to be 

consistent over a long time for it to be effective, something they believed was not 

possible due to a lack of financial resources borough-wide. Rick explained the 

dynamics of this as he stated��µ:H�GHDO�ZLWK�WKH�V\PSWRPV�������EXW�WKH�GHHS-rooted 

LVVXHV�VRPHWLPHV�DUH�WR�GR�ZLWK�WKH�SDUHQWLQJ«�XQOHVs you have . . . family therapy, 

which was LQFUHGLEO\�KDUG�WR�SXW�LQWR�SODFH�DW�«�ZLWK�RQJRLQJ�VXSSRUW«[these issues 

will remain]« ¶��6FKRRO�&��3RVLWLRQ����� 
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Conversely, other staff thought that some students were from good families 

but attributed the complexity of the needs to other external factors invisible to the 

school and therefore rendering them powerless to help. These external dominant 

forces are illuminated in section 4.4.1.3. 

����������7KH�µ6¶�RXW�RI�6(0+�  

Several members of SLT explained that the PEX of students with SEMH 

needs was due to their social inability to conform rather than their mental health 

need.  

Well, I think for many of our kids, they end up getting excluded 
because they do not have the social bit, the S [social needs] . . . But 
the bottom line is that nobody gets permanently excluded for having a 
mental health issue, but if the mental health issue is unresolved and it 
has an impact on their social functioning ability within a community 
like ours, where you have that persistent disruption . . . So yeah, 
HYHU\�VLQJOH�RQH�RI�WKHP�UHDOO\�LV�WKH�µ6¶�RXW�RI�6(0+�EHFDXVH�WKH\¶UH�
no longer able to function socially within this community, and that, I 
JXHVV��LV�ZKDW�SHUPDQHQW�H[FOXVLRQ�LV��LVQ¶W�LW"��$OH[��6FKRRO�&��
Position 59±60) 

%XLOGLQJ�RQ�$OH[¶V�SRLQW��6DPDQWKD�RIIHUed further insight into students who 

received H[FOXVLRQV�IRU�EHLQJ�VRFLDOO\�µRXW�RI�FRQWURO¶�DQG�QRW�FRQIRUPLQJ�WR�µVRFLDO�

QRUPV¶� 

[I]n the broadest sense of some kind of social, emotional or 
mental health difficulty, any child [whose] behaviour has got so out of 
FRQWURO�WKDW�WKH\�REYLRXVO\�KDYHQ¶W�OHDUQW�WR�ILW�LQ�ZLWK�VRFLDO�QRUPV�\HW�
RU�WKH\�KDYHQ¶W�OHDUQHG�WR�FRQIRUP�VR�LQ�WKDW�VHQVH�������,�VXSSRVH�LW�
depends how broadly do you mean definition . . . does that mean they 
have a definite pin-down-able mental health condition? Possibly not. 
%XW�KDYH�WKH\�JRW�VRFLDO�GLIILFXOWLHV�ZKHUH�WKH\�KDYHQ¶W�OHDUQHG�WR�
conform and function as part of our school community? Then, 
probably, yes. (Samantha, School A, Position 65) 

Staff also grappled with identifying SEMH needs, specifically differentiating 

between challenging behaviour and a SEND descriptor. This was evident by Ricks 
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H[WUDFW��µ6R��ZKHQ�GRHV�D�NLG�ZKR¶V�D�ELW�RI�D�SDLQ�LQ�WKH�DUVH�EHFRPH�DQ�6(0+�

learning need? ,W¶V�DERXW�EULGJLQJ�WKDW�JDS¶�(School C, Position 40). 

Generally, SLTs believed that many of the social difficulties experienced by 

these students could be addressed through mentoring and other positive 

relationships; this is considered in section 4.4.2. 

4���������µ�������4XLHW�EXW�0LJKW\������¶�  

The title of this sub-theme is taken from Samantha, who described an 

intervention for students who present as having internalised SEMH behaviours, such 

as appearing withdrawn in their communication with staff and students (School A, 

3RVLWLRQ�������7KHVH�EHKDYLRXUV�ZHUH�GHVFULEHG�DV�FRQWUDVWLQJ�WR�D�VWXGHQW¶V�XVXDO�

demeanour and created a cause for concern. This may include avoidance of 

speaking in groups or neglecting their physical appearance. 

It is important to note that during focus groups, participants commented on 

externalising behaviours as the main reason for the PEX of students with SEMH 

needs specifically disruptive behaviour. They found outwardly displayed behaviour 

more manageable than internalising behaviour because verbal exchanges enabled 

staff to gauge YPs intentions and respond accordingly. However, some staff 

describe the quieter interaction as more worrisome, causing them to feel 

disempowered. 

,�GRQ¶W�PHDQ�MXVW�FRRSHUDWLYH��,�MXVW�PHDQ�engaging with them. 
(YHQ�ZKHQ�\RX�DUH�KDYLQJ�D�QHJDWLYH�GLVFXVVLRQ��WKHUH¶V�DQ�
HQJDJHPHQW�WKHUH�RU�DQ�DFFHSWDQFH��RU�DQ�µ,¶P�QRW�GRLQJ�LW¶��6R��LW¶V�D�
UHDFWLRQ�,¶P�ORRNLQJ�IRU��DQG�VRPHWLPHV�ZKHQ�\RX�GRQ¶W�JHW�D�
UHDFWLRQ��WKDW¶V�ZKHQ�,�VD\��µ:HOO��ZKDW¶V�JRLQJ�RQ"¶�7KDW�ZRUULHV�PH�
PRUH�WKDQ�VRPHRQH�NLFNLQJ�RII�������ZKHQ�,¶P�WHOOLQJ�WKHP�RII���5LFN��
School C, Position 9) 
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����������µ�������6HOI-)XOILOOLQJ�3URSKHF\�������¶�  

The title of this theme is taken from participants across two schools (Simon, 

School B, Position 124; Alex, School C, Position 139). It illuminates the perception 

that PEX may be inevitable for some students, whether self-imposed or inflicted by 

others; either way, the outcome waV�EH\RQG�6/7V¶�FRQWURO��6LPRQ�ZRUULHV�DERXW�KRZ�

staff can impose a deterministic view of students on them. He comments that 

examining the data for students who are more likely to lead to PEX could lead to 

µVWLJPDWLVLQJ�JURXSV¶��E\�FDXVLQJ�VWDII�WR�DGRSW�ORZ�H[SHFWDWLRQV�RI�VWXGHQWV�� 

4.4.1.2.4.1 Emotional Impact of Low Ability Sets.  

Conversely, staff within School C believed that a deterministic attitude was 

something that students internalise. Alex talked at length about the adverse effects 

of setting9 for low ability classes; he referred to students experiencing disaffection 

from lower ability sets, suggesting that these classes weUH�D�µEUHHGLQJ�JURXQG¶�IRU�

disaffection, particularly for boys (Position 132). Rick discussed WKH�µpsychology of 

ER\V�DQG�JLUOV¶��H[SODLQLQJ�WKDW�ER\V�IHHO�WKH�QHHG�WR�SUHVHQW�WKHPVHOYHV in a more 

macho way than girls (Position 149). Therefore, they will not tolerate feeling inferior, 

which they do in the lower set classes. 

I think you become a self-IXOILOOLQJ�SURSKHF\��GRQ¶W�\RX"�<RX�
are low ability; you are worthless, I am worthless, I am low ability, 
ZKDW¶V�WKH�EORRG\�SRLQW"�,W¶G�PDNH�PH�FURVV��,W¶G�PDNH�PH�GHILDQW��,W�
ZRXOG�PDNH�PH�VWLFN�P\�ILQJHUV�XS�DQG�VD\��µ,¶P�QRW�GRLQJ�WKLV¶��,W¶V�
OLNH�ZH¶UH�LPSULVRQLQJ�NLGV�EHIRUH�WKH\¶YH�HYHQ�VWDUWHG���$OH[��6FKRRO�
C, Positions 139, 141, 143) 

 
9 Setting - assigning students to classes based on their academic ability 
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The challenges expressed by school staff that make them feel disempowered 

are further compounded by external dominant systems, which were deemed more 

influential than the school. This is explored in the following theme. 

4.4.1.3 Dominant External Systems 

 This subordinate theme describes how external systems impede the inclusion 

of students with SEMH needs (see Figure 14). Many members of SLTs perceived 

RXWVLGH�LQIOXHQFHV�DV�VWURQJ�HQRXJK�WR�RYHUSRZHU�OHDGHUVKLS¶V�VHQVH�RI�DJHQF\�WR�

promote inclusion. Systems include the over-academisation of schools that work in 

opposition to inclusive practices (4.4.1.3.1), the dominant force of parents (4.4.1.3.2) 

and limited LA funding during a time of austerity (4.4.1.3.3).  
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6XERUGLQDWH�7KHPH����������µ'RPLQDQW�([WHUQDO�6\VWHPV¶�with Subsequent Themes 

 

�����������µ:H�5DUHO\�([FOXGH�.LGV�fURP�WKH�7RS�6HWV¶.  

2QH�LOOXVWUDWLRQ�RI�D�GRPLQDQW�V\VWHP�WKDW�GHFUHDVHV�6/7V¶�VHQVH�RI�DJHQF\ 

was the central JRYHUQPHQW¶V�PDUNHWLVDWLRQ�RI�HGXFDWLRQ��/HDGHUVKLS�VWDWH�WKDW�WKLV�

political force encourages competition within and between schools, disadvantaging 

academically underachieving students. Members of the SLTs reported feeling 

compelled to implement this system, which impeded WKH�RUJDQLVDWLRQV¶�DELOLW\�WR�EH�

inclusive. Ultimately, behaviour that challenged WKH�VFKRRO¶V�DFDGHPLF�VXFFHVV was 

not welcomed. Conversely, as highlighted in the above title, students who can 

navigate the academic system well are less likely to receive a PEX. Alex explained 

that this was because they are too engaged in the curriculum to display challenging 

Figure 14
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behaviour, indicating that the difficulties of the curriculum were a barrier to engaging 

in learning (School C, Position 132).  

4.4.1.3.1.1 Political Root of the Marketisation of Education; League 

Tables 

Alex communicates his gripe with the national government setting 

unreasonably high expectations of students, highlighting the lack of accommodations 

for students with different needs. He stated that this system does not align with his 

principles, alluding to feeling trapped: 

Mr Gove [the then Education Secretary] has made that really 
hard for us. So, the English GCSE, iW¶V�D�EORRG\�QLJKWPDUH�IRU�WKRVH�
NLGV�«�WKDW�NLQG�RI�DFDGHPLF�ULJRXU²,¶YH�JRW�QRWKLQJ�>DJDLQVW@�KLJK�
expectations, but, you know, the fact that we are all being judged on 
it, so schools are being pushed down a road where all kids are doing 
the same curricuOXP��WKDW¶V�IXQGDPHQWDOO\�DJDLQVW�ZKDW�,�EHOLHYH��WKDW�
actually we need to meet the needs of our individual learners as 
opposed to doing a one-size-fits-all, so it looks good . . . . (Alex, 
School C, Position 158) 

In addition to this, Anne explained that the competitive nature of league tables 

encouraged schools to withhold potentially useful placements for those at risk of 

PEX because they do not benefit the school. This suggests that the value of students 

to a school was in their academic potential.  

They GRQ¶W�FRXQW�RQ�WKH�>OHDJXH@�WDEOHV��VR�VFKRROV�GRQ¶W�ZDQW�
to put them on. Whereas in the past you might have sent someone to 
college to do hair and beauty for one or two days a week, but now 
\RX¶UH�VDFULILFLQJ�WKDW�NLQG�RI�FXUULFXOXP�IRU�VRPHWKLQJ�WKDW¶V�not going 
to count for the school, it might count for the child but not necessarily 
FRXQW�IRU�WKH�VFKRRO��6R��WKHUH¶V�D�WHQVLRQ�EHWZHHQ�ZKDW¶V�JRRG�IRU�
WKH�FKLOG�DQG�ZKDW¶V�JRRG�IRU�WKH�VFKRRO���$QQH��6FKRRO�$��3RVLWLRQ�
184) 

Both extracts highlight the negative impact of the marketisation of education 

on staff members, which disempowered SLTs¶. They recognise that pressure for 
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students to perform well academically was filtered down from central government to 

SLTs¶ and then passed to class teachers. Simon stated that teachers are under 

µSKHQRPHQDO�SUHVVXUH¶�WR�GHOLYHU�DQG�SHUIRUP�WR�PDLQWDLQ�WKH�VFKRRO¶V�DFDGHPLF�

reputation (School B, Position 164). 

4.4.1.3.1.2 The Marketisation of Education and SEND. 

  Staff reported that those with SEND could not cope with the increasing 

academic demands of the school; the rigidity of the curriculum resulted in frustration 

and PEX for many. 

[What] our kids who are excluded often have in common, 
though, is that they are known to us to have additional learning 
needs, many of whom struggle with or without support to access the 
curriculum. I think there are levels of frustration there that go 
alongside that. That's becoming more and more difficult as the 
curriculum becomes more rigid and so on . . . . (Alex, School C, 
Position 125) 

Jerry believed that academic pressure induced mental health issues for those 

with SEND. 

I think there were some particular issues, for example, high-
IXQFWLRQLQJ�DXWLVWLF�JLUOV�ZKR�GRQ¶W�SUHVHQW�ZLWK�PHQWDO�KHDOWK�LVVXHV�
particularly until they get to. . . exam stress, which is an ever-
LQFUHDVLQJ�LVVXH��DQG�WKHQ�WKH\�FDQ¶W�FRSH�. . . the stress that brings 
often leads to self-harm and other issues. (Jerry, School B, Position 
151) 

Some members of the SLTs¶ believed that the government agenda made 

mainstream settings unsuitable for SEND students. Respondents suggested that 

students either need to build resilience or be removed from the mainstream 

classroom and taught separately. School B respond to this by dedicating additional 

resources to those experiencing exam stress. 
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4.4.1.3.1.3 Year Nine Academic Pressure.  

Leaders H[SODLQHG�WKDW�WKH�VFKRRO¶V�GHVLUH�WR�PDLQWDLQ�D�IDYRXUDEOH�UDQNLQJ�

required underachieving students to be removed before their grades could negatively 

affect the organisation's position. Sarah provided this as a rationale for why year 

nine students are locally and nationally more likely to receive a PEX than any other 

year group. 

6RPH�VFKRROV�GRQ¶W�ZDQW�WKHVH�WKLQJV�JRLQJ�LQWR�NH\�VWDJH�IRXU�
. . . some schools might be trying to offload those students before 
they get into key stage four . . . that will be something to do with the 
pressure there is year on year for results in schools. Even ourselves, 
ZH�WKLQN�LI�ZH¶YH�JRW�QDXJKW\�NLGV��ZH¶YH�GRQH�HYHU\WKLQJ�ZH�FDQ��EXW�
WKH\�GRQ¶W�JHW�WR�NH\�VWage four. (Sarah, School A, Position 180) 

Likewise, Alex stated that schools recognise that a child will not be successful 

during key stage four, and therefore, they no longer felt that they could offer support. 

>7@KHUH¶V�QR�RWKHU�ZD\�RI�VD\LQJ�LW��EXW�DFWually giving²not 
JLYLQJ�XS��EXW�FRPLQJ�WR�WKH�HQG�RI�ZKDW�WKH\¶UH�DEOH�WR�GR�DW�NH\�
stage three, recognising that actually, this child is not going to be 
successful in key stage four. (Alex, School C, Position 260) 

In addition to political pressure, members of SLT felt that parents were a 

powerful force that influenced students. 

4.4.1.3.2 The Power of Parents.  

Leaders believed that parental influence and the challenges of home life are 

more dominant than the school organisation to affect students with SEMH needs. At 

times, they perceived parents as preventing school staff from initiating, providing and 

maintaining student support. Some leaders believed this occurred because parents 

had their own needs, refused support or failed to implement boundaries. 



 135 

4.4.1.3.2.1 Complex Home Life.  

Staff believed that families are complex, and Alex supposed that 

µG\VIXQFWLRQDO�IUDJPHQWHG�IDPLOLHV¶�SURGXFed students with SEMH needs (Alex, 

School C, Position 67). This incidentally acted as a barrier to parents supporting their 

children. Therefore, Simon referred to students as WKH�µV\PSWRP�EHDUHU�of . . . a 

IDPLO\�WKDW¶V�IDOOLQJ�DSDUW¶�(Simon, School B, Position: 174). Some participants 

considered this a product of unresolved complex family dynamics resulting in 

childhood trauma:  

>,@Q�DOPRVW�DOO�FDVHV�«�WKHUH�KDV�EHHQ�VRPH�IRUP�RI�
breakdown of parenting needs in the home, or there has been some 
form of issue which has taken place, which has never necessarily 
EHHQ�UHVROYHG��IURP�RIWHQ�WKH�FKLOG¶V�HDUO\�OLIH��DQG�LW�KDVQ¶W�EHHQ�
picked up. (Alex, School C, Position 24)  

Furthermore, other staff spoke DERXW�SDUHQWV¶�LQDELOLW\�WR�DFFHVV�WKH�VXSSRUW�

available such as CAMHS. There was a sense that families had their own needs, 

and some could not provide a nurturing climate for healthy child development. 

4.4.1.3.2.2 Parents in Denial 

Laura explained SDUHQWV¶�µUHOXFWDQFH¶�WR�DGPLW�WKDW�WKHLU�FKLOGUHQ¶V�QHHGV�DUH�

often intertwined ZLWK�SDUHQWV¶�RWKHU�GLIILFXOWLHV�WKDW�PD\�EH�KDUG�WR�DFFHSW��6FKRRO�%��

Position 150). David explained WKDW�SDUHQWV¶�GHQLDO�RI�6(0+�QHHGV�H[DFHUEDWHd 

challenging behaviour leading to a PEX.  

[S]tudents with SEMH problems have been either [been] 
protected, RU�LW¶V�EHHQ�D�GHQLDO�E\�WKH�IDPLO\�TXLWH�RIWHQ�������WKHUH�ZDV�
D�JLUO�WKDW�KDG�EHHQ�DGRSWHG�EXW�>KHU�SDUHQWV�WKRXJKW�VKH@�ZDVQ¶W�
aware . . . we think she was aware but the parents . . . were in denial . 
. . it became a very big moment of seeking attention . . . in the most 
inappropriate [and] dangerous ways that were really manifesting itself, 
and we were very concerned for her safety. (David, School B, 
Position 55) 
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Serval members of SLT believed WKDW�VRPH�SDUHQWV¶�IDLOXUH�WR�DFFHSW�

VWXGHQWV¶�QHHGV�OHG�SDUents to divert the blame to the school. Staff typically 

disbelieved parents who stated that there were no issues at the former school or 

home and that problems only existed in that particular school. Laura stresses her 

frustration with getting parents to accept the issue with little or no success; 

ultimately, she advised them to find an alternative school.  

6RPH�SDUHQWV�ZKR�MXVW�WKLQN�LW¶V�DOO�RXU�>WKH�VFKRRO¶V@�IDXOW��
µ7KH\�ZHUH�QHYHU�OLNH�LW�XQWLO�WKH\�FDPH�KHUH¶��7R�ZKLFK�ZH�>UHVSRQG�
by] encourag[ing] them to look for other schools. (Laura, School B, 
Position 197) 

Some leaders reported that denial also manifested in parents refusing 

VXSSRUW��2QH�SDUHQW�GHFOLQHG�µDOO�VXSSRUW¶�IURP�WKH�HGXFDWLRQDO�SV\FKRORJ\��

behaviour support services, and school counsellor; the student was ultimately 

permanently excluded (Sarah, School A, Position 166) 

������������3DUHQWV¶�)DLOXUH to Implement Boundaries 

Leaders reported that some parents also failed to put boundaries in place; this 

directly affected learning and behaviour. Laura expressed considerable frustration 

ZLWK�SDUHQWV¶�ODFN�RI�DZDUHQHVV�UHJDUGLQJ�VRFLDO�PHGLD�ODZV��FRQILVFation of phones 

and failure to implement an evening curfew. She recalled a conversation with a 

SDUHQW�ZKR�IDLOHG�WR�LPSOHPHQW�D�EHGWLPH�URXWLQH��µ«FRXOG�\RX�QRW�DOORZ�WKHP�>WR�EH@�

RQ�WKH�FRPSXWHU�XQWLO�WZR�R¶FORFN�LQ�WKH�PRUQLQJ��DQG�SHUKDSV�WKHQ�WKH\�ZRXOGQ¶W�

FRPH�LQ�JUXPS\�DQG�JHW�WROG�RII�E\�WKHLU�WHDFKHUV�DOO�GD\�ORQJ"¶��6FKRRO�%��3RVLWLRQ�

191). 

Jerry highlighted the different boundaries implemented at home and school. 

He spoke DERXW�SDUHQWV¶�IDLOXUH�WR�VXSSRUW�VFKRROV�E\�JLYLQJ�DGYLFH�WKDW�FRQWUDGLFWV�

WKH�VFKRRO¶V�HWKRV�DQG�FRXOG�ZDUUDQW�D�3(;�� 
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>1@RW�VD\LQJ�FHUWDLQ�WKLQJV�LQ�IURQW�RI�WKH�VWXGHQWV��WKH�SDUHQW¶V�
YLHZ�LV��2K��LI�\RX¶YH�JRW�D�SUREOHP�ZLWK�VRPHRQH�>WR@�EDWWHU�WKHP��
DQG�WKDW�FOHDUO\�GRHVQ¶W�ILW�LQ�ZLWK�RXU�VFKRRO�HWKRV�������µ<RXU�GDXJKWHU�
hDV�MXVW�KDG�D�ILJKW�¶�µ:HOO��H[DFWO\��,�WROG�KHU�WR¶���-HUU\��6FKRRO�%��
Position 193) 

This theme demonstrated a sense that SLTs perceive that parents are 

working against them, whether directly through refusing the support or indirectly due 

to their limited capabilities. Staff believed that parents ultimately overpower the 

school. 

����������/RFDO�$XWKRULW\�µ�������&XWEDFNV������¶� 

 The title of this theme is from Anne and refers to the reduction of LA financial 

investments for students with SEMH needs at risk of PEX (School A, Position 182). 

Multiple members of the SLT articulated that they could no longer offer previously 

available SEND support. They perceive this as having a direct impact on their ability 

to be inclusive.  

4.4.1.3.3.1 Enormity of the Need.  

Rick explained the high level of needs of families in the borough. He stated 

that there were not enough resources in the LA to meet this and adopts a rather 

EOHDN�SHUVSHFWLYH��LQGLFDWLQJ�D�VHQVH�RI�KRSHOHVVQHVV��µI think the resources [are 

what it] FRPHV�GRZQ�WR�������ZKLFK�LQ�WKLV�VFKRRO�FHUWDLQO\��LQ�>/$�QDPH@��,�GRQ¶W�WKLQN�

>WKHUH�DUH@�HQRXJK�UHVRXUFHV�WR�WKH�GHSWK�WKDW�ZH�QHHG�LW¶��6FKRRO�&��3RVLWLRQ������

Likewise, Dorothy stated that µZH�GRQ¶W�KDYH�WKH�UHVRXUFHV�WR�SD\�IRU�LW�>H[SHUW�KHOS�

for spHHFK�DQG�ODQJXDJH�QHHGV@¶��/DFN�RI�IXQGLQJ��EXGJHWV�DUH�VR�WLJKW�¶��6FKRRO�%��

Position. 69-70). Furthermore, Sarah spoke about the tension between the disparity 

between the required needs and available resources: 
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,�WKLQN�ZH¶UH�VHHLQJ�VWXGHQWV�FRPLQJ�WR�VFKool with more 
social, emotional mental health issues than they perhaps have done 
in the past, right from year 7. But coinciding at the time . . . [when] 
ZH¶YH�JRW�WR�PDNH�PDJLF�EXGJHW�FXWV�DQG�ZH¶YH�JRW�OHVV�VXSSRUW�IRU�
those students and that is not a good mix. (Sarah, School A, Position 
149) 

7KLV�WKHPH�LOOXPLQDWHV�6/7V¶�YLHZ�WKDW�DW�D�WLPH�RI�DXVWHULW\��WKH�UHGXFWLRQ�LQ�

the LA investments into inclusion create harsher circumstances for students with 

SEMH. Ultimately, SLTs allude to feeling powerless. 

4.4.1.3.3.2 Reduced Courses for Students at Risk of PEX 

The reduction of resources also affected those at risk of exclusion. Anne 

spoke about not providing a suitable curriculum for the students reminiscing of a 

EHWWHU�SDVW��µ>:@LWK�WKH�FXWEDFNV�DV�ZHOO��ZH�KDYHQ¶W�QHFHVVDULO\�JRW�FRXUVHV�WKDW�������

ZH�FDQ�SURYLGH�IRU�WKHVH�NLGV�WKDW�PD\�KDYH�EHHQ�DYDLODEOH�LQ�WKH�SDVW¶��6FKRRO�$��

Position 182). The reduction of services was further illuminated within the following 

superordinate theme. 

Prior to presenting the second superordinate theme, it is vital to explain the 

interrelationship between superordinate themes one and two. Within the first 

superordinate theme, it has been demonstrated that SLTs believed they lack the 

agency to provide an inclusive schooling experience for students with SEMH needs. 

This was because they have reduced confidence in their ability, find SEMH too 

complex and believed that dominant external systems overpower them. Overall, this 

KLJKOLJKWV�6/7V¶�SHUFHLYHG�VHQVH�RI�KRSHOHVVQHVV��KRZHYHU��WKH�VHFRQG�WKHPH�

brings optimism. Containing relationships are considered facilitators of inclusion for 

students with SEMH needs; therefore, SLTs believed that students who engage in 

these relationships are less likely to face a PEX. This inclusivity appears to increase 

6/7V¶�VHQVH�RI�DJHQF\�WR�SURPRWH�LQFOXVLRQ� 
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4.4.2 SLTs Pursue Inter-Organisational Engagement and Containing 

Relationships.  

Overall, SLT members reported that relationships were vital to promote the 

inclusion of students with SEMH needs. Across the interviews, these relationships 

were characterised by transparency, care, longevity and flexibility, thus providing 

reliability for SLT and containment for students. These relationships occurred at 

various levels in the school organisation, including with other students, parents, staff 

and external professionals. Both SLT and students built relationships with these 

aforementioned groups. Leaders appear to find relationships the most valuable 

element of identifying needs, providing interventions and ultimately preventing a 

PEX.  

Leaders appeared to prioritise staff knowing CYP and talking to them over the 

use of their intricate referral systems for interventions. When asked directly about 

processes that supported inclusion, members of the SLTs named a range of referral 

systems such as the inclusive learning group and the School Welfare Inclusion 

Forum Team. However, when speaking about challenges more generally, it 

appeared that these systems were not as instrumental as relationships that helped 

identify and support students. It appeared that once relationships were developed, 

leaders felt that students had access to adequate support, whether informal (i.e. 

adequate parenting) or formal (i.e. CAMHS). They felt that when students have good 

enough relationships, they could survive and even thrive within mainstream 

education.  

Ultimately, members of the SLTs¶ believed that these valuable relationships 

surrounding a student could contain their complexity of needs, enabling the school 

system to manage students with few additional resources. Without relationships of 
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this nature, students were more likely to struggle with their unmet needs and face a 

PEX. This sanction has been described as 6/7V¶�FU\�IRU�KHOS��LOOXVWUDWLQJ�D�ORVV�RI�

control (see 4.4.1.1.4); therefore, adequate relationships enabled SLTs to regain 

their lost sense of agency.  

These types of relationships have been categorised into three subordinate 

themes. First, SLTs thought relationships were significant for YP when transitioning 

into the school. Leaders also felt that it was vital to know the existence and nature of 

VWXGHQWV¶�6(0+�QHHGV��IDLOXUH�WR�KDYH�WKLV�LQIRUPDWLRQ�FUHDWHd a turbulent beginning 

to their secondary school experience (4.4.2.1). Second, YP developing positive 

relationships with peers, families, key staff and external therapeutic experts were 

GHHPHG�LPSRUWDQW�WR�VWXGHQWV¶�wellbeing (4.4.2.2). The final element to developing 

quality relationships waV�IRU�WKHUDSHXWLF�ZRUNHUV�WR�UHVSRQG�IOH[LEO\�WR�VWXGHQWV¶�

needs (4.4.2.3). See Figure 15. 

 

 

6XSHURUGLQDWH�7KHPH��������µ6/7V�3XUVXH�,QWHU-Organisational Engagement and 

&RQWDLQLQJ�5HODWLRQVKLSV¶�ZLWK�6XEVHTXHQW�6XSHURUGLQDWH�7KHPH

 

Figure 15
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4.4.2.1 Establishing Initial Relationships 

Senior leaders believed it was vital for them to have prior knowledge of 

VWXGHQWV¶�6(0+�QHHGV�DKHDG�RI�WKHP�MRLQLQJ�WKH�VFKRRO��ZKHWKHU�DKHDG�RI�WKH�

primary-secondary transfer (4.4.2.1.1.) or the less frequent, but equally important, 

mid-year transitions (4.4.2.1.2). See Figure 16. 

 

 

6XERUGLQDWH�7KHPH����������µ(VWDEOLVKLQJ�,QLWLDO�5HODWLRQVKLSV�ZLWK�6XEVHTXHQW�

Themes 

 

4.4.2.1.1 Primary±Secondary Transfer 

 This theme oscillates between schools having information and not having 

information about students SEMH needs when they join the school in year 7. It 

highlights the contrast between schools; School A¶V�SURFHVV�RI�DFFHVVLQJ�LQIRUPDWLRQ�

EHWWHU�SUHSDUHV�WKHP�ZKHQ�WKH�<3�MRLQV�WKH�VFKRRO��,Q�FRQWUDVW��6FKRRO¶V�%�DQG�&�

often struggle to get information and feel blind-sighted by students needs. 

4.4.2.1.1.1 Sharing Information Supported Inclusion.  

$OO�VFKRROV�VWDWHG�WKDW�LW�ZDV�EHQHILFLDO�WR�UHFHLYH�LQIRUPDWLRQ�RQ�VWXGHQWV¶�

SEMH needs prior to joining secondary school. This came from various sources, 

Figure 16
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including the LA SEN Department, parents and primary schools in a file or shared 

during a visit. Leaders LQ�6FKRRO�&�UHSRUWHG�WKDW�EHLQJ�IRUHZDUQHG�DERXW�&<3V¶�

needs enabled them to share information amongst staff 

Our inclusion manager . . . lets everybody know, gives a potted 
history of all students new to . . . year seven, based on information 
from primary schools, so if the primary school passes on the 
LQIRUPDWLRQ��P\�HVWHHPHG�FROOHDJXH�������PDNHV�VXUH�WKDW�LW¶V�ZULWWHQ�
down for everybody to look at. (James, School A, Position 43) 

James showed some apprehension regarding secondary schools receiving 

information from primary schools in the above extract. Likewise, in School B, Laura 

UHPDUNHG��µprimaries were a bit reticent to let us know¶�LQIRUPDWLRQ�DKHDG�RI�D�

transfer (Position 206). Andrew raised a similar issue and explained WKH�VFKRRO¶V�

process of seeking information from the primary school once a challenging situation 

presented itself in the new school.  

,W¶V�TXLWH�FRPPRQ�IRU�XV��ZH¶OO�JHW�D�FKLOG�ZKR�ZLOO�WUDQVIHU�WR�
XV��ZH¶OO�KHDU�QRWKLQJ�DERXW�6(0+��QRWKLQJ�DERXW�SUHYLRXV�EHKDYLRXU�
difficulties and then . . . we start to experience problems. We then 
FRQWDFW�WKH�SULPDU\�VFKRRO��DQG�>WKH\@�JR��µ2K��WKH\¶UH�DQ�DEVROXWH�
QLJKWPDUH�KHUH�¶��$QGUHZ��6FKRRO�%��3RVLWLRQ����� 

In addition to primaries not sharing information, leaders in School B 

highlighted their lack of proactivity in seeking information. They expressed their 

failure to be proactive. Schools B and C spoke regretfully about their management of 

the transfer process, acknowledging that it needed improvement and that they 

should to give more attention to sourcing this information from primary schools by 

visiting all children who have needs. As Andrew says, µ%XW�ZH�FRXOG�GR�PRUH��,�WKLQN�

JHWWLQJ�LQWR�WKH�SULPDU\�VFKRROV�WR�YLVLW�WKH�������FKLOG�ZKR�LV�WUDQVIHUULQJ�WR�XV�������¶�

(Andrew, School B, Position 39). 
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In contrast, staff in School A generally spoke positively about the transfer 

process. It appears that they devoted a considerable amount of time and effort to the 

process; for instance, they created and shared detailed information of each child 

XVLQJ�µa booklet called pen portraits . . . which gives all the information that we know 

DERXW�>VWXGHQWV@¶��6XVDQ��6FKRRO�$��3RVLWLRQ������ 

4.4.2.1.2 Within Year Admissions.  

Laura spoke about receiving incomplete information for mid-year official and 

unRIILFLDO�PDQDJHG�PRYHV��FDOOLQJ�WKH�SURFHVV�µIODZHG¶�EHFDXVH�VWDII�RIWHQ�IHOW�

blindsided (School B, Position 38). Additionally, she explained that many of these 

students moved because of difficulties in their previous provision. µ>:@H�QRZ�KDYH�

students, in-\HDU�DGPLVVLRQV��WKDW�GRQ¶W�NQRZ�YHU\�PXFK�DERXW�LW��DQG�TXLWH�RIWHQ�

[that is] just the nature of the beast; in-year admissions tend to have an issue, which 

LV�ZK\�WKH\¶YH�PRYHG�VFKRRO�SRWHQWLDOO\¶��/DXUD��6FKRRO�%��3RVLWLRQ����� 

4.4.2.2 Developing Caring Relationships 

 This theme highlights the importance of students developing relationships 

with peers and adults who care and can notice and advise them accordingly. 

Leaders believed that these relationships could prevent a PEX because these 

significant others could notice difficulties early on and relate to the CYP to improve 

their behaviour. This theme begins by highlighting the value that leadership place on 

relationships over referral systems to promote inclusion (4.4.2.2.1). These 

relationships were with the following LQGLYLGXDOV¶�WXWRUV��������������KHDGV�RI�\HDU�

(4.4.2.2.3), parents (4.4.2.2.4) and peer mentors (4.4.2.2.5) as indicated in Figure 

17. 
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6XERUGLQDWH�7KHPH���������µ'HYHORSLQJ�&DULQJ�5HODWLRQVKLSV¶�DQG�6XEVHTXHQW�

Themes 

 

4.4.2.2.2 Relationships Prioritised Over Systems  

Members of the SLTs ranked relationships as more influential than referral 

systems and processes to identify needs provide intervention. Each school listed 

their various referral processes, some more complex than others, consisting of 

several forms and (progress) meetings and safeguarding training and protocols. 

However, as stated by Simon, having a relationship with students and 

communicating with them was deemed most effective at identifying needs and 

promoting inclusion:  

[I]dentifying different signs and symptoms and if we go back to 
WKH�NHHSLQJ�FKLOGUHQ�VDIH�LQ�HGXFDWLRQ�VR�\RX¶YH�JRW�WKH�SK\VLFDO�

Figure 17
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neglect, the sexual, the emotional that prevent possible indicators. 
But I think ultimately, we say that iW¶V�WKH�GLDORJXH��VR�LW¶V�WKH�KHDG�RI�
\HDU�NQRZLQJ�WKDW�WKH�IDPLO\��WKH�FKLOGUHQ��DQG�P\VHOI�DQG�WKLV�WHDP«�
talking, talking, talking, so we can identify reasonably reliably what 
those signs and symptoms are (Simon, School B, Position 25) 

����������µ�������7XWRUV�:KR
G�1RWLFH������¶ 

Within school, form tutors (also teachers) developed a close, meaningful 

relationship with students. This consistent tutor±student contact enabled tutors to 

observe changes. Rick views them as vigilant and able to notice early signs and 

symptoms of SEMH difficulties, as highlighted in his statement, which has formed the 

title of this theme (School C, Position 241). Furthermore, Alex commented that µWKH�

WXWRUV�VHH�LW�HDUO\�RQ�EHFDXVH�WKH\�VHH�LW�GD\�WR�GD\¶��6FKRRl C, Position 245). 

Students were DOVR�DGYLVHG�WR�FRQWDFW�WXWRUV�DV�WKHLU�µILUVW�SRLQW�RI�FDOO¶��6LPRQ��

School B, Position 134). Given the frequency and proximity of this relationship, 

leadership in School B GHHP�LW�WR�EH�WKH�WXWRU¶V�UHVSRQVLELOLW\ to identify and 

investigate early signs and symptoms of SEMH difficulties (Jerry, Position 48; Laura, 

Position 38). These leaders indicated that they relied heavily on tutors to trigger a 

process of support by sharing this information with other educationalists such as 

heads of year, pastoral members, heads of learning, behaviour support team, the 

SWIFT 10and SEN.  

Simon stated that tutors appeared ill-equipped to explore SEMH issues which 

left them open to criticism from the family (School B, Position 176). He 

acknowledged that further training was required to manage these complexities but 

ultimately suggests investigations should be managed by pastoral personnel or a 

therapist  

 
10 µ6:,)7¶�LV�DQ�DFURQ\P�IRU�School Welfare Inclusion Forum Team in School B 
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4.4.2.2.3 Communication with Heads of Year 

Heads of year were also key staff members who developed relationships with 

students and families to identify and respond to needs. In School A, they had a 

purely pastoral role, allowing them to be readily available to address difficulties as 

they arose 

I think we have a very good grasp of those things [behaviours 
WKDW�UHTXLUH�D�VDQFWLRQ@��DQG�,�ZRXOG�VD\�LW¶V�EHFDXVH�ZH�KDYH�QRQ-
teaching heads of year that can deal with those issues as soon as 
they happen. (James, School A, Position 84) 

Another valuable aspect of the heads of year role was communicating with the 

students and their families to notice difficulties. 

4.4.2.2.4 Parents as Facilitators of Inclusion 

SLTs felt that, at times supportive parents could be an asset to inclusion. 

They believed that the VWDII¶V�DEility to develop a harmonious relationship with 

parents could prevent a PEX. This was primarily achieved by having good reciprocal 

communication. Furthermore, SLTs believed that some family members could offer 

containment to students.  

4.4.2.2.4.1 Home School Communication 

 Leaders in all schools articulated that parents were informed as soon as possible 

when concerns arose² µIURP�WKH�RXWVHW¶²long before the threat of a PEX (Susan, 

School A, Position 165). School staff articulated that an open-door policy facilitated 

the flow of communication.  

[During] induction meetings in year seven, we say to the 
parents very clearly if they have an issue, please come and talk to us, 
DQG�ZH¶OO�WDNH�D�EDODQFHG�YLHZ��>7@KH�H[SHFWDWLRQ�LV�WKH�SDUHnts will 
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come to us, and we do reach out to them as much as we can. (Simon, 
School B, Position 186) 

Rick explained School C¶V�SURFHVV�RI�LQIRUPLQJ�SDUHQWV�RI�FRQFHUQV��WKLV�

included a messaging service followed by a meeting. 

[W]e do text every time the pupLO¶V�VHQW�RXW�>RI�FODVV@�DQ�
DXWRPDWLF�WH[W��EXW�DFWXDOO\��ZKHQ�LW�EHFRPHV�D�WUHQG��WKDW¶V�ZKHQ�WKH�
heads of learning, the tutors will be able to support him, and that 
parent will be called probably within a couple of weeks. (Rick, School 
C, Position 241) 

PDUHQWV¶�UHVSRQVHV�ZKHQ�FRQFHUQV�DULVH�DSSHDU�WR�EH�SRVLWLYH�IURP�WKH�VWDII
V�

SHUVSHFWLYH�ZLWKLQ�6FKRRO�$��µ:KHQ�ZH�DUH�FRQFHUQHG��ZH�OHW�WKHP�NQRZ��DQG�

generally, they are quite supportive. Many of our parents really wanted their children 

to come here, so WKH\�DUH�UHDOO\�RQ�ERDUG�ZLWK�PRVW�WKLQJV¶�(Samantha, Position 

165). 

In School A, the communication between the school and some parents 

appeared to be reciprocal. Parents who were concerned about their child or other 

children notified the school of possible SEMH needs or behaviours that may warrant 

a PEX. This ranged from academic worries to concerns about the threat of terrorism. 

4.4.2.2.4.2 Supportive Families 

Senior leaders believed that effective parenting could produce resilient 

FKLOGUHQ��,Q�5LFN¶V�H[SHULHQFH��D�VWXGHQW¶V�LPPHGLDWH�RU�H[WHQGHG�IDPLO\�PHPEHUV�

have the potential to provide nurturing support for students. This familial containment 

has the potential to prevent a PEX: µ>2@U�\RX�FDQ�ILQG�WKH�XQFOH�RU�WKH�EURWKHU�RU�

whoever that you never knew was around, and you can draw in, and that can stop 

WKDW�SHUVRQ�JRLQJ�WR�WKDW�SHUPDQHQW�H[FOXVLRQ¶��5LFN��6FKRRO�&��3RVLWLRQ������ 
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����������µ������3RVLWLYH�0DOH�5ROH�0RGHOV�������¶.  

Peer mentors and role models were alternative relationships to help 

FRXQWHUDFW�WKH�YDULRXV�FKDOOHQJHV�LQ�VWXGHQWV¶�OLYHV��LQFOXGLQJ�IDPLO\�GLIILFXOWLHV��

Leaders believed that the right peer support could counter the adverse effects of 

SEMH needs. James mentioned that students often requested this mode of support, 

which waV�µYHU\�VXFFHVVIXO¶��6FKRRO�$��3RVLWLRQ�������5LFN�DUJXHG�LW�was crucial for 

schools to actively seek role models, although this was not without its challenges. 

4.4.2.2.5.1 Relating to Role Models and Mentors 

 Staff felt that students required support from relatable individuals. For 

instance, David spoke about those with SEMH needs engaging in small group work 

ZLWK�SRVLWLYH�PDOH�µUROH�PRGHOV�IURP�WKH�6(1�GHSDUWPHQW¶��6FKRRO�%��3RVLWLRQ������

Additionally, staff in School A provided examples of students with challenging 

histories becoming mentors. Samantha felt that this relatability could act as a 

preventative measure to future difficulties or as a form of early intervention. 

A student . . . who [was] a managed move, and I was 
concerned . . . she might start bubbling up a bit, so I already spoke to 
D�VL[WK�IRUP�VWXGHQW�ZKR�ZDV�D�EHKDYLRXUDO�LVVXH�������,�VDLG�WR�KHU��µ,�
might get you to come and talk to this student . . . about the way she 
behaYHV�������LW¶V�PXFK�EHWWHU�FRPLQJ�IURP�WKH�VWXGHQW�ZKR�KDV�
H[SHULHQFHG�LW�WKDQ�IURP�WKH�DGXOW��LW¶V�PXFK�PRUH�HIIHFWLYH��
(Samantha, School A, Position 129) 

4.4.2.2.5.2 Trained Mentors 

Student mentors in School A were relatable and trained to take up their role; 

6DPDQWKD�VD\V��µThe younger students can come and talk about problems and 

things worrying them. But the ones who are running that group . . . themselves have 

training ������¶�(Samantha, School A, Position 112). 
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4.4.2.3 Responsive Therapeutic Relationships 

Members of the SLTs believed that it was crucial for students with SEMH 

needs to access a therapeutic intervention (see Figure 18). This required 

practitioners to respond flexibly and adjust to accommodate the complexity of the 

VWXGHQWV¶�QHHGV��&RQYHUVHO\��D�ULJLG�UHVSRQVH�ZDV�EHOLHYHG�WR�EH�D�FRQWULEXWLQJ�

factor or a catalyst to exclusion. According to leadership, school counsellors offered 

appropriately responsive support as they adapted to the schools and students needs 

(4.4.2.3.1). However, CAMHS (4.4.2.3.2) and the EPS appeared to be bound by rigid 

systems (4.4.2.3.3). School leaders described feeling bound by the limitations of the 

systems at times, stripping them of their sense of agency to access adequate 

support on behalf of students.  
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6XERUGLQDWH�7KHPH�����µ5HVSRQVLYH�7KHUDSHXWLF�5HODWLRQVKLSV¶�DQG�6XEVHTXHQW�

Themes 

 

4.4.2.3.1 Adaptive Role of the School Counsellor 

All three schools had on-site school counsellors, including art and drama 

therapists. Members of the SLTs regarded them highly because they were adaptable 

and flexible to meet the needs of students and were also deemed essential for the 

VFKRRO¶V�VXUYLYDO� Leaders referred WR�WKHP�DV�µIDQWDVWLF¶�DQG�µEULOOLDQW¶��-HUU\��6FKRRO�

B, Position 170; Alex, School C, Position 63). Leadership across all schools 

accepted the role of these professionals as a therapeutic service was to offer the 

µKROGLQJ¶�DQG�QRW�µIL[LQJ¶�RI�VWXGHQWV�6(MH needs because wider systemic family 

therapy may require more in-depth work to complete this latter task (Alex, School C, 

Figure 18



 151 

Positions 69 and 63). Given that this role was school-based, counsellors see 

students swiftly, and some students were able to self-refer: 

[M]y school counsellor adapts to the needs of the kids within 
WKH�WLPH�IUDPH�WKDW�VKH¶V�JRW��6R�\HDK��VR�LI�WKLV�NLG�QHHGV�VRPH�ZRUN�
ZLWK�WKHLU�IDPLO\��VKH¶OO�JHW�WKH�SDUHQWV�LQ��,I�WKLV�NLG�QHHGV�FRJQLWLYH�
WKHUDS\��VKH¶OO�GR�WKDW�ZLWK�WKHP��,I�WKH\�KDYHQ¶W�JRW�WLPH�WR�GR�
FRJQLWLYH�WKHUDS\��VKH¶OO�GR�VRPHWKLQJ�HOVH����������$OH[��6FKRRO�&��
Position 201) 

Despite members of the SLTs reporting positively on school counsellors, there 

were limitations to the position, mainly the lack of funding, which creaWHV�D�µZDLWLQJ�

OLVW¶��/DXUD��6FKRRO�%�3RVLWLRQ�79). 

4.4.2.3.1.1 From Counselling to CAMHS 

Furthermore, staff also acknowledged that counsellors were limited in 

managing long-term, entrenched mental health difficulties; other therapeutic services 

were UHTXLUHG��VXFK�DV�&$0+6��µ>:@H�PLJKW�UHIHU�WKHP�WR�our counsellor, who might 

GR�RQH�VHVVLRQ�DQG�VD\��³7KLV�VKRXOG�EH�&$0+6��7KLV�LVQ¶W�QHFHVVDULO\�D�VFKRRO�

SUREOHP��LW�VKRXOG�EH�WDNHQ�WR�WKH�QH[W�OHYHO´¶��6XVDQ��6FKRRO�$��3RVLWLRQ������ 

4.4.2.3.2 CAMHS Inflexible Service Delivery 

The transition from school counselling to CAMHS was not without its 

challenges. SLTs experienced CAMHS as having an archaic method of service 

delivery that was rigid in its referral process and its ability to respond to the needs of 

families. 

4.4.2.3.2.1 Referral Forms and Waiting Lists 

 Leaders explained that CAMHS referral process, forms and lengthy waiting 

lists were cumbersome. 
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I think CAMHS waiting lists are the hardest to navigate. The 
amount of time we wait for some of our kids to be seen by that team 
LW¶V�ULGLFXORXV��VRPHWLPHV�ZH�MXVW�HQG�XS�JHWWLQJ�RXU�FRXQVHOORU�WR�GR�
some of the work, but often they need more than what she can 
provide. (Susan, School A, Position 159) 

4.4.2.3.2.2 Responding WR�)DPLOLHV¶�1HHGV 

CAMHS was also viewed as unresponsive to the very needs for which 

families were referred. Alex protests that the service was archaic and needed 

updating. 

CAMHS has got a bit better, but it still works on a system 
ZKHUH�WKH\¶UH�H[SHFWLQJ�SDUHQWV�WR��������DFFHVV�WKeir services and 
have a level of get up and go to be able to do that. CAMHS never 
come to us . . . actually, our families do not have the wherewithal [or] 
confidence . . . to be able to continue to work²and CAMHS is . . . 
quite slow, quite cumbersome and a one-size-fits-all. (Alex, School C, 
Position 196) 

Likewise, Mary stated that CAMHS would be more accessible if based in 

VFKRRO��µ%XW�LW�ZRXOG�EH�LGHDO�LI�&$0+6�ZRXOG�GR�WKHLU�VHVVLRQV�KHUH�>LQ�VFKRRO@��7KDW�

ZD\��PRUH�RI�WKHP�>VWXGHQWV@�ZRXOG�DWWHQG¶��6FKRol A, Position 161). Despite the 

skills of these CAMHS practitioners, their reported lack of flexibility left SLT members 

feeling frustrated and powerless to recommend support that was accessible for 

students with SEMH needs. The EPS was another service school leaders felt 

needed to be more flexible. 

4.4.2.3.3 EPs Limited Time to Create Relationships 

Despite EPs being viewed as beneficial in promoting the inclusion of students 

with SEMH needs, some leaders felt that the profession had some barriers 

(4.4.����������7KHVH�LQFOXGH�(3V¶�OLPLWHG�WLPH�LQ�VFKRRO��4.4.2.3.3.2) and the 

bureaucratic SEND system (4.4.2.3.3.3). Respondents provided solutions that 
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included a school-based EPs (4.4.2.3.3.4) and building relationships within the 

school community (4.4.2.3.3.5). 

4.4.2.3.3.1 EPs were Viewed Positively. 

 EPs were viewed as skilled experts and well placed to support students with 

6(0+�QHHGV��6DUDK�DQG�-HUU\�UHIHUUHG�WR�WKHLU�UHVSHFWLYH�VFKRRO�(3V�DV�µJUHDW¶��DQG�

David spoke about staff using EP recommendations to inform inclusive practise 

(School A, Position 160; School B, Position 178). However, EPs were less good at 

building relationships due to limited availability. 

������������µ������5HDOO\�'LIILFXOW�WR�*HW�(3�7LPH�������¶�  

A salient theme within the data was that EP time was limited; the financial 

parameters of WKLV�ZDV�DOVR�QRWHG��µ<HDK��LW¶V�UHDOO\�GLIILFXOW�WR�JHW�(3�WLPH��:HOO��LW¶V�

PRQH\¶��)LRQD��6FKRRO�$��3RVLWLRQ������ It was also reported that EP availability was 

especially limited for those with SEND��ZKLFK�QHJDWLYHO\�DIIHFWHG�LQFOXVLRQ��µ:H�KDYH�

a very limited amount of educational psychology time related to our health care 

SODQV¶��$QGUHZ��6FKRRO�%��3RVLWLRQ����� 

Members of leadership felt that the lack of EP availability affected the 

thoroughness of service delivery; they thought that more EP time would assist with 

the implementation and review of professional recommendations; Jerry explained 

WKLV�DV�LQ�WKH�IROORZLQJ�ZD\�µ:H¶OO�JHW�UHDOO\�JRRG�>(3@�UHFRPPHQGDWLRQV��EXW�ZKDW�

we could really do with [is] some help . . . to actually put that in place²walk us 

WKURXJK�VRPH�RI�LW��DQG�WKH\�KDYHQ¶W�JRW�WLPH��LW¶V�QRW�WKH�(3V¶�IDXOW¶�(Jerry, School B, 

Position 183). 

Furthermore, some leaders predicted that additional EP time would solve 

deep-rooted, systemic family issues concerning students with SEMH needs: 
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The time it would take to do that for some of our families would 
H[KDXVW�DOO�RI�RXU�KRXUV�RI�(3�WLPH��DQG�ZH�GRQ¶W�KDYH�PDQ\�RI�WKRVH��
And if we had more [EP time] and we had that option, maybe we 
could fix some of the issues in our work with families . . . (Rick, 
School C, Position 77) 

4.4.2.3.3.3 Relationships Versus Assessments and Reports 

Alex spoke SDVVLRQDWHO\�DERXW�(3V¶�SUDFWLFH�RI�FRQGXFWLQJ�DVVHVVPHQW�DQG�

writing reports, regarding it as futile and preventing them from developing 

relationships with the students. He raised a concern about the effectiveness and 

ORQJHYLW\�RI�WKH�SURIHVVLRQ��µ$QG�,�ZRUU\�DERXW�(3V�LQ�WKH�IXWXUH�EHFDXVH²are you 

going to make relationships with kids, or are you going to be doing lots of 

DVVHVVPHQWV�������7KHUH¶V�JRW�WR�EH�EHWWHU�ZD\V�RI�ZRUNLQJ¶�(Alex, School C, Position 

204). 

Instead, Alex recommends EPs be school-based. He desired to include them 

within the school community to work with children and build relationships, moving 

away from a model dominated by statutory assessments. 

If EPs were actually based in schools²if I had an EP in school 
for two or three days a week, who went and actually worked with kids 
UDWKHU�WKDQ�MXVW��µ« I do a one-hour assessment, then I do one hour 
ZULWLQJ�D�UHSRUW�¶�«� [the EP] could actually become part of this 
FRPPXQLW\¶V�OLIH��WKHQ�,�WKLQN�WKDW�ZRXOG�KDYH�VR�PXFK�LPSDFW���$OH[��
School C, Position 200) 

4.4.2.3.3.4 Bureaucracy of EPS 

Alex felt that the bureaucracy of using EP assessments and reports to obtain 

an EHCP was another aspect of EP practice that hindered the inclusion of students 

with SEMH needs. He felt this process was time-consuming and did not meet the 

needs of students. 

,W¶V�WKH�ZD\�WKH�ZKROH�IXQGLQJ�V\VWHP�ZRUNV��LVQ¶W�LW"�,�KDYH�P\�
(3�DOORFDWLRQ��VR�,¶YH�JRW�>WKH@�QHHGV�RI�P\�NLGV��,�QHHG�WR�SULRULWLVH�
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the assessments that get done so that I can rubber-stamp the form to 
be able to get things through. And it actually means that it goes to 
>WKH@�SDQHO��LW�FRPHV�EDFN��DQG�LW¶V�D�SLHFH�RI�SDSHU��,W¶V�UHDOO\�QRW�
what that child needs there and then. (Alex, School C, Position 210) 

There was a sense that staff felt forced to be part of the statutory assessment 

system to get the required funding for students with additional needs. 

4.4.2.3.3.5 EPs Should be in Schools 

$OH[¶V�SDVVLRQ�IRU�WKLV�WRSLF�OHG�KLP�WR�RIIHU�D�VROXWLRQ�WKDW�WKH�(36�ought to 

be modernised in part by demolishing the LA building, enabling EPs to be 

SHUPDQHQWO\�SRVLWLRQHG�LQ�VFKRROV��+H�VDLG��µ(3�VHUYLFH�VKRXOG�EH�LQ�VFKRROV��:K\�

should they have to go to that bloody building²they should knock [building name] 

GRZQ�������¶�(School C, Position 196). In the same spirit, another participant spoke 

about occupying EPs full time if they were school-EDVHG��7KH\�VDLG��µ:HOO�>ZLWK�DQ�

extra hundred hours of EP time], I would employ someone in the school full-time . . . 

and I guarantee I could fill every hour of that time if I had an Ed Psych at school 

FRQVWDQWO\¶ (Jerry, School B, Position 181). 

Leaders reported that this archaic practice prevented EPs from forming 

relationships, thereby creating a barrier to sharing their expertise, leaving school 

staff without the skill set or knowledge to manage the psychological needs of 

students with SEMH difficulties. This theme highlighted that despite the knowledge 

that therapeutic practitioners were highly skilled, systemic factors inhibit their 

response to CYP with SEMH needs. 

4.5 Chapter Summary 

In response to the research question, the findings revealed the tension 

between systemic pressures that cause SLT to feel disempowered and their pursuit 



 156 

of relationships for the YP and the organisation. It appears that this tension faced by 

leaders affected their sense of agency to promote inclusion resulting in PEX for 

many YP with SEMH needs. The following chapter will connect the aforementioned 

findings with literature to further illuminate the data. 
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Chapter Five: Discussion 

5.1 Chapter Overview 

7KH�SXUSRVH�RI�WKLV�FKDSWHU�LV�WR�GLVFXVV�6/7V¶�YLHZV�DQG�SUDFWLFHV�

concerning the inclusion and PEX of CYP with SEMH needs based on the findings 

presented in Chapter four. This chapter is framed within %URQIHQEUHQQHU¶V��������

ecological systems theory to demonstrate how a series of complex and interrelated 

features in and outside the school system contributes to the inclusion and PEX of 

students with SEMH needs. This is considered in relation to theory and literature to 

GHPRQVWUDWH�WKLV�VWXG\¶V�FRQWULEXWLRQ�WR�WKH�HGXFDWLRQ�DQG�SV\FKRORJ\�NQRZOHGJH�

base. Recommendations for policy and practice are also evaluated. Subsequently, 

the dissemination strategy is presented, and methodological considerations are 

PDGH��7KH�FKDSWHU�HQGV�ZLWK�WKH�UHVHDUFKHU¶V�UHIOHFWLRQV��GLUHFWLRQV�IRU�IXWXUH�

research and concluding remarks.  

5.2 Objectives and Research Question 

This research aimed to explore the perceptions and actions of SLTs, relating 

to the inclusion and PEX of students with SEMH needs. To achieve this, the views of 

senior leaders across three mainstream secondary schools were obtained through 

focus groups. The discussion has answered the following research question: What 

are the views and practices of mainstream secondary school SLTs concerning the 

inclusion and permanent exclusion of students with social, emotional and mental 

health needs? 
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5.3 Summary of Findings  

Findings inGLFDWH�WKDW�ORFDO�DQG�QDWLRQDO�JRYHUQPHQWV¶�DFDGHPLF�SUHVVXUHV�

and financial barriers inhibited 6/7V¶�VHQVH�RI�DJHQF\�WR�SURPRWH�LQFOXVLRQ�IRU�

students with SEMH needs, increasing the likelihood of PEX. It appeared that 

leaders attempted to alleviate this by striving to develop inter-organisational systems 

and positive relationships between students and supportive adults at the school 

level. 

%URQIHQEUHQQHU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�was applied to frame 

6/7V¶�YLHZV�DQG�SUDFWLFHV�ZLWKLQ�D�FULWLFDO�UHalist interpretivist approach. The multiple 

systems surrounding the young person highlight the range of environmental 

influences on their development. In the context of this research, these are the 

macrosystem (sociopolitical policies and culture), exosystem (local community), 

mesosystem (inter-RUJDQLVDWLRQDO�LQWHUDFWLRQV��DQG�PLFURV\VWHP��VWXGHQWV¶�

interpersonal relations; (Bronfenbrenner, 1979). Although much of this chapter is 

structured in a linear approach, it is important to recognise the bidirectional nature of 

the influential factors within each system as the original theory denotes 

(Bronfenbrenner, 1979). 

,QWHUSUHWLQJ�WKH�VWXG\¶V�ILQGLQJV�ZLWKLQ %URQIHQEUHQQHU¶V�ecological systems 

theory highlights that at the macrosystem, SLTs reported that government-imposed 

performative pressures influenced schools to develop a more competitive academic 

ethos that was less conducive to the inclusion of low-achieving or disruptive students 

with SEMH needs (see Section 4.4.1.3.1). This type of ethos was the overemphasis 

on grades and standards which hampered students and staffV¶ wellbeing. 

Additionally, most SLTs appeared to adopt views aligned with a deficit discourse of 

YPs SEMH needs, thereby expecting YP to conform with or be removed from 
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mainstream school (see Section 4.4.1.2.2.). At the exosystemic level, SLTs reported 

that the decrease in LA funding of specialist services to support inclusion hindered 

WKH�VFKRRO¶V�DELOLW\�WR�DFFRPPRGDWH�VWXGHQWV�ZLWKLQ�WKH�FRQILQHV�RI�WKH�ULJLG�

education system, incUHDVLQJ�VWXGHQWV¶�OLNHOLKRRG�RI�3(;�(see Section 4.4.1.3.3). 

Leaders explained that these political-financial barriers inhibited the support of 

specialist services that are most skilled to support inclusion. They suggest that this 

was a causal factor of PEX for many students. Thus, due to macrosystemic and 

exosystemic barriers, leadership allude to having a reduced sense of collective 

agency to promote inclusion.  

School leadership referred to the importance of developing relationships 

within the YPs school microsystem and mesosystem, perhaps as an antidote to the 

political±financial issues at the exosystem and macrosystem. Within these inner 

spheres, inclusion was pursued by SLTs implementing proactive practices to engage 

LA therapeutic services, the studenW¶V�IRUPHU�VFKRRO�DQG�WKH�VWXGHQW¶V�KRPH��

Likewise, containing relationships between CYP and tutors, role models and 

therapeutic practitioners are believed to promote inclusion and deter a PEX.  

5.4 Discussion of Findings  

The interpretation of findings illuminates the crucial premise that leaders 

collective sense of agency appeared to mediate the tension between performative 

SUHVVXUHV�DQG�LQFOXVLYH�SUDFWLFH�IRU�VWXGHQWV�ZLWK�6(0+�QHHGV��:LWKLQ�%DQGXUD¶V�

(1985; 2018) social cognitive theory, collective agenF\�LV�H[SODLQHG�DV�WKH�µVKDUHG�

beliefs in the accumulative power [knowledge, skills and resources] of a group to 

UHDFK�D�FRPPRQ�LQWHQWLRQ¶��%DQGXUD��������S�������$�WHDP¶V�GLVEHOLHI�LQ�LWV�SRZHU�

FDQ�DIIHFW�LWV�µPRWLYDWLRQ��XWLOLVDWLRQ�RI�UHVRXUFHV��LQYHVWHd effort and dedication 
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through times of adversity¶ (Bandura, 2000. p75). This mindset FDQ�KDPSHU�D�JURXS¶V�

incentive to act. Using this definition, it is proposed that senior leaders limited sense 

of collective agency is evident primarily in the macrosystem and exosystem as they 

contend with performative pressures and diminishing preventative services for 

students with SEMH needs. 

Nevertheless, leaders in some schools demonstrated a regained sense of 

collective agency by implementing practices and relationships at the mesosystemic 

and microsystemic levels. However, these were not without their challenges. Each 

system will be discussed in turn. A visual representation of these key findings is 

summarised in Figure 19. 
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Factors Related to the Inclusion or PEX of Students with SEMH Needs Within 

%URQIHQEUHQQHU¶V��������(FRORJLFDO�6\VWHPV�7KHRU\ 

 

 

  

Figure 19
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5.4.1 Macrosystem: Performative Pressures and Deficit Model of Needs  

The interpretation of findings highlights two macrosystemic factors that restrict 

6/7V¶�DELOLW\�WR�SURPRWH�LQFOXVLRQ�DQG�FRQWULEXWH�WR�WKH�3(;�RI�VWXGHQWV�ZLWK�6(0+�

needs. These are the overt socio-political structures, which promote performativity 

and the influence of DfEs¶ within-child deficit model of needs (see Figure 19). 

Whether inadvertently or intentionally, overt and covert performative pressures 

FUHDWH�µVRIW�EDUULHUV¶�WR�LQFOXVLRQ to minimise disruption to the overly academic school 

environment (Joseph, 2020; McKeon, 2020, p. 160). 

5.4.1.1 Performative Pressures Compete with Inclusion  

The interpretation of findings illuminates the constraints of governmental 

performativity on SLTs¶�DELOLW\�WR�SURPRWH�LQFOXVLRQ�IRU�&<3�ZLWK�6(0+�QHHGV��

resulting in PEX (see Section 4.4.1.3.1). This tension hampered OHDGHUV¶�VHQVH�RI�

collective agency as they operated within an oppressive educational system.  

5.4.1.1.1 Academic Rigour 

The UK governmeQW¶V�SHUIRUPDWLYLW\�IRFXV�DQG�a zero-tolerance approach to 

behaviour disadvantaged those with SEMH needs (Ford et al., 2018; Parsons, 

2018). This ethos was pursued under the premise of creating high-achieving 

students who promote national economic growth and become financially 

independent of the state (Parsons, 2009b). This warrants an increase in 

standardised testing, a less diverse curriculum and a school ethos that promotes 

social conformity at a school level (Davies et al. 2021; Partridge et al. 2020). These 

views marginalise students with SEMH needs, resulting in various forms of social 

DQG�DFDGHPLF�H[FOXVLRQ��LQFOXGLQJ�3(;��$V�VXFK��$OH[�FULWLFLVHV�µ0U�*RYH�>WKHQ�

Education Secretary, for] . . . academic rigour . . . where all kids are doing the same 
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cuUULFXOXP��WKDW¶V�IXQGDPHQWDOO\�DJDLQVW�ZKDW�,�EHOLHYH��������DFWXDOO\�ZH�QHHG�WR�PHHW�

the needs of our individual learners as opposed to doing a one-size-fits-all, so it 

ORRNV�JRRG�������¶��6FKRRO�%��3RVLWLRQ�������/LNHZLVH��OHDGHUV�LQ�Burton et al. (2009) 

VWXG\�IRXQG�WKDW�WKH�JRYHUQPHQW¶V�GULYH�WR�UDLVH�DFDGHPLF�VWDQGDUGV�ZHUH�

insensitive to low-achieving students to improve their rankings on league tables. 

These findings have been supported by Partridge et al. (2020), who identified that 

the increased academic rigour results in academic disengagement, increase 

students risk of PEX. As such, 7KH�(GXFDWLRQ�6HOHFW�&RPPLWWHH¶V�UHYLHZ�RI�

exclusions attributed the increase in PEX rates to the effects of a narrowing 

curriculum (House of Commons Education Committee, 2018). 

5.4.1.1.2 League Tables 

Under the neoliberal performative pressures, schools developed a business-

like model whereby competition was promoted within and between schools to 

increase their funding and status to attract further high-achieving students (Gill et al., 

2017). Leaders adopt desperate, immoral, and even illegal measures to enhance 

WKHLU�VFKRRO¶V�DFDGHPLF�UHSXWDWLRQ�RQ�SXEOLFLVHG�OHDJXH�WDEOes (Caslin, 2021). This 

practice was evident in the present study whereby Sarah stated that on occasions, 

lower-DFKLHYLQJ�VWXGHQWV�LQ�\HDU�QLQH�ZHUH�µRII-ORDG>HG@¶�WR�DYRLG�SRRU�JUDGHV�RQ�WKH�

VFKRRO¶V�OHDJXH�WDEOHV��6FKRRO�$��3RVLWLRQ�������6LPLODU�SUDFWLFHV�GULYHQ�E\�

institutional desires but detrimental to students with social-emotional needs were 

also identified throughout the literature (Burton et al. 2009; Hill, et al. 2016; McKeon 

2020; Thomson, 2020). Such practises explain why local and national PEX rates 

consistently peak in year nine prior to the publication of year 10 and 11 GCSE 

results (DfE, 2016a, 2019a, 2021a). While some schools remove students using the 

formal process, others use illegal measures of off-rolling WR�µHQKDQFH�VFKRRO�
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SHUIRUPDQFH�GDWD¶�IRU�ILQDQFLDO�JDLQ; senior leaders are viewed as the initiator of this 

process (ChildrHQ¶V�&RPPLVVLRQHU������; DfE; 2019c. p19; Done & Knowler, 2020). 

Partridge et al. (2020) referred to these practices as being motivated by government-

LQGXFHG�µSHUYHUVH�LQFHQWLYHV¶ to increase academic successes for financial gains (p. 

31). 

SLTs practice of feeling defeated and thus relinquishing responsibility for 

CYPs when they realise a student will not succeed in key stage four (see Section 

�������������RSSRVHV�WKH�'I(¶V��������JXLGDQFH�WKDW�LW�LV�XQODZIXO�WR�3(; a student 

because of a scKRRO¶V�LQDELOLW\�WR�PHHW�WKHLU�DWWDLQPHQW�QHHGV��:LOVRQ�HW�DO���������

DUJXHG�WKDW�WKLV�LV�SD\LQJ�OLS�VHUYLFH�EHFDXVH�µZKDW�JHWV�PHDVXUHG�>DFDGHPLF�

SHUIRUPDQFH@��JHWV�GRQH¶��%HKQ��������S������. Giroux (2009) FDOOHG�WKLV�D�µZDU�RQ�

>PDUJLQDOLVHG@�\RXWK¶�EHFDuse many were viewed as disposable (p. 72). SLT allude 

to being forced into this practice as part of wider pressures thus, it is argued that 

6/7V�PD\�XQZLWWLQJO\�EH�SDUW�RI�DQ�RSSUHVVLYH�V\VWHP�ZKHUHE\�LW�LV�LQ�OHDGHUV¶�

financial interest to permanently exclude rather than promote inclusion. 

5.4.1.1.3 Teachers Under Pressure 

Simon reported that teachers were XQGHU�µSKHQRPHQDO�SUHVVXUH�WR�GHOLYHU��

perform and get the best results and I think the more that that is [the case], there is a 

squeeze on their capacLW\��WKHLU�DELOLW\�WR�GHDO�ZLWK�VRPH�RI�WKH�WKLQJV�ZH¶UH�WDONLQJ�

DERXW�DW�WKH�PRPHQW�>6(0+@¶ (School B, Position 164). It appears that teachers¶ 

focus on measurable attainment to meet their performance targets, this takes their 

attention from those who require additional support. This was also confirmed in the 

literature because leaders felt that DFFRPPRGDWLQJ�VWXGHQWV¶�6(0+�GLIILFXOWLHV�ZRXOG�

MHRSDUGLVH�RWKHU�VWXGHQWV¶�DFDGHPLF�GHYHORSPHQW�DQG�VWDII¶V�SHUIRUPDQFH�WDUJHWV�

(Burton et al., 2009; Corcoran & Finney, 2015; Dimitrellou et al., 2020). Thus, 
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mainstream education appeared inhospitable to those with social-emotional needs 

(Sprat, 2006a). Slee (2013) and Hedegaard-Soerensen and Grumloese (2018) 

explained that principles of teacher accountability were employed as a tool to 

enforce performativity in the classroom because they were encouraged to focus on 

competition at the expense of inclusion, differentiation and diversity.  

5.4.1.1.4 Performativity Exacerbates SEMH Needs 

Kulz (2019) and Thompson et al. (2021) emphasised the detrimental impact of 

neoliberal performative pressures that transfer into the classroom; tKH�ULJRURXV¶�

curriculum and associated examinations makes education less manageable for 

some YP. This exacerbates VWXGHQWV¶�QHHGV�DQG�LQFUHDVH�WKHLU�OLNHOLKRRG�RI�D�3(;�� 

In the present study, leaders reported that students experienced internal conflict from 

WKH�GLVVRQDQFH�EHWZHHQ�VWXGHQWV¶��OHDUQLQJ�DQG�6(0+��QHHGV��ZKLFK�LPSHGHG�

OHDUQLQJ��YHUVXV�WKH�VFKRRO¶V�RYHUO\ academic ethos (see Section 4.4.1.2.4). This 

culture was characterised by exam pressures that triggered mental health difficulties, 

including self-KDUP��2WKHU�VWXGHQWV�LQWHUQDOLVHG�VWDII¶V�ORZ�H[SHFWDWLRQV��HYRNLQJ�

feelings of worthlessness. Consequently, disaffection and defiance festered, thereby 

increasing their likelihood of PEX. Two members of 6/7�UHIHU�WR�WKLV�DV�D�µVHOI-

IXOILOOLQJ�SURSKHF\¶��6LPRQ��6FKRRO�%��3RVLWLRQ������$OH[��6FKRRO�&��3RVLWLRQ�������

This highlights the bidirectional effect between the YP and their ecosystem 

(Bronfenbrenner, 1979). Similar findings were identified by Spratt et al. (2006b) and 

Burton et al. (2009), whose participants reported that feelings of academic 

inadequacy evoked by a strong academic ethos were detrimental to VWXGHQWV¶�

academic motivation and self-identity. In support of these findings linking 

performativity to wellbeing, a survey by The State of Education (2017) found that 

91% of secondary school leaders reported an increase in performance pressures 
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between 2015 and 2017 and felt that reforms to GCSEs detrimentally affected the 

curriculum, believing this increased students¶ fear of academic failure and created 

anxiety. 

5.4.1.4 SLT Oppressed Under Neoliberalism 

This tension between wanting to promote inclusion but feeling constrained by 

the system may have caused emotional turmoil for SLTs, as cited above. Kulz (2019) 

offered further insight into this. Leaders in his study felt as though they were 

expected to perform as salespeople thriving in a target-driven academic culture 

whilst simultaneously acting as charity workers to nurture and save vulnerable 

children. He suggested that as an agent of the neoliberal government, the DfE 

SURPRWHV�WKH�LOOXVLRQ�RI�OHDGHUV¶�GHFLVLRQ-making power through their mantra of 

endorVLQJ�µVWURQJ�OHDGHUVKLS¶�DQG�PDNLQJ�D�KHDG�WHDFKHU¶V�GHFLVLRQ�WR�3(;�ILQDO�

(DfE, 2016b. p 5). However, this is simply permission to follow the government 

agenda by disposing of those with less educational value. Therefore, Klutz 

suggested that some school leaders unwillingly become agents of a neoliberal 

government as, by default, they operate within an oppressed system, whereby they 

were permitted to GR�µGDPDJH¶�WR�WKH�PRVW�YXOQHUDEOH�WKURXJK�3(;��S�����. Freire 

(2005) would regard this as a form of organisational violence, whereby the 

oppressed (SLTs) cannot separate themselves from the oppressors (government), 

so they seek to identify with them and, therefore, unwittingly become sub-oppressors 

(of students) through permanently excluding those with SEMH needs. In addition to 

these overt pressures of performativity, covert influences exist in how SLTs 

conceptualise difference. 
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5.4.1.2 Conceptualisation of SEMH 

 Fuller (2018) argued that embedded within the performativity agenda are a 

covert deficit discourse of disability that blame YP for their experiences of SEMH 

needs with little consideration to environmental influences. As seen in the data, this 

individualistic approach results in medicalised assessments of student needs and 

justifies social conformity (see Section 4.4.1.2). 

5.4.1.2.1 Performativity and Disability Discourses 

Joseph (2020) suggested that students who fail to thrive within academia 

were associated with deficit constructions of disability. Likewise, leaders in Schools 

B and C emphasised that SEMH were deficits which resided within the child and 

family; this was attributed to entrenched, complex issues, often from poor parenting, 

calling them the µV\PSWRP�EHDUHU¶�RI�GLIILFXOW�KRPH�OLIH��6LPRQ��6FKRRO�%��3RVLWLRQ�

147). This deficit conceptualisation of needs was also LOOXVWUDWHG�E\�$OH[¶V�

PHGLFDOLVHG�ODQJXDJH�RI�VWXGHQWV�UHTXLULQJ�WKHLU�6(0+�µV\PSWRPV¶�WR�EH�µIL[>HG@¶��yet 

all they could provide was D�µVWLFNLQJ�SODVWHU�DSSURDFK¶��6FKRRO�&��3RVLWLRQV���±64). 

Thus, they felt it necessary for students to receive assessments, interventions and 

treatment from mental health professionals to investigate the aetiology of their needs 

DQG�EHJLQ�E\�ORRNLQJ�µXQGHUQHDWK¶��'RURWK\��6FKRRO�%��3RVLWLRQ�����see Section 

4.4.1.2.1). Similar views were identified in the literature (Burton et al., 2009; Martin-

Denham, 2021; McKeon, 2017, 2020; Spratt et al., 2006a). Furthermore, these 

students were frequently regarded as disengaged; others are pathologised and 

ascribed terms such as dangerous, at-ULVN��RU�µPDG��EDG�DQG�VDG¶��0DFOHRG������, p. 

160���7KLV�PHGLFDOLVDWLRQ�DQG�DOLHQDWLRQ�RI�VWXGHQWV�ZKR�GR�QRW�FRQIRUP�WR�WHDFKHUV¶�

expectations was HYLGHQW�LQ�5LFN¶V�TXHVWLRQ��µ6R��ZKHQ�GRHV�D�NLG�ZKR¶V�D�ELW�RI�D�
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SDLQ�LQ�WKH�DUVH�EHFRPH�D�6(0+�OHDUQLQJ�QHHG"¶��5LFN��6FKRRO�&��3RVLWLRQ������%DOO�

and Olmedo (2013) regarded the assessment and diagnosis of students as 

PHGLFDOLVLQJ�WKHP��PDNLQJ�WKHP�µWKH�REMHFW�RI�ERWK�SROLWLFDO�DQG�VFLHQWLILF�FRQFHUQ¶�

(p. 52).  

Giroux (2009) explained that the government had shifted responsibility from 

systems and powerful corporations to the marginalised, economically alienated and 

socially disenfranchised. This is an example of what Airthe and Oelke (2020) 

regarded as pathologising and decontextualising individuals experiences because it 

takes little account of unequal starting points or the influence of the school 

environment as a contributor (or providing a solution) to SEMH needs (Parsons, 

2009a). Thus, the child is made liable for their success or failure, enforcing individual 

UHVSRQVLELOLW\��(VSRVLWR�	�3HUH]���������ZKLFK�LV�DFKLHYHG�E\�FUHDWLQJ�DQ�µDUPV-

length aSSURDFK¶�WR�LQFOXVLRQ��Lehane, 2017, p. 51). 2¶+DUH concurs, stating that the 

government appear to pay little attention to the µpowerful determinants of wellbeing 

such as poverty, housing, discrimination and inequality¶ but instead seek to remove 

these YP from school in a bid to µimprove the education system.¶ (BPS, 2019, para 

15). This individualistic stance places a greater emphasis on compliance and control, 

WKHUHE\�JLYLQJ�FUHGHQFH�WR�HGXFDWRUV¶�TXHVWV�IRU�VRFLDO�FRQIRUPLW\��Burton et al., 

2009). 

6/7V¶�OLPLWHG�VHQVH�RI�DJHQF\ was recognised by their confessed ignorance 

about SEMH, resulting in a lack of confidence to promote inclusion. This was a 

feature that was particularly prominent in School B, where leaders regard 

WKHPVHOYHV�DV�µOD\PHQ¶��$QGUHZ��3RVLWLRQ������RU�µDPDWHXUV¶��GRLQJ�D�GLVVHUYLFH to 

WKHLU�HIIRUWV�WR�PDNH�µLQIRUPHG��LQWHOOLJHQW�FRPPHQWV¶�RQ�6(0+�DQG�UKHWRULFDOO\�

asking whether the matter was µEH\RQG�RXU�H[SHUWLVH¶��'DYLG��3RVLWLRQ������
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8OWLPDWHO\��WKH\�DVNHG�IRU�H[SHUW�KHOS�EHFDXVH�WKH\�µGRQ¶W�DFWXDOO\�UHDOO\�XQGHUVWDQG�

this (SEMH) to the extent . . . [they] . . . nHHG�WR¶��$QGUHZ��6FKRRO�%��3RVLWLRQ�������

Similar findings were evident in the literature as leaders spoke about feeling 

disempowered by neoliberal pressures (Corcoran & Finney, 2015). Ultimately, in the 

present study, SLTs appear hopeless because they allude to accepting their 

situation, adopting a defeatist approach to inclusion (some more than others) and 

justifying a PEX (see Section 4.4.1.1.). 

5.4.1.2.2 Conformity to Social Norms 

It is suggested from the findings that PEX is weaponised by the neoliberal 

agenda to maintain academic and social conformity. This was enacted by school 

leaders (see Section 4.4.1.1.3 and 4.4.1.2.2). 6WXGHQWV¶�LQDELOLW\�WR�FRPSO\�ZDV�

regarded as a social difficulty located within the child whilst viewing the school as a 

static system that required students to µOHDUQ�WR�ILW�LQ�ZLWK�VRFLDO�QRUPV������ [and] learn 

WR�FRQIRUP�DQG�IXQFWLRQ�DV�SDUW�RI�RXU�VFKRRO�FRPPXQLW\¶��6DPDQWKD��6FKRRO�$��

Position 65). For instance, all schools emphasised the necessity for students to 

adapt to the school community, recalling instances in which nonconformity and 

persistent disruptive behaviour precipitated a PEX. Similarly, Alex stated, µnobody 

JHWV�SHUPDQHQWO\�H[FOXGHG�IRU�KDYLQJ�D�PHQWDO�KHDOWK�LVVXH�>XQOHVV�LW¶V@�������

unresolved and it has an iPSDFW�RQ�WKHLU�VRFLDO�IXQFWLRQLQJ¶��School C, Position 59).  

Despite this emphasis on conformity, schools differed in their practice. 

Leaders in School A applied a consistent approach to enforcing and following 

WKURXJK�ZLWK�UXOHV��ZKLFK�DFWHG�DV�D�µWULSZLUH¶�WKDW�VWXGHQWV�NQHZ�QRW�WR�FURVV�

(James, Position 84). However, some leaders in School B practised what Fuller 

(2018) regarded as everyday forms of resistance against neoliberalism, whereby 

leaders actively opposed the government recommendations. On occasions, senior 
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leaders from Schools B and C resisted enforcing the behaviour policy that would 

KDYH�OHG�WR�D�3(;�LQ�UHVSRQVH�WR�VWXGHQWV¶�QHHGV��WKH\ felt it was more important for 

students to learn from their mistakes than simply receive a punishment. They 

believed some school rules lacked flexibility, and conformity was not always possible 

for those with SEMH needs (see Section 4.4.1.1.3). This can be interpreted as SLTs 

trying to regain a sense of collective agency. One leader critiqued local schools that 

adopted a punitive approach, stating that if they adopted a zero-tolerance approach 

to misbehaviour, their school would be the most popular school in the borough 

because this was popular with parents. Leaders felt it was essential to help students 

make better choices, although they have minimum expectations from which they will 

not depart. Similar resistances were enacted in the literature. Leaders felt that 

behaviour policies were only implemented because of government requirements and 

Ofsted inspections (Burton et al., 2009; McKeon, 2017; Spratt et al., 2006b). Burton 

HW�DO���������VWDWHG�WKDW�WKH�LQFRQVLVWHQF\�LQ�HGXFDWRUV¶�DSSURDFKHV was unsurprising 

JLYHQ�WKH�'I(¶V�FRQWUDGLFWRU\�SROLFLHV��ZKLFK�RVFLOODWH�EHWZHHQ�µFDUH�DQG�FRQWURO¶��S��

������)RU�LQVWDQFH��WKH�'I(¶V�SXQLWLYH�WRQH�RI�LPSOHPHQWLQJ�SROLFLHV�DQG�SUDFWices 

with greater control and zero-tolerance to behaviour that inhibits learning conflicts 

with anti-discriminatory policies for those with SEMH needs and the avoidance of 

PEX for those with an EHCP (Bennett, 2017; DfE, 2016b; Welsh & Little, 2018; 

Wenham, 2019���)RUG�HW�DO���������UHJDUGHG�'I(¶V�]HUR-tolerance approaches as 

counterproductive to inclusion. The literature highlighted that punitive approaches to 

behaviour management disproportionately disadvantage those with social and 

emotional difficulties (Burton, 2009; Dimitrellou et al., 2020; McKeon, 2017; 2020; 

Spratt et al., 2006b; DfE, 2019b).  
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5.4.1.3 Macrosystem Summary 

Findings from the present study, supporting literature and government 

guidance suggested that at the macrosystemic level, the PEX of students with SEMH 

QHHGV�UHVXOWV�IURP�6/7V¶�OLPLWHG�VHQVH�RI�DJHQF\�WR�SURPRWH�LQFOXVLRQ�for two main 

reasons. The first was the overtly political academic targets that pressured SLTs to 

ensure that their school appeared successful on league tables, which exacerbated 

VWXGHQWV¶�6(0+�QHHGV�DQG�LQFUHDVHG�WKHLU�OLNHOLKRRG�RI�3(;��6HFRQG��VWXGHQWV¶�

inability to conform to this requirement was imposed based on the covert socio-

political values that SEMH was an individual (and family) deficit. With this viewpoint, 

an inability to comply resulted in a PEX.  

5.4.2 Exosystem: Reduction in LA Funding of SEMH Services  

These macrosystemic values of performativity are reflected in the exosystem 

WKURXJK�FHQWUDO�DQG�ORFDO�JRYHUQPHQWV¶�OLPLWHG�IXQGLQJ� The exosystem 

encompasses interactions that occur independently of young people yet directly 

affect their local culture, community and society (Bronfenbrenner, 1979; see Figure 

19). Some leaders in the present study suggested that reductions in LA funding of 

essential services led to PEX because schools lacked specialist support to promote 

inclusion (see Section 4.4.1.3.3). This was explained by the commodification of 

social services such as the EPS.  

5.4.2.1 Increase in needs and decrease in LA Funding 

It is evident that funding enables inclusion (Kearney, 2011, p. 89). SLTs 

across all schools reported a decrease in LA funding of external services to support 

SEMH needs; this was difficult to manage given the increase in the prevalence and 

severity of such needs (see Section 4.4.1.3.3.1). In support of this, The State of 
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Education, found that 51% of school leaders anticipated that a lack of funding would 

be their biggest challenge in 2017/18 (2017). Accordingly, during a time of austerity, 

headteachers report trading off inclusive practices for financial gains (Britton et al., 

2019). 

5.4.2.1.1 EPS Supply and Demand 

Across all three schools, leaders viewed support from the LA EPS as 

LQVWUXPHQWDO�IRU�SURPRWLQJ�LQFOXVLRQ��+RZHYHU��(3V¶�OLPLWHG�WLPH�LQ�VFKRROV�ZDV�VHHQ 

as an issue of inadequate LA funding of SEND. They believed that insufficient 

psychological assistance resulted in reductions in identification, intervention and 

recommendations for students with SEMH needs. Some members of senior leaders 

reported that this left staff and students feeling unsupported, challenging inclusivity 

and resulting in PEX for some. The literature also identified these findings 

concerning EPs and other specialist services (e.g., school counsellors, social 

workers, CAMHS practitioners; Burton et al., 2009; Martin-'HQKDP��������2¶5HLOO\�HW�

al., 2018; Thompson et al., 2021). The profession has recognised the limited EP±

school contact time. Accordingly, the Association of Educational Psychologists 

(2019) reported that 93% of principal EPs state that the demand for EPs outweighed 

its supply due to limited availability. This may be related to the increased demands of 

statutory work reducing the variety of EP school practice. In the present study, 

school leaders predicted that an additional (or a full-time school-based) EP would be 

fully utilised (see Section 4.4.2.3.3.5). They stated that this would allow EPs to 

address deep-rooted family issues, investigate the link between mental health and 

social difficulties, teach SLTs about mental health and assist them to implement EP 

recommendations (see Section 4.4.1.2.1.1). 
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Leaders from School B viewed the limited supply of EPs as a bureaucratic 

issue pursued by LA SEND services that subjugated EPs to producing statutory 

assessments. These were deemed of little use to students (see Section 4.4.2.3.3). 

The longevity of the EP profession in its current form was questioned by some 

members of SLTs, concerned that it would become obsolete because of the limited-

service offered. This concern may KDYH�VRPH�ZHLJKW�LQ�OLJKW�RI�(36¶V�DGRSWLQJ�D�

traded service delivery model. As with any business, the service ought to meet the 

QHHGV�DQG�GHPDQGV�RI�LWV�µFXVWRPHUV¶�WR�UHPDLQ�UHOHYDQW�UDWKHU�WKDQ�EHLQJ�

pigeonholed as gatekeepers of statutory assessments (Lee & Woods, 2017) 

5.4.2.2. Limited Funding Contributes to PEX 

Due to financial reductions at the school and LA level, the limited specialist 

support contributed to PEX. Importantly, SLT explained that this sanction of a PEX 

was from a place of desperation as a last resort (see Section 4.4.1.1.4.1) following 

an accumulation of incidents (see Section 4.4.1.1.4.2). It was an indication that a 

VFKRRO�KDG�UHDFKHG�LWV�µEUHDNLQJ�SRLQW¶��-DPHV��6FKRRO�$��3RVLWLRQ�������7KXV�LW�ZDV�

D�µ« FU\�IRU�KHOS�������¶�WR�JHW�something different (Alex, School C, Position, 260). 

SLTs stated that many students receive a SEND diagnosis shortly after arriving at a 

pupil referral unit (following a PEX). However, in 7LPSVRQ¶V�µ5HYLHZ�RI�6FKRRO�

Exclusions,¶�KH�H[SODLQHG�WKDW�µ3(;�ZDV�XVHG�DV�³D�GHOLEHUDWH�WRRO´�>IRU�D�VWDWXWRU\] 

DVVHVVPHQW¶�which the mainstream school could evade financing (DfE, 2019b, p. 

39). This business-like approach that schools and LAs pursue under neoliberalism 

was criticised as school leaders have the means to invest in disruptive students but 

choose not to do so, perhaps to preserve their funding to enhance their academic 

ranking (Hedegaard-Soerensen & Grumloese, 2018). It would be prudent for the 

government to address this frequently used practice if not for moral reasons, then for 
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economic sense. As the reduction in initial costs for supporting YP in school does not 

outweigh the £370,000 deficit to the public purse per student following a PEX (Gill et 

al., 2017). Within the focus LA, those at risk of PEX receive a statutory assessment 

funded by the LA whilst in their host school. However, this new practice is not widely 

known, nor do members of SLTs mention it as a strategy. 

5.4.3.1.1 Commoditising SEMH Services  

������������'I(¶V�LQIluence 

Under neoliberalism, mental health has become a commodity rather than a 

human right because it is accessible only to organisations or individuals who can and 

choose to prioritise it (Airthe & Oelke, 2020; Teghtsoonian, 2009). The practice of 

permanently excluding CYPs because of a lack of funding for support is an example 

RI�WKH�JRYHUQPHQW¶V�RSWLPLVDWLRQ�RI�UHVRXUFH�DOORFDWLRQ��+DUYH\���������7KH�

privatisation of public services has resulted in unequal opportunities for services for 

CYPs because they UHO\�RQ�/$�EXGJHWV�RU�OHDGHUV¶�GHFLVLRQV�WR�IXQG�VXSSRUW�WR�KDYH�

their basic needs met. This places SLTs in a contradictory position whereby they 

lack access to external support that the SEND Code of Practice (2015) advised them 

to use (DfE, 2015). However, Lehane (2017) attributed blame to the DfE, criticising 

WKH�6(1'�&RGH�RI�3UDFWLFH�IRU�FRPPLVVLRQLQJ�VHUYLFHV�DQG�µSULYDWH sector 

FRPSHWLWLRQ�DQG�HQWUHSUHQHXUVKLS�LQ�D�FRQWH[W�RI�DXVWHULW\��S�������2¶5HLOO\�HW�DO��

(2018) explained that this was because LA commissioners failed to appreciate poor 

mental health's severity and intensity. Conversely, Burton al. (2009) and Spratt al. 

�����D��UHSRUWHG�WKDW�WKH�HQRUPLW\�RI�VWXGHQWV¶�VRFLDO-emotional needs is realised, 

but the government intentionally provided tokenistic support by way of inclusive 

sentiment in policy without financial investment²perhaps to appear inclusive. This 
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SODFDWRU\�SUDFWLFH�PDLQWDLQV�WKH�VWDWXV�TXR�IRU�WKH�HOLWH¶V�SRZHU�E\�FKDQQHOOLQJ�

LQYHVWPHQWV�LQWR�VWXGHQWV�ZLWK�PRUH�µDFDGHPLF�YDOXH¶�WR society (Harvey, 2005). 

������������6/7V¶�$FWLYH�Role 

However, at the risk of schools blaming PEX on the government and 

UHOLQTXLVKLQJ�DFFRXQWDELOLW\�IRU�LQFOXVLRQ��LW�LV�LPSRUWDQW�WR�KLJKOLJKW�6/7V¶�

responsibility and capability to promote inclusion. The increased financial autonomy 

of schools can facilitate them to independently commission academic and wellbeing 

services to support inclusion (Davies et al. 2021). However, some schools do not 

invest in this. This was evident in the present study whereby leaders were reluctant 

WR�PDNH�D�ILQDQFLDO�µVDFULILFH¶�DQG�LQYHVW�LQ�FROOHJH�SODFHPHQWV�IRU�VWXGHQWV�ZLWK�

DGGLWLRQDO�QHHGV�ZKR�PD\�EH�DW�ULVN�RI�3(;��JLYHQ�WKDW�LW�ZRXOG�QRW�µFRXQW�IRU�WKH�

VFKRRO>V@¶�OHDJXH�WDEOHV��$QQH��6FKRRO�$��3RVLWLRQ������ In support of this, leaders in 

the Partridge et al. (2020) study reported that government reforms to reduce 

vocational qualifications contribute to rising PEX rates, this was a provision that DfE 

(2019d) considered a protective factor against PEX. 

The actualisation of leaders successfully taking up this duty to invest in their 

YP was strengthened by the academic success of inclusive schools, which operate 

despite neoliberal ideologies and limited financial systems (Fuller, 2018). 

Furthermore, Williams-Brown and Jopling (2020) reported that neoliberal ideologies 

claim to benefit schools by promoting VWXGHQWV¶�ZRUN�HWKLF��DFDGHPLF�VXFFHVV�DQG�

entrepreneurialism, enabling economic growth for the country. In addition, the 

privatisation of public health services is said to promote individual choice and 

autonomy, reducing the necessity for government input (Harvey, 2005). This may 

suggest that performative pressures and inclusion can be compatible for those who 

create the structures to support them. However, it is important to note that some 
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headteachers who uphold their inclusive responsibilities do so to the detriment of 

their schools positioning on league tables because they were reportedly more 

concerned wLWK�LPSURYLQJ�SXSLO�ZHOOEHLQJ�WKDQ�WKH�VFKRRO¶V�DFDGHPLF�UHSXWDWLRQ�

(Fuller, 2018). Nevertheless, these alternative perspectives may instill hope within 

the educational system and evoke questions about what other factors SLTs attribute 

to the PEX of students with SEMH needs at the school level. This is considered next.  

5.4.2.2 Exosystem Summary 

7KLV�VHFWLRQ�KLJKOLJKWHG�WKDW�IURP�6/7V¶�SHUVSHFWLYHV��WKH�3(;�RI�VWXGHQWV�

with SEMH needs was exacerbated by limited funding of external services, which 

contradicts government advice to utilise said expertise. Limited access to these 

services places a strain on inter-organisational relationships at the mesosystem 

considered next. 

5.4.3 Mesosystem: Inter-organisational Practices  

The mesosystem encompasses the interaction between two or more settings 

where students actively participate (see Figure 19). This section considers how SLTs 

EXLOG�DQG�PDLQWDLQ�UHODWLRQVKLSV�ZLWK�D�VWXGHQW¶V�IRUPHU�VFKRRO��IDPLO\�DQG�

therapeutic professionals (e.g. EPs, school counsellors and CAMHS) to promote 

inclusion. Variations in school proactiveness are XQGHUVWRRG�E\�%DQGXUD¶V��������

core principles of agency. Furthermore, the findings alluded to a possible connection 

EHWZHHQ�DJHQF\�DQG�6/7V¶�GLVFRXUse of SEMH. 

5.4.3.1 SLTs Proactiveness: Intentionality and Self-Reactiveness 

7KH�YDULDWLRQ�LQ�6/7V¶�DSSURDFKHV�WR�SURPRWing inclusion can be understood 

E\�UHIHUULQJ�WR�%DQGXUD¶V�QRWLRQ�RI�µFROOHFWLYH�DJHQF\¶���������+H�UHJDUGHG�
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intentionality and self-reactiveness as two core principles that empower individuals to 

achieve their desired outcomes. The former is the impetus to create a plan to meet 

desired actions, and the latter is the motivation to implement and execute them 

(Bandura, 2018). Analysis of findings from the present study indicates that leaders in 

School A allude to enacting these core principles more than those in Schools B and 

C. 

In School A, SLT expressed their intention to engage students and parents 

before joining the school. It appeared that this relationship was actualised by 

deploying non-teaching, pastoral heads of year, which enabled them to respond to 

issues promptly and visit all students in primary schools ahead of transfers (see 

Section 4.4.2.2.3, 4.4.1.1.1). Perhaps this also supported their ability to informally 

engage with and relate to parents before problems arose (see Section 4.4.2.2.4). It 

appears that there were numerous benefits from this proactive approach. For 

instance, it enabled the adults at home and school to sensitively explore issues 

together. Their harmonious relationship may have facilitated sharing information 

because parents alerted members of the SLT to suspected SEMH needs of their 

FKLOG�RU�WKHLU�FKLOG¶V�SHHUV¶��6XVDQ��6FKRRO�$��3RVLWLRQ������This engagement is 

crucial as pDUHQWV�DUH�KLJKO\�LQIOXHQWLDO�LQ�WKH�GHYHORSPHQW�DQG�UHFRYHU\�RI�VWXGHQWV¶�

mental health issues (Kelly & Coughlan, 2019; Martin-Denham; 2021; 2¶5HLOO\�HW�DO���

2018). 

In addition, SLTs in this school spoke confidently about promptly detecting 

needs (James, School A, Position 48) and attending training on listening WR�VWXGHQWV¶�

needs (see Section 4.4.1.2.1.2). Similarly, Spratt et al. (2006a) found that schools 

that restructured their support teams to improve the pastoral care available to 
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students and their families were better and quicker at identifying and responding to 

difficulties.  

Conversely, School B appeared to be less intentional and more reactive to 

engaging with external organisations SLTs in this school claimed that their 

FRPPXQLFDWLRQ�DQG�HQJDJHPHQW�V\VWHPV�ZLWK�VWXGHQWV¶�IRUPHU�VFKRROV�ZHUH�SRRU. 

In School B, they reported having limited staff to visit students ahead of transfers, 

FDOOLQJ�WKH�WUDQVIHU�SURFHVV�µIODZHG¶��OHDYLQJ�WKHP�IHHOLQJ blindsided by the needs of 

students joining the school, DGPLWWLQJ�WKDW�WKH\�µFRXOG�GR�PRUH¶��/DXUD��3RVLWLRQ�����

Andrew, Position 39). Their limited self-reactiveness was evident as they spoke 

about waiting in vain to receive information from schools or parents rather than 

actively seeking it (see Section 4.4.2.1.1.1). Implications of this have been 

highlighted as poorly managed primary-secondary transfers for CYP with additional 

needs have been found to amplify problematic behaviour and lead to a PEX (Farouk, 

2017; Trotman et al., 2015).  

Leaders in Schools B and C also commented on their disjointed 

FRPPXQLFDWLRQ�ZLWK�SDUHQWV��UHIHUULQJ�WR�DQ�µHOHPHQW�RI�G\VIXQFWLRQDOLWy between the 

WKUHH�VLGHV�RI�WKH�WULDQJOH��LQ�WHUPV�RI�VWXGHQW��VFKRRO�DQG�SDUHQW¶��'DYLG�6FKRRO�%��

Position 56). Thus, it was described that adults at home and school often differed in 

WKHLU�FRQFHSWXDOLVDWLRQ�DQG�DFFHSWDQFH�RI�VWXGHQWV¶�QHHGV��FDXVLQJ�HDFh system to 

blame the other (see Section 4.4.1.3.2.2). This reportedly restricted schools from 

implementing support and, in some instances, resulted in official and unofficial forms 

of H[FOXVLRQ��)RU�H[DPSOH��/DXUD�µHQFRXUDJHG�WKHP��SDUHQWV��WR�ORRN�IRr another 

VFKRRO¶��6FKRRO�%��3RVLWLRQ�������6LPLODUO\��Dix (2017) found that home±school 

FRQIOLFW�FDQ�H[DFHUEDWH�VWXGHQWV¶�6(0+�QHHGV�DQG�SURSHO�D�3(;. Staff in School B 

desired a school-based family support worker and had previously admired the 
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parenting VHUYLFH�IRU�µWHDFKLQJ�SDUHQWV�KRZ�WR�SDUHQW¶��'DYLG��6FKRRO�%��3RVLWLRQ�

193). Because of the fragility of the home±school relationship, leadership in Schools 

B and C reported that families frequently withheld important information that would 

have changed how students were sanctioned. By their own admission, leaders in 

Schools B and C were primarily reactive to issues and demonstrated little 

intentionality. If this was the case, perhaps it was a barrier to them being self-

reactive to actualise inclusive practice by their own standards. 

5.4.3.1.1 Proactiveness and SEMH Discourse 

Educators who adopt a less-proactive approach to inclusion hold a deficit 

discourse of disability compared to those who were more proactive (Skidmore, 

2004). Those with a deficit discourse of inclusion were reluctant to make systemic 

changes regarding educational practice and professional development as opposed 

to individuals who adopt a model of disability that considers systemic influences. 

This may have parallels with findings in the current study. It is suggested that School 

A may hold values associated with the ecological model of needs because they were 

H[SOLFLW�DERXW�VWXGHQWV¶�6(0+�QHHGV�WKDW�LQWHUDFW�ZLWK�WKH�VFKRRO�HQYLURQPHQW��ZKLFK�

LQFOXGHV�VWDII¶V�NQRZOHGJH��GHSOR\PHQW��LQIluence and authority. Although Schools B 

and C have some regard for the interactive nature between a child and their 

ecosystem, their views aligned closely to a deficit model of needs. They stressed the 

requirement for medicalised treatment that the school cannot provide, perhaps 

EHFDXVH�WKH\�UHJDUG�WKHPVHOYHV�DV�µOD\PHQ¶��'DYLG��6FKRRO�%��3RVLWLRQ������

additionally, they questioned whether it was possible to teach mental health in 

VFKRROV��,QVWHDG��OHDGHUV�RIIHU�WHPSRUDU\�KROGLQJ��XVLQJ�µVWLFNLQJ�SODVWHU�

aSSURDFK>HV@¶�XQWLO�PHGLFDOLVHG�WUHDWPHQW was available (Alex, School C, Position 

64).  
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5.4.3.1.1.1 Dependency on Therapeutic Practitioners 

The deficit model of disability disempowers non-medical individuals from 

VXSSRUWLQJ�VWXGHQWV¶�QHHGV�DQG�JLYHV�XOWLPDWe authority and capability to medical 

experts (Slee, 2011). For instance, SLTs dwelled on their lack of confidence in 

H[HUWLQJ�WKHLU�DXWKRULW\�DQG�UHIHUUHG�WR�WKHPVHOYHV�DV�µOD\SHRSOH¶��RIWHQ�MX[WDSRVLQJ�

their sense of incompetency with the expertise of EPs, school counsellors and, at 

times, CAMHS, thereby placing these professionals in the expert role (Andrew, 

School B, Position 160). Hence, leaders spoke highly of the adaptive role of the 

school counsellor, including her responsiveness and the seamless self-referral 

system for students (see Section 4.4.2.3). This contrasted with the inflexible service 

delivery and referral process of CAMHS, although their ability to manage complexity 

was appreciated. Furthermore, SLTs desired EPs to be school-based full-time, 

become part of the school community and respond to SEMH needs as and when 

they occurred.  

2YHUDOO��6/7V�ZDQWHG�WKHVH�WKHUDSHXWLF�SUDFWLWLRQHUV�WR�PHQG�DQG�µUHVFXH¶�

students and staff (Dorothy, School B, Position 156). This may be interpreted as 

another example of a reduced sense of agency to promote inclusion that reduced 

their motivation to facilitate inclusivity. Likewise, in the literature, the input of external 

VWDII�UHGXFHG�WKH�HGXFDWRUV¶�VHQVH�RI�UHVSRQVLELOLW\�WR�VXSSRUW�VWXdents with mental 

health needs (Spratt et al., 2006b). Such findings suggested an over-reliance on 

mental health professionals, thereby creating dependency.  

Dependency can be regarded as a defense response to a perceived 

threatening situation, causing relLDQFH�RQ�RWKHUV�IRU�VXUYLYDO��%LRQ���������%LRQ¶V�

(1961) theory explained that when this dependency state was unsuccessful, staff 

PD\�JR�LQWR�µIOLJKW�PRGH¶��ZKLFK�UHIHUV�WR�µD�FRPSOHWH�DYRLGDQFH��GHQLDO�DQG�JLYLQJ�XS�
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of the task and of the role (Dowling & Osborne, 2003, p. 24). In the present study, 

WKLV�µJLYLQJ�XS¶�PD\�H[LVW�LQ�WKH�IRUP�RI�D�3(;��$OH[�KHVLWDQWO\�VWDWHG�WKDW�D�3(; was 

D�VFKRRO�µ�������JLYLQJ�XS�������FRPLQJ�WR�WKH�HQG�RI�ZKDW�WKH\¶UH�DEOH�WR�GR�������¶��6FKRRO�

C, Position 260). Similar findings were identified in the literature, whereby Spratt et 

al.(2006b) found that dependency enables a staff group to maintain their 

H[FOXVLRQDU\�SUDFWLFH��7KH�DXWKRUV�GUHZ�RQ�WKH�%RXUGLHXVLDQ�QRWLRQ�RI�µSURIHVVLRQDO�

KDELWXV¶�WR�H[SODLQ�WKDW�WKLV�UHSURGXFHV�WKH�VFKRROV¶�VRFLRFXOWXUDO�FRQGLWLRQV��see 

Section 2.4.3.1). Alternatively, the Timpson Review of School Exclusions (DfE, 

2019b) recommended that school staff should work alongside agencies, learn from 

them and jointly solve problems. This may improve SLTs¶�VHQVH�RI�DJHQF\�UDWKHU�

than take on the role of a saviour. This practice was more apparent in School A than 

Schools B and C. Such discrepancies in the practices of these schools may also 

reflect the school context; School A had fewer number of CYP with SEMH needs that 

Schools B and C (see Table 8), this lower level of need may enable them to create 

systems that are more adaptive and cause them to be less reliant on external 

services.  

5.4.3.3 Mesosystem Summary 

Although all schools seem to value inter-organisational collaboration, School 

A appears to have implemented systems to accomplish this. It is proposed that this 

was facilitated through the core elements of agency, namely intentionality and self-

reactiveness. Whilst the senior leaders in Schools B and C noted that they ought to 

improve their relational systems, other barriers may include their possible deficit 

discourse, which impedes their sense of agency. 
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5.4.4 Microsystem: Containing Relationships for Students 

The microsystem is concerned with studHQWV¶�LPPHGLDWH�HQYLURQPHQW��VXFK�DV�

the school and includes their interpersonal relationships within this social context 

(see Figure 19). SLTs appear to value relationships and thus call on tutors, role 

models and EPs to provide emotional support for students. This is explained using 

%LRQ¶V��������QRWLRQ�RI�FRQWDLQPHQW� 

5.4.4.1 Theoretical Framework: Containment (Bion, 1962) 

&RQWDLQPHQW�LV�WKH�HPRWLRQDO�SURFHVVLQJ�DQG�UHWXUQLQJ�RI�FKLOGUHQ¶V�QHHGV�E\�

a caring adult (Bion, 1962). For instance, in the original theory, an infant projects 

intolerable feelings of being upset or experiencing pain to its primary caregiver 

(mother). She offers containment by empathising and processing the feelings to 

return them to an adapted, healthier condition through acknowledging, reassuring 

and soothing the infant. The infant reintegrates the (new) emotion as its own, thus 

H[SHULHQFLQJ�FRQWDLQPHQW��$�FDUHU¶V�IDLOXUH�WR�GR�WKLV�EHFRPHV�XQFRQWDLQLQJ�IRU�WKH�

child resulting in feelings of bewilderment and being overwhelmed (Bion, 1962). 

In the present study, SLTs highlight the importance of students engaging in 

empathetic, relatable conversations to make sense of confusing or overwhelming 

feelings that come with SEMH needs. They believed that these relationships can 

countHUDFW�LVVXHV�UHODWHG�WR�D�µG\VIXQFWLRQDO�IDPLO\¶��DOO�RI�ZKLFK�FRQWULEXWH�WR�6(0+��

Leaders also believed that this enabled students to process their academic struggles 

and communication difficulties. Perhaps this can be likened to a form of containment. 

Supporting literature has identified that during the secondary school phase, 

containing relationships can allow the student to develop expressions for previously 

suppressed feelings and experiences, thus enabling them to develop the ability to 
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contain and think about their emotions and behaviour (Hulusi & Maggs, 2015). This 

may directly affect improving their behaviour because relationships that are nurturing 

or provide emotional holding can be the determining factor that prevents a PEX 

(Warin, 2017). Furthermore, these caring relationships have been found to help 

students resolve difficulties, enable them to develop trusting, safe and secure 

relationships, improve their academic progress, overall wellbeing and deter a PEX 

(DFE & PHE, 2021; Geddes, 2006; Langford et al., 2014, Razer, 2017). 

/LNHZLVH��%URQIHQEUHQQHU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�HPSKDVLVHG�

SRVLWLYH�UHODWLRQVKLSV�EHWZHHQ�WKH�FKLOG�DQG�VLJQLILFDQW�DGXOWV�WR�LPSURYH�WKH�&<3¶V�

development. These ought to be individuals with whom the child has established an 

emotional attachment (Bronfenbrenner, 1973, 1979). The benefits of this relationship 

were increased if the bond is reciprocal and permanent, and the adult has adequate 

skills to understand them and encourage them to transfer the skills to other 

relationships (Rosa & Tudge, 2013); this may be the role of form tutors. 

5.4.4.1.1 Form Tutors 

In the present study, SLTs viewed a VWXGHQW¶V�IRUP�tutor as well placed to 

provide containment for those with SEMH needs; this was facilitated by their frequent 

and consistent contact, which provided familiarity, enabling them to build a bond over 

time (see Section 4.4.2.2.1). In support of this, Warin (2017) noted that daily contact 

between students and school staff leads adults to dHYHORS�D�IRUP�RI�µGHHS�FDUH¶��S��

196). These relationships can ultimately promote inclusion and minimise the 

prospect of a PEX (Lippard et al., 2018; Partridge, 2012; Razer & Friedman, 2017). 

In the present study, students were encouraged to confide in their tutors about 

GLIILFXOWLHV�DV�WKHLU�µILUVW�SRLQW�RI�FDOO¶�DV�VRRQ�DV�LVVXHV�RFFXUUHG��6LPRQ��6FKRRO�%��

Position 134).  
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Furthermore, tutors were deemed responsible for identifying and investigating 

the early onset of needs before sharing these emerging difficulties with their SLT to 

trigger a process of support (see Section 4.4.2.2.2). Consistent with these findings, 

government guidance suggested a growing responsibility for staff to detect the early 

signs of mental health needs (PHE, 2021). This was partly due to daily contact 

(House of Commons Health and Education Committee, 2017). Similarly, Spratt et al. 

(2006a) noted that developing caring relationships enable better identification of 

needs for a student who appears withdrawn. 

However, the expectation for tutors to identify and investigate needs was not 

unanimous within the present study or in the literature. Some leaders in the present 

VWXG\�VSRNH�RI�OLPLWDWLRQV�UHODWLQJ�WR�D�WXWRU¶V�WLPH��FDSDFLW\��DELOLW\��FRQILGHQFH�DQG�

role responsibilities (see Section 4.4.2.2.2). These views were also identified in the 

literature (Corcoran & Finney, 2015; Martin-Denham��������2¶5LOH\�HW�DO���������

Spratt et al., 2006b). However, in isolation, training was unlikely to enable staff to 

become confident or have the resilience to manage the extent of SEMH needs (See 

Section 4.4.2.2.1). Psychologists in particular, have noted the negative impact of 

teachers wellbeing when supporting students social-emotional needs (Ellis, 2018; 

Hulusi & Maggs, 2015; Jackson, 2002; Partridge, 2012) and the negative impact that 

this can have on teachers thinking capacity (Moore, 2017).  

5.4.4.1.2 Mentors and Role Models 

Members of the SLTs in the present study alluded to trained mentors and 

casual role models being able to provide containment for students by being easily 

accessible, offering emotional safety and sharing relatable experiences (see Section 

4.4.2.3.3 and 4.4.2.2.5). /HDGHUV�SHUFHLYHG�UHODWDEOH�VWXGHQWV�DV�µPRUH�HIIHFWLYH¶�

than adults at making a positLYH�GLIIHUHQFH�WR�VWXGHQWV¶�IXWXUH�EHKDYLRXU�(Samantha, 
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School A, Position 129). Therefore, across Schools A and C, the helpful nature of 

relatives and older students was drawn on as a form of early intervention to prevent 

a PEX. 

In School C, there was an emphasis on ensuring students had a trusted adult 

with whom they felt HPRWLRQDOO\�µVDIH¶�DQG�µDW�HDVH¶��5LFN��3RVLWLRQ������$OH[��

Position 158). Staff commented that this form of containment was used instead of 

formal mentoring primarily due to staff shortages. 

However, challenges to this type of support may arise because untrained 

staff, sixth-formers and family role models may lack the skills to notice and manage 

entrenched issues. As noted from the data, families have their own needs and may 

be unable to provide a nurturing environment (see Section 4.4.1.3.1). Perhaps 

relying on these individuals to act as mentors was a consequence of the limited 

funding for LA services and the privatisation of social services, leaving the 

community to volunteer to tackle societal issues (Giroux, 2009). 

5.4.4.1.3 Educational Psychologists 

Many leaders VSRNH�KLJKO\�RI�(3V¶�VNLOO�set; however, there were barriers to 

their level of responsiveness (see Section 4.4.2.3.3). Leaders alluded to EPs 

possessing the psychological expertise to provide containment for YP by developing 

UHODWLRQVKLSV�ZLWK�WKHP��7KLV�DFNQRZOHGJHPHQW�RI�(3¶V�WKHUDSHXWLF�UROH�LV�

encouraging because they have previously been branded as primarily providing 

cognitive assessments, leaving clinical psychologists, counsellors and CAMHS 

practitioners to support wellbeing (Boyle & Lauchlan, 2009). However, the data 

showed that EPs had not adapted far from their traditional roles as providing 

psychological assessment. SLTs believed that EPs statutory duties meant that they 

were disconnected from the school organisation and its needs; this was 
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compounded by their physical location (off the school site). Leaders explained that 

(3V¶�LQDELOLW\�WR�WDNH�XS�WKLV�FRQWDLQLQJ�UROH�UHVXOWHG�LQ�3(;�IRU�VRPH�VWXGHQts (see 

Section 4.4.2.3.3); similar findings were identified by Burton et al. (2009). 

5.4.4.2. Containment for SLT 

Perhaps members of SLTs also felt a sense of containment or relief knowing 

that teachers, PHQWRUV�DQG�(3V�VXSSRUW�VWXGHQWV¶�QHHGV��7KHy understood that 

students and school staff would likely struggle with their unmet needs without 

relationships of this nature. Bandura (2018) referred to this as proxy agency, which is 

delegating duties to others (with more knowledge, influence or power) to reach the 

acquired goal; in this case, it facilitates inclusion. Perhaps proxy agency or 

outsourcing support to provide containment is the result of limited collective agency; 

nevertheless, it may enable SLTs to regain a sense of agency because they were 

nearing their goal of inclusion (Bandura, 2018). 

5.4.4.4 Microsystem Summary 

This section has highlighted that collectively, SLTs valued containing 

relationships for those with SEMH needs; they suggested that this emotional holding 

was an antidote to pressures at all ecosystem levels and reduced the likelihood of a 

PEX. However, barriers exist in WHDFKHUV¶�emotional capacity��PHQWRUV¶�skill set and 

the limited EP time. It is suggested that difficulties navigating through these tensions 

FRQWULEXWH�WR�6/7V¶�OLPLWHG sense of collective agency to promote inclusion. 

5.5 Recommendations for Practice  

This section draws on the research implications to generate suggestions that 

may improve policy and practice regarding inclusion for students with SEMH needs 
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at risk of PEX. Here, recommendations consider the interactions between and within 

layers of the ecosystem; this is considered the most useful for improving mental 

health policy and practice, as Eriksson et al. (2018) stated. 

5.5.1 Macrosystem  

A radical change to UK education is required to address the tension between 

performative pressures and inclXVLRQ��WKLV�FRXOG�EH�DFWLYDWHG�E\�D�µWRS-GRZQ¶�RU�

µERWWRP-XS¶�DSSURDFK��7KH�IRUPHU�DSSURDFK�ZRXOG�UHTXLUH�dismantling oppressive 

government policies and practices based on neoliberalism (Fuller, 2019). This 

necessitates a shift in education culture to one that values performativity and 

inclusion equally, a feature that should EH�UHIOHFWHG�LQ�WKH�'I(¶V�LGHRORJLHV��

incentives, policies and guidance. This shift may include a language change, from 

that which pathologises students to more ecologically induced terms that consider 

YPs interaction with their ecosystem. The challenges of these adaptations were not 

underestimated; thus, it may be a joint task for wellbeing practitioners, educators and 

governed policymakers. It is also acknowledged that these are optimistic yet unlikely 

recommendations considering the financial benefits of neoliberalism to the elite, both 

nationally and globally (Harvey, 2005). Nevertheless, these changes are necessary. 

Alternatively, a µbottom-up¶ approach would require SLTs to pursue freedom 

from oppression by ejecting what Freire (2005) regarded as the internalised image of 

the government. This could be achieved by SLTs taking collective action to oppose 

QHROLEHUDO�LGHRORJ\�WKURXJK�µhidden forms of UHVLVWDQFH¶��)XOOHU��������S�������

Practically, this may require leaders to consider counter-discourses to performativity 

and to introduce new narratives through adopting more inclusive language 

(Anderson & Cohen, 2015). Additionally, it might involve developing a pathfinder 
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scheme with a school or an LA to undertake these systemic changes. This would 

require substantial external support and guidance, perhaps leading to action 

research study to further knowledge and influence practice. This may be a form of 

SLTs taking up their sense of autonomy and responsibility for inclusion, perhaps 

reducing their internal conflict regarding PEX. 

5.5.2 Exosystem  

Central and local governments must resource the aforementioned socio-

political changes to enable implementation. This would facilitate a curriculum 

targeted towards creating well-rounded individuals increased contact time between 

schools and services, such as CAMHS and EPS, allowing for greater support for the 

school system. As such, the DfE pledged to fund doctorate training for an additional 

600 trainee EPs each year from 2020 (Zahaw, 2019). However, this may have little 

impact on traded time if SEND continues to be overwhelmed with statutory work and 

requires EP advice. Therefore, strategic planning for the deployment of this staff is 

LPSRUWDQW��$GGLWLRQDOO\��WKH�/$V¶�PHWKRG�RI�IXQGLQJ�VWDWXWRU\�DVVHVVPHQWV�IRU�WKRVH�

at risk of PEX whilst in their host school should be better advertised, and schools 

should be encouraged to utilise it; if successful, this could be rolled out nationally.  

5.5.3 Mesosystem  

To improve inter-organisational practices, leaders who believed their school 

has an effective system could VKDUH�WKHLU�VWUDWHJLHV�RI�µZKDW�ZRUNV¶�ZLWK�RWKHU�

secondary schools experiencing considerable challenges. This may cover practices 

such as accessing pupil information from former schools, the deployment of heads of 

year, parental engagement and expectations of external services. Where schools 

face unique challenges due to variations in demographics or ethos, it may be the role 
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of the EP to support strategic planning, (re)building relationships and practical 

planning to address organisational barriers to implementing more proactive systems 

(Chidley & Stringer, 2020).  

5.5.4 Microsystem 

In line with suggestions from the literature, school leaders may benefit from 

making deep-rooted systemic changes to their overly academic ethos that 

disadvantages students with SEMH needs (McKeon, 2020; Sprat et al., 2006a). As 

agents external to the school system but have access to the internal mechanisms, 

EPs can help DOWHU�WKH�VFKRROV¶�KRPHRVWDVLV�DQG�FKDQJH�WKH�VWDWXV�TXR��%HDYHU��

2011; Dowling, 2018). Their unique role permits them to µFKDQJH�SHUFHSWLRQV¶�DQG�

µSURPRWH�DZDUHQHVV¶�ZLWKLQ�WKH�V\VWHP��%36��������S������7KLV�PD\�EH�DFKLHYHG�E\�

challenging the within-child narrative of SEMH needs by drawing on relational (Nash 

& Schlosserb, 2015) and ecosystemic (Watkins & Wagner, 2001) psychological 

paradigms rather than behaviourist approaches. These systemic narratives can be 

UHIOHFWHG�LQ�VWDWXWRU\�UHSRUWV�E\�LQFOXGLQJ�D�VHFWLRQ�RQ�µV\VWHPLF� environmental/ 

FRQWH[WXDO�LVVXHV¶�as recommended by Buck (������S��������7R�LPSURYH�6/7V¶�

practice, EPs may also support the development of positive behaviour management 

skills and strategies and writing and reviewing policies for inclusion and behaviour 

(Hatton, 2013; Jones et al., 2013).  

Training and supervision for SLTs may improve their understanding and 

confidence regarding SEMH. In turn, this may increase SLTs sense of agency to 

promote inclusion and reduce their dependency on external services. However, this 

must be combined ZLWK�PDFURV\VWHPLF�UHFRPPHQGDWLRQV��DQG�LQGLYLGXDOV¶�UROHV�DQG�

responsibilities must be clearly stated. EPs are well placed to provide this training 
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and to empower staff by working closely with leadership and enhancing their sense 

of self-efficacy around inclusion and behaviour management skills (Hatton, 2013).  

Supervision is also recommended to support form tutors process unconscious 

projections from students and unconscious feelings associated with the emotions of 

the task, this is something which EPs have successfully provided through 

supervision and work discussion groups which has enabled staff to reflect on their 

practice and feel heard (Callicott & Leadbetter, 2013; Ellis & Wolfe, 2019). 

Complementary research states that support for teachers can reduce the risk of 

them becoming emotionally exhausted (compassion fatigue) and over-identified 

(projectivH�LGHQWLILFDWLRQ��ZLWK�VWXGHQWV¶�HPRWLRQDO�SDLQ��(YDQV��2013; Showalter, 

2010). This may enable staff to feel supported and better able to provide emotional 

holding for students; this is referred to as container-contained (Bion, 1962). While the 

benefits of this have been reported, D�VFKRRO¶V�capacity to provide this level of 

investment (in training or supervision) may be contested by macrosystemic 

performative pressures that prioritise attainment over inclusion. 

5.6 Dissemination Strategy 

The aim of disseminating this research is to raise awareness and improve 

policy and practice regarding the inclusion and PEX of students with SEMH needs. 

To achieve this, the research will be dispersed to stakeholders at all levels of 

%URQIHQEUHQQHU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�beginning with those closest to 

YP before sharing it with governmental policy makers. During this process the 

anonymity of schools and the LA will be maintained. 
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5.6.1 Microsystem  

This research will be presented to the SLT in each participating school. Staff 

will have the opportunity to discuss the findings in relation to their school¶s policy and 

practice. SLTs will also have first refusal to partner with the researcher to discuss 

this research with stakeholders in the exosystem (LA practitioners, local member of 

parliament) and macrosystem (the DfE).  

5.6.2 Mesosystem  

This research will also be presented and discussed at the LA FAP meeting 

where the impetus of this research derived. It is envisaged that sharing this 

information may aid headteachers in their collective problem solving at a systemic 

rather than individual child level.  

In addition, WKLV�UHVHDUFK�ZLOO�EH�VKDUHG�DW�WKH�/$¶V�VHUYLFH�GD\V which are 

attended by professionals from CAMHS, SEND service, EPS, school improvement 

team and behaviour support services. It is envisaged that these findings will improve 

collaborative practice (pertaining to inclusion) between school and agency personal. 

Additionally, it may enable external professionals to reflect how their organisation 

contributes to inclusionary and exclusionary practices creating potential for within 

service problem-solving.  

5.6.3 Exosystem  

At an LA level, it is the UHVHDUFKHU¶V intention to share the research with local 

members of parliament in writing and/or by attending surgeries where concerns and 

amendments to current policies are heard. It is hoped that there will be an 

opportunity to present a proposed policy briefing pertaining to the PEX of YP with 
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SEMH needs. This may require support from individuals with experience in policy 

writing in addition to school leaders and EPs (particularly in the focus LA) who have 

a vested interest in seeing change. It would be prudent to accentuate the wider 

social and financial benefits of inclusion so that the findings resonate with 

stakeholders in the political sphere who operate within the neoliberal market. It is 

hoped that the support from a member of parliament will champion a change in 

policy and practice locally and then nationally when approaching the DfE.  

5.6.4 Macrosystem 

Presenting this research to the DfE is fundamental to action policy change at 

a national level. Therefore, this research will be shared with the Minister for Children 

and Families who is responsible for SEN, mental health, disadvantaged and 

vulnerable children. In addition, the Secretary of State for Education who oversees 

school improvement and the curriculum will be contacted. It is hoped that DfE will 

reconsider the conflicting policies which simultaneously promote PEX and support 

for those with SEMH needs under a neoliberal government. It is envisaged that the 

traction gathered by stakeholders in the microsystem, mesosystem and exosystem 

throughout the aforementioned dissemination process will further support the need to 

revise contradictory policies (and therefore practices) which disadvantage those with 

SEMH needs.   

Finally, LW�LV�WKH�UHVHDUFKHU¶V�LQWHQWLRQ�WR�SXEOLVK�D�FRQGHQVHG�YHUVLRQ�RI�WKLV�

research in a peer-reviewed journal. Appropriate journals relating to inclusion and EP 

SUDFWLFH�DUH�WKH�µ-RXUQDO�RI�(PRWLRQDO�DQG�%HKDYLRUDO�'LVRUGHUV¶�DQG�µ(GXFDWLRQDO�

3V\FKRORJ\�LQ�3UDFWLFH¶��,Q�DGGLWLRQ��SXEOLVKLQJ�WKLV�UHVHDUFK�LQ�DQ�RSHQ�DFFHVV�

MRXUQDO�VXFK�DV�µ,QWHUQDWLRQDO�-RXUQDO�RI�/HDGHUVKLS�LQ�(GXFDWLRQ¶�ZLOO likely maximise 
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the articles discoverability and increase readership of the article. It is envisaged that 

disseminating the research in this way will benefit a range of professional who work 

within the education, psychology, political spheres, and perhaps even attract the 

attention of funding agencies to support the future vison of this research (as cited in 

Section 5.9).  

5.7 Methodological Considerations of Research  

There were several methodological strengths and limitations of this research 

during sampling data gathering, data collection and reporting of findings. 

5.7.1 Reflection on the Use of the Term SEMH  

As cited in the introductory chapter, the term SEMH is highly debated. 

Therefore, its meaning may have unintentionally differed throughout the thesis. For 

instance, it is possible that SLTs were referring to students with unidentified needs 

who portrayed similar observable behaviours to those with recognised difficulties; 

this was raised within the data (Mary School A, Position 67; Alex, School B, Position 

51). Consequently, some of the data may have reduced comparability. Nevertheless, 

this was expected because implicit in inclusion issues are different interpretations 

and conceptulisations of needs (Dimitrellou et al. 2020; Martin-Dehnam, 2021). 

5.7.2 Sampling: School Selection 

Selecting schools with differential PEX rates was an effective strategy that 

allowed for comparing the divergent viewpoints about inclusion (Dimitrellou et al., 

2020; Malmqvist, 2016; Munn et al., 2000; Parsons, 2009c). This approach was 

particularly useful in illuminating the contrast between School A and Schools B and 

C, which enabled the researcher to draw on some of the practices of School A within 
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the recommendations. However, caution should be taken when considering the 

DFFXUDF\�RI�HDFK�VFKRRO¶V�3(;�UDWHV due to off-rolling. (Dimitrellou et al., 2020; Done 

& Knowler, 2020).  

Furthermore, although there had been some efforts to recognise the different 

views and practices across schools, any reports of these or suggestions that follow 

are tentative based on one perspective of many (Bhaskar, 2008). Thus, it is 

LPSRVVLEOH�WR�GUDZ�GHILQLWH�FRQFOXVLRQV�DERXW�WKH�VFKRROV¶ values or practices, such 

supposition are beyond the philosophical stance and aims of this research.  

5.7.3 Data Gathering: Heterogeneity Between Focus Groups 

Caution must be taken when considering the views of School C because they 

may not be representative of the entire leadership team as only two members of the 

SLT participated (see Section 3.6.2.2). The researcher decided to continue with data 

gathering because rescheduling or recruiting another school at the end of the term 

would have had detrimental effects on the research schedule. This highlights the 

logistical pressures and realities involved in conducting real-world research with 

complex organisations (Fidan, 2017).  

An implication of gathering the views of only two leaders in School C was that 

the views of other leadership members (e.g. heads of year and the SENCo) were not 

heard. This may have limited the possibility of gathering rich data pertaining to 

students academic progress and SEN, despite this the information provided by the 

two participants appeared insightful. An additional implication of conducting the focus 

group with only Alex and Rick is that their voices are fairly dominant within the 

findings and discussion chapter, these must be read with caution as they do not 

represent the entire SLT. 
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Interestingly, Table 9 shows that although School A had the most members of 

senior leaders (12), their focus group was the shortest in duration (41 minutes) in 

comparison to Schools B and C who had less staff (8 and 2 respectively), yet their 

focus groups lasted longer (77 and 65 minutes respectively). This variability is 

explained by the fact that School A had less to discuss than the other two schools. 

This is unsurprising given 6FKRRO�$¶V low rates of PEXs and relatively harmonious 

relationships with systems external to the school. In contrast, leaders in Schools B 

and C, engaged in in-depth discussions about their numerous PEXs and the 

challenges they experienced with parents and agencies, this rich discussion 

extended the length of the focus groups.   

5.7.4 Data Analysis: Quantity of Themes 

In line with advice from Braun and Clarke (2006), the themes tell a good story 

of the data, however when taking this thesis forward to dissemination it will be 

beneficial to condense and synthesise the themes to enable readers to consider the 

key aspects of the data more holistically.  

5.7.5 Findings: Contribution to the Knowledge Base  

7KH�DSSOLFDWLRQ�RI�%URQIHQEUHQQHU¶V��������HFRORJLFDO�V\VWHPV�WKHRU\�has 

illuminated the interrelated dynamics that reproduces PEX for CYP with SEMH 

needs at each layer of the ecosystem. It is hoped that presenting the findings within 

this theory highlights that contributory factors towards PEX are not located within one 

layer of an ecosystem but include all; this may go some way to reducing the negative 

stigma of PEX on students. These findings invite stakeholders at all levels to reflect 

on the contribution of their system, thereby increasing consciousness of SEMH and 

PEX. In a more practical sense, this awareness may enable individuals to avoid 
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contributing to or being a bystander to the depoliticisation of SEMH. Instead, one 

may be able to problematise the social context, thereby moving away from purely 

individualised and medicalised narratives and intervention models. This is an 

important finding for the focus LA in the context of their objective to address the high 

rates of PEX for those with SEMH needs. 

The findings of this research have also addressed gaps in the literature (see 

Section 2.5) regarding SLTs views and practices concerning relationships as 

facilitators of inclusive practice at the mesosystemic and microsystemic levels. The 

findings of this research have also confirmed features within the literature about 

macrosystemic and exosystemic pressures but within the current sociopolitical 

climate. These confirmatory findings indicate that despite the reforms to inclusive 

policy and practice, many of the issues that hindered inclusion in 2006 and 2009 as 

SHU�6SUDW�HW�DO�¶V������D������E��DQG�%XUWRQ�HW�DO.¶V�����09) studies are present 

approximately a decade later. 

����5HVHDUFKHU¶V�5HIOHFWLRQV� 

Reflections will be written in the first person to illuminate the experiences of 

conducting this research. In line with BPS (2018) practice guidelines that EPS ought 

to be aware of their belief systems, I developed a reflexive stance through ongoing 

self-critique and self-appraisal to understand the impact of self on the research 

(Denzin & Lincoln, 2017). This subjectivity is innate in qualitative research because I 

am not a µEODQN�VODWH¶��0\�UHVHDUFK�LV�LQIOXHQFHG�E\�P\�LGHQWLW\�DQG�VKDSHG�E\�

personal and professional thoughts, assumptions, values and experiences (Dey, 

1999). To consider how my positionality affected the research±researcher dynamics 

(Corlett & Mavin, 2017), I reflected on the work of Burnham (2013). He discussed 
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VRFLDO�JUDFHV��RZLQJ�WR�RQH¶V�JHQGHU��JHRJUDSK\��UDFH��UHOLJLRQ��DJH��DELOLW\��

appearance, class, culture, ethnicity, education, employment, sexuality, sexual 

orientation and spirituality. Of particular pertinence were my education, employment, 

gender, and race. My position as a black Caribbean female instructing and 

facilitating discussions with predominantly Caucasian male participants challenged 

society's ethnic and gender power discourses; white males are typically in a position 

of authority over black females (Marshall, 2001). I was mindful that this social 

disruption of me leading the focus groups could be challenged, resulting in my 

feelings of inferiority, losing control and SLTs dominating the direction of the focus 

groups (Odendal & Shaw, 2002). I also wondered how these dynamics affected 

leaders responses to me²for instance, whether my marginalised position mirrored 

that of students with SEMH needs. I remained critically reflexive about the dynamics 

between our different cultures and how it may influence the research process 

(Thambianathan & Kinsella, 2021). I also remained in control by preparing and being 

knowledgeable about my topic and the situation I found myself in.  

Conversely, I wondered whether members of the SLTs may have viewed my 

professional role as one of power, influencing them to respond positively about the 

EPS to maintain positive inter-agency relationships. Related to this, they may have 

provided pro-inclusion responses due to a presumption that this aligns with my 

professional views. To mitigate against these potential power dynamics, I 

emphasised my curiosity as a student and enabled participants to take the expert 

role to inform me about their views and practices, thus seeking to adopt and maintain 

an authentic, non-judgmental stance to promote honesty and openness (Schein, 

2004). I also drew on the teaching of Reed (2001), who proposed that roles need to 
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be searched for rather than found; thus, I utilised supervision to help me navigate the 

emotional turbulence of developing a new role (Woods et al., 2015) as a researcher.  

5.8.1 Personal and Professional Learning  

I have gained a wealth of knowledge regarding the value of conducting 

research and the necessity of diligence and critical thinking at each stage, skills that 

will aid future research. This has taken me on a teachable journey of grappling with 

new ideologies such as neoliberalism and collective agency, which has increased my 

awareness of the sociopolitical factors within EP practice as advised by BPS (2018). 

,Q�SDUWLFXODU��WKH�QRWLRQ�RI�6/7V¶�ODFNLQJ�FROOHFWLYH�DJHQF\�FRQWUDVWV�ZLWK�P\�LQLWLDO 

assumption at the outset of the study that SLTs were autonomous and powerful. 

Therefore, the findings that leaders may be disempowered was unexpected. 

Through this, I have learned the importance of being willing to challenge my 

assumptions and uncertainty until meaning emerges (Etherington, 2004). Overall, 

the research journey has highlighted the importance of remaining focused and 

determined despite difficulties.  

5.9 Directions for Future Research  

As an exploratory study, this research has provided insights into the PEX of 

students with SEMH needs. Further explanatory research may enhance the findings 

and provide more conclusive results to this preliminary research. This may include 

an ethnographic approach into the practices of School A to explain what they do to 

promote inclusion, given their low reported PEX rates and reportedly effective and 

proactive systems. Using a grounded theory approach to generate an explanatory 

theory to develop a theoretical framework for practice may be of use. Nilholm (2020) 
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states that it is important to have theories about inclusion to improve practice and 

promote the use of case studies of particular schools to achieve this.  

Finally, given the increased global attention on mental health following the 

COVID-19 pandemic, it may be insightful to replicate this study to understand 

whether and or how the pandemic has shaped RU�FRQWULEXWHG�WR�6/7V¶�YLHZV�DQG�

practices on this topic and whether new research and government policy on SEMH 

DQG�3(;�LQIOXHQFH�6/7V¶�views practices (DfE,2021f; UK Parliament, 2020).  

5.10 Chapter Summary  

7KLV�VWXG\�VHW�RXW�WR�H[SORUH�6/7V¶�YLHZV�DQG�practices regarding the 

inclusion and PEX of students with SEMH needs. Key findings highlight the tension 

between performative pressures and inclusion. Framing the findings of this study 

ZLWKLQ�%URQIHQEUHQQHU¶V��������HFRORJLFDO�PRGHO�UHYHDOV�KRZ�D�FRPSOH[ series of 

IDFWRUV�IURP�ERWK�RXWVLGH�DQG�ZLWKLQ�VFKRROV��LPSDFW�RQ�6/7V¶�SHUFHSWLRQV�DQG�

practices concerning this topic. This research has found that SLTs primarily view 

3(;�GXH�WR�PDFURV\VWHPLF�SHUIRUPDWLYH�SUHVVXUHV�WKDW�UHVWULFW�WKH�VFKRROV¶�LQFOXVLYH�

ethos. This is exacerbated by a decrease in LA funding of services to support 

inclusion at the exosystem. It appears that these macrosystemic and exosystemic 

IDFWRUV�UHGXFH�6/7V¶�VHQVH�RI�FROOHFWLYH�DJHQF\�WR�SURPRWH�LQFOXVLRQ��7KH\�DWWHPSW�

to regain this by establishing systems and containing relationships at the 

mesosystemic and microsystemic levels. The mesosystem includes building inter-

organisational relationships between the school and therapeutic practitioners, the 

VWXGHQW¶V�IRUPHU�VFKRROV�DQG�VWXGHQWV¶�KRPHV��6FKRROV�WKDW�KDYH�D�SURDFWLYH�

approach to communicating with these systems appear to report more engaging 

relations and  report lower PEX rates than schools that appear more passive or 
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reactive in their approach. Although interesting, it is beyond the remit of this research 

to determine a causal link here. At the microsystem, SLTs state that by containing 

relationships between students and form tutors, role models therapeutic 

professionals can prevent a PEX. Whilst this may support some students, others 

remain vulnerable to PEX due to wider sociopolitical, financial and organisational 

limitations experienced within the exosystem. This highlights the tension between 

inclusion and neoliberal pressures. 

From a critical realist reflexive stance, it is evident that the PEX of students 

with SEMH needs is more intricate and layered than it appears, leaders are 

influenced by a host of factors, both observable and unobservable. This leads to 

further questions as to whether the punitive sanction of a PEX is appropriate for a 

CYP given the plethora of dynamics involved in this decision, many of which are out 

RI�WKH�VWXGHQW¶V�FRQWURO. Thus, within a multifaceted ecosystem, YP with SEMH 

needs become µFROODWHUDO�FDVXDOWLHV¶ of political, financial and social effects resulting 

in them being pushed to the social margins of society via PEX ± a practice enacted 

by SLT although governed by multiple complexities beyond their control (Bauman 

2011 p 136; Slee, 2011; Thompson et al. 2021).   
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Appendix A 

Table A  

PEX by Primary Area of SEND - Secondary Schools 2015/2016 to 2019/2020 (DfE, 2021c) 

 
SEND primary 
area of need 

2019/2020 2018/2019 2017/2018 2016/2017 2015/2016 ** 

Number 
of YPs 

excluded 
PEX rate 

Number 
of YPs 

excluded 
PEX rate 

Number 
of YPs 

excluded 
PEX rate 

Number 
of YPs 

excluded 
PEX rate 

Number 
of YPs 

excluded 
PEX rate 

Autistic 
spectrum 
disorder 

52 0.106813467 78 0.18329221 87 0.224661 66 0.184843 62 0.184546 

Hearing 
impairment 8 0.081061911 15 0.158478605 11 0.119539 15 0.164908 9 0.0999334 

Moderate 
learning difficulty 243 0.266289697 412 0.45308084 356 0.388007 377 0.393783 352 0.343612 

Multisensory 
impairment 1 0.095328885 1 0.121212121 2 0.280899 1 0.15748 0 0 

No specialist 
assessment 41 0.349829352 52 0.485527544 79 0.795569 75 0.639168 76 0.72776 

Other difficulty 
disability 52 0.207941776 92 0.373695114 108 0.430108 105 0.402592 100 0.370316 

Physical 
disability 4 0.030241173 12 0.095602294 10 0.0828089 10 0.0852079 3 0.0258242 
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Profound and 
multiple learning 

difficulty 
0 0 1 0.25974026 3 0.668151 0 0 0 0 

Severe learning 
difficulty 6 0.294261893 4 0.20746888 6 0.2886 1295 1.76611 1188 1.57859 

Social emotional 
and mental 

health 
902 0.991372204 1302 1.602994226 1306 1.73138 111 0.257284 88 0.210733 

Specific learning 
difficulty 128 0.145350488 269 0.315014111 6 0.2886 4 0.19802 4 0.187178 

Speech 
language and 

communications 
needs 

79 0.154053158 107 0.224912767 124 0.274963 263 0.312563 201 0.231056 

Visual 
impairment 8 0.137646249 7 0.124444444 11 0.207391 13 0.248804 7 0.134486 

   55%  61%      
 

Note 
*Data covering the 2019/20 and 2020/21 academic years included PEX rates during the COVID-19 pandemic where many 

schools were partially or entirely closed thus comparisons to previous years should be treated with caution. 

** Low PEX data may reflect the transfer from statement of special education needs to and EHCP, may students with social 

emotional difficulties may have been using previous descriptor as per Code of Practice 2001. 
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Appendix B 

Table B 

Proportion of PEXs from Secondary Schools (DfE, 2021a) 

 
Academic 
year  

PEX from all 
school types 
(primary, 
secondary and 
special) 

PEX from secondary schools 

 Number of students  
Percentage of PEXs 
from secondary school 

2019/2020* 4269 5057 84.77 
2018/2019 7894 6753 76.58 
2017/2018 7905 6612 83.64 
2016/2017 7719 6384 82.71 

 
Note 
 
*Data covering the 2019/20 and 2020/21 academic years included PEX rates 

during the COVID-19 pandemic where many schools were partially or entirely closed 

thus comparisons to previous years should be treated with caution. 
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Appendix C 

Table C 

National PEX rates and Comparative LA Rates (DfE, 2021b) 

Academic 
Year 

PEX Rates by 
Region 

Total Rate f PEX 
(Primary, Secondary 
and Special Schools) 

Secondary Schools 

2019/2020 
National  0.06126 0.12522 

LA  Highern Lower p 

2018/2019 
National  0.09651 0.20292 

LA  Lower p Higher n 

2017/2018 
National  0.09768 0.20292 

LA  Higher n Lower p 

2016/2017 
 

National  0.09619 0.19807 

LA  Lowerp Highern 

2015/2016 
 

National  0.08443 0.17054 

LA  Highern Highern 

 

Note  

x 1XPEHU�DQRQ\PLVHG�WR�SUHVHUYH�/$¶V�LGHQWLI\ 
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Appendix D 

 

 6FKRROV¶�$FFRXQWDELOLW\�0HDVXUHV��1DWLRQDO�&ROOHJH�IRU�6FKRRO�/HDGHUVKLS��������

DfE, 2020a).  

Accountability measures  Year introduced 
Ofsted  1992 
Programme for International Student Assessment 2000 
Performance-related Pay 2013 
Progress Eight Assessments 2016 
English Baccalaureate 2017 

 
  

Table D
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Appendix E  

Table E 

Synonyms and Relevant Alternatives for Literature Review Search Terms 

 
Social emotional mental 
health 

Permanent 
exclusion 

Senior 
leadership team  

Secondary 
school 

SEMH  
"emotional and 
behavioural"  
EBD  
"social, emotional and 
behavioural"  
SEBD  
"behavioural, emotional 
and social"  
BESD  
"mental health"  
"well-being"  
"well being"  
wellbeing  
 

exclusion*  
exclud*  
suspen*  
expell*  
inclusion  
inclusive  
promotion  
barriers  
response*  
 

"school leaders"  
management* 
senior*  
headship  
leadership*  
Principal*  
Teach*  
staff*  
headteacher  
"educational 
practitioners"  
³HGXFDWLRQDO�
SURIHVVLRQDOV´ 

school  
"secondary 
phase"  
"secondary 
schools"  
"high school"  
"high schools" 
"secondary 
education" 
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Appendix F  

Table F 

 Literature Review: Inclusion and Exclusion Criteria for Publication Type 

Publication 
type 

Inclusion criteria Exclusion criteria 

Year of 
publication 

All published literature 
between 1994 and 2021 

Literature published prior to 1994 

Source type  
 Peer-reviewed academic 
journals 
 

Dissertations, books, magazines, 
discussion papers, other papers 
with no research methodology 
papers, systematic literature 
review 

Language  
Journals written in the English 
language 

Journals written in languages 
other than English 

Geographical 
location  

Studies conducted in the 
British Isles (United Kingdom 
and Republic of Ireland) 

International studies 
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Appendix G  

Table G 

Literature Review: Inclusion and Exclusion Criteria for Relevance  

 Inclusion criteria Exclusion criteria 

Type of 
publication 

All published literature between 
1994 and 2021 

Literature published prior to 
1994 

 Peer-reviewed literature  

Various types of literature such 
as magazines, dissertations, 
books, systematic literature 
reviews 

Journals written in the English 
language 
 

Journals written in languages 
other than English 

UK studies International studies 

Focus of 
study 

Social, emotional, mental health  
(or equivalent term) 
And or  
Permanent Exclusion (or 
equivalent term) and inclusion  

Other groups of needs e.g 
sensory and physical, cognition 
and learning, communication 
and interaction.  
 
Fixed term exclusions, other 
disciplinary programs and 
interventions 

Educational 
context/ 
setting  

LA maintained mainstream 
secondary school, may also 
include other types of educational 
establishments  

Academies, non ± mainstream 
secondary school e.g primary 
school only, special school, 
alternative provision, pupil 
referral unit, day units etc. 

Participants  
Senior leadership team (may 
include others) 
Teachers, teaching assistants 

Involvement of non senior 
leadership team e.g students, 
parents, other professionals etc. 
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Appendix H  

Table H 

Scoring of Title Search Results  
 

Article Title 
Author 
Publication Year Volume Issue 

SEMH  PEX SLT 
Secondary 
school 

Total 
score 
out of 
4 

Included or 
excluded 

Hind, Kristie; Larkin, Rebecca; Dunn, Andrew K. 
Assessing teacher opinion on the inclusion of children with social, 
emotional and behavioural difficulties into mainstream school classes. 
2019 66 4 

1 1 0 0 2 Excluded 

Nye, Elizabeth; Gardner, Frances; Hansford, Lorraine; Edward, 
Classroom behaviour management strategies in response to problematic 
behaviours of primary school children with special educational needs: 
Views of special educational needs coordinators. Vanessa; Hayes, 
Rachel; Ford, Tamsin 
2016 21 1 

1 1 0 0 2 Excluded 

Lehane, Teresa  

&RROLQJ�WKH�PDUN�RXW
��([SHULHQFHG�WHDFKLQJ�DVVLVWDQWV¶�SHUFHSWLRQV�RI�
their work in the inclusion of pupils with special educational needs in 
mainstream secondary schools. 
2016 68 1 

1 1 0  0 2 Excluded 
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Kelada, Lauren; Hasking, Penelope; Melvin, Glenn A. 
School response to self-injury: Concerns of mental health staff and 
parents. 
2016 32 2 

1 0 0  1 2 Excluded 

Brady, Jude; Wilson, Elaine 
Teacher wellbeing in England: Teacher responses to school-level 
initiatives. 
2021 51 1 

1 0 0 0 1 Excluded 
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Appendix I  

Table I 

Scoring of Abstract Search Results  

 Author Article Title Journal Title 
Publi-
cation 
Date 

Volume Issue SEMH PEX SLT SS 
Total 
Decision  
 

 
Armstrong, 
David 

Educator perceptions of 
children who present with 
social, emotional and 
behavioural difficulties: a 
literature review with 
implications for recent 
educational policy in 
England and internationally. 

International 
Journal of 
Inclusive 
Education 

Jul 
2014 18 7 1 1 0 1 

3 
Excluded 

 

Avramidis, 
Elias; 
Bayliss, 
Phil; 
Burden, 
Robert 

A Survey into Mainstream 
Teachers' Attitudes 
Towards the Inclusion of 
Children with Special 
Educational Needs in the 
Ordinary School in one 
Local Education Authority. 

Educational 
Psychology 

Jun 
2000 20 2 1 1 0  1 

3 
Excluded 
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Blandford, 
Sonia 

7KH�,PSDFW�RI�µ$FKLHYHPHQW�
IRU�$OO¶�RQ�6FKRRO�
Leadership. 

Educational 
Manageme
nt 
Administrati
on & 
Leadership 

Jan 
2013 41 1 0 1 1 1 

3 
Excluded 

 

Burton, 
D.M.; 
Bartlett, 
S.J.; 
Anderson 
de Cuevas, 
R. 

Are the contradictions and 
tensions that have 
characterised educational 
provision for young people 
with behavioural, emotional 
and social difficulties a 
persistent feature of current 
policy?   

Emotional & 
Behavioural 
Difficulties
  

Jun 
2009 
  

14 2 1 1 1 1 
4 
Included 

 

Burton, 
Diana; 
Goodman, 
Ruth 

Perspectives of SENCos 
and support staff in 
England on their roles, 
relationships and capacity 
to support inclusive practice 
for students with 
behavioural emotional and 
social difficulties. 

Pastoral 
Care in 
Education 

Jun 
2011 

29 2 1 1 0 1 
3 
Excluded 
 

 

Byrne, 
David; 
Carthy, 
Aiden; 

A review of the role of 
school-related factors in the 
promotion of student social 

Irish 
Educational 
Studies 

Dec  
2020 39 4 1 1 0 1 

3 
Excluded 
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McGilloway
, Sinead 

and emotional wellbeing at 
post-primary level. 

 Caslin, 
Marie 

They have just given up on 
PH¶�KRZ�SXSLOV�labelled with 
social, emotional and 
behavioural difficulties 
(SEBD) experience the 
process of exclusion from 
school. 

Support for 
Learning  

Jan 
2021 

36 1 1 1 0 1 
3 
Excluded 
 

 
Coates, 
Janine Kim 

Teaching inclusively: are 
secondary physical 
education student teachers 
sufficiently prepared to 
teach in inclusive 
environments? 

Physical 
Education & 
Sport 
Pedagogy 

Sep 
2012 

17 4 1 1 0 1 
3 
Excluded 

 

Cole, Ted; 
McCluskey, 
Gillean; 
Daniels, 
Harry; 
Thompson, 
Ian; Tawell, 
Alice 

'Factors associated with 
high and low levels of 
school exclusions: 
comparing the English and 
wider UK experience'. 

Emotional & 
Behavioural 
Difficulties 

Dec201
9 

24 4 1 1 0  1 3 
Excluded 
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Corcoran, 
Tim; 
Finney, 
Dave 

Between education and 
psychology: School staff 
perspectives. 

Emotional & 
Behavioural 
Difficulties 

Jan 
2015 

20 1 1 1 1 1 4 
Included 

 
Croll, Paul; 
Moses, 
Diana 

Ideologies and utopias: 
education professionals' 
views of inclusion. 

European 
Journal of 
Special 
Needs 
Education 

Mar 
2000 

15 1 0 1 1 1 
3 
Excluded 

 

Day, 
Thérèse; 
Prunty, 
Anita 

Responding to the 
challenges of inclusion in 
Irish schools. 

European 
Journal of 
Special 
Needs 
Education 

May 
2015 30 2 0 1 1 1 

3 
Excluded 

 

Devecchi, 
Cristina; 
Rouse, 
Martyn 

An exploration of the 
features of effective 
collaboration between 
teachers and teaching 
assistants in secondary 
schools. 

Support for 
Learning 

May 
2010 25 2 1 1 0 1 

3 
Excluded 
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Dimitrellou, 
Eleni; 
Hurry, 
Jane; Male, 
Dawn 

Assessing the inclusivity of 
three mainstream 
secondary schools in 
England: challenges and 
dilemmas. 

International 
Journal of 
Inclusive 
Education 

Sep 
2020 

24 10 1 1 1 1 4 
Included 

 
Dimitrellou, 
Eleni; Male, 
Dawn 

Understanding what makes 
a positive school 
experience for pupils with 
SEND: can their voices 
inform inclusive practice? 

Journal of 
Research in 
Special 
Educational 
Needs 

Apr 
2020 

20 2 1 1 0 1 
3 
Excluded 

 

Dobson, 
Graeme; 
Douglas, 
Graeme 

Factors influencing the 
career interest of SENCOs 
in English schools. 

British 
Educational 
Research 
Journal 

Dec 
2020 

46 6 0 1 1 1 
3 
Excluded 

 

Done, Liz; 
Murphy, 
Mike; Watt, 
Mia 
  

Change management and 
the SENCo role: developing 
key performance indicators 
in the strategic 
development of inclusivity. 

Support for 
Learning 

Nov 
2016 

31 4 0 1 1 1 

 
3  
Excluded 
 

 

Done, Liz; 
Murphy, 
Mike; Watt, 
Mia 

Change management and 
the SENCo role: developing 
key performance indicators 

Support for 
Learning 

Nov 
2016 

31 4 0 1 1 1 
3 
Excluded 
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in the strategic 
development of inclusivity. 

 
Ellins, 
Jean; 
Porter, Jill 

Departmental differences in 
attitudes to special 
educational needs in the 
secondary school. 

British 
Journal of 
Special 
Education 

Dec 
2005 

32 4 1 1 0 1 
3 
Excluded 

 

Emam, 
Mahmoud 
M.; Farrell, 
Peter 

Tensions Experienced by 
Teachers and Their Views 
of Support for Pupils with 
Autism Spectrum Disorders 
in Mainstream Schools 

European 
Journal of 
Special 
Needs 
Education 

Nov 
2009 

24 4 1  1 0 1 3 
Excluded 

 

Farrell, 
Peter; 
Dyson, 
Alan; Polat, 
Filiz 

Inclusion and achievement 
in mainstream schools. 

European 
Journal of 
Special 
Needs 
Education 

May 
2007 

22 2 1 1 1 0 
3 
Excluded 

 
Fernandes, 
Lisa 

Could a Focus on Ethics of 
Care within Teacher 
Education Have the 
Potential to Reduce the 
Exclusion of Autistic 
Learners? 

Teacher 
Education 
Advanceme
nt Network 
Journal 

201901
01 

11 4 1 1 0 1 
3 
Excluded 
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Fitzgerald, 
Johanna; 
Radford, 
Julie 

The SENCO role in post-
primary schools in Ireland: 
victims or agents of 
change? 

European 
Journal of 
Special 
Needs 
Education 

Aug 
2017 

32 3 0 1 1 1 
3 
Excluded 

 

Florian, 
Lani; 
Rouse, 
Martyn 

Inclusive Practice in English 
Secondary Schools: 
lessons learned. 

Cambridge 
Journal of 
Education 

Nov 
2001 31 3 1 1 0 1 

3 
Excluded 

 

Flynn, 
Paula; 
Shevlin, 
Michael; 
Lodge, 
Anne 

Are You Listening? I'm Me! Reach 
Jun 
2011 

25 1 1 1 1 1 
3 
Excluded 

 

Golder, Gill; 
Norwich, 
Brahm; 
Bayliss, 
Phil 

Preparing teachers to teach 
pupils with special 
educational needs in more 
inclusive schools: 
evaluating a PGCE 
development. 

British 
Journal of 
Special 
Education 

Jun 
2005 

32 2 1 1 0 1 
3 
Excluded 

 
Goodman, 
Anna; Ford, 
Tamsin 

Validation of the Ford 
Score as a Measure for 
Predicting the Level of 
Emotional and Behavioural 

Research in 
Education 

Nov 
2008 

80 1 1 1 0 1 
3 
Excluded 
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Problems in Mainstream 
Schools 

 

Goodman, 
R.L.; 
Burton, 
D.M. 

The inclusion of students 
with BESD in mainstream 
schools: teachers' 
experiences of and 
recommendations for 
creating a successful 
inclusive environment. 

Emotional & 
Behavioural 
Difficulties 

Sep 
2010 

15 3 1 1 0 1 3 
Excluded 

 

Hardiman, 
Sharon; 
Guerin, 
Suzanne; 
Fitzsimons, 
Elaine 

A comparison of the social 
competence of children with 
moderate intellectual 
disability in inclusive versus 
segregated school settings. 

Research in 
Developme
ntal 
Disabilities 

March/
April 
2009 

30 2 0 1 1 1 
3 
Excluded 

 

Hastings, 
Paula; 
Logan, 
Anna 

An Investigation into the 
Attitudes of Teachers 
towards Inclusion in a Post-
Primary School in Ireland. 

Reach Jun 
2013 

27 1 1 1 0 1 3 
Excluded 

 
Humphrey, 
Neil; Lewis, 
Sarah 

:KDW�GRHV�µLQFOXVLRQ¶�PHDQ�
for pupils on the autistic 
spectrum in mainstream 
secondary schools? 

Journal of 
Research in 
Special 
Educational 
Needs 

Nov 
2008 

8 3 0 1 1 1 
3 
Excluded 
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Jørgensen, 
Clara 
Rübner; 
Allan, Julie 

Education, schooling and 
inclusive practice at a 
secondary free school in 
England. 

British 
Journal of 
Sociology of 
Education 

Jun 
2020 

41 4 0 1 1 1 
3 
Excluded 

 

Kane, Jean; 
Head, 
George; 
Cogan, 
Nicola 

Towards Inclusion? Models 
of Behaviour Support in 
Secondary Schools in One 
Education Authority in 
Scotland. 

British 
Journal of 
Special 
Education 

Jun 
2004 

31 2 1 1 0 1 
3 
Excluded 

 

Kelly, Aine; 
Carey, 
Sean; 
McCarthy, 
Siobhan; 
Coyle, 
Ciaran 

Challenging Behaviour: 
Principals' Experience of 
Stress and Perception of 
the Effects of Challenging 
Behaviour on Staff in 
Special Schools in Ireland 

European 
Journal of 
Special 
Needs 
Education 

May 
2007 22 2 1 1 1 0 

3 
Excluded 

 
Kerins, 
Pauline 

Dilemmas of difference and 
educational provision for 
pupils with mild general 
learning disabilities in the 
Republic of Ireland. 

European 
Journal of 
Special 
Needs 
Education 

Feb 
2014 29 1 0 1 1 1 

3 
Excluded 

 

Kugelmass, 
Judy; 
Ainscow, 
Mel 

Leadership for inclusion: a 
comparison of international 
practices. 

Journal of 
Research in 
Special 
Educational 
Needs 

Nov 
2004 

4 3 0 1 1 1 
3 
Excluded 
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Lawson, 
Hazel; 
Norwich, 
Brahm; 
Nash, Tricia 

What trainees in England 
learn about teaching pupils 
with special educational 
needs/disabilities in their 
school-based work: the 
contribution of planned 
activities in one-year initial 
training courses͚. 

European 
Journal of 
Special 
Needs 
Education 

May 
2013 

28 2 1 1 0 1 
3 
Excluded 

 

Liasidou, 
Anastasia; 
Svensson, 
Cathy 

Educating leaders for social 
justice: the case of special 
educational needs co-
ordinators. 

International 
Journal of 
Inclusive 
Education 

Aug 
2014 

18 8 0 1 1 1 
3 
Excluded 

 

Mac 
Farlane, 
Kate; 
Woolfson, 
Lisa Marks
 
  

Teacher attitudes and 
behaviour toward the 
inclusion of children with 
social, emotional and 
behavioral difficulties in 
mainstream schools: An 
application of the theory of 
planned behavior. 

Teaching 
and 
Teacher 
Education 

201301
01 

29 3 1 1 0 1 
3 
Excluded  
 

 
Maher, 
Anthony 

Consultation, negotiation 
and compromise: the 
relationship between 
SENCos, parents and 
pupils with SEN. 

Support for 
Learning 

Feb 
2016 31 1 1 1 0 1 

3 
Excluded 
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 Martin-
Denham. S 

Defining, identifying, and 
recognising underlying 
causes of social, emotional 
and mental health 
difficulties: thematic 
analysis of interviews with 
headteachers in England. 

Emotional 
and 
Behavioural 
Difficulties 

Jan 
2021 

26 2 1 1 1 1 4 
Included 

 
Mc 
Cluskey, 
Gillean 

Education (additional 
support for learning) 
(scotland) act (2004): what 
does it mean for the way 
teachers work together? 

Scottish 
Educational 
Review 

Nov 
2008 

40 2 1 1 0 1 3 
Excluded 

 Mc Keon, 
David 

Emotional and behavioural 
difficulties: the effects of 
structures, ethos and 
understandings on 
provision in Irish post-
primary schools. 

European 
Journal of 
Special 
Needs 
Education 

May 
2017 

3 2 1 1 1 1 4 
Included 

 
McKeon, 
David Mc 

'Soft barriers' ± The impact 
of school ethos and culture 
on the inclusion of students 
with special educational 
needs in mainstream 
schools in Ireland. 

Improving 
Schools 

July 
2020 23 2 1 1 1 1 

4 
Included  
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Moran, 
Anne 

Embracing inclusive 
teacher education. 

European 
Journal of 
Teacher 
Education 

Jun 
2007 

30 2 0 1 1 1 
3 
Excluded 

 
Mowat, 
Joan 
Gaynor 

Towards the development 
of self-regulation in pupils 
experiencing social and 
emotional behavioural 
difficulties (SEBD). 

Emotional & 
Behavioural 
Difficulties 

Sep 
2010 

15 3 1 1 0 1 
3 
Excluded 

 
Mowat, 
Joan 
Gaynor 

Inclusion of pupils 
perceived as experiencing 
social and emotional 
behavioural difficulties 
(SEBD): affordances and 
constraints. 

International 
Journal of 
Inclusive 
Education 

Sep 
2010 

14 6 1 1 0 1 
3 
Excluded 

 

O'Reilly, 
Michelle; 
Adams, 
Sarah; 
Whiteman, 
Natasha; 
Hughes, 
Jason; 
Reilly, Paul; 
Dogra, 
Nisha 

Whose responsibility is 
DGROHVFHQW¶V�PHQWDO�KHDOWK�
in the UK? Perspectives of 
key stakeholders. 

School 
Mental 
Health: A 
Multidiscipli
nary 
Research 
and 
Practice 
Journal 

Dec 
2018 

10  4 1 1 1 1 4 
Included 
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Paliokosta, 
paty; 
blandford, 
sonia 

Inclusion in school: a policy, 
ideology or lived 
experience? Similar 
findings in diverse school 
cultures. 

Support for 
Learning 

Nov 
2010 

25 4 0 1 1 1 
3 
Excluded 

 

Pearson, 
Sue; 
Mitchell, 
Rafael; 
Rapti, 
Maria 

"I Will Be 'Fighting' Even 
More for Pupils with SEN": 
SENCOs' Role Predictions 
in the Changing English 
Policy Context 

Journal of 
Research in 
Special 
Educational 
Needs 

Jan 
2015 

15 3 1 1 0 1 
3 
Excluded 

 Price, Alan 

Improving school 
attendance: can 
participation in outdoor 
learning influence 
attendance for young 
people with social, 
emotional and behavioural 
difficulties? 

Journal of 
Adventure 
Education & 
Outdoor 
Learning 

Jun 
2015 

15 2 1 1 1 0 3 
Excluded 

 

Rechten, 
Frances; 
Tweed, 
Alison E. 

An exploratory study 
investigating the viability of 
a communication and 
feedback intervention for 
school children at risk of 
exclusion: analysis of staff 
perspectives. 

Educational 
Psychology 
in Practice 

Jul 
2014 

30 3 1 1 0 1 3 
Excluded 
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Richards, 
Gill 

"I Was Confident about 
Teaching but SEN Scared 
Me": Preparing New 
Teachers for Including 
Pupils with Special 
Educational Needs 

Support for 
Learning 

Aug 
2010 25 3 0 1 1 1 

3 
Excluded 

 
Robinson, 
Deborah 

Effective inclusive teacher 
education for special 
educational needs and 
disabilities: Some more 
thoughts on the way 
forward. 

Teaching & 
Teacher 
Education 

Jan 
2017 61  1 1 1 0 

3 
Excluded 

 

Sheffield, 
Emma L; 
Morgan, 
Gavin 

The perceptions and 
experiences of young 
people with a BESD/SEMH 
classification. 

Educational 
Psychology 
in Practice 

Mar 
2017 

33 1 1 1 0 1 
3 
Excluded 

 

Smith, 
Aoife; 
Prendeville, 
Paula; 
Kinsella, 
William 

Using preferred interests to 
model social skills in a 
peer-mentored environment 
for students with special 
educational needs. 

International 
Journal of 
Inclusive 
Education 

Aug 
2018 

22 8 1 1 0 1 3 
Excluded 
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Spratt, 
Jennifer; 
Shucksmith
, Janet; 
Philip, Kate; 
Watson, 
Cate 

Interprofessional support of 
mental well-being in 
schools: A Bourdieuan 
perspective. 

Journal of 
Interprofessi
onal Care  

2006 20 4 1 1 1 1 4 
Included 

 

Spratt, 
Jennifer; 
Shucksmith
, Janet; 
Philip, Kate; 
Watson, 
Cate 

µ3DUW�RI�:KR�ZH�DUH�DV�D�
School Should Include 
Responsibility for Well-
%HLQJ¶��/LQNV�EHWZHHQ�WKH�
School Environment, 
Mental Health and 
Behaviour. 

Pastoral 
Care in 
Education 

Sep 
2006 24 3 1 1 1 1 

4 
Included 

 

Standing, 
Vicky; 
Fearon, 
Colm; Dee, 
Tim 

Investigating the Value of 
Restorative Practice: An 
Action Research Study of 
One Boy in a Mixed 
Secondary School 

International 
Journal of 
Educational 
Manageme
nt 

201201
01 26 4 1 1 0 1 

3 
Excluded 

 

Standing, 
Vicky; 
Fearon, 
Colm; Dee, 
Tim 

Investigating the Value of 
Restorative Practice: An 
Action Research Study of 
One Boy in a Mixed 
Secondary School 

International 
Journal of 
Educational 
Manageme
nt 

Jan 
2012 

24 4 1 1 0 1 
3 
Excluded 
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Stanforth, 
Alex; Rose, 
Jo 

'You kind of don't want 
them in the room': tensions 
in the discourse of inclusion 
and exclusion for students 
displaying challenging 
behaviour in an English 
secondary school. 

International 
Journal of 
Inclusive 
Education 

Dec 
2020 

24 12 1 1 ? 1 3 
Excluded 

 Szwed, 
Christine 

Remodelling Policy and 
Practice: The Challenge for 
Staff Working with Children 
with Special Educational 
Needs 

Educational 
Review 

May 
2005 

59 2 1 1 1 0 3 
Excluded 

 Tucker, 
Stanley 

Pupil vulnerability and 
school exclusion: 
developing responsive 
pastoral policies and 
practices in secondary 
education in the UK. 

Pastoral 
Care in 
Education 

Dec 
2013 

31 4 0 1 1 1 3 
Excluded 

 
Turner, 
Claire 

How Effective and Inclusive 
Is the School's Behaviour 
Policy? 

Emotional 
and 
Behavioural 
Difficulties 

200301
01 8 1 1 1 0 1 

3 
Excluded 
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Webster, 
Rob; 
Blatchford, 
Peter 

Making sense of 'teaching', 
'support' and 
'differentiation': the 
educational experiences of 
pupils with Education, 
Health and Care Plans and 
Statements in mainstream 
secondary schools. 

European 
Journal of 
Special 
Needs 
Education 

Feb 
2019 

34 1 1 1 0 1 
3 
Excluded 
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Appendix J 

Table J 

Numerical Results of Title Search and Abstract Search 

 

 Number of articles 

Stage  Search  Title search  
Abstract 
search 

Database 
selection  

APA PsycINFO, Education 
Source, ERIC and Psychology 
and behavioural sciences 
collection  

N/A N/A 

Title search of key 
terms and related 
words/synonyms  

Social emotional mental health 
and permanent exclusion and 
senior leadership team and 
secondary school 

39 3,717 

Apply 
inclusion/exclusion 
criteria: Type of 
publication 

1994-2021 36 3,551 
Academic journal  29 2,436 
English language  28 2,372 
UK\Republic of Ireland 25 1,157  

 
Read titles, exported relevant 
ones to spreadsheet  

5 403 

Apply 
inclusion/exclusion 
criteria: Relevance  

Read abstracts and assign 
score out of four (SEMH, PEX, 
secondary school, SLT). 

5 403 

Scored one out of four  1* 76 

Scored two out of four 4* 262 

Scored three out of four 0* 56** 

Scored four out of four 0* 9**  

Read full manuscript  0 

9 (of four out of 
four) 
 
32 of (three out 
of four) 

Final selection   0 9 
Note  

*see Appendix H  ** see Appendix I  
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Appendix K 

Original CASP Qualitative Checklist (2018)
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Appendix L 

Table L 

Adapted CASP for Mixed Methods Methodology:  

Qualitative CASP criteria 

Yes, 
&DQ¶W�
tell, 
No 

Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 
 

 

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or subjective 
experiences of research participants  
Is qualitative methodology the right methodology for addressing the 
research goal?  
Is quantitative methodology the right methodology for addressing the 
research goal?  
Does it seek to look for relationships between variables? 

 

Design match aims  
Was the research design appropriate to address the aims of the research? 
If the researcher has justified the research designs (e.g. have they 
discussed how they decided which method to use) 
Was the sampling procedure made explicit and was it appropriate?  
Has the researcher explained the recruitment strategy? 

 

School and Participant section 
Was the recruitment strategy appropriate to the aims of the research? 
If the researcher has explained how the participants were selected  
If they explained why the participants they selected were the most 
appropriate to provide access to the type of knowledge sought by the study  
If there are any discussions around recruitment (e.g. why some people 
chose not to take part) 
Was the sample size stated?  
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Appropriate methods to collect data 
Was the data collected in a way that addressed the research issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-structured 
interview etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for interview method, 
is there an indication of how interviews are conducted, or did they use a 
topic guide)  
If methods were modified during the study. If so, has the researcher 
explained how and why  
If the form of data is clear (e.g. tape recordings, video material, notes etc.)  
If the researcher has discussed saturation of data  
 

 

Role of the researcher/ interviewer 
Has the relationship between researcher and participants been adequately 
considered?   
If the researcher critically examined their own role, potential bias and 
influence during (a) formulation of the research questions (b) data collection, 
including sample recruitment and choice of location   
How the researcher responded to events during the study and whether they 
considered the implications of any changes in the research design 

 

Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained to 
participants for the reader to assess whether ethical standards were 
maintained  
If the researcher has discussed issues raised by the study (e.g. issues 
around informed consent or confidentiality or how they have handled the 
effects of the study on the participants during and after the study)  
If approval has been sought from the ethics committee 

 



 268 

Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the categories/themes were 
derived from the data  
Whether the researcher explains how the data presented were selected 
from the original sample to demonstrate the analysis process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, potential bias and 
influence during analysis and selection of data for presentation 
Is there a description of the type of data analysis chosen?  
Are effect sizes reported?  
Are confidence intervals reported?  
Is the significance level reported?  
 

 

Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
If there is adequate discussion of the evidence both for and against the 
UHVHDUFKHU¶V�DUJXPHQWV 
If the researcher has discussed the credibility of their findings (e.g. 
triangulation, respondent validation, more than one analyst) 
If the findings are discussed in relation to the original research question 

 

Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes to existing 
knowledge or understanding (e.g. do they consider the findings in relation to 
current practice or policy, or relevant research based literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the findings can be 
transferred to other populations or considered other ways the research may 
be used 

 

  
Adaptations for mix methods are indicated by a bullet point x 
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Appendix M  

Table M 

 Overview of Selected Articles for Literature Reviews and Critical Appraisal  
 

 
Aims, methods and key findings followed critical appraisal for each article are presented. 
 
Martin-Denham (2021) Defining, identifying, and recognising underlying causes of social, emotional and mental health 
difficulties: thematic analysis of interviews with headteachers in England, Emotional and Behavioural Difficulties, 26:2, 187-205. 

Aim/purpose Methodology Key findings  
To explore 
how 
headteachers 
define, 
identify, and 
recognise the 
underlying 
causes of 
SEMH 
difficulties 

Data collection  
Qualitative: Individual semi-structured phenomenological 
interviews 30±90 minutes 
Context:  
England ± Sunderland. September 2018 ± June 2019 
���6FKRROV�ZLWK�2IVWHG�UDWLQJ�UDQJLQJ�IURP�µLQDGHTXDWH¶�WR�
µRXWVWDQGLQJ¶ 
Various types of educational settings: mainstream nursery 
(n=2), mainstream primary school (n=24), mainstream 
secondary (n=9). Specialist school (n=4), alternative 
provision (n=3) 
Participants: Purposive sampling: Headteachers (n=41) 
Data analysis: 
Latent Thematic analysis 

No consensus amongst headteachers regarding a 
definition for SEMH 
3 themes  
To define SEMH difficulties headteachers gauged 
students managing school routine, aggression and 
anxiety, social difficulties.  
To identify SEMH needs information gathered multi-
agency professionals, feeder schools, caregivers, 
staffs observations. Ultimately YPs needs were 
identified too late 
Needs were recognised by headteachers identifying 
EHKDYLRXUDO�µSUREOHPV�DQG�GLIILFXOWLHV¶�DV�D�6(1�
knowledge of students exposure to adverse 
childhood experiences  
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Ethically approved Recommendation for DFE ought to compel schools 
to identify students needs by revising language from 
µVKRXOG¶�DQG�µFRXOG¶�WR�µPXVW¶ 

 
Martin-Denham (2021) Defining, identifying, and recognising underlying causes of social, emotional and mental health 
difficulties: thematic analysis of interviews with headteachers in England, Emotional and Behavioural Difficulties, 26:2, 187-205. 

Qualitative CASP criteria 
Examples within the data Yes, 

&DQ¶W�WHOO��
No 

Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 

Relevance and importance 
made clear 
Goal of research explicit 
 

 Yes  

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or subjective 
experiences of research participants  
Is qualitative methodology the right methodology for addressing the research 
goal?  

Valid questions, used critical 
reference group (academics 
and external professionals) to 
evaluate proposed questions  
Transparency of TA process 
coding with examples and 
explanation.  

Yes  

Design match aims  
Was the research design appropriate to address the aims of the research? 
If the researcher has justified the research designs (e.g. have they discussed how 
they decided which method to use) 
Was the sampling procedure made explicit and was it appropriate?  
Has the researcher explained the recruitment strategy? 

Research design appropriate to 
address the aims of the 
research 
 

Yes  
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School and Participant section 
Was the recruitment strategy appropriate to the aims of the research? 
If the researcher has explained how the participants were selected  
If they explained why the participants they selected were the most appropriate to 
provide access to the type of knowledge sought by the study  
If there are any discussions around recruitment (e.g. why some people chose not 
to take part) 

Participants were appropriate 
and rational explained  
Recruitment process and school 
phase clearly outlined 

Yes 

Appropriate methods to collect data 
Was the data collected in a way that addressed the research issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-structured interview 
etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for interview method, is 
there an indication of how interviews are conducted, or did they use a topic guide)  
If methods were modified during the study. If so, has the researcher explained 
how and why  
If the form of data is clear (e.g. tape recordings, video material, notes etc.)  
If the researcher has discussed saturation of data  

Method of data collection 
deemed appropriate, justified 
and clear 

Yes  

Role of the researcher/ interviewer 
Has the relationship between researcher and participants been adequately 
considered?   
If the researcher critically examined their own role, potential bias and influence 
during (a) formulation of the research questions (b) data collection, including 
sample recruitment and choice of location   
How the researcher responded to events during the study and whether they 
considered the implications of any changes in the research design 

Objectivity  
Mention of three researchers 
but no explanation of their 
positioning 
 

&DQ¶W�WHOO 
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Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained to participants for 
the reader to assess whether ethical standards were maintained  
If the researcher has discussed issues raised by the study (e.g. issues around 
informed consent or confidentiality or how they have handled the effects of the 
study on the participants during and after the study)  
If approval has been sought from the ethics committee 

Ethics explained, mentioning 
informed consent, information 
sheets, consent forms, data 
process and retention periods, 
sharing arrangements, privacy 
information, right to withdraw, 
Secure storage 
 

Yes 

Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the categories/themes were 
derived from the data  
Whether the researcher explains how the data presented were selected from the 
original sample to demonstrate the analysis process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, potential bias and 
influence during analysis and selection of data for presentation? 

Clear examples of thematic 
analysis, with charts and initial 
phases 

Yes  

Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
If there is adequate discussion of the evidence both for and against the 
UHVHDUFKHU¶V�DUJXPHQWV 
If the researcher has discussed the credibility of their findings (e.g. triangulation, 
respondent validation, more than one analyst) 
If the findings are discussed in relation to the original research question 

Clear discussion with data to 
support claims 
Demonstrates strengths and 
limitations of the study  

Yes  
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Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes to existing 
knowledge or understanding (e.g. do they consider the findings in relation to 
current practice or policy, or relevant research based literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the findings can be transferred 
to other populations or considered other ways the research may be used 

Insightful 
Differentiates between the 
results of the analysis and the 
conclusions drawn by the 
authors 
Relevant social political climate  

Yes  
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Dimitrellou, E., Hurry, J., & Male, D. (2020). Assessing the inclusivity of three mainstream secondary schools in England: 
challenges and dilemmas. International Journal of inclusive education, 24(10), 1097±1113. 

Aim/purpose Methodology Key findings  
To 
investigate 
an agreed 
definition of 
inclusion 
within 
across  
three 
mainstream 
secondary 
schools in 
England  

Data collection 
Mixed methods  
Objective data - school census meta data from DFE (2013) 
numerical characteristics about individual pupils and schools 
(free school meals eligibility, ethnicity, special educational 
needs, attendance and exclusions)  
Subjective data - perceived inclusivity was measured by the 
completion of self-report school ethos questionnaire 
completed by educators, students.  
Phone interview by school EP  
Schools selected based on (1) difference in percentage of 
SEND pupils with average four LA (2) percentage of 
exclusions (3) OFSTED reports, (4) social economic 
background (5) ethnicity 
Context 
England 
3 mainstream secondary schools from suburban 
metropolitan area 
Purposive selection 
Participants 
EPs (n=3) 

Objective and subjective measures of inclusion 
failed to agree; discrepancies in perceptions of 
inclusion  
School three - deemed the most inclusive by 
school census data but scored low on inclusivity, 
positive ethos, positive behaviour management 
subscales from school ethos questionaries 
completed by educational professionals and 
students. Conversely, schools one and two which 
had less inclusive objective data were deemed 
more inclusive by based on questionnaire 
outcomes.  
6WDII�SHUFHSWLRQV�RI�D�VFKRRO¶V�LQFOXVLYLW\�YDULHV�
between educational practitioners; teachers view 
school as having a low level of inclusivity, followed 
by SLT and TAs who considered schools to have 
high rates of inclusion.  
IncluVLRQ�LV�KDUG�WR�GHILQH��µVOLSSHU\¶�DQG�
µVXEMHFWLYH¶�FRQVWUXFW� 
Recommendations to establish shared definition of 
inclusion with government expectations and school 
staff. 
 



 275 

School staff (n=104); SLT (n=10), teachers (n=54), teaching 
assistants (n=16), other professional roles (n=24) - 80% 
response rate 
Students (n=1486), year 7-10  
boys (n=807), girl (n=587) and unspecified (n=92)  
19% identified as SEND, 78% no SEND and 3% 
unclassified. 96.9% response rate   
Data analysis 
Range of statistical measures; Chi ± squared, one way 
ANOVA, 

 
Dimitrellou, E., Hurry, J., & Male, D. (2020). Assessing the inclusivity of three mainstream secondary schools in England: 
challenges and dilemmas. International Journal of inclusive education, 24(10), 1097±1113. 
Mixed methods CASP criteria Examples within the data <HV��&DQ¶W�

tell,  No 
Was there a clear statement of the objectives of the research?  
What was the goal of the research?  
It was thought important  
Its relevance  
(Transparency from the start) 

Clear aims of the study  
Clear rational for why the 
research is important. 
Context provided 
No date of data collection 
provided 

Yes  
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Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or subjective 
experiences of research participants  
Is qualitative research the right methodology for addressing the research goal 
Is there congruity between the stated philosophical perspective and the research 
methodology? 
Is quantitative methodology the right methodology for addressing the research 
goal?  
Does it seek to look for relationships between variables 

Method of data collection 
appears appropriate to 
illuminate objective views.  
Relationships between 
variables explored 
 

Yes 

What is the research design appropriate to address the aims of the research? 
If the researcher has justified the research design (e.g. have they discussed how 
they decided which method to use) 
(was the research design appropriate to address the aims of the research? 
Is there congruity between the research methodology and the research question 
or objectives? 

Research design congruent 
with study objectives. 
 
Methods explained.   

Yes  
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Was the recruitment strategy appropriate to the aims of the research? 
(What was the selection pool?) 
If the researcher has explained how the participants were selected  
If they explained why the participants they selected were the most appropriate to 
provide access to the type of knowledge sought by the study  
If there are any discussions around recruitment (e.g. why some people chose not 
to take part 
�+RZ�ZHUH�S¶V�LGHQWLfied? / by who?  
�+RZ�ZHUH�S¶V�DSSURDFKHG"���E\�ZKR" 
(Rational for participant selection clear 
(Participant selection just or unjust 
(Staff position in school clear 
(Clear role definition / differentiation / pseudonyms assigned? 
(Reflective of population 
(School section - Location, Context, deprivation, SEN  
(Age, sex, ethnicity, socioeconomic status and educational level of participants) 
Was the sample size stated?  

Clear rational for selecting 
schools with detailed 
information or process used. 
 
No rational for the exclusion of 
year 11 students. 
 
Appropriate methods used to 
communicate with schools and 
appropriate research methods 
used to gain data from 
participants.  
 
Clear role definition of 
participants. 
sample size stated 

Yes 
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Was the data collected in a way that addressed the research issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-structured interview 
etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for interview method, is 
there an indication of how interviews are conducted, or did they use a topic guide)  
If methods were modified during the study. If so, has the researcher explained 
how and why  
If the form of data is clear (e.g. tape recordings, video material, notes etc.)  
If the researcher has discussed saturation of data  
(Transparency) 
(Rigor? ± transcript) 
(Participant opportunity to review their data) 
(Who collected the data) E 
(Where were data collected) E 
(How trustworthiness, reliability and validity of data collection methods or tools 
were established) E 
Is there congruity between the research methodology and the methods used to 
collect data? 
 

Appropriate method of data 
collection made explicit. 

Yes 
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Has the relationship between researcher and 
participants been considered?   
If the researcher critically examined their own role, potential bias and influence 
during (a) formulation of the research questions (b) data collection, including 
sample recruitment and choice of location. 
How the researcher responded to events during the study and whether they 
considered the implications of any changes in the research design 
 

No explanation of the 
researchers role or interest, 
influence or bias. 

&DQ¶W�WHOO 

Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained to participants for 
the reader to assess whether ethical standards were maintained  
If the researcher has discussed issues raised by the study (e.g. issues around 
informed consent or confidentiality or how they have handled the effects of the 
study on the participants during and after the study)  
If approval has been sought from the ethics committee  
(Anonymity, confidentiality, pseudonyms, data storage) 

No mention of ethics &DQ¶W�WHOO 
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Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process  
If thematic analysis is used. If so, is it clear how the categories/themes were 
derived from the data  
Whether the researcher explains how the data presented were selected from the 
original sample to demonstrate the analysis process  
If sufficient data are presented to support the findings ±(does the summary match 
the) (findings should match/answer the question) 
To what extent contradictory data are taken into account Whether the researcher 
critically examined their own role, potential bias and influence during analysis and 
selection of data for presentation  
(Makes it plain how knowledge/claims was generated) 
Is there congruity between the research methodology and the representation and 
analysis of data? 
Are participants, and their voices, adequately represented 
Is there a description of the type of data analysis chosen?  
Are effect sizes reported?  
Are confidence intervals reported?  
Is the significance level reported?  
 

Limited information of EP view 
Rigorous analysis conducted. 
Contractionary data taken into 
account. 
Makes it plain how knowledge 
was generated. 
Description of the type of data 
analysis provided 
Confidence intervals reported 
Significance level reported  
 

Yes 
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Is there a clear statement of findings?  
If the findings are explicit  
(Critical ± strengths and limitations:_ 
If there is adequate discussion of the evidence both for and against the 
UHVHDUFKHU¶V�DUJXPHQWV�± opposing view considered  
If the researcher has discussed the credibility of their findings  
If the findings are discussed in relation to the original research question  
Is there a clear so what? 
Accuracy - all assertions, conclusions and recommendations are based data 
Is there congruity between the research methodology and the interpretation of 
results? 
Do the conclusions drawn in the research report flow from the analysis, or 
interpretation, of the data? 

Clear statement of respondents 
findings and implications for 
practice. 
Assertions, conclusions and 
recommendations are based in 
the data. 

Yes 
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How valuable is the research?  
(Insightful?) 
If the researcher discusses the contribution the study makes to existing 
knowledge or understanding (e.g. do they consider the findings in relation to 
current practice or policy, or relevant research- based literature  
If they identify new areas where more research is necessary  
If the researchers have discussed whether or how the findings can be transferred 
to other populations or considered other ways the research may be used  
Useful Implications for practice 
New novel information 
Easy to understand 
Match Clear link between findings and discussion with no major leaps or 
assumptions in information 
(Differentiate between the results of the analysis and the conclusions drawn by 
the authors  
Ensure that conclusions follow from the results  
Include a statement about the generalisability of the findings  
Was the study informed by, or linked to, an existing body of empirical and/or 
theoretical research? 
 

Research is valuable - includes 
the views of SLT and is recent 
2020 
Clear implications for practice 
highlights the difference 
between different types of data 
and flags up the credibility of 
data typically used viewed as 
valid/accurate.  
Relevant to answering the 
review question. 
Cautions readers about 
generalisability. 
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Corcoran, T., & Finney, D. (2015). Between education and psychology: school staff perspectives. Emotional and behavioural 
difficulties, 20(1), 98±1113. 
 
Aim/purpose Methodology Key findings  
To explore 
school staff 
perspectives on 
how they 
experience their 
role in relation 
to education 
policy and 
practice 
surrounding 
students mental 
health needs. 
 

Data collection  
Qualitative; Semi- Structured interviews ± 13 questions 
Context  
Northern England LA  
Conducted between April and June 2010 
Wide range of economic and ethnic diversity.  
15% Asian, 20% SEN, 2.8% statement of SEN 
Primary and secondary school 
Participants  
Selected from 30 educators who attending training on 
mental health; Educators (n = 17) Aged 35 - 50  
Female (n=16), Male (n=1) Primary school headteacher 
(n=2), deputy headteacher (n=1), SENCO (n=2) and SEAL 
coordinators (n=4)  
Secondary school ± 1 deputy headteacher (n=1), inclusion 
manager (n=2) and SENCo (n=4)  
Data analysis : 
Discourse analysis 
Audio recorded, transcribed, cross reference to individual 
questions. 

Staff viewed policy directed educational 
practices imposed by government restrictive 
µUHJLPHV¶�LPSRVHG�XSRQ�WKHP�OHDGLQJ�WR�VWDII�
disenchantment. 
 
The formalisation of policies (ECM (2003)) lead 
to additional pressure on staff and left them 
feeling patronised but did not make schools 
more inclusive. 
 
Staff spoke about an idealised role (combine 
education and well-being within the classroom), 
although they thought this was not possible due 
to the pressures of raising academic attainment. 
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Corcoran, T., & Finney, D. (2015). Between education and psychology: school staff perspectives. Emotional and behavioural 
difficulties, 20(1), 98±1113. 
Qualitative CASP criteria Examples within the data Yes / No / 

&DQ¶W�WHOO�� 

Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 

Goal and focus of the study made clear at 
the outset 
Data collection period stated. 
Relevant contextual background provided 
regarding UK and international framework. 
Significance of study outlined 

Yes 

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or 
subjective experiences of research participants  
Is qualitative methodology the right methodology for addressing 
the research goal?  

Qualitative approach, appropriate to 
illuminating experiences. 
Congruity between the stated philosophical 
perspective and the research methodology.  

Yes 

Design match aims  
Was the research design appropriate to address the aims of the 
research? 
If the researcher has justified the research designs (e.g. have they 
discussed how they decided which method to use) 
Was the sampling procedure made explicit and was it appropriate?  
Has the researcher explained the recruitment strategy? 

Examples of interview questions provided 
were helpful. 
Research design not justified although 
appears appropriate to address the 
objectives of the study. 
 
 

Yes  



 285 

School and Participant section 
Was the recruitment strategy appropriate to the aims of the 
research? 
If the researcher has explained how the participants were selected  
If they explained why the participants they selected were the most 
appropriate to provide access to the type of knowledge sought by 
the study  
If there are any discussions around recruitment (e.g. why some 
people chose not to take part) 

Local context information provided 
(Location, Context, deprivation, SEN) 
Detailed information about staff roles 
provided 
Justification provided for unbalance male to 
female ratio provided 
Sampling process unclear, rational for to 
reduce from 30 to 17 based on convenience 
and availability. Names were 
µLQGLVFULPLQDWHO\�GUDZQ´���MXVWLILFDWLRQ�IRU�WKLV�
not presented. 
Limited generalisability. sample not 
representative of school staff (drawn from a 
warm network) - all participants had taken 
part in previous training 
Interviewer bias, participants received 
training from the interviewer regarding 
mental health, participants may not have 
reported accurate perceptions due to 
wanting to appear more desirable to the 
interviewer who had previously trained 
them.   
Bias sample who chose to participate. 

&DQ¶W�WHOO 



 286 

Appropriate methods to collect data 
Was the data collected in a way that addressed the research 
issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-
structured interview etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for interview 
method, is there an indication of how interviews are conducted, or 
did they use a topic guide)  
If methods were modified during the study. If so, has the 
researcher explained how and why  
If the form of data is clear (e.g. tape recordings, video material, 
notes etc.)  
If the researcher has discussed saturation of data  

Semi-structured interview deemed 
appropriate.  
Examples of questions given 
Congruity between the semi-structured 
research design and ontological position.  

Yes 

Role of the researcher/ interviewer 
Has the relationship between researcher and participants been 
adequately considered?   
If the researcher critically examined their own role, potential bias 
and influence during (a) formulation of the research questions (b) 
data collection, including sample recruitment and choice of location   
How the researcher responded to events during the study and 
whether they considered the implications of any changes in the 
research design 

3DUWLFLSDQWV�UHFUXLWHG�IURP�D�µZDUP�QHWZRUN¶�
- researcher previously provided training for 
them± no further reflection on possible 
limitations and bias. 

No  
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Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained to 
participants for the reader to assess whether ethical standards 
were maintained  
If the researcher has discussed issues raised by the study (e.g. 
issues around informed consent or confidentiality or how they have 
handled the effects of the study on the participants during and after 
the study)  
If approval has been sought from the ethics committee 

Ethics, confidentiality and anonymity briefly 
mentioned ± more detail would have been 
useful 
Pseudonyms given to participants. 

Yes  

Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the 
categories/themes were derived from the data  
Whether the researcher explains how the data presented were 
selected from the original sample to demonstrate the analysis 
process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, potential 
bias and influence during analysis and selection of data for 
presentation? 

Data were audio-recorded and transcribed 
for analysis.  
Interview responses were cross- referenced 
to individual questions to consider emergent 
themes. 
participants, and their voices, adequately 
represented - direct quotes used to form the 
discussion- categories/themes were derived 
from the data. 
Contradictory data are taken into account 
Makes it plain how knowledge/claims was 
generated) 
Discourse analysis helpfully illuminates 
participants voices. 

Yes  
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Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
If there is adequate discussion of the evidence both for and 
DJDLQVW�WKH�UHVHDUFKHU¶V�DUJXPHQWV 
If the researcher has discussed the credibility of their findings (e.g. 
triangulation, respondent validation, more than one analyst) 
If the findings are discussed in relation to the original research 
question 

discussion of the evidence both for and 
DJDLQVW�WKH�UHVHDUFKHU¶V�DUJXPHQWV 
Accuracy - all assertions, conclusions and 
recommendations are based data  
strengths and limitations: not included 
no discussion regarding credibility of their 
findings (e.g. triangulation, respondent 
validation, more than one analyst) 
 
  

Yes 
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Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes to 
existing knowledge or understanding (e.g. do they consider the 
findings in relation to current practice or policy, or relevant 
research based literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the findings can 
be transferred to other populations or considered other ways the 
research may be used 

Clear differentiate between the results of 
the analysis and the conclusions drawn by 
the authors  
New novel information. Good use of 
psychological and philosophical theories to 
explain key concepts within the data  
Researchers have not discussed whether or 
how the findings can be transferred to other 
populations or considered other ways the 
research 
Reduced relevance - data collected in 
different sociopolitical climate to the current 
day. -responses under a different 
government. 
Combination of primary and secondary 
schools ± reduces relevance for review 
question  
Partially relevant - link education policy and 
practice  
 

Yes 
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Button, D. M., Bartlett, S. J., & de Cuevas, A. (2009). Are the contradictions and tensions that have characterised educational 
provision for young people with behavioural, emotional and social difficulties a persistent feature of current policy? Emotional 
and behavioural difficulties, 14(2), 141±1155. 
 
Aim/purpose Methodology Key findings  
7R�³GHVFULEH�
the differing 
interpretations 
of English 
education 
policies for 
young people 
displaying 
BESD from 
the 
perspective of 
the 
professionals 
who work 
directly with 
them, the 
contradictions 
they 
encounter and 
the 
consequences 
for local 

Data collection  
Qualitative -unstructured interviews  
Pilot study  
LA and school policy documents and provisions.  
Case studies 
Context:  
England 
Cluster area within a medium sized UK local authority 
Rural and urban areas  
24% of children living in poverty, higher than average 
Secondary phase educational settings 
4 special schools (1 for students with BESD)  
3 state schools (2 foundation schools, one faith school) 
3 alternative provisions (2 secondary pupil referral units (PRUs), 
one unit for students with medical conditions) 
LA reduce PEX by 60% compared with the average over the 
preceding three years. 
Ofsted ratings for behaviour in all secondary schools satisfactory 
or better 
Participants: 
Purposive sampling 
Behaviour support teacher selected participants (n=20) 

Difficulty translating policy of ECM (2003) 
increase communication into practice 
ZLWKLQ�VFKRROV�GXH�WR�WHDFKHU¶V�WLPH�
constraints and lack of expertise. 
Inconsistencies in policy regarding the 
inclusion of students with BESD. 
Contradictions in UK education policy 
between target setting and social inclusion 
under the Labour government. 
6FKRRO�OHDGHUV¶�IHOW�SUHVVXUHG�WR�DWWDLQ�KLJK�
grades - may overshadow attempts to 
address the needs of students with BESD. 
Confused and contradictory messages 
regarding the approach BESD, resulting in 
variability in local policy and practice.  
Thresholds for PEX varied between 
schools. 
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policy, 
practice and 
SURYLVLRQ�´ 

School - Senior and middle managers (including headteachers), 
practitioners, subject teachers and pastoral staff  
/$�&KLOGUHQ¶V�VHUYLFHV�- Practitioners from Youth Inclusion, Family 
6XSSRUW��&KLOGUHQ¶V�&HQWUH�2XWUHDFK��%HKDYLRXU�6XSSRUW��
Education Welfare and Children and Adolescent Mental Health 
services.  
Behaviour Support Teacher was interviewed at the beginning and 
end of the study  
Data analysis: 
LA and school policy documents and provisions 
Unstructured interviews ± one hour 
Interviews were recorded and transcribed.  
Data coded by theme  
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Button, D. M., Bartlett, S. J., & de Cuevas, A. (2009). Are the contradictions and tensions that have characterised educational 
provision for young people with behavioural, emotional and social difficulties a persistent feature of current policy? Emotional 
and behavioural difficulties, 14(2), 141±1155. 
 
Qualitative CASP criteria Examples within the data <HV���1R��&DQ¶W 

tell,  

Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 

Aims set out as description of study 
Transparency from the start, strong 
rational. 
Relevant legislation, political 
background and research context 
Importance of study clearly stated  
No date of data collection 
 

Yes  

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or 
subjective experiences of research participants  
Is qualitative methodology the right methodology for addressing the 
research goal?  

Congruity between qualitative research 
methodology and the research goal  
 

Yes 

Design match aims  
Was the research design appropriate to address the aims of the 
research? 
If the researcher has justified the research designs (e.g. have they 
discussed how they decided which method to use) 
Was the sampling procedure made explicit and was it appropriate?  
Has the researcher explained the recruitment strategy? 

No rational or example of research 
design, alternative designs (semi-
structured) may have been equally 
appropriate 
Pilot study  

&DQ¶W�WHOO 
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School and Participant section 
Was the recruitment strategy appropriate to the aims of the 
research? 
If the researcher has explained how the participants were selected  
If they explained why the participants they selected were the most 
appropriate to provide access to the type of knowledge sought by the 
study  
If there are any discussions around recruitment (e.g. why some 
people chose not to take part) 

Sufficient detail of the local authority 
context. 
Clear rationale for focus on secondary 
VFKRRO¶V�SKDVH�SURYLGH 
No information on the proportion of 
school staff versus LA staff, just an 
overall total provided 
No information on the demographics of 
participants other than being selected 
purposely for their diversity. Unable to 
tell whether it was reflective of 
population 
Unclear of participants knowledge base 
on policy before the interviews 
information/transcript of the interviews 
would be helpful 

&DQ¶W�WHOO 
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Appropriate methods to collect data 
Was the data collected in a way that addressed the research issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-
structured interview etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for interview 
method, is there an indication of how interviews are conducted, or 
did they use a topic guide)  
If methods were modified during the study. If so, has the researcher 
explained how and why  
If the form of data is clear (e.g. tape recordings, video material, notes 
etc.)  
If the researcher has discussed saturation of data  

 
Method of data collection appears 
appropriate, although no rational 
provide, was a topic guide used 
transcripts would have aided this. 
Unable to assess trustworthiness of 
data collected as no extracts or 
indication of questions asked are 
provided 
No rational provided for behaviour 
support staff to select participants 
provided 

&DQ¶W�WHOO 

Role of the researcher/ interviewer 
Has the relationship between researcher and participants been 
adequately considered?   
If the researcher critically examined their own role, potential bias and 
influence during (a) formulation of the research questions (b) data 
collection, including sample recruitment and choice of location   
How the researcher responded to events during the study and 
whether they considered the implications of any changes in the 
research design 

Relationship between the researcher 
and participants not addressed 
Relationship between the participants 
and behaviour support teacher who 
assisted with selection and analysis not 
addressed. No reflection or explanation 
of implications (e.g bias) of this staff 
members participation 
Given the political agenda of this 
research, a statement locating the 
UHVHDUFKHU¶V�VRFLDO-politically position 
would be helpful as this may have 
influenced the objectivity of the 
research and researcher 

No 
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Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained to 
participants for the reader to assess whether ethical standards were 
maintained  
If the researcher has discussed issues raised by the study (e.g. 
issues around informed consent or confidentiality or how they have 
handled the effects of the study on the participants during and after 
the study)  
If approval has been sought from the ethics committee 

No mention of ethics, anonymity, 
confidentiality, pseudonyms, data 
storage  
No mention of how the research was 
explained to participants 

&DQ¶W�WHOO 

Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the 
categories/themes were derived from the data  
Whether the researcher explains how the data presented were 
selected from the original sample to demonstrate the analysis 
process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, potential 
bias and influence during analysis and selection of data for 
presentation? 

Contradictory information has been 
included demonstrating an unbiased 
stance 
Clear how knowledge/claims were 
generated 
Appears that a deductive approach was 
used ± although not explicitly stated.  
Limited information on analysis ± other 
than that data was coded by theme. 
More specific reporting of participants 
job roles would be useful on occasions 
ZKHUH�µUHVSRQGHQWV¶�LV�XVHG�� 

Yes 
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Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
If there is adequate discussion of the evidence both for and against 
WKH�UHVHDUFKHU¶V�DUJXPHQWV 
If the researcher has discussed the credibility of their findings (e.g. 
triangulation, respondent validation, more than one analyst) 
If the findings are discussed in relation to the original research 
question 

Authors mentions limited 
generalisability 
Findings are clear and explicit 
Conclusions drawn flow from the 
analysis of the data 
Clear role definition required - unclear 
ZKHWKHU�³VHQLRU�PDQDJHU��PLGGOH�
PDQDJHU´�UROH�LV�WKH�VDPH�DV�
headteacher 

Yes  

Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes to 
existing knowledge or understanding (e.g. do they consider the 
findings in relation to current practice or policy, or relevant research 
based literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the findings can 
be transferred to other populations or considered other ways the 
research may be used 

Study makes a significant contribution 
and spur on social transformation 
within this field. 
The focus, participant group and phase 
of education is relevant to answering 
the review question  
Clear link between findings and 
discussion 
Large portion of the findings are from 
non-school staff 
Different social political climate given 
the different government and the 
polices and initiatives that emanate 
from them. 
 

Yes 
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Spratt, J., Shucksmith, J., Philip, K., & Watson, C. (2006a). 'Part of who we are as a school should include responsibility for 
Well-%HLQJ¶��/LQNV�EHWZHHQ�WKH�6FKRRO�(QYLURQPHQW��0HQWDO�+HDOWK�DQG�%HKDYLRXU��3DVWRUDO�&DUH� 24(3), 14-21. 
 
Aim/purpose Methodology Key findings 
To explore the challenges 
that school staff encounter 
when seeking to promote a 
positive a mental health 
approach within secondary 
schools. 
Low-level mental health 
difficulties  
 
 
 

Data collection 
Qualitative  
Part of a larger study (Spratt et al, 2005)  
Phase 1; Scoping interviews - semi-
structured telephone interviews  
Phase 2; six case studies of innovative 
practice ± face-to-face interviews  
Context 
Study conducted in Scotland 
Secondary school 
Participants 
Phase 1: representatives of the LA (N = 
30), representatives of health boards (N 
= 18) and employees of voluntary sector 
organisation (N=18) 
Phase 2; pupils, parents, teachers and 
other school workers, school managers 
and into agency staff  
4 group interviews with pupils and two 
group interviews with parents 
Data analysis 
Interviews recorded and transcribed 

Links between the school environment and mental 
well-being: 
School ethos (structure and culture) affecting well-
being should be re-examined 
Fragmented policies and initiatives promoting mental 
health 
Funding for mental well-being is patchy and short-
term 
SLT under pressure to focus on attainment over well-
being 
Teachers find it difficult to create an individualised 
approach for those with mental health needs 
Focus of intervention was for students to conform, 
difficulty located within-child Intervention categories: 
Export (support from outside agencies), import 
(introduce support within the school) or ownership 
(develop a whole school approach to mental health) 
Strategies to address changing behaviour varied from 
one teacher to another effecting staff confidence, 
competency and well-being 
Support staff were more approachable 
Withdrawn students difficult to detect 
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Manual analysis of data involving a 
research team 
Interpretive qualitative methods to 
identify key themes that emerged from 
the data 
A grounded approach used to ascertain 
key themes emerging  
 

 
 
Spratt, J., Shucksmith, J., Philip, K., & Watson, C. (2006a). 'Part of who we are as a school should include responsibility for 
Well-%HLQJ¶��/LQNV�EHWZHHQ�WKH�6FKRRO�(QYLURQPHQW��0HQWDO�+HDOWK�DQG�%HKDYLRXU��3DVWRUDO�&DUH��24(3), 14-21. 
Qualitative CASP criteria Examples within the data Yes / No 

�&DQ¶W�WHOO�� 
Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 

Significance of topic 
outlined 

Yes  

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or subjective 
experiences of research participants  
Is qualitative methodology the right methodology for addressing the research goal?  

Qualitative research 
appears an appropriate 
methodology for 
addressing the research 
goal 

Yes 
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Design match aims  
Was the research design appropriate to address the aims of the research? 
If the researcher has justified the research designs (e.g. have they discussed how 
they decided which method to use) 
Was the sampling procedure made explicit and was it appropriate?  
Has the researcher explained the recruitment strategy? 

Research design 
appropriate to address the 
aims of the research 

Yes  

School and Participant section 
Was the recruitment strategy appropriate to the aims of the research? 
If the researcher has explained how the participants were selected  
If they explained why the participants they selected were the most appropriate to 
provide access to the type of knowledge sought by the study  
If there are any discussions around recruitment (e.g. why some people chose not to 
take part) 

No information on 
demographics of schools, 
participants or selection 
procedure.  
 
Participant selection 
appears just 
 

&DQ¶W�WHOO 

Appropriate methods to collect data 
Was the data collected in a way that addressed the research issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-structured interview 
etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for interview method, is there 
an indication of how interviews are conducted, or did they use a topic guide)  
If methods were modified during the study. If so, has the researcher explained how 
and why  
If the form of data is clear (e.g. tape recordings, video material, notes etc.)  
If the researcher has discussed saturation of data  

Semi-structured interviews 
appeared appropriate 
 
Not clear who collected 
the data or where were 
data collected 

Yes  
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Role of the researcher/ interviewer 
Has the relationship between researcher and participants been adequately 
considered?   
If the researcher critically examined their own role, potential bias and influence 
during (a) formulation of the research questions (b) data collection, including 
sample recruitment and choice of location   
How the researcher responded to events during the study and whether they 
considered the implications of any changes in the research design 

7KH�DXWKRU¶V�SRVLWLRQ�RI�
interest not made clear 

&DQ¶W�WHOO 

Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained to participants for 
the reader to assess whether ethical standards were maintained  
If the researcher has discussed issues raised by the study (e.g. issues around 
informed consent or confidentiality or how they have handled the effects of the 
study on the participants during and after the study)  
If approval has been sought from the ethics committee 

No mention of ethics, 
although this may have 
appeared within the 
original study 

&DQ¶W�WHOO 

Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the categories/themes were derived 
from the data  
Whether the researcher explains how the data presented were selected from the 
original sample to demonstrate the analysis process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, potential bias and 
influence during analysis and selection of data for presentation? 

Findings answer the 
question 
Themes were derived from 
the data  
Congruity between the 
research methodology and 
the representation and 
analysis of data 
 

Yes  
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Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
,I�WKHUH�LV�DGHTXDWH�GLVFXVVLRQ�RI�WKH�HYLGHQFH�ERWK�IRU�DQG�DJDLQVW�WKH�UHVHDUFKHU¶V�
arguments 
If the researcher has discussed the credibility of their findings (e.g. triangulation, 
respondent validation, more than one analyst) 
If the findings are discussed in relation to the original research question 

Assertions, conclusions 
and recommendations are 
based data 
No strengths or limitations 
of the study offered 
No headings for 
methodology and findings.  

Yes 

Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes to existing knowledge 
or understanding (e.g. do they consider the findings in relation to current practice or 
policy, or relevant research based literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the findings can be transferred to 
other populations or considered other ways the research may be used 

Useful findings 
Contribution to field 
Different sociopolitical 
context 
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Spratt, J., Shucksmith, J., Philip , K., & Watson, C. (2006b). Interprofessional support of mental well ± being in schools: A 
Bourdieuan perspective. Journal of International care, 20(4), 391±402. 
 
Aim/purpose Methodology Key findings  
To examine how school staff 
have developed their 
capacity to respond to 
mental health by considering 
interactions between 
professional groups  
 
 

Data collection 
Qualitative  
Phase 1; Scoping interviews - semi-structured 
telephone interviews with representatives from 
66 organisations 
Phase 2; six case studies: face-to-face 
interviews followed by group interviews 
Context 
Study conducted in Scotland 
Secondary school 
Participants 
Purposive selected   
Phase 2; pupils, parents, home ± school 
workers, classroom support staff, school 
managers, staff from health and social 
services and voluntary sector organisations. 
Each case study (n=20) total (120) 
Group interviews; students (n=4) and parents 
(n=2) 
Data analysis 
Interviews recorded and transcribed 
Manual analysis of data involving a research 
team 

Despite policy and guidance, a holistic 
approach to well-being is not achieved. Mental 
health is compartmentalised from learning, 
change to the school ethos and culture is 
required.  
Interprofessional working issues -  
Significant impediments to communication 
between classroom teachers and other workers, 
at formal and informal levels  
Effective strategies of management and 
professional development to improve 
awareness and commitment to the mental well-
being of pupils in schools 
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A grounded approach used to ascertain key 
themes emerging  
 
 
 

 
Spratt, J., Shucksmith, J., Philip , K., & Watson, C. (2006b). Interprofessional support of mental well ± being in schools: A 
Bourdieuan perspective. Journal of International care, 20(4), 391±402. 
Qualitative CASP criteria Examples within the data Yes / No 

�&DQ¶W�WHOO�� 

Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 

Part of a larger study 
Aim of this study clearly 
stated 
Clear rational for why the 
research is important. 
 

Yes 

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or subjective 
experiences of research participants  
Is qualitative methodology the right methodology for addressing the research goal?  

Methodology appropriate. 
Limitations of chosen 
approach discussed, 
however no alternative 
methods suggested. 

Yes  

Design match aims  
Was the research design appropriate to address the aims of the research? 
If the researcher has justified the research designs (e.g. have they discussed how 
they decided which method to use) 
Was the sampling procedure made explicit and was it appropriate?  
Has the researcher explained the recruitment strategy? 

Research methods 
appropriate for responding 
to the study objectives. 
 
Rational for selected 
method provided. 

Yes 
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School and Participant section 
Was the recruitment strategy appropriate to the aims of the research? 
If the researcher has explained how the participants were selected  
If they explained why the participants they selected were the most appropriate to 
provide access to the type of knowledge sought by the study  
If there are any discussions around recruitment (e.g. why some people chose not to 
take part) 

Recruitment strategy 
unclear, part of a larger 
study. 
 
Exact number of schools 
and participants not 
stated, only approximate 
number given. 
 
Purposive selecting  

&DQ¶W�WHOO 

Appropriate methods to collect data 
Was the data collected in a way that addressed the research issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-structured interview 
etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for interview method, is there 
an indication of how interviews are conducted, or did they use a topic guide)  
If methods were modified during the study. If so, has the researcher explained how 
and why  
If the form of data is clear (e.g. tape recordings, video material, notes etc.)  
If the researcher has discussed saturation of data  

Methods are explained, 
justified and appropriate. 

Yes 
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Role of the researcher/ interviewer 
Has the relationship between researcher and participants been adequately 
considered?   
If the researcher critically examined their own role, potential bias and influence 
during (a) formulation of the research questions (b) data collection, including 
sample recruitment and choice of location   
How the researcher responded to events during the study and whether they 
considered the implications of any changes in the research design 

External funding of original 
study stated, however 
conflict of interest was not 
mentioned. 

&DQ¶W�WHOO 

Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained to participants for 
the reader to assess whether ethical standards were maintained  
If the researcher has discussed issues raised by the study (e.g. issues around 
informed consent or confidentiality or how they have handled the effects of the 
study on the participants during and after the study)  
If approval has been sought from the ethics committee 

Ethics confidentiality and 
power dynamics 
mentioned. 

Yes 

Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the categories/themes were derived 
from the data  
Whether the researcher explains how the data presented were selected from the 
original sample to demonstrate the analysis process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, potential bias and 
influence during analysis and selection of data for presentation? 

Data transcribed 
Used a grounded 
approach ± more 
information would be 
helpful 
Clearly answered each 
research question 

Yes 
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Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
,I�WKHUH�LV�DGHTXDWH�GLVFXVVLRQ�RI�WKH�HYLGHQFH�ERWK�IRU�DQG�DJDLQVW�WKH�UHVHDUFKHU¶V�
arguments 
If the researcher has discussed the credibility of their findings (e.g. triangulation, 
respondent validation, more than one analyst) 
If the findings are discussed in relation to the original research question 

Clear statement of findings 
and implications for 
practice 

Yes 

Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes to existing knowledge 
or understanding (e.g. do they consider the findings in relation to current practice or 
policy, or relevant research based literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the findings can be transferred to 
other populations or considered other ways the research may be used 

Good use of theory to 
explain findings  
 
No date of study  
 
Does not claim to be 
representative. 

Yes  
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McKeon, D. (2017). Emotional and behavioural difficulties: the effects of structures, ethos and understandings on provision in 
Irish post-primary schools. European Journal of special educational needs, 32(2), 221-237. 
 
Aim/purpose Methodology Key findings  

 
To explore how EBD is 
understood by practitioners, 
what influences their 
understanding and how  
such influences impact 
provisions in school. 
 
 

Data collection  
Qualitative  
Postal questionnaires (n=36) followed by semi-
structured interviews (n=10) 14 questions 
Context 
secondary schools (20%) vocational and community 
colleges (50%) and comprehensive community 
schools (30%) 
Ireland  
Participants 
Interviewees consisted of; principals (n=3), teachers 
(n=3) and guidance counsellors (n=4)  
Thematic analysis  
Analysed within a social constructivist framework 

Behaviour policies appear unsuitable for 
CYP with EBD, incompatible with SEN 
policies and practices. 
SEN teachers are responsible for EBD, 
counsellor dissociates from CYP with 
behavioural issues. 
Variations in the conceptualisation of EBD, 
development and application of school 
behaviour policy impact school ethos and 
how staff respond to students. Resulting in 
an overly academic school ethos. 
Language used towards students differs 
based on gender 

 
McKeon, D. (2017). Emotional and behavioural difficulties: the effects of structures, ethos and understandings on provision in 
Irish post-primary schools. European Journal of special educational needs, 32(2), 221-237. 
Qualitative CASP criteria Examples within the data Yes / No 

�&DQ¶W�WHOO�� 
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Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 

Context and background outlined - study 
appears relevant  
Aim of research explicitly stated,  
Issue of transparency - part of a larger study 
(reference not shared) so it is not clear to see 
why these areas were researched.  

Yes 

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or 
subjective experiences of research participants  
Is qualitative methodology the right methodology for addressing 
the research goal?  

Methodology appears appropriate. 
 

Yes 

Design match aims  
Was the research design appropriate to address the aims of the 
research? 
If the researcher has justified the research designs (e.g. have 
they discussed how they decided which method to use) 
Was the sampling procedure made explicit and was it 
appropriate?  
Has the researcher explained the recruitment strategy? 

Research design appropriate to address the 
aims of the research  
Semi-structured interview appears appropriate 
for ascertaining perspectives.  
Research design appears suitable, although 
lacks transparency, no rational given for 
questionnaire followed by interviews. 

Yes 
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School and Participant section 
Was the recruitment strategy appropriate to the aims of the 
research? 
If the researcher has explained how the participants were 
selected  
If they explained why the participants they selected were the 
most appropriate to provide access to the type of knowledge 
sought by the study  
If there are any discussions around recruitment (e.g. why some 
people chose not to take part) 

Clear rational and details regarding selection of 
settings. 
Profile of participants who completed 
questionnaires not given although this 
information was provided for  
participants presented for those who completed 
interviews. 
Some information provided on questionaries 
which were posed. 
Lacks information on recruitment strategy (why 
or how participants were selected, contacted or 
interviewed).  
No rational on why principals, teachers and 
guidance counsellors were selected opposed to 
others such as inclusion manager. 
No local context given regarding deprivation or 
SEND population of settings. 
Trustworthiness undetermined due to lack of 
information.  

&DQ¶W�WHOO 
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Appropriate methods to collect data 
Was the data collected in a way that addressed the research 
issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-
structured interview etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for 
interview method, is there an indication of how interviews are 
conducted, or did they use a topic guide)  
If methods were modified during the study. If so, has the 
researcher explained how and why  
If the form of data is clear (e.g. tape recordings, video material, 
notes etc.)  
If the researcher has discussed saturation of data  

Semi-structured interview method of data 
collection appeared justified and appropriate. 
Categories of interview questions helpfully 
provided. 
Clear Indication of topics discussed in interview 
given, although no examples of actual 
questions. 
Suitable connection between how data from 
questionnaires were used to inform interviews  
Limited detail on method of analysis 

Yes 

Role of the researcher/ interviewer 
Has the relationship between researcher and participants been 
adequately considered?   
If the researcher critically examined their own role, potential bias 
and influence during (a) formulation of the research questions 
(b) data collection, including sample recruitment and choice of 
location   
How the researcher responded to events during the study and 
whether they considered the implications of any changes in the 
research design 

Role of the researcher in relation to the study 
not highlighted.  
Disclosure statement of no potential conflicts of 
interest.  
Researcher does not comment on whether or 
not they are involved in the original study. 

No 
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Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained 
to participants for the reader to assess whether ethical 
standards were maintained  
If the researcher has discussed issues raised by the study (e.g. 
issues around informed consent or confidentiality or how they 
have handled the effects of the study on the participants during 
and after the study)  
If approval has been sought from the ethics committee 

No comment of ethics, anonymity, 
confidentiality or data storage. However, this 
may be in the original study. 

&DQ¶W�WHOO 

Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the 
categories/themes were derived from the data  
Whether the researcher explains how the data presented were 
selected from the original sample to demonstrate the analysis 
process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, 
potential bias and influence during analysis and selection of data 
for presentation? 

Thematic analysis used appears appropriate for 
social constructivist framework. 
Limited depth of analysis as themes in data 
were the same as findings from questionnaire 
which led to the interview. 
Limited direct quotes from participants, however 
explanations of participants views appear 
detailed.  
Author communicated that findings from semi-
structured interviews only will be presented, 
rational for this is unstated.  
Contradictory data are not presented ± all data 
agreeable. 
Summary match the quotes. 

&DQ¶W�WHOO 
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Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
If there is adequate discussion of the evidence both for and 
DJDLQVW�WKH�UHVHDUFKHU¶V�DUJXPHQWV 
If the researcher has discussed the credibility of their findings 
(e.g. triangulation, respondent validation, more than one analyst) 
If the findings are discussed in relation to the original research 
question 

Most assertions and conclusions are based 
within the data, except one (which claims staff 
have a holistic perspective of SEMH ± this is 
not seen within the data, page 233).  
Author frequently refers to Irish context in which 
the study is placed, it is helpful to read as 
outside of this context. 
Little evidence for opposing arguments given 
Researcher does not discuss the credibility of 
the findings or limitations.  
 

Yes 

Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes to 
existing knowledge or understanding (e.g. do they consider the 
findings in relation to current practice or policy, or relevant 
research based literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the findings 
can be transferred to other populations or considered other ways 
the research may be used 

Insightful contribution regarding behaviour 
policies.  
Discusses the contribution study makes 
literature. 
Author suggests further research (into the role 
of guidance counsellors and gender). 
Focus of article provides relevance to review 
question, although weakened by mixture of 
settings, participant groups and sociopolitical 
context.  
 

Yes  
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0F�.HRQ��'����������µ6RIW�EDUULHUV¶�± The impact of school ethos and culture on the inclusion of students with special educational 
needs in mainstream schools in Ireland. Improving Schools, 23(2), 159±174. 
 
Aim/purpose Methodology Key findings  
To investigate the 
influence of school 
ethos on inclusive 
practice in 
mainstream post -
primary schools in 
relation to 
adolescence with 
social, emotional 
and behavioural 
difficulties (SEBD) 
 
 

Data collection  
Qualitative  
Questionnaires 
Semi-structured interviews 
Context 
Ireland  
Primary and Post primary (secondary) 
mainstream schools  
Participants 
Purposive sampling 
initial questionnaire principals (n = 19), 
special education teachers (n = 19) and 
guidance counsellors (n = 9). 53 percent 
female and 47 percent male.  
From the above participants  
semi-structured interviews principals (n=5), 
teachers (n=8) and guidance counsellors 
(n=4) 
Data analysis  
Inductive thematic analysis 
social constructivist framework 

Strong academic school ethos and labelling CYP with deficit 
GHVFULSWLRQV�RI�QHHGV�FUHDWHV�REVWDFOHV�RU�µVRIW�EDUULHUV¶�WR�
inclusion. 
Little to no regard for the impact of the school environment on 
students needs 
Secondary schools focus on performativity, primary schools 
appear more nurturing  
Secondaries ought to make deep-rooted systemic change in 
the ethos for the benefit of students with SEBD 
CAMHS deemed responsible for supporting SEDB opposed 
to guidance counsellors not responsible for supporting 
students with SEBD 
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0F�.HRQ��'����������µ6RIW�EDUULHUV¶�± The impact of school ethos and culture on the inclusion of students with special educational 
needs in mainstream schools in Ireland. Improving Schools, 23(2), 159±174. 
 
Qualitative CASP criteria Examples within the data Yes / No 

�&DQ¶W�WHOO�� 
Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 

Clear aim and justified purpose of the 
research early on in the article. 
Relevance justified by highlighting 
context and background. 
No date of data collection 

Yes 

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions and/or 
subjective experiences of research participants  
Is qualitative methodology the right methodology for addressing the 
research goal?  

Appropriate research method used to 
address the research question 
congruity between the stated 
philosophical perspective and the 
research methodology 

Yes 

Design match aims  
Was the research design appropriate to address the aims of the 
research? 
If the researcher has justified the research designs (e.g. have they 
discussed how they decided which method to use) 
Was the sampling procedure made explicit and was it appropriate?  
Has the researcher explained the recruitment strategy? 

Justified research and appropriate 
design 

Yes 



 315 

School and Participant section 
Was the recruitment strategy appropriate to the aims of the research? 
If the researcher has explained how the participants were selected  
If they explained why the participants they selected were the most 
appropriate to provide access to the type of knowledge sought by the 
study  
If there are any discussions around recruitment (e.g. why some people 
chose not to take part) 

Rational for participants selected 
Purposive sampling  
Part of a larger study, initial recruitment 
strategy lacks detail. 
Little information regarding context of 
the schools, regarding levels of 
deprivation or the measure of students 
with SEN.  
Clear information on number and role of 
respondents within each phase. 
Profile of participants not provided 
Lacks information on recruitment 
strategy (why or how participants were 
selected, contacted or interviewed). 
Some information provided on 
questionaries which were posed.  
Trustworthiness undetermined due to 
lack of information. 

&DQ¶W�WHOO 
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Appropriate methods to collect data 
Was the data collected in a way that addressed the research issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-structured 
interview etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for interview 
method, is there an indication of how interviews are conducted, or did 
they use a topic guide)  
If methods were modified during the study. If so, has the researcher 
explained how and why  
If the form of data is clear (e.g. tape recordings, video material, notes 
etc.)  
If the researcher has discussed saturation of data  

Appropriate and justified methods used 
to collect data. 
Clear how data were collected. 
Part of a larger study, information 
regarding original study and any 
possible modifications not discussed. 
Form of data collection not explicitly 
stated  
 

Yes  

Role of the researcher/ interviewer 
Has the relationship between researcher and participants been 
adequately considered?   
If the researcher critically examined their own role, potential bias and 
influence during (a) formulation of the research questions (b) data 
collection, including sample recruitment and choice of location   
How the researcher responded to events during the study and whether 
they considered the implications of any changes in the research design 

Relationship between researcher and 
participant not discussed. 

&DQ¶W�WHOO 
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Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was explained to 
participants for the reader to assess whether ethical standards were 
maintained  
If the researcher has discussed issues raised by the study (e.g. issues 
around informed consent or confidentiality or how they have handled the 
effects of the study on the participants during and after the study)  
If approval has been sought from the ethics committee 

No mention of ethics, Anonymity, 
confidentiality, pseudonyms, data 
storage 

&DQ¶W�WHOO 

Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the categories/themes 
were derived from the data  
Whether the researcher explains how the data presented were selected 
from the original sample to demonstrate the analysis process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, potential bias 
and influence during analysis and selection of data for presentation? 

Detailed information regarding how data 
from phase one (questionnaires) was 
used in phase two (semi structured 
interviews). 
Findings are closely linked to initial 
research question 
Congruity between the research 
methodology and the representation and 
analysis of data 
Findings answer the question 

Yes  
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Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
If there is adequate discussion of the evidence both for and against the 
UHVHDUFKHU¶V�DUJXPHQWV 
If the researcher has discussed the credibility of their findings (e.g. 
triangulation, respondent validation, more than one analyst) 
If the findings are discussed in relation to the original research question 

Clear statement of findings provided 
Limitations of study provided 
Claims appear to be accurate -grounded 
in the data 
 

Yes  

Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes to existing 
knowledge or understanding (e.g. do they consider the findings in 
relation to current practice or policy, or relevant research based 
literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the findings can be 
transferred to other populations or considered other ways the research 
may be used 

Valuable data to answer in the review 
question, Despite geographical 
differences. 
Insightful findings are considered in 
relation to practice and policy 
 
 
 
 

Yes  
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O'Reilly, M., Adams, S., Whiteman, N., Hughes, J., Rilley, P., & Dogra, N. (2018). Whose 5HVSRQVLELOLW\�LV�$GROHVFHQW¶V�0HQWDO�
Health in the UK? Perspectives of Key Stakeholders. School Mental Health, 10, 450±4 161. 
Aim/purpose Methodology Key findings  
To ascertain 
whose 
responsibility is 
adolescent 
mental health 
within UK 
secondary 
schools. 

Data collection  
Qualitative: Focus group semi-structured 
Context:  
England: Leicester and London 2016/2017  
Secondary school 
Participants: 
10 focus groups were conducted;  
2 focus groups with educational professionals (N = 16). 
Headteachers, teachers and teaching assistants. Aged from 23 to 
59 years. Males (n=6) and females(n=10). White British (n=11), 
South Asian (n=4) and Eastern European (n=1).  
2 focus groups with mental health practitioners (N = 8). Males (n=2) 
and females(n=4). Aged 30±54 years. White British (n=2) and South 
Asian (n=4). 
6 focus groups with adolescents aged 11±18 years (N = 54). Males 
(n=30) and females (n=24), predominantly from White British and 
South Asian  
Duration: 45 minutes and one hour, 15 minutes 
Data analysis: 
Data were transcribed verbatim  
Thematic analysis  

Teachers role is to educate students 
rather than supporting their emotional 
well-being and mental health of a 
Teacher 
Staff are not trained or supervised to 
support complex mental health 
difficulties 
Adolescence reported a lack of 
mental health promotion, they 
frequently relied on the teacher 
Parents are responsible for their 
FKLOGUHQ¶V�PHQWDO�KHDOWK��WKH\�QHHG�WR�
be educated that they can provide 
support 
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O'Reilly, M., Adams, S., Whiteman, N., +XJKHV��-���5LOOH\��3���	�'RJUD��1����������:KRVH�5HVSRQVLELOLW\�LV�$GROHVFHQW¶V�0HQWDO�
Health in the UK? Perspectives of Key Stakeholders. School Mental Health, 10, 450±4 161. 
Qualitative CASP criteria Examples within the data <HV���1R��&DQ¶W�

tell,  
Aims 
Was there a clear statement of the aims of the research?   
What was the goal of the research?  
Why was it thought important? 
Its relevance 

Aims stated 
Clear rational for research 
Clear background and context  
Date of data collection provided 

Yes 

Methodology and design 
Is the methodology appropriate?  
If the research seeks to interpret or illuminate the actions 
and/or subjective experiences of research participants  
Is qualitative methodology the right methodology for 
addressing the research goal?  

Appropriate qualitative methodology to address 
the research goal 
 

Yes  

Design match aims  
Was the research design appropriate to address the aims of 
the research? 
If the researcher has justified the research designs (e.g. 
have they discussed how they decided which method to 
use) 
Was the sampling procedure made explicit and was it 
appropriate?  
Has the researcher explained the recruitment strategy? 

Clearly stated and justified reason for design, 
although no other methods explored  

Yes 
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School and Participant section 
Was the recruitment strategy appropriate to the aims of the 
research? 
If the researcher has explained how the participants were 
selected  
If they explained why the participants they selected were the 
most appropriate to provide access to the type of knowledge 
sought by the study  
If there are any discussions around recruitment (e.g. why 
some people chose not to take part) 

Justification for geographical locations 
Limited information on rational or process of 
school or participant selection 
Clear demographics on participants in relation 
to age, gender and ethnicity. 
Diverse ethnic population 
Number of participants clear  
Sample reflective of the population 
selection procedure of participants was not 
articulated 
 

Yes  

Appropriate methods to collect data 
Was the data collected in a way that addressed the research 
issue?   
If the setting for the data collection was justified  
If it is clear how data were collected (e.g. focus group, semi-
structured interview etc.)  
If the researcher has justified the methods chosen  
If the researcher has made the methods explicit (e.g. for 
interview method, is there an indication of how interviews 
are conducted, or did they use a topic guide)  
If methods were modified during the study. If so, has the 
researcher explained how and why  
If the form of data is clear (e.g. tape recordings, video 
material, notes etc.)  
If the researcher has discussed saturation of data  

Methods of data collection congruent with 
answering the research question  
Clarity on methods of data collection  

Yes  
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6.Role of the researcher/ interviewer 
Has the relationship between researcher and participants 
been adequately considered?   
If the researcher critically examined their own role, potential 
bias and influence during (a) formulation of the research 
questions (b) data collection, including sample recruitment 
and choice of location   
How the researcher responded to events during the study 
and whether they considered the implications of any 
changes in the research design 

1R�PHQWLRQ�RI�WKH�UHVHDUFKHU¶V�UROH�RU�SRVVLEOH�
bias. 
 

&DQ¶W�WHOO 

Ethics 
Have ethical issues been taken into consideration?   
If there are sufficient details of how the research was 
explained to participants for the reader to assess whether 
ethical standards were maintained  
If the researcher has discussed issues raised by the study 
(e.g. issues around informed consent or confidentiality or 
how they have handled the effects of the study on the 
participants during and after the study)  
If approval has been sought from the ethics committee 

Ethical approval granted. 
Reference to ethical principles and consent, 
and anonymity explained.  
Compliance with ethical standards 
documented. 
 

Yes 
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Analysis 
Was the data analysis sufficiently rigorous?   
If there is an in-depth description of the analysis process   
If thematic analysis is used. If so, is it clear how the 
categories/themes were derived from the data  
Whether the researcher explains how the data presented 
were selected from the original sample to demonstrate the 
analysis process  
If sufficient data are presented to support the findings   
To what extent contradictory data are taken into account 
Whether the researcher critically examined their own role, 
potential bias and influence during analysis and selection of 
data for presentation? 

 
Details of how themes emerged inductively 
from thematic analysis, process described in 
detail with rationale. Examples would be 
helpful. 
Transcription process explained. 
Clear a reporting on the role/ job title of 
participants would be helpful 
Contradictory information taken into account 
 

Yes 

9.Discussion 
Is there a clear statement of findings?  
If the findings are explicit 
If there is adequate discussion of the evidence both for and 
DJDLQVW�WKH�UHVHDUFKHU¶V�DUJXPHQWV 
If the researcher has discussed the credibility of their 
findings (e.g. triangulation, respondent validation, more than 
one analyst) 
If the findings are discussed in relation to the original 
research question 

 
Does not differentiate views of Principals from 
other staff 
Adequate discussion in relation to aims and 
objectives of the research 
No statement of strengths and limitations 
provided  
 
 

Yes 
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10.Conclusion: Contribution to the field 
How valuable is the research?  
If the researcher discusses the contribution the study makes 
to existing knowledge or understanding (e.g. do they 
consider the findings in relation to current practice or policy, 
or relevant research based literature  
If they identify new areas where research is necessary 
If the researchers have discussed whether or how the 
findings can be transferred to other populations or 
considered other ways the research may be used 

Conclusion follows smoothly from results 
Insightful and useful Implications for practice at 
a systemic level 
Views from SLT and focus on systems level 
makes it relevant 
No statement of generalisability given 
Suggestions for further research made 
Relevant: geographical location, timeliness and 
contribution to answering the literature review 
question 
 

Yes 
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Appendix N 

Initial Focus Group Schedule 

1. What does social, emotional and mental health (SEMH) difficulties mean? 

2. How are students with SEMH needs brought to the attention of the senior 

leadership team? 

3. Is there a link between students with SEMH needs and permanent 

exclusions? Please give reasons for your answer. 

4. :KDW�DUH�WKH�FDXVHV�RI�SHUPDQHQW�H[FOXVLRQ"¶ 

5. Who are the main group students that face permanent exclusion? Why these 

groups? 

6. How do you promote inclusion for students with SEMH needs? 

7. What are the processes and approaches in the school that hinder students 

with SEMH needs? 

8. What outside agencies do you collaborate with to support students with 

SEMH needs? and how can this be improved upon? 

9. Are parents involved where there are concerns about children at risk of 

permanent exclusion? 
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 Final focus group interview schedule 

1. What kind of behaviour would you expect to see in a student who has social, 

emotional and mental health (SEMH) difficulties? 

2. How are students with SEMH needs brought to the attention of the senior 

leadership team? 

3. Is there a link between students with SEMH needs and permanent 

exclusions? Please give reasons for your answer. 

4. What are the causes and contributing factors to permanent exclusions? 

5. Who are the main group students that face permanent exclusion? Why these 

groups? 

6. What are the processes and approaches in school that supports students with 

SEMH needs? 

7. What are the processes and approaches in the school that hinder students 

with SEMH needs? 

8. What role do outside agencies have in regards to supporting students with 

SEMH needs? and how can this be improved upon? 

9. at what point are parents involved where there are concerns about children at 

risk of permanent exclusion? 

10. What may be the reason for year nines having higher than average 

permanent exclusion rates than other year groups both locally and nationally? 
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Appendix O  

Letter of Ethical Approval 
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Appendix P  

Information Sheet for Headteachers  
 

[Header removed ] 
Dear [Headteacher name],  
I hope you have had a successful start to the new academic year. 
I am a Trainee Educational Psychologist in my final year of my doctorate training and am 
employed part time on a bursary scheme in [LA name] Educational Psychology Service.  
 
I am required to complete a doctoral thesis in an area of research and academic interest. The 
research also aims to increase understanding of issues relevant to [LA name] and have a 
SRVLWLYH�LPSDFW�RQ�WKH�GHYHORSPHQW�RI�WKH�ERURXJK¶V�IXWXUH�SROLFLHV�DQG�SURFHGXUHV�� 
 
Through discussions with colleagues in [LA] including [name] (Assistant Director, Education 
Services) and [name] (Principal Educational Psychologist/HOS) the focus of my research has 
been developed and will focus on: 
 

µ([SORUDWLRQ�RI�VWDII¶V�SHUFHSWLRQ�RI�VWXGHQW¶V�VRFLDO�DQG�HPRWLRQDO�PHQWDO�KHDOWK�
�6(0+��QHHGV�¶ 

The research will also look at: 
x the impact SEMH may have on behaviour 
x how SEMH and behaviour is understood and managed in the classroom 
x the relationship between SEMH and exclusion data 

I plan to work with a number of schools in order to better understand the process surrounding 
H[FOXVLRQV�RI�VWXGHQWV�DQG�KRSH�WKDW�\RX�ZLOO�DJUHH�WR�\RXU�VFKRRO¶V�SDUWLFLSDWLRQ�LQ�WKLV�� 
 
What is required: 
Senior leadership team partaking in a group discussion about understanding and practice 
relating to students with social and emotional mental health issues. 
Confidentiality of the school and staff will be maintained. In the write up of the thesis [LA 
name] will not be specified and all schools will be given pseudonyms. Individuals will be 
UHIHUUHG�WR�XVLQJ�JHQHULF�WHUPV�VXFK�DV��³WHDFKHU´��³WHDFKLQJ�VXSSRUW��³SDVWRUDO�VXSSRUW´�DQG�
³VHQLRU�OHDGHUVKLS´�WR�SURWHFW�WKHLU�LGHQWLW\� 
Taking part in this study is entirely voluntary. Please note should your school or individual 
staff wish to participate you have the right to withdraw at any point before the submission of 
this research. 
 
This research is being organised by myself as a student at the Tavistock and Portman NHS 
trust. Funding for this research is from the National College for Teaching and Leadership.  
 
The project has received ethical approval from the Psychology Research Ethics Committee of 
the Tavistock and Portman NHS Trust. I also have the approval from [name] and [name]. 
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Once all data has been gathered, I will offer a consultation to feedback the results to each 
VFKRRO�WKDW�WDNHV�SDUW��7KLV�LQIRUPDWLRQ�WKHUHIRUH�KDV�WKH�SRWHQWLDO�WR�LPSURYH�HDFK�VFKRRO¶V�
understanding of how school staff understand and perceive SEMH. This can help tailor 
support for children who experience SEMH difficulties. Ultimately, it is my intention that the 
research thesis will be published and available for public access. 
 
If your school would be prepared to take part in this research, please contact me by phone on 
[phone number] or email at [email address]. 
I would be happy to meet with either yourself or a member of your team. Initially this would 
be an opportunity to share further information and answer any queries you might have.  
 
I look forward to hearing from you, 
 
Kind regards 
 
[Signature] 
 
[Name] 
 
Trainee Educational Psychologist 
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Appendix Q  

Consent Form for Headteachers  
 

[Header removed] 
 

Dear [Headteacher name], 
 

Thank you for agreeing to participate in this study.  
 
5HVHDUFK�WLWOH��³([SORUDWLRQ�RI�VWDII¶V�SHUFHSWLRQ�RI�VWXGHQW¶V�VRFLDO�DQG�emotional mental 
KHDOWK��6(0+��QHHGV�´ 
 
This consent form relates to; 
Senior leadership team partaking in a group discussion about understanding and practice 
relating to students with social and emotional mental health issues. 
Confidentiality will be maintained in publications advice of legal limitations to data 
confidentiality. The research findings will be published and shared with professionals, 
parents, students and the general public.  
Involvement in the project is voluntary and you free to withdraw at any time, or to withdraw 
any unprocessed data previously supplied. 
There are no partner institutions or funding bodies involved in the research. 
There is no foreseeable imminent harm to self and/or others that should occur as a result of 
completing the questionnaire. 
 

1. 3OHDVH�UHDG�WKH�VWDWHPHQWV�EHORZ�DQG�GHOHWH�µ\HV¶�RU�µQR¶�DV�DSSURSULDWH� 
2. I confirm that I have read and understand the Participant Information Sheet sent in the 

first email. Yes/No 
3. I have had the opportunity to ask questions and had them answered. Yes/No 
4. I understand that all personal information will remain confidential and that all efforts 

will be made to ensure that the school, staff and students cannot be identified (except 
as might be required by law or imminent harm to myself or others.) Yes/No 

5. I agree that data gathered in this study may be stored anonymously and securely, and 
may be used for this research thesis. Yes/No 

6. I understand that participation is voluntary and that I am free to withdraw at any time 
without giving a reason. Yes/No 

7. I agree for school staff to take part in this study. Yes/No 
8. I agree for the anonyms research findings to be published and disseminated Yes/No 

 
School name:________________________________________ 
Headteacher print name: ___________________________________________ 
Headteacher signature: _____________________________________________ 
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Date: _____________________________________________ 
 
Researcher print name: ___________________________________________ 
Researcher signature: _____________________________________________ 
Date: ___________________________________________ 
 
Kind regards 
Kind regards 
 
[Signature] 
 
[Name] 
 
Trainee Educational Psychologist 
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Appendix R 

Information Sheet for Senior Leader Staff Member 
 

[Header removed] 
 

Dear School staff, 
 

I am a Trainee Educational Psychologist in my final year of my doctorate training and am 
employed part time on a bursary scheme in [LA name] Educational Psychology Service.  
 
I am required to complete a doctoral thesis in an area of research and academic interest.  The 
research also aims to increase understanding of issues relevant to [LA name] and have a 
SRVLWLYH�LPSDFW�RQ�WKH�GHYHORSPHQW�RI�WKH�ERURXJK¶V�IXWXUH�SROLFLHV�DQG�SURFHGXUHV��� 
 
Through discussions with colleagues in [LA name] including [name] (Assistant Director, 
Education Services) and [name] (Principal Educational Psychologist/HOS) the focus of my 
research has been developed and will focus on: 
 

µ([SORUDWLRQ�RI�VWDII¶V�SHUFHSWLRQ�RI�VWXGHQW¶V�VRFLDO�DQG�HPRWLRQDO�PHQWDO�health 
�6(0+��QHHGV�¶ 

The research will also look at: 
x the impact SEMH may have on behaviour 
x how SEMH and behaviour is understood and managed in the classroom 
x the relationship between SEMH and exclusion data 

I plan to work with a number of schools in order to better understand the process surrounding 
H[FOXVLRQV�RI�VWXGHQWV�DQG�KRSH�WKDW�\RX�ZLOO�DJUHH�WR�\RXU�VFKRRO¶V�SDUWLFLSDWLRQ�LQ�WKLV�� 
 
Your headteacher has agreed to School staff participate in this study. 
What is required: 

x Senior leadership team partaking in a group discussion about understanding and 
practice relating to students with social and emotional mental health issues. This will 
last approximately 45 to 60 minutes. 
 

Confidentiality of the school and staff will be maintained.  In the write up of the thesis [LA] 
will not be specified and all schools will be given pseudonyms. Individuals will be referred to 
XVLQJ�JHQHULF�WHUPV�VXFK�DV��³WHDFKHU´��³WHDFKLQJ�VXSSRUW��³SDVWRUDO�VXSSRUW´�DQG�³VHQLRU�
OHDGHUVKLS´�WR�SURWHFW�WKHLU�LGHQWLW\� 
Taking part in this study is entirely voluntary. Please note should you wish to remove 
yourself from the study you have the right to withdraw at any point before the submission of 
this research (Summer term 2018). 
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This research is being organised by myself as a student at the Tavistock and Portman NHS 
trust. Funding for this research is from the National College for Teaching and Leadership.  
 
The project has received ethical approval from the Psychology Research Ethics Committee of 
the Tavistock and Portman NHS Trust.  I also have the approval from [name] and [name]. 
 
Once all data has been gathered, I will offer a consultation to feedback the results to each 
VFKRRO�WKDW�WDNHV�SDUW��7KLV�LQIRUPDWLRQ�WKHUHIRUH�KDV�WKH�SRWHQWLDO�WR�LPSURYH�HDFK�VFKRRO¶V�
understanding of how school staff understand and perceive SEMH. This can help tailor 
support for children who experience SEMH difficulties. Ultimately, it is my intention that the 
research thesis will be published and available for public access. 
 
I would be happy to meet with either yourself or a member of your team.  Initially this would 
be an opportunity to share further information and answer any queries you might have.   
 
I look forward to hearing from you, 
 
Kind regards 
 
[Signature] 
 
[Name] 
 
Trainee Educational Psychologist 
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Appendix S 

Consent form Senior Leader Staff Member 
 

[Header removed] 
Dear Staff member, 
 
Thank you for agreeing to participate in this study.  
 
5HVHDUFK�WLWOH��³([SORUDWLRQ�RI�VWDII¶V�SHUFHSWLRQ�RI�VWXGHQW¶V�VRFLDO�DQG�HPRWLRQDO�PHQWDO�
KHDOWK��6(0+��QHHGV�´ 
 
This consent form relates to; 
Senior leadership team partaking in a group discussion about understanding and practice 
relating to students with social and emotional mental health issues. This will last 
approximately 45 to 60 minutes. 
 
Confidentiality will be maintained in publications advice of legal limitations to data 
confidentiality. The research findings will be published and shared with professionals, 
parents, students and the general public.  
Involvement in the project is voluntary and you free to withdraw at any time, or to withdraw 
any unprocessed data previously supplied. 
 
There are no partner institutions or funding bodies involved in the research. 
There is no foreseeable imminent harm to self and/or others that should occur as a result of 
completing the questionnaire. 
 
3OHDVH�UHDG�WKH�VWDWHPHQWV�EHORZ�DQG�GHOHWH�µ\HV¶�RU�µQR¶�DV�DSSURSULDWH� 

1. I confirm that I have read and understand the Participant Information Sheet. Yes/No 
2. I have had the opportunity to ask questions and had them answered. Yes/No 
3. I understand that all personal information will remain confidential and that all efforts 

will be made to ensure that the school, staff and students cannot be identified (except 
as might be required by law or imminent harm to myself or others.) Yes/No 

4. I agree that data gathered in this study may be stored anonymously and securely, and 
may be used for this research thesis. Yes/No 

5. I understand that participation is voluntary and that I am free to withdraw at any time 
without giving a reason. Yes/No 

6. I agree to take part in this study. Yes/No 
7. I agree for the anonyms research findings to be published and disseminated Yes/No 

 
School name:________________________________________ 
Staff member print name: ___________________________________________ 
Staff member signature: _____________________________________________ 
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Date: _____________________________________________ 
 
Researcher print name: ___________________________________________ 
Researcher signature: _____________________________________________ 
Date: ___________________________________________ 
 
Kind regards 
 
[Signature] 
 
[Name] 
 
Trainee Educational Psychologist 
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Appendix T 

Table T 

Braun and Clarke (2006) 15-point Checklist of Criteria for Good Thematic Analysis 

Process  No. Criteria   
Transcription  1 The data have been transcribed to an appropriate 

level of detail, and the transcripts have been 
FKHFNHG�DJDLQVW�WKH�WDSHV�IRU�µDFFXUDF\¶� 

 

Coding  2 Each data item has been given equal attention in 
the coding process.  

3 Themes have not been generated from a few vivid 
examples (an anecdotal approach), but instead the 
coding process has been thorough, inclusive and 
comprehensive. 

 

4 All relevant extracts for all each theme have been 
collated.  

5 Themes have been checked against each other and 
back to the original data set.  

6 Themes are internally coherent, consistent, and 
distinctive.  

Analysis  7 Data have been analysed interpreted, made sense 
of rather than just paraphrased  

8 Analysis and data match each other the extracts 
illustrate the analytic claims.  

9 Analysis tells a convincing and well-organized story 
about the data and topic.  

10 A good balance between analytic narrative and 
illustrative extracts is provided.  

Overall  11 Enough time has been allocated to complete all 
phases of the analysis adequately, without rushing 
a phase or giving it a once-over-lightly. 

 

Written 
report 

12 The assumptions about, and specific approach to, 
thematic analysis are clearly explicated.  

13 There is a good fit between what you claim you do, 
and what you show you have done i.e., described 
method and reported analysis are consistent. 
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14 The language and concepts used in the report are 
consistent with the epistemological position of the 
analysis. 

 

15 The researcher is positioned as active in the 
research process; themes do not jXVW�µHPHUJH¶�  
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Appendix U  

Figure U1 

Phase 2 of; Example of Line-by-line Coding (School A, Position 148 - 152)  
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Figure U2 

 Phase 2 of; Example of Line-by-line Coding (School B, Position 147-156) 
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Figure U3 

Phase 2 of; Example of Line-by-line Coding (School C, Position 91 - 94)  
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Appendix V 

Figure V1  

Phase 3 Continued; Generating Initial Codes, List of Codes Condensed into 25 

Preliminary Themes (Pre-revision) 
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Figure V2 

Phase 3: Searching for themes Codes into themes: grouping similar codes under one theme  
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Appendix W 

Figure W1 

Phase 4: Reviewing Themes for Similarities and Differences, List of Themes with Quantities of Codes (Pre- revision) 
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Figure W2 

Phase 4 continued: Reviewing themes for similarities and differences, visual map of themes and codes   
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Figure W3 

3KDVH����5HGHILQH�7KHPHV��,QLWLDO�FRGLQJ�RI�WKHPH������������³:H�5DUHO\�([FOXGH�.LGV�IURP�WKH�7RS�6HWV´ 
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Appendix X 

Figure X1  

Phase 5 : Theme 4.4.1: SLTs fee Disempowered by SEMH Needs and Systemic Pressures 
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Figure X2 

Phase 5: Theme 4.4.2: SLTs Pursue Inter-Organisational Engagement and Containing Relationships 
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Figure X3 

 

 

Phase 5: Themes within Over Arching Theme SLTs Grapple with their Sense of Agency over the Inclusion and PEX of 

Students with SEMH needs



 

Appendix Y 

Transcripts  

School A 

1 School A  

2 Key: 

3 Interviewer 

4 1  Mary 

5 2  Sarah 

6 3  Susan 

7 4  James 

8 5  Samantha 

9 6  Frank  

10 7  Fiona  

11 8  Jacob  

12 9  Sally  

13 10  Anne  

14 11  Maria 

15 12 Tom 

16 Interviewer: [Q1] I have several questions; the first question is: what kind 
of behaviours would you expect to see in a student with social emotional 
mental health difficulties?   

17 Mary: A range of behaviour from being withdrawn to possibly having 
behavioural issue, anger, un-controlled, refusing to communicate or just 
normal like no-one notices. 

18 Sarah: Or non-attendance. 

349



 

19 Susan: Lack of focus; lack of concentration, distracted. 

20 James: ,¶YH�MXVW�FRPH�IURP�D�\HDU�VHYHQ�OHVVRQ�ZKHUH�WKHUH�ZDV�RQH�
particular individual who this body [SLT] is perfectly aware of, and her 
SDUWLFXODU�LVVXH�LV�DWWHQWLRQ�VHHNLQJ�WKDW¶V�KRZ�VKH�SUHVHQWV�KHUVHOI�WKDW�
every five minutes or so she finds it very difficult to remain on task and 
VKH¶V�HQYLRXV�RI�WKH�IDFW��RU�VKH�ILQGV�LW�GLIILFXOW�WR�DFWXDOO\�HQJDJH�ZLWK�WKH�
fact that everybody is on task and focused. 

21 Mary: Friendship issues. 

22 Interviewer: Can you say a bit more about that?  

23 Mary: They want to be friends with everyone but FDQ¶W�VXVWDLQ�LW because 
they may come across as irritating or want to be friends but say the wrong 
things. 

24 Samantha: Sometimes as well you notice that girls with difficulties around 
mental health they might have a group of friends that are outside of their 
age group, so either significantly younger or older than they are so the year 
�¶V�WKDW�KDYHQ¶W�VHWWOHG�LQ�WKHLU�RZQ�\HDU�JURXS�EXW�\RX¶OO�DOZD\V�ILQG�WKHP�
ZLWK�D�EXQFK�RI�\HDU��¶V�RU�WKH�\HDU��¶V�DUH�DOZD\V�ZLWK�WKH�\HDU��¶V� 

25 Susan: Or sometimes you notice going on from that point they 
associate more with the staff and not really at all with the students. 

26 Sarah: I think some of the older ones avoid exams. 

27 Samantha: That kind of avoidance behaviour things that make them 
uncomfortable, six formers especially they disappear and things like that.  

28 Susan: Their whole presentation, just in terms of how they look and 
how they appear in terms of their uniform etc. can often be a reason for 
underlying [SEMH] 

29 Sarah: And sometimes they avoid large groups of people, particularly where 
they might be expected to speak in front of other people, so they will avoid 
WKDW�VLWXDWLRQ�VR�WKH\�GRQ¶W�KDYH�WR�EH�WKHUH�DQG�EH�XQGHU�SUHVVXUH�LQ�WKDW�
way. 

30 James: ,�WKLQN�WKDW¶V�DFWXDOO\�TXLWH�D�UHOHYDQW�SRLQW�DERXW�LW�WR�D�ORW�RI�
SHRSOH�ZKHUH�LW¶V�QRW�DOZD\V�WKRVH�ZKR�RXWZDUGO\�GLVSOD\�VLJQV�RI�;��<�DQG�
Z who may in fact have social emotional and mental health issues, so they 
FDQ�TXLWH�EOHQG�LQ�EXW�\HW�WKH\¶UH�QRW�seen with those issues, or more 
difficult to identify but they exist.  
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31 03:44  

32  Susan: $QG�RWKHUV��,�PHDQ�ZH¶YH�QRWLFHG��WKHUH¶V�QRW�PDQ\��
but losing weight in particular. 

33 Mary: I think the opposite can be said as well. 

34 Susan: The opposite can be said yes, absolutely. 

35 Mary: ,I�\RX¶UH�QRW�ORRNLQJ�DIWHU�\RXU�DSSHDUDQFH� 

36 Sarah: I think poor punctuality is another one because they find it difficult to 
JHW�WKHPVHOYHV�LQWR�VFKRRO�DQG�LW¶V�D�VWUXJJOH�PD\EH�IRU�WKH�SDUHQWV�WR�JHW�
them out RI�WKH�KRXVH�LI�WKH\¶UH�VXIIHULQJ�IURP�GHSUHVVLRQ�IRU�H[DPSOH�VR�
they might have a regular pattern of being late to school all the time.  

37 Interviewer: >4�@�6R�ZH¶YH�GRQH�WKH�ILUVW�TXHVWLRQ��7KH�IROORZLQJ�TXHVWLRQ�
is: how are students with SEMH needs brought to the attention of the senior 
leadership team?  

38 Susan: Through the achievement leaders DQG�WKDW¶V�RXU�KHDGV�RI�
years and Director of key stages and SENCo. 

39 James: Form tutors; subject teacher assessments. 

40 Susan:  Me? 

41 Sarah:  Yes thats our SENCO 

42 Susan: Would bring it to most probably the inclusion team and the 
achievement leaders and then primary schools sometimes. 

43 James: Our inclusion manager sitting next to you lets everybody 
know, gives a potted history of all students new to key stage three coming 
into year 7, based on information from primary schools, so if the primary 
school passes on the information my esteemed colleague to your right 
PDNH�VXUH�WKDW�LW¶V�ZULWWHQ�GRZQ�IRU�HYHU\body to look at. 

44 Susan: $QG�WKDW¶V�YLD�D�ERRNOHW�FDOOHG�3HQ�3RUWUDLWV��6R��3HQ�3RUWUDLWV�
of year seven which gives all the information that we know about. 

45 Sarah: And sometimes it can be other students; students quite often will 
WHOO�\RX�WKH\¶UH�ZRUried about their friends. 

46 Mary: Sometimes parents actually you know if their child is worried about 
a subject and so forth and a quick whip round the teachers to just know if 
anyone noticed anything. 
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47 Sarah: We use the Sharp system where the students can report 
anonymously RQOLQH�ZLWK�DQ\�GLIILFXOWLHV�WKH\¶UH�KDYLQJ�RU�DQ\�FRQFHUQV�
WKH\¶YH�JRW�DQG�VRPHWLPHV�WKH\�ZLOO�VD\��³,¶P�really worried about my 
friend because ;��<��=�´�$QG�WKDW�KDSSHQV�TXLWH�D�ORW� 

48 James: They also in a sense, (inaudible 00:02:00) through the 
student suggestion box and we can get messages through about if 
VRPHERG\¶V�ZRUULHG�DERXW�VRPHERG\�EHFDXVH�RI�ZKDWHYHU�LW�PD\�EH� 

49 Susan: ,�NQRZ�ZH¶YH�VDLG�SDUHQWV�EXW�SDUHQWV�QRW�RI�WKH�VWXGHQWV�ZKR 
KDYH�WKH�LVVXHV�ZLWK��WKH�FKLOG�ZLOO�JR�KRPH�DQG�WHOO�WKHLU�SDUHQW��³,¶P�
worried about so-and-VR�LQ�P\�FODVV�´�DQG�WKDW�SDUHQW�ZLOO�LQIRUP�XV� 

50 Interviewer: And what would you say is the most popular way of finding 
out the concerns, is there one method or is it quite varied? 

51 Sarah: Are SLT finding out the concerns? 

52 Interviewer: Yes. 

53 Sarah: I would say that mainly came through the achievement leaders, the 
heads of year. 

54 Interviewer: [Q3] So the next question is: do you think there is a link 
between social emotional mental health needs and permanent exclusions?
  

55 03:04 

56 Susan: Sometimes but not- 

57 Sarah: Do you mean exclusively? Because exclusively I would say no but it 
can be linked but not exclusively. 

58 Mary: But is there a higher proportion of those students getting exclusions 
than other students? 

59 Sarah: ,�GRQ¶W�WKLQN�ZH¶YH�ORRNHG�DW�WKH�GDWD� 

60 Susan: :H�NHHS�D�VSUHDGVKHHW�RI�DOO�RI�LW�EXW�LW¶V�D�FDVH�RI�DQDO\VLQJ 
LW�EXW�,�GRQ¶W�WKLQN�VR��,�WKLQN�ZKHQ�2)67('�KDYH�EHHQ�LQ�DQG�ZH�KDYH�
looked at things like that, no. 

61 James: I think the opposite occurs which is everybody goes the extra 
PLOH�WR�DYRLG�LW�>3(;@�XQOHVV�LW¶V�D�ODVW��ODVW��ODVW�UHVRUW�IRU�FKLOGUHQ�ZLWK�
SEMH needs. 
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62 Susan: ,�FDQ¶W�WKLQN�DW�WKH�PRPHQW��WKH�SHUPDQHQW�H[FOXVLRQV�WKDW�
ZH¶YH�GRQH�KDYH�EHHQ�IRU�WKLQJV�OLNH�EULQJLQJ�D�knife into school, alcohol 
into school, certainly last year. 

63 Sarah: %XW�WKH\¶UH�VR�IHZ�DQG�IDU�EHWZHHQ�DQ\ZD\�DQG�ZH�MXVW�Kave so few 
SHUPDQHQW�H[FOXVLRQV��LW¶V�NLQG�RI�XQXVXDO�WKLQJV�UHDOO\�LVQ¶W�LW" 

64 Susan: There was one permanent exclusion last year and I would say 
that she had SEMH.  I think what we have to remember here as well I 
should have said this maybe at the beginning but in terms of SEN needs 
WKH�ZRUG�µEHKDYLRXU¶�GRHVQ¶W�H[LVW��VR�LI�\RX¶UH�WKLQNLQJ�EHKDYLRXU�\RX�
just have to think of social emotional and mental health that covers 
behaviour, VR�,�VKRXOG�KDYH�VDLG�WKDW�PD\EH�WKDW�ZH¶UH�QRW�MXVW�ORRNLQJ�DW�
mental health needs, although in some respects I know a lot of people say 
that all poor behaviour is as a result of a mental health issue ± WKDW¶V�
debateable. 

65 Samantha: I kind of think that in the broadest sense of some kind of 
social emotional or mental healtK�GLIILFXOW\��DQ\�FKLOG�WKDW¶V�EHKDYLRXU�KDV�
JRW�VR�RXW�RI�FRQWURO�WKDW�WKH\�REYLRXVO\�KDYHQ¶W�OHDUQW�WR�ILW�LQ�ZLWK�social 
QRUPV�\HW�RU�WKH\�KDYHQ¶W�OHDUQHG�WR�FRQIRUP VR�LQ�WKDW�VHQVH�«�EXW�,�
VXSSRVH�LW�GHSHQGV�KRZ�EURDG�GR�\RX�PHDQ�GHILQLWLRQ"�,I�ZH¶UH�MXVW�WDONLQJ�
about you know, does that mean they have a definite pin-down-able mental 
health condition? Possibly not. But have they got social difficulties where 
they hDYHQ¶W�OHDUQHG�WR�FRQIRUP�DQG�IXQFWLRQ�DV�SDUW�RI�RXU�VFKRRO�
community then probably yes.  

66 Interviewer: It can be. The definition, what I want to hear is how broad do 
you view the definition in your school because there is no absolute, even if 
you look at all the statutory guidance there is no absolute, yes there are 
clear mental health needs but there are also social emotional issues that 
are not as easily defined.  

67 Mary: :HOO�WKHQ�WKHUH¶V�WKH�TXHVWLRQ�RI�LV�DQ\RQH�GLDJQRVHG�ZLWK�DQ\WKLQJ"�
Because we might feel in the way that they behave in school and with 
WHDFKHUV�DQG�VR�RQ�WKDW�WKH\�KDYH��OHW¶V�VD\���VRFLDO�LVVXHV��ZKLFK�DUH�
XVXDOO\�TXLWH�HDV\�WR�SLQSRLQW�LQ�D�FODVVURRP�EXW�WKDW�GRHVQ¶W�PHDQ�LI�
WKHUH¶V�QR�ODEHO�DWWDFKHG�WKHUH¶V�QR�UHFRUG�RI�Kistory there. 

68 06:18 

69 Interviewer: [Q4] I think we were coming onto this actually anyway through 
discussions: what are the causes and contributing factors of permanent 
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exclusions? 

70 Sarah: :H�GRQ¶W�KDYH�YHU\�PDQ\�DQG�ZKHUH�ZH�KDYH�WKHP�WKH\¶YH�EHHQ 
varied; we had someone excluded last year for persistent disruptive 
behaviour. 

71 Interviewer: And what did that entail? 

72 Sarah: Daily arguing with other's, being unkind to other students, ignoring 
instructions. 

73 James: Interfering with other friendship groups; going back and forth 
between different groups and causing tension with groups that way. 
Manipulation. 

74 Sarah: Refusing to follow instructions in class; basically behaviour that 
carried on all the way through primary school.  

75 Susan: Social media issues. 

76 James: %XW�LW¶V�DOVR�ZKHQ�D�UDQJH�RI�VWUDWHJLHV�KDYH�EHHQ�SXW�LQ�
SODFH�DQG�WKHUH�KDV�DOZD\V�EHHQ�D�UDQJH�RI�VWUDWHJLHV��LW¶V�QRW�WKDW�WKLV�
LQGLYLGXDO¶V�QHHGV�KDYH�VXGGHQO\�KDG�WR�EH�PHW��LW¶V�EHFDXVH�HDFK�VWUDWHJ\�
has been exhausted and another one been put in place so it actually 
becomes cumulative because you know every former strategy has been 
exhausted. 

77 Sarah: I would say that [range of strategies have been put in place] is 
XVXDOO\�WUXH�EXW�LQ�WKLV�FDVH�WKDW�ZDVQ¶W�WKH�FDVe because the parents 
refused to allow us to refer to the EP, or the support service or go to our 
counsellor- 

78 Susan: Refer to our learning mentor; everybody ± refused everything. 

79 Sarah: /DVW�WLPH�,¶YH�H[FOXGHG�,�WKLQN�ZDV�EHFDXVH�VRPHERG\�brought 
alcohol in. 

80 Susan: We had the lighting incident. 

81 Sarah: Silly behaviour WKDW�FRXOG�KDYH�EHHQ�DYRLGHG���%XW�ZH�GRQ¶W�KDYH�
many. 

82 Interviewer: Anything else; any other behaviours that you notice or 
anything else that leads up to it, maybe not the final permanent exclusion 
but behaviours that lead up to fixed term that end up being permanent? 

83 09:50 
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84 James: I think you have to take into consideration the culture of the 
school and the culture of the school is a very supportive environment, and 
WKH�VWXGHQWV�NQRZ�LW¶V�D�YHU\�VXSSRUWLYH�HQYLURQPHQW�DQG�WKH\�NQRZ�DOO�WKH�
things that we said already in terms of people that they can turn to; we 
regularly ask them if they are clear about who they can share a problem 
with etc. so they know that people are there to help. But we do have very 
KLJK�H[SHFWDWLRQV�RI�EHKDYLRXU�LQ�WKH�VFKRRO�DQG�LW¶V�EHFDXVH�RI�WKDW�,�WKLQN�
that students know consequences and they know precisely what the 
sanctions are and we do have things, the trip-wire things, we do have 
things that will bring about a greater sanction so I think they respond. 
If you look at the question the other way round, I WKLQN�ZH¶UH�YHU\�JRRG�DW�
managing issues which perhaps in other schools could get out of hand; I 
WKLQN�ZH�KDYH�D�YHU\�JRRG�JUDVS�RI�WKRVH�WKLQJV�DQG�,�ZRXOG�VD\�LW¶V�
because we have non-teaching heads of year that can deal with those 
issues as soon as they happen. 

85 Interviewer: [Q5] Now again this question may be more relevant for some 
schools than others but who are the main groups of students who face 
parent exclusions? 

86 Sarah: What do you mean by main groups, are you talking about their 
ethnic groups or what?  

87 Interviewer: It could be ethnic groups; It could be year groups, it could be 
social economic groups. 

88 Mary: ,¶P�QRW�VXUH�WKHUH¶V�HQRXJK�RI�WKHP�WR�PDNH�DQ\�NLQG�RI�>JURXS@ 

89 Susan: 1R��,�ZDV�JRLQJ�WR�VD\�ZH�GRQ¶W�KDYH�DQ\�JURXSV�UHDOly. 

90 Interviewer: Or do you notice any patterns; are there any year groups of 
the few exclusions that this school has had, are there any year groups that 
are more prominent than in others? 

91 Mary: Would you say in year seven they tend to not deal well with social 
media and they get a few exclusions, not permanent and not even external, 
just internal? 

92 Sarah: ,�ZRXOG�VD\�\RX¶UH�WDONLQJ�DERXW�VXFK�VPDOO�QXPEHUV� 

93 Mary: Yes the small numbers. 

94 Sarah: <HDU�JURXSV��ZH¶YH�JRW�D�difficult year eight I would say, that a little 
cohort but last year we had a terrible year 11. 
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95 Mary: %XW�LI�LW¶V�MXVW�SHUPDQHQW�H[FOXVLRQV�WKHUH�DUHQ¶W�HQRXJK�WR�VD\�D�
particular group. 

96 Interviewer: And what about internal exclusions on the other hand then? 

97 Susan: $JDLQ��LW¶V�VRUW�RI�VSUHDG�DFURVV�WKH�\HDU�JURXSV�,�ZRXOG�VD\��,�
ZRXOGQ¶W�VD\�WKHUH¶V�D�SDUWLFXODU�\HDU�JURXS� 

98 Mary: And they're not all behavioural as such. Well they're not all 
behavioural in school; it can also be things WKH\¶YH�GRQH�RXW�RI�VFKRRO�
which brings the school into disrepute ± LW¶V�QRW�FRPPRQ�HLWKHU��LW¶V�TXLWH�
rare. 

99 Susan: And the social media stuff that goes on, its outside of school. 

100 Interviewer: [Q6] What are the processes and approaches in school that 
support students with SEMH needs? 

101 12:55 

102 James: All the kids that join the school are 'made' very aware of the 
IDFW�WKDW�DV�D�VFKRRO�LW¶V�YHU\�DSSURDFKDEOH�LQ�WHUPV�RI�VWDII�VR�\RX�NLQG�RI�
know exactly who you will have on both sides if you have got a concern or 
an issue that you wish to talk about.  

103  And kids also know, like for example today I have kids from a 
SDUWLFXODU�\HDU�JURXS�KDYH�FRPH�WR�PH��DOWKRXJK�,¶P�QRW�D�KHDG�RI�\HDU��LQ�
UHODWLRQ�WR�D�FRQFHUQ�WKDW�WKH\�KDYH�DERXW�DQRWKHU�VWXGHQW��VR�LW¶V�YHU\�
much an open feeling within the school that you can approach anybody to 
deal with or to try and deal with any concerns that you may have. 

104 Mary: $QG�ZH�DUH�FRPPLWWHG�WR�GR�WKDW�VWURQJO\��ZH�VD\��³,I�\RX�GRQ¶W�IHHO�
comfortable with your achievement leader or someone, just speak to 
someone else.´ 

105 Susan: Students know that we have a learning mentor who has a 
drop-LQ�SROLF\�DV�ZHOO��VR�WKH\�GRQ¶W�KDYH�WR�EH�UHIHUUHG�QHFHVVDULO\�WKH\�
can go and speak to somebody.  

106 Sarah: Sixth form can self-refer to the counsellor. 

107 Susan: But the achievement leaders and myself are available always 
at break and lunchtimes for anybody to come into either to see me in the 
playground or come into my room to talk about anything and support them.  

108 Sarah: ,W¶V�WKH�VXSSRUW�WKDW�FRPHV�IURP�H[WHUQDO�DJHQFLHV�OLNH�WKH�
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behavioural support service. 

109 Susan: Obviously we would then, depending on the need, we would 
FRQWDFW�WKH�SDUHQWV��LI�WKDW¶V�DSSURSULDWH�DQG�WKDW�PLJKW�EH�DOO�WKDW¶V�QHHGHG��
Or else yes we might think that it would be a CAMHS referral and 
sometimes, the student, we might refer them to our counsellor who might 
GR�RQH�VHVVLRQ�DQG�VD\��³7KLV�VKRXOG�EH�&$0+6��WKLV�LVQ¶W�QHFHVVDULO\�D�
VFKRRO�SUREOHP��LW�VKRXOG�EH�WDNHQ�WR�WKH�QH[W�OHYHO�´�2U�LW�FRXOd be that we 
would involve the behaviour support service, the secondary behaviour 
support service, or it could be Ed Psychs  you know. with the police, parent 
support workers, 'change and challenge' in [borough name] ± WKHUH¶V�ORWV�RI�
groups that are there to support. It might be a referral to the SPO, it might 
be EWO, as I say, from the first meeting and whatever the issue is we 
would then decide which agency would be appropriate. 

110 Samantha: We have posters up for the sixth form and we give leaflets out 
VR�LI�VWXGHQWV�SUHVHQW�WR�WKHLU�DFKLHYHPHQW�OHDGHU�RU�WR�PH�WKHQ�ZH¶YH�JRW�
OHDIOHWV��ZH¶YH�JRW�SRVWHUV�XS�EHFDXVH�REYLRXVO\�ZH¶YH�JRW����\HDU�ROGV��
EXW�LI�LW¶V�D�FKLOG�SURWHFWLRQ�LVVXH�ZH�UHIHU�LW�WKURXJK�WKH�FKLOG�SURWHFWLRQ�
channels. 

111 James: The otKHU�WKLQJ�WKDW¶V�YHU\�VXFFHVVIXO�WKDW�ZH�RIWHQ�XVH�DQG�
the kids actually ask for it sometimes is actually peer mentoring. So 
SDUWLFXODUO\�ZLWK�NLGV��,¶P�WKLQNLQJ�RI�RQH�SDUWLFXODUO\�LQ�\HDU�����ZLWK�
SDUWLFXODU�GLIILFXOWLHV�DQG�LW�LV�D�VWUDWHJ\�VKH¶V�DFWXDOly requested because 
she got through yet��VR�,�WKLQN�LW¶V�VRPHWKLQJ�WKH\�GR�EHQHILW�IURP� 

112 Samantha: We have 'growing girls' who have done that sort of thing they 
have a group where the younger students can come and talk about 
problems, things that are worrying them. But the ones who are running that 
group they themselves have training in how to manage those situations. 

113 17:05 

114 Mary: And I think to help with transient emotional issues that teachers need 
to be aware in order to cut a bit of slack with students, you write in our 
weekly bulletin that all staff get a list of students saying they may have had 
a loss in the family and could we just keep it in my mind and that helps 
teachers in lessons, being aware of possibly acute needs for a few weeks. 

115 Sarah: Also, I was going to say, fundamentally we have got very good 
teaching and learning in school so there is a lot of work that goes on in the 
classroom amongst teachers to help students to learn, a lot of scaffolding, 
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other strategies that teachers use and that really helps those students cope 
in the classroom. 

116 Susan: Again just something that [name] mentioned there with regard 
to referring to the counsellor ± sixth formers can self-refer, so they can do it 
DQRQ\PRXVO\��WKH\�PLJKW�QRW�ZDQW�WR�VSHDN�WR�>LQFOXVLRQ�PDQDJHU@��,�GRQ¶W�
NQRZ�ZK\�WKH\�ZRXOGQ¶W�EXW�WKH\�PLJKW�QRW�ZDQW�WR��RU�WKH�DFKLHYHPHQW�
leader for sixth form, so we leave self-referral forms with our receptionist so 
she can just hand them the self-referral form; it would normally eventually 
LQYROYH�VL[WK�IRUP�VWDII�EXW�WKH\�NQRZ�LW¶V�FRQILGHQWLDO 

117 Fiona: And their [sixth formers] parents don't have to be told 

118 Susan: And they can just self-refer themselves. Year 7-11 obviously 
we invite the parents. 

119 Samantha: 7KHUH�ZDV�DQRWKHU�VL[WK�IRUP�UXQ�JURXS�DV�ZHOO�ZDVQ¶W�WKHUH�
IRU�OLNH�WKH�VK\��TXLHW�RQHV��,�WKLQN�LW�ZDV�FDOOHG�VRPHWKLQJ�OLNH�µTXLHW�EXW�
PLJKW\¶�DQG�WKDW�ZDV�DERXW�JHWWLQJ�WKH�RQHV�WKDW�PD\EH�GRQ¶W�IHHO�WKDW�
confident or have anxiety around talking to people and that was sixth form 
run as well.  

120  There are a lot student working with each other, student groups 
within the school and it happens right through the school and a lot of 
mentoring and support from other students as well. 

121 Interviewer: $QG�LV�WKDW�VRPHWKLQJ�\RX¶YH�GRQH�IRU�TXLWH�D�ZKLOH�KHUH�DW�
[School A]? 

122 Sarah: Yes. 

123 Interviewer: Would you say what the last five years? 

124 Sarah: Longer than that probably. 

125 Interviewer: ,W¶V�VRPHWKLQJ�WKDW�,�KDYHQ¶W�KHDUG�PXFK�DERXW�EXW�LW�VRXQGV�
like it works, it sounds quite unique. 

126 James: 6RUU\��ZKDW¶V�XQLTXH" 

127 Interviewer: Having peer mentoring and peer groups; I mean there may be 
some other schools that do it- 

128 20:11 

129 Samantha: I have a student who I teach who is a managed move and I 
ZDV�FRQFHUQHG��VKH¶V�QRW�EHHQ�LQ�WKH�VFKRRO�YHU\�ORQJ�VR�,�ZDV�D�ELW�
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concerned she might start bubbling up a bit, so I already spoke to a sixth 
form student who was a behavioural issue throughout the school and I said 
to her, ³,�PLJKW�JHW�\RX�WR�FRPH�DQG�WDON�WR�WKLV�VWXGHQW�WR�WDON�WR�KHU�
about the way she behaves and why it is really probably in her best 
interests tR�FKDQJH�KHU�EHKDYLRXU�QRZ�´ And there are a lot of students 
ZKR�DUH�SUHSDUHG�WR�GR�WKDW�VRUW�RI�WKLQJ�LQ�WKH�VFKRRO�DQG�LW¶V�PXFK�EHWWHU�
FRPLQJ�IURP�WKH�VWXGHQW�ZKR�KDV�H[SHULHQFHG�LW�WKDQ�IURP�WKH�DGXOW��LW¶V�
much more effective. 

130 Susan: Which shows that some of the students who have had quite 
severe behaviour issues usually turn themselves around and even end up 
in the sixth form. 

131 Interviewer: Yes. And it also no doubt empowers them as well. 

132 Sarah: :H¶YH�DOVR�KDG�H[WHUQDO�DGXOW�PHQWRULQJ�IRU�WKH�\RXQJ��LQDXGLEOH�
00:21:06) girls group.   

133 Susan: Yes, Safer London, they come in ± LW¶V�FDOOHG�(PSRZHU�DQG�
LW¶V�WKURXJK�6DIHU�/RQGRQ� 

134 Samantha: $QG�ZH�GR�LW�WKURXJK�DVVHPEOLHV�DV�ZHOO�GRQ¶W�ZH"�:H�Kave 
guest speakers in who come in, for example this morning the sixth form, 
year 12 did a mental health assembly and they address these in groups, 
basically to promote confidence in students to feel that they can 
speak out; I thought they did a very good assembly this morning. And we 
have guest speakers who come in and talk about mental health issues that 
,�NQRZ�WKH\¶UH�WKURXJKRXW�WKH�VFKRRO�EXW�WKH\�>0HQWDO�KHDOWK�LVVXHV@�GR�
seem to become quite prevalent in the sixth form, it all seems to have hit a 
head around year 12-13. 

135 Interviewer: And what kind of issues do you notice of that age group? 

136 Samantha: Well, all different issues; there can be all different reasons for 
it. 

137 Susan: A lot of anxiety maybe, stress and anxiety sometimes [in year 
12-13]. 

138 Samantha: It can be family circumstances, it can be bereavement, it can 
be workload, it can be pressure, it can be pressure of the family. 

139 Susan: Our Safer Schools Officer comes in often and again talks 
about behavioural issues. 
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140 Samantha: ,¶G�VD\�KHUH�DV�ZHOO�OLNH�WKH�FKDSODLQF\�WHDP�SUREDEO\�SOD\V�D�
role in this as well.  

141 Frank: And we have the reconciliation as well where they get a chance to 
DLU�WKHLU�FRQFHUQV�GRQ¶W�WKH\" 

142 Susan: Yes, the priest.  

143 Sarah: 7KDW¶V�QRW�TXLWH�WKH�VDPH� 

144 Samantha: Well it is in a way. Their first point of call would always be 
their RE teacher or the chaplain. 

145 Interviewer: [Q7] What are the processes and approaches in the school 
that hinder students with SEMH needs?  

146 24:06 

147 Mary: :HOO��ZH¶UH�OLPLWHG�ZLWK�ZKDW�ZH�FDQ�GR��7KHUH�DUH�VR�PDQ\�WLPHV�
WKDW�WKH�FRXQVHOORU�VKH¶V�[�DPRXQW�RI�GDWH��[�DPRXQW�RI�WLPH�DQG�EXGJHWV� 
LW¶V�OLPLWHG� 

148 James: 2XU�FRXQVHOORU�ZKR�LV�YHU\�H[SHULHQFHG��VKH¶V�KHUH�WZR�GD\V�
a week; I would absolutely love to say that we could have her here five 
GD\V�D�ZHHN�EXW�OLNH�PDQ\�VFKRROV�ZH�MXVW�FDQ¶W��$QG�DOVR��WKH�DPRXQW�RI�
the way our budget is, wLWK�RWKHU�UHVRXUFHV�LW¶V�MXVW�LPSRVVLEOH�WR�UHVRXUFH��
And the extra money we get for certain needs just keeps going down but I 
would like to be able to say we can have the counsellor for five days a 
ZHHN�EXW�ZH¶YH�JRW�KHU�IRU�WZR�GD\V�D�ZHHN�DQG�DV�IDU�DV�,¶P�FRQFHUQHG�LI�
VRPHWKLQJ�KDG�WR�JR�WKDW�ZRXOGQ¶W��:H�ZRXOG�GR�RXU�damn hardest to do 
everything, cut what we would need to keep [Counsellor's name] here for a 
minimum of two days but it is a problem. 

149 Sarah: ,�WKLQN�ZH¶UH�VHHLQJ�VWXGHQWV�FRPLQJ�WR�VFKRRO�ZLWK�PRUH�VRFLDO��
emotional mental health issues than they perhaps have done in the past, 
ULJKW�IURP�\HDU����%XW�FRLQFLGLQJ�DW�WKH�WLPH�RI�ZH¶YH�JRW�WR�PDNH�PDJLF�
EXGJHW�FXWV�DQG�ZH¶YH�JRW�OHVV�VXSSRUW�IRU�WKRse students and that is not a 
good mix.  

150 Samantha: And then the budget constraints also affecting things like 
WUDLQLQJ��VR�WKHUH�DUH�VRPH�JUHDW�FRPSDQLHV�RXW�WKHUH�WKDW�ZH¶YH�KDG�WKHP�
LQ�WKH�SDVW�DQG�WKHUH¶V�RQH�FDOOHG�/HDUQLQJ�WR�/LVWHQ��6R�ZH¶YH�KDG�RXU�
achievement leader team provided with [Learning to listen training], it was 
quite a significant chunk of training how to properly listen to kids when 
WKH\¶UH�WU\LQJ�WR�WHOO�\RX�ZKDW�WKHLU�LVVXHV�DQG�SUREOHPV�DUH�DQG�IRU�\RX�WR�
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help work through them or help direct them to what to do next. But it comes 
at a cost and the more your budget LV�FXW�WKH�OHVV�\RX¶UH�DEOH�WR�DIIRUG�WR�
buy-in assistance like that to provide people with that level of expertise to 
deal in-house with those situations. The local authority services are being 
cut as well. 

151 Jacob: Other services are being cut too 

152 Fiona: Yea, its 'really' difficult to get EP time. Well it's money. 

153 Susan: Same with behaviour support services, their service has been 
cut 

154 Anne: We had an email last week telling us not to expect- 

155 Sarah: A lot of our students have speech DQG�ODQJXDJH�GLIILFXOWLHV�DQG�LW¶V�
very very hard to get the support for the students. 

156 Susan: The secondary SLCN services have been cut drastically from 
what they were a little while ago when it was very good; it was very poor 
when I first came KHUH�WKHQ�LW�EHFDPH�YHU\�JRRG�DQG�QRZ�ZH¶YH�JRQH�EDFN�
again. They only come in to see students who have got a [Education health 
DQG�FDUH@�SODQ�DQG�ZH�KDYH�YHU\�IHZ�RI�WKRVH�VR�ZH�GRQ¶W�JHW�PXFK�WLPH�
allocated at all. 

157 Maria: %XW�DOVR�,�WKLQN�ZH¶UH�DW�D time when our students are under 
enormous pressure with these uncertain new specifications and a lot of 
SUHVVXUH�DQG�QHZV�DURXQG�KLJK�JUDGHV��$QG�,�WKLQN�WKDW��LW¶V�DOO�FRPH�
together at a time and the students seem to be quite anxious about this, 
even otherwise, you know, mentally well students are struggling sometimes 
to manage all of this [academic pressure] and to keep that anxiety under 
control and it can sometimes spread a bit, the ripple, once somebody starts 
to kind of panic a bit about it. 

158 Interviewer: [Q8] What role do outside agencies have in regards to 
supporting students with SEMH needs? And how can this be improved 
upon? 

159 Susan: I think we have addressed most of them. But in terms of 
improvement, I think CAMHS waiting lists are the hardest to navigate. The 
amount of time we wait for some of our kids to be seen by that team it's 
ridiculous, sometimes we just end up getting our counsellor to do some of 
the work, but often they need more than what she can provide.  

160 Sarah: There are so many good services in [borough name]. We have 
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UHJXODU�FRQWDFW�ZLWK�RXU�(G�3V\FK��DOWKRXJK�WKHVH�KRXUV�GRQ¶W�JR�YHU\�IDU��,�
mean we buy, what we buy end up being used for the assessments and 
report writing. We have spoken about doing some training, but we have 
other agencies to come in and do that who are quite frankly more cost 
effective. But our Ed Psych is great. 

161 Mary: Once we get into CAMHS were in, but the referral process is really 
tricky, you need to write the right thing on the form to get the right kind of 
KHOS��,�WKLQN�ZH¶YH�JRW�WKH�KDQJ�RI�LW��,�KRSH�LW�GRHVQ¶W�FKDQJH��6RPH�RI�RXU�
kids find it difficult to get to appointments, so we go with them, you know for 
a bit of moral support. But it would be ideal if CAMHS would do their 
sessions here (in school). That way more of them would attend.  

162 James: ,W¶V�WRXJK��ZLWKRXW�VDOW�VHUYLFHV��:H¶YH�EHHQ�WDONLQJ�WR�VFKRROV�
about buying some in, for that well look at next years budget.  

163 Jacob: $W�D�WLPH�RI�DXVWHULW\�LW¶V�QRW�HDV\�IRU�WKH�QHHG\�NLGV��,�GUHDG�WR�WKLQN�
of how it will be in a few years from now.   

164 Interviewer: [Q9] At what point are parents involved where there are 
concerns about children at risk of permanent exclusion? 

165 Susan: Well for the few who we have excluded they've been involved 
from the outset. When we are concerned we let them know, and generally 
they are quite supportive. Many of our parents really wanted their children 
to come here so they are really on board with most things.  

166 Sarah: Apart from that one who refused all support and then the child left, 
could you say that contributed to it? Well we'll never know, but we are really 
keen on working with parents. Our achievement leadears are avaliable to 
talk and meet throuout they day and the do regulary contact parents, and 
are even on first name basis with many of them. 

167 Interviewer: [Q10] Okay, thank you for that. The next question reads; 
:KDW�FRXOG�EH�WKH�UHDVRQV�IRU�\HDU��¶V�KDYLQJ�KLJKHU�UDWHV�RI�H[FOXVions 
than other year groups both locally and nationally? 

168 28:44 

169 Jacob: ,¶P�QRW�VR�VXUH�LW¶V�WUXH�QRZ�DV�LW�XVHG�WR�EH�ZKHQ�ZH�KDG�WKH�\HDU�
nine SATs because that was they saw it as the end and not a process 
towards the end and there was that down time between the SATs in May 
and the breakup of school in July. 

170 Sarah:  But are you saying [Interviewer] that that is a fact? 
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171 Interviewer: Yes nationally and in this local authority.  

172 James: ,�GRQ¶W�WKLQN�WKDW�>\HDU��
V�PRVW�OLNHO\�WR�Ee excluded] applies 
in this school. 

173 Interviewer: It may not apply in this school but I just wondered given that 
\RX¶UH�DOO�LQ�VFKRROV��,�ZRQGHU�LI�\RX�VHH�DQ\WKLQJ�LQ�\HDU��¶V" 

174 James: I would challenge that and say that needs to be the norm I 
WKLQN�DQG�,�WKLQN�LW¶V�FKDQJLQJ�EXW�,�WKLQN�WKDW¶V�VRPHWKLQJ�SHFXOLDU�WR�RXU�
VFKRRO��,�WKLQN�ZH¶UH�YHU\�JRRG�DW�GHDOLQJ�ZLWK��DV�,�VD\��DOO�EHKDYLRXU�DQG�
WKDW¶V�SDUWLFXODUO\�P\�KDW��$QG�,�GR�WKLQN�I would have agreed with that a 
long time ago, I think year nine were often, you know, people would say the 
worst year group. But I think because of lots of factors and the geography 
RI�WKH�VFKRRO�,�WKLQN�\RX¶YH�DOVR�JRW�WR�WDNH�LQWR�FRQVLGHUDWLRQ�ZH¶UH�D�split 
site school, we deal with things in different ways on both sides. So I think if 
ZH¶UH�JRLQJ�WR�KDYH�poor behaviour I think it peaks at year eight and we 
deal with it extremely successfully but by the time of year nine when you 
would be perhaps thinkiQJ�DERXW�WKDW�DFWXDOO\�LW¶V�JRLQJ�LQ�WKH�RWKHU�
direction. 

175 Sarah: But she's asking us why we think it peeks locally and nationally at 
this age. 

176 Jacob: Could it be that a lot of schools now are starting to teach their 
GCSEs in year 9, so year nine have got more purpose now? 

177 Sarah: :HOO�QR��&RXOG�LW�EH�WKDW�WKH\¶UH�VWDUWLQJ�WKHLU�*&6(V�WKDW¶V�WUXH�LQ�
lots of schools and maybe trying hard to cope with that pressure? 

178 Maria: 0D\EH�WKH\¶UH�>\HDU�QLQH�VWXGHQWV@�QRW�HPRWLRQDOO\�ULJKW�IRU�LW�
[exams] yet. Maybe they're just too young for it. 

179 James: Also, I mean this is just experience of dealing with exclusion 
DSSHDOV�DQG�,¶YH�VHHQ�TXLWH�D�ORW�RYHU�WKH�\HDUV�ZKHUH�D�SHUPDQHQW�
H[FOXVLRQ�LV�WKH�ODVW�VWHS�DQG�WKHUH¶V�EHHQ�DQ�DFFXPXODWLRQ�RI�Whings so 
WKHUH¶V�EHHQ�WZR�\HDUV�RI�WKH�VFKRRO�WU\LQJ�WR�FRSH�ZLWK�ORWV�DQG�ORWV�DQG�
lots of effort and you see the list of all the behaviours; two years the third 
year, and this is the problems start in year seven and by the time they are 
13 or 14 there haYH�EHHQ�VR�PDQ\�RU�WKHUH¶V�D�VHULRXV�WULJJHU�WKDW¶V�EXLOW�LW�
up that it impacts on in year 9. I can remember seeing some where there 
was just 50 incidents in year 7, it might have gone down or up in year 8; by 
the time the student was in year nine the schoRO�MXVW�GLGQ¶W�NQRZ�ZKLFK�ZD\�
to turn, it was a total accumulation of things [behaviour] and they had to 
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take into account the effect this was having on all the other students. And 
SHUKDSV�LW¶V�WKH�EUHDNLQJ�SRLQW�± ,¶P�ORRNLQJ�DW�RWKHU�VFKRROV��QRW�
necessarily ours. 

180 Sarah: 6RPH�VFKRROV�GRQ¶W�ZDQW�LV�WKLQJV�JRLQJ�LQWR�NH\�VWDJH����6R�D�ORW�RI�
VFKRROV�PLJKW�EH�WU\LQJ�WR��,¶P�QRW�VD\LQJ�D�ORW�RI�VFKRROV�EXW�VRPH�VFKRROV�
might be trying to offload those students before they get into key stage four 
and cause problems in key stage four and that will be something to do with 
the pressure there is on year for results in schools. Even ourselves we think 
LI�ZH¶YH�JRW�QDXJKW\�NLGV��ZH¶YH�GRQH�HYHU\WKLQJ�ZH�FDQ�EXW�WKH\�GRQ¶W�JHW�
to key stage 4. 

181 32:43 

182 Anne: $QG�DOVR�ZLWK�WKH�FXWEDFNV�DV�ZHOO��ZH�KDYHQ¶W�QHFHVVDULO\�JRW�
courses that even nationally we can provide for these kids that may have 
been available in the past. 

183 Susan: Although some might be available for key stage four students, 
but they are so expensive, it could be. 

184 Anne: 7KH\�GRQ¶W�FRXQW�RQ�WKH�WDEOHV�VR�VFKRROV�GRQ¶W�ZDQW�WR�SXW�WKHP�RQ��
Whereas in the past you might have sent someone to college to do hair and 
EHDXW\�IRU�RQH�RU�WZR�GD\V�D�ZHHN�EXW�QRZ�\RX¶UH�VDFULILFLQJ�WKDW�NLQG�RI�
FXUULFXOXP�IRU�VRPHWKLQJ�WKDW¶V�QRW�JRLQJ�WR�FRXQW�IRU�WKH�VFKRRO��LW�PLJKW�
FRXQW�IRU�WKH�FKLOG�EXW�QRW�QHFHVVDULO\�FRXQW�IRU�WKH�VFKRRO��6R�WKHUH¶V�D�
WHQVLRQ�EHWZHHQ�ZKDW¶V�JRRG�IRU�WKH�FKLOG�DQG�ZKDW¶V�JRRG�IRU�WKH�VFKRRO�� 

185 Samantha: I wonder as welO�LI�WKHUH¶V�VRPHWKLQJ�DERXW�WKDW�NLQG�RI�DJH�IRU�
the children as well and I know that boys are permanently excluded at 
much higher rates than girls. Maybe more girls are getting excluded and 
because they hit their peak in the eight, so earlier than boys and so the 
boys are hitting puberty at about year nine and their behaviour is really 
peaking at that point. I mean that could be an explanation. 

186 Tom: ,�ZRXOG�KDYH�VDLG�WKDW�LW¶V�DQ�DJH�ZKHUH�\RX�VWDUW�WR�VHSDUDWH�IURP�
your parents, you start to hide things from home, you want to create a 
distance and in that distance it might be relationship and so on and so forth 
so they are all these things playing on your mind at actual school. Also, if 
\RX¶YH�QRW�GRQH�PXFK�ZRUN�E\�\HDU�QLQH�DQG�\RX¶YH�EHHQ�OLYLQJ�RQ�\RXU�
knowledge of primary school it starts to show and then you want to hide it; 
often we have students whose behaviour is more to try to hide the fact they 
FDQ¶W�GR�WKH�ZRUN�DQG�WKDW�PLJKW�VKRZ�LQ�DOO�NLQGV�RI�RXWUDJHRXV�EHKDYLRXU�
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LQ�WKH�FODVVURRP�DQG�SRVVLEO\�\RX¶UH�OHVV�DIUDLG�RI�DGXOWV�WR�VRPH�H[WHQW��
therefore you might want to say something quite challenging and just see 
what happens. 

187 Interviewer: 7KDQN�\RX�IRU�\RXU�WLPH�WKDW¶V�LW��$Q\�ILQDO�TXHVWLRQV�RU�
comments? Do you have any questions for me or any comments you want 
WR�DGG�WKDW�,�KDYHQ¶W�DVNHG" 

188 Sarah: Will you share the findings with us? 

189 Interviewer: Yes, I will share the finding with each individual school and 
WKHQ�,�ZLOO�VKDUH�WKH�ILQGLQJV�FROOHFWLYHO\��,¶P�GLVFXVVLQJ�ZLWK�>+HDG�RI�
education] about how I will do that to share the findings collectively so it 
might be at the Heads meeting but I also want to feedback to the rest of the 
senior leadership teams. 

190 ,QWHUYLHZHU����7KDQN�\RX�DOO�IRU�\RXU�WLPH�DQG�DOO�RI�\RXU�FRPPHQWV�DQG�LW¶V�
really helpful to go into each school and hear the different perspectives of 
staff, so thank you very much. 

  
 

School B 

1 File name:  School B 

2 Key: 

3 Interviewer 

4 1  Laura 

5 2  Simon 

6 3  Jerry 

7 4  Andrew 

8 5  David 

9 6  Joshua 

10 7  Dorothy 

11 8  Derek 

12 Interviewer: ,¶OO�UHDG�WKH�TXHVWLRQV�RXW�DQG�WKHQ�,�ZLOO�MXVW�SXW�LW�LQ�WKH�
middle of the table just so you can glance at it; roughly about 4-5 minutes 
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per question ideally, some will go over because some you will have more 
to talk about than others. is that okay? 

13 Laura: You may have to stop us. 

14  [Q1]The first question is: what behaviours would you expect to 
see in a student with social emotional and mental health difficulties? There 
are no right or wrong answers. 

15 Laura: 2QH�H[DPSOH�ZRXOG�EH�WKDW�WKH\¶UH�TXLWH�ZLWKGUDZQ�
potentially.  

16 Simon: Or the other way: attention seeking. It can manifest itself 
DV�ZHOO�LQ�GLIIHUHQW�ZD\V��\RX¶YH�JRW�RQHV�WKDW�DUH�WKH�OLIH�DQG�VRXO�RI�WKH�SDUW\�LQ�
school and ones that will say nothing but then they will be life and soul on social 
media outside of school in terms of what their projected personality is as 
opposed to their actual personality. 

17 Jerry: 7KH\�FRXOG�EH�DQ�LVRODWH�RU�WKH\�FRXOG�EH�LVRODWHG�DQG�VR�WKHUH¶V�D�
kind of on their own-ness about it and withdrawing from a group. 

18 Dorothy: ,�DFWXDOO\�WKLQN�LW¶V�>6(0+@�D�YHU\�GLIILFXOW�WKLQJ�WR�LGHQWLI\�
TXLFNO\��,�WKLQN�LW¶V�DQ�DUHD�ZKHUH�DQ\�QXPEHUV�RI�EHKDYLRXUV�FRXOG�OHDG�WR�LW�EXW�
it [SEMH] would certainly be a pattern of behaviour that was out of the ordinary 
which would lead us to start looking underneath. I think one of our struggles 
would be to identify initially who has social emotional mental health difficulties 
DQG�WKDW�RIWHQ�WDNHV�XV��PD\EH�WKDW¶V�RQH�RI�our issues, it takes to us too long to 
make that identification from the evidence in front of us because even then it 
[SEMH] would often be linked to other difficulties and I spoke a bit about speech 
language communication difficulties; I think that will often lead to social emotional 
mental health difficulties and I think we can sometimes be perhaps confused with 
all the (inaudible; over-talking 00:02:18)- 

19 Simon: $EVROXWHO\��,�GRQ¶W�WKLQN�WKHUH¶V�D�VLQJOH�FKLOG�ZKR�KDV�JRW�
social emotional mental healtK�RQ�WKHLU�6,06�LW�ZRXOGQ¶W�KDYH�DQRWKHU�XQGHUO\LQJ�
need beyond that so very complex. 

20 David: I think that that change in pattern and behaviour is perhaps 
key; when we are talking about child protection being a sort of categories of risk, 
it may not come over as one particular thing, it could be an unusual behaviour; it 
could be a mood swing- 

21 Andrew: -WKDW¶V�D�VLJQ�SDUWLFXODUO\�ZLWK�D�FKLOG�ZKHUH�TXLWH�RIWHQ�WKH�
child has been very withdrawn then absolutely lose it. 

22 Simon: I was going to say, WKH�FKDQJH�WKDW¶V�VRPHWKLQJ�WKDW�\RX�ORRN�
IRU�LVQ¶W�LW��D�VXGGHQ�FKDQJH�SRWHQWLDOO\��ZKHUH�WKH\�XVHG�WR�EH�VRPHERG\�ZKR�
was quite quiet and all of a sudden they are not or somebody who loses their 
temper and before they have been quite placid, so sometimes a change in 
VRPHRQH¶V�VWDWH�SK\VLFDOO\�DQG�PHQWDOO\�RU�WKH�ZD\�WKH\¶UH�GUHVVHG��LI�WKH\�
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suddenly start dressing in a different way that can be the sign of something as 
well. 

23 Andrew: Yes, often social issues with peer groups; we often see 
children with social emotional and mental health needs or difficulties who are 
YHU\�JRRG�ZLWK�DGXOWV�IRU�H[DPSOH�EXW�DEVROXWHO\�KRSHOHVV�ZLWK�WKHLU�SHHUV��,W¶V�D�
particular group of students we have had in school and some of those have been 
extremely needy. 

24 03:59 

25 Simon: :H�GR�ZRUN�WKLV�RXW�GRQ¶W�ZH�LQ�LGHQWLI\LQJ�GLIIHUHQW�VLJQV�DQG�
V\PSWRPV�DQG�LI�ZH�JR�EDFN�WR�WKH�NHHSLQJ�FKLOGUHQ�VDIH�LQ�HGXFDWLRQ�VR�\RX¶YH�
got the physical neglect, the sexual, the emotional that prevent possible 
indicators. But I think XOWLPDWHO\�ZH�VD\�WKDW�LW¶V�WKH�GLDORJXH��VR�LW¶V�WKH�KHDG�RI�
year knowing that the family, the children, and myself and this team as a Child 
Protection Team, talking, talking, talking, so we can identify reasonably reliably 
what those signs and symptoms are. 

26 Andrew: 7KH�61$3�DVVHVVPHQW�WRRO�LV�TXLWH�JRRG�LVQ¶W�LW��WKH�6(17"�,�
GRQ¶W�NQRZ�LI�\RX�KDYH�VHHQ�WKLV�± LW¶V�61$3�± WKDW¶V�TXLWH�LQWHUHVWLQJ�WKDW�LW�
UDLVHV�VRPH�LVVXHV�WKDW�ZH�GRQ¶W�DOZD\V�QRWLFH��VR�ZH�GRQ¶W�QRWLFH�VRPH�RI�WKH�
WKLQJV�WKDW�ZH¶UH�OLsting so we will refer to the SENCO,  they will then assess, well 
LW¶V�D�ZKROH�VSHFWUXP�DFWXDOO\��LW¶V�D�YHU\�LQWHUHVWLQJ�DVVHVVPHQW��,�UHPHPEHU�RQH�
child we did it, but that was incredible that uncovered a whole range of activities- 

27 David: It talked about his emotional self-esteem and his education 
self-esteem and he held himself to be very high educationally self-esteem where 
as in fact his ability was very low level and it was very interesting about what we 
were saying there in terms of how a student sees themselves compared to their 
natural ability as well and how that manifests with SEN. 

28 Interviewer: [Q2] How are students with SEMH needs brought to the 
attention of the senior leadership team? How do you get to hear about what 
the concerns are? 

29 Laura: Do you mean in terms of formally? 

30 Interviewer: $Q\�ZD\��ZKHWKHU�LW¶V�LQIRUPDOO\�RU�IRUPDOO\��KRZ�GR�\RX�
get to know? 

31 Simon: 6:,)7��LW�ZRXOG�FRPH�WKURXJK�6:,)7��VR�WKDW¶V�WKH�6FKRRO�
Welfare Inclusion Forum Team. So basically SWIFT is a group within the school 
WKDW¶V�PDGH�XS�RI�WKH�PDLQ�SDVWRUDO�OHDGHUV�VR�WKH�+HDGV�RI�<HDU��WKH�
Attendance, [SLT member], myself and we will meet on a regular basis and the 
SENCO, to make sure that no child who has got a special need slips through the 
net thDW¶V�WKH�LGHD��6R�LI�WKHUH¶V�D�OHDUQLQJ�GLIILFXOW\�DFURVV�WKH�VFKRRO�LW�ZLOO�
SUREDEO\�FRPH�WKURXJK�WKH�6(1&2��,I�WKHUH¶V�D�SUREOHP�DW�KRPH�LW�PLJKW�FRPH�
WKURXJK�DWWHQGDQFH�DQG�WKH�$WWHQGDQFH�2IILFHU��LI�LW¶V�D�SDVWRUDO�QHHG�LW�ZLOO�FRPH�
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through Head of YeaU��EXW�WKH�UHIHUUDO�ZRXOG�EH�WKURXJK�6:,)7�DQG�LI�LW¶V�D�
significant referral it would be the pink form, which is a CP [Child protection] 
IRUP��,¶OO�VKRZ�\RX�D�ELW�ODWHU�RQ��ZKLFK�LV�D�VWDQGDUG�&3�IRUP�DQG�WKHQ�LI�ZH�WKLQN�
we need to get an external providHU�DQG�ZH�QHHG�WR�VHQG�WKHP�WR�&KLOGUHQ¶V�
Services, to Social Services, then we will do that, so it would be a member of 
VWDII�WKURXJK�WR�RQH�RI�WKH�3DVWRUDO�/HDGHUV��XQOHVV�LW¶V�GLUHFWO\�&3�LQ�ZKLFK�FDVH�
it would come to me and I send it back down to the Heads of Year. 

32  But I think our referral procedure is pretty watertight and we do a lot 
of induction and every time we have an induction meeting we go through 
concerns that could put a child at risk, we go through signs and symptoms and 
different categRULHV�DQG�ZH�VD\��³,V�WKLV�FOHDU"�$UH�WKHUH�DQ\�RWKHU�FKDQQHOV�ZH�
FRXOG�EH�XVLQJ�WR�UHIHU�D�SUREOHP�RI�WKH�QDWXUH�WKDW�\RX¶YH�MXVW�PHQWLRQHG"´ 

33 07:56 

34 Andrew: Yes but I think also obviously we get the ones we get from 
primary transfer, so if WKHUH¶V�DOUHDG\�DQ�LGHQWLILHG�VSHFLDO�HGXFDWLRQDO�QHHG��DQG�
VRPH�RI�WKRVH�ZLOO�FRPH�WKURXJK�DV�6(0+�ZLWK�SULPDU\�WUDQVIHU�ILOHV��7KHUH¶V�
LQFUHDVLQJO\�ZH¶UH�JHWWLQJ�WKH�URXWH�ZKHUH�+HDGV�RI�)DFXOW\�ZLOO�UHIHU�WR�+HDGV�RI�
Year who will then refer onto [SLT member] group at SWIFT which is important 
VR�\RX¶YH�JRW�WKH�HOHPHQW�RI�DFDGHPLF�SURJUHVV��RND\�WKH�VWUHWFKHU�ZH�XVH�LV�
following progress checks; there are progress meetings and key stage 3 with 
[SLT member], key stage 4 with [SLT member], Key Stage 5 with [SLT member], 
and if a student was under-performing in a number of subjects that might well 
indicate some kind of social emotional mental health need or special need and 
intervention might be indicated. But that information only comes through once 
you start to meet as groups and you have a number of people feeding back that 
a particular individual is not performing and that then feeds into the structure that 
[SLT member] was talking about as well. 

35  So, is it fool-proof? No. Do we think we pick up most of the cases? 
<HV��,V�LW�HDUO\�HQRXJK"�,�FDQ¶W�DQVZHU�WKDW��REYLRXVO\�ZH�ZRXOG�ORYH�LW�WR�EH�DV�
early as possible whenever possible. I still think the big weakness for us is the 
primary/secondary transfer actually, I still think sometimes the information isQ¶W�«�
or sometimes the thresholds are different from different primary schools. 

36 Laura: I would say transfer in general actually because we now have 
students in-\HDU�DGPLVVLRQV�WKDW�GRQ¶W�NQRZ�YHU\�PXFK�DERXW�LW�DQG�TXLWH�RIWHQ�
just the nature of the beast, in-year admissions tend to have an issue, which is 
ZK\�WKH\¶YH�PRYHG�VFKRRO�SRWHQWLDOO\� 

37 Andrew: [with in-year admissions] Quite often the parents are moving 
the school without- 

38 Laura: Without prior information given to the school or the school 
WKH\¶YH�PRYHG�IURP�GRQ¶W�VHQG�\RX�LQIRUPDWLRQ��:H�KDYH�D�PDQDJHG�PRYH�
system, I know you know about from coming to the [Fair access panel] meeting 
the other day  and [name of local authority] schools are quite good at sharing 
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LQIRUPDWLRQ�EXW�LW¶V�QRt always full so actually sometimes when students move 
KHUH�PHPEHUV�RI�VWDII�IODJ�LW�XS�YHU\�TXLFNO\�ZKHQ�WKH\¶YH�MRLQHG�WKHLU�FODVVHV�
and either let the Behaviour Team know or myself or the SEN Department. So 
one of our counselling staff is already for example, working with somebody who 
RQO\�MRLQHG�XV�D�FRXSOH�RI�ZHHNV�DJR�EHFDXVH�ZH¶YH�QRWLFHG�WKHQ�YHU\�TXLFNO\�
EXW�WKDW�ZDVQ¶W�EURXJKW�ZLWK�WKHLU�ILOH�IRU�H[DPSOH��LW�ZDV�VRPHWKLQJ�WKDW�ZDV�
discovered by staff within 10 minutes of the boy being in school ± VR�LW¶V�
SURIHVVLRQDO�MXGJHPHQW�DQG�EHLQJ�DEOH�WR�WHOO�WKDW�WKHUH¶V�VRPHWKLQJ�JRLQJ�RQ�D�
OLWWOH�ELW�GHHSHU�WKDW�QHHGV�WR�EH�LQYHVWLJDWHG�DQG�ORRNHG�LQWR�EXW�,�WKLQN�WKDW¶V��
like I say, sometimes a flaw of transfer. 

39 Andrew: I think the whole of the transfer process could be looked at; 
ZH¶UH�QRW�SRLQWLQJ�DQ\�ILQJHUV�E\�GHILQLWLRQ�SULPDU\�VFKRROV�DUH�GLIIHUHQW�DQG�ZH�
welcome that in a way. The difficulty for us is where the thresholds are applied so 
differently in terms of what constitutes and I do appreciate that in a primary 
VFKRRO�\RX¶YH�JRW�����RI�WKH�FKLOGUHQ�KDYH�VRPH�NLQG�RI�VSHFLDO�HGXFDWLRQDO�
QHHG�WKDW¶V�PXFK�PRUH�GLIILFXOW�VRPHWLPHV�LQ�D�SULPDU\�VFKRRO�ZKHUH�\RX¶YH�JRW�
3 children who have got a special educational need and there is that variation so 
WKH\¶UH�QRW�QHFHVVDULO\�ZRUNLQJ�ZLWK�WKH�VDPH�EDVHOLQHV�VR�ZRUN�WR�PRGHUDWH�WKDW�
might be really useful from our point of view as SENCOs. But we could do more I 
think getting into the primary schools to visit the children ± ZH¶UH�QRW�WRR�EDG�EXW�
we tend to spend a lot of time where there are children who have very significant 
QHHG��6R�ZKHUH�\RX¶YH�JRW�D�FKLOG�ZKR�LV�WUDQVIHUULQJ�WR�XV�ZKR�ZH�EHOLHYH�
GRHVQ¶W�UHDOO\�KDYH�DQ\�VLJQLILFDQW�DGGLWLRQDO�QHHG�ZH�PLJKW�QRW�HYHQ�VHQG�
someone to the primary in that cDVH��ZH�PLJKW�MXVW�EH�DGPLWWLQJ�ZH¶YH�JRW�
>QXPEHU�DQRQ\PLVHG@�WKLV�\HDU�JRLQJ�WR�EH�DGPLWWHG��VR�ZH�FDQ¶W�SK\VLFDOO\�JHW�
somebody to everyone. 

40 11:27 

41 Simon: Or they [primary school children] may be traumatised by the 
transfer itself it triggers all kinds of things. I think it was a case of self-harming 
across the school or if someone was becoming very withdrawn I think it does 
come to us, I feel reasonably secure that I think we are pretty good, as I say, 
talking to staff about what they need to refer onto us to keep an eye out for 
DQ\WKLQJ�WKDW�FRXOG�SXW�WKHP�LQ�KDUP¶V�ZD\��DQ\�FKLOG�LQ�KDUP¶V�ZD\�DQG�WKHQ�WR�
refer it on. 

42 Dorothy: Self-harm is a big one; we talked about social media, live 
prime, the gangs, all those things coming from outside. Prevent is particularly 
interesting at the moment because it would be the parent that will bring 
information to us and that will alert us to it. FGM would come from the 
Attendance Officer and the police will let us know. 

43 Andrew: ,W¶V�DQ�interesting one actually because I think one of the 
JURXSV��VR�WKH�UHDOO\�GHILQHG�WKLQJV�,�WKLQN�ZH¶UH�GHDOLQJ�PXFK�EHWWHU�ZLWK�WKH�
KDUGHU�WR�ILQG�WKLQJV��6R�LQ�WHUPV�RI�,�WKLQN�ZH¶UH�OHVV�JRRG�DW�GHDOLQJ�ZLWK�WKH�
child who might present as being over-aggressive and particularly I'm thinking 
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ZLWK�VRPH�RI�WKH�ER\V��ZH¶UH�GHDOLQJ�ZLWK�RQH�DW�WKH�PRPHQW�WKH�VRUW�RI�JDQJVWHU�
W\SH�EHKDYLRXU�RU�ZDQQDEH�JDQJVWHU�W\SH�EHKDYLRXU��WKH\¶UH�FOHDUO\�QRW�
gangsters by the way, but they obviously have this model, they really want to 
DSSHDU�WR�EH��2IWHQ�ZH¶UH�ORRNLQJ�DQG�ZH¶UH�UHDOO\�VWUXJJOLQJ�WR�VHH�ZKDW¶V�JRLQJ�
wrong because to all intents and purposes they seem to come from a family 
WKDW¶V�YHU\�FDULQJ��WKH\�KDYH�D�UHDOO\�JRRG�VHW�RI�YDOXHV�DQG�\HW�WKHUH¶V�
something that ZH¶UH�QRW�TXLWH�DEOH�WR�PDQDJH�EHFDXVH�RI�VRPH�LQIOXHQFHV�
RXWVLGH�DQG�LW¶V�RIWHQ�SHHU�JURXS�DQG�LW¶V�RIWHQ�QRW�LQ�WKLV�VFKRRO�DQG�,�WKLQN�
perhaps the invisibility of that is making it harder to manage. 

44 Laura: Because the weekends happen, the evenings happen and 
ZH¶UH�QRW�WKHUH�DW�WKDW�WLPH��,W¶V�DOZD\V�QRWLFHDEOH�RQ�D�0RQGD\�PRUQLQJ�LI�
WKH\¶YH�QRW�WXUQHG�XS�IRU�VFKRRO�RQ�0RQGD\�PRUQLQJ�EHFDXVH�WKDW�PHDQV�
something has happened over the weekend. 

45 Andrew: Some of our recent permanent exclusions have fallen into 
that category [Overaggressive, wannabe gangsters]. 

46 Interviewer: Does anybody else want to add anything, I know there 
are some people who haven't said anything. No pressure. 

47 Joshua: I think from a progress point of view I think it was touched on 
in terms of the progress, in Key Stage 3, it's similar that teachers will come to me 
RU�WKH�RWKHU�SURJUHVV�OHDGHUV�KDYH�JRW�LVVXHV�ZLWK�WKLV�VWXGHQW�DQG�WKH\¶UH�QRW�
HQJDJLQJ�DQG�WKH�ZRUN�LV�RQJRLQJ�DQG�RQJRLQJ�DQG�WKHQ�IRU�XV�LW¶V�ORRNLQJ�LV�LW�
across all subjects or is it just a couple of subjects and obviously if it is just one 
RU�WZR�VXEMHFWV�LW¶V�VRPHWLPHV�GLIILFXOW�WR�LGHQWLI\�LI�WKHUH�LV�D�ELJJHU�LVVXH�RU�LW¶V�
MXVW�ZLWK�WKDW�RQH�WHDFKHU�EXW�DJDLQ�LW¶V�ZRUNLQJ�ZLWK�WKH�SDVWRUDO�WHDP�WR�ILQG�out 
if there is a bigger issue. 

48 Jerry: ,W¶V�LGHQWLI\LQJ�LI�WKHUH¶V�D�SDWWHUQ�RU�XQGHUSHUIRUPDQFH�DFURVV�D�
UDQJH�RI�VXEMHFWV�RU�LI�WKHUH¶V�D�VXGGHQ�FKDQJH�LQ�WKHLU�DWWDLQPHQW�DQG�SURJUHVV�
LQ�D�QXPEHU�RI�VXEMHFWV�DQG�LI��WKHUH¶V�DQ\�VSHFLILF�UHDVRQV�IRU�WKDW�WKDW¶V�MXVW�
liaising with Head of Year or Form Tutors to identify a reason for that. 

49 15:31 

50 Andrew: The previous 2 academic years have been interesting 
EHFDXVH�ZH¶YH�KDG���JURXSV�RI�UHDOO\�SRRUO\�EHKDYHG�ER\V�ZKR�KDYH�QRW�PDGH�
the progress they should have despite- 

51 Joshua: One was a lot worse, 2 years ago was worse; I think he was 
more involved with gangs and things like that, whereas last year I think he was 
just being loud and appearing to be like that but actually not, so I think it gets 
difficult how to identify if there is actually an issue or if they are just being lads 
and boys together. 

52 Andrew: Two years ago there were significant arrests in that group; 
VRPH�RI�WKHP�MXVW�ZHUHQ¶W�ZLWK�XV�ORQJ� 
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53 Interviewer: [Q3] Is there a link between SEMH needs and students 
who receive permanent exclusions? Give reasons for your answer. So 
\RX¶YH�DOUHDG\�JRQH�LQWR�D�ELW�EXW�MXVW�D�ELW�PRUH�RI�D�IRFXV�RQ�WKH�OLQN�
between SEMH and permanent exclusions. 

54 Laura: I think there can be [a link between SEMH and PEX] but if I'm 
WKLQNLQJ�RI�WKH�SHRSOH�WKDW�ZH�SHUPDQHQWO\�H[FOXGHG��,¶YH�RQO\�EHHQ�LQ�UROH�VLQFH�
6HSWHPEHU�DQG�WKH�VWXGHQWV�WKDW�ZH¶YH�SHUPDQHQWO\�H[FOXGHG�,�ZRXOG�VD\�GLGQ¶W�
really have any SEMH this year. Last year, well at the beginning of this year 
WKHUH�ZDV�RQH�VWXGHQW�EXW�,�GRQ¶W�WKLQN�WKHUH¶V�DOZD\V�D�GLUHFW�OLQN��%XW�,�WKLQN�WKH�
VWXGHQWV�WKDW�GR�KDYH�WKDW�OLQN�LW¶V�ZLWKRXW�D�GRXEW�VRPHWLPHV�WKH�IDFW�WKDW�LW¶V�
EHHQ�XQWDSSHG�WR�JHW�WR�WKDW�VWDJH�RU�WKDW�WKHUH¶V�RXWVLGH�LQIOuences that have 
caused that to happen. 

55 David: And I think quite often what we found is the students with 
6(0+�SUREOHPV�KDYH�EHHQ�HLWKHU�SURWHFWHG�RU�LW¶V�EHHQ�D�GHQLDO�E\�WKH�IDPLO\�
TXLWH�RIWHQ�DV�ZHOO��PD\EH�ZKR�\RX¶UH�WKLQNLQJ�RI��WKHUH�ZDV�D�JLUO�What had been 
adopted EXW�ZDVQ¶W�DZDUH�WKDW�VKH�ZDV�DGRSWHG�IRU�H[DPSOH�EXW�ZH�WKLQN�VKH�
was aware but the parents, well the adoptive parents were in denial of the fact 
that she was aware and it became a very big moment of seeking attention and 
seeking it in the most inappropriate dangerous ways that was really manifesting 
itself and we were very concerned for her safety.  

56  Every case is individual but quite often there are links where you 
FDQ�VHH�WKDW�VLWXDWLRQ�RU�WKDW�G\QDPLF�UHDOO\�LVQ¶W�KHOSLQJ�D�VLWXDWLRQ�JHW�EHWWHU�RU�
WKH�PHVVDJH�LVQ¶W�EHLQJ�UHLQIRUFHG�DW�KRPH�LQ�WHUPV�RI�ZKDW�ZH¶UH�H[SHFWLQJ�DW�
school. We will always inform parents but some are really hard to get, not 
because they work but there is resistance;WKHUH¶V�VRPH�VRUW�RI�HOHPHQW�RI�
dysfunctionality between the 3 sides of the triangle, in terms of student, school 
and parent. 

57 Andrew: I'm just thinking about the patterns over the last few years. I 
WKLQN�ZKHUH�ZH¶YH�SHUPDQHQWO\�H[FOXGHG�D�VWXGHQW�IRU�FRQVLVWHQW�DQG�SHUVLVWHQW�
EUHDFK�RI�WKH�VFKRRO¶V�FRGH�RI�FRQGXFW�,�WKLQN�WKHUH�LV�D�OLQN��\RX�NQRZ��WKH\¶YH�
often scored very high in terms of behaviour points and we felt in the end we had 
no choice but to remove the student from the school because of the damage 
they are doing to others and the fact they are not making progress 
themselves.$QG�,¶YH�JRW�D�KDQGIXO�RI�VWXGHQWV�ULJKW�QRZ�ZKR�,�NQRZ�ZLOO�QRW�PDNH�
it to thH�HQG�RI�WKLV�DFDGHPLF�\HDU��DQG�WKDW¶V�WKH�VDGGHVW�WKLQJ��ZKDW�GR�,�GR�ZLWK�
them 

58 18:48 

59  :KHUH�LW¶V�D�RQH-RII�VHULRXV�LQFLGHQW��QR�,�GRQ¶W�WKLQN�WKHUH�LV�DQ\�
>6(0+@�QHHG�DW�DOO��,
P�QRW�VD\LQJ�ZH�FRXOGQ¶W�SHUKDSV�KDYH�SUHGLFWHG�VRPH�RI�
the one-RII�VHULRXV�LQFLGHQWV��PD\EH��,�GRQ¶W�NQRZ��,�ZLVK�ZH�FRXOG�WKDW�ZRXOG�EH�
a great gift to have. 

60  I think sometimes with the ones who FRQVLVWHQWO\�GRQ¶W�IROORZ�RXU�
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expectations, yes I think that is the case [SEMH and PEX link]. Now, having 
said that, the common response from our governing body when we do get to that 
SRLQW�LV��ZK\�GLG�ZH�ZDLW�VR�ORQJ"�<RX¶YH�ERWK�EHHQ�LQ�WKRVH�PHHWLQJV�ZKHUH��
because we do absolutely bend over backwards and the structures, we try very 
KDUG�EXW�ZH¶UH�REYLRXVO\�QRW�getting the right thing, so we do a lot of things that 
look really good to me and I look at it thinking this is great, we take them to 
Behaviour Panel, members of the Behaviour Support Service, we have the 
Governing body there, we have the parents there and we put pressure on them 
but I wonder if sometimes, and if does work for some by the way but not all of 
them, and sometimes we seem to be saying all the right things and the parent 
feels the pressure and the child feels absolutely no pressure at all and those are 
WKH�FDVHV�ZKHUH�ZH�GRQ¶W�VHHP�WR�HYHU�VXFFHHG�ZLWK�WKHP� 

61 Laura: ,�WKLQN�\RX¶UH�DEVROXWHO\�ULJKW�DQG�,�WKLQN�VRPHWLPHV�>6/7�
PHPEHU@�DQG�,�ZLOO�EH�LQ�D�PHHWLQJ�ZLWK�D�SDUHQW�DQG�D�FKLOG�DQG�>QDPH¶V@�VD\LQJ��
³<RX¶UH�QRW�JRLQJ�WR�EH�FRPLQJ�EDFN�´�$QG�WKH\�VWLOO�HYHQ�DW�WKDW�SRLQW�LW¶V�WKH�
SDUHQW�ZKR�LV�EHJJLQJ�EXW�HYHQ�DW�WKDW�SRLQW�WKH�FKLOG�DQG�ZH¶YH�JRW�RQH�DW�WKH�
PRPHQW�WKDW�ZH¶UH�GHDOLQJ�ZKR�MXVW�DFWXDOO\�GRHV�QRW�VHHP�WR�XQGHUVWDQG�WKDW�
this is going to happen. 

62 Interviewer: And do you thiQN�WKHUH¶V�D�VRFLDO�HPRWLRQDO�PHQWDO�
health difficulty underlying that? 

63 Laura: ,�WKLQN�WKHUH¶V�D�OHYHO�RI�XQGHUVWDQGLQJ�WKDW�MXVW�LV�QRW�WKHUH�
for whatever social reason. 

64 Andrew: ,�NQRZ�,�NHHS�JRLQJ�RQ�DERXW�LW��,�VWLOO�WKLQN�WKHUH¶V�D�speech, 
language communication (inaudible; over-WDONLQJ�����������DQG�,�VWLOO�WKLQN�WKDW¶V�
WKHUH�DQG�,�VWLOO�WKLQN�WKH�LQDELOLW\�WR�HQJDJH�DQG�VRPH�RI�WKH�LVVXHV�ZH¶UH�WDONLQJ�
about with persistent disruptive behaviour are I think down to a speech language 
FRPPXQLFDWLRQ�GLIILFXOW\��,�WKLQN�WKDW¶V�D�YHU\�FRPSOH[�DUHD�E\�WKH�ZD\��LW�FRXOG�
be any number of issues. We did try if you like almost an experiment and [SLT 
member] will remember 2-3 years ago and we said every child who we know is at 
risk of permanent exclusion because of their behaviour we will put onto the SEN 
UHJLVWHU��EHFDXVH�LW¶V�SUHWW\�PXFK�JXDUDQWHHG�WKHUH¶V�JRLQJ�WR�EH�D�VSHFLDO�
HGXFDWLRQDO�QHHG�DQG�LW�PD\�ZHOO�EH�6(0+���9HU\�DUWLILFLDO�,�NQRZ�DQG�LW�GLGQ¶W�
actually meet with regular success buW�\RX�FDQ�VHH�WKDW�ZH¶UH�WU\LQJ�WR�ILQG�ZD\V�
of engaging. 

65 David: I think it [experiment of putting every child at risk of PEX on 
the SEN register for SEMH] worked with a couple of the students in SEMH 
because what it led to is it led to small group work with a couple of role models 
from the SEN Department and it gave those students a positive male role model 
that perhaps because of again the dysfunctionality of their family situation they 
GLGQ¶W�KDYH�DW�KRPH�VR�WKDW�PDGH�DQ�LPSDFW�RQ�D�FRXSOH�RI�VWXGHQWs but it was 
QRW�RQH�VL]H�ILWV�DOO�DQG�WKDW¶V�WKH�SRLQW� 

66 22:05 
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67 Andrew: <RX¶UH�ULJKW�DQG�LW�>H[SHULPHQW�RI�SXWWLQJ�HYHU\�FKLOG�DW�ULVN�RI�
PEX on the SEN register for SEMH] works with the very high level SEN. So we 
had a group of SEN students who had healthcare [Education, health and care] 
plans and it [Small group work and positive male role models] was actually quite 
successful with them as a group, they were the group it had a really big impact 
RQ�EXW�WKH\¶UH�QRW�UHDOO\��RND\��WKH\�>6(1�VWXGHQWV�ZKo had healthcare 
[Education, health and care] plans were making themselves borderline risk of 
SHUPDQHQW�H[FOXVLRQ�EXW�WKDW�ZDVQ¶W�UHDOO\�WKH�JURXS��LW�ZDV�WKH�JURXS�ZKR�KDG�
HGXFDWLRQDO�QHHGV��ZHOO�OHVV�GHILQHG�HGXFDWLRQDO�QHHGV�DQG�,�WKLQN�WKDW¶V�ZKDW�ZH�
sWLOO�NHHS�JRLQJ�EDFN�WR��LW¶V�WKLV�JURXS�RQ�WKH�HGJH�ZKHUH�ZH�FDQ¶W�GHILQH�H[DFWO\�
what the need is. If I could wave a magic wand: more Ed Psych time, more use 
time, bring it into school. But for those who do get excluded, the staff expertise in 
the PRU is ZKDW�PDQ\�RI�WKH�NLGV�QHHG��\RX�NQRZ�LW¶V�PRUH�VSHFLDOLVHG��
Sometimes sending them there unlocks a whole range of provisions that we just 
GRQ¶W�KDYH�DFFHVV�WR�LQ�WKH�PDLQVWUHDP��,W¶V�QRW�QHFHVVDULO\�ZKDW�WKH\�QHHG��WKH�
PRU but they get the support.  

68 Simon: ,�GR�WKLQN�WKHUH¶V�DQ�LQWHUHVWLQJ�LGHD�KHUH�WKDW�LI�\RX�ORRN�DW�
social emotional mental health and the link with prisons, you know that a lot of 
inmates in prisons do suffer from social emotional mental health issues. And so 
in terms of behaviour and sanction perhaps that applies to schools as well ± well 
LW�GRHVQ¶W�UHDOO\��GRHV�LW"�,�PHDQ�ILUVW�RI�DOO�EHFDXVH�VFKRROV�UHDOO\�GR�EHOLHYH�LQ�
IUHVK�VWDUWV��D�FOHDU�FDQYDVV�DQG�ZH¶YH�KDG�D�SURJUDPPH�FDOOHG�)UHVK�6WDUWV�
and Social Plus project, real focus on UHKDELOLWDWLRQ�ZLWKLQ�WKH�VFKRROV��VR�LW¶V�D�
nurturing environment not a punitive environment and this kind of sense of 
UHGHPSWLRQ�DV�ZHOO�LQ�VFKRROV�VR�LW¶V�D�UHDOO\�GLIILFXOW�TXHVWLRQ�WR�DQVZHU��,�WKLQN�LI�
\RX¶UH�ORRNLQJ�DW�LW�IURP�D�SULVRQV�DQG�DGXOW�Soint of view you could make quite a 
simple link that somehow our prisons are full or not full but have a 
disproportionate number of people with those kind [SEMH] of problems. In 
schools to relate mental health to exclusions requires a bit more digging and 
thinking, I would think because the context is different. 

69 Andrew: ,�WKLQN�SULVRQV�DUH�LQWHUHVWLQJ�EHFDXVH�LW¶V�WKH�VSHHFK�DQG�
ODQJXDJH�FRPPXQLFDWLRQV�LVQ¶W�LW"������RI�LQPDWHV�,�WKLQN�LV�WKDW�ULJKW"�,
P�VXUH�
,¶YH�EHHQ�WROG�WKDW�UHFHQWO\��ZKLFK�LV�scary stuff but the pointers are there for us 
all. Okay, so more expert help in schools please. 

70 Dorothy: %XW�,�FDQ�DQVZHU�WKDW��ZH�GRQ¶W�KDYH�WKH�UHVRXUFHV�WR�SD\�IRU�
it [expert help for speech and language needs]. Lack of funding; budgets are so 
tight. 

71 David: ,�WKLQN�WKH�ELJJHU�SLFWXUH�KHUH�LV�DFWXDOO\�ZH¶UH�GRLQJ�
something and trying to make informed intelligent comments on this but actually, 
is it not beyond our expertise what social emotional mental health is?  

72 Andrew: :H¶UH�OD\PHQ��WU\LQJ�Wo intulectulise ZH�GRQ¶W�KDYH�WKH�VNLOOV�
to work with children with such complex needs 
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73 David: Which comes back to what you were saying we need more 
expert input. 

74 Andrew: More expertise. 

75 Laura: More of the exsisting agencies. 

76 Interviewer: More of them working with your school? 

77 25:33 

78 Andrew: Yes, we buy Health Education Wellbeing Service, he was in 
for a day a week, we would like to increase that to a day and a half but we could 
ILOO�WKDW�WLPH���WLPHV�RYHU�EXW�ZH¶UH�struggling for the finance to do that. We have 
a very limited amount of educational  psychology time related to our healthcare 
SODQV��ZH�ZRXOG�UHDOO\�OLNH�WR�EX\�H[WUD�DQG�ZH�FDQ¶W�DIIRUG�LW��:H�KDYH�EHHQ�
looking at models with other schools of buying jointly, you know, an educational 
SV\FKRORJLVW�ZKR�ZH�ZRXOG�HPSOR\�EHWZHHQ�XV�EXW�DJDLQ�LW¶V�MXVW�QRW�IHDVLEOH�
financially at the moment. 

79 Laura: Heads of Year ask me all the time if they can refer somebody 
else to counselling for our sessions that we have EXW�WKHUH¶V�D�ZDLWLQJ�OLVW�DW�WKH�
moment. 

80 Andrew: We could use a speech and language therapist every day; 
ZH�JHW�RXU�DOORFDWHG�WLPH�DQG�WKDW¶V�LW�DQG�WKDW¶V�ZKDW�GLFWDWHG�E\�WKH�KHDOWKFDUH�
SODQV�DQG�DJDLQ�ZH¶YH�UHVWUXFWXUHG�DOO�RXU�VXSSRUW�VWDII��ZH¶UH restructuring our 
teaching staff right now so financially times are tough. 

81 Interviewer: >4�@�:H¶YH�VSRNHQ�D�ELW�DERXW�WKLV�DOUHDG\�VR�KRSHIXOO\�
ZH�ZRQ¶W�EH�RQ�WKLV�RQH�WRR�ORQJ�EXW�ZKDW�DUH�WKH�FDXVHV�DQG�FRQWULEXWLQJ�
factors to permanent exclusion? SR�PD\EH�LQ�DGGLWLRQ�WR�ZKDW�ZH¶YH�
DOUHDG\�VSRNHQ�DERXW�VR�,¶YH�KHDUG�D�ELW�DERXW�\RX�NQRZ�NQLIH�FULPH�DQG�
other aspects. 

82 Andrew: One off serious incidents would be our biggest group at the 
moment. 

83 Laura: So (inaudible; over-talking 00:26:43) [PEX] for any weapon 
brought into school, any form of drug brought into school, any physical act of 
violence- 

84 Andrew: 6R�SK\VLFDO�DFW�RI�YLROHQFH�DJDLQVW�VWDII�WKH\�ZRXOGQ¶W�FRPH�
EDFN�IURP�RQFH�EXW�ZH�QRUPDOO\�VD\���ILJKWV�DQG�\RX¶UH�JRQH� 

85 Laura: And then [cause of PEX] persistent disruptive behaviour. 
When you look at persistent disruptive behaviours for most of the ones who we 
OHW�JR�>3(;@�WKH\�GRQ¶W�KDYH�6(0+�QHHGV�WKH\�DUH�MXVW�EHLQJ�WHUURUV��GD\�LQ�DQG�
day out. Teachers constantly come to us saying that it makes it impossible to 
WHDFK�RU�OHDUQ��,¶P�VXUH�PRVW�RI�WKHP�GRQ¶W�ZDQW�WR�EH�KHUH��EXW�VWLOO�ZH�WU\�ZLWK�
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them, we never just let them go, it our job. 

86 'DYLG�����$OWKRXJK�WKDW¶V�>SHUVLVWHQW�GLVUXSWLYH�EHKDYLRXU@�FRQWULEXWHG�WR�D�
UHODWLYHO\�KLJK�QXPEHU�RI�SHUPDQHQW�H[FOXVLRQV�,�WKLQN�LW¶V�ZRUWK�VD\LQJ�ZKDW�
[SLT member] said right at the start there, that that actually contributes massively 
to our behaviour management policy, the knock-on effect of the threat of that is 
found.  

87 Andrew: We might not always stick to that [PEX after two fights] by the 
ZD\�LI�WKHUH�ZHUH�ZHUH�PLWLJDWLQJ�FLUFXPVWDQFHV�EXW�LW�GRHVQ¶W�KXUW�IRU�WKH�
children to believe that if they more than 2 fights then they go ± it certainly keeps 
down the number of physical incidents we have. 

88 David: $OWKRXJK�WKDW¶V�>SK\VLFDO�ILJKWV@�FRQWULEXWHG�WR�D�UHODWLYHO\�
KLJK�QXPEHU�RI�SHUPDQHQW�H[FOXVLRQV�,�WKLQN�LW¶V�ZRUWK�VD\LQJ�ZKDW�>6/7�
member] said right at the start there, that that actually contributes massively to 
our behaviour management policy, the knock-on effect of the threat of that is 
found. 

89 Andrew: ,W¶V�YHU\�SRSXODU�ZLWK�WKH�SDUHQWV�DQG�WKH�FKLOGUHQ�DFWXDOO\�
WKDW¶V�LQWHUHVWLQJ��EHFDuse they like the sense that they are safe in schools. 

90 Laura: $QG�WKH\�>VWXGHQWV@�ZLOO�DOZD\V�WHOO�XV�LI�WKHUH¶V�HYHU�DQ\WKLQJ��
whenever we have ever found a weapon or anything like that the children are the 
ones who have told us, the students tell XV��DOZD\V��HYHU\�VLQJOH�WLPH�,¶YH�HYHU�
known because they like to feel safe and they know that that is our rule and 
WKDW¶V�ZK\�WKH\�WHOO�XV�EHFDXVH�WKH\�GRQ¶W�ZDQW�WR�EH�D�SDUW�RI�WKDW� 

91 David: ,W¶V�D�YLRODWLRQ�RI�WKHLU�VSDFH�DQG�WKH\�NQRZ�WKDW� 

92 28:10 

93 Laura: It is. I'm in charge of the trainee teachers that come here and 
I had some students in with them last week on their induction day and when they 
DVNHG�WKH�VWXGHQWV�ZKDW¶V�WKH�EHVW�WKLQJ�DERXW�FRPLQJ�WR�WKLV�VFKRRO�WKH\�VDLG�
WKDW�LW¶V�D�VDIH�Slace to be and everyone respects everyone and that was out of 
their mouths not mine. And the fact that they used safety first was fantastic for 
me. 

94 Simon: ,W¶V�JRW�WR�EH�OD\LQJ�GRZQ�WKRVH�H[SHFWDWLRQV�ILUVW�DQG�
foremost. I can go through them all with you now? 

95 Derek: We have them in assemblies; we go through assemblies in 
WXWRU�WLPH�DQG�YHU\�RIWHQ�LI�ZH�KDYH��LI�WKHUH¶V�D�RQH-to-one we will reinforce them 
there. We also have the home-school agreement which embodies that but 
getting the H[SHFWDWLRQV�GRZQ�DQG�PDNLQJ�VXUH�WKDW¶V�NLQG�RI�EXLOW�LQWR�WKH�FXOWXUH�
of the school is really important. 

96 Laura: And the students that I had in there were some Year 7s so 
ZKR�KDGQ¶W�HYHQ�EHHQ�KHUH�IRU�WKDW�ORQJ�UHDOO\��VRPH�<HDU��V�ZKR�SRWHQWLDOO\�DUH 
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a bit challenging and then Year 13s who are nearly leaving us and they all came 
XS�ZLWK�WKH�VDPH�WKLQJ�DQG�DJDLQ�ZHUHQ¶W�SUHSSHG�IRU�LW�DQG�WKH�WUDLQHH�WHDFKHUV�
were very impressed with the fact that they obviously had the school ethos 
running through them without us even, well we are doing it every single day, but I 
KDGQ¶W�SUHSSHG�WKHP�IRU�LW� 

97 Andrew: :H�DOZD\V�VD\�ZKHQ�WKH\�FRPH�LQWR�WKH�VFKRRO�LW¶V�D�WHOOLQJ�
VFKRRO�DQG�LW�LV�DQG�LW¶V�LQWHUHVWLQJ�� 

98 Interviewer: ,¶YH�KHDUG�D�ORW�DERXW�ZKDW�goes on in school what about 
RXWVLGH�RI�VFKRRO��ZKDW�FRXOG�KDSSHQ�RXWVLGH�RI�VFKRRO�ZKHWKHU�LW¶V�IURP�
the streets or in family homes that might contribute to permanent 
exclusion? 

99 Jerry: Similar sort of types of things in terms of one-off instances; we had 
a situation where a student threatened another student allegedly with a 
scaffolding pole and a knife outside of school last year that came to us via 
families, we investigated it, we asked the police for some support and once we 
established the facts that student ended up being permanently excluded because 
again it was a danger to the school community and obviously bringing the school 
into disrepute. 

100  There was another incident where it was a parent I think came and 
confronted some of our students; our students unfortunately reacted badly and 
because quite aggressive towards the parent, again caused a big problem for our 
VFKRRO¶V�UHSXWDWLRQ�DQG�WKRVH�VWXGHQWV�GLGQ¶W�UHWXUQ��6R�,�WKLQN�LQ�WHUPV�RI�
SHUPDQHQW�H[FOXVLRQV�LW¶V�D�UHODWLYHO\�Vmall number but if we extend it to students 
that end up being managed moved or finding a different school which is 
essentially the same sort of thing, we as a school, certainly took what happened 
in school and what happened outside of school as if it was in our school 
community ± LW�UHIOHFWHG�EDGO\�RQ�XV�VR�LW�ZDVQ¶W�WKDW�PXFK�RI�D�GLVWLQFWLRQ�
between the 2. 

101 31:12 

102 Simon: ,W¶V�D�UHDO�FKDOOHQJH�IRU�DQ\�VFKRRO��SDUWLFXODUO\�ZKHQ�WKH�
children are in school uniform on the way to and from school ± WKH\¶re beyond 
our control but still our responsibility, so again, it kind of comes back to the 
messages and importance of good behaviour on the way to and from. In terms of 
SDUHQWV�DQG�ZKDW¶V�JRLQJ�RQ�LQ�WKH�KRPH�ZH¶YH�JRW�WR�EH�VHHQ�WR�EH�DQ�RSHQ�
school and oSHQ�WR�SDUHQWV�DQG�WKDW¶V�QRW�HDV\�EHFDXVH�SDUHQWV�IHHO�QHUYRXV�
DERXW�FRPLQJ�LQWR�VFKRRO��FKLOGUHQ�GRQ¶W�ZDQW�WKHLU�SDUHQWV�LQYROYHG��WHDFKHUV�
DUHQ¶W�DOZD\V�NHHQ�WR�KDYH�WKH�SDUHQWV�LQYROYHG�DV�ZHOO��EXW�LW¶V�VRPHWKLQJ�ZH�
work on and getting feedback from parents at all times so they feel that they can 
come and talk to us, particularly the feedback we have from the office staff and if 
\RX¶YH�JRW�D�SUREOHP�FDQ�\RX�EULQJ�LW�WR�WKH�VFKRRO�RXU�GRRU�LV�RSHQ�DQG�ZH�ZLOO�
listen to parents and talk to parents. 

103  But if we were able to get a family support worker that would be 
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really helpful within the school. 

104 Andrew: ,�WKLQN�DQ�LQWHUHVWLQJ�RQH�KHUH�WKHUH¶V�D�VOLJKW�FRQWHQWLRQ�ZLWK�
some of the permanent exclusion stuff because we all know that if I stand in front 
RI�WKH�SDUHQWV�DW�RSHQ�HYHQLQJ�DQG�VD\��³5LJKW��ZH¶UH�QRW�JRLQJ�WR�WROHUDWH�
DQ\WKLQJ��DQ\RQH�ZKR�GLVUXSWV�D�OHVVRQ�LV�JRLQJ�WR�EH�SHUPDQHQWO\�H[FOXGHG�´�
ZH¶UH�JRLQJ�WR�EH�YHU\�SRSXODU�DQG�LI�,�VWLFN�WR�WKDW�ZH¶UH�JRLQJ�WR�EH�WKH�PRVW�
popular VFKRRO�LQ�WKH�ERURXJK��$QG�ZKHWKHU�LW¶V�WKH�ULJKW�WKLQJ�EXW�ZH�KDYH�WR�
VWDQG�XS�IRU��RU�DW�OHDVW�WUHDG�D�OLQH�ZKHUH�ZH�IHHO�LW¶V�D�UHDVRQDEOH�OLQH�EHFDXVH�
nobody should take an education away from someone else but we also meet the 
needs of the students anG�UHDVRQDEO\�VR�ZLWKLQ�WKH�VFKRRO��6R�,�WKLQN�ZH¶UH�RIWHQ�
WUHDGLQJ�TXLWH�D�GLIILFXOW�SDWK��\RX¶YH�SUREDEO\�JDWKHUHG�ZH¶UH�UHDOO\�LQFOXVLYH�E\�
the way and we use that as far as we can to make sure that everybody gets the 
possible outcomes educationally. 

105  I think it is an interesting one because now I'm going to talk slightly 
more broadly about [LA name] as a whole now: there are some schools which 
are really in-transitioned and they make themselves, the ones I'm thinking about, 
WKHUH¶V�D�QHZ�VFKRRO�RSHQed up the road who have absolutely no tolerance for 
anything; children walk on lines in the corridor in silence- 

106 Laura: ,I�WKHLU�WLHV�DUHQ¶W�VWUDLJKW�WKH\¶UH�SXW�LQ�LQWHUQDO�H[FOXVLRQ�IRU�
the day. 

107 Andrew: -ZH¶YH�KDG�FKLOGUHQ�UHPRYHG�IURP�WKH�VFKRol with parents up 
LQ�DUPV�EHFDXVH�WKH\�FDQ¶W�EH�TXLHW�ZDONLQJ�GRZQ�WKH�FRUULGRU�DQG�WKDW¶V�YHU\�
popular with parents by the way; huge numbers flocking until it goes wrong. 

108 David: 2U�XQOHVV�LW¶V�\RXU�FKLOG� 

109 Interviewer: So would you consider [School B] to be a school that 
has a zero tolerance policy to exclusion? 

110 Andrew: Our approach is different: we want children to make good 
FKRLFHV�VR�ZH�KDYH�WR�HGXFDWH�WKHP�WR�PDNH�JRRG�FKRLFHV��WKHUH¶V�QR�SRLQW�LQ�D�
sanction without a child XQGHUVWDQGLQJ�ZKDW�WKH\¶YH�GRQH�ZURQJ�DQG�WKH�UHDVRQ�
IRU�WKDW�VDQFWLRQ�EHFDXVH�LW�GRHVQ¶W�OHDG�WR�EHWWHU�FKRLFHV�LQ�WKH�IXWXUH��LW�GRHVQ¶W�
OHDG�WR�DQ\�LPSURYHPHQW�RU�XQGHUVWDQGLQJ�RI�WKH�EHKDYLRXU��6R�\HV��ZH�GRQ¶W�
want to tolerate unpleasant behaviour, we ZRQ¶W�WROHUDWH�LW�RU�DJJUHVVLYH�RU��
YLROHQW�EHKDYLRXU��+RZHYHU��LW¶V�QRW��ZULWH�D�FKLOG�RII��ZH�ZLOO�ZRUN�WR�WU\�Wo get 
WKHP�WR�XQGHUVWDQG�ZK\�ZH�ZRQ¶W�WROHUDWH�WKDW�DQG�WU\�WR�PRGHUDWH�WKDW��)RU�
VRPH�LW¶V�D�KDUG�V\VWHP�WR�QDYLJDWH�WKURXJK��LW¶V�WRXJK�DQG not everyone survives 
it, especially those with difficult backgrounds.   

111 34:16 

112 Laura: I think we work less with zero tolerance and more with our 
PLQLPXP�H[SHFWDWLRQV��LI�LW�GRHVQ¶W�ILW�LQ�ZLWK�WKDW�WKDW¶V�ZKHQ�ZH�ZRQ¶W�WROHUDWH�LW�
DW�DOO�EHFDXVH�LI�LW�GRHVQ¶W�ILW�ZLWK�RXU�PLQLPXP�H[SHFWDWLRQV�LW¶V�QRW�>6FKRRO�%@�� 

377



 

113 Simon: ,W¶V�DOO�WR�GR with your compliance with the minority or majority 
and I think over the years at [School B], our compliant majority has increased 
and increased and that group that are not compliant have become more isolated 
and easier for us to deal with. But absolutely key to that is good teaching and 
learning and a sense of success in the classroom because if the children are 
feeling successful, esteem goes up, community esteem goes up and that really 
helps. And then on top of that it is the expectations and above all I think at 
[School B] the equal opportunities that we have, so we will not tolerate 
GLVFULPLQDWLRQ��SUHMXGLFH��ZH¶YH�KDG�YHU\�IHZ�LQFLGHQWV�RI�UDFLDO�SUHMXGLFH��,�WKLQN��
we will not tolerate homophobia and when you have those messages going out 
and you have that sense of more successful learning. As I say, your compliant 
majority increases and that helps an awful lot to bring down those levels of 
exclusions, be they fixed term or permanent. 

114 Andrew: ,W¶V�D�YHU\�FRPSOH[�SLFWXUH�\RX�FDQ�LPDJLQH�ZH¶UH�MXJJOing. 

115 Interviewer: [Q5] Who are the main groups of students that receive 
permanent exclusions and why these groups? 

116 David: ,
P�QRW�VXUH�WKHUH�LV��,I�ZH¶UH�WDONLQJ�VWULFWO\�SHUPDQHQW�
VROXWLRQV�WKH�ODVW���\HDUV�LW¶V�EHHQ���RU���VWXGHQWV�DQG�WKDW¶V�QRW�D�ELJ�HQRXJK�
sample size out of a [amount anonymised] per year group to come up with 
SDWWHUQV��WKHUH¶V�QR�SDWWHUQ�IRU�HWKQLFLW\��WKHUH�LV�SRVVLEO\�D�JHQGHU�SDWWHUQ�LQ�RQH�
RI�WKH�IHZ�\HDUV�EXW�WKHQ�LQ�RWKHU�\HDUV�\RX�GRQ¶W�JHW�WKDW� 

117 Laura: They tend to be slightly older I would say for the last year and 
a half. 

118 David: Around Year 9, Year 10 [get more PEX]. very rare to get a 
Year 7 or Year 8 student in that position. But in terms of SEN profile, in terms of 
ethnicity, free school meals, WKHUH¶V�QRW�EHHQ�DQ\�UHDO�SDWWHUQ� 

119 Andrew: I think the only group you could say there were too many 
H[FOXGHG�ZHUH�(+&3�VWXGHQWV�DQG�WKDW¶V�EDVHG�RQ���YHU\�VHULRXV�LQFLGHQWV��
based on safety basically; acts of violence that were too extreme for us to 
mDQDJH�EXW�RWKHU�WKDQ�WKDW�WKHUH¶V�QR�SDUWLFXODU�SDWWHUQ�WR�LW��$FWXDOO\�LW¶V�
interesting one rather like [SLT member] was saying about our progress groups, 
actually in terms of ethnicity it never really stays the same other than white 
%ULWLVK�ER\V�GRQ¶W�GR DV�ZHOO�DV�WKH\�VKRXOG�GR��WKDW¶V�SUREDEO\�WKH�RQH�FRQVLVWHQW�
ZLWKLQ�WKH�VFKRRO��:LWKLQ�WKDW�\RX¶UH�SUREDEO\�DZDUH�WKDW�RXU�EODFN�$IULFDQ�ER\V�
do better than other ethnic groups but not as well as black African boys nationally 
which is an interesting pattHUQ�EXW�WKDW�WHQGV�WR�EH�GHSHQGHQW�EHFDXVH�ZH�GRQ¶W�
have any dominant groups within the school is very balanced that tends to be 
dependent on the region the boys come from. So for example if we have lots of 
Somalian boys then the black African achievement will tend to be lower in that 
group. If we have lots of Nigerian and Ghanaian boys it will tend to be very high, 
VR�LW¶V�PRUH�GHSHQGHQW�RQ�WKH�PDNHXS�RI�WKDW�JURXS�WKDQ�LW�LV�RQ�WKH�HWKQLFLW\��LW¶V�
WRR�FUXGH�D�PHDVXUH�WR�VD\�EODFN�$IULFDQ�ER\V��LW�GRHVQ¶W�work out that way. In 
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general our black Caribbean boys are variable, some years they do really well, 
VRPH�\HDUV�WKH\�GRQ¶W�GR�VR�ZHOO�DQG�LW¶V�PRUH�GHSHQGHQW�RQ�WKH�FRKRUW�,�WKLQN� 

120 38:04 

121 Joshua: Cohort subjects as well. 

122 Andrew: :KLFK�LV�JUHDW�DFWXDOO\��VR�ZH¶UH�TXLWH�FRPIRUWDEOH�ZH�
KDYHQ¶W�JRW�DQ\�FRQVLVWHQW�WKHPHV�RI�JURXSV�GRLQJ�EDGO\��ER\V�GR�ZRUVH�WKDQ�
JLUOV�EXW�WKDW¶V�WKH�FDVH�QDWLRQDOO\�DQG�WKH�JDS�FORVHG�WKH�ODVW�\HDU��,�GRQ¶W�NQRZ�
ZKDW¶V�JRLQJ�WR�KDSSHQ�WKLV�\HDU�EXW�OHW¶V�KRSH�LW�NHHSV�FORVLQJ��VR�ZH¶UH�EURDGO\�
in line with national average; disadvantaged children do better than similar 
FKLOGUHQ�ZH�KRSH��WKH\�GLG�ODVW�\HDU��WKH�\HDU�EHIRUH�ZDVQ¶W�VR�JRRG�EXW�WKRVH�
gaps seem to be closing.  

123  So in terms of picking patterns out we are so balanced as an intake 
,�GRQ¶W�WKLQN�WKHUH�DUH�SDUWLFXODU�SDWWHUQV�ZLWKLQ�WKDW� 

124 Simon: We used to do a lot of work on that, we used to filter the data 
and I sometimes wondered if it was a self-fulfilling prophecy and stigmatising a 
JURXS��<RX¶YH�JRW�WR�EH�FDXWLRXV�RI�WKDW�EXW�ZH�GR�WKH�DQDO\VLV�WKDW�FHUWDLQO\�
through progress and I think that seems to be more successful, remember we did 
the MEAP ± the Minority Ethnic Achievement Project with Turkish and Somalian 
children and that was WKURXJK�VFLHQFH�LI�,
P�QRW�PLVWDNHQ�DQG�(QJOLVK�LI�,¶YH�JRW�
that right and it did help to erase attainment to improve teaching in science for 
those children. So I go for analysis through progress very cautious to do it in 
terms of say mental health or behaviour, unless something obvious was coming 
through. 

125 Dorothy: What about gender? 

126 Laura: More boys generally, this year, slightly not always, this year it 
was 3-1 this year. 

127 Andrew: ,W¶V�DOZD\V�EDVHG�RQ�WKH�LQFLGHQW��ZH�FDQ¶W�UXQ�WKH�school 
thinking hang on is this (s.l. your anchor? 00:40:18). If the incident warrants it 
ZH¶OO��LQDXGLEOH��RYHU-talking 00:40:20). If the behaviour record is consistently 
SRRU�ZH¶G�EH�ORRNLQJ�DW�LW�DOO��,�WKLQN�RQH�RI�WKH�WKLQJV�ZH�DOZD\V�WU\�WR�GR�LV�PDNe 
VXUH�WKDW�ZH¶YH�H[SORUHG��SDUWLFXODUO\�LI�LW¶V�VRPHERG\�ZKR�KDV�EHHQ�SHUPDQHQWO\�
excluded for persistent and consistent disruptive behaviour then we would be 
ORRNLQJ�WR�PDNH�VXUH�ZH�KDYH�GRQH�HYHU\WKLQJ�ZH�FDQ�WR�PDNH�VXUH�WKDW�GRHVQ¶W�
happen. Our Governing body are very tight on us about that as well. They will tell 
XV�LI�WKH\�IHHO�ZH�KDYHQ¶W�GRQH�HQRXJK��,�WKLQN�RQH�RI�WKH�YLQGLFDWRUV�IDFWRUV�LV�
WKH�SROLFLHV��ZH¶YH�QHYHU�KDG�D�SHUPDQHQW�H[FOXVLRQ�RYHUWXUQHG��\RX�NQRZ��
ZKHUH�WKH\¶YH�JRQH�WR�DQ�LQGHSHQGHQt (inaudible; over-talking 00:41:02) certainly 
QRW�LQ�P\�WLPH��$QG�WKDW¶V�DQ�LPSRUWDQW�FKHFN�DQG�ZH�ZHOFRPH�WKDW��,�NQRZ�ZH¶UH�
saying permanent exclusions are too high and I suppose philosophically I would 
say any permanent exclusion is one too many. I suppose given the challenges 
faced, I think [SLT member] touched on it, we are an incredibly diverse school 
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and we come from some pretty disadvantaged backgrounds and actually I think 
given that when you start to look at the progress and you look at the number of 
H[FOXVLRQV�,�WKLQN�LW¶V�DFWXDOO\�UHODWLYHO\�ORZ�LQ�WKDW��ZH�FHUWDLQO\�NQRZ�WKDW�+0,�
ZKHQ�WKH\�FDPH�LQ�WR�ORRN�DW�XV��WKH�+0,�GRHVQ¶W�DJUHH�ZLWK�WKH�]HUR�SHUPDQHQW�
H[FOXVLRQ�SROLF\��KH�IHOW�WKDW�ZDV�FRXQWHUSURGXFWLYH�DQG�KH�IHOW�WKDW�GLGQ¶W�
actually, wH�RXJKW�WR�PDQDJH�EHKDYLRXU�DQG�GLGQ¶W�LPSURYH�EHKDYLRXU��+H�DOVR�
felt that if you had a good reason you should permanently exclude because of 
the message sent ± KH�GLGQ¶W�IHHO�WKH�TXRWDV�ZHUH�KHOSIXO��ZKLFK�ZDV�LQWHUHVWLQJ��
he felt that our behaviour was certainly very good as a result of our exclusion 
policy. But I think we had quite a good debate, we all shared in this in that if the 
incidents are serious enough we will exclude for the good of the school 
FRPPXQLW\�EHFDXVH�ZH¶UH�UHVSRQVLEOH�IRU�DQ�DZIXO�Oot of students and staff and 
IDPLOLHV�DQG�WKH�ZLGHU�FRPPXQLW\��:RXOG�ZH�HYHU�ZDQW�WR"�1R��%XW�LW¶V�DERXW�
balancing that at the right level. 

128 41:38 

129 Interviewer: [Q6] What are the processes and approaches in the 
school that support students with SEMH needs?  

130 Andrew: 7KDW¶V�XQLYHUVDO�WKURXJK�6(1�WKH�VPDOO�JURXS�ZRUN� 

131 David: We have also now for Key Stage 4 and 5 specific time 
devoted to students that are feeling exam stress, and the stress of assessments 
EHFDXVH�WKDW�VHHPV�WR�EH�TXLWH�D�SUHYDOHQW�WKLQJ�DW�WKH�PRPHQW�VR�WKDW¶V�
identifiable through the Heads of Year or through Development SEN Department. 

132 Interviewer: Can they self-refer? 

133 David: I doQ¶W�EHOLHYH�VR��7KH\�FDQ�VD\�WKH\¶UH�VWUXJJOLQJ�DQG�WKHQ�
REYLRXVO\�ZH�FDQ�PDNH�D�GHFLVLRQ�RQ�ZKHWKHU�LW¶V�DSSURSULDWH�RU�QRW��REYLRXVO\�
DJDLQ�WKHUH¶V�D�ZDLWLQJ�OLVW�IRU�WKDW�SURYLVLRQ�� 

134 Simon: You start from all our induction material; we talked about 
primary transfer and you say, you drill it in as much as you possibly can, they 
GRQ¶W�DOZD\V�JHW�LW�WKDW�LI�\RX�KDYH�DQ�LVVXH�\RXU�7XWRU�LV�\RXU�ILUVW�SRLQW�RI�FDOO��
And then from the Tutor it will be the Head of Year and then through the Head of 
Year we talked about the SWIFT group and it could be through SEN and then 
ZH¶YH�JRW�WKH�SURYLVLRQ�WKURXJK�WKH�EHKDYLRXU�WHDP�ZKR�DUH�LQFUHDVLQJO\�KDYLQJ�
a more nurturing role to their tasks. 

135 Laura: In our behaviour team one member of the behaviour team is 
attached to each year group. So for example, if there are outside agencies 
involved with any of our students which we do have social workers and things 
like that, the social worker then liaises with the member of the Behaviour Team in 
that year group.  We had a meeting earlier on today, a social worker who came 
LQ�MXVW�KDG�KHU�PHHWLQJ�KHUH�LQ�WKH�%HKDYLRXU�7HDP��ZH¶UH�MXVW�DZDUH�WKDW�WKH\¶UH�
KHUH��LI�WKHUH¶V�DQ\�LQIRUPDWLRQ�WKDW�QHHGV�WR�EH�SDVVHG�IRUZDUG�RU�WKH�SROLFH�DUH�
involved or anything like that tKHQ�WKH\¶YH�JRW�WKHLU�OLWWOH�SHUVRQ�WKDW�WKH\�NQRZ�
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they can talk to and then obviously that comes back to me and I keep an eye on 
LW�DQG�,�OHW�>6/7�PHPEHU@�NQRZ�LI�WKHUH¶V�DQ\WKLQJ�WKDW�KH�QHHGV�WR�EH�DZDUH�RI� 

136 44:43 

137 Jerry: And for anyone with an identifiable [need], so somebody who is on 
the SEN register for SEMH there will then be the information which is logged, 
strategies that can help which are all on the SIMS and staff are expected and 
have monitors with the SEN team that teaching staff are using those strategies in 
OHVVRQV�EHFDXVH�TXLWH�FOHDUO\�LW¶V�YHU\�HDV\�WR�GR�DEVROXWHO\�QRWKLQJ�DQG�WKHQ�
\RX¶YH�JRW�D�FKLOG�DQG�VR-and-VR�LV�QRW�EHKDYLQJ�LQ�P\�OHVVRQ�DJDLQ��ZH¶YH�JRW�WR�
DVN�WKH�TXHVWLRQ��GLG�\RX�WU\�WKLV"�%HFDXVH�LW¶V�KHUH��PDNLQJ�VXUH�WKat that 
information is being accessed is being used and is being incorporated into the 
planning of lessons. 

138 Interviewer: And  is it monitored, or is it monitored? 

139 Jerry: :HOO�WKDW¶V�GRQH�UHDOO\�YLD�>6/7�PHPEHU@�DQG�WKH�WHDP��2ND\��,�WKLQN�
ZKHUH�LW¶V�OHDVW�IRUPDO�LV�PRQLWRUHG�E\�ORRNLQJ�DW�WKH�SURJUHVV�DQG�WKH�EHKDYLRXU�
record. So, if a student was coming up then it would come through [name's] team 
very quickly, if somebody is picking up 3 behaviour points in a day. So that will 
tell you very quickly and then you start asking those questions straight away, so 
WKDW�ZRXOG�EH�WKH�OHDVW�IRUPDO�ZD\�PRQLWRULQJ�LV�ZKHQ�>6/7�PHPEHU@�VD\V��³,�
want to see in the lesson plans that this LQIRUPDWLRQ�LV�WKHUH�´�� 

140 David: We do have more bespoke information on SIMS as well. If 
WKHUH¶V�EHHQ�DQ�(3�UHSRUW�WKHQ�DORQJVLGH�WKH�JHQHULF�VWUDWHJLHV�WKDW�VWDII�FDQ�
DFFHVV��$OVR��ZH¶YH�VDLG�SUHYLRXVO\�ZH�KDYH�WKH�RQH�GD\�RI�>6/7�PHPEHU@¶V�
input for one to one support particularly for students for counselling, we also 
have an in-school counselling service in terms of art therapy and sometimes 
GUDPD�WKHUDS\�EXW�,�WKLQN�LW¶V�ZRUWK�VD\LQJ�WKDW�DQ�DZIXO�ORW�RI�LQSXW�LQ�WHUPV�RI�
SEN is often tied up with RWKHU�DVSHFWV��LW¶V�DFWXDOO\�XQGHUO\LQJ�LVVXHV�VSHHFK�
and language or specific learning difficulties or cognition or whatever it might be, 
LW¶V�RIWHQ�LQWHUWZLQHG�ZLWK�VRPHWKLQJ�HOVH�VR�WKH�LQWHUYHQWLRQ�PD\�QRW�EH�
specifically SEMH necessarily. 

141 David: SEN would monitor and evaluate it through the data process 
V\VWHP�DQ\ZD\��,I�LW¶V�EH\RQG�WKDW�LI�\RX�JR�EDFN�WR�WKH�6:,)7�JURXS�DQG�VR�IRU�
every year group the Head of Year will meet with the SWIFT team and that will 
be once a half-term and then I will see the whole group for the second half of that 
term so every child with a pink form should be at least monitored, even very 
briefly twice a half-WHUP��DQG�DV�,�VD\�LW�FRXOG�EH�IRU�WKRVH�ZKHUH�LW¶V�D�VWDPS��LW¶V�
D�JUHHQ��WKDW¶V�ILQH��ZH¶OO�NHHS�PRQLWRULQJ�RU�LW�FRXOG�VWDUW�DQG�VD\��³:H�QHHG�WR�
ILQG�VRPH�DOWHUQDWLYH�LQWHUYHQWLRQ�´�6R�ZH�GR�HYDOXDWH�DQG�ZH�ORRN�WR�VHH�LI�
VRPHWKLQJ¶V�QRW�ZRUNLQJ�FDQ�ZH�VHW�RWKHU�WDUJHWV��,W¶V�VOLJKWO\�GLIIHUHQW�IRU�VL[WK�
IRUP�LVQ¶W�LW�± there can be stresses there because obviously the mental and 
social health needs at the sixth form can be different from obviously lower down 
WKH�VFKRRO�DQG�WKDW¶V�VRPHWKLQJ�WKDW�>6/7�PHPEHU@��P\VHOI�DQG�>$QGUHZ@�DQG�
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[behaviour support] will talk about perhaps on a more individual basis. 

142 Jerry: 6R�ZKHUH�D�FKLOG�LV�RQ�WKH�6(1�UHJLVWHU�LI�WKH\¶UH�DW�VFKRRO�VXSSRUW��
LI�WKH\¶UH�D�.�VWXGHQW�WKHUH�ZLOO�EH�D�OLVW�RI�LQWHUYHQWLRQV��,�NQRZ�ZKHQ�,�ORRN�,
P�
TXLWH�RIWHQ�VXUSULVHG�DW�MXVW�KRZ�PDQ\�WKHUH�DUH��VR�\RX¶UH�D�VWXGHQW�ZKR�LV�6(1�
support and we have a member of staff who is directly responsible for those 
students, not just the SENCO we have another member of staff, so just the 
6(1.�VWXGHQWV�LV�D�PHPEHU�RI�VWDII��IRU�WKH�(+&3�VWXGHQWV�WKHUH¶V�D�PHPEHU�RI�
staff as well. And there are a list of interventions that go with each child [with an 
(+&3@��,
P�QRW��VD\LQJ�WKH\¶UH�DOO�WKH�ULJKW�RQHV�EXW�WKH\¶UH�WKHUH�VR�WKDW�DQ\�
PHPEHU�RI�VWDII�DW�D�FOLFN�RI�D�PRXVH�FDQ�VHH�H[DFWO\�ZKDW¶V�DYDLODEOH�IRU�WKDW�
student currently and they can see the strategies that are likely to have an 
impact. 

143  Our member of staff for the K students, there are a lot of K students 
by the way, so to the best of their ability we will monitor that progress, so come 
progress check time they will be talking to [SLT member] and [SLT member] 
about the progress those students are making, so we will get an insight into 
whether the strategies are working or not there but there are obviously students 
who will be receiving more input on a day to day basis at any one time, which as 
you NQRZ��.��LVQ¶W�D�IL[HG�IRU�OLIH�WKLQJ��VRPHWLPHV�VWXGHQWV�JR�LQ�DQG�RXW�RI�.�LQ�
their school career and some of them do very well. 

144 48:39 

145 Interviewer: Do you have learning support plan reviews or individual 
learning plans? 

146 Jerry: There are [support plans or individuals learning plans], depending 
on what the status the children are. So all of the looked after children have PEPs 
DV�\RX�NQRZ��:H�KDYH�OHDUQLQJ�SODQV�IRU�WKH\¶UH�QRW�FDOOHG�,(3V�DQ\PRUH��WKH�
EHCP takes the place of that but for the healthcare plan students there are 
targets which are set which are monitored and they are often linked very closely 
WR�WKHLU�SURJUHVV�EXW�WKH\�ZLOO�EH�VHW��VR�IRU�D�ORW�RI�WKRVH�,�FDQ�WHOO�\RX�LW¶V�VRFLDO��
communication and interaction that is for a surprising number of our healthcare 
RQHV�DFWXDOO\�LW¶V�D�NH\�LVVXH�± ,�RQO\�NQRZ�WKDW�EHFDXVH�,¶YH�EHHQ�UHDGLQJ�WKHP�
DOO�WKLV�ZHHNHQG��VR�WKHUH¶V�ORDGV�RI�UHYLHZLQJ�JRLQJ�RQ�DQG�,¶YH�EHHQ�JHWWLQJ�
them all to read. 

147 Interviewer: [Q7] This one is linked to the previous one: what are the 
processes and approaches in the school that hinder the effective 
management of students with SEMH?  

148 Derek: Time, money, resource, professional support. 

149 David: It was what we said earlier about identifying because quite 
RIWHQ�LW¶V�D�SDWWHUQ�RI�EHKDYLRXU�WKDW�HYHQWXDOO\�VRUW�RI�VD\V��ULJKW��WKLV�LV�D�FKLOG�
ZLWK�6(0+�QHHGV�DQG�LW¶V�WULDQJXODWLQJ�DOO�RI�WKDW�LQIRUPDWLRQ�DQG�ZH�ZHQW�
through a period of time a few years ago where not all staff were recording 
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EHKDYLRXU�LQFLGHQWV�RQ�RXU�PRQLWRULQJ�V\VWHP��LW¶V�IDU�EHWWHU�QRZ�DQG�ZH�DUH�
JHWWLQJ�WKDW�VWDII�DUH�DOVR�UHFRUGLQJ�LQWHUYHQWLRQV�DQG�WKLQJV�WKDW�WKH\¶UH�GRLQJ�WR�
sort of support so that makes our job a lot easier but in the past it has been about 
information sharing and gathering that has slowed things down. 

150 Laura: ,�WKLQN�DV�ZHOO�VRPHWLPHV�WKHUH¶V�D�UHOXFWDQFH�IURP�SDUHQWV�WR�
admit that there are those kind of needs and like [Andrew] said already some of 
that is often intertwined with othHU�QHHGV�WKDW�WKH\¶YH�JRW�VR�WKH\�GRQ¶W�ZDQW�WR�
recognise any of those needs so that can be an issue. 

151 Jerry: I think one of our big ones recently has been high-functioning 
autistic students who are not identified or recognised or whose parents GRQ¶W�
want to recognise. I think our eyes have been open; we have a very close 
relationship with [school for children with autisim] schools, the autism specialist 
school, in fact we have an ARP here, a resource for autistic students who can 
access some maiQVWUHDP�DQG�WKDW¶V�EHHQ�IDQWDVWLF�KDYLQJ�WKDW�UHODWLRQVKLS�ZLWK�
>VFKRRO�IRU�FKLOGUHQ�ZLWK�DXWLVLP@�EXW�LW¶V�RSHQHG�RXU�H\HV�WR�VRPH�VWXGHQWV�ZKR�
ZH�ZRXOG�QHYHU�HYHU�KDYH�VSRWWHG�EHIRUH��:H¶YH�FHUWDLQO\�NHSW�D�QXPEHU�RI�
students [with autisim] who we would never have been able to keep as a result of 
their [school for children with sutisim] expertise. I think there were some 
particular issues for example, high-IXQFWLRQLQJ�DXWLVWLF�JLUOV�ZKR�GRQ¶W�SUHVHQW�
with mental health issues particularly until they get to say exam stress, which is 
DQ�HYHU�LQFUHDVLQJ�LVVXH�DQG�WKHQ�WKH\�FDQ¶W�FRSH�IRU�ZDQW�RI�D�EHWWHU�VWHUHRW\SH��
WKH�JLUO�ZKR�FDQ¶W�FRSH�ZLWK�WKH�IDFW�WKDW�VKH¶V�QRW�JRLQJ�EH�WKH�YHU\�EHVW�LQ�WKH�
exams and that realisation and the stress that brings often leads to self-harm and 
other issues. 

152  High-functioning autism in general is an issue throughout the 
DXWKRULW\�EHFDXVH�WKHUH¶V�D�UHDO�ODFN�RI�SURYLVLRQ�DQG�ZH¶YH�FHUWDLQO\�PRYHG�DW�
least one child who is high-functioning autistic. 

153 52:09 

154 Interviewer: Thinking about that child, what was it about the system 
WKDW�\RX�KDG�KHUH�PD\EH�WKDW�GLGQ¶W�HQDEOH�\RX�WR�VXSSRUW�KHU�± what 
happened? 

155 Jerry: Well this one was a boy actually. 2 cases: one the boy was much 
harder to predict or know about. The boy bought a knife in which he was, in his 
words, 99% certain he would use because he knew it was the only way he could 
win a fight with a boy who was going out with a girl that he liked and that was his 
logic.  That was very difficult to predict or see coming in any way actually. So that 
RQH�,�GRQ¶W�WKLQN�ZH�FRXOG�KDYH�GRQH�DQ\WKLQJ��,
P�WKLQNLQJ�DERXW�WKH�JLUO�QRZ�
who took a few rooms apart and wanted to stab a pregnant member of staff with 
a pair of scissors, I think perhaps we could have foreseen that one but we just 
GLGQ¶W�JHW�HQRXJK�H[SHUW�KHOS�DQG�WKDW�ZDV�EHFDXVH�DW�SULPDU\�WKHUH�KDGQ¶W�EHHQ�
D�KHDOWKFDUH�SODQ�SXW�LQ�ZKLFK�GLGQ¶W�DOORZ�XV�WR�DFFHVV�DQ\�IXQGLQJ��ZH�ZHUH�
desperately trying to get a healthcare plan into place at the time at which this 
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manifested itself in stuff that was just too dangerous for us to deal with. But I 
think had we been able to have a specialist on site ready to deal with that we 
could have dealt with that situation probably. 

156  For me it always comes back to the same thing: if I could access all 
the professional support I wanted and have that on site I think it would make a 
monumental difference. 

157 Interviewer: >4�@�6R�PRYLQJ�RQ��\RX¶YH�DOUHDG\�NLQG�RI�VWDUWHG�
speaking about it but the question is what role do outside agencies have in 
regard to supporting students with SEMH and what can be improved upon? 

158 Jerry: Same again: more money, more resources. 

159 Laura: $QG�LW¶V�WKH�WLPH�EHFDXVH�D�ORW�RI�WKLV�QHHGV�WR�EH�QRW�MXVW�
mentoring but actually sitting and having detailed conversations and being able 
to fact-find and look into what support is needed. 

160 Andrew: But also empowering staff in that as well, as I said before we 
DUH�OD\�SHRSOH��ZH�GRQ¶W�DFWXDOO\�UHDOO\�XQGHUVWDQG�WKLV�WR�WKH�H[WHQW�WKDW�ZH�QHHG�
to understand it. So actually anything that could help us as well as helping the 
students would be advantageous. 

161 Interviewer: Okay, so training for staff? 

162 Andrew: Training for staff, yes. We have had some of that little bits, 
but- 

163 55:27 

164 Simon: Particularly Tutors [need training] we talked about a time of 
austerity; we also talk about a time when teachers are under phenomenal 
pressure to deliver, perform and get the best results and I think the more that that 
is there, there is a squeeze on their capacity, their ability to deal with some of the 
WKLQJV�ZH¶UH�WDONLQJ�DERXW�DW�WKH�PRPHQW�>6(0+@�DQG�VR�ZH¶YH�JRW�WR�EXLOG�WKDW�
capacity on 2 levels; first of all so they are able to give the children time to come 
WR�WKHP�VR�LVVXHV�DUHQ¶W�RYHUORRNHd, but also, that time is given for teachers 
themselves to recover and put themselves in a position where they can help and 
feel confident about that. 

165 Laura: $QG�LW¶V�WKH�FRQILGHQFH�LVQ¶W�LW��EHLQJ�DEOH�WR�WKLQN�WKDW�WKH\�
have got the capacity to be able to deal with the situations because sometimes I 
think some staff will feel like well actually I'm not sure how to deal with that. 

166 Andrew: Or being proactive and actually making it part of the process 
WKDW�WKH\¶UH�SODQQLQJ��DFWXDOO\�,�WKLQN�SODQQLQg for SEN is quite a challenge for 
PRVW�SHRSOH��:H�VD\��³<RX�PXVW�GR�LW�´�DQG�HYHQ�SHRSOH�ZKR�UHOLJLRXVO\�GR�LW��
how do you do that? How do you anticipate these problems? How do you 
LPSURYH�LW"�:KDW¶V�WKH�EHVW�DSSURDFK" 
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167 Dorothy: :H¶UH�OXFN\�HQRXJK�PRVt of us we get training, simply 
because of the [senior] roles, probably more so than the main scale teachers, 
ZKLFK�LV�SHUKDSV�ZURQJ���,�WKLQN�LW¶V�RQO\�RI�UHFHQW�\HDUV�WKDW�ZH¶YH�DOO�OHDUQHG��,�
VD\�ZH¶YH�DOO�OHDUQHG��KRSHIXOO\��WKDW�WHDFKLQJ�DXWLVWLF�VWXGents and teaching 
students who have got ADHD the needs may not be the same but the teaching 
strategies that can be used for both groups are very similar and actually there is 
no detriment to the rest of your class using those strategies, most of them are 
jXVW�EORRG\�JRRG�WHDFKLQJ�DQG�,�WKLQN�WKDW¶V�D�NH\�UHDOLVDWLRQ�VRPHWLPHV�DQG�
HPSRZHULQJ�SHRSOH�WR�GR�WKDW�PDNHV�D�YHU\�ELJ�GLIIHUHQFH�WR�ZKDW�WKH\¶UH�DEOH�WR�
do in the classroom. 

168  So for us to be able to teach people, I'm going to speak specifically 
about autism because we started down that route and it is a very specific mental 
health need within our school community. For an autistic student knowing what 
WKH�WULJJHUV�DUH�IRU�WKDW�VWXGHQW�LV�LQFUHGLEO\�LPSRUWDQW��NQRZLQJ�WKDW�LW¶V�YHU\�
unOLNHO\�WR�EH�D�JRRG�WKLQJ�WR�VWDUW�VKRXWLQJ�DW�DQ�DXWLVWLF�FKLOG�WKDW¶V�YHU\�OLNHO\�WR�
trigger something, but knowing that that child is autistic that might be a trigger, so 
again with the information, the expertise, the professional expertise, but what I 
ZRXOG�UHDOO\�OLNH�WKHQ�LV�IRU�ZKHQ�\RX�JHW��VR�OHW¶V�VD\�ZH�JHW�WR�WKH�SRLQW�ZKHUH�
WKH�WULJJHU¶V�JRQH��WKH�WHPSHU�LV�ORVW��WKHUH�KDV�EHHQ�DQ�RXWEXUVW��UHDOO\�ZH�QHHG�
to get that child in for a safe environment where they can calm down a 
SURIHVVLRQDO�WKDW¶V ZKDW�ZH�GRQ¶W�KDYH�VR�ZKHUH�ZH�FRXOG�ZH�WDNH�LW"�7KDW¶V�ZKDW�
we need: bigger access to the professionals and more opportunity to learn from 
the professionals in terms of mental health needs. We desperately need these 
professionals to come in and rescue these kids. 

169 Interviewer: Sorry to interrupt but what professionals are we talking 
about specifically, are there any specific agencies? 

170 Jerry: HEWS [Health and well-being service], Ed Psych, actually specialist 
trained autism staff are fantastic in my experience. We need professional 
counsellors as well, so the schools have tended to run without them. Amatur 
FRXQVHOORUV�DUH�,�WKLQN�WKH\¶UH�LQFUHGLEO\�GDPDJLQJ� 

171 59:11 

172 David: [Counsellors] Can be [damaging]. Some swear by them. 

173 Jerry: ,Q�WKH�EHVW�FDVHV�WKH\¶UH�>FRXQVHOORUV@�JUHDW��LQ�WKH�ZRUVW�FDVHV�WKH\�
DUH�DEVROXWHO\�DWURFLRXV��,¶OO�JLYH�\RX�DQ�H[DPSOH��ZH¶YH�UHPRYHG�VRPH�RI�RXU�
counsellors after we were told by an NHS psychiatrist that what they were doing 
was the wrong thing. 1RZ�ZH�ZRXOGQ¶W�KDYH�NQRZQ�WKDW�EXW�LQVWLQFWLYHO\�ZH�ZHUH�
uncomfortable and that was 3 years ago now we changed the staffing structure 
because that was brought to our attention. Now, we need more of that kind of 
input. 

174 Simon: ,I�\RX¶YH�JRW�DOVR�VRPHWhing going on at home and the Tutor 
LV�WKH�ILUVW�SHUVRQ�WR�ILQG�RXW�DERXW�WKDW�DQG�WR�³LQYHVWLJDWH´�LQ�LQYHUWHG�FRPPHUV�
DQG�LI�WKH�FKLOG�LV�D�V\PSWRP�EHDUHU�RI�,�GRQ¶W�NQRZ��D�IDPLO\�WKDW¶V�IDOOLQJ�DSDUW�
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then that tutor has got a heck of a responsibility and are leaving themselves very 
RSHQ�WR�DOO�NLQGV�RI�FULWLFLVP�IURP�WKH�IDPLO\�VD\LQJ��³:K\�DUH�\RX�JHWWLQJ�
LQYROYHG"�:KDW�EXVLQHVV�LV�LW�RI�\RXUV"´�$QG�VR�WKH�WXWRU�LV�PRUH�OLNHO\�WR�FORVH�
UDWKHU�WKDQ�RSHQ�WR�ILQG�RXW�ZKDW¶V�JRLQJ�RQ�DQG�,�KDYH�WR�VD\�PDQDging that kind 
RI�LQIRUPDWLRQ�>IDPLO\�IDOOLQJ�DSDUW@�EHFDXVH�\RX¶UH�GHDOLQJ�ZLWK�D�IDPLO\�SUREOHP��
not just a child problem is better dealt with by a therapist and someone who is 
trained in that area [rather than the tutor]. But the well-meaning amateur can do a 
KXJH�DPRXQW�RI�GDPDJH�DQG�\RXQJ�WHDFKHUV�GRQ¶W�TXLWH�XQGHUVWDQG�ZKDW�WKH\�
can be letting themselves in for when they start going down that initial 
investigation.  

175 Andrew: But above all it's to protect then [staff]. 

176 Simon: %XW�ZH�FDQ¶W�MXVW say the tutor should be dealing with this and 
they have good intentions, the tutor should be having more mentoring, being 
PRUH�RI�D�WKHUDSLVW��ZH¶YH�JRW�WR�EH�YHU\�FDUHIXO�EHFDXVH�WKDW�LV�D�VNLOO�WKDW�LV�
separate and distinct from what they are originally trained to do. They [teachers] 
FDQ¶W�PDQDJH�ZKDW�WKHVH�NLGV�FRPH�LQ�ZLWK��,I�WKH\�ZDQWHG�WR�EH�VRFLDO�ZRUNHUV�
RU�WKHUDSLVWV��WKH\�ZRXOG�KDYH�DSSOLHG�IRU�WKDW�MRE��:H�MXVW�GRQ¶W�KDYH�WKH�
expertise, so we really need to get them training, not to that level [of experts], but 
something.  

177 Interviewer: And is there anything in particular, I'm thinking more 
about the EPS, but is there anything in particular that is helpful or less 
KHOSIXO�WKDW�(36�FRXOG«" 

178 Jerry: I think the educational psychology service is great we just want 
more of it. 

179 Interviewer: And what would you do with more of it; if you were given 
an extra 100 hours tomorrow what would you do?  

180 Jerry: Well [If I was given an extra hundred hours of EP time tomorrow] I 
wRXOG�HPSOR\�VRPHRQH�LQ�WKH�VFKRRO�IXOOWLPH�EHFDXVH�,�WKLQN�\RX�FDQ¶W�DOZD\V�
SUHGLFW�ZKHQ�LW¶V�JRLQJ�WR�KDSSHQ��:H�FDQ�UHDFW�ZHOO�WR�WKH�VWXII�ZH�NQRZ�DERXW�
LW¶V�ZKDW�ZH�GRQ¶W�NQRZ�DERXW�\HW�DQG�,�JXDUDQWHH�,�FRXOG�ILOO�HYHU\�KRXU�RI�WKDW�
time if I had an Ed Psych at school constantly. 

181 Laura: We have our constant referral (inaudible; coughing 01:02:00) 
VWXGHQWV�WKDW�QHHG�WR�VHH�LW�KDSSHQ�EXW�WKHQ�VRPHWLPHV�WKHUH¶V�IRU�H[DPSOH��D�
WUDJLF�HYHQW�ZLOO�KDSSHQ�WKDW¶V�KDSSHQHG�UHFHQWO\�DQG�ZH�FRXOG�UHDOO\�use 
GHGLFDWHG�SURIHVVLRQDOV�WR�KHOS�XV�ZLWK�WKRVH�VLWXDWLRQV�EXW�ZH�GRQ¶W�KDYH�LW� 

182 Jerry: ,�WKLQN�ZKDW�ZH¶OO�JHW�VRPHWLPHV�DV�ZHOO��ZH¶OO�JHW�UHDOO\�JRRG�
recommendations [from the EP] but what we could really do with some help with 
is how to actually put that in place ± ZDON�XV�WKURXJK�VRPH�RI�LW�DQG�WKH\�KDYHQ¶W�
JRW�WLPH��LW¶V�QRW�WKH�(3¶V�IDXOW� 

183 1:02:33 
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184 Laura: And also follow-XS��RQFH�ZH¶YH�SXW�VRPH�RI�WKH�WKLQJV�LQ�
place, is that in then it just sort of goes up into the ether and obviously we follow 
LW�EDFN�XS�EXW�ZH�QHHG�WR�FKHFN�WKDW�ZH¶YH�GRQH�LW�ULJKW�DQG�WKDW�LW¶V�DFWXDOO\�EHHQ�
IROORZHG�WKURXJK�WKDW¶V�UHDOO\�XVHIXO�WR�XV� 

185 Interviewer: [Q9] At what points are parents involved when there are 
concerns about children at risk of permanent exclusions? 

186 Simon: Well as a starting point again is all the induction meetings in 
Year 7 we say to the parents very clearly if they have an issue please come and 
talk to us and take a balanced view. So again, the expectation is the parents will 
come to us and we do reach out to them as much as we can so I think that needs 
to be stated first.  

187 Andrew: ,I�WKHUH¶V�VRPHERG\�ZKR�LV�DW�ULVN�RI�H[FOXVLRQ�WKH�SDUHQW�ZLOO�
EH�LQ�QR�GRXEW�ZKDWVRHYHU�DERXW�WKDW��REYLRXVO\�ZKHUH�WKHUH¶V�D�RQH-off incident 
the parent (inaudible; over-talking 01:03:43)- 

188 Laura: 6R�LI�WKHUH¶V�VRPHRQH�ZKR�LV�UHFHLYLQJ�D�ORW�RI�EHKDYLRXU�
points on SIMs for example the Head of Year will contact them [parents] to get 
WKHP�WR�FRPH�LQ�IRU�D�PHHWLQJ�DQG�ZH¶OO�UHYLHZ�KRZ�WKH\¶UH�JHWWLQJ�RQ��WKH\¶OO�EH�
put oQ�PRQLWRULQJ�FRQGXFW�ZKLFK�,�FKHFN�HYHU\�GD\��,I�WKH\¶UH�QRW�LPSURYLQJ�WKHQ�
we had what [Andrew] hadcribed before as Level 2 Behaviour Panel where we 
have a series of people who come in and we talk to them about the fact that 
WKH\¶UH�DW�ULVN�RI�H[FOXVLRQ�DQG�WKH\¶UH�JLYHQ�VHW�WDUJHWV�ZKLFK�RIWHQ�GRHV�UHVXOW�LQ�
improvement, not always, or improvement for a while and then they have to 
come back again but the parents are informed every step of the way.  

189 Interviewer: And is there anything that you think you could be better 
at in terms of working with parents? 

190 Andrew: You can always be better. If I could wave a magic wand the 
parents accepting that there is an issue would really be a big one. The number of 
SDUHQWV�ZKHUH�ZH¶UH�UHDOO\�FRQFHUQHG�DQG�WKH\�ZDQW�WR�EODPH�WKH�VFKRRO��³7KH\�
ZHUH�QHYHU�OLNH�WKLV�DW�WKH�SULPDU\�VFKRRO��WKH\¶UH�QHYHU�OLNH�WKLV�DW�KRPH�´�<RX¶UH�
MXVW�WU\LQJ�WR�JHW�WKURXJK�VD\LQJ��³/RRN��,
P�WU\LQJ�WR�ZRUN�ZLWK�\RX�KHUH��WKHUH¶V�
DQ�LVVXH��\RXU�FKLOG�LV�QRW�EHKDYLQJ�ZHOO�´�-XVW�What acceptance would be a huge 
step forward. 

191 Laura: I think for me the parents understanding the laws of social 
PHGLD��SDUHQWV�XQGHUVWDQGLQJ�WKH�ODZV�RI�ZKDW�WLPH�WKH\¶UH�DOORZHG�RXW�RI�DQ�
evening and all those sorts of things that would be really helpful. Because the 
FRQYHUVDWLRQV�,¶YH�KDG�UHFHQWO\�ZKHUH�HYHQ�VR�PXFK�DV�KDYLQJ���-year-olds 
having mobile phones that are more expensive than mine ± just take away the 
phone. [SLT member] and I have had numerous conversations with parents 
ZKHUH�ZH¶UH�KDYLQJ�WR�VD\��³$V�D�SXQLVKPHQW�FRXOG�\RX�WDNH�DZD\�WKHLU�SKRQH"�
&RXOG�\RX�QRW�DOORZ�WKHP�RQ�WKH�FRPSXWHU�XQWLO���R¶FORFN�LQ�WKH�PRUQLQJ�DQG�
SHUKDSV�WKHQ�WKH\�ZRXOGQ¶W�FRPH�LQ�JUXPS\�DQG�JHW�WROG�RII�E\�WKHLU�WHDFKHUV�DOO�
GD\�ORQJ�DQG�WKDW�ZRXOG�UHDOO\�KHOS"´�6R�LW¶V�KDYLQJ�D�ELW�RI�DZDUHQHVV�RI�WKH�IDFW�
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that the things that they allow them to do at home have a direct impact on what 
they do at school, particularly with mobile technology and social media at the 
moment. and then there are those who don't share crucial infomation and when 
we find out its so late in the day ,¶YH�EHHQ�LQ�PHHWLQJV�ZKHUH�,�VD\�WR�SDUHQWV�
µZK\�GLGQ¶W�\RX�WHOO�XV�WKDW�ZDV�JRLQJ�RQ"¶��<RX�NQRZ�LW¶V�UHDOO\�KDUG�WR�NHHS�XS�
with it. 

192 1:05:33 

193 David: It also goes back to what [SLT member] was saying about 
other agencies; the Parent Support Service who are part of the Behavioural 
Panel have been brilliant at getting through to some of our hard to reach families 
EHFDXVH�WKH\¶UH�QRW�WKH�VFKRRO�WKH\¶UH�VRPHRQH�HOVH��VR�WKH\�JR�LQ�DQG�WKey 
DOPRVW�WHOO�WKH�SDUHQWV�KRZ�WR�SDUHQW�DQG�RIWHQ�LW¶V�WKLQJV�OLNH�QRW�VD\LQJ�FHUWDLQ�
WKLQJV�LQ�IURQW�RI�WKH�VWXGHQWV��WKH�SDUHQW�YLHZ�LV��RK��LI�\RX¶YH�JRW�D�SUREOHP�ZLWK�
VRPHRQH�EDWWHU�WKHP�DQG�WKDW�FOHDUO\�GRHVQ¶W�ILW�LQ�ZLWK�RXU�VFKRRO�HWKRV�DQG�\HW�
tKDW¶V�ZKDW�WKH�PHVVDJH�WKH\¶UH�JHWWLQJ�DW�KRPH�IURP�WKH�PXP�DQG�GDG�DQG�
WKHUH¶V�FRQIOLFW�WKHUH�LQ�WHUPV�RI�ZKHQ�ZH¶UH�WU\LQJ�WR�KDYH�WKH�FRQYHUVDWLRQ�ZLWK�
WKH�SDUHQW�DERXW��³<RXU�GDXJKWHU�KDV�MXVW�KDG�D�ILJKW�´�³:HOO�H[DFWO\��,�WROG�KHU�WR�´ 

194 Jerry: :H�SUREDEO\�KDYH�SDUHQWV�ZKR�ILW�LQWR���JURXSV�GRQ¶W�ZH��WKHUH�DUH�
WKH�RQHV�>SDUHQWV@�ZKR�DUH�LQ�FRPSOHWH�GHQLDO�DQG�HYHU\WKLQJ�LV�WKH�VFKRRO¶V�IDXOW�
DQG�WKH�WHDFKHUV�DUH�DOO�SLFNLQJ�RQ�WKHLU�FKLOG��:H¶UH�WKLQNLQJ�DERXW�SHUPDQHQWO\�
excluded or routiQHO\�H[FOXGHG�FKLOGUHQ�KHUH�DQG�WKHQ�\RX¶YH�JRW�WKH�RWKHU�JURXS�
who are absolutely fantastic and sit there and apologise for their child- 

195 David: %XW�GRQ¶W�KDYH�DQ\�HIIHFW�HLWKHU� 

196 Jerry: <HDK�EXW�WKH�FKLOG�GRHVQ¶W�OLVWHQ�WR�D�ZRUG�WKH\�VD\��$QG�WKHUH¶V�QRW�
WKDW�PXFK�LQ�EHWZHHQ�,�GRQ¶W�WKLQN� 

197 Laura: :H�KDYH�RFFDVLRQDOO\��WKHUH¶V�D�FRXSOH�RI�SDUHQWV�,¶P�
thinking of who do what they think they should say in front of us and then they 
promptly get in the car and give them back the phone and we see that every now 
and again which is very frustrating. But no I completely agree with [SLT 
member], some parents will sit and you just feel absolutely devastated for them 
EHFDXVH�\RX�FDQ�VHH�WKDW�WKH\¶UH�WU\LQJ�HYHU\WKLQJ�EXW�LW�GRHVQ¶W�VHHP�WR�ZRUN��
But then \RX�KDYH�JRW�VRPH�SDUHQWV�ZKR�MXVW�WKLQN�LW¶V�DOO�RXU�>VFKRROV@�IDXOW��
³7KH\�ZHUH�QHYHU�OLNH�LW�XQWLO�WKH\�FDPH�KHUH�´�7R�ZKLFK�ZH�HQFRXUDJH�WKHP�WR�
look for other schools. 

198 Simon: - :H�GR�VLJQSRVW�WKHP�GRQ¶W�ZH�WR�3DUHQWDO�6XSSRUW�*URXS" 

199 Laura: Yes. I hand out leaflets out leaflets in the Behaviour Panel to 
3DUHQW�6XSSRUW�6HUYLFHV�DQG�ZH¶YH�JRW��V�O��3$56�����������KDYH�EHHQ�LQYROYHG�
UHFHQWO\�ZLWK�XV�RQ���FDVHV��:H¶YH�JRW�RXU�SROLFH�RIILFHU�ZKR�LV�LQ�UHJXODU�FRQWDFW�
with a few of our parenWV�DW�WKH�PRPHQW��VKH¶V�OHDYLQJ�VR�WKDW¶V�DQRWKHU�UHVRXUFH�
WKDW�ZH¶UH�ORVLQJ� 
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200 Interviewer: Is she being replaced? 

201 Laura: 1R��VKH¶V�>SROLFH�RIILFHU@�WDNLQJ�DGRSWLRQ�OHDYH��LW¶V�IDQWDVWLF�
for her, not so fantastic for us and she was already only part-WLPH�VR�WKDW¶V�D�
concern for us as a school that we have someone 2 days a week and at the 
PRPHQW�LW�ORRNV�OLNH�ZH¶UH�QRW�JRLQJ�WR�KDYH�DQ\RQH�IRU�D�SHULRG� 

202 1:08:22 

203 Jerry: 7KH�SUREOHP�LV�ZH¶UH�GHHPHG�ORZ�ULVN�EHFDXVH�ZH�GRQ¶W�KDYH�PDQ\�
LQFLGHQFHV�RI�FULPLQDO�EHKDYLRXU�UHODWLYH�WR�WKH�RWKHU�ORFDO�VFKRROV��LW¶V�D�ORYHO\�
SRVLWLRQ�IRU�XV�EXW�ZH�VD\��³<RX�KDYH�D�YHU\�KLJK�LPSDFW�KHUH�EHFDXVH�RI�WKDW�´�
VR�WKDW¶V�LI�\RX�OLNH�D�GLVSURSRUWLRQDWHO\�ODUJH�LPSDFW� 

204 6LPRQ�����,�WKLQN�LW¶V�LPSRUWDnt to say we do have, we talked about the 
induction and we have transition and I know we have quite regular faculty 
curriculum meetings, so our doors are very much open to parents coming to find 
out more about the learning, again on the preventative aspects of the work. We 
GRQ¶W�KDYH�D�KXJH�37$�GR�ZH"�%XW�WKHQ�ZH�KDYH�D�NLQG�RI�ZLQWHU�ZRQGHUODQG�WR�
raise money for the Ecuador trip ± very well attended, so there is a social 
HOHPHQW�WR�RXU�SDUHQWV�EXW�WKH\�GRQ¶W�UHDOO\�QHWZRUN�WRJHWKHU�DV�VRPH�VFKRROV�
might.  7KH�SDUHQWV¶�HYHQLQJ�WXUQRXW�LV�DOZD\V�YHU\�KLJK�DQG�WUDQVLWLRQ�HYHQLQJV�
are incredible. 

205 Andrew: :H¶YH�WDONHG�DERXW�WUDQVLWLRQ�D�ORW��6R�SDUHQWV�FRPLQJ�LQ�DQG�
families that tended to be challenging often the primary schools will say the 
same; so perhaps we could be smarter in doing more when they transfer and 
getting that information. 

206 Laura: I think sometimes primaries are a bit reticent to let us know 
though, sometimes and not always. And sometimes we know the names before 
they even get here EHFDXVH�FHUWDLQ�SULPDULHV�ZLOO�WHOO�XV�EXW�,�WKLQN�WKDW¶V�TXLWH�
difficult, we can get their log, we can get what their behaviour has been like but 
\RX�GRQ¶W�NQRZ�QHFHVVDULO\�ZKHWKHU�WKH�SDUHQW�KDV�HQJDJHG�ZLWK�WKH�SULPDU\�
school that sort of information isQ¶W�DOZD\V�IRUWKFRPLQJ� 

207 Andrew: ,W¶V�TXLWH�FRPPRQ�IRU�XV��ZH¶OO�JHW�D�FKLOG�ZKR�ZLOO�WUDQVIHU�WR�
XV��ZH¶OO�KHDU�QRWKLQJ�DERXW�60(+��QRWKLQJ�DERXW�SUHYLRXV�EHKDYLRXU�GLIILFXOWLHV�
and then once we start to experience problems. We then contact the primary 
VFKRRO�DQG�JR��³2K�WKH\¶UH�DQ�DEVROXWH�QLJKWPDUH�KHUH�´�$QG�WKH�SDUHQWV�ZLOO�EH�
VD\LQJ�WR�XV��³7KHUH�ZHUH�QHYHU�DQ\�SUREOHPV�XQWLO�WKH\�FDPH�KHUH�´�%XW�WKH�
SULPDULHV�VD\��³2K�WKDW�SDUHQW�ZDV�UHDOO\«´�VR�,�JXHVV�WKDW�WUDQVIHU�RI�
information would be UHDOO\�KHOSIXO��$QG�LW¶V�QRW�PDQ\�FKLOGUHQ��DJDLQ��ZH¶UH�
WDONLQJ�DERXW�OHVV�WKDQ����FKLOGUHQ�LQ�WKH�ZKROH�VFKRRO�KHUH��VRUU\��WKDW¶V�QRW�MXVW�
IRU�6(0+�EXW�LQ�WHUPV�RI�6(0+�DQG�DW�ULVN�RI�H[FOXVLRQ��ZH¶UH�WDONLQJ�DERXW�OHVV�
WKDQ����LQ�WKH�VFKRRO�DQG�WKDW¶V [number of students anonymised] children so 
WKDW¶V�D�VPDOO�SHUFHQWDJH��VR�WR�JHW�WKDW�LQIRUPDWLRQ�WUDQVIHUUHG�DFURVV�LVQ¶W�WKDW�
ELJ�DQ�DVN��,�WKLQN�PD\EH�ZH¶UH�QRW�GRLQJ�HQRXJK�WUDQVIHU�WLPH�WR�SLFN�WKDW�XS� 
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208 Interviewer: [Q10] So, what could be the reasons for Year 9s having 
KLJKHU�H[FOXVLRQ�UDWHV�WKDQ�RWKHU�<HDU�JURXSV�WKDW¶V�QDWLRQDOO\�DQG�LQ�>WKLV�
LA] by the way? 

209 Laura: Hormones!  

210 Andrew: Hormones is a very good answer. 

211 Laura: 7KDW
V�H[DFWO\�ZKDW�LW�LV��WKH\¶UH�QRW�VXUH�LI�WKH\¶UH�D�child 
anymore or an adult, they want to be treated like an adult, their aggression 
UDLVHV��WKH\¶UH�QRW�VXUH�LQ�WKHLU�ERGLHV��WKHLU�ERGLHV�DUH�FKDQJLQJ��WKH\�DUH�
PHQWDOO\�FKDQJLQJ��VRPH�FRSH�ZLWK�LW�VRPH�GRQ¶W� 

212 Andrew: [reasons for year 9 PEX] Physically and mentally. 

213 1:11:57 

214 Laura: Absolutely. And children up until Year 9 who have been very 
placid and calm suddenly, particularly the boys, get this massive rush of 
WHVWRVWHURQH�DQG�GRQ¶W�NQRZ�ZKDW�WR�GR�ZLWK�LW�VR�WKH\�ILJKW�HDFK�RWKHU�WKDW¶V�
what it comes out as. 

215 Simon: I think the options process must also have something to do 
with it. 

216 Laura: ,W¶V�QRW�MXVW�KRUPRQHV� 

217 Simon: And that kind of growing sexual identity- 

218 Laura: ,W¶V�SUHVVXUH�LVQ¶W�LW"�7KHUH¶V�VR�PXFK�going on in Year 9 in 
WHUPV�RI�WKH�RSWLRQV�SURFHVV��LQ�WHUPV�RI�WKH\¶YH�JRW�WR�VWDUW�PDNLQJ�GHFLVLRQV��
WKH�SUHVVXUH�WKDW�WKH\¶UH�IHHOLQJ�DERXW�WKH�IDFW�WKDW�WKH\¶UH�PRYLQJ�LQWR�D�QHZ�.H\�
Stage, friendship group changes all those sorts of things because suddenly they 
FKDQJH�LQWR�VHWV�DQG�WKLQJV�OLNH�WKDW��WKHUH¶V�D�ORW�,�WKLQN�LQ�<HDU��� 

219 Joshua: Yes and then this pressure starts building up for exams, 
obviously courses starting in Year 9 for GCSEs, moving into sets, competition 
that sort of thing.  

220 Laura: And that affects friendship groups and all sorts of things. 

221 Jerry: ,W¶V�DOVR�WKH�FDVH�WKH\�ZRXOG�KDYH�EHHQ�KHUH�IRU���\HDUV�QRZ�VR�ZH�
start talking about patterns, so maybe students who have maybe been identified 
earlier these things have now been developing over 3 years so sometimes it can 
EH�D�FXOPLQDWLRQ�RI�ZKDW�ZH�GRQ¶W�ZDQW�DW�WKDW�VWDJH� 

222 David: I think issues outside of school: body image would be one, 
homophobia would be another. It is dependency so I think this is when you are 
going to see is there alcohol, is there is smoking coming in? It is a crossroads for 
a lot of children, I suppose the question is what do we do to compensate for that 
LQ�<HDU��"�%XW�,�GRQ¶W�ZDQW�WR�JLYH�\RX�DQRWKHU�TXHVWLRQ� 
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223 Andrew: ,W¶V�QRW�RXU�highest exclusionary (inaudible 01:13:55) it varies 
IURP�\HDU�WR�\HDU��LW¶V�PRUH�FRKRUW�GHSHQGHQW�IRU�XV��VR�\HDU�JURXSV�,�WKLQN�KDYH�
D�KXJH�LPSDFW�EXW�LW¶V- 

224 Simon: ,¶G�SXW�WKDW�TXHVWLRQ�WR�PDUNHWLQJ�FRPSDQLHV�DQG�VD\��³2I�
your teenage years, where do we move in most quickly and in particular way to 
mould the behaviour that the marketing people want from a particular year 
JURXS"´�,�ZRQGHU�ZKDW�NLQG�RI�SURILOHV�DUH�GRQH�LQ�WKH�ELJ�PDUNHWLQJ�JURXSV�
about for example Year 9. 

225 Derek: In social PHGLD�FRPSDQLHV�WKH\¶YH�SXW�WKH�OHJDO�OLPLW�DW����IRU�
the majority of them now: Snap Chat and Instagram which the students are on 
but the majority of our students go on it at 11 which is a pressure in itself, so I 
think once they get to Year 9 the parents who are enforcing that all of a sudden 
WKH\¶UH�DOORZHG�WR�GR�LW�DQG�,�WKLQN�WKDW¶V�VRUW�RI�LQIRUPDWLRQ�RYHUORDG�LQ�LWVHOI�
EHFDXVH�WKH\¶UH�QRZ�DW�WKH�DJH�ZKHUH�WKH\�KDYH�WKDW�OLWWOH�ELW�RI�LQGHSHQGHQFH�
potentially which some can cope with and some absolutel\�FDQ¶W� 

226 1:15:03 

227 Jerry: France are going for a nationwide ban on mobile phones in school; 
WKH�JRYHUQPHQW�VD\�WKH\¶UH�JRLQJ�WR�HQIRUFH�LW�� 

228 Interviewer: Well thank you, those are all of my questions. Thank you 
all so much for contributing and your different aspects it was really 
LQWHUHVWLQJ��,V�WKHUH�DQ\WKLQJ�HOVH�WKDW�,�KDYHQ¶W�DVNHG�WKDW�\RX�ZRXOG�OLNH�
to say or any questions that you have for me? 

229 Andrew: ,�WKLQN�ZH¶UH�UHDOO\�LQWHUHVWHG�LQ�VHHLQJ�ZKDW�\RX�FRPH�XS�
with in the research. Really interested to hear if there are some patterns across 
>ERURXJK�QDPH@�LI�ZH�FDQ�OHDUQ�IURP�HDFK�RWKHU�EHFDXVH�ZH�GRQ¶W�DOZD\V�WDON�
like this and it is quite challenging. You will find when you go round some schools 
are more open than others; we hope people are really open so we can get some 
really useful research out of it. 

230 Interviewer: :HOO�WKDW¶V�LW��WKH�PRUH�RSHQ�SHRSOH�DUH�WKH�EHWWHU�WKH�
data and the more we can learn from each other. 

231 Andrew: Thank you. 

232 Interviewer: Thank you very much. Thank you for your time; thank 
you for letting me take over your meeting. 
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School C 

1 School C 

2 Key: 

3 I:  Interviewer 

4 1   Rick 

5 2  Alex 

6 I: >4�@�5LJKW��VR�,¶YH�JRW�VRPH�TXHVWLRQV��,¶P�JRLQJ�WR�DVN�WKHP�DQG�\HDK��
feel free ± WKH\�VKRXOG�EH�VWUDLJKWIRUZDUG��EXW�LI�WKH\¶UH�QRW��OHW�PH�NQRZ��
Okay, so the first one is what kind of behaviours would you expect to see in a 
child with social, emotional, mental health difficulties? 

7 Rick: Really good question. So personally, as a school what we look for is 
HLWKHU�D�FKDQJH�LQ�WKDW�SXSLO¶V�QRUPDO�EHKDYLRXU��1RUPDO�EHLQJ�ZKDWHYHU�WKDW�
LV�EHIRUHKDQG��KDSS\��VDG��TXLHW��ZKDW�KDYH�\RX��2U�ZH¶YH�VHHQ�VRPH�
behaviours where we feel that actually they are not engaging with other pupils 
and other staff, and that engagement may cause altercations, but also they 
maybe are distant from school and they are not working with us in other ways 
when we are trying to [chivvy 0:00:55] pupils along. Most of them actually are 
SRVLWLYH��EXW�VRPHWLPHV�,�WKLQN�RXU�VRFLDO�DQG�HPRWLRQDO�SXSLOV�GRQ¶W�UHDFW�LQ�
the way we want to and they take more[effort] ± DQG�WKHQ�,�WKLQN�SHUVRQDOO\��LW¶V�
ZKHQ�ZH�FRQWDFW�KRPH��DQG�WKHQ�ZH�GRQ¶W�JHW�the support possibly, or that 
HYHU\WKLQJ¶V�ILQH�DW�KRPH��LW¶V�QRW�D�VFKRRO�WKLQJ��$QG�WKHQ�WKDW�UHDOO\�ZLOO�VWDUW�
WR�ZRUU\�PH�EHFDXVH�WKHQ�LW¶V�D�VRFLDO��HPRWLRQDO�± QRW�MXVW�DW�VFKRRO��LW¶V�DW�
KRPH��)RU�PH��LW¶V�D�VRFLDO��HPRWLRQDO�LVVXH�>LQ�WKH�FKLOG@��Qot an issue at 
VFKRRO�ZKLFK�ZH�QHHG�WR�UHFWLI\��ZKLFK�LV�VHSDUDWH�WR�KRPH��2U�LW¶V�WKH�RWKHU�
ZD\�URXQG�VRPHWLPHV��ZKHUH�WKH\¶UH�GLIILFXOW�DW�KRPH�EXW�WKH\¶UH�SUHWW\�JRRG�
at school, but then we find that out. So, for me, it could be either or both those 
issXHV��EXW�ZH¶G�EH�ORRNLQJ�DW�GLVWDQFH�DQG�DQ[LHWLHV��EXW�DOVR�WKDW�WKH\¶UH�QRW�
working with school systems and working with people in the school, and also 
their peers as well. 

8 I: Okay, so maybe not being cooperative with adults. 

9 Rick: <HDK��ZHOO��QR��,�GRQ¶W�PHDQ�MXVW�FRRSHUDWLYH��,�MXVW�PHDQ�HQJDJLQJ�ZLWK�
WKHP��(YHQ�ZKHQ�\RX�DUH�KDYLQJ�D�QHJDWLYH�GLVFXVVLRQ��WKHUH¶V�DQ�
HQJDJHPHQW�WKHUH�RU�DQ�DFFHSWDQFH��RU�DQ��³,¶P�QRW�GRLQJ�LW�´�6R��LW¶V�D�
UHDFWLRQ�,¶P�ORRNLQJ�IRU��DQG�VRPHWLPHV�ZKHQ�\RX�GRQ¶W�JHW�D�UHDFWLRQ��WKDW¶V�
ZKHQ�,�VD\��³:HOO��ZKDW¶V�JRLQJ�RQ"´�7KDW�ZRUULHV�PH�PRUH�WKDQ�VRPHRQH�
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NLFNLQJ�RII��EDVLFDOO\��ZKHQ�,¶P�WHOOLQJ�WKHP�RII��$QG�WKH�RWKHU�VLGH�RI�WKDW�LV�
DFWXDOO\��LI�WKH\¶YH�JRW�VRPH�VRFLDO�DQG�HPRWLRQDO�SUREOHPV��WKH\�ZLOO� you 
NQRZ��PD\EH�SURGXFH�VRPH�FKDOOHQJLQJ�EHKDYLRXU��EXW�ZKDW¶V�WKH�VWHP�RI�WKDW�
behaviour? Is it for a normal reason or is it for something which actually is 
TXLWH�WULYLDO�DQG�LW¶V�DFFHOHUDWHG�WR�EH�WKHP�UHDOO\�ORVLQJ�WKHLU�WHPSHU�RU�EHLQJ�
upset or angry? 

10  6R��LW¶V�DQ\�RI�WKRVH�IHHOLQJV��ZKLFK�DUH�RXW�RI�WKH�QRUP�IRU�WKDW�SXSLO�
and out of the norm for us I suppose as a school as well, so we kind of look 
RXW�IRU�WKRVH��$QG�ZH�XVH�RXU�WXWRUV�DQG�KHDGV�RI�OHDUQLQJ��ZH¶YH�JRW�
FRXQVHOORUV�LQ�VFKRRO��ZH¶YH�Jot mentors. We try and use lots of soft skills or 
soft attributes to find out actually what the problem is before, I suppose, saying 
WKHUH�LV�D�SUREOHP�RU�VRPHWKLQJ�>LQDXGLEOH��������@�PRUH�VHULRXVO\��6R��ZH¶UH�
really lucky here to have that type of ethos. ,�WKLQN�ZH¶UH�OXFN\�WR�KDYH�WKDW� 

11 I: $QG�KRZ�ORQJ�GLG�\RX�VD\�\RX¶G�EHHQ�KHUH��VRUU\" 

12 Rick: Since last Easter, but I came because I knew the type of school, the 
IHHO�RI�WKH�VFKRRO��DQG�,�NQHZ�,¶G�EH�DEOH�WR�ILW�LQ�ZLWK�WKDW��)RU�PH��WKDW¶V�P\�
vision for behaviour. And I brought in the new behaviour policy. That literally is 
not even two terms now. Very different to the old one. 

13 I: How so? 

14 3:14 

15 Rick: 7KHUH�ZDVQ¶W�D�SROLF\��7KHUH�ZDV�DQ�DFWLRQ�>LQDXGLEOH��������@�SROLF\�� 

16 I:         And what are your views [Alex] 

17  [knock at the door - interview paused ± interruption] 

18 Alex: Okay, what was the first question again? 

19 I: [Laughter] So, what behaviours would you expect to see in a student 
with social, emotional and mental health difficulties? 

20 Alex: Yeah I think \RX¶YH covered a lot of it, sorry I was distracted 

21 Rick: No rest for the wicked, ay? 

22 Alex: Not at all 

23 Rick: We talked about the difference in their actual reactions and the way 
they are, and then also talking about parents as well and engagement with 
WKHP��%XW�DOVR�WKH�ZD\�WKH\�UHDFW�WR�VLWXDWLRQV�WKDW�ZH�ZRXOG�ILQG�WKHUH¶V�QRW�
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that reaction, and we look at those softer things early on before something big 
happens and try and break those down. 

24 Alex: Yeah. I would also ± well, you kind of mentioned it, but I would talk 
about parenting. I think in almost all cases where I have ± there has been 
some form of breakdown or parenting needs in the home, or there has been 
some form of issue which has taken place, which has never necessarily been 
UHVROYHG��IURP�RIWHQ�WKH�FKLOG¶V�HDUO\�OLIH��DQG�LW�KDVQ¶W�EHHQ�SLFNHG�XS�DW�
SULPDU\�RU�KDVQ¶W�EHHQ�GLVFORVHG��6R��ZH¶YH�KDG�SHUPDQHQWO\�H[FOXGHG 
students who have made that final disclosure following the permanent 
exclusion, a couple of years later. But unresolved complex issues from the 
past often. Parenting is one. Resilience is another one, and emotional 
resilience. Some dont have the emotional resilience to be able to cope with 
the education system and to be able to cope with a mainstream setting.  

25  And that whole kind of blanket of where that forms into those more 
unreported SEND kind of needs, you know, the speech and language ones, 
the oQHV�WKDW�DUHQ¶W�QHFHVVDULO\�YHU\�HDV\�WR�GLDJQRVH�RU�WR�EH�DEOH�WR�VSRW��
DQG�JR�XQGHUUHSRUWHG��,�JXHVV�LV�RIWHQ�WKH�FDVH��,�PHDQ��\RX�GRQ¶W�KDYH�WR�
look very far to see that almost all the permanent exclusions then, once they 
get to the PRU here, are put through an assessment, and often that 
[unreported needs] is the case. But being able to really ± so yeah, resilience 
and parenting, and they kind of go hand in hand, really. 

26 I: Okay, thank you. And you kind of started speaking a bit about my next 
question, which is about how are the ± 

27 Alex: Big writing. 

28 I: >4�@�,�NQRZ��EHFDXVH�XVXDOO\�LW¶V�D�WDEOH�IXOO�RI�PHPEHUV�RI�VWDII��VR�,�
KDYH�LW�DW�RQH�HQG�RI�WKH�WDEOH�VR�HYHU\RQH�FDQ�VHH�LW��EXW�,�GRQ¶W�VXSSRVH�\RX�
QHHG�WKDW�EHFDXVH�WKHUH¶V�RQO\�WKUee of us [laughter]. So, how are students 
with SEMH needs brought to the attention of the senior leadership team? 

29 10:34 

30 Rick: 6R��WKH\¶UH�EURXJKW�WR�RXU�DWWHQWLRQ�± we actually have an inclusive 
learning group, which meets every week, and part of that inclusive learning 
group is attendance, behaviour, child protection. All the heads of learning are 
WKHUH�DV�ZHOO��$QG�DFWXDOO\��WKDW�LV�DQ�RIILFLDO�ZD\�WR�UDLVH�D�FRQFHUQ��7KHUH¶V�D�
referral form for that, and then the team work together, and [name] from 
SENCO works, to find out ± it could be counselling or it could be actually 
parent support. It could actually be mentoring support. So, it could be a string 
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of issues, but actually anyone who we really are concerned with goes up to 
ILG officially. That gets logged. We actually start a process. We have quite an 
in-GHSWK�IRUP��D�OHDUQLQJ�SURILOH��ZKLFK�KDV�D�OLWWOH�SLFWXUH�RI�WKHP��DQG�WKHUH¶V�
literally everything, all the interventions, and we start that off when that 
KDSSHQV��EHFDXVH�DFWXDOO\�ZH¶YH�JRW�VRme serious concerns there. 

31  But lower down actually, as we talked about earlier, our tutors actually, 
we put a lot of emphasis on what they do, are they picking up that change or 
an issue, and actually that then dripping up to heads of learning being 
informed, then looking a bit deeper and supporting them. And then actually, if 
WKHUH�LV�D�UHDO�QHHG�WKHUH��LW¶OO�JHW�UHIHUUHG�RU�ZH�ILQG�RXW�DERXW�LW��DQG�LW�JRHV�WR�
ILG. And if it is something, obviously, which is child protection-HVTXH��LW¶OO�FRPH�
straighW�WR�P\VHOI�RU�RQH�RI�P\�FROOHDJXHV��LI�LW¶V�VRPHWKLQJ�ZKLFK�ZH�UHDOO\�
WKLQN¶V�LPSRUWDQW��%XW�WKDW¶V�NLQG�RI�WKH�VWUHDP��DQG�ZH�ORRN�IRU�WKRVH�
softer...%XW�UHDOO\�WKHUH¶V�D�ORW�WKDW�JRHV�RQ�WKDW�ZH�GRQ¶W�JHW�WR�ILQG�RXW�XQWLO�
things have gone really bad for the student, and I mean really, really bad, like 
WKH\¶UH�DERXW�WR�OHDYH�WKH�VFKRRO��DQG�E\�WKHQ�LW¶V�DOPRVW�WRR�ODWH� 

32 Alex: The inclusive learning group is where those issues are managed and 
ZKHUH�WKRVH�VWXGHQWV�DUH�PDQDJHG��7KDW¶V�ZKHUH�ZH¶UH�DEOH�WR�VWDUW�WDONLQJ�
about next steps and referrals outside. But I mean, it really does come up 
through line management when we are reviewing data.  

33 Rick: Very good point, yeah. 

34 Alex: So, any data which is highlighting that kids are struggling in school for 
whatever it be, so it could be attendance, it could be behaviour monitoring that 
we have in school. With the younger ones, it might be the regular diaries that 
ZH¶UH�XVLQJ�DQG�VR�RQ� to be able to recognise where there are early issues 
and where those first steps, you know, [sl people are paid 0:12:48] a middle 
leadership role, whether that be form tutors or heads of learning, to be able to 
VWDUW�WR�PDQDJH�WKDW��7KDW¶V�ZKHUH�ZH�DUH�FUoss-examining that as it goes 
DORQJ��DQG�WKDW¶V�ZKHUH�ZH�PD\�VD\��³7KLV�RQH�QHHGV�WR�JR�WR�WKH�LQFOXVLYH�
OHDUQLQJ�JURXS�DQG�LW�QHHGV�D�ELW�PRUH�RI�D�KROG�´ 

35  The other way they come through is through SEN, so students that 
have been assessed. It may be that primary schools have already put those 
assessments in place. It may be that primary schools have, at transition, 
flagged it up as being a concern, so we would then put them in for some extra 
assessment. It might be some close watching, it might be some extra 
assessments. But our SENCO would obviously then also bring those back into 
the loop as well. And then the other way [we identify needs] is we meet them 
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>ODXJKWHU@��,�PHDQ��MXVW�EHFDXVH�ZH¶UH�VHQLRU�OHDGHUV�GRHVQ¶W�PHDQ�WKDW�ZH�
GRQ¶W�JR�LQWR�FODVVURRPV��ZH�GRQ¶W�WHDFK�OHVVRQV�RXUVHOYHV��ZH¶UH�QRW�LQ�WKH�
FRUULGRUV��ZH¶UH�QRW�PHHWLQJ�WKHVH�IDPLOLHV�DQG�WKHVH�SDUHQWV��DQG�EHLQJ�DEOH�
WR�VHH�RXUVHOYHV��$QG�ZH¶YH�JRW�TXLWH�D�ELW�RI�H[SHULHQFH�LQ�EHLQJ�DEOH�WR�VHH�
where kids are struggling to thrive in school, so being able to recognise that. 

36 13:46 

37 I: Okay, great. And do you think the system that you have at the moment 
is effective? 

38 Rick: ,�WKLQN�LW¶V�>V\VWHP�WR�EULQJ�6(0+�QHHGV�WR�6/7@�QRW�DV�HIIHFWLYH�DV�LW�
can be. We brought in a new V\VWHP�VR�ZH¶OO�NQRZ�H[DFWO\�ZKLFK�SXSLOV�KDYH�
EHHQ�VHQW�RXW�RI�OHVVRQV��ZKLFK�OHVVRQV��ZKLFK�PHPEHU�RI�VWDII��DQG�ZH¶UH�
ZRUNLQJ�ZLWK�WKH�PHPEHU�RI�VWDII�DQG�WKRVH�SXSLOV��EXW�,�GRQ¶W�WKLQN�ZH¶UH�WKHUH�
\HW�LQ�WHUPV�RI�WKH�QH[W�VWHSV��$QG�ZH¶UH�ZRUNLQJ�ZLWK WKHLU�SDUHQWV��ZH¶UH�
ZRUNLQJ�ZLWK�SXSLOV��EXW�DFWXDOO\�,�WKLQN�WKHUH¶V�PRUH�ZH�FDQ�GR��$QG�ZH�DUH�
changing our provision slightly ± well actually, quite [inaudible 0:14:21], 
EHFDXVH�VRPH�SXSLOV�WKDW�ZH�GRQ¶W�WKLQN�KDYH�VLJQLILFDQW�OHDUQLQJ�GLIILFXOWLHV��
oU�WKH\¶UH�SDUW�RI�WKH�DUW�SURYLVLRQ��VR�WKH\¶YH�JRW�VSHHFK�DQG�ODQJXDJH�
difficulties, but actually those who just cannot cope in a mainstream big lesson 
type environment, where we can actually give them some more nurture work 
or small group, same subject but actually in a smaller setting, and then give 
them some of the nurturing, the mentoring, just the life skills actually. So, 
ZH¶UH�VWDUWLQJ�WKHP�LQ�6HSWHPEHU�DQG�>QDPH@�LV�OHDGLQJ�RQ�ZRUNLQJ�ZLWK�WKDW��
and we can use our TAs, who do lots of teaching in small groups anyway. But 
ZH¶UH�XVLQJ�WKH�GDWD�DQG�ZH¶UH�XVLQJ�WKH�>QDPH��������@�WR�WU\�DQG�KDYH�PRUH�
of that provision. 

39 Alex: We need to put the provision in place and really hone the provision, and 
DFWXDOO\�ORRN�DW�WKH�SURYLVLRQ��DQG�WKDW¶V�JHWWLQJ�WRXgher in secondary schools 
ZKHUH��\RX�NQRZ��\RX¶UH�H[SHFWHG�± the English baccalaureate [inaudible 
�������@�DQG�WKDW�VRUW�RI�WKLQJ��7KHUH¶V�OHVV�IUHHGRP�LQ�WKH�FXUULFXOXP�WKDW�ZH�
would ordinarily be able to offer those kids. So, the provision side of it, yes, we 
QHHG�WR�JHW�EHWWHU�DW�LGHQWLILFDWLRQ�DQG�XVH�RI�GDWD��:H¶YH�JRW�QHZ�V\VWHPV�LQ�
SODFH��ZH¶YH�JRW�ORDGV�RI�GDWD��EXW�KDYH�ZH�JRW�D�FRQVLVWHQW�NLQG�RI�XVH�RI�
triggers to be able to recognise these are where we need to go and we need 
to be. 

40 Rick: And the other area I think we probably need to keep chipping away at is 
VWDII�WUDLQLQJ��DQG�WKDW¶V�VWDII�WUDLQLQJ�DFURVV�WKH�VFKRRO��6R��ZKHQ�GRHV�D�NLG�
ZKR¶V�D�ELW�RI�D�SDLQ�LQ�WKH�DUVH�EHFRPH�DQ�6(0+�OHDUQLQJ�QHHG��DQG�LW¶V�
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about bridging that gap. Because, \RX�NQRZ��ZKHQ�\RX¶UH�DW�WKH�FKDON�IDFH�
DQG�\RX�DUH�DFWXDOO\�GHOLYHULQJ��,�WKLQN�WHDFKHUV�ZDQW�D�PDJLF��³/HW¶V�VRUW�RXW�
EHKDYLRXU�´�DQG�QRW�QHFHVVDULO\��³/HW¶V�KDYH�D�ORRN�DW�DGGUHVVLQJ�WKH�
XQGHUO\LQJ�QHHGV�ZKLFK�DUH�OHDGLQJ�WR�WKRVH�EHKDYLRXUV�´�$QG�WKDW¶V�WRXJK��
WKDW¶V�UHDOO\�WRXJK��EHFDXVH�LI�\RX¶UH�WHDFKLQJ�D�OHVVRQ��\RX�ZDQW�WKH�
behaviour and not necessarily recognising the time and the work that needs to 
be done underneath to be able to give the behaviour. 

41  6R��,�WKLQN�LW¶V�HQVXULQJ�WKDW�>WUDLQLQg] what happens ± DQG�,¶P�SOHDVHG��
ZH¶YH�JRW�D�QHZ�DSSRLQWPHQW�DV�D�6(1&2��,W¶V�HQVXULQJ�WKDW�WKHUH¶V�D�MRLQHG�
XS�DSSURDFK�VR�WKDW�LW�LVQ¶W�EHKDYLRXU�DQG�6(0+� 

42 I: $QG�GR�\RX�WKLQN�LW¶V�EHHQ�OLNH�WKDW�KLVWRULFDOO\" 

43 Alex: Yeah. I think previously, we KDG�D�6(1&2�ZKR�ZDV�YHU\�PXFK��³7KLV�LV�
P\�GRPDLQ��,�ZLOO�ZRUN�ZLWK�WKHVH�NLGV�´�EXW�QRW�QHFHVVDULO\�6(0+��$QG�,�WKLQN�
LW¶V�DERXW�EULQJLQJ�WKHP�DOO�WRJHWKHU�DQG�HQVXULQJ�WKDW�WKHUH¶V�D�ZKROH�VFKRRO�
capture of it, once we manage behaviour as well, because you also have to 
PDQDJH�SURFHVVHV�DQG�V\VWHPV�RQ�D�GDLO\�EDVLV�ZKLOH�ZH¶UH�WU\LQJ�WR�JHW�WR�
the bottom of what are the key factors for these kids. 

44 16:41 

45 I: >4�@�2ND\��WKDQN�\RX��,V�WKHUH¶V�D�OLQN�EHWZHHQ�6(0+�QHHGV�DQG�
permanent exclusions? Please give reasons for your answer. 

46 Rick: Yes, there has to be a [SEMH - PEX] link. 

47 Alex: Yeah, not always. Occasionally, I would exclude a child for those one-
RII�VHULRXV�LQFLGHQWV��ZKLFK�\RX�FRXOGQ¶W�QHFHVVDULO\�SODQ�IRU��7KH\�FDQ�EH a 
FKLOG�ZKR�GRHVQ¶W�QHFHVVDULO\�KDYH�6(0+�RU�DQ\�RWKHU�OHDUQLQJ�QHHGV��ZKR�
makes a serious ± and when I say serious mistake. 

48 I: Give me an example. 

49 Alex: ,¶P�WDONLQJ�DERXW�D�FKLOG�ZKR�FDPH�LQ�DQG�ZDV�GHDOLQJ�GUXJV�RU�
something like that, who came in and ± \HDK��RU��,�GRQ¶W�NQRZ��IRU�ZKDWHYHU�
reason ± and we do have kids who are scared in this local community, who 
might come in and they might have a bladed article. There are kids, and there 
always will be, who occasionally make bad choices, often breaking the law 
ZLWK�WKRVH�EDG�FKRLFHV��$QG�ZKLOVW�,�GRQ¶W�KDYH�D�SHUPDQHQW�H[FOXVLRQ�UXOH�IRU��
you know, drugs and that sort of thing, I do have it in the policy that we will 
consider permanent exclusion. I think I do have it in the policy that says 
dealing of drugs. So, there are occasional one-off incidents, yeah.  
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50 )RU�WKH�YDVW�PDMRULW\�RI�P\�H[FOXVLRQV�WKRXJK��LW¶V�IRU�SHUVLVWHQW�GLVUXSWLYH�
EHKDYLRXU��,�GRQ¶W�SDUWLFXODUO\�ZDQW�WR�KROG�RYHU�RQ�WKH�NLG�WKDW¶V�PDGH�RQH�
mistake in his or her lifetime, but occasionally it happens, you know. Whatever 
happens, if something goes horribly wrong, 

51 if a child swings for a pregnant teacher he hasnt necessarily got SEMH needs. 
Maybe he has SEMH needs on that day at that moment, but he made that 
FKRLFH�DQG�WKHUH�DUH�FRQVHTXHQFHV��%\�WKH�ZD\�LW�GRHVQ¶W�QHFHVVDULO\�PHDQ�
that they DUH�RQJRLQJ�6(0+�QHHGV��,�GRQ¶W�KDYH�PXFK�RI�D�FKRLFH�UHDOO\�DERXW�
where I am to go. 

52 But for the vast majority of children that are permanently excluded at this 
VFKRRO�DQG�HYHU\�VFKRRO�WKDW�,¶YH�ZRUNHG�DW��WKH\�DUH�XQUHVROYHG�6(0+�DQG�
learning needs, and they are for persistent disruptive defiance, where the 
systems that we have within a mainstream setting and the interventions that 
we have have not been able to affect real change. 

53 Rick: And that includes working with families. 

54 Alex: And other agencies. 

55 Rick: $QG�RWKHU�DJHQFLHV��DQG�WKDW¶V�GHHSO\��$QG�WKLV�VFKRRO�FHUWDLQO\�ZLOO�WU\�
every single thing before we would consider permanent exclusion. We exhaust 
RXUVHOYHV��DFWXDOO\��EXW�ZH�NQRZ�WKDW¶V�WKH�ULJKW�WKLQJ�WR�GR��:H�KDG�TXLWH�D�
high number last year, but they were for extreme persistent poor behaviour. 

56 19:27 

57 Alex: %XW�LI�\RX¶YH�JRW�WR�WKDW�SRLQW�WKDW�LW�LV�H[WUHPH�± I mean, it depends 
ZKLFK�RI�WKRVH�OHWWHUV�\RX�DUH�WDNLQJ�RXW�RI�6(0+��GRHVQ¶W�LW"� 

58 I: Yeah, of course. Which letters would you ± 

59 Alex: Well, I think for many of our kids, they end up getting excluded because 
WKH\�GR�QRW�KDYH�WKH�VRFLDO�ELW��WKH�6��1RZ��WKH�UHDVRQ�WKH\�GRQ¶W�KDYH�WKH�
social bit is going back to the first question that you asked, when we come to 
parenting, when we come to fragmented pasts in their lives and that sort of 
thing, and that has an impact on their emotional and their mental health. But 
the bottom line is that nobody gets permanently excluded for having a 
mental health issue, but if the mental health issue is unresolved and it 
has an impact on their social functioning ability within a community like 
RXUV��ZKHUH�\RX�KDYH�WKDW�SHUVLVWHQW�GLVUXSWLRQ�DQG�VR�RQ��WKDW¶V�ZKHUH�
LW¶V�FRPLQJ�RXW�IURP� 
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60  So yeah, every single one of them really is the S out of SEMH, because 
WKH\¶UH�QR�ORQJHU�DEOH�WR�IXQFWLRQ�VRFLDOO\�ZLWKLQ�WKLV�FRPmunity, and that I 
JXHVV�LV�ZKDW�SHUPDQHQW�H[FOXVLRQ�LV��LVQ¶W�LW"� 

61 Rick: :H�WDON�DERXW�WKH�UHDFWLRQ�RU�QR�UHDFWLRQ��DQG�WKDW¶V�ZKHQ�,�NQRZ�
WKHUH¶V�DQ�LVVXH��ZKHQ�D�SXSLO�LV�QRW�UHDFWLQJ�ZKHQ�\RX�DUH�WU\LQJ�WR�HQJDJH�
with them however, or actually their reaction is, in terms of weighting, well out 
RI�VFDOH�LQ�WHUPV�RI�WKHLU�UHDFWLRQ��$QG�VRPHWLPHV�WKDW¶V�ZKDW�WKH�H[FOXVLRQ¶V�
for, and that picture builds up to be a permanent exclusion. We have pupils 
who do have challenging behaviour but they are remorseful and they 
DSRORJLVH��RU�WKH\�XQGHUVWDQG�DQG�WKH\�NQRZ�QRW�WR�GR�LW�DJDLQ��EXW�WKHUH¶OO�EH�
VRPH�ZKR�XQIRUWXQDWHO\�GRQ¶W�FKDQJH�WKHLU�EHKDYLRXUV��DQG�WKDW¶V�SUREDEO\�
EHFDXVH�WKH�XQGHUO\LQJ�LVVXH�ZK\�WKH\¶UH�VKRZLQJ�WKDW�RU�UHDFWLQJ�LQ�WKDW�ZD\�
is to do with deeper issues. 

62 Alex: %XW�,¶P�VXUH�\RX¶UH�JRLQJ�WR�DVN�VRPH�PRUH�TXHVWLRQV�DERXW�ZKDW�WKHVH�
FKLOGUHQ�QHHG�WR�SUHYHQW�H[FOXVLRQ��EXW�LQ�FDVH�\RX¶UH�QRW« 

63 I: Additional questions, go for it. 

64 Alex: (PRWLRQDO�DQG�PHQWDO�KHDOWK��\HDK��ZKDW�ZH¶UH�WU\LQJ�WR�GR�LV�ZRUN�ZLWK�
agencies and work with the professionals that we have in school to fix some of 
WKLV�VWXII��7KHUH�LVQ¶W�HQRXJK�RXW�WKHUH�WR�IL[�ZKDW�VRPH�RI�WKHVH�NLGV�QHHG�LQ�D�
joined up way. So yeah, ,¶YH�JRW�D�FRXQVHOORU�LQ�VFKRRO��VKH¶V�EULOOLDQW��DQG�VKH�
works also pretty well with CAMHS, who are not quite so brilliant, in my view, 
WR�EH�DEOH�WR�KROG�NLGV¶�PHQWDO�KHDOWK��,¶P�QRW�VD\LQJ�VKH�IL[HV�NLGV¶�PHQWDO�
health, but she helps address and holds NLGV¶�PHQWDO�KHDOWK�DQG�WKHLU�
HPRWLRQDO�ZHOOEHLQJ��+RZHYHU��VKH¶V�QRW�GRLQJ�D�IL[�RQ�WKDW��EHFDXVH�XQOHVV�
there is a whole joined up approach of working with the family, working with 
SDUHQWV��DFWXDOO\�FRPLQJ�WR�WKH�XQGHUO\LQJ�LVVXHV��\HDK��WKHQ�ZH¶UH�QRW�Joing 
to fix how that is impacting on the S, the social side of it.  

65  :KDW�ZH�GR�LV�ZH�KROG�NLGV��EXW�LW¶V�D�VWLFNLQJ�SODVWHU�DSSURDFK��,W�UHDOO\�
is kind of holding their hand as long as we possibly can until they are able to 
actually really engage with the support themselves or face the issues. But 
WKHUH�GRHVQ¶W�VHHP�WR�EH�HQRXJK�MRLQHG�XS�WR�EH�DEOH�WR�WDNH�WKH�SUREOHPV�
and deal with ± 

66 22:36 

67 Rick: The root. We deal with the symptoms, and actually we do a great job 
here in making sure those kids feel safer than they did, but the deep rooted 
issues sometimes are to do with the parenting, and actually unless you have a 
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family therapy, which is incredibly hard to put into place at the level with 
ongoing support ± 

68 Alex: With quite dysfunctional and fragmented families as well in many 
FDVHV��<HDK��ZKDW�ZH¶UH�GRLQJ�LV�MXVW�KROGLQJ� 

69 Rick: %XW�WKDW¶V�WKH�RQO\�WKLQJ�ZH�FDQ�GR�ZLWK�ZKDW�ZH�KDYH�LQ�KDQG� 

70 Alex: $QG�RIWHQ�WKDW¶V�HQRXJK��DFWXDOO\��6RPHWLPHV��\RX�NQRZ��NLGV�ZLWK�
mental health issues, kids with emotional issues, they need that holding, and 
DFWXDOO\�WKDW�KROGLQJ�DFWXDOO\�VHHV�WKHP�WKURXJK��$QG�WKHUH¶V�QRWKLQJ�ZURQJ�
ZLWK�GRLQJ�WKDW��DQG�DFWXDOO\�,¶P�YHU\�KDSS\�IRU�P\�FRXQVHOORU�WR�EH�KROGLQJ�
these kids and working with them, because it may be that, you know, in 10, 20 
\HDUV¶�WLPH��WKDW¶V�JRW�WKHP�IDU�HQRXJK�WKDW�WKH\�FDQ�DFWXDOO\�JR�DQG�GHDO�ZLWK�
whatever they need to deal with, and actually get the therapy that they want 
ZKHQ�WKH\¶UH�UHDG\�IRU�LW��%XW�LW¶V�QRW�PDNLQJ�WKRVH NLGV¶�OLYHV�QHFHVVDULO\��IRU�
many of them, any better where they are now.  

71  ,�GRQ¶W�NQRZ��,¶YH�ZRUNHG�LQ�>ERURXJK�QDPH@�D�YHU\�ORQJ�WLPH��,�GRQ¶W�
know whether they are many functioning agencies who have a track record of 
being effective with that, howHYHU�,�GRQ¶W�NQRZ�ZKHWKHU�WKHUH�LV�QDWLRQDOO\��IRU�
some of those really, you know, disadvantaged issues, families with substance 
abuse, families with ± 

72 Rick: Child protection issues is probably the vast ± 

73 Alex: But also bereavement, the whole thing. 

74 Rick: Or domestic violence actually as well. 

75 Alex: Domestic violence is pretty big. 

76 Rick: ,W¶V�PDVVLYH��\HDK� 

77 I: 6R��\RX¶YH�VSRNHQ�D�ORW�DERXW�WKH�6(0+�ODEHO��DV�LW�ZHUH��DQG�EUHDNLQJ�
it down. Do you think there needs to be more of a breakdown of ± more of a 
separation of the S from the MH?  

78 Rick: ,�WKLQN�WKHUH¶V�OLQN�>EHWZHHQ�6(0+�DQG�3(;@�± we use those words as 
WKH\�DUH��EXW�DFWXDOO\�WKHUH¶V�D�OLQN�± as [name] said before, the mental health 
FRXOG�EH�WKH�XQGHUO\LQJ�LVVXH��EXW�WKDW¶V�FDXVHG�E\�WKH�VRFLDO��,�WKLQN�WKDW�OLQN�± 
but do you know what, the time it would take to do that for some of our families 
ZRXOG�H[KDXVW�DOO�RI�RXU�KRXUV�RI�(3�WLPH��DQG�ZH�GRQ¶W�KDYH�PDQ\�RI�WKRVH��
And if we had more [EP time] and we had that option, maybe we could fix 
some of the issues in our work with families, but WKDW¶V�ORQJ�WHUP��7KHVH�DUHQ¶W�
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short term fixes. These are long term, deep rooted issues, which take a long 
WLPH�WR�IL[��DQG�,�GRQ¶W�WKLQN�ZH�KDYH�WKH�DELOLW\�WR�GR�WKDW�DFWXDOO\��,�GRQ¶W�WKLQN�
[borough name] do either actually, because we have so many vulnerable ± I 
came from a very leafy school in [another borough], and an even leafier school 
in [a different borough], and we had issues, we had troubled families, but 
because we had less of those issues, our resources and our budgets, etc, we 
could put a lot ± we had one dedicated person for five families who were 
literally living in caravans around the corner. That was someone who was 
there for them and that need, and they kind of managed that and knew the 
ZKROH�VWUXFWXUH��%XW�DFWXDOO\�ZH�FRXOGQ¶W�GR�WKDW�Kere because we have so 
many different issues. I think the resources comes down to it, which in this 
school certainly, in [borough name], I GRQ¶W�WKLQN�WKHUH¶V�HQRXJK�UHVRXUFHV 
to the depth that we need it, but there are in other schools which do have a 
lower number of vulnerable pupils with SEMH issues, and their families as 
ZHOO��7KDW¶V�MXVW�D�IDFW��XQIRUWXQDWHO\��:H�ZRUN�WKH�EHVW�ZH�FDQ�ZLWK�WKHP��%XW�
our staff are not trained in the expertise that these outside agencies have, like 
the Ed psychs You know you have gone through all of that training, so you 
know what to do. 

79 25:06 

80 Alex: %XW�6(0+�LV�TXLWH�QHZ��LVQ¶W�LW" 

81 I: Yes, as a label. 

82 Alex: $V�D�ODEHO��,¶P�QRW�D�JUHDW�IDQ�RI�ODEHOV��,�ZHOFRPH�LW�LQ�WKDW�LW¶V�QRW�D�
behaviour label. I guess we are in a period of time where mental health is very 
much in the news, in the media and so on, and I think mental health issues for 
kids is an issue, whetKHU�LW¶V�DOZD\V�EHHQ�DQ�LVVXH�RU�ZKHWKHU�DFWXDOO\�WKH�
VSRWOLJKW�LV�QRZ�RQ�PHQWDO�KHDOWK�DQG�ZH¶UH�LQ�D�SRVLWLRQ�ZKHUH�SHRSOH�DUH�
PRUH�OLNHO\�WR�WDON�DERXW�WKHP��1R��,�GRQ¶W�KDYH�DQ�LVVXH�ZLWK�WKDW�DV�D�ODEHO��,�
think it covers all sorts of things. I think WKH\�DUH�MRLQHG�XS��<RX�FDQ¶W�KDYH�D�
mental health issue without also struggling with your emotions, which would 
have an impact on your social ability. However, you can have issues with 
being able to survive in a social setting without necessarily a mental health 
LVVXH��:KHWKHU�LW�LV�XVHIXO�WR�SXW�WKHP�>WKH�OHWWHUV�RI�6(0+@�DOO�WRJHWKHU��,�GRQ¶W�
know. I could spend a lot of time thinking about this. 

83 I: :H�FRXOG��FRXOGQ¶W�ZH" 

84 Alex: ,W¶V�QRW�JRLQJ�WR�IL[�LW��LV�LW"�$QG�,¶P�QRW�JRLQJ�WR�FKDQJH�LW�>ODXJhter]. 

85 I: [Q4] You never know, start somewhere [laughter]. Okay, thank you. So, 
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the next question is, What are the causes and contributing factors to 
permanent exclusions? 

86 Alex: Okay, so it [PEX] will be for persistent disruptive defiant behaviour. 
In many cases, that will ± ,�PHDQ��,¶YH�JRW�D�ORW�RI�NLGV�ZKR�DUH�RFFDVLRQDOO\�
GHILDQW��RFFDVLRQDOO\�GLVUXSWLYH��,¶YH�JRW�NLGV�ZKR�KDYH�SHULRGV�RI�SHUVLVWHQFH�
in that as they are going through changes in their lives, puberty and the things 
that go on.  

87  %XW�IRU�WKH�YDVW�PDMRULW\��LI�,¶P�ORRNLQJ�EDFN�RQ�WKH�NLGV�WKDW�,�
permanently excluded, it will be where that persistent disruptive defiant 
behaviour actually is risking other students of physical harm, or emotional 
harm actually, where it is preventing the learning of themselves and others.  

88 Rick: <HDK��WKDW¶V�ZKDW�ZH�GR�LW�>3(;@�IRU�DQ\ZD\��GRQ¶W�ZH��RU�WKH�RQH-off 
LQVWDQFHV��ZKLFK�ZH¶YH�NLQG�RI�FRYHUHG� 

89 28:30 

90 I: Yes. And you touched on this a bit earlier, but is there a general policy 
around ± some schools have a zero tolerance policy. 

91 Alex: 1R��,¶YH�DYRLGHG�LW�>]HUR�WROHUDQFH�SROLF\@�OLNH�WKH�SODJXH��,�MXVW�WKLQN�\RX�
get yourself knotted up in it. I personally have to give myself space that I am 
able to make a decision not to permanently exclude a child. I do that 
[sanction behaviour] with fixed term exclusions if I know that, you know, a child 
would ordinarily have a fixed term exclusion for some form of behaviour, if I 
know that I would be sending them home to a position where they 
ZRXOGQ¶W�EH�VDIH�RU�WKH\�ZRXOGQ¶W�EH�DEOH�WR�WKULYH� ,�FRXOGQ¶W�GR�WKDW��,�
know schools that have a zero tolerance on blades. I do have zero tolerance 
RQ�EODGHV��EXW�,¶YH�KDG�NLGV�WKDW�KDYH�EHHQ�ZKLWWOLQJ�ZLWK�WKHLU grandad, and 
,¶YH�KDG�NLGV�WKDW�DUH�DEVROXWHO\�WHUULILHG�EHFDXVH�WKH\¶YH�EHHQ�WKUHDWHQHG�DW�
NQLIHSRLQW�DQG�WKH\¶YH�SXW�D�SHQNQLIH�LQ�WKHLU�EDJ�DQG�VR�RQ��,�WKLQN�\RX�KDYH�
to look at each case and you actually have to reflect on each case as it comes 
along. 

92  The zero tolerance bit is generally for the one-off type of permanent 
exclusion, and whilst I would use some of those issues for permanent 
H[FOXVLRQ��,�ZRXOGQ¶W�ZDQW�WR�WLH�XV�GRZQ��EHFDXVH�,�MXVW�GRQ¶W�WKLQN�WKDW¶V�
inclusive for the children. Every story actually is different. You do actually have 
to weigh up every story. 

93 5LFN��������:H¶YH�JRW�D�SXSLO�,�WKLQN�ZKR�GLG�EULQJ�D�EODGH�LQ��,W�ZDV�D�VPDOO�
blade. It was a carving kind of ± but actually he did that because of all the 
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knife crime that was going on around him, people getting stabbed, people 
G\LQJ�LQ�>ERURXJK�QDPH@��DQG�KH�JHQXLQHO\�GLG�WKDW��$QG�KH¶V�JRW�VSHFLDO�
QHHGV�DQG�WKHUH¶V�ORWV�RI�± and actually we did a lot of work with the police ± 
we always get the police involved. They always get arrested and they always 
go through that process. However, to permanently exclude that pupil would 
KDYH�EHHQ�GHWULPHQWDO�WR�KLV�OLIH��DFWXDOO\��EHFDXVH�KH¶G�SUREDEO\�KDYH�EHHQ�
sent back to his country, DQG�WKDW�ZDV�D�WKUHDW�KH¶V�DOZD\V�KDG. And 
DFWXDOO\��KH¶V�VWLOO�± you know, I think there is each case, but ± 

94 Alex: Some schools do it [zero tolerance policy] with drugs, and I understand 
ZK\�WKH\�GR�WKDW�DQG�WKDW¶V�WKHLU�FRPPXQLW\��,�GR�QRW�ZDQW�GUXJV�LQ�WKLV�
community, I do not want my NLGV�XVLQJ�GUXJV��DQG�,�GRQ¶W�ZDQW�GUXJV�EHLQJ�
brought across the threshold. However, I know that one mistake should not 
cost somebody their education. 

95 I: [Q5] Okay, thank you. Who are there any main groups of students who 
face permanent exclusions? Why these groups? 

96 Alex: ,W¶V�UHDOO\�GLIILFXOW�WR�VD\��,�PHDQ��ZH�SHDNHG�ODVW�\HDU�± there was a new 
head, new [room 0:31:06] and all that sort of thing, we peaked at ± was it three 
or four we finished on? 

97 Rick: Five. 

98 Alex: Four or five, there you go.  

99 Rick: Four year sevens.  

100 31:12 

101 Alex: :KHQHYHU�\RX¶UH�WDONLQJ�DERXW�QXPEHUV��ZH�DYHUDJH�QRUPDOO\�DURXQG�
DERXW�WZR�RU�WKUHH��:KHQ�\RX¶YH�JRW�VXFK�VPDOO�QXPEHUV��DQ\WKLQJ�LV�
VWDWLVWLFDOO\�LQYDOLG��LVQ¶W�LW��UHDOO\"�, mean, if I normally do three and, you know, 
WZR�RI�WKHP�DUH�ER\V�DQG�RQH�RI�WKHP¶V�D�JLUO��\RX�FRXOG�VD\�ER\V�DUH�PRUH�
OLNHO\��6R�QR��,�ZRXOGQ¶W�VD\�WKHUH�LV�DQ�HWKQLFLW\�>PDLQ�JURXSV�ZKR�UHFLHYH�
PEX]. 

102 Rick: 1RW�KHUH�WKHUH�LVQ¶W� 

103 Alex: No, I ZRXOGQ¶W�VD\�WKHUH�ZDV�DQ�HWKQLFLW\��%R\V�SUREDEO\�D�OLWWOH�ELW�PRUH�
than girls. And we do check it, and we check it probably more with our fixed 
WHUP�H[FOXVLRQV�EHFDXVH�VWDWLVWLFDOO\�\RX¶YH�JRW�PRUH�QXPEHUV� 

104 I: So, what about your fixed term, are there any groups? 
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105 Rick: Boys.  

106 Alex: Three years ago, black Caribbean was, I would say, sticking out, given 
WKH�QXPEHU�RI�EODFN�&DULEEHDQ�NLGV�ZH�KDG��7KDW�LVQ¶W�WKH�FDVH�DQ\PRUH��
Whether that is that that group of boys has actually moved through, because it 
was a group of boys, actually, whose behaviour was [inaudible 0:32:16] each 
other. But no, that no longer is the issue. 

107 Rick: Our inclusion manager has got a spreadsheet with literally every 
H[FOXVLRQ��ER\��JLUO��DQG�WKH�EDFNJURXQGV�DUHQ¶t on there, but their names are 
in there if we need them, so I can then work that out. But we buck the trend on 
the national picture, and actually our permanent exclusions this year was 
white working class ± 

108 Alex: Well, I was going to say, most of our kids who are permanently 
excluded or fixed term excluded are white working class, but then most of my 
kids are white working class. 

109 Rick: But there are schools which are predominantly white working class, like 
my last school we were talking about, and the pupils who were permanently 
excluded or moved on were African Caribbean background. 

110 Alex: ,Q�\RXU�ODVW�VFKRRO��WKH\�ZHUHQ¶W�ZRUNLQJ�FODVV� 

111 Rick: It was Watford, the majority were [laughter]. 

112 I: Posh working class. 

113 Rick: Posh ZRUNLQJ�FODVV��,V�LW�QHZ�PRQH\��LV�WKDW�ZKDW�LW¶V�FDOOHG�>ODXJKWHU@� 

114 Alex: Working class [inaudible 0:33:09] houses [laughter].  

115 Rick: I call them working class. Am I not allowed to say that anymore?  

116 I: 1RW�LQ�WKLV�VFKRRO��\RX¶UH�QRW�[laughter]. 

117 33:19 

118 Alex: ,¶YH�JRW�DQ�2�OHYHO�LQ�VRFLRORJ\��QR��\RX¶UH�QRW� 

119 Rick: 2ND\��6R��ZH�GRQ¶W�KDYH�WKH�VDPH�± ,�NQRZ�WKHUH¶V�ORWV�RI�± 

120 Alex: 1R��LW�LVQ¶W��DQG�ZH�NHHS�DQ�H\H�RQ�LW� 

121 I: Okay, but in terms of gender, boys ± 

122 Rick: <HDK��ZH¶UH�SUREDEO\�DERXW��������EXW�SHU�\HDU�JURXS¶V�GLIIHUHQW�DV�ZHOO�
depending on the families we have and the pupils we have in those year 
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groups. 

123 I: And why boys more than girls, do you think? 

124 Rick: 7KDW¶V�D�JRRG�TXHVWLRQ��,�WKLQN�ER\V�GHPRQVWUDWH�FKDOOHQJLQJ�EHKDYLRXU�
LQ�D�GLIIHUHQW�ZD\�WR�JLUOV�DW�GLIIHUHQW�WLPHV��$QG�,¶YH�ZRUNHG�LQ�D�ER\V¶�VFKRRO��
and actually if you said to me what would you rather, who, i'd rather deal with 
fights and, you know, all that kind of stuff that boys do, actually, I think boys 
demonstrate that and the way you deal with that, the way you deescalate that, 
is really important. So, for me, and I think about ± you can put the ante with 
boys very quickly by your body language RU�\RXU�WRQH��RU�WKH�ZD\�\RX¶UH�
looking at them, the way you confront them. You can deescalate boys very 
TXLFNO\�DV�ZHOO��,�ILQG�WKDW�UHDOO\�HDV\�WR�GR�EHFDXVH�,¶YH�GRQH�LW�EHIRUH�ZLWK�
boys. But actually, you can get into a situation which can go from here to here 
with a boy if they think you are trying to be bigger than them or the alpha, 
ZKDWHYHU��EXW�DFWXDOO\�WKHUH¶V�TXLWH�D�ORW�RI�SV\FKRORJ\�EHKLQG�WKDW�DV�ZHOO��EXW�
WKHUH¶V�ZD\V�WR�GHHVFDODWH�WKDW�UHDOO\��UHDOO\�TXLFNO\��$QG�WKRVH�VNLOOV�,�WKLQN�
maybe ± ,�GRQ¶W�NQRZ��DUH�WKH\�WDXJKW"�,�ZDV�WDXJKW�KRZ�WR�GHDO�ZLWK�LW��EXW�LI�
\RX�XVH�WKDW�LQ�D�KHDWHG�VLWXDWLRQ�ZLWKRXW�WKH�HPRWLRQV��WKDW¶V�WKH�ELW�ZKLFK�,�
think can happen quite quickly. 

125  We can look at teaching and learning styles and all that, but actually I 
think managing behaviour, you can deescalate if you know how to and if 
\RX¶UH�LQ�WKH�ULJKW�IUDPH�RI�PLQG��EXW�,�WKLQN�VRPHWLPHV�VWDII�GRQ¶W��$QG�\RX�SXW�
emotions in there and you put emotions in there, then your judgement kind of 
goes out the windRZ�DQG�WKLQJV�HVFDODWH��$QG�,¶YH�GRQH�LW�EHIRUH��,¶YH�OHW�
WKLQJV�HVFDODWH�EHFDXVH�,¶YH�JRW�HPRWLRQDOO\�DWWDFKHG�WR�WKDW�VLWXDWLRQ��EXW�,�WU\�
QRW�WR�QRZ��ZLWK�H[SHULHQFH��EHFDXVH�WKHUH¶V�QR�SRLQW�LQ�VKRXWLQJ�DQG�
VFUHDPLQJ��JHWWLQJ�LQWR�WKHLU�IDFH��,¶YH�MXVW stepped to the side and if they want 
WR�ZDON�RII�DQG�KDYH�D�KLVV\�ILW��,¶OO�OHW�WKHP�GR�WKDW�DQG�,¶OO�GHDO�ZLWK�LW�ODWHU��,¶P�
QRW�ZRUULHG�DERXW�WKHP�JHWWLQJ�RQH�XS�RQ�PH��EHFDXVH�,¶P�ELJJHU�DQG�ROGHU�
DQG�XJOLHU��\RX�NQRZ��,¶YH�EHHQ�WKHUH��%XW�,�WKLQN�VRPHtimes at that point, staff 
sometimes have a clash, and boys will clash back straight away, while girls 
ZLOO�PD\EH�QRW��7KH\¶OO�JHW�\RX�EDFN�D�GLIIHUHQW�ZD\�>ODXJKWHU@��RU�WKH\�ZRXOGQ¶W�
get into that male ego versus that ± you know, machoism.  

126 Alex: What our kids who are excluded often have in common though is that 
they are known to us to have additional learning needs, many of whom 
VWUXJJOH�ZLWK�RU�ZLWKRXW�VXSSRUW�WR�DFFHVV�WKH�FXUULFXOXP��,�WKLQN�WKHUH¶V�OHYHOV�
of frustration there that go alongside tKDW��7KDW¶V�EHFRPLQJ�PRUH�DQG�PRUH�
difficult as the curriculum becomes more rigid and so on. And I think often that 
is the case for boys as well, that it is a frustration about their access to 
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learning and their feels of self-worth because of that.  

127 36:19 

128 Rick: $QG�WKHQ�WKH\�>ER\V@�GRQ¶W�OLVWHQ��7KH\�VKRZ�FKDOOHQJLQJ�EHKDYLRXU by 
not doing work, and that member of staff might challenge them on that, and 
WKHQ�WKH\¶G�UDWKHU�EH�VHQW�RXW�RU�JHW�DJJUHVVLYH�RU�WU\�DQG�EH�FKXFNHG�RXW�
EHFDXVH�LW¶V�HDVLHU�WR�GR�WKDW�WKDQ�,�VXSSRVH�WR�VKRZ�WKDW�\RX�FDQ¶W�GR�WKDW�
TXHVWLRQ�RU�\RX�FDQ¶W�GR�that work. I think that is probably the key issue, and 
,¶YH�VHHQ�WKDW�LQ�SRVK�6W�$OEDQV�VFKRROV�WRR��DQG�WKDW�GRHVQ¶W�FKDQJH��,�WKLQN�,�
ZDV�RQH�RI�WKRVH�ER\V�ZKR¶G�UDWKHU�JHW�LQ�WURXEOH�WR�DFFHSW�WKDW�DFWXDOO\�,¶P�
pretty thick at that and I need to work harder or whatever, whatever my 
IHHOLQJV�ZHUH�WKHQ��%XW�,�WKLQN�ZKHQ�ZH�VSHDN�WR�ER\V�RQH�RQ�RQH��WKH\¶OO�WHOO�
\RX�WKDW�DFWXDOO\�WKH\�ILQG�WKDW�UHDOO\�KDUG��DQG�WKH\¶OO�WHOO�\RX�WKDW�WKH\�FDQ¶W�
DFFHVV�LW��7KH\¶OO�QHYHU�VD\�WKDW�LQ�WKH�SXEOLF�GRPDLQ��,W¶V�HDVier to get chucked 
WKDQ�WR�DFFHSW�WKDW��WKDQ�WR�DFFHSW�WKDW�\RX�FDQ¶W�GR�VRPHWKLQJ�LQ�IURQW�RI�\RXU�
peers. So yeah. 

129 I: Okay, thank you. Really interesting insight into boys. 

130 Rick: Our boys [laughter], yeah. 

131 Alex: Our boys, not all boys. 

132 I: No, no, you can only speak about the ones that you know. 

133 Alex: And I think if you take that and I think if you put into the mix, we have 
more than pretty much any school I know "mixed ability teaching here, 
EHFDXVH�,¶YH�KHOG�RQWR�LW�DQG�,�NQRZ�DERut the research and so on. But lower 
ability sets, I think, are a breeding ground for that sort of disaffection 
from boys. ,W¶OO�EH�LQWHUHVWLQJ�WR�VHH�\RXU�UHVHDUFK��,�PHDQ��LI�WKDW�ZDV�
VRPHWKLQJ�\RX�ZHUH�LQWHUHVWHG�LQ��ORRNLQJ�DW�ERWWRP�VHWV��,�PHDQ��WKH\¶UH�D�
QHFHVVDU\�HYLO��,¶P�DIUDLG��LQ�VXEMHFWV�OLNH�PDWKV�DQG�VFLHQFH�WR�D�FHUWDLQ�
extent, but I do worry because I think that level of disaffection ± that kind of 
IUXVWUDWLRQ��\RX�NQRZ��WKDW�\RX�DUH�WUDSSHG�LQ�WKLV�ORZHU�VHW��WKDW�\RX¶UH�QRW�
able, and that lack of aspiration that comes out of that. We rarely exclude the 
kids from the top sets. 

134 Rick:  Yeah, yeah [laughter]. 

135 Alex: ,W¶V�WUXH�WKRXJK��LVQ¶W�LW"�$QG�WKDW�PD\�EH�WKDW�WKH\�>KLJK�DFKLHYLQJ�ER\V@�
actually have a certain amount of self-esteem, they have a certain amount of 
self-FRQWURO�DQG�DOO�RI�WKRVH�WKLQJV��DQG�DFWXDOO\�WKH\¶UH�WRR�EXV\�accessing the 
curriculum to do all of those things. But I really worry about them [low Achieve 
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and boys who receive PEX]  ± I mean, I think there is an interesting piece of 
research, not necessarily for you but for somebody, about linking setting and 
exclusion. 

136 Rick: %XW�DOVR�WKHUH¶V�VHWWLQJ�DQG�DUH�WKH\�SXSLO�SUHPLXP��DUH�WKH\�IURP�
YXOQHUDEOH�EDFNJURXQGV��$QG�,¶P�QRW�VD\LQJ�DOO�± ZH¶YH�JRW�SXSLOV�ZKR�DUH�LQ�
the top set - EXW�LQ�WHUPV�RI�D�SHUFHQWDJH�WKRXJK��,¶G�SUREDEO\�SXW�VRPH�PRQH\�
on it that actually a lot of the bottom sets have a large pool of pupil premium or 
pupils from vulnerable backgrounds, however you want to describe that. We 
KDYHQ¶W�ORRNHG�DW�WKDW��EXW�MXVW�QDWXUDOO\��WKH�DVSLUDWLRQV��WKH�KRPHZRUN��DOO�
those things which are drummed into the middle class or whatever you want to 
call them ± and most of our kids at the top are from a different type of 
background to the ones who are in the bottom set, if you want to call them the 
bottom set, yeah.  

137 39:04 

138 I: 7KDW¶V�UHDOO\�LQWHUHVWLQJ. 

139 Rick: But setting is massive. And having worked at schools which do different 
types of setting, when we changed setting for a particular ± we changed it for 
science in my last school, we went from bottom to top set and we had ten 
sets, because it was a big school. We even had an extra special set for the 
ones which were really, really ± you know, and we changed it and they were 
all mixed ability. Our behaviour went better. The results have actually 
LPSURYHG�QRZ�WR�WKH�KLJKHVW�WKH\¶YH�EHHQ�ODVW�\HDU��But actually, that was 
done because, you know, we decided here in the department to just trial it 
EHFDXVH�LW�MXVW�ZDVQ¶W�ZRUNLQJ��%XW�LQ�WHUPV�RI�WKH�ZD\�WKH�SXSLOV�IHHO�DERXW�LW��
they just enjoyed lessons more. 6R��LI�WKH\�HQMR\�OHVVRQV��WKH\¶UH�QRW�
misbehaving. ,�WKLQN�WKDW¶V�NH\�WR�ZKLFKHYHU�VHW�\RX�GLG��%XW�WKH\�ZHUH�VHWWHG�
and they did know that. They were just setted in a band of three or four ± 

140 Alex: I think you become a self-IXOILOOLQJ�SURSKHF\��GRQ¶W�\RX" 

141 Rick: You do, yeah. 

142 Alex: You are low ability, you are worthless, I am worthless, I am low ability, 
ZKDW¶V�WKH�EORRG\�SRLQW" 

143 Rick: But they were mixed up in three tiers of sets. 

144 Alex: ,W¶G�PDNH�PH�FURVV��,W¶G�PDNH�PH�GHILDQW��,W�ZRXOG�PDNH�PH�VWLFN�P\�
fingers up and VD\��³,¶P�QRW�GRLQJ�WKLV�´�,W¶V�OLNH�ZH¶UH�LPSULVRQLQJ�NLGV�EHIRUH�
WKH\¶YH�HYHQ�VWDUWHG� 
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145 Rick: %XW�WKHUH¶V�ZD\V�RI�VHWWLQJ��6R��ZH�GLG�WKUHH�WLHUV�RI�VHWWLQJ��,W�ZHQW�WR�
QLQH�VHWV��EHFDXVH�WKDW¶V�KRZ�PDQ\�IRUP�JURXSV�ZH�KDG��EXW�WKH\�ZHQW�WR�
three tiHUV��6R��WKH\�ZHUH�VHWWHG�ZLWK�WKUHH�FRKRUWV��DQG�WKH�NLGV�GLGQ¶W�UHDOO\�
know what that was, but the kids never felt like ± there was none of the 
naughty boys and naughty girls. They were all in the same thing, because they 
were technically between a middle set, which they would never dream of being 
in actually, being in the old system, to being the top of the middle set, to pupils 
at the bottom of the bottom set. 

146 Alex: The only children who like setting are the top set. 

147 Rick: Exactly, and all the parents who like setting are the ones in the top set 
[laughter]. 

148 I: 7KHQ�\RX¶UH�ZDQWLQJ�WR�JHW�WKHUH�EXW�SUREDEO\�QHYHU�± 

149 Rick: ,�WKLQN�WKH�ER\V�ZRXOG�JHW�>LQDXGLEOH��������@�DW�WKDW�SRLQW��³,�FDQ¶W�JHW�
WKHUH�´�EHFDXVH�WKH\¶UH�PRUH�ILFNOH��DQd I think they look at it now and 
[inaudible 0:40:52] look at that long-WHUP��DQG�,�WKLQN�WKDW¶V�WKH�GLIIHUHQFH�
between maybe the psychology of boys and girls there possibly. 

150 I: Yeah, which is a whole other thing. 

151 41:02 

152 Rick: Which is a ZKROH�RWKHU�WKLQJ�>ODXJKWHU@��<RX¶YH�JRW�PRUH�TXHVWLRQV�
though. 

153 I: So, why do students in this group ± VR��WKH�JURXS�\RX¶YH�LGHQWLILHG�LV�
boys and children with SEN. Why are some of them more successful and they 
UHPDLQ�DQG�GRQ¶W�UHFHLYH�SHUPDQHQW�H[FOusions? What do you think? 

154 Rick: Parenting 

155 Alex: Parenting, resilience, personal resilience, and actually I guess personal 
resilience equals ± I mean, mental health is ± going back to the bloody SEMH, 
DUHQ¶W�ZH"�%XW�WKHUH�LV�VXFK�D�WKLQJ�DV�DFWXDlly having positive mental health, 
LVQ¶W�WKHUH" 

156 I: Yes. 

157 Alex: And actually having good mental health. And actually, if those children 
do have good mental health and that positive reinforcement of themselves, 
often are involved in things in school and outside of school, which gives them 
that sense of self-belief, and are from a loving home, all of those things, a lot 
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of that ± VRPH�RI�LW¶V�GRZQ�WR�SHUVRQDOLW\��6RPH�SHRSOH�KDYH�D�PRUH�UHVLOLHQW�
personality than others. I think we can help teach it, EXW« 

158 Rick: %XW�FDQ�ZH�WHDFK�LW�LQ�VFKRRO"�6R��ZH¶YH�JRW�WZR�PHPEHUV�RI�VWDII�ZKR�
are ± Mental Health England, you probably know, are doing a big campaign. 
Two of us are trained up for that and they are kind of dripping that down, the 
[inaudible 0:42:05] algi theory and all that, about the resilience. But actually, 
FDQ�ZH�WHDFK�PHQWDO�KHDOWK"�,�GRQ¶W�WKLQN�VR��:H�FDQ�WHDFK�WKHP�VNLOOV�ZKHQ�
you feel certain ways, trigger-SRLQWV��EXW�,�WKLQN�WKDW¶V�UHDOO\�KDUG�WR�GR��
because actually if you go home to that still then thaW¶V�QHYHU�JRLQJ�WR�ZRUN�DW�
KRPH�EHFDXVH�\RX¶UH�QHYHU�JRLQJ�WR�EH�DEOH�WR�KDYH�WKDW�FRQYHUVDWLRQ�DERXW�
WKDW��7KDW¶V�ZKHUH�,�WKLQN�WKH�IDPLO\�WKHUDS\��LI�\RX¶UH�JRLQJ�WR�FDOO�LW�WKDW�± until 
we get that right, I think this is not a changeable thing quickly. 

159 Alex: But going back to it, so boys, thinking about the teaching, thinking 
about things like mixed ability, thinking about setting and actually how that has 
a negative impact, thinking about the support that we put in by identifying what 
those needs are, and then good use of support either by teacher or by other 
adults, thinking about the curriculum offer ± \HDK��VR�WKHUH¶V�ORWV�RI�VWXII�WKDW�
you can do externally to ensure that the diet that kids are coming into, whether 
that be a curriculum diet or whether it be a community diet for the kids, is 
something which is going to make them feel at ease and is going to make 
them feel more comfortable and confident in themselves, because that 
generally is where it goes. 

160  The vast majority of kids that are permanently excluded tend to be lost, 
you know, lost in themselves and lost in services and in families where things 
have not worked for them. So, I guess it is about identifying those needs and 
PDNLQJ�VXUH�WKDW�WKHUH¶V�TXDOLW\�WHDFKLQJ�DQG�VHUYLFHV�IRU�Whose kids in school. 
%XW�0U�*RYH�KDV�PDGH�WKDW�UHDOO\�KDUG�IRU�XV��6R��WKH�(QJOLVK�*&6(��LW¶V�D�
EORRG\�QLJKWPDUH�IRU�WKRVH�NLGV��,�PHDQ��WKH\¶UH�H[SHFWHG�WR�ZULWH�IRXU�RQH�
DQG�D�KDOI�KRXU�SDSHUV�ZKHUH�WKH\¶UH�H[SHFWHG�WR�ZULWH�VROLGO\�IRU�WKDW�SHULRG�RI�
time, using language and remembering all their quotes. They have to 
memorise stuff.  The return to that kind of academic rigour ± ,¶YH�JRW�QRWKLQJ�
wrong with high expectations, but, you know, the fact that we are all being 
judged on it, so schools are being pushed down a road where all kids are 
GRLQJ�WKH�VDPH�FXUULFXOXP��WKDW¶V�IXQGDPHQWDOO\�DJDLQVW�ZKDW�,�EHOLHYH��WKDW�
actually we need to meet the needs of our individual learners as opposed to 
doing a one-size-fits-all so it looks good on the PISA test.  

161 43:56 
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162 Rick: %XW�ZH¶UH�IRUFHG�GR�WR�WKDW�EHFDXVH�ZH�FDQ¶W�GR�WKH�± 

163 Alex: Yeah, then we question ourselves as a society about why mental health 
is in the state mental health is in for kids, when we are not necessarily giving 
them the diet ± EXW�WKHQ�,¶OO�JHW�DFFXVHG�IRU�KDYLQJ�ORZ�H[SHFWDWLRQV�RI�NLGV�
when I say that. 

164 Rick: There is another side. So, there are pupils who I think would be 
permanently excluded at other schools, but with the support here, and in 
several of the schools I worked at, actually there can be just sometimes a 
perfect person they can work with, a keyworker, or just actually the parent 
comes and steps in, or you can find the uncle or the brother or whoever that 
you never knew was around and you can draw in, and that can stop that 
SHUVRQ�JRLQJ�WR�WKDW�SHUPDQHQW�H[FOXVLRQ��%XW�LW¶V�damn hard to do 
sometimes��<RX¶YH�JRW�WR�NQRZ�D�ORW�DERXW�WKDW�NLG��:H�GR�NQRZ�DERXW�SXSLOV��
RQH�RI�WKH�NH\�WKLQJV�DERXW�ZKDW�ZH�GR��%XW�VRPHWLPHV�\RX�KDYHQ¶W�JRW�WKDW�
person that they can bond with, that that can just deescalate the situation. No 
PDWWHU�KRZ�KLJK�WKH\�DUH��ZH¶YH�Jot pupils who, when they come see you, me, 
DFWXDOO\�ZH�FDQ�MXVW�JR��³&RPH�RQ��OHW¶V�KDYH�D�FKDW�´�DQG�WKH\¶OO�EH�ILQH��
7KH\¶YH�VZRUQ�DW�D�PHPEHU�RI�VWDII��RU�WKH\¶YH�VZRUQ�DW�\RX�ILYH�PLQXWHV�
before, you can bring them back down. %XW�VRPHWLPHV�WKHUH¶V�MXVW not that 
person around for them and that relationship, or that person then becomes 
alienated to being [their them 0:45:27]. 

165  $QG�,¶P�WKLQNLQJ�DERXW�RXU�\RXQJ�PDQ�ZKR�ZH�KDG�WR�SHUPDQHQWO\�
exclude, there was a point where actually no one could deescalate him, that 
KH�KDG�WR�EH�UHVWUDLQHG�SK\VLFDOO\��DQG�WKDW¶V�LQFOXGLQJ�DOO�RI�RXU�VNLOOV��
everything we were using. And at that stage, when we went to ± and he was 
harming other pupils and he was a danger to himself. But actually, generally, 
most of our bo\V�DQG�RXU�JLUOV��WKHUH¶V�VRPHRQH�WKH\�FDQ�JR�WR��DQG�WKH\�ZDQW�
WR�VHH�VRPHRQH�ZKHQ�WKH\¶UH�IHHOLQJ�OLNH�WKDW��DQG�LW�FDQ�KHOS��%XW�,�WKLQN�
schools need to do more of that, know who that is and look for that person, 
and then try to link ± find someone at home who can carry on that positive role 
PRGHOOLQJ�DQG�ZKDWHYHU�\RX�ZDQW�WR�FDOO�LW��%XW�LW¶V�KDUG�ZLWK�VRPH�IDPLOLHV��
6RPHWLPHV�WKHUH�LVQ¶W�VRPHRQH�DW�KRPH� 

166 I: So, relationships are key. 

167 Rick: Yeah, at home and at school. But sometimes, if you get it right, you can 
stop a pupil from being at risk to being ± 

168 Alex: ,I�,¶P�KRQHVW��WKHUH¶V�OHVV�PRQH\�LQ�VFKRROV�EHFDXVH�WKHUH¶V�OHVV�SHRSOH�
LQ�VFKRROV��EHFDXVH�WKHUH¶V�OHVV�PRQH\�WR�SD\�SHRSOH�LQ�VFKRROV��6R��\RX�
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know, when I started out, in schools, you used to have learning mentors, and 
there would be more people ± WKHUH¶V�IHZHU�DGXOWV�LQ�VFKRROV�QRZ��ZKLFK�
PHDQV�WKDW�DFWXDOO\�JHWWLQJ�WKDW�WRJHWKHU�LV�JRLQJ�WR�EH�OHVV�OLNHO\��DQG�WKHUH¶V�
IHZHU�VHUYLFHV�RXWVLGH�WKH�VFKRROV�QRZ��7KDW¶V�DERXW�WKH�IXQGLQJ�WKDW¶V�JRQH�
over the last few years.  

169 46:35 

170 Rick: %XW�ZH¶UH�XVLQJ�RXWVLGH�EXVLQHVVHV�QRZ�WR�GR�PHQWRULQJ��:H�KDYH�
people in schools, who are not mentors but are people who these pupils can 
go to, that they feel safe with. And it goes back to that enjoyment in lessons, 
IHHOLQJ�VDIH��$QG�DFWXDOO\��LI�\RX�HQMR\�VFKRRO��\RX¶UH�QRW�JRLQJ�WR�GR�DOO�WKH�
RWKHU�NLQG�RI�VWXII��%XW�VRPH�RI�WKHVH�NLGV�MXVW�GRQ¶W�HQMR\�VFKRRO��HQMR\�OLIH��
DSDUW�IURP�PD\EH�WKH�SRFNHW�WKDW�WKH\�VKRXOGQ¶W�EH�HQMR\LQJ��EHFDXVH�LW¶V�
really, really dysfunctional, the bit that they enjoy. 

171 [Interruption ± colleague entering room] 

172 Rick: This is us trying to avoid permanent exclusion. 

173 Alex: Doing everything we can. 

174 Rick: The management in the [inaudible 0:47:41@�ZH¶YH�JRW�QRZ��KDYHQ¶W�ZH"�
,�WKLQN�\RX¶G�ZDQW�WR�KHDU�WKLV��<RX�FDQ�UHFRUG�WKDW�>LQDXGLEOH��������@� 

175 Alex: How did we do it? We manage moved him, that failed. That was at 
another local school. Alternative provision, paid for him to go to college, thDW¶V�
failed, permanently excluded from there. 

176 Rick: 'RQ¶W�IRUJHW�WKH�IRRWEDOO�FRXUVH�WKDW�ZH�SDLG�IRU�EHIRUH�KH�ZDV�PDQDJH�
moved. 

177 Alex: 2I�FRXUVH��EHIRUH�WKDW��WKDW�IDLOHG��,�VDLG�WKDW�KH�FDQ¶W�FRPH�EDFN�KHUH��
EXW�,�GRQ¶W�ZDQW�SHUPDQHQWO\�H[FOXGH�KLP��+H¶OO�EH�ORVW��7U\LQJ�DQRWKHU�
managed move at the moment.  

178 [Discussing noise] 

179 Alex: Have you got more? 

180 I: <HV��,�KDYH��VR�,¶YH�JRW�WKUHH�PRUH��,¶P�JRLQJ�WR�WU\�DQG�JHW�WKURXJK�LW�
EHFDXVH�,�NQRZ�\RX¶YH�JRW�± 

181 Alex: <RX¶UH�JRLQJ�WR�UXQ�RXW�RI�EDWWHULHV�>ODXJKWHU@� 

182 Rick: <RX�FDQ�VHH�,¶YH�EHHQ�>LQDXGLEOH��������@��DQG�,¶P�MXVW�ERUHG� 
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183 I: Are you glad to be back?  

184 Rick: Definitely, definitely glad to be back. 

185 I: [Q6] Okay. So, what are the processes and approaches in school that 
support students with SEMH needs?  

186 49:02 

187 Alex: I think we mentioned quite a few of them. But LW¶V�DOVR�JRLQJ�WR�EH�WKH�
VWDII�WKDW�ZH¶YH�JRW�LQ�SODFH��6R��LW¶OO�EH�IRUP�WXWRUV��KHDGV�RI�OHDUQLQJ��DQG�WKHQ�
the behaviour support team, who are working with them. We have PSPs. We 
KDYH�UHSRUWV��:H�KDYH�JURXSV�RU�RQH�WR�RQH�ZRUN��ZKHUH�ZH¶UH�WU\LQJ�WR�ILx 
VWXGHQWV��:H�KDYH�WKDW�6(1�DVVHVVPHQW�WKDW�JRHV�DORQJVLGH��:H¶YH�JRW�D�
FRXQVHOORU�LQ�VFKRRO��:H¶YH�JRW�UHIHUUDOV�WR�H[WHUQDO�DJHQFLHV��<HDK��,�PHDQ��
LW¶V�D�FRPELQDWLRQ�RI�DQ\�RI�WKRVH��UHDOO\�%XW��Whese agencies have extensive 
training and skills to know KRZ�WR�PDQDJH�WKHVH�NLGV��ZH�VLPSO\�GRQ¶W� 

188 Rick: Whatever we think could work. We have behaviour SDQHOV�ZKHQ�LW¶V�QRW�
working, which [inaudible 0:49:36] into, and then we have a discipline 
committee, if it gets to that stage where we are really, really ± 

189 Alex: And thinking about working with other schools, fresh starts, managed 
moves and so on, DOWHUQDWLYH�SURYLVLRQ�ZKHUH�ZH�IHHO�PDLQVWUHDP�VFKRRO�LVQ¶W�
necessarily ± SEN referrals, you know, for kids who actually probably 
VKRXOGQ¶W�EH�LQ�PDLQVWUHDP�SURYLVLRQ��VR�ORRNLQJ�DW�VSHFLDOLVW�SURYLVLRQ��6R�
\HDK��,�PHDQ��LW¶V�D�UDQJH�RI�RSWLRQV��LVQ¶W�LW" 

190 Rick: :H¶YH�JRW�DOO�WKRVH�RQ�D�GRFXPHQW�RQ�WKDW�OHDUQHU�SURILOH��LI�\RX�HYHU�
want me to share that with you in the future. 

191 I: [Q7] Okay, thank you. And the other question is what processes and 
approaches hinder students with SEMH? 

192 Alex: 'RQ¶W�JHW�PH�VWDUWHG� 

193 Rick: <RX¶UH�JRLQJ�WR�KHDU�WKH�GRZQVLGHV�>ODXJKWHU@� 

194 Alex: Clearly, money. CAMHS, EP service, other referrals.  

195 Rick:  That's it, nothing more.  

196 [Q8] What role do outside agencies have in regards to supporting students 
with SEMH needs? And how can this be improved upon? 

197 Alex: 2ND\��VR�&$0+6�KDV�JRW�D�ELW�EHWWHU��,¶P�JRLQJ�WR�EH�IDLU��&$0+6�KDV�
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JRW�D�ELW�EHWWHU��EXW�LW�VWLOO�ZRUNV�RQ�D�V\VWHP�ZKHUH�WKH\¶UH�H[SHFWLQJ�SDUHQWV�
to have a level of ± they are able to access their services and they have a 
level of get up and go to be able to do that. CAMHS never come to us. 
CAMHS ought to be in school. EP service should be in schools. Why is it 
they should have to go to that bloody building ± they should knock [LA building 
that houses CAMH, EP and social services] down, but they should be in 
schools, because actually our families do not have the wherewithal, 
confidence, any of those things to be able to continue to work ± and CAMHS 
is often, it would appear, quite slow, quite cumbersome and a one-size-fits-all. 

198 I find the whole EP thing ± WKDW¶V�QRW�WKH�(3�VHUYLFH¶V�IDXOW��$FWXDOO\��,�KDYHQ¶W�
got a real issue with the EP service, but the SEN service and the SEN 
SURYLVLRQ�DQG�WKH�ZD\�LW�ZRUNV��LW¶V�OLNH a whole kind of cranking machine, and 
it does not meet the needs of the kids. It is about pushing files ± \RX¶YH�
seen them. 

199 I: Yes. 

200 51:38 

201 Alex: Files about that thick, down to forums so they can have the right words 
RQ�WKHP�VR�WKH\¶UH�SXVKHG�EDFN��'R�\RX�NQRZ�ZKDW��LI�EPs were actually 
based in schools ± if I had an EP in school for two or three days a week, 
who went and actually worked with kids UDWKHU�WKDQ�MXVW��³,�GR�assessments, I 
do a one hour assessment, then I do one hour writing a report�´�DQG�WKDW�VRUW�
RI�WKLQJ��FRXOG�DFWXDOO\�EHFRPH�SDUW�RI�WKLV�FRPPXQLW\¶V�OLIH��WKHQ�,�WKLQN�WKDW�
would have so much impact. And if I see how my school counsellor works, 
she adapts WR�WKH�QHHGV�RI�WKH�NLGV�ZLWKLQ�WKH�WLPHIUDPH�WKDW�VKH¶V�JRW��6R�
\HDK��VR�LI�WKLV�NLG�QHHGV�VRPH�ZRUN�ZLWK�WKHLU�IDPLO\��VKH¶OO�JHW�WKH�SDUHQWV�LQ��
If this kid needs cognitive therapy, VKH¶OO�GR�WKDW ZLWK�WKHP��,I�WKH\�KDYHQ¶W�JRW�
time to do cognitive therapy, VKH¶OO�GR�VRPHWKLQJ�HOVH with them. But 
DFWXDOO\��LW¶V�DERXW�getting these kids engaged and learning and safe. 

202  $QG�,�WKLQN�WR�PH��WKHUH
V�WRR�PDQ\�EORRG\�IRUPV��LI�,¶P�KRQHVW��LW¶V�WRR�
much bureaucracy going WKURXJK��$QG�,�JHW�ZK\�LW¶V�JRW�WR�ZKHUH�LW�LV�DQG�
ZKHUH�LW�LV��EXW�LW�GRHVQ¶W�ZRUN��\RX�NQRZ��,Q�&$0+6��LW¶V�DOO�ZHOO�DQG�JRRG�± 
\RX�NQRZ��LI�VR�DQG�VR¶V�PXP��ZKR�VWUXJJOHV�ZLWK�GRPHVWLF�YLROHQFH�DQG�
VXEVWDQFH�DEXVH��GRHVQ¶W�WXUQ�XS�WR�WZR�DSSRLQWPHQWV�EHFDXVH�VKH�FDQ¶W�UHDG�
WKH�OHWWHU�LQ�WKH�ILUVW�SODFH��&$0+6�VD\��³6RUU\��ZH¶UH�QRW�VHHLQJ�\RX�
DQ\PRUH�´�$FWXDOO\��KRZ�LV�WKDW�PHHWLQJ�WKH�QHHGV�RI�WKH�NLGV�ZKHUH�WKH\�DUH�
and those families where they are? 

203 Rick: %XW�DOVR�ZH¶YH�JRW�WKH�IDPLO\�ZKLFK�NQRZ�how to do the paperwork, 
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WKH\�FDQ�DFWXDOO\�JHW�ZKDWHYHU�VXSSRUW�WKH\�QHHG��EXW�ZH¶YH�JRW�D�ORW�RI�
SDUHQWV�ZRXOGQ¶W�HYHQ�± \RX�NQRZ��LW¶V�QRW�WKH�SDSHUZRUN�DQG�WKH�UHDGLQJ�RI�LW��
they [parents who attend CAMHS] want someone to come back to them and 
be able to understand their cultural issues��HWF��RU�WKH\�GRQ¶W�NQRZ�KRZ�WR�
fill in the paperwork in the right ways, in the right language, the right steps, to 
IROORZ�XS�ZLWK�D�SKRQH�FDOO��ZLWK�DQ�HPDLO��DQG�WKHUHIRUH�WKH\�GRQ¶W�JHW�WKH�
support.  

204 Alex: And because of the pressures that are out there, work is time limited, 
,�JHW�WKDW��,�XQGHUVWDQG�WKDW��EXW�WKDW�GRHVQ¶W�JLYH�WLPH�IRU�WKH�UHODWLRQVKLSV��,�
think social care has improved VLJQLILFDQWO\��,¶YH�ZRUNHG�LQ�>ERURXJK�QDPH@�
IRU����\HDUV�DQG�,¶YH�VHHQ�VRFLDl care and CAMHS at rock bottom, but I think 
WKDW¶V�LPSURYHG�VLJQLILFDQWO\��EXW�VWDIILQJ�LVVXHV�WKDW�WKH\�KDYH�± you know, 
VRFLDO�ZRUNHUV�FKDQJH��UHODWLRQVKLSV�DUHQ¶W�EHLQJ�IRUPHG. I mean, at 
least, if we can keep hold of kids, we have them for five or seven years and, 
you know, we will work and hold those families and really make a relationship 
with them. I think those other agencies are just so transient. 7KH\¶UH�ZDLWLQJ�
WR�VHH�LI�WKH\¶YH�JRW�UHVRXUFHV�QH[W�\HDU�DQG�ZKHUH�WKH\¶UH�JRLQJ�WR�EH�� 

205  And I worry about EPs in the future because ± are you going to make 
relationships with kids or are you going to be doing lots of assessments and 
VR�RQ"�,�GRQ¶W�NQRZ��7KHUH¶V�JRW�WR�EH�EHWWHU�ZD\V�RI�ZRUNLQJ��3HUVRQDOO\��,�
EHOLHYH�WKDW�ZH�FDQ�WUDQVIRUP�NLGV¶�OLYes through the relationships that we 
make with them and that we reflect for them, and work with their families. I 
PHDQ��\RX�WDONHG�DERXW�UHODWLRQVKLSV��LW¶V�DOO�DERXW�UHODWLRQVKLSV��DQG�WKDW�LV�
how ± LI�,�KDYH�D�PHQWDO�KHDOWK�LVVXH�LQ�P\�OLIH��,¶G�H[SHFW�Whe relationships that 
,�KDYH�WR�EH�DEOH�WR�VXSSRUW�PH�WKURXJK�WKDW��DQG�WKDW¶V�KRZ�LW�ZRUNV��LVQ¶W�LW"�
7KDW¶V�ZKDW�P\�IDPLO\�GR��7KDW¶V�ZKDW�P\�SRRU�ROG�ZLIH�LV�JRLQJ�WR�KDYH�WR�GR�
probably tonight when I go home and moan about this week [laughter]. But 
thDW¶V�JRW�WR�EH�WKH�PRVW�ORYLQJ�DQG�HIIHFWLYH�ZD\�RI�NHHSLQJ�SHRSOH�VDIH��
healthy and proactive. 

206 54:50 

207  You have to build relationships, not interview children, do an 
assessment, fill in a form. And I worry about you because, you know, you 
VRXQG�DV�WKRXJK�\RX¶YH�KDG�VRPH�IDQWDVWLF�RSSRUWXQLWLHV�WR�UHDOO\�ZRUN�ZLWK�
kids, fall in love with kids, you know, be passionate about these kids. Are you 
going to be able to do that as an EP in the standard EP model? 

208 I: Well, I think it depends. Each EP works very differently. The way I am 
WU\LQJ�WR�ZRUN�DW�WKH�PRPHQW�LV�,¶P�WU\LQJ�WR�HQFRXUDJH�VFKRROV�WR�XVH�PH�IRU�
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therapeutic work. So, yesterday I was in one of my special schools and I do an 
KRXU�RI�WKHUDSHXWLF�ZRUN�ZLWK�D�FHUWDLQ�FKLOG��DQG�,¶YH�Eeen doing that over a 
course of a few months. 

209 Alex: 6HH��WKDW¶V�EULOOLDQW�>(3V�ZRUNLQJ�WKHUDSXWLFDOO\@��EXW�VFKRROV�GRQ¶W�JHW�WR�
GR�WKDW�HQRXJK�EHFDXVH�WKHUH¶V�MXVW�QR�PRQH\�WR�GR�LW��LV�WKHUH" 

210 I: That school has decided to pay for that for that student because they 
IHHO�WKH\�QHHG�LW��DQG�RWKHU�VFKRROV�GHFLGH�QRW�WR�SD\�IRU�WKDW��,¶P�QRW�VD\LQJ�
LW¶V�WKH�VFKRRO¶V�IDXOW� 

211 Alex: 1R��QR��EXW�LW¶V�WKH�ZD\�WKH�ZKROH�funding system works��LVQ¶W�LW"�,�
KDYH�P\�(3�DOORFDWLRQ��VR�,¶YH�JRW�P\�QHHGV�RI�P\�kids, I need to prioritise the 
assessments that get done so that I can rubberstamp the form to be able to 
get things through. And it actually means that it goes to panel, it comes back 
DQG�LW¶V�D�SLHFH�RI�SDSHU��,W¶V�UHDOO\�QRW�ZKDW�WKDW�FKLOG�QHHGV�WKHUH�and then. 

212 I: 1R��LW¶V�QRW��%XW�WKHUH�DUH�RWKHU�VHUYLFHV��OLNH�+(:V�>+HDOWK�DQG�
wellbeing service]± do you have a HEWs service?  

213 Alex: We do. 

214 Alex: Some cases are more effective than others in their ability to be able to 
make lasting change within families. What I see often is being able to make 
very short term changes but things tend to often go back. Often, some of the 
root causes of the issues aren¶W�QHFHVVDULO\�± ,�PHDQ��LW¶V�QRW�+(:V¶�IDXOW��
WKH\�GRQ¶W�QHFHVVDULO\�FRPH�RXW��7KHUH¶V�D�ODFN�RI�± 

215 Rick: ,¶P�MXVW�JRLQJ�WR�PDNH�D�TXLFN�SKRQH�FDOO��DSRORJLHV� 

216 Alex: 5HPHPEHU��\RX¶UH�EHLQJ�UHFRUGHG�>ODXJKWHU@� 

217 I: Do you want me to pause it? 

218 Rick: 1R��QR��LW¶V�ILQH��KRQHVWO\� 

219 Alex: 7KHUH¶V�D�ODFN�RI�UHVRXUFHV�RIWHQ�WR�UHDOO\�EH�DEOH�WR�>JR�GHHS@��6FKRROV�
are different. I have the privilege of actually spending eight hours a day with 
WKHVH�NLGV��DQG�LW¶V�GLIIHUHQW��LVQ¶W�LW"�,W¶V�different. I meet with a child once a 
ZHHN��,�JR�DQG�YLVLW�WKH�IDPLO\�WZLFH�D�ZHHN��DQG�LW¶V�D�UHDO�SULYLOHJH�WR�ZRUN�
ZLWK�WKRVH�NLGV�IRU�WKDW�SHULRG�RI�WLPH��$QG�WKLQJV�ZLOO�JR�ZURQJ��ZRQ¶W�WKH\"�
Sometimes things will break down in that period. But I guess I get frustrated 
WKDW�RWKHU�SHRSOH�DUHQ¶W�DEOH�WR�ZRUN�LQ�WKDW�ZD\� 

220 57:12 
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221 I: Right, okay, thank you. 

222 Alex: [Inaudible 0:57:22] [laughter]. 

223 Rick: I thought I was doing all the talking. 

224 Alex: It presses my buttons. I just WKLQN�LW¶V�QRW�D�YHU\�ORYLQJ�ZD\�WR�ZRUN�ZLWK�
children. 

225 I: No, and it is all down to resources. If I had my way, I would do 
therapeutic work with students ± WKDW¶V�WKH�ZRUN�WKDW�,�DFWXDOO\�SHUVRQDOO\�HQMR\�
the most, more than the going in and the doing an assessment, then writing a 
25 page report. 

226 Rick: But social care is going the same way [assessment then report]. So, my 
wife went out of social care because ± she went to deal with child protection 
issues, actually, but by the time she qualified, she was just writing the forms in 
the right way to either get the children taken away or not taken away, and [sl 
going to court 0:57:59]. Then she had someone else she passed it onto to do 
WKH�KRPH�YLVLWV��HWF��$QG�WKDW¶V�ZKDW�ZH�ZHUH�VD\LQJ��DFtually. Yes, you can 
write reports, but actually the skills that you have, the knowledge and all 
that in-depth stuff, is actually with the child, directly with the family. And 
VKH�GLGQ¶W�JHW�WKURXJK�WKDW��VKH�ZHQW�RXW��%XW�DFWXDOO\�WKLQN�RXU�(3��ZH¶YH�JRW�
WR�XVH�WKHP�WR�JHW�WKH�DVVHVVPHQWV�ZULWWHQ�XS�RWKHUZLVH�ZH�FDQ¶W�JHW�WKH�SODQ�
DQG�ZH�FDQ¶W�JHW�WKH�PRQH\�WR�KHOS�WKDW�FKLOG��VR�ZH�DFWXDOO\�KDYH�WR�WHOO�RXU�
EP to get on with it and get us the assessment done, and we give them a 
short amount of time with that pupil, their family ± 

227 Alex: $QG�VRPHWLPHV�ZH¶YH�JRW�D�VWRSZDWFK�RQ�LW� 

228 Rick: :HOO��ZH�GR��EHFDXVH�ZH¶YH�JRW�>LQDXGLEOH��������@�OLWHUDOO\�D�VKRUW�
discussion. 

229 I: :KR¶V�\RXU�(3" 

230 Alex: [Name 0:58:37]. 

231 I: Oh right, yes, okay.  

232 Alex: He [inaudible 0:58:37], actually. 

233 I: Ah yes, yeah, he did. 

234 Alex: But yeah, I think it is about that amount of time that we spend with the 
kids. 
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235 Rick: And the family actually. 

236 58:50 

237 I: [Q9] 2ND\��6RUU\��,¶YH�JRW�WZR�PRUH�TXHVWLRQV�OHIW��$W�ZKDW�SRLQW�GR�\RX�
get parents involved when there is a concern of a child who may be at risk of 
permanent exclusion? 

238 Alex: /RQJ�EHIRUH�WKHUH¶V�D�ULVN�RI�H[FOXVLRQ� 

239 Rick: That child will get a phone call if they are sent out of lessons on a 
regular basis. 

240 Alex: So, long before the risk of exclusion. 

241 I: 6R��WKHUH¶V�ORWV�RI�FRQWDFW�ZLWK�WKH�SDUHQWV� 

242 Rick: Oh, massively, yeah. From the start, we give them a school calendar 
with dates, uniform information, rules, everything they need. We do texts 
HYHU\�WLPH�WKH�SXSLO¶V�VHQW�RXW��DQ�DXWRPDWLF�WH[W��EXW�DFWXDOO\�ZKHQ�LW�
becomes a trend��WKDW¶V�ZKHQ�WKH�heads of learning, the tutors will be able to 
support him, and that parent will be called probably within a couple of weeks, 
actually. So, some of our year sevens who demonstrated some challenging 
EHKDYLRXU�HDUO\�RQ��ZLWKLQ�ZHHN�WZR��WKH�WXWRUV�ZKR¶G�QRWLFHG�ZKDWHYHU�ZDV�
JRLQJ�RQ�LQ�WHUPV�RI�WKHLU�EHKDYLRXU�ZDVQ¶W�XS�WR�VFUDWFK�± ZH¶YH got 
behaviour points and they were analysing those. So actually, really, really, 
really early, within weeks, [inaudible 0:59:41] school. And we know exactly 
who they are very quickly, because we take them on a trip as well in year 
VHYHQ��,W¶V�OLNH�D�FDPSLQJ�WULS��:H�NQRZ�H[DFWO\�ZKR�WKH\�DUH��GRQ¶W�ZH��DW�WKH�
end of that [laughter]. 

243 I: Okay. So you can predict who the children are going to be who are 
PRVW�OLNHO\�WR�EH�DW�ULVN�RU«" 

244 Alex: ,�WKLQN�LW¶V�WKH�RQHV�ZKLFK�ZH¶UH�JRLQJ�WR�KDYH�WR�GR�ZRUN�Zith. 

245 Rick: ,W¶V�FRPLQJ�EDFN�WR�\RXU�ILUVW�DQG�VHFRQG�TXHVWLRQ��VHQLRU�OHDGHUV��
:H¶YH�JRW�WKH�H[SHULHQFH�WR�EH�DEOH�WR�VHH�ZKHUH�NLGV�DUH�± \RX�NQRZ��7KDW¶V�
one way of phrasing it, the ones who are likely to be excluded, okay, the kids 
who are struggling. 

246 Alex: Are going to struggle. And we put work in. And the tutors see it early 
on��EHFDXVH�WKH\�VHH�LW�GD\�WR�GD\��%XW�WKDW¶V�WKH�VRIW�WKLQJV�WKDW�ZH�WDONHG�
about, and when we see those, we react to those, we put stuff in place. And 
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247   When I toRN�P\�\HDU�VHYHQV��,�NQHZ�H[DFWO\�ZKR¶G�EH�WKH�RQHV�ZKLFK�
probably we could not hold onto  actually, if you gave me a class, I could tell 
you exactly, exactly which ones probably would get excluded.When I took my 
year sevens, I know ZKR¶G�EH�WKH�RQHV�ZKLFK probably we couldn't hold onto. 
6R��ZH�GR�H[WUD�ZRUN�ZLWK�WKHP��7KDW¶V�H[SHULHQFH�\RX�KDYH�DV�ZHOO�WR�ZRUN�DW�
a deeper level��$QG�ZH�GRQ¶W�KDYH�WKH�UHVRXUFHV�WR�GR�WKDW��EXW�ZH�WU\�DQG�GR�
it in school. 

248 I: [Q10] Okay, alright. Then the final question is about year nine students. 
What may be the reason for year nine is having higher than average permit 
exclusion rates than other year groups both locally and nationally?  

249 Alex: ,W¶V�QRW�WKH�FDVH�KHUH��actually. 

250 Rick: 1R��LW¶V�QRW�WKH�WUHQG�KHUH� 

251 1:01:01 

252 Rick: Is it year tens? 

253 Alex: 1R��LW¶V�QRW�>\HDU�QLQH�RU���@�DFWXDOO\��UHFHQWO\��,W¶V�EHHQ�RXU�\HDU�VHYHQV�
and eights, if you look at the figures, our permanents. 

254 Rick: Oh no, VRUU\��,¶P�WKLQNLQJ�DERXW�IL[HG�WHUPV��DSRORJLHV��6R�QR��LW¶V�WKH�
younger ones, yeah. 

255 I: The permanents. 

256 Rick: Permanents are the younger ones, yeah. 

257 Alex: Permanents has been our younger ones most recently.  

258 I: Okay, so years sevens and eights. 

259 Rick: Yeah. 

260 Alex: However, if you want me to give a gut reason why year nines might be 
± 

261 Rick: Hormones [laughter]. 

262 Alex: 7KHUH¶V�JRLQJ�WR�EH�KRUPRQHV��\HDK��+RUPRQHV�DUH�JRLQJ�WR�EH�D�ELJ�
one in there. I think also what schools are doing is probably ± WKHUH¶V�QR�RWKHU�
way of saying it, but actually giving ± not giving up, but coming to the end of 
ZKDW�WKH\¶UH�DEOH�WR�GR�DW�Ney stage three, recognising that actually this child is 
not going to be successful in key stage four. Occasionally, permanent 
H[FOXVLRQ��ZKHQ�WKHUH�LV�QRWKLQJ�HOVH�DQG�\RX¶YH�WULHG�± you know, I talked 
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DERXW�WKDW�NLG�WKDW¶V�EHHQ�RQ�D�PDQDJHG�PRYH��WKDW¶V�Eeen to college and has 
been to ± DFWXDOO\��FRPLQJ�EDFN�KHUH�LVQ¶W�WKH�ULJKW�WKLQJ�IRU�KLP��2FFDVLRQDOO\��
it is from schools a bit of a cry for help that actually we need something 
GLIIHUHQW�IRU�WKLV�NLG��,¶P�QRW�VD\LQJ�WKDW�WKH�358�LV�WKDW�VRPHWKLQJ�GLIIHUent 
WKH\�QHHG��EXW�KH�RU�VKH�QHHGV�WKDW�SURYLVLRQ��EHFDXVH�WKH\¶UH�QRW�JRLQJ�WR�EH�
DEOH�WR�FRSH�DQG�LW¶V�D�WLFNLQJ�WLPHERPE��DQG�ZH¶UH�GRLQJ�WKH�NLG�QR�IDYRXUV�
DFWXDOO\�E\�NLQG�RI��,�GRQ¶W�NQRZ��NHHSLQJ�WKHP�IRU�DQ�H[WUD�WZR�\HDUV�ZKHQ�
WKH\¶UH�DFWXDOO\�QRW going to be successful, not going to be happy, and actually 
might damage themselves and others. So, I think year nine is that kind of 
crunch time where people are thinking about GCSEs going forwards as well. 

263 Rick: Also, I think the options process ± after the options process happens in 
March, we see a significant increase in behavioural issues in the subjects 
WKH\¶UH�QRW�WDNLQJ� 

264 Alex: Is it a national phenomenon? 

265 I: Yes. 

266 Rick: ,�GLGQ¶W�NQRZ�WKDW� 

267 1:02:43 

268 Alex: I guess the vast majority is going to be puberty, to be honest, and that 
period of time where parents sometimes find parenting more tricky than 
others, because of puberty, I guess.  

269 Rick: ,¶YH�JRW�RQH�DW�KRPH� 

270 Alex: <RX¶YH�JRW�D�ORQJ�ZD\�WR�JR�EHfore you start [inaudible 1:02:58] 
[laughter]. 

271 I: Are they very young? 

272 Rick: Yeah, five and eight.  

273 I: 2ND\��\RX¶YH�JRW�VRPH�WLPH� 

274 Rick: <HDK��EXW�,¶P�VXUH�KH¶V�JRLQJ�WKURXJK�SXEHUW\� 

275 I: The five year old? 

276 Rick: +H¶V�HLJKW�\HDUV�ROG�>ODXJKWHU@�� 

277 I: 2ND\��:HOO��WKDQN�\RX��7KDW¶V�DOO�WKH�TXHVWLRQV�,�KDYH��'R�\RX�KDYH�DQ\�
questions for me?  
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278 Alex: No. 

279 I: I always get no [laughter].  

280 Rick: :H¶YH�JLYHQ�\RX�VR�PXFK�H[WUD�WKDW�± 

281 I: I know, ZH¶YH�JRQH�WKURXJK�VR�PXFK��,W¶V�ILQH�LI�\RX�GRQ¶W��,�MXVW�ZDQW�WR�
give you the opportunity to ± 

282 Alex: Was it useful? 

283 I: That was really, really useful, very useful. Some interesting points. 
Thank you  

284 1:04:27 

285 Alex: ,�WKLQN�SUREDEO\�WKHUH¶V�WZR�IRUXPV�IRU�WKDW��,�UHFNRQ�LW�VKRXOG�JR�WR�
secondary heads. The other one is the behaviour network meeting. 

286 Rick: ,�PHDQ��WKDW¶V�QRW�± well, maybe [inaudible 1:04:40] [FAP 1:04:42] and 
the heads. 

287 Alex: [FAP] might be a good thing. 

288 I: <HDK��WKDW¶V�ZKHUH�,�JRW�P\�VFKRROV�>ODXJKWHU@� 

289 Rick: 7KDW¶V�ULJKW��\HDK��6R��>)$3¶V@�WKH�ELJJHVW�IRUXP��SOXV�WKH�KHDGV��<RX�
JHW�JRRG�WXUQRXW��GRQ¶W�\RX"�<RX�JHW�HYHU\RQH�WXUQLQJ�XS��YLUWXDOO\��\HDK� 

290 I: Yeah, so either of WKRVH�PHHWLQJV��WKDW¶V�ZKDW�,¶P�KRSLQJ�WR�VKDUH�EDFN� 

291 Alex: Switch off now. 
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