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Abstract

School exclusion rates in England have risen consistently in recent years, and Pupil Referral
Units (PRUSs) and other alternative provisions (APs) are often destin&diaih®se excluded.

Many of these young people have identified special educational aredssabilitieSEND).

Whilst there is a large body of research around school exclusion, and some specifically looking

at O6good practi ce 6rchhasl|dkeda EducatommalyPsychology (EB) r e s
practice in these provisions, and how Educational Psychologists (EPs) céfised most

effectively. This is particularly relevant for Key Stage 4 (KS4), given the high levels of
exclusion in this age grogmdconsequentlythe poor life outcomes associated with this cohort

as they transition to adulthood.hi s st udy ai med to explore 0s.L

PRUs and to identify and explain the mechanisms and factors that can facilitate this.

Taking a grounded theory approach (Charmaz, 2014) from a social constructionist perspective,
five joint interviews were conducted with EPs and commissioners of EPs working in KS4 PRU
settings. 12 participantsik EPs andsix commissioners) fronfive London boroughs were
included.Findingsframe the ERFommissioner relationship @&sp ar e nt s 66 pwahr6e nptlaa y
role and function, impacting | | ot her aspects of the system
the o6familydé wer e f und thnowghmdinaworkihgoreflectioaand!l i t at
learning. The importance of shared values, goals, approaches andgangere highlighted,

such as strengtHsased approaches, prioritisiygung peoplés involvement and agency,

flexibly supporting needs, going above and beyond, taking a systemic approach and planning
for positive futures. Literature relatingdoc o n € a BiBMN1962b)n APs anddeas related

to systems psychodynami@déeumann, 199%rediscussedh relation to EP practice in PRUs



Chapter 1: Introduction

1.1Introduction to the research

TheEducationalPs y ¢ h o | (BR) Jsdethds $ong been subject debatewith many in the
professionseeking to clarifyits purposeand impact(Ashton & Roberts, 2006; Boyle &
Lauchlan, 2009)School exclusionis also increasingly subject to discussion and research
(Timpson, 2019) There has beem gradual rise in school exclusion rates since 2012
(Department for Education (DfE), 202ith significant overrepresentation ciildrenand
young people (CYP) with special educational needs and disabilities (SEND) in exclusion

statistic§Graham et al., 2019)

Alternative Provisiors (APs), such as Pupil Referral Unif?RUs) and other alternative
educationalproviders play a key role in meeting the needstlodse excludear at risk of
exclusion(Mills & Thompson, 2018)EPsare importantink professionaldo these settings

due to their role in SEND provision. Despite this and the growing body of research into APs,
there has been very little researoutEP practice in these settings. This thesiglores
successfuEP practice irPRUs andaims toidentify andexgain the factors and mechanisms

thatfacilitate this.

Thisintroductorychaptew i | | d ed n dh ed edxhdfodeostliningthécurrentnational
contextand government prioritielt willexaminethe EProlandt he r esear cher 6s |
in relation to the area of studgnd give a brief overview ofthe CYP attending AR.

Subsequently,ivi | I out |l i ne t hadtheratorale andimsofithé esearahs i t i o
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1.2 Defining 6Alternative Provisiond and O0EX
1.2.1Alternative Provision

I n this r es e areddtationARsie Schwol, dreahgeddoal duthargies (LAS)

or schoolslt refers toPRUs(run by LAs), AP Academies, AP Free Schools and independent
APs,delivered by charities and other organisatigtisuse of CommaosEducation Committee
(HoCEC), 2018)Attendance may be fdischool exclusion, behaviour issues, school refusal,
or short or longterm illnes®, although most often exclusion or behavimsuesare cited as

reasons in the literatu(éSOS Partnership, 2018; Mills & Thompson, 2018, p. 15)

1.2.2School exclusion

Exclusion a sanctionused by schools;an be either fixeeterm or permanent. Fixe@rm
exclusion iswhen achild is temporarily removed from schodrhis for a set period and can
cover up to 45 days across an academic (e, 2017) On the sixth consecutive day af
fixed-term exclusion, a school is required to organise AP for the student, until they return to
school(DfE, 2017) Permanent exclusion is viewed as a last resort and means a pupil will not
go back to that schodDfE, 2019a) In this case, the LA is responsible fanganising the

p u p provisisn(DfE, 2017)

1.2.3AP placement

Not all studentsattending AP have been excluded. Somay st i | | be o6on r
mainstream schodlut attending AP, with the aim ohproving their behaviour or having their

needs met more appropriat€ialcolm, 2018) This might be part timén ashared placement

with mainstreaor full time (with the school overseeing their educajigHoCEC, 2018)

Even when excludedstudents are ften on shortterm AP placementswith the aim of
reintegrating into mainstrearoyut some can ben longer term or permanernapementgMills

& Thompson, 2018)This can be after several unsuccesséihtegration attemptfSOS
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Partnership, 2018Consequently, students at APs display a range of raeetisften require
individualised planning and provision to support them to progress and achieve meaningful

outcomes after leavin@fE, 2018a)

1.3Context and background
1.3.1National exclusion statistics

Recent figures suggest there are 234 PRUs, 7@¢ddemies and 39 AP free schools in
England, with around 48,033 pupils being educated in these and other independdhil&\Ps

& Thompson, 2018)79%of pupils attendindpave identified SEND and 11.2% have Education
Health and Care Plans (EHCPs), much higher than the 14.9% and 2.9% in mainstream schools
respectivelyMills & Thompson, 2018)Pupil numbers in PRUs (equivalent data for other APs

is not available) increased by 29% between 28122018, compared to an overall population

rise of 79%(DfE, 2018b; ISOS Partnership, 2018)

Permanent exclusion in state funded schooisistently osebetweer2012/2013and 201718
(DfE, 2019a)from a rateof 0.06 (6 pupils per 10,0000 0.10 (10 pupils per 10,000This was
largely dueto increased secondary school exclusiem®018/19, overallfiguresremained the
sameas 20178, with exclusion rates d.10 (DfE, 2021)(Figure 1) This was the first year
where there lnot be@ a reported increase permanent exclusions, which mbg due ta
concerted efforto review and tackle rises in exclusidesy. Timpson, 2019More recent data

is not yet available.
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Figure 1 National statistics fopermanent exclusion across school types (DfE, 2021)

Permanent exclusion rates, by school type, National, 2006/07 to 2018/19
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Source: School Census

Contrastingly, the number of fixegrm exclusions across all stdtended schools has
increased by % from 2017/18 to 2018/19, with the rate increasing from 5.08 t6 (&,
2021) This is in line with an increasing trend since 2013/14 and is largely due to rising fixed
term exclusion rates in secondary schools. There was a slight decrease ferfixeaclusions

in special schools and primary schools fre817/182018/19.

Figure 2 National statistics for fixetlerm exclusions across school types (DfE, 2021)

Fixed period exclusion rates, by school type, National, 2006/07 to 2018/19
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Notably, while exclusion rates have increased since 2012/3, they have not reached the
historicallyhigh rates reported in the 1990s, passed the heights of 200§fimpson, 2019)

Reasons behindsesin exclusionssince 2012/1are complex, mulfaceted and systemiand

are often politicised In somereviews rises have beelinked to a number obroadsocietal
factors,such agising povertyandincreasing mental health diagnogBartridge et al., 2020)
andeducational factersuchasa mor e ri gor ous an dandéarskifrim o wi ng
behaviour management strategies, towards a moretaerance approac{Partridge et al.,

2020; Perera, 2020; Timpson, 2019)

Linked to both societal and educational factdlgre have beeshangesin funding for
education antbcal authoritiesn the last decad@raham et al., 20197 he Institutefor Fiscal
Studies(Britton et al., 2020shows thatvhen incorporatinguts to local authority spending,
and the increased responsibilitiyschools to provide servicegal time speding per pupil in
England fell by9% between 20020 and 20%/20. In particular, schoolkeadergeportfunding
lossimpacing the most vulnerable studentgho are alsdhose more likely to be excluded

(Partridge et al., 2020)

Figure 3 UK Education spending (20221 prices) (Britton et al., 2020)
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While Figure 3presents a very generic picture of UK education speratidgloes not capture

the nuances afpendingn different areas of education, the grapggestdinks betweerafall

in exclusionsand an increase in spendifigm 2006,and the rise in exclusierfrom 201213
following a sharp decrease in spendiing 2009/10. Provision of other preventative and
supportiveservices such as youth servicesndchild andadolescentmental health services
(CAMHS), which havesimilarly faced fundingcutssince 201QHarris et al., 2019; YMCA,
2020) havealso been linked to rises in exclusions and other negative outcomes for CYP

(Partridge et al., 2020; YMCA, 2020)

1.3.2 Exclusions in Pupil Referral Units

Data m exclusions in PRUs has been collected since 2013Md.rate of exclusions has
gradually ircreased across subsequent years, aside from a slight drop from 2026156317

The rate increased from 0.16 in 2017/18 to 0.22 in 201®&10, 2021)

Figure 4 Permanent exclusion rates BRUs 2013/14 to 2018/19 (DfE, 2021)

Permanent exclusion rates in pupil referral units, 13/14 to 18/19

2013/14 2014/15 2015/16 2016/17 2017/18 2018/19
Permanent exclusions 13 17 21 21 27 36

Permanent exclusions (rate) 0.10 0.13 0.14 0.13 0.16 0.22

Source: School Census

Fixed term exclusions have also risen during this ti04.7/182018/19 saw the highesite

of increase since data was first collected, moving from 158.40 to 191.09.
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Figure 5 Fixed period exclusion rates PRUs 2013/14 t02018/19 (DfE, 2021)

Fixed period exclusion rates in pupil referral units, 13/14 to 18/19

2013714 2014/15 2015/16 2016/17 2017/18 2018/19
Fixed period exclusions 15,536 19,409 23,399 25,815 26,504 30,831

Fixed period exclusions (rate) 120.50 142.89 155.84 164.75 158.40 191.09

Source: School Census

Notablyrates are calculated as a proportion of the headcount, potentially leading to higher rates

in PRUs as there is higher pupil mobility between sett(bd&, 2021) This data shows that

PRUsare not exempt from rises in exclusions, pies being designed tanderstand and

manage these needs andupport CYP to reintegrate into mainstream schodlsis
demonstrates the pertinence of this research topic for the EP profasdiéor the education
system, to better understand how to meet the

exclusions from PRUSs.
1.33 National government priorities

In research and the media, school exclusion is often linked to national concerns such as knife
crime (Schraer, 2019, March 8homelessnes@irrie et al., 2011)and other negative life
outcomes(Malcolm, 2018) The increasing | evels (BBE O6hi dc
News, 2019, May 7; Timpson, 20180d the impact of these on the most vulner@Bieygs,

2010; The Guardian, 2019, Septembeai@) also reported. Consequently, Oxford University

were recently given a £2.6m grant to investigate exclugidhen-Kinross, 2019, October 2)

and the governmerbmmissionedhe recent TimpsoReview(2019)into exclusionsto help

understand andackle the issue. Additionally, thgovernmentlauncted a £4 million AP
innovation fund in their pQRp 20i8a)in@Gn atariptitang Op p

reform AP.
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There has been examination by H@CEC(2018)of the paths ofiforgotten children, looking

at AAP and the scandal of evircreasing exclusios(p. 1) Thereport found quality of AP

varied, with some outstanding and some very poor, especially regarding teaching practice.
Some AP staff lacked suitable training and development. It called for increased collaboration
and transparency between mainstream and étfhgs, to ensure best practice and suitable
provision(HoCEC, 2018) Thi s cor r e(R0agrecemmeriddtibn théxfschdols d 6 s

work harder to ensure quality education and safeguarding in APs.

The DfE commissionedome investigative qualitative research involving 276 schools and 200
APs(Mills & Thompson, 2018 Findings advocated for a holistic, joinad approach between

APs and mainstream, and early identification
sizes and tailored support were strengths in APs, and parents/carers and CYP were positive
about their experiences of AP compared to mainstream. Various external professionals were
referred to, with EPs mentioned briefly in relation to mdisiciplinary working, ensuring

CYPG& needs are met, assessing for SEdidaiding transitions and reinteggion (Mills &

Thompson, 2018Despite these brief recommendations, there is a lack ofiattemtd clarity
ontheEProle inAPs in this research amdrossother keygovernment literatur€DfE, 2018a;

Timpson, 2019)

1.3.4 Other reviews and recommendations

Severalother organisations have also commissioned reviews, including The Brificest
(Thomson & Pennacchia, 2014Yhe Centre for Social Justi¢€fSJ) (2018)and theRoyal
Society for the encouragement of Arts, Manufactures and ComrfiRE2) (Partridge et al.,
2020) Findings from these rewss recommend thegovernment suppts the alternative
education sdor to develop a kitenark quality systento ensure quality provision acroa®

services(Thomson & Pennacchia, 2014jore transparency and acmtability for how and
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why schools use APis suggested by th€fSJ(2018) 't i s al so recommende
guidelines for APs should be revised to focustlm successf AP asan intervention for
studenténeedqCfSJ, 2018; Thomson & Pennacchia, 20IMomson and Pennaccl{iz014)

suggest that schools should look for evidence of core values and practices before gdbgcting

should regularly examinexclusion practiceand use of APf their own settings, and work

closely with their community partners

Relatedly Partridge et al(2020)suggest that théigovernment should invest in muéigency

teams to support preventative work by head teaojmndiic r e at e a Owhat wor ks
the impact of promising approaches to redgexclusions  (-p)..The®SAalso noted the

need torecognse the importance of pastoral work wheesigning progression routes for
school staffind the need for inclusion, afat data orexclusiors and managed mosé¢o cary

more weight in Ofsted inspection®artridge etal., 2020) Recommendations to both
government and school leaders also highlight the importance of investing in pastoral staff,
paying attention to primary to secondary transfer support, and better engaging families as joint
partners in educatigfifartridge et al., 2020Pererg2020)from the Institute of Race Relations
criticises the governmentfocus on expanding APs, instead callifor more mainstream
schooling reform to tackle the issue of exclusiparticularly the disproportionatand

discriminatoryexclusion of the blackvorking class

Each report aims to addreshat is in essence a complex, systemic problem that requires major
reform.Such systemic and complex challengéenbenefit from a psychological perspective,

however only Partridge et al(2020)specifially mentionedEPs,and this was in theontex

of delays in assessments, due to lack of EPs availaloiee EP refleedfiwe 6 ve bec o me
reactive, rather than preventative seryicewhi ch i 's i ncr edWithAPya f r ust

governmenpriority, rising exclusiongnd added pressure coming freathorganisations and
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charities,it is imperative the EP profession understands its rolepatehtialimpact in such

provisions, to best contribute towards positive outcomes for the vulnstalntsattending.

1.35 Roleof the EP

Uncertainty around the EP role in APs is unsurprising, given the historical debate about the
professionsd di ¢Cameron,t2006)kallor, 8oads and Roongp0no)

define EPs asfiscientig-practitioner® offering ficonsultation, assessment, intervention,
research and training, at organisational, group or individualdenetducational, community

and care settingqp. 4) These functions, originally identified in the Currie Reff&dottish

Executive, 2002)are now commonplace in EP piiae and trainingBritish Psychological

Society (BPS), 2019; Health and Care Professions Council (HCPC),. 20h&) remaining
guestionigshowt heseé operationalise wi tdRallongi&r t i cul

2010, p. 4)

Recent research on the EP role in specific contexts has shown creativity and variation in the
role, across age groups and types of provigeg. &ckson Taft et al., 2019; March & Moir,
2018; Morris & Atkinson, 2018; Winter & Bunn, 201%owever, it has also shown that the
scope of the role is not always understood by scl{Balgley & Hallam, 2017; Winter & Bunn,

2019) and that funding constrainiBuser, 2013; Richardson, 2018, Decembemr4nove to

traded serviceflL.ee & Woods, 2017and an increase in statutory assessment work(@es

2019b; Ofsted, 2018)ffect thebreadthof work EPs delive(Bagley & Hallam, 2017; Lee &
Woods, 2017) Thus, the role does not always operationalise in the way EPs would like

(O6Farrell & Kinsella, 2018)

1.36 CYP attending APs

Almost half (47%) of all CYP in APs are aged 15 or 16, and 80%P studentsare boys,

compared to 51% in statanded mainstream schoo(®fE, 2018a) Compared with the
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mainstream school populatiochildren from fblack Caribbean mixed white and black
Caribbeanmixedwhite and black Africangypsy Roma; Irish; and travellsiof Irish heritage
backgrounds are all oveepresented in A®(Mills & Thompson, 2018, p. 16)Children
attendingAPs arealsosome of the most vulnerable in sociatftenliving in complex systems
they are more likely thave SENDgualify for free school meals and be known to the police
and social servicegsraham et al., 2019; Malcolr2018; Mills & Thompson, 2018; Taylor,

2012)

Many havehad adverse childhood experiences or insecure attachment relatio(tbipEC,
2018; Malcolm, 2018; Timpson, 201%ffecting the way they manage their emotions and
behaviour, develop and maintain relationships and relate to the (@amklvorth et al., 1978;
Music, 2018) Such concepts from attachment the(Bpwlby, 1988)suggestwhy positive
relationships and hsawiimpgtanato OYPhese dfieultids eaas e 6
impacta c h ishhdity to engage in learningnd achieve qualificationsaffecting later life
outcomes(DfE, 2016; Taylor, 2012)On averagepupils in APs achieve pooreccademic
outcomes compared to thgdeers and face an increased likelihood dfigpénot in education,
employment otrainingd(NEET) or ending up in the criminal justice syst@fie, 2018a; ISOS

Partnership, 2018)

Given E P ggychologicalskills andknowledge, and training d@Eomplex problersolver®
(Cameron, 2006)they are well placedto support a range of complex and challenging
educational difficultiegFallon et al., 2010; Woods, 20), such as those faced by CYP in APs
Research considering how this work operationalsel what leads tibs successis therefore

pertinen, to promote positive outcomes foigltohort
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1.3.7Local context

The r es kParuns & teaded service with a large team of EPs, who deliver a range of
statutoryandnos t at ut ory wor k. One of the | ocal proi
Health (SEMH) and Inclusiond. Consi dBBCi ng th
News, 2019, May 7; HoCEC 2018pd the high percentage of SEMH needs in @Racolm,

2018) research exploring EP practice in these provisions is highly relevant to inclusion. More
specifically, t he s er vaspeeallyifa thdse with SENDgndo n 06t
EHCPs EPsare encourageb work systemically to help schools foster a sense of belonging.
However, EPs in the LA have spoken of the challenges of engaging in such work in APs.
Therefore, this research complements local priorities and preseargsfu opportunity to

inform future practice in the service.

1.38 Covid-19

In March 2020, wenseekingethical approvafor this researchthe outbreak of Covid9in
the UK worsened, and theationwas put intodockdowr This involved social distancing
guidelines including school closures f& months, untilJune 2020Along with children of
0 k ey wde doemmaniept schools opeffor vulnerablechildren- those with EHCPs
LookedAfter Children (LAC) orthose knowrto socialcare- in an attempt to safeguard their
education andvelfare(DfE, 2020) Many children attending APsIf within thesecategoies

or comefrom familieswith significant soa@economiaeprivation(Mills & Thompson, 2018)

However theup-takefor school places among this cohort was vdeab

In April 2020, up-takewasdescribedy the BBCasfworryingly lowo, with some areas of the
country reportingnumbers ofvulnerablestudentsattendingas only 10% of thoseffered a
place(Razzle, 2020, April 9Mediareportshighlightedthe starkdecrease ihild protection

referrals during lockdowWeale, 2020, April 8)suggestin@n increasedsk to such pupils
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without the daily protection ancbnsistencyprovidedby schoos. Fears about the impagh
the most vulnerable were widely report@t;luding concerns about increased riskabuse
andexploitation increasednvolvement in county lines and other criminal activitesda lack
of accesgo basic necessitigBBC News, 2020, March 31; Grierson & Walker, 2020, April

13; Malnick, 2020, April 11)

Throughoutthe pandemicwhich has continued to impact life and schooling2021,CYP
attending AP$avefaced increased risk of harmndeconomic deprivatiofCain, 2020, April
8). Researcthas siggestecdnimpactona range ofCYP outcomegThe Scottish Government,
2020)andAP staffhavefaced achallengingaskin safeguardinghe educatiorandwelfareof
their students during this timeEP workhas beesignificantly affectedparticularlyduring the
summer term of 2020, itth much ofit completedremotdy. For information on how this

research accounted ftire Covid-19 context,seechapter3.

l4Researcherds Position

This study hasbeeninfluencedby ther e s e a matitnaland kcalcontextand existing
literature on AP - critically reviewed inchapter 2. Additionally, the researché& own
professional experiences and beliedse impacted the stu@ndwill now beconsidered, with
reflections in the first persoihis style of writing will be adopted for the remainder of the

thesis in keeping with the methodology adopted.

1.4.1Previous pofessional experience

My research positiors significantly influenced by my previous experience working iA&n
beforeEP training. During this time | withessedhe level of difficulty in theyoung peoplé
lives, often due toa range ofcomplex, systemic factorsl experienced the importance of
systems working together to bring about change forptiqals but also the difficulties in

facilitating this O6successfullyé. ItrairBN) s 0 e X |
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or support when working with the@upilsi encountering only onEP acrossseveralyearsi

andkeenlydesired more training and insightarhow tomeetther complexneeds.

| wasconsigentlystruck bytheme gat i ve 6 n ar rthetCiyRadoptédshapedbly
their past experiences arglationshipsThese were oftereinforcedand retoldhot justby the
young peoplebut those around thenThe focus was often on tinenegativeexperiencesand
incide nt s uoed reidfdrcangalcyclicalnarrative over timeThis experiencenfluencedmy
decision to take strengthdase and solutiorfocussedapproacho this researcfde Shazer
& Dolan, 2007) drawing on ideas from positive psycholo@8eligman & Csikszentmihalyi,
2000) in an attempt talterthe narratives linked to suchCYP. This issimilar to approaches
taken by other researchers in the field, wigxcludedCYP (Atkinson & Rowley, 2019;

Hamilton & Morgan, 2018; Hart, 2018awrence, 2011)

1.4.2EP Training

During myEPtraining, | have lecome aware of theotentialdifference between thespoused
EProle andits reality in practice especially for vulnerable CYP attending ARsdditionally,
being on placement acrosseveralLondon boroughs, | havewitnes®d the prevalenceof
unidentified SENDin children ariving at APsand havelearnt abouthe generational and
systemic trauma experienced by sopupils who areeither at risk of exclusion, already
attending APsConsequentlyl havedeveloped amnterest inhow the systemsarounda child

caninfluence the narrative experience andoutcomes
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Figure 6 Diagram of Bronfenbrenner's (1977) Ecological Systems Model
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Many EP doctoral training coursesaw on Br o nf e (19%7) enodal figute $),
symbolisng a shiftin the professiorfrom a withinchild perspective, tonore systemic and
interactionist principlegFox, 2009) Aligned with these principle$ recognisehe importance
of working with thesystems aroundulnerablechildrento affect change-urther, influenced
by a persorcentred approacdfKelly, 1955)andthegrowing body of research which has asked
CYP o6what wor ks bbelieveit i$ immdaat toscensiden whether, thdults
around theni especially thosef uswho are trained tdo 1 are listeningand respondintp
CYPGs voices(Billington, 2006) My position as a fiaineeEP (TEP)and a researchéasalso

beeninfluenced by the systemic and psychodynamic perspectives privileged at the Tavistock.

Each of thdactorshave influenced the relativist, social constructionist stancé tbakin this
researchAcknowledgng my investment in the subjeatea | allowedmy owninterpretations
and experiences tform part of he research procesBhus, ny positioninfluencedthe way |

conductedrecruitment andnterviews (joint and co-constructed)the structure, content and
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stance of the interviews (strengthased)and thechoice ofdataanalysis Further information

onthesephilosophical ananethodologicabspectss providedin chapter3.

1.5Researchoutline
15.1 Research aims

Thisresearclaimst o0 e x p| o r &Pplasticednsk®4 $RUsand tdidentify and explain

the mechanisms and factors that can facilitate this. iSH®m the perspectivef&EPs and
commissioners of EPs in these settings (e.g. headteachers or Special Educational Needs Co
ordinators (SENCOs)Joint interviewsvereconductedo ensure findinga/ereco-constructed
between EPs and commissioneed to attend to the relational factars involved in
commissioning and delivering successful EP waitkis is in line with thesystemic andocial

constructionist perspectiveadopted athe researcher

1.5.2 Research questions

In previousAP research, soluticfocussed concepisle Shazer & Dolan, 200Have often
been drawn upon, focussing on Owhat wor ks o
parents. A similar perspectivevith EPs and their commissioneisadopted in this research

usingtwo researclyuestions:

1. According to EPs and their commissioners what does successful EP practice look like

in KS4 PRUs?

2. What are the factors and mechanisms that contribute to successful EP practice in KS4

PRUs?
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1.5.3 Research focus: KS4 PRUs

While there are nummeus types of ARthis researcfocussed on PRUSs to ensure that provisions
involved hal a similar set up. PRUmake up the highest percentagekobwn APs are
maintained by &A and exist to provide education to children who would not otherwise receive
it, such as those exclud@dills & Thompson, 2018)They are overseen by OFSTED and often
have a LA EP linked to them. Other APs, such as academiessctieels, orindependent
providers areoftenless regulated and shoxastdisparity in practicHOCEC, 2018; Ofsted,

2016)

KS4 waschosen due to high rates of exctusin this age groujp 47% of CYP inAPs are in

Year 11(Mills & Thompson, 2018)There is also a reduced likelihood of reintegration into
mainstream at this stage of educat{GtoCEC, 2018) meaning support provided through
PRUs has a significant and direct impact on{@sthoices and future life outcomes for CYP.

With the literatureidentifying difficulties in facilitating positive change for this coh(fE,

2018a; Mills & Thompson, 2018and little focus on the EP role in these settings piertinent

to consider how EPs can successfully support these CYP. This is especially relevant given the
recent extension of the EP rple work with 1625 year olds and suppdhosewith SEND in
preparing for adulthoo(DfE, 2015) Further information okhoices related tparticipans and

methodology igrovidedin chapter3.
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Chapter 2: Preliminary Literature Review

This chapter outlines a preliminary literature reviehich was conducted to explore current
research in the field and inform the desifthe study. In line with the constructivist grounded
theory (CGT) method (Charmaz, 2014kexonditerature review was conducté¢chapter 5

after data collection and alysis, to inform the theory generating stage of the research.

2.1 Search strategy

The literature search aimed to identify empirical research on APs/CYP excluded and asked two

guestions:

1. What are the experiences ofthose who have been excluded AND/OR those
attendingworking inAP?

2. What does the literature say abpuctice inAP and &6wWwlhat wor ks

The search was carried out on 03.09.20 on EBSCOhost. The search strategy and inclusion and
exclusion criteria used are ahin in Figure7 and Table 1. Several searchms were
experimented with before the terms in Figdrwer e chosen. Adding o6al't
provided a much wider range of results, however when abstracts were reviewed many of these
papers were not levant toCYP, but rather focussed on educational programmes in health or
prison settingsBased on the search strategy bel@®/studies Table 2) were included in the

literature review.
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Figure 7 Search strategy fgoreliminary literature review

Search Terms

TI éalterna Tl o6pupi l r Tl 6school

APA PsycINFO APA PsycARTICLES APA PsycBOOKSPsychologyandBehavioralSciences
Collection,PEPArchive, EducationSource ERIC, SocINDEXwith Full Text, MEDLINE, eBook
Collection(EBSCOhost)Library, InformationScience& TechnologyAbstracts CINAHL

v

410 Results

Search Limiters/Filters

1. Peer reviewed journals only
2. English language only
3. Papers published 20102020

y
155 Results

A
Duplicates removed

l

68 Results

l

Title/Abstract Screening

l

19 papers

Further relevantiterature Cajic-SeigneurandHodgson, 2016Jalali and Morgan, 2017; Pillay, Dunbirige, &
Mostert, 2013Parker, Paget, Ford and Gwernfones, 2016) was found using references from chosen paperg
government reviews (snowballing).
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Table 1 Inclusion andexclusion criteriafor preliminary literature review

Study Feature

Inclusion

Exclusion

Rationale

Type of publication

Language of study

Country of study

Date of study

Type of study

Subject/focus/participants

Peer reviewed journal

Full article published in English

Studies conducted in England

Article published in 20102020

Qualitative, quantitative or mixed
methods empirical research studi

Exploring AP/school exclusion
from perspective of CYP, families
AP/school staff and other
professionals, relating to
experiences or successful practic
OR

Studies that examine
practice/intervention strategiesrf
APs or for CYP who have
experienced school exclusion.

Not available in a peer
reviewed journal

Full/part of article not
available in English

Studies conducted outside
England

Article published before 2010

Literature reviews

Studies examining factors tha
lead to exclusiorexclusion
rates for particular groups or
preventative intervention
strategies prexclusion

Studies examining particular
political phenomena in ARsr
other specific phenomena in ¢
AP setting e.g. language

Research published in pemviewed journals has
been evaluated by expert reviewers and met quali
standards.

To allow the wholestudy to be evaluated (translatic
services not available).

The guidance and legislation for APs and school
exclusion is specific to England. Practice in other
countries would be affected by differing political
contexts and legislation.

This was to ensure included studies of APs/schoo
exclusion were based within the current politizadi
funding context as discussed in chapter 1.

To gain an understanding of what the evidence sa
works in practice, based on primary awdpirical
data.

This review is examining what the research says
about practice in APs or for those who have alreac
faced school exclusion, and how this relates to EF
practice.




Table 2 Studies included in thareliminaryliterature review

Full reference

Participants, sample and method

At ki nson, G. , & Rowl ey, J. (2019) .
alternative provision: A g methodological stu@motional & Behavioural Difficulties

24(19),339-356

Briggs D. (2010). AThe worl d
Safer Communities(8), 9 19.

Bruder, C., &Spensley, J. (2015). Developing psychological services at a Pupil

Referral Unit.Psychology of Education Review(2p 71 75.

Cockerill, T. (2019). Pupils attending a shared placement between a school and
alternative provision: Is a sense of school belonging the key to suémhssational

and Child Psychology, 8), 23 33.

Cullen, K., & Monroe, J. (2010). Using positive relationships to engage the
disengaged: An educational psychologistiated project involving pradssional sports
input to a pupil referral uniEducational and Child Psychology, (7, 64 78.

Cajic-Seigneur, M., & Hodgson, A. (2016). Alternative educational provision in an
area of deprivation in Londohondon Review of Educatiob4(2), 2537.

9 primary and secondary students-(Byears) post reintegratior
interviews using g set methodology

20 excluded young people (aged1l§ ethnographic research
using interviews

1 year pilot outcome measures and questionnaires from 9
participating pupils and 6 PRU staff. Focussed evaluative
conversatiorwith PRU management team.

Data from 3 LAgboth schools and AP). Interviews with 19
members of staff and 11 pupils on shared placement (ag&@)1(

6 week project EP evaluation of 10 participating students
(including attendance records and observations), 10 pupil
interviews, focus groups with PRitiaff, phone interviews with
parents of participants and project staff (external to PRU)

Case stdy of one APRange of data collection includiragalysis
of programme records, st.Goha
discussions with staff andreestructured interviews with
programme managerStudent questionnaires asemistructured
interviews with 10 students

Embeita C. (2019). Reintegration to secondary education following school exclus 3 parents interviewed (2 post sucdekgeintegration, 1 no
An exploration of the relationship between home and school from the perspective successful reintegration yet)

parentsEducational and Child Psychology, (3, 18 32.
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Farouk, S. (2014). From mainstream s
selfunderstandingTeachers and Teaching: Theory and Practicé1pQ9 31.

Gazley, L. (2012) The impact of social class on paiigarofessional interaction in
school exclusion processes: deficit or disadvantagefhational Journal of Inclusive
Education, 163), 297 311.

Hamilton, P., & Morgan, G. (2018). An exploration of the factors that lead to the
successful progression of students in alternative proviBidacational and Child
Psychology, 38), 80 95.

Hart, N. (2013)What helps children in a pupil referral unit (PRU)? An exploration
into the potential protéiwe factors of a PRU as identified by children and staff
Emotional and Behavioural Difficulties, (B, 196 212.

Jalali, R. & Morgan, G. (2018 They wono6ét | et me back
perceptions across primary and secondary Pupil Referral Units (PRWsbional and
Behavioural Difficulties23(1), 55 68.

Lawrence, N. (2011) What makes @ successful reintegration from a pupil referral
unit to mainstream education? An applied research préjdatational Psychology in
Practice,27(3), 213 226.

Mai nwari ng, D. , & Hal |l am, S. (2010) .
mainstream secondary school and a pupil referral unit: A compaEsastional &
Behavioural Difficulties, 1&), 153 169.

Malcolm, A. (2019). Turning points in a qualitatively different social space: Younc
adul tsd refl ect i orkEmotianél & BehdvieuranDéfficultiese p
24(1), 8499.

Malcolm, A. (2020) Heads of alternative provision: committed to realising young
peoplesd potenti al IntermatioaahJownalofdnglusivea t e d
Education, 245), 513526

Interviews with 3 AP teachers

Interviews with 13 schodbasedorofessionals, 4 mothers of
excluded pupils and 14 neathool based professionals (e.g. AP
staff, LA staff etc)

Interviews with 8 young people (aged-18) who had
successfully progressed to college after AP

Interviews with 6 children (aged B3 years), on a PRU
placement, and 4 staff members

13 interviewswith students (agedi 16) from 3 PRUs

Focus groups with 11 PRU staff, six mainstream staff and a
member of the BehavioBupport Service

Possibleselves task with 25 studentsYear 11 (across a
mainstream school and PRU)

Retrospective life histgrinterviews with 18 young adults in earl
to mid-20s who had attended AP

3 interviews and 20 surveys with AP managers
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Menendez AlvareHeviag D. (2018). The emotional learning of educators working
alternative provisionEducational Studies: Journal of the American Educational

Studies Association, &3}, 303 318.

Michael, S. & Frederickson, N. (2013). Improvingpil referral unit outcomes: pupil
perspectivesd=motional and Behavioural Difficultied8(4), 4071 422.

Parker, C., Paget, A., Ford, T., & Gwernaro n e s R.
kindofbelavi our that we thought

(2016) .

he

neede

the experiences and perspectives of parents whose children have been excludec

school. Emotional and Behavioural Difficultie®1(1), 133151.

Pillay, J., DunbaKrige, H., & Mostert, J. (2013). Learners with behavioural,

emotional and social diffi
education.Emotional and Behavioural Difficultie48(3), 310326.

cul ti

es o

e

Putwain D. W., Nicholson, L. J., & Edwards, J. L. (2016). Hard to reach and hard
teach: Supporting the seatfgulation of learning in an alternative provision seconda

school.Educational Studies, 42), 1 18.

Trotman, D., Enow, L., & Tucker, S. (2019). Young people and alternative provisi
Perspectives from participatdmgollaborative evaluations in three UK local authoritit

British Educational Research Journal, @, 219 237.

Trotman, D., Tucker, S. & Martyn, M. (201%)nderstanding probleniatpupil

behaviour: perceptions of pupils and behaviour coordinators on secondary schoc

exclusion in an English citfducational Research, 63), 237 253

Interviews with 7 AP staff

Interviews with 16 students (aged-18) from PRUs

Interviews with 35 parents of kcluded children (aged 52).

Written tasks withl3 learners (aged 1114) who had reintegrated
Interviews with 4 learners. Questionnaires to 14 parents and
mainstream teachers. Interviews with 3 professionals.

1 AP for a montHong study. 29 hours déssons observed,
interviews with 35 students (aged-18) and 37 staff

Interviews with 200 participant CYP, 30 managers and
stakeholders, 8 parents of natiending pupils and LA officers
and school governments.

Interviews with 49 pupils in Year 9 (aged-138), 8 behaviour
coordinators from 7 secondary schoatsl 2 APs
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2.2 Findings from the literature

Key findingshavebeen synthesised into thenmrepresentinghose involved in the system:
pupil perspective, parental perspective, staff perspective and practice, psychological practice

and provision, and implications for EPs.

2.2.1Pupil perspective

16 of the included studies were emancipatory, directly consiggrupil perspectives as part
of their data collection. Resonant of the focus on pupil voice in the SEND Code of Practice
(DfE, 2015)and the Children and Families Act (2014), these studies allowed CYP who are

often 6forgottend to be heard.

2.2.1.1What works in AP?

14 studiesnterviewedCYPto considetheir experiences of exclusion/AP or to idenfdgtors
leadingto successful progression, iar positive experiences ,oAP. The most commonly
identified success factor was positive relationshipth AP staff, peers, familgndbetween
home and schoplCajic-Seigneur & Hodgson, 2016; Cullen & Monroe, 2010; Hamilton &
Morgan, 2018; Hart, 2013; Malcolm, 2019; Michael & Frederickson, 2043)ther factor
was a supportive and personalised learning environmtit an accessibleand varied
curriculum (Cajic-Seigneur & Hodgson, 2016; Hamilton & Morgan, 2018; Hart, 2013;
Malcolm, 2019; Michael & Frederickson, 2013Jonsistent expectations, diséip and
sanctionswhile also being treated like adultasappreciated(Cajic-Seigneur & Hodgson,
2016; Cullen & Monroe, 2010; Hart, 2013; Michael & Frederickson, 2Cds3yvere smaller
class sizes and a friendlyamily-like environment(Hart, 2013; Jalali & Morgan, 2018;

Malcolm, 2019 Michael & Frederickson, 2013)
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CYP also noted the importance elfsmotivation in AP succeg$iamilton & Morgan, 2018;
Michael & Frederickson, 2013)astly, aholistic environment where staff understood SEMH
needs andvherestudents felt listened to and understoa@s valuedBriggs, 2010; Cajic
Seigneur & Hodgson, 2016; Hamilton & Morgan, 2018; Michael & Frederickson, 2013)
Mainwaring and Hallan{2010)explored how 25 YP in either mainstream or AP perceived
their future possible selves. 100% of students in mainstream were able to create a positive
future self when askedpmpared with 68% of AP participants. This depicts AP attendees with

a more fragile sense of positive self and more negative perceptions of their prospects. It
suggests a need for the nurturing, relational, personalised environments which CYP advocated

for in other studies.

Identified barriers to success in Aldcluded disruptive behaviour, unfair treatment from
teachers and failure to individualse thelearning environmen{Briggs, 2010; Michael &
Frederickson, 2013)CYPG& negative AP experiencescluded poor quality educationand

sudden and unexpected transitions, either into or out ofB&iggs, 2010; Malcolm, 2019)
Trotmanet al.(2015)and Trotmare t  @019)arger scale studiescluding 49 and 200

CYP respectively also highlighted the negative impact of poorly handled transitiodshe

need to better suppdiiese Aside from thesdwo studies, many of the papers discusbkad

small sample sizes and therefore questionable generalisability due to the use of specific AP
contexts. Despite these limitations, similar findings are echoed across the studies, suggesting

commonality in CYP perspectives.

2.2.1.2Reintegration to mainstream

For pupils attending shared placements between AP and mainstream, a sense of belonging to
mainstream school was found to be a strong predictor of positive outcomes in reintegration

(Cockerill, 2019) This links to Ja | and (RDA8)figdingsd when both pmary and
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secondary pupils on a shared placement in PRUs were interviewed, secondary pupils showed
less of a sense of belonging to their mainstream school and less desire to reintegrate. In
Co ¢ k e (2019)mixed mehods study, pupils found a nurturing approach across ABth

and mainstrearsites helpful, with adults promoting strong relationships and understanding
their needs. Due to positive relationships, CYP described overwhelmingly positive experiences
at AP compred to mainstreaniCockerill, 2019; Jalali & Morgan, 2018)Success in
reintegration was most successful when there was a joipegpproach between the two, where

mainstream staff visited the AP and implemented similar pra@@ioekerill, 2019)

Pillay et al.(2013)conducted data collection with a range of parties involved in reintegration,
including CYP who formed the largest group of participants. They also examined data such as
student logs and minutes from professional mestifige study found three key thenweisich

defined learne@eintegration experiences: emotions, relationships and reintegration practices.
These were split into promotive factors and risk factors for e@rhilar to other studies
already noted, an important promotive factor was continumadvement of inhouse support
services from both mainstream and AP. A risk factor identified was the disparity in ethos across
the two settings, difficulties adjusting back to a bigger and less supportive environment and
students successfully managindhaeiour in this(Pillay et al., 2013)The authors promote a
resilience f a mewor k, and one which takes into acc
competence before reintegration, developing positive and promotive tdeairer
relationships and famitgchool relationships, opportunity for a gradual, structured
reintegratiomrandregular mentoring and toudlase meetings. A strength of this study was the
involvement of numerous parties in the systatthoughonly a small humber of parents

responded and were included.
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Using a @set methodology, Atkinson and Rowlg@019)sought to understand the perspective

of nine pupils who had recently reintegrated into mainstream. Results showed pupils differ in
their experiences of odate foraatperseoentrédsadd.ecoybteneic aut h o
(Bronferbrenner, 1977approach to reintegration, considering the role of the individual, the

family, relationships and the school environmgitkinson & Rowley, 2019) Strergths of
Cocke@dl9)|l 6Ast ki ns on (20yandmRdlayd te y @013)étidies are that

they use multiple data gathering techniques to triangulate findings.

2.2.2Parental perspective

Six studies included a parental perspective, and two of these invohhgd questionnaire

(Pillay et al., 2013pr a brief phone intervieWCullen & Monroe, 201Q)as part of a wider

study. Such limited involvement of parents in AP studiey be because parentsefcluded

CYP can be hard to reach or do not al ways sh
(Cullen & Monroe, 2010; Pillay et al., 2013) r ot ma n (2@18) stuay notédsome

challenges witltcommunication between parents and schools, and one parent highlighted the
impact ofnegativebehaviourlabelsandther need to challenge some decisions made about

their son However, with parents only a smalloportion(eighf) of the overall sampl¢over

200 participants)ittle discussion was giveto parentalperspective in the paperarguably

perpetuang lack of involvement and agency for parents

Embeta 6(2019)small scale study, which interviewed three parents, found three key themes
affecing success in reintegration: commitment, collaboration and communication. The study
highlighted the importance of parents feeling listened to, respected angbdiing a joined

up process. This echoes findinfyjem a larger scale studyn parent§views of exclusion

(Parker et al., 2016prd st af f and st ud e nntAPs CagcBaignenrm% o6 wh a't

Hodgson, 2016andreintegrationCockerill, 2019; Lawrence, 2011)

36



Embeta 6(Z2019)and Parker et ab§2016)studesalsohighlightedp ar ent s6 frustr a
feeling left out or unheard. Gazel€3012) argues there angotential difficulties in parent
professional interactions, especially for parentsowcome from socially disadvantaged
backgroundslnterviewing31 professionad andfour mothers wheechildren had experienced
exclusion, parentseported a lack oflarity aboutprofessiona éoles. A vast differencevas

also foundin how professional spoke about parents of excluded children, wstime
demonstratingnor e e mp at hy alanduaddas ather§Gutekryn20h2jitese
findings highlight the systemic and relational complexities often present for CYP in AP.
However, the study lacks clarity on the methods used, and therefore, reliadullitgladity are
guestionable. Further, with a large discrepancy in sample size between professionals and
parents, there is potential bias, especially relating to the theoretical conclusions drawn around

the impact of sociatlass.

2.2.3Staff perspective rad practice

Nine studies compared stafind CYPperspectiveoon 6 wh at amdatl fownd similar
themes across the two groufiuder & Spensley, 2015; Cajeigneur & Hodgson, 2016;
Coclerill, 2019; Cullen & Monroe, 2010; Hart, 2013; Pillay et al., 2013; Putwain et al., 2016;
Trotman et al., 2019; Trotman et al., 2018)is suggests that staff in APs are geneialiyned

to CYP in these settings and understand what benefits tBeweralstudiesalso identified
attributes and practices thathair helped or motivated AP staff in their role: seeing the job as
creative, engaging and fulfillingFarouk, 2014) being emotionally attuned to and engaged
with their pupils(Menendez AlvareHevia, 2018) using restorative approach@dalcolm,

2020) recognising the importance of the close relationships with pupils for their development
(Menendez Alvareevia, 2018)and a belief in the potential of the young people attending

their provision(Malcolm, 2020)
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Putwainet al.(2016)examinednstructional practices used in one AP over a month. Classroom
observatios and interviews with 35 students and 37 staff members were conducted. Areas of
success werefibreaking down tasks and activities into smaller unitsitask prompts,
encouragementf selfb e | i e f stating worth and i mportan
and ontask scaffolding and providing help to students quigkButwain et al., 2016, p. 13)

These practices are congruent with success factors reported by CYP istothes(Cajic-

Seigneur & Hodgson, 2016; Hamilton & Morgan, 2018; Hart, 2013; Michael & Frederickson,

2013) Staff in CajicS e i g n(200&) AP sase study also noted the importance of having a

broad and engaging curriculuand championing pupiland parent voiceand multiagency
collaboration similar to Atkinson and Rowlef2019) theauthordramed their findingsvithin

Br onf en QIO&modelr ndétsg the importance of takingystemic approach.

Lawrence (2011) interviewed 11 PRU staff, six mainstream staff and a member of the
Behaviour Suppor$ervice regarding reintegration and found it most successful when timing
and systemic factors were considered, with engagement from all systems. Waglkithgr in

a joinedup way, especially around transitions, was consistently found to be a success factor in
literature examining MDT perspectivé€ockerill, 2019;Pillay et al., 2013; Trotman et al.,

2019; Trotman et al., 2015)

2.2.4Psychological practice and provision

Only one paper specifically explored EP practice in APs. EPs Cullen and M@ube)

responded to an identified need (highdis of relational conflict) in the PRU they worked in.

They facilitated and evaluated a 6éSport i n
premiership football club. They examined the impact of positive relationships through sport,
drawing on personal cotmact psychology(Kelly, 1991) solutionfocused brief therapye

Shazer & Dolan, 2007and ecesystemic theory(Bronfenbrenner, 1977)o inform the
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intervention Interviews, observation and quantitative data analysis of attendance records
showed positive outcomes for students including high levels of engagement and on task
behaviour, good listening and following of instructions, positive interactions and retapsn

high inclusion levels, tolerance of frustration and increased capacity to wait, take turns and be

helpful (Cullen & Monroe, 2010)

Bruder and Spenslg2015)conducted an evaluation of clinical psychology services in a PRU.
Questionnaire feedback from pupils accessing the service found most felt listened to (7/9) and
that their views had been taken seriously (5/9). Staffrted benefits for the pupils such as
increased selwareness, feeling valued, increased ability to manage behaviour and emotions,
and lack of stigma around seeking supp@tuder & Spensley, 2015)Consultation and
supervision sessions helped staff feel emotionally supported and better able to understand pupil
behaviour. These findings echo AP staffaep that studerdtaff relationships are of high
emotional intensity and require careful management of role boundaries and emotional stress
(Farouk, 2014; Menendez Alkez-Hevia, 2018) While Cullen and Monrog€010)and Bruder

and Spa s | €§16)studies were small scale and context specific, they highlight the potential

value of embeddingsychological practice within an AP setting.

2.2.5Implications for EPs

Findingspresentnumerous implications for EPs. Michael and Frederick@i3) propose

EPs are well placed to promote positive sgafpil relationships, increase pupil support through
mechanisms suclas learning mentors, provide coaching and training on behaviour
management strategies and involve pupils in developing positive AP practice. Hamilton and
Morgan(2018)suggest their findings coufihform the quality assurance and selection criteria

that schools and LAs use when identifying suitabledXp$89) and that EPs can help schools
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with this, given their skill s i(B0lMswdyislan t at i o

example of the impact an EP project, informed by psychological theory, can have in an AP.

Seveal papers highlight the importance of joinaf systems in APs. Emi&(2019)suggests

EPs could use systemic tools such emanticpolarities conversations Gr 3 n b 0 Ko, 2013
support schools and parents to find new way
Similarly, Atkinson and Rowley2019)argue that EPs skills in facilitating joinegh systemic

practice can help successful reintegration. Cock&0l19) notes the importance of EPs

promoting and helping schools foster a sense of belonging.

2.3 Summary

Overall, the research provides a variety of evidence on good practice in APs and perspectives
from different systems involved. Nonetheless, the nitgjéails to explore or evaluate the role

or perspectives of EPs in these settings, beyond giving brief practice recommendations.
Recognising the gap in current research, the national and local context, the espoused role of
the EP, and the importance ofdenceinformed practicéFox, 2003)it is pertinent to conduct

research into current EP practice in APs.
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Chapter 3: Methodology

3.1 Research purpose and aims

The purpose of this research to create a theoretical model sdficcessful educational

psychology practice in KS4 PRUSs. It amo answer the following two research questions:

1. According to EPs and their commissioners what does successful EP practice look

like in KS4 PRUS?

2. What are the factors and mechanisms twattribute to successful EP practice in

KS4 PRUSs?

The studyis both exploratory and explanatory. It explejeintly constructed perspectives of
successful educational psychology practice in KS4 PRUs, from those who commission and
deliver this work. It als ains to explain this practice by identifying factors and mechanisms

t hat contribute to and fisamth theiaim aftcreatingt mddel i n g

thatcanbe drawn on in future EP practice in similar settings.

With little literature bcusing on the EP role in PRUs, and a growing body of research
identifying what young people say about successful practice in these settings, | was intrigued
to know how professionals work together to facilitate this and how EPs contribute to this in the
unique environment of a PRU. Additionally, with much of the literature highlighting the

importance of joined up workingsbughtto provide participants with an opportunity to think

and reflect together on successful practice, and for the process to be practice enhancing in itself.

3.2 Ontology and Epistemology

This research is framed in a relativist ontological position anacaalsconstructionist

epistemological position.
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3.2.1 Relativism

The relativist position acknowledges that social reality and knowledge exists from multiple
perspectives and realiti¢&uba & Lincoln, 1994)is constructed, and is influenced by and

exists in relation to cultural, social and historical con{@®tyman, 2016)For some, relativism

means that there are multiple realities and
context(Guba & Lincoln, 198; Robson, 2011)or others it means that while there may be a
0trut ho, t hat we can only know and under st a
(Burr, 2003) This research sits more withB u r 2008) interpretation of relativism,
acknowledging thatthtemay b e b r daboueRRU déonteximt factors that lead to

0 s U c c e sactiocdinGherk IBUt that tlese are constructed and impacted ydividual

interpretationsworking relationships and settings.

As a researcher, I ac k n o vohseuwttgdey partibigamtsvithia u c c e s S
their individual contexts. bhethelesssome learning can be gleaned from these conversations

when the contexts explored are simian this instance KS4 PRUs in Londénto inform

future practicen these setting€Charmaz2014)draws onC | a r (R085) 2006, 2007, 2012)

writings on relativism, arguing that research reality occurs within a situation and context,
including what participants and researchers bring. This is imfiteConstructivistGrounded

Theory (CGT)(Charmaz, 2014)which positionsthe researchaspart ofthe construction of

knowledge and theory

3.22 Social constructionism

Charmaz2008, 2014 ses the broad umble of CGT for studies which take eonstructivist
and constructionist perspective, suggesting that this model can be used within both
epistemological perspectivadowever, it is important to understand the distinction, and the

choice totakea social costructionist perspective in this resear8hdrews(2012)highlights
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the challenges which naome with using the terms interchangeably as Chafgtdz)does.

While constructivism is aligned with the idea that every individoastructs and creates their

own fiworld of experiencé (Andrews, 2012, p. 39kocial constructionism focusses on joint
constructon of knowledge and truth within a social cont€Xbung & Collin, 2004) As
highlighted above, | was particularly interested in the joint working between EPs and
commissiones, and as a researcher, believed that this oglsliip would play a foundational
part i n shaping what Osuccessful practicedod
epistemological perspective was the natural fit for the study. In line with the relativist
ont ol ogi cal per s (2e1d)CGTylalso ackmowled@ed myseti 0 bedpart of

the social group constructing the data.

It is pertinent to highlight that comstuct i oni sts view knowl edge ¢
60di scover edod (Schwandto200B3)ahis pegspectivepissparticularly aligned with

my research position, experience and findings from the preliminary literature review: that
experiences ahoutcomes for CYP in PRUs are influenced by those within their social and
educational context. Some criticisms of social constructionist research argue that the approach
inherently suggests a lack of generalisability and therefore, usefulness ¢Cdaba 1997)

However, by adopting a social constructionestgpective in this research | am simply choosing

to embrace the fact that this o6creationd of

PRU context, and wider systemic context for individual CYP.

By exploring and understanding interactions anct@sses within examples of such complex
systems, | aimed to further understand what approaches might facilitate positive outcomes for
these CYPThroughlearring from instances of these systems reflecting togeémer analysing

multiple examples of this whk, | hoped to develop wi der soci al construc

p r a c.Thistriangulation of multiple pieces of data mirrors much of the casework EPs might
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engage in in their dago-day work; | hoped to bringultiple perspectives togethteract asa
@osychological formulatiod which could enhance future EP practicéndeed, it is the
interaction between people within these social cont@Beésger & Luckmann, 1991which

have been found to be significant for CYP outcomes. Thus, it felt vital to acknowledge the role
that language, social constructions and subsequent actions, especially between EP and
commissoner, play in EP practice and consequertdtythe outcomes of CYP. Further details

aboutmy choice of participants can be seen later in this chapter.

3.3 Research methodologyConstructivist Grounded Theory (CGT)

My choice of researcmet hodol ogy wW20Kl) CGh &3 seenzndCGhapter 2,
previous research has explored €¥Pubhbdpstaaff
PRUs. However, with little research on EP work in these settings | was keen to gather
perspective®n and experiences of this, through intervieasd build on previousfindings

regarding successful practiceEhe existing data and knowlige base allowed me to consider a

more explanatory perspective in this research, building on what is already known through the
lens of the EP role. Given the importance of relationships and interactions for CYP outcomes

in PRUs, | chose to take this routeer a quantitative methodology, as | felt | would be able

to gain a richer picture of these social processes.

| considered both Thematic AnalysiBraun & Clarke, 2006)and Interpretative
Phenomenologicahnalysis(Smith et al., 20099s methodsf analysis. Both offered flexibility

for me to gather and explore-depth perspectives from participants. However, they did not
help facilitate the explanatory approach |
behind successful EP practice. fhett, as | was aiming to create a helpful framework or model
which could be used in EP PRU practice in the future, | settled on GT, drawn to its theory

building and practice influencing foc¢€harmaz, 2014)
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Based on my own experience, and what | had heard anecdotally from colleagues, | was aware

of the unique environment of PRUs and the potential differences in the type of work required

in them. Given this, and the lack of research about EP practice in PRUs, GT also felt
particularly pertinent, as it | ooks to explo
way (Charmaz, 2014)However,as| was aware of some current research around practice in

PRUs more generally, it felt important to consider and acknowledgkdfore beginning my

own research. The preliminary liténae review helped shape the direction of my research,
especially key findings about the importance of relationships and the enviroriviamt.

papers understandably also drew on particular psychological theories in their discussions
including, attachmentheory (Bowlby, 1969) Br onf e (l®/7)Ecologeal Systems

theory, systemicfamily therapy principle§ Dowl i ng & Osborne, 200 3;
Rendall & Stuart, 2005)and ideas linked to personal construct psycho(egjly, 1991)and

motivation(Deci & Ryan, 1985)

It could have been useful to explore one of these in relation to EP practice in PRUs and take a
more deductive approach. An example of this
designed a relationshipased intervention based on specific psycholdgtheory and
evaluated the impact of this. Adopting such a deductive approach to explore or evaluate what
works may have been useful and would have added to the evidence base on EP practice in
PRUs. However, I was al so tkheemgrtoau néd laed olzys
settings and wanted to keep an open mind about what successful practice could look like. | was
interested to know what helped facilitate this, beyond individual approaches, interventions and
programmes. GT offered the perfegportunity to explore these experiences of successful
practice in an opeended way, which considered a range of influencing factors. Conducting

the preliminary literature review helped identify existing knowledge, practice and theory that

EPs would inevwably be bringing into their work and the interviews. However, | alas
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drawn to one of core elements of GT, which requires a literature search to be conducted after
analysis, to develop further understanding of what has emerged from the dataffdareis

opportunityto build a rich picture of what facilitates successful ficac

3.3.1 Choosing which Grounded Theory (GT) approach

GT was first coined by Glaser and Strayd®67) who created a et of systematic
methodological strategies that researchers could adopt to develop theories from their data. The
key part of this shift in sociological research was that the theories were grounded in the data
coll ected and studi eeds,t abbdtehehry ptohdmesiideddctoi
theoriedCharmaz, 2014, p. 6T his was to challenge a predominantly postitrend that was

occurring at the time within scientific and sociological research. Researchers argued that GT

of fered a systematic approach which all owed

explanati ons o€harmazc2014,lp.7pr ocesseso

Since the initial birthing of GT, Glaser and Strauss went their separate ways, disagreeing on
ontological and epismological elements of the approach. Since, a common modern approach
to GT has been (@398)varsianswhiehn ansiGeved bsingifdr ghis research.
Both Strauss and Corb{di998)a n d C h g20Mpversioss held very similar principles,

broadly that the researcher:

1 Begins with inductive logic
1 Subjects data to rigorous comparative analysis
1 Aims to develop theoretical analysis

1 Values GT studiesof informing policy and practic€Charmaz, 2014, p. 14)

However, key differences lie in the foundational philosophistandpoints of the two

approaches. Charmg2014) introduced constructivist thinking to GT, acknowledging that
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modern researchersmucting GT no longer neededto bewedto-mid nt ury vi ews of

and

0 k n,avhidch everegpeetialent when Glasser and Str§l@67)first developedsT,

or even the pragmatic approach later taken by Strauss. Indeed, Cl20d@acknowledges

the involvement of the researcher in the construction of knowledge and theory, and as part of

the world being studied and the analysis produced. She is explicit about theories being a

theoretical interpretation of the studied phenomena oldw®his standpoint felt most fitting

for my researclposition, and also gave me opportunity to acknowledge, pay attention to, and

reflect on my own past experiences and their influence on the research process.

The GT approach | took involved several k&gps, as outlined by Charmg014)

T

Initial coding or @en coding the initial stage of analysisvhich involvesfinaming

each word, line or segmeénto fidefine what is happening in the data and begin to
grapple with what it meangCharmaz, 2014, p.113).

Focussed codingfia focussed, selective phase thsgs the most significant or frequent

i nitial codes t o sort, synt hesi ze, i nt e
(Charmaz, 2014, p.113)

Memowritingi ii nf or mal analytic noteso written
whi ¢ h ,rémrd anddte t ai | a major analyti andphase
recordaipat h of t he Chaymaz 80i4s p.1ed. Thisiis@ significant

part of constructing hieoretical categories and the event@l, as it allows
opportunitiestdi st o p  @eydur ideasaaboyt the codes in amnd every way
thatoccurstoyodur i ng t he moment 0. ThiCdumorteraaking 20 1 4

comparisons between tlgata, andorming analytic links early in the process, key to

GT.
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1 Theoretical categoriesi using memos to transform and sdotussed codeito
theoreticakategoriesvhich begin to highlight théconceptual elemeritss ] i n a t he
(Glasser and Strauss, 1967, p..3dMismeansas s es si ng bestrepresént c od e s
what you seedap peni ng i and threupherjemodwnaittngoai s[ i ng] t he
conceptual categories o r your devel oping analytic f
p.189).Theoretical categories forthis framework which explains links between the
data, andeads to the formation of the overarching GT.

1 GroundedTheoryi an overarchindgramework whichanswers theesearch questions
posed, byproviding an analytical, abstract, theoretical explanation of Huzial
processerepresented inthedata As outl i ned by Chathimazds (
is a representation of thesearchers coding, interpretations, analysisandtrucions
of the dataformed through an iterative, rigorous, comparative process, which moves

back and forward between codes, memos and categories.

Each of thesestages and how they were conducted in this particular research praress,

described in more detail later in tlukapter

3.4 Research strategy and data collection
3.4.1 Sample decisions

For every PRU involved, one intervievaaconductedvith the EP(s) working in that provision
anda membe(s) of PRU staff responsible for commissioning EP wdRs involvedhadto

be working with the PRU at the time of contact and interview, and the commidsaatierbe
directly involved in working with the EP(s) and commissioning their work in the setting. EPs
had tobe either qualified EPs with HCPC registration, &PF currently completing a doctoral

qualification.
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| consideed involving more parties in the research, perhaps conducting a focus group with
several professionals in one setting, or individual intersiexth different parties involved in

a successful 6case studyéo. Driven -cbmredmy ow
practice, and the importance of keddbgwitmg t he
include parendandc h i | dvoicesidrslation to EP practice in PRUs. However, upon

further reflection, | recognised the potential difficulties of recruiting participants from a whole
system around a child in one of these settings. | was also keen to gather a range of examples of
successfupractice from different settings, rather than a case study from just one borough

Therefore] decided to focus on EP and commissioner perspectives to achieve a broader reach.

Additionally, with the voice of the EP missing from much of the research fdahisike a

pertinent initial angle to take. Given the research with CYP already fiwrethical reasonk

did not want to gather further unnecessary d
approach to the research already reviewed. If yqaugple have told us what works, what are

we doing as EPs and how can we make sure our work is impactful?

As already noted, | chose to focuskK84 PRUsdue to the high rates of exclusion in this age
group and to ensure that all those involved in the reBeeere working within a similar system

and setting. Relatedly, | chose to focus on LA EPsnsure similarity in work contexts across
participants. This excludigrivate EPs$n participating boroughs, who may have besmking

in these settings, but noperating under statutory guidelines or a LA motehose to focus

on inner London boroughs to ensure that the PRU work being discussed was across similar
cohorts of pupils, accounting for the uniqgue demographics and experiences of young people

growing W in an urban context.

| aimed to conduct a minimum tireejoint interviews, although was aware that based on GT

methodology, | would likely require more thahree to reach theoretical saturation or
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sufficiency. As a contingency plan, | aimed to extend my sample to include outer London

boroughs, if during analysis | required further interview data.

34.2 Research recruitment

| used a staged convenience sampling approach within the 12 boroughs in inner London. This
was to ensure that all who were contacted would have the opportunity to participate if they
showed an interedhitially, EPs withinmy placemenLA who wereworking within the KS4

PRU were approached. An information sheet and consent fappgndces B & Q was
emailedto themand the Princigl EP (PEP). Based on their agreement, | requested that the EP

contactthar link PRU, inviting them to take part in a joimterview.

Concurrently,l also contaced EPs | knew irfive otherinner Londonboroughs via email,
explaining the project and attaching the information sheet and consent form. EitR&Rhe

was also copied into this email, or | asked the EP | had contacted to pass the information on to
their PEP, to ensure informed consent at a service level. | also asked that the information was
forwarded to the link EP for the KS4 PRDwo weeks after seridg this email, | contacted

services again if | had not heard anything.

At this stage, EPs froffive services contacted me showing interest, with all attempting contact
with their link PRUs Threeof these boroughs went on to participate in joint inteveiewith

the other two struggling to recruit their link PRUs. Subsequethtigefurther boroughs were
contactedfrom whichoneinterested EP responded to ralmwever, after further discussion,

the EP felt that the KS4 PRU would be unabledaonmit to tke project, due to workload.
Following this, | contacted the finghreeinner London boroughdyut receivedno interest
despite two PEPs acknowledging my emails and passing on the information to their relevant

team members.
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After going through this pross, | extendd my recruitment to outer London boroughs, in an
attempt to secure some more interviews. | used convenience sampling tofoomtamtoughs
where | had EP links, following the same procedure as outlined abo®R fromoneof these
boroughs expressed interdstit due to circumstances d@he PRU they were unable to
participate. Subsequently, | contacted a furtbar boroughs wheréhad links, andour EPs
replied expressing interest in the project. After contacting their PRUs | saouwddrther
interviews. In total | completedive interviews, each including eithewo or threeparticipants
depending on the number of EBfsctommissioning stafivorking in each settingand available

to participate

3.4.3 Participants

In total the study includeti2 participantssix EPs andgix commissioners, frorfive boroughs.
Participating EPs ranged from being in their first yearprdctice post qualification, to
practsing for 19 years Most EPs had been working with the particular PRU settinthfee
years or less, wittwo only beginning work with the PRU in the last yeahe longest an EP

had worked withthe participating PRUvasfour years.

Participating commissioners were all SENCOs aside from one headteacher. Commissioners
ranged from being with the PRU setting for unthes years to over 15 yearswo had been in
the SENCO role fooneyear or less, althmhonehad previously worked in a different role

within the same setting.

Settings ranged from commissioning 56 to 192 hours of annual EP time. This was often spilt
across multiple sites or key stages antthieecases, acrosa/o EPs. The two settinggith the
most EP hours, also had primary PRUs attached to them. The number of KS4 pupils in each

setting ranged from 241.
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Table 3 Interview participants

Interview Participants?! Role

1 Laura EP
Natalie SENCo
Louise SENCo

2 Luke EP
Hayley EP
Claire SENCo

3 Caroline EP
Angela SENCo

4 Steve EP
Amy Headteacher

5 Lucy EP
Phoebe SENCo

34.4 Joint intensive interviews

In line with social constructionism, and the importance of joined up working highlighted in
previousresearch, | decided to conduct joint interviews between EPs and commissioners.
While | considered conducting individual interviews, when | reflected on the importance of the
interactionist approach within EP work, and the function of the EP role acraemsy# felt

pertinent to include commissioners in these discussions. This allowed me to focus on the
relational and social interactions within such work and to corroboraté gelPspectives of
successful practice, with those commissioning and being teghdxy the workinterviews

were alsdbestalignedwi t h my CGT met hodol ogy whi ch ai ms
the researcher can be more involved in devel

participants vi ewgChamad, 2014 p.B5J ht s t o emer geo

As Charmaz(2014)recommadsfor CGT | conduatd intensive interviews. These focus on
exploring the indepth stories and experiences of participahtsfacilitate thisapproach, |

produced an interview schedule witireemain themes, and some possible prompts to use

L All names used are pseudonyms to protect anonymity.
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(appendixD). However, laimedtobd ed by t h estoges and exgeriepcasir teed
interviews and to use prompts only when necessary. A component of intensive interviews is

that they are contextuahd negotiated, serstructured and emergent in natfgharmaz,

2014y Thi s means that they @i nvi ewntggapointiofci p ant
t heir e X (Cramiaze P0t4e B. 1)As Corbin and Mors€2003) note, intensive

interviews allow the researcher to give the interview its initial direction but allow a shift in

control to the participant as it progresses, a process which m@m@nalysis(Charmaz,

2014)

In keeping with this premiset the beginning of each interview, | encouraged participants to
treat the interview as a discussionvibeen themThrough this approach | aiméal elicit joint
perspectivega n d 6 e »op successfud EPGpracticEharmaz(2014)outlines several key

characteristics of intensive interviewing:

1 Selection of research participants who have-fiestd experiece that fits the research

topic
T ndepth exploration of participantsdé exper
1 Reliance on opeended questions
1 Objective of obtaining detailed responses
T Emphasis on understanding participantds p
1 Practce of following up on unanticipated areas of inquiry, hints, and implicit views and

accounts of actions (p.56)

She also highlights intensive interviewing as a flexible, emergent technique that:

1 Combines flexibility and control

1 Opens interactional spacarfideas and issues to arise
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1 Allows possibilities for immediate follomp on these ideas and issues
1T Results from intervi ewe-cosstrumtiordof thenriteeview i e w

conversation (p.58)

Through using joint intensiviaterviews, | was able to allow plenty of space for the participants

to explore the topic and facilitate a rich interactional space, both between participants and
between myself and participants. | chose to use this-seuutured, more fluid type of
interviewing to fit with the GT model, but also to recognise that | as the researcher would not
know all of the pertinent questions to ask beforehand. | wanted to use a technique that allowed
me to be flexible and responsive to what the participants broogitptore their ideas further

and gather a deeper understanding of the actions and mechanisms involved. Intensive
interviewing also allows for the possibility that participants will not interpret questions in the
way that the researcher intends, and tloeeefjives space for follow up probes, and to clarify

and construct meaning togett{@harmaz, 2014)

This process wakowever sometimes challenginm joint interviews. At times it became

difficult to ask followrup probes and gather more information alwautain actions or incidents,

as | also wanted to allow participants to bu
research diary included notes about where | could have asked for clarification or further follow

up. It was difficult to balace allowing space for participants to construct data together, while

also ensuring that my own research aims and questions were addressed in enough detail. This

is where | found my broad themes in the interview schedule to be particularly helpful. After
conducting the first two interviews, | ensured more explicitly that | weaved in each of the three
themes, or points of discussion. This allowed me to cover key areas of enquiry, and to build on

areas discussed in previous intervielgthermore, msuring lasked a final reflection question
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about the interview process afméxt step8aided the enquiry process and helped me to reflect

on the emergent ideas from the interview,

3.4.5 Impact of Covid19

Due to the outbrealkf Covid-19 at the time of gaining ethical approval and beginning
recruitment, | decided to adjust my methodology and conduct all interaelivee usingthe
video conferencing platform Zoonfhis was inline with government guidancat the timeto
avoid all noressential travel and observe social distandighe time manyEPS (and other
organisationshad moved to remotevorking where possible andere also using online
platforms such as Zoom for meetings and consultationspedtherefore, that usingpom
would not seem too unfamiliaor uncomfortable forparticipants.Additionally, due to
uncertainty ovehow longdockdowrband social distancing would be in place, this seemed the

most feasible and safe option for completing research.

3.4.6 Pilot interview

Before beginning data collection, | conducted a pilot interview with two trainee colleagues to
practse using both my interview schedule and Zoom. In particulesed this as an opportunity

to try out my introductiona the interview and how it would work over Zoom. In my interview
schedule, | included some caveats around video work such as the possibility of technological
issues, others interrupting due to poor connection and not being able to read social cues in the
same way.The full contents of thiscript can be seen in appendixl also practiced recording

the interview over Zoom, to my device, as agreed through ethical apfappahdix A) After

the pilot interview, participants reported that the interview worked well over Zoom.

Both participants had previous experience working in a PRU or similar setting, either as a TEP
or in a previous role, and so could draw on their experience dinengterview. | was able to

practse using my schedule and learnt that the possible prompts and broader themes included
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were helpful in guiding the conversation to answer my research questions. However,
participants were both TEPs and did not have andifmissioner relationship within the same
PRU. This element of the interview involved participants creating fictional examples of EP
practice, and so it was difficult to see how the conversation would flow in the actual interviews,
where participants wouldave real casework and a working relationship to reflect on. While it
would have been ideal to pilot the interview with a SENCo and EP in a working relationship,
it would have felt unethical tthen excludehis from my analysis Therefore, completing a

pilot with some fellow trainees felt more appropriate and allowed some useful insight into the

nature of video interviewing and the structure of my interview schedule.

3.4.7 Data transcription

| decided tatranscribe all interviews myself, to familiariseyself with the data, and to help

with my later analysis. This ensured | did not miss out on any developments in understanding
the data, which can happen when outsourcing transcriffibiey, 2003) | found this a
particularly useful process, espeagalt observing interactions between participaatglwhen

| came to analysing my datbwas familiarwith the nuances of the conversations. This also
helped ensure accuracy of the data transcription and that pertinevgnhah communications

were transcribed. Choosing to transcribe myself meant | was able to take this apptvach

et al., 2005)

| used verbatim transcription where appropriate, including laughter and other sounds which
were relevant to the interactions. | used ellipsis to indicate signifigamses and | also
transcribed some movements and gesturgmianthesiswhich felt particularly pertinent to

the conversation or relationship (e.g. nodding or certain facial expressions). | decided to use
this form of transcription to ensure the negbal relational interactions between participants

were not lost in analysiBailey, 2008) | alsochoseto transcribe particular sounds such, as
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hmm, ah, ok, and umm, as they can capture important information such as monjeints of

agreement and reflection in conversati@ardener, 2001)

These aspectsereimportant for my research topic, as | intended to consider the relationships
betweenthe EP and commissioner during my ars$y Transcribing some of these nuances
was possible due to the video recording made on Zoom. This added an extra layer, which would
not have been captured had | been conducting interviews in person using audio recording. Once
| had transcribed my interwes and before beginning analysis, | checked my transcriptions
once more in full on a separate occasion. | read them alongside the video recording to check
for mistakes and ensure consistency in style. An extract of transcribed data is available in

appendixE.

35 Ethics
35.1 Informed consent

To ensure participants knew the requirements of the research and the risks involved, | provided
a detailed information sheet and consent faappéndicedB & C) which participants had the
opportunity to read andsk questions about before participating. Before interviews | received
completed consent forms for all involvadd| gave further opportunity to ask questions at the
beginning and end of the interview. Specific areas of risk and ethical considevatiomow

be discussed, including how | addressed them through my research design

3.5.2 Confidentiality and anonymity

All data was stored confidentially on an encrypted laptop device, in line with the Data
Protection Act (2018) and the Univergitypata Preection Policy and was anonymised upon

transcription. This was to ensure participants were not identifiable in the research write up.
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This also aimed to ensure participants did

| alleviated these risKsy:

1 Ensuring all data was anonymised so that participants could not be identified

1 Keeping details of participating boroughs and participants confidential

1 Explaining to participants how information would be used, processed and stored and
how anonymity wald be ensured. This was done in the information sheet and consent
form, and at the beginning of the interview.

1 Giving participants opportunities to ask questions about this before consenting to

participate and at the beginning of the interview, befcead¢icording began.

3.5.3Discussion ofcasework

Despite being reminded at the beginning of the interview to use initials of any specific
casework involving CYP, participants did occasionally discuss first names of CYP during the
interviews. Consent was nsbught from CYP and families for their inclusion in the research.

To account for this, and to ensure confidentiality and anonyhgtysured all names were
changed to a pseudonym/initials during transcription. Data was also stored securely, as outlined
alove. Any specifiddetails from theseases, which may have been identifiable to the CYP,
family or participants, were not shared in the results write up and content that did not affect the

findings was edited to preserve anonymity.

3.5.4 Difficult or distressing experiences

As | acknowledged in the information shdeppendix B) and at the beginning of each
interview, work in PRUs can be extremely complex and emotionally demanding. It was
possible that specific case work/experiences thad been difficult or distressing for

participants would be raised in the interviews. To account for tressuedthat appropriate
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debriefing measures were carried out, including the opportunity to speak to me individually, or
as a group after the imaew. | made myself available for the hour subsequent to the interview,
via email, if they wanted to arrange a video call. | also turned off the recording at the end of
the interview and gave opportunity to reflect on how they found the experienceasidaioy

guestions.

| aimed to provide an emotionally containing interview space, using active listening and
empathy, and drawing on my consultation skills developead a&P. | aimed to help
participants identify where they could access further relevant support, remihdingd use

their supervisors or line managers to discuss anything that came up. | was also prepared to
signpost to relevant resourcasd services where necessary, such as theirl@Rsured the
participants knew that they could stop the interview attiamg or ®uld decline to answer any
guestions that were too difficulthroughout the interviewmonitored the emotional state of
participants closely to consider what other supmoraction mght havebeen necessary
aftewards However this sortof addtional supportand signpostingvas not necessary in any

of the interviews.

3.5.5 Working relationships

When designing my research, | was awtnat joint interviews had the potential to raise
difficult issues within working relationships between EPs emamissioners. | took several
precautionary measures to account for.thjgovided a clear information sheet and consent
form outlining the nature of the research and the fact it indav@int interview gppendces

B & C). This was to ensure participa were fully informed of the aims of the research and

could consider whether this would be a helpfaflectiveactivity to do together.

Additionally, through using a&trengthsbased approach offered the opportunity for the

working relationship to be supportadd strengthened\t the beginning of the interview (see
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interview script inappendixD) | acknowledged the strengtbased approach and highlighted
the fact that while there may be difficultiestire work, there was no obligation to talk about
these, or indeed to answer any question they felt uncomfortablelwitlards the end of the
interview, | provided the pportunityfor the participantso reflect on angblantheir next steps,

to ensure thenterview focussgon positively moving forward

Throughout the interview monitored the communication and interaction in the interviews
closely and aimed to provide a containing and reflective space for any differing opinions to be
aired.Joint and indiidual debriefing opportunities were offered at the end of the intetdew
ensure any difficulties could be procesdedrticipants weralsoreminded and encouraged to

use their own supervision or line management meetings to consider any issuesldowas
prepared to make recommendations for participants to follow their professional guidelines and

protocols relating tonore seriouslifficulties.

However, each of the interviewsmainedositiveandno clear issues in working relations$ip
arose.No partcipants took up the option for a joint or individual debrief after the interview
finished.All participantgeportedhe interview to ba rare and useful reflective spateeling
positive andencouragd by the process. Feedback frgrarticipants on the process will be

discussed further in the findings and discussion chapters.

3.5.6 Safeguarding procedures

Due to thechallengingnature of PRU work, and the cohort of CYP attending, it passible

that safeguarding concernsght be rased during the interview. To account for this, in the
information sheet and at the beginning of the interview, | made it clear that any safeguarding
or fitness to practice concerns raised during the intervienldvbe passed on following

appropriate procedes. | acknowledgeg a r t i cexpergenceé snddealing with such
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situations, and in each interviewe agreed that if anything waaised,we wouldplan next

steps together. No safeguarding concerns were raised in any of the interviews.

3.5.7 Benefit tgparticipants: catalytic validity

An important ethical consideration of any piece of research is to consider the benefit and
positive impact on the research participants. Catalytic validéfers to the degree to which

the research process-odents, foa s s e s and energizes particip
reality in order to better transfornoi(Lather, 1986, p. 67) considered this when planning

my research; | hoped to providarficipantswith the opportunityto reflect on successful EP

practice in KS4 PRUghus encouraging what Fref973)t er med &éconsci enti ze¢
practice, in order to enhance Ih line with solutioAfocussed practicéde Shazer & Dolan,

2007) by taking a strengthbased approachaimed to encouragparticipantsto consider

owhat 6s wthusknbtivagethemaondd more of the. Relatedly,interviews gave the
opportunity forworking relationshipso be enhaned, in turn benefiting the CYP attending the

PRUs, and other staff working in the@n a wider scale, theesearch providkparticipants

with a document and model to use when planning and evaluating future work in KS4 PRUs
which also drew on positive ptaae in other settingsAdditionally, participants vere given

time to stop and reflect, evaluate practice collaboratively and learn from each other. During the
interviews, participantsvere asked to describe experiences of successful practice and to
consicer the facilitating factors which lead to success. offeredopportunity for participants

to consider how to harness these moving forward in their wookentially leadng to

developing and changing future practice.

3.61ssues of validity, reliability and trustworthiness

A key part of any resednds ensuring that the data is vakohd reliable. Howeverthese

concepts hold a different meaning in qualitative research, comparedrtpdbiéivist origins
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(Creswell & Creswell, 2017)There has been much debate over howdoceptualiseand
understandhemin relation to qualitative resear¢@uba & Lincoln, 1994)with suggestions

that wvalidity and o6t r ust waaltdtiveistndegCsedwela& e t he
Creswell, 2017; Guba & Lincoln, 1994; Robson, 20H9bson(2011) conceptualises ideas

of validity by looking at how threedy threats to validity (description, interpretation and

theory) are accounted for in any given study. To mitigate threats of providing invalid
descriptions of the data, | video recorded all interviews, and followed a detailed transcription
process for eaclof them, as discussed above. This ensured | was analysing accurate
descriptioms of the interview content. To ensure my interpretation of the data and the theory
generated were valid and emerging from the data, | engagie ifollowing processe®

ensue trustworthiness of the interpretation

3.6.1 Representing participants wellestimonial validity

Due to the theory generating approactsdf final interpretations of the data risked not directly

or clearly representing the original meaningrafividual participants. Data analysis was also
subject to my own researcher bias and experience as discussed earlier. To account for these
risks as far as possible | took several precautionary meabutke information sheet, | made

it clear that | wold approach the data with my own perspective and would be generating a
theory based on all the interviews | conauttl also made it clear that several different
participants would be involved and therefdiedings would be representative of a range of
viewsandcontexts. This information also aimed to address any concerns aroundsféleting

indi vidual settings or boroughs were being 60

| alsoapproached the data openly and was mindful of my own biases. | recorded tingse in
research diaryral inmemos throughout the process and ensured | fetldvh a r (20249 s

recommended model &@T data analysisdiscussed in more tl below | also paid careful
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attention to all aspects of the data, transcribing and codirsgetibns in detaill shared my
processes, findings and interpretations in research supervision. This ensured | was supported

to reflect on my researcher biasd helped my own reflexivity.

| analysed my theoretical conclusions against current literature. This involved carrying out a
second literature search after dh@ompleted data analysis and theory buildingrovided a
summary of my findings and the tiretical mode(appendixU) to participants to gather their
feedback and to ensure views had not been misrepresentitalso provide them opportunity

to read my full thesis if desired.

3.62 Bias and rigour

As noted in chapter 1, | came to the research with my own past experieneesngered

ideas, and some understanding of what the literature already said. Additionally, by taking a
CGT approach, | chose to accept myself as part of the data constradi@research. As a
result, it was particularly important that | paid attention to any bias | might be bringing to the
research process and reflected on this. This is where my research diary, memos and supervision
were key in helping me reflect ahe praess behind my analysand whether my own
assumptions had played a role in my coding and theoretical ideas. By mapping thought
processes in memgolswas able to return to these and triangulate ideas against the codes | had
formed. Throughout this proces&ept an audit trail, screen shotting stages of analysis and
populating my research diary. This was to track howiémal produdi was reached and thus
prove trustworthiness and rigofMason, 1996, p. 150)More information about the rigour of
some of these procesgegdscussed in the following section which outlines the data analysis

process.
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3.7 Data analysis
3.7.1 MaxQDA: computer assisted data analysis

| used MaxQDA, a programe for computer assisted data analyBkgs provided me the tools

to conduct a systematic approach to coding and organising my data, particularly useful when
taking a GT approach. | chose this programme, as the one available through the university, and
that colleagues, and previous trainees had recommended for GT analysis. | found the code
organising system to be helpful in this process, particularly the search function. | also used the
grid function in the analysis tab to later examine codes acro$is¢hpterviews and to check
prevalence of focussed codes and theoretical categories across interviews. This was particularly
useful for quick access to data during the write up of my findings and to cross check steps of

analysis and theory development whegating the final model.

3.7.2 Open coding

| started analysis by coding interviews line by line. However, | did this in a flexible way,
sometimes codinghort phrasge and at othepoints coding longer, complex sentences
paragraphs. | did this for thedirthree interviews and began to organise these individual codes
into slightly broader subheadings during coding of the second and third interviews. A
screenshot of progress at the end of the open coding of thafasinterviews can be seen in

Figure8.
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Figure 8 Screenshot of open coding progress at end of interview 3
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[5) interview 2 transcript m { simpler, | mean Caroline when you drew out the person-centred outcomes, you know that piece of work
[2) Interview 1 transcript 407 for a student was more helpful than a lot that we've done as a school in terms of reports etc that a child
[ sets 0 never sees umm and never gets to give a view on, the fact that they were there and formulated that report
umm has to be more meaningful, and the work that you did with Sean in terms of the transition again, this
is about you and I'm talking to you and I'm listening to your responses in your voice and | think umm,
yeah it just made me think about how often we go away and scribble things um from our own perspective
é and in our own words um so yeah, it's been, it's been yeah quite a reflective period to be fair yeah

Fiona: mmm yeah, that’s really interesting and | think | guess... | guess I'm aware that we’re coming to the
end, we've been here for nearly an hour and | don't want to keep you guys too long, but umm my last sort
of question is just thinking around you've got all these hopes for the future, and | suppose part of our
conversation has been thinking about this is early on in your relationship, you've still got plans that have
maybe been scuppered a little bit by Covid but that you're hoping to carry on with, what what challenges
have you had to overcome in moving into this way of working Angela, and if maybe you haven’t you don't
@1 Code System L) G P % Dz x feel like you've had to overcome those challenges yet what do you anticipate might be challenges in the
future for shifting to this way of working?

Ga Code System .77 % Angela: | think there might still be umm, maybe reluctance in certain corners, just in terms of classroom

@4 PRU as a different approach 6 { observations or what challenges might, or what a challenge might look like and | think there's a little bit,

there’s still a little bit of reservation over umm, it's about how time is valued, so you know that thing about
this might this what's worthwhile doing, this might take a little longer, and this might look like another
meeting and it might look like a simple conversation, but it's worthwhile doing and I think those are some
of the barriers that | would need to overcome in terms of how are we going to change the way we work in
school, what's valued, umm because obviously we value the same things, we do want to see progress for
(@ Transitions in and eut 44 { individual young people etc etc but umm | think sometimes we are still you know we might still be looking

rauma and intergenerational needs 5

g Every CYPs needs unique 8
@ Differing perspectives/priorities among staff 24

@) Individual work with CYP 5

P desire to meet PRUs needs. 5 for those instant sort of changes (laughs) and that slower burn it has to be that has to be valued | think

YP let down by the system/commen pattemns in ... 33 umm and that might be a challenge you know umm, staff feel, staff also feel you know they've had a lot of

20 training in the past and speech and language you know all of that and | think one of the other challenges
is we've heard that before, we know it, we've had the training and | challenge anyone and | say look hey

P necessary

CdEndings 2 right I'm challenging myself here guess what | can remember only 4 relevant things from the five years of
(@ Complexity/pressures of PRU work 33 training I've had in terms of speech and language, whatever it is, that we don't, we might hear something,
(EgHopeful about future work 29 we might even learn something but do we use it, and the training um that I'm hoping for, and we've

Eo &lo %o $a0 i & [} #% Simple Coding Query (OR combination of codes)

During this process, | took examples of my coding to supervision. We examined an extract of
text, and my supervisor was in agreement with my coding cfebion, particularly the level

of detail. We added only one further code extract, as it was a section that could have been coded
in a several ways. Throughout this initial open coding sthgemed to code actions of
participants rather than simply thesnén line with a CGT approach (Charmaz, 2014). | also
used language or wording of participants, taking an in vivo coding approach where appropriate.
As part of the research was considering the relationship between participants, | ensured | was
coding actons relating to relational dynamics between participants, as well as practice spoken

about.

3.7.3 Focussed coding

As evident fromFigure 8, this detailed approach resulted in a high nunabeodes, and so
through this process, | examined similar codes within subheadings to see if some could be
combined. This process also helped me step back into data | had coded days or weeks

previously to check whether my coding still made sense. Duringtdge, | also moved codes
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around if they seemed to fit better under different subheadings. When | analysed interview 4, |
coded in slightly less detail, often coding bigger chunks of text, and looking to code areas
which were either aligned with or oppdsi® the codes formedfter thisinitial open coding
of interview 4, | organised my codes into broader categtwiescate focussed coded this

point| brought my coding to supervision (deigure9) to discuss my findings so far.

Figure 9 Screenshot of sharifgcussed codeduring supervisiorfafter coding4 interviews)
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During supervision, we agredide need to return to the open coding for intervievodking
for areas where ¢ould code in slightly more detail. This resulted in a move from 90 to 213
codesn interview 4.

3.7.4 Memos and research diailyaiding the iterative process

Throughout the coding and analysis process | engaged in memo writing, which | found useful

for jotting down initial theoretical though{see examples igopendix F) | used this function

66



on MaxQDA to begin to make links between what | had coded so far and areas for reflection
and further exploration. | conducted interviews 4 and 5 during and after |dmaglated
analysis of the first three. This allowed me to engage in the iterative process of GT, and to
consider gaps in the data, where | wanted to gather further detail in the final two interviews.
During this process | kept a research diary of my owandghts and reflections after conducting

and transcribing each interview. These reflections highlighted some areas where | felt | wanted

to gather more detail and explore initial theoretical ideas.

During later interviews | was able to expand on and askitaéreas which came up, such as

EP involvement in statutory assessment and the EHCP process in PRUs, and the importance of
shared values, vision and flexibility. When participants in these later interviews shared
experiencesvhich resonated witthose shiged in previous interviews, | was able to reflect
back with participants links that | was beginningriake andask more about these areas. For
example, ideas around how EHCPs were thought about, and the impact of statutory work on
the EP role came up across all three of the first interviews. This led me to explore this area
when it was noticeably absent from intiew 4, to explore why there was such a contrast in
experience. This meant that participants were very actively engaging in the process of theory
formation. In addition to written memos within MaxQDA, | useaice memosduring the
theoretical coding stagef the research, to help explore my own thoughts and make links

between emerging ideas.

3.7.5 Theoretical categories, sampling and sorting

Early in the analysis procesasing my research diary,began to record initial thoughts of
theoretical ideas lirdd to the data emerging. Throughout my coding processessidered
my own previous professional experiences, and what was saxtmgliterature, attempting

to recognise whether anything that | was coding was not coming from the data. Returning to
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the codes, and, in particular using the code table function, helped me to crosscheck ideas with

the data.

After my initial analysis of interview 4, | used a voice memo to reflect on theoretical ideas so
far. | listened to this, typing up key reflectionsdacrosschecking ideas against the data. This
helped me begin to establish tingoretical idearoundthe EP andcommissioner functioning

in the way parents daithin a family. | discusedthisin supervision further and compdri
against codegstabliked in the data. After discussing interview 4 in supervision against
existing focussed codes, and then completing further coding for this interview, | concentrated
on developingmy theoretical model. | formed 1droadertheoreticalcategories, organising
focussed codes into these, to see if they fitted with the overarching theory. This mreckss

in 11 theoretical ategoriegsee Fgure 10).

Figure 10 Screenshotf 11 theoretical categories after analysin® sterviews
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about was just what's the hope for having an EP involved in the PRU so
in this setting, and that can be from both of your perspectives so... why
commission an EP and what do you hope to get from it?

°  Phoebe: Shall | start with that one? Umm so | think umm we try as much
as possible using kind of like the assess, plan, do, review kind of
process to first of all see if we can help the young people that we're
working with, and our first kind of step is with (inaudible) and we will
use like a referral form with the tutor’s, we've got a really really good
ELSA actually. She's only started in September but already we can see a
massive difference in umm in the children that she’s working with, and
sort of like ELSA intervention across the school, its sort of feeding into
everything that we're doing, so that would be our first step, but | think
if we on that process, that we're still seeing continued problems, kind
of stroke issues, especially around, | think with our young people it's a
lot to do with anger, if the anger is still is just like, it's really bubbling
away for a lot of our students, and anxiety umm and mental health,
then we do actually Lucy and other EP to get involved, because we can
do so much but then | think as professionals we recognise that actually
we need additional help, additional advice and expertise for some of our
young people, so that's potentially one of the main reasons we, we get
Kodb ema imianteiad

#/Big dreams - planning for
J Influenced by resources an d external pressures, /s, 165
2 sets 0

Once | had formed my theoreticahtegories | engaged in what Charmg2014) terms
theoretical sorting. | wrote theategorieut on posit notes and included the focussed code
subheadings within them. Physically rearranging these, | began to think about explanatory links

between the focussed codes and theoretical categdhes helped me to considehether my
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theoretical ideanade sense for all the data. Once | had usedifpostes, | transferred colour

coded categories and focussed codes onto a word document. Moving these around and using
arrows to think about influaing factors between them, | continued to tweak this in an iterative
way, going back and forth between the document and the data on MaxQDA. | then returned to

the data, examining each focussed code again to check it fitted with ideas in the model.

At this point, | completed coding for the final interview. | coded against existing codes, as well
as for anything new or different from the theoretical ideas emerging. At the end of this process,
and when considering the sheer volume of codes in the secongdacatey on &6r el at i
separated out one focussed code from that, relating to qualitiee EBP-commissioner

relationship resulting in 12 theoretical categori@gure 11)

Figure 11 Theoretical categories aftemalysis of all interviews
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10 the anger is still is just like, it's really bubbling away for a lot of our
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Lucy and other EP to get involved, because we can do so much but
then | think as professionals we recognise that actually we need

Fial [ ] A Simple Coding Query (OR combination of codes)

As part of this process, | engaged with the datalaeary buildingn a reflective and reflexive
way. In both my research diary and memos on MaxQD#rote down any ideas related to
theories | was already familiar with, noting my own preconceptions and prior knowledge. This

helped when considering my final theory, as | was able to track the theoretical journey | had
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also been on as a researcher.past of some of these memos, | also included links from
experiences in practice, or conversations | had recently engaged in, which had sparked ideas
relating to the datéappendix F) This helped me to be as transparent as possible ahati

was bringimg to the construction of the theory. By noting down these thoughts, | was able to
compare them against the codes and the data from interviews and recognise what was coming
from the data and whiafThislensurad ghb moddd ecreatgaa t t i n g
emergent from the data, and a trustworthy reflection of participants constructions of successful

EP practice.

As mentioned earlier, | engaged in the iterative proce&Tothroughout analysis and when
conducting interviews, checking in and following on ideas gathered in previous interviews.
However, there was one area where this process became explicitly part of my theoretical
sampling. Ideas relating to the importance of shared values and language within-the EP
commissioner relationship had bearyalent in all interviews and seemed to be a vital part of
their successful relationships. In interview 5 | explicitly explored these areas, reflecting back
what | had noticed in discussions between the two participants, and asking about how they had
cometo recognise and understand their shared approach. Taking an iterative approach in early
interviews and analysis, and then later building on this to conduct explicit theoretical sampling

in interview 5, greatly assisted in my development of a robustdtiearmodel.

3.7.6 Theoretical saturation

A key part of GT is working towards theoretical saturation during the analysis. As hoted,
analysed interview 5 having already formed timgoreticalcategoriesand with an overarching
theoretical idea in mindl'his helped me test out these codes against the data from the final
interview and recognise areas of similarity and discrepamicje still being open to new ideas.

Charmaz2014)talks about theoretical sampling @nceptual and theoretical development
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of your analysis (p.197), with the aim of fitting emerging theories with the data. Analysing
interview 5 with a theory in mind, helpede to complete this theoretical sampling and ensure
that ideas fitted with the newest pool of data. During this process, less than 50 new open codes
arose, and these were all as a result of unique contextual circumstances. Areas of variation
related to dfering contexts, will be discussed ine findingschapter. However, while these
variations were at an individual level, each of these new open codes were easily sorted into
focused codes and theoretical categories, with no new theoretical categorieq seeitgdre

12for finalised categorieandappendix G fortheirprevalence across interview§omparisons

| made between them and data from previous interviews helped explain their place within the
theoretical category and their associations with the wider theoretical model. This process
helped me dmowledge that | had reached a sufficient level of theoretical saturation relating
to my theory. Indeed, Charmg2014) speaks aboutht importance of considering the

following questions regarding theoretical saturation:

1 Which comparisons do you make between data within and between categories?
1 What sense do you make of these comparisons?

1 Where do they lead you?

1 How do your comparisondulminate your theoretical categories?

1 In what other directions, if any, do they take you?

1 What new conceptual relationships, if any, might you see? (p.214)

| considered these questions during my analysis, especially when reaching thétildory
stage, and engaging in theoretical sampling and sorting. Examples of the comparisons made,
and how they formetheoverarchingGT will now be introducedn chapted and discussed in

more detail in chapter. 6
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Chapter 4: Findings

I will now presat the GT that emerged from the analysis, which presents the EP and
commissioneragarens 6 who pl ay a parent al(Figurel3eThimnd f u
includes12 theoretical categories, each represented by a coloured section on the diagram.
Categories are coloured coded in line with colours assigned during analysis on MaxQDA

(Figure 12).

Figure 12 Screenshot dinal theoretical @ategorieson MaxQDA

@ Code System () g O & Mz X
cm Code System 2131
(© ¢ Positive 'parental’ relationship - collaborative and open 167
(© ¢ Shared core values, goals, approach and language 209
(@ g Relationships and communication across the 'family’ 530
@ 'Nurturing the wider environment - systemic focus 133
@4 Internal working model - rebuilding trust and expectations 102
(@4 Prioritising CYP involvement: empowerment and agency 177
@ Joint reflection to facilitate learning and development 192
(©g Acknowledging and containing difficulty 100
(© ¢ Flexible, responsive to needs and going above and byond 110
@' Seeing the best in the children 105
(@4 Big dreams - planning for positive and successful futures 124
(@4 Impacted by resources, external pressures & 'parental' support 182
A Sets 0

The GT diagram below shows how theoretical categoiigsract. hey have also been
numberedo ease navigatiomThe first three categories were found to have a strong influence
and connection to all subsequent categories, hence being in capital letters at the top of the
diagram. Plain black text, outside the colour coded sections, indioate practicaland
explanatoryexample®f how the EP and commissioner took up their rokiadings from ach
category will now be outlined individuallin numerical orderDue to the nature of GT,
elements of discussion will be brought into the summanfethe first three categories to
introduce theikeylinks to the theory. Further discussion relating to all categadhesGTand

the wider literaturevill be made in chapter.6
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Figure 13 Grounded theory diagramEP and Commissieer asgparensd
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4.1 Theoret:.

RGO 1. POSITIVE 'PARENTAL' EJGY
\wi\ oot RELATIONSHIP - "ra

cal category 1IcollaPocasvedndopen Opar ent

UEN
e

COLLABORATIVE AND

OPEN

This first theoretical category frames the -&nmissioner relationship as positive

collaborative and open. Across all five intervegrarticipants believed they were 'in tune' with

each othemand valued the relationshiffhey showed examples of working together, being

honest, curious, learning from each other and communicating cléay @work.Participants

alsor ecogni sed

each

0 &nl skillsdrs examples iwhere the relgtionsHipi t i e S

was new, participants reflected on and compared their relationship to previeus EP

commissioner relationships. There were six focussedscudthin this categoryFurther data

from each code can be found in apperdix

Table 4 Focussed codes from category 1 and preval@gcessinterviews

Theoretical category Focussed code Number of open Interviews
codes
Posi ti ve O Workingwell together 49 All
relationshipi
collaborative and oper Recognising each 30 All
ot herds po
qualities and skills
Reflecting on previous 28 All
relationships learning
from experience
Close and valued 15 All
relationships
Honest, curious, open 29 All

and reflective
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Informa 16 All

4.1.1 Working well together

Participants explicitly reflected on instances of working well together (B; & 1089)?,
having a Agood relationshipo (4, 56) , being

62; 5, 24). In interview 5 the SENCO reflected:

|l think because we do work so well togeth
between the threeof s, and youdll say 6éoh no, why d:

built on, so it is quite a flugl approach to the plans for the ter{H08-9)

This example shows participants as responsi
Participants showed examples of working and reflecting together to reach a common goal, such

as when EPs wondered Ahow we c o wwrlwden8ENCosor e h
reflected Atheydre good to us in terms ofé r

(1, 44).

4. 1.2 Recognising each otherdés positive qual

Across interviews | coded examples of participants recognising and praising eabhe r 6 s s ki |
and qualitiesWhen discussing a recent organisational chamggect,the EPs irinterview 2

prai sed t thexe wasEybuCaod a cdiuple of key members of staff that really really

drove the whole thing forwaed(29), fevery meeting, evgr acti on was compl
documents were sent @aui27). Similarly, at the end of interview 5, the EP noted fi | t hink
what 6s been nice actually is reflecting on h

depart menté compar édat bot hhastHatogpantsahewed ¥y é 2 65 )

2 Refers tainterview numberparagraph numbefrom MaxQDA interview transcript)ln some instances, where
interview number has been stated in the text, only paragraph nisygrervided inparenthesis.
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plenty of examples of building each other, ppaising boththeir actionsandtheir relational

skills.

4.1.3 Reflecting on previous relationshijppdearning from experience

In all interviews,participants drew on examples of previousd@fhmissioner relationships

and compared these to their current working relationships. This was done in a reflective way,
to learn from experience, ammbnsiderhow they had shifted their practice. The SEN@oD
interview 3 reflected on the way they used to commission EP work from an outside agency in
a oneoff, assessmesiased way She recognisethat theyfiwe r e n 6 té eabed thatt o
practice or t&¢ cascadé practice to other teachers, to students and to rksdiy from i

(3). She reflected that:

if we didnét change the way we actually c
EP, i f we didndét have aahookwke wauld @ntinugiotb t o Kk

the future just getting one off repsr{14)

Ot her EP participants refl ectedwhwmaybehad r r el
different expectations around the role of th@ERP34not i ng t hat fAmagbe we
t hose expl i ci t8l).tninteview 5a kessicallabaadive padt relationship was
spoken about: it was very separateo, and
Acol |l aborawasel iy ke £ |boenotkirg back, dl there wapno space for

reviewo (42). Commissioners imnterviews 1 and 4 spoke of very positiatationshipswith

previous EPs but highlighted the need to have the rightd&Rking ina PRU.

4.1.4 Close and valued relationship

All participants expregsl how much they valued a closeorking relationship.The EPin

interview 4 appreciated
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how good it is to work at the PRU the staff are so warm and welcoméngthey
appreciate having an EP andhey valuei# Amy, youbve tta&howed a |

much youguys value me, but it works the other way as well, | really value(yp&7)

The headteacher al so r ef | averemmghisegust hdwaraluableg an
thattimei® i t reallgi@portant for us to have an EP that really understandsontexb

(4, 55). Similarly, in interview 2 the SENCaeflected:fil think i1itds incredi
havee such direct access and close working relationships BRkhere (5). The close
relationship was also framed as sometlit@mfortabl®a n delaXed (1, 101)and something

t h afikept sne going a bit over the last ter(b, 24).

4.15 Honest, curious, open and reflective

All participants showed examples of honesty, cutypsipenness and reflection. For example,

a SENCOasked is there anything that you think we could do our end Hayley about making

that kind of thing easiér ¢2, 80) when dilemmas around how the EP is positioned in the PRU

came up. Participants recognidbd importance of reflecting and learning together, aided by

the close relationship. The SENCo in interview 3 showed her willingness to grow as a
professional t h r amuyouhbuild lradationskip,lad m omstheé pawdr e
practicesthatcahe qui te annoying to an eXx Egehelpeal pro
me to improve certain aspects of what bd8, 3). Participants also showed examples of

valuing honesty with each other. The SENCO in intervigwighlightedthat she deliberately
matches CYP witheachER:t 6 s about the fact that gou and
| think that matching is really important | |l ove being able to tell

feeling comfortable to s&y(66).
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4.1.6 Informd

| coded examples of humour in all interviews, demonstrating a sense of informality in the
relationships. Participants seemed comfortable to laugh, joke and tease each other. Participants

al so spoke about feeling aPRbBaaedwithfeabthco
comfortabl e, rel axed, I know | could juste
101). This level of comfort was spoken about in reference to informal, but also more
challenging conversations (3, 60). Prioritising infafmelational times together wasenas

important fAj ust that Kkind of informalityeé yes | ¢

building and makes you feel part of the scho

4.1.7 Summary and link to theory

All six focussed codemreaspectsyou might see in a positive parental relationskipere the

parents are comfortable, open, honest and working togéttkery part of tlese findingss the
influencing role thigpositve6 par ent al 6 rel ati onship eEPays on
relationships with and i n\Indeedifiething relationshipist he sy
key, thatés the one key thing ©6@m®LUhsGT t he r
frames thigelationship as something theascades down thugh the systento the students,

much like the caregiver relationshipsafamily. Examples to showow this happens witiow

be presented iaachcategoy and explored further in the discussion chapter.
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4.2 Theoretical category 2: Shared core valuespgls, approach and language

INgy

ua“c\“ev -, e
e . v, VNG
o® "

e®

2. SHARED
CORE VALUES,
GOALS,
APPROACH

AND
LANGUAGE

Shared values, goals, approashnd language @reevident across interviewBiscussion and
agreement over concepts such as 'needs’, the function of the EHCP modesst success
and achievement loekl like were prevalent, as well as some strong feelings about the
education system and need for change. There were four fdcosdes within this category.

Further data from each can be found in appehdix

Table 5 Focussed codes from category 2 and prevalaccessinterviews

Theoretical category Focussed code Number of open Interviews
codes
Shared ore values, Conceptualising 97 All
goals, approachand 6 needs 6, ¢
language EHCPs
Shared professional 78 All
values/ethos
Perspectives on 22 All
academic assessmer
6abilityéo
PRU as a different 10 1,2,4,5
approach

4. 2.1 Conceptualising 6needsé6, SEND and EHCP

Data in this code covered different approaches to and conceptualisations of the EHCP process

and t he functi on of it as we l | as broader

79



discussions highlighted thelua of a shared understanding over how theEdPommissioner
approached these, and core goals about the purpose of this involvement and support for CYP.
Some participants highlighted the important function of the EP and the PRU in securing EHCPs
forCYP:iobviously Claire [ SENCo] feels strongl
gettingeHCPsf or young people so that they can hav

when they move ono (2, 86).

Linked to this was the idea that CYP arrive witimdiagnosed SEN®(1, 7), with frustration

expressed at how needs are often misunderstood at mainstream. Participants reported a backlog

of referrals (2, 89) and still needing to apply for EHCPs at the end of KS4 for some pupils (1,

89). Some highlighted tht a | | CYP at the PRU have additic
havendt coped i n mainst r eievedas ih@rtant@6all thes&e P i n\
CYP, and across interviews Oneedso6 were focu

nomalise SEND and talk about it in a different way (3, 75).

However, the SENCo in interview5wanteditv oi d t he typical respons.
into EHCPs and specialist provision, by ensuring all other avesmessxplored first (20),

involving EPs in more action planning and joint reflective consultations rather than one off
assessmenttn interview 4, the EP was not required to conduct any statutory assessment, so
theyspoke aboubeing free to use their time a morefistrategio way (). No matter the focus

and context within each provision, &&ndcommissiones shareda vision abouthe focusof

their wor k, |l ed by how they concept waskd sed 6

on this.

4.2.2 Shared professional values/ethos

Participants across interviews linked their positive working relatiortshigeir shared values

and ethosThe EP in interview 5, felt that shared goals and vision spurred on the positive
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changes in their work23). OneSENCor e f | e ccdorenibn \v@loes With people who are
working with young peopl e ant[bavel seenlthe aagativeex c | u c
impact of thato (2, 45), suggesting that this

take. Another EP reflected to the SENCo:

when 1 listen to you talkyour values just absolutely shine through for me so strongly
and | really gravitate towards youalues, because | think | share a lot of thetthink

those underpin our working relationship really stron{y92-94)

The headteacher in interview 4 highlighted t
work and our et hos 0 ked together dor sb lorgtthatiwe knonhyaw e w0
under st anRarticipants algo 2d&ed the importance of values b@hgredamongst

e v er y on endhe éyStenforeféegtive working.n interview 2, the SENCwas striving

for this shared visionacres t he sy st e mwhatindedsnolchamgg and low cah wefi

do it, how can we get everybody on boar(83). In interview 1, the SENCo highlighted how
foundational t waed :ngA abl e t o r e aél dotthattsame sharedtiohéat ever

| would find it really difficult to work with anybody wh o i snét o@2.i |l d centre

4. 2.3 Perspectives on academic assessment, O

There was some discussion around sorting access arrangements for YearsSl Bmd2he
difficulties involved in accurately assessing levels of attainment and ability when CYP arrive

at the PRU (570-71). However,participantsalso highlighted the importance of looking at a
chil dbés daadvsacceshplistieallytfi t 6 s not | ulstve gethes,we t he
want them to achbuetvel tthheiimk GCSES sal so about
actively partake in sociedy5, 80).Success wasnderstoods more than just GCSE outcomes,

with the need to consider a chiténtred perspéci v e a nwho i€ thisefaé kis itffor us,

you know Ofsted and it looksgoédor i s it about that chil dés
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(3, 79). Di scussions around streaming and avoi di

(2, 6870).

The headtacher in interview 4 noted héocus on academic achievememtith GCSE

out comes a fikey TheBE aadopréviously corduceed dorae rdsea@h around

this and found that post6 outcomes data from the PRU looked very different to the rztion
trends: i 9 5 %.to furthemeelucaion@raraiming andme number of GCS
students wer e wassimay moelA-Covd tthitkan am4,500t her F
Findings from the research suggest this was facilitated by offerihglistic, longterm,

relational approach, and offering an individualised and flexible currictluntiuding over 20

different GCSEs which focusgdon academic success and achieverireateas important to

CYP.

4.2.4 PRU as a different approach

The PRU waseen to take a different approach compared to other educational establishments.
Speaking of a more relational wh@soffussbr&ondg
to other school settings i n tnakes PR spexial, and
placeg to work in g1, 96). Commissioners noted the contrast with their experiences in
mainstream schools, where they had experienced less direct EP contact, especially at a
relational and organisation level. The value placed on tffereint, more connected approach

to working was clear throughout interviews.

4.2.5 Summary and link to theory

Core family values and ethos are kdiyvers in parenting, impactingow parents choose to
teach and bring up their childrelBxamples of some dhe broader values, and perspectives
within EP-commissioner relationships have been outlined. Howessdrsequent theoretical

categoriesare all further examples of such values, approaches and priorities. In some ways,
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many of the other codes subsequentategoriesould also have gone in this categdyt

instead have been categorised separately as they highlight additional detail and nuance in the
findings. The broad examplesutlined in this categorygf languageyalues approaches and

goals influenceall of the workbetween EP and commissioner, and across the system. This is
impacted by whethgreople across the system also shareetfaues, and thysvhether work

is joined up and taking a shared apwuesach. E

and approaches across t he ouilikdinrcateagdéryg3mi | y o6 or

4. 3 Theoretical <category 3: Rel ationships an

)

WO
W
\“(—\-\)i' .® . '
A

3. RELATIONSHIPS AND COMMUNICATION
ACROSS THE 'FAMILY'

e Working Fostering . .

Differin, =

PR e staft [ e [l witn famics | CYP/EP
team/ system? ] engagement, relationship

positive trust and

relationships respect

priorities
amoung staff

This category had the highest number of open codes at 530. These were cdtégori8e
focussed codes which referred to relationships which intertwine and impact each other across
the system. The prevalence of codes in this category strongly impacted the formation of the
GT, which highlights O6parentingdé within the
chose to also include the 8 focussed codes within this category, in the theoretical model. Further

examplesrom each of the focussed codes can be found in appéndix

Table 6 Focussed codes from categ@wgnd prevalencacrossinterviews

Theoretical category Focussed code Number of open Interviews
codes

Relationships and Fostering staff 177 All

communication across engagement, trust an

the O6f ami | respect
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Relationships with 129 All
families

Working together as i 80 All
team/positive
relationships

EP in the system? 48 All
Differing 31 1,2,3,5
perspectives/priorities

among staff

Studenistaff 24 All
relationships

CYPJ/EP relationship 16 1,2,3
Multi-agency 23 All
working

4.3.1 Fostering staff engagement, trust and respect

Participantsiotedthe importance athe EPbuilding staff trust, respect and engagement

[We] need to think about our EPs really becoming part of theéstathink Lucy and
Jane are much more visible around the s
relationships withésa awlifemst hveey dr eh acveaelnlodad

want to come to this meeting®18 donbét thi

The importance of staff feedback and empowermentalgashared across interviews and the

hope was to fishi ft é& otohreé naadroruat ihvoew immu cthh ev i setwe
on board and being used to make changeso (2,
with a desire to harness this and build staff confidence. Consultations were used to move away
from an expert model and Ipestaff learn from each other (3, 87). Gaining staff respect and
engagement was seen to happen through EPs being empathetic and humble, having credibility,
acknowledging the challenge of working in a PRU, and working together to reflect and make

the learmg applicable and individualised to the setting.
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4.3.2 Relationships with families

There was plenty of discussion across interviews about the importance of improving and
promoting communication with families. In interview 1, specific examples of theridP a

SENCo working together successfully with families were given. They noted that often parents
recognise and respond well to genuine support for their child (49), especially as they have often

felt let down by previous professionals or schools. A collab@approach with families was

val ued across i nt er honestws transparénhwittathedaisgiperson t o
and the parento (3, 78) , t hrough having exp
Agiving them theyacghamdeffteethang baekrakster wa
way (3, 79).There was a desire to empower parents with knowledge and understanding of their
CYP, and to help them work through difficulties together (3, 27). EPs were seen as key agents

in helping $aff to understand the holistic circumstances of the CYP, including how their home

life might be impacting them (2, 17They werealso seen to impact relationships between

home and school, either directly, or indirectly through supporting staff (5, 6&)ing in mind

the adverse experiences and Adisrupted |ive
engagement wathought to bev i t a | betaegseydbudbve got family

actually really fully addg5es8)s what is going

4.3.3 Working together as a team/positive relationships
The power of oOoworking togetherdéd was a cl ear

6teambéb both within and outside the PRU syste

one of he barriers and what we can do about it is relationéhips EPs we need to
build relationships with people in the school who aveadership roles and influence

because Ithilk t her e6s a feeling of an 6usd and
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us as [Ps, as outside agencisbut | think the only way we can overcome that is

actually to try and work together with the(h, 118)

When asked about the reasons behinglecessful reintegratiostory in interview 1, the
SENCo repliediiti 6 s t he team hepsogoh Basnéwnlly stron
hedéds on a chilédepenyleady @n gdtant @i r own par

just got the balance righ{44).

Other examples showethat different parties had worked well together in persarired

reviews (3, 16) and different members of the system had been consulted on organisational
change projects (2, 24). All data reflected the importance of6t eam around a ¢
fwhole team efford (1, 96) influencing succes€One SENCo highlighted feedback from a

parent which showed the significance of this way of working for familiiise parent was just

really glad to see tiée adults working in that kind of integral wayit was reateamworlo (3,

23).

4.3.4 EP in the system?

Ideas around how much the EP was part of the PRU team or systerdifferent across
interviews. In interview 1, the SENCighlightedis he 6s one of us, and
introduce our ERs one of us at our sclolo (48). The EP in interview 3 framed her role as

fianother pair of eyes, an allybutadssm ne who can maybeé soeleart hi ng
when youdr e i3, 64hEhe SENodN iregervievt 2 reflected on the positive

impact of thigidistanc® (10), butthe EPal s o not ed t he chailfl ewgedr ¢t
an external professional just coming in sporadiéallyou know there can be some dynamics

at play there where you feel like kind of an outsider but also want to be parteatig14).
Thebalanceiof how the EP might be positioned as part of the system or outside of the system,

and how your own behaviour when you visit might contribute toothets viewed as fia
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challenge (2, 79).Exampleshighlight thisdifficult dynamic ofmaintainingbalance between

being 6ind the system, and al so tissdnespgcean ou
to Ostep ba@atipadsninntervievs 1l and 4 spoke about already being
embedded in the PRU arieeling part of the team, with participants in interview 5 striving

towards this.

4.3.5 Differing perspectives/priorities among staff

In four interviews, pmrticipants acknowledged difficulties or differing priorities and
perspectives among wider staff and how this impacted their Woek SENCo in interview 3

noted difficulties engaging staff, especially when they did not see the value of previous EP

involveme nt , or f eel particularly empowered by i
certain cornersé in terms of classroom obse
and | thinkeéthereds stild]l a | ituvwdleuebdiét wohfatr
worthwhile doingo alluding to the need to

recognising the importance of that fsl ower b

(81). Frustrationover a lack ofseniorleadership teamSLT) supportand the difficulties of
champi oni ng wehealadgghlighica(b, 25).€06e SENCo reflected on areas to
continue developingf | donét think thereds necessarily
webre al It ihnegr es ofnoer osthaof f Adi fferences of opi.

(2, 68).

4.3.6 Studenstaff relationships

The importance of studestaff relationships was key across all intervieBasedon howwell
these had been builhrough outreach wrduring lockdown,the headteachdrad set up a
project to continue building thesm return to schoand involved the EP in supportistaff

to develop thig4, 14). This PRU in particular expressed the importance of using adults that

87



the CYP already kow well, to provide support and interventioBimilar attitudes towards
harnessing already established ss&affdent relationships to facilitate change were echoed
acress other interviews and participants noted the use of their EPs to support staff in developing
these relationships with CYP and families, through supervision, reflection and feedback.
Aspectswvhich helped foster thegmositive studenstaffrelationshigwerediscussepracewas
considered fimost of the staff here are black, and the majority are black men, and they are
fantastic with the studeni$3, 60)- and the importance éthe smaller setting, the differeént

wider range of opportunities [and the] maelaxed relationships with staff2, 66). Further
reference tathe impact of raceand identityin relationships will be covered in the next

theoretical category.

4.3.7 CYP-EP relationship

The CYREP relationship was only spoken about in interviews, Bn@l 3 mainly due to the
systemic work that EPs were carrying out in interviews 4 and 5. In interview 1, where EPs
seemed to carry out more individual work, participants discussed the difficulties of engaging
certain CYP, often linked to difficulties triisg a new person (75). Consequently, staff
carefully considered and matched CYP with each of the EPs in the hope for a positive
relationship (65). Participants across all three interviews also reported thinking carefully about
how they introduced EPs toY®, reflecting on the importance of trust, language, preparation
and expectation in this process. EPs saw i nd
positive interventiono (2, 58) and gave var.i
both direct and indirect feedback to CYP. The SENCo in interview 2 recognised how much all
CYP could also benefit from this process. The €EfPrelationship in interview 3 waargely

spoken about in the context of meeting with the family and the schoohésgét this case,

this also involved the adults in the PRU that knew the CYP well. This topic wabisdered

88



further in category 5 which highlights the importance of trust in relationship with CYP and

families.

4.3.8 Multiagency working

Joining up dferent professionals and agencies was important across interviews. One SENCo
reflected on her desire to fihave fonstudentsof a
who need EHCRsandtowor k i n a mor e ] o profesgionals putchasway wi
speech and languatfeerapistg3, 67). Another highlighted the need to learn from and join up

with other services dr awi ng on e Wweolgborateetdwvardsenore epasitive s e
outcomeq5, 43).EPs spoke about supporting TA@tworksto think holistically about CYP

and familess and t he arhmuhidaton ewveen all the different servicesow

people are planning and-codinating their work arél how we might complement each other

and work togetheér(2, 88). Participants in interview 2 spoke about the helpfulnest@PRU

staff connecting with other PRUs teflect onsuccessful strategic practice (33). In interview

4, both the headteacher and the EP sat on the local safeguarding board within the local authority
where they usetheir experiencedie x c |l usi ons and what wor(ksg anc

to bring challenge and discussioradbcal policy level

4.3.9 Summary and link to theory

Working together and fostering positive relationstapssshe system as vital throughout,
similar to the idea of avell-functioning extended familyAs Caroline, the EP in interview 3

highlights:

relationships are absolutely key for me, in terms of building those relationships with
families éyoung peoplé and also withhe staff who do an enormous amount of work,
and | 6d | ust élalllkfdahose diffeferg kind bf eotee and neembers of

your setting@ so that you can work on the outcomes and the goals that are really
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i mportant for y o u adailithtingvthad precesd, hriaging ous o r t
psychological perspective and supporting those relationships as best as we can, but
really wedre working al on¢ schidvewhatitisyoa nd ho

feel is really important for your setting for yoyoung peoplg(9)

The interacting nature of all these relationships, and also the cascading influence of the EP

co mmi s si on erroledgnd fuechon enl the staHEP relationship, the staff
studenf&family) relationship and the CYP(&familyitP relaionship is evident in the data

di scussed so far. The function of positive r
or oO6familyad, hi ghl t bt i0mpaad heva thesndodepand im@en c e o f
healthy interactions intherestofthd ami | y6. Exampl es shared of
and fostering joint working and positive megijency practice also appeared to be a product

of the shared values and goals. As Caroline so clearly articulated in the quote above,
understanding #se values, goals and priorities appears vital, especially when contracting the
EP-commissioner working relationship. Her quote, and all the evideaténed above,

highlights the close interactions between the first three theoretical categories and the

importancan the GT(Figure 14).

Figure 14 First three overarching categories the GT

THEORY: EP & COMMISSIONER AS 'PARENTS'

S8l 1. POSITIVE 'PARENTA
. RELATIONSHIP -
2. SHARED COLLABORATIVE AND

CORE VALUES, OPEN 3. RELATIONSHIPS AND COMMUNICATION

GOALS, ACROSS THE 'FAMILY"
APPROACH

AND ' ' ” '
LANGUAGE Differing i- | Working Fostering - Bstudent-staff [ Relationships
perspectives/ ! 8 =td relationships | with families

priarities team/ system? ] engagement,

amoung staff positive trust and
relationships respect

CYP/EP

relationship
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Data from each of the remaining categories in the model will now be presented, however
exploration of how each of these link to thev e r ar ¢ h i fugctiodp a rhesrotr ayl, wi |

discusedin chapter 6, after the second literature search has also been presented.

4.4 Theoretical category 4: Nurturing the wider environmenti systemic focus

Within this category, there were two focusseddes on the
importance ohavinga systemic focus in the work. Summaries of

each are given below, and further data can be fouagpiendixK.

Table 7 Focussed coddsom category 4 and prevalen@erossinterviews

Theoretical category Focussed code Number of open codes Interviews

Nurturing the wider  Systemic focus 123 All
environment
Race reflections 10 2,3
4.4.1 Systemic focus
Decisions to work in a more O0systemicd and 0

The headteacher highlighted the I mportance ¢
i s invaluable becauseé the tthattheygehygutadomst t he
way more valuable than pretty much anything
2 reflected on the decision they had made to work at an organisational level, noting the PRUs
brave decision ft d whpch oftencfeels kkevther nfoe buonmg Knd of
needé to think about a system that mi ght ac
amount of ti me tPRatencé perspvarancei(h 119) and toasuliatibracross

the system, to builh fAshar ed (B bB&,rwerte saed asnkgy for successful

organisational change.
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A similar approachiooking atih wh ol e school provisiono and i
through dAadvi ce, consultation [andw3@nd com
They acknowledged that a consistentd@ihmissioner relationship helped affect this change,

by increasing accountability and opportunity for reflection. A shift away from individual work,

was in part due to fAdi s s astnotbeing ertbedded @B, 14, 8,er ET
42). Consultation, action planning, and reviewing were seen as more impactful for more
students, particularly in interviews 3, 4 andParticipantsalsoreflected on the need famnulti-

agencywork to be more joined ugnd collaborativeifb e cause we candét do it
100). Thei dea of Asetting up systems and structt

effectivelyo (3, 71) was evident across inte

4 .4.2 Race reflections

Race reflections/ere categoriséhereas an acknowledgement of the systemic and institutional

factors at play, and the impact thigson relationships in the systeReflections on this topic

occurredin interviews 2 and 3 Participants in interview 2 expressed an interest in exploring

how to challenge racial inequality and unconscious bias in education, especially due to its
firelevarte to the PRU because of the demographic of young people that you get that are
excluded (46). Talking openly about antacist practice was valued and guiiised in
interview 3, with the EP ackntohwel efdagcitn g¢ hparte vi6
female EP and a lot of the young people in the setting are black young mehghat that

means for how they experience working withafi@l).
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4.5 Theoretical category 5: Internal working modeli rebuilding trust and expectations

Throughout interviews relationships
were understood as a powerful tool for
rebuilding trust with CYP and families.
Participants viewed each interaction
with a staff memer, EP or professional

al working as an opportunity to reframe their views

model- rebuilding
trust and expectations and expectations of the world,

relationships, and of themselves. Past
trauma, intergenerational needs and complexities within families were discussed and linked
closely to the importance of iding trust. Summaries of each code are provided bedma

furtherexamplesan be found imppendix L.

Table 8 Focussed codes from category 5 and prevalaccessinterviews

Theoretical category Focussed code Number of open Interviews
codes
Internal working Relationships as a tool for 43 All
modeli rebuilding change/intervention
trust and expectations
Trust 43 All
Trauma and 14 All

intergenerational needs

4.5.1 Relationships as a tool fahange/intervention

Across interviews relationships were seen as a tool for cHang@YP, families and staff,
where participants prioritised building positive relationships to improve trust, engagement and
ul ti mately, future outcomes f ointowhdtlelpedhyh® . | n

PRUs high levels of success in pastdesinations and outcomes showed:
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relational stuffeé the rapport buildingeée t
and understood the needs of the children, and who were able to actually go with the
young peopl e to i nt placememsiasthedbeginning,andtydue i r

know keep in touch. (50)

Relational, social and emotional skills were also seen as areas that CYP needed support to
developiil et 6s be a safe place where they can m
consequenceshad what support they need to do thaté
independentl| vy, i n the ¢ omnTheneddyo,support C¥Paac i et y
transfer their relational skills and d¢hnterac
good relationships [with CYP but are they] able to take that relationship and learn from [it],

you know how to be civilé how to cope in ne
peopl e you doAttiities suchlaepersefestred rdvidyg were discussed as a

helpful opportunity to expose CYP to new and unfamiliar circumstances, and to help them

learn to interact and reflect with new and unfamiliar people, such as the EP.

4.5.2 Trust

Participants often spoke about rebuilding trust witinifies and CYRespecially relating to

their experiences of services and educafiariot of our work is rebuilding trust from families

feeling let dowi (1, 81). Considering these famil ihews, t he
does wella complete strager like me coming into their lives... how does that become possible

for them to engage with that and take up my @ft@r). As a result, using already established
relationships to encourage trust and engagement with new services and individuals was

importantacross interviews, even when introducing a new EP to staff at dZZRW)
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4.5.3 Trauma and intergenerational needs

Lack of tust was often linked to intergenerational needsendper i ences, wi t h

generations coming through the P&, 81). Such needs were often linked to complex family

circumstances, and trauma. Participants highlighted the need to be sensitive to these difficulties

and give them a space to be heard and understood (3n28jerview 5, tke experience of

school exclusio and moving to a PRU was also spoldouta s fia traumati c

any persono (67) and t he SHER@wWgsomepheltheygrént e d

talk to at the PRU, to process this, and have their voice Heatdtipants in interview 8poke
about wantingtheir practiceto be firaumainformed (19) and highlighted the EP as
fundamentain helping thenlearn more about home circumstances and past experi¢mces,

best suppor€YP. Trusttied in asa core element of this process:

i f you donoét |[gitmthefaniihdto u nd an éatl getustthe

you so much informatiah you know the history of what has happened and where

t hey 6 v e ébtledraumati@avehts that have happened throughout this young

peronds entire(@MU8fe on and off

4.6 Theoretical category 6: Prioritising CYP involvement: empowerment and agency

This category highlights the
involvement in their education, support and future planning.
Participants wre keen to provide space to listen to CYP, to
engage in practice that was holistic and pefsemtred and to
empower CYP. This categomyas a fundamental value and
approach shared by all participants, linking it back to categoRu2her examples of eh

code can be found in appendik

Table 9 Focussed codes from category 6 and preval@ecessinterviews
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Theoretical category Focussed code Number of open Interviews

codes
Prioritising CYP Listeningto CYB s 72 All
involvement: perspectiveand
empowerment and understanding lived
agency experience
Holistic and person 47 All
centred practice
Agency and parity 34 All
including CYP
Empowering new 24 1,2,3,5

skills, selfreflection
and understanding

4.6.1Listening to CYB® perspectiveand understanding lived experience

Participants all valued listening and responding to &Yfrspectives. They showed examples

of listeningtoCYlBs aspirations and thinking together
beendi f fi cult for them [and] those things that
Examples of listening to CY® perspectives were shown in the organisational change project
around PRU inductions which i ncelousdevda | fuaecstéi \bie
led by them and their interests and what they tell us so then we can have more understanding

of what is important for themo (2, 74). Part
in their induction through iBotional Literacy Sgpport Assistant (ELSA)nvolvement. They
believed that a student having the opportuni
a space to give their views, to find stratec¢

inform so mucho (68).

Pesoncentred planning and pupil focus meetings were seen as helpful ways to be led by

CYPGs perspectives:

Weé really listened to that young person

important to them a lot, and some of what was important to them,uitashallenging
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to the settingé in terms of the communi ce
involved the young person is in that, and how unhappy they were about that, and it
wasnodét easy things to hear wasandekplanbut h

that (3, 20)

As Caroline reflected: fAa | ot of these young

(3, 20), and participants were keen to change this.

4.6.2 Holistic and persottentred practice

Participantsacross interviewsefered to holistic and perserentred practice. Examples given

were persoftentred planningools such as Rnning Alternative Tomorrows with Hope

(PATH)( O6 Br i en ,and pupil focus m2dirig$), yvhere professionals came together
tounderstandthe hi | d6s Ehkpee i meetei ngs brought a pers
val uedo TheSENA iA jnterview 1 encapsulated thethosbehind such work:
fieverything should come back to the chile ven when wedre thinking
howtheir trauma impacts thingsu | t i mat el y it és about skil full
that mean for the young person at the ce&n®@). To do this, participantaimed to foster a
holistici s har ed under standi ng o fOneEP highlighted hgsrele s on 6 s

as

bringing together life outside of the setting, life inside of the setting, what those

experiences together mean for that young pé&rsonf we dve got that cl
on the same page, t hen twedflotthateungnparsoh, c | e a
what we offer, what wedre working & owards

itéds just trying to .B86&64)d in mind that who
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4.6.3 Agency and parity including CYP

Empowering a sense of agencyandgvhy P 6 par i tyd in relationshi
across interviews, including in decisions ab@iritegration and future education (4, 47). The
EP in interview 5 highlighted the importanc

aspiratiomgeée talcdlienvageni hati on [ so] theyodreé

those aspirationso (83). | n i-centredrplanniegncasd , t h e
di scussed Aworked brilliantly because the yoc
parity actually, really wanted the meeting t
be heard, the CYP was Areally able to take
adults with that Kkind of pussedtheyniportange of QYe ) . I r

motivation in this work (1, 44andhighlighted that such pupdentred work can give staff a
sense of agency (3, 19) through valuing their voice and perspective and harnessing their

relationships with CYP.

4.6.4 Empowering newkills, selfreflection and understanding

Through the type of work discussed, participants felt they were emimgweYP with new

skills, facilitaing self-reflection andieveloping theiselfunderstandingn interview 2, seeing

the EPassessment andddback procesassfia f or m of | nt er,padicpantson i n
aimed to helflCYP see themselves differenind understand their streng(®4). Participants

in interview 3highlighted the importance tfe EP role in consideririgt he narr ati ve t
person has for understamwtiyngt @istadndhpwikcane ple ne d
be different .TheaSENCoevanted to give EYP the Gppoytunity to Iéaow

to look at themselvebpw to reflect, how to engage with others, how to question and challenge

themselves and others in a safe sp4té).
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In interview 5, he importance of encouraging sedflection was discussedithin the

curriculum

any kind of planning our studentsabeh very good at beéause t
for some of them itbés very chaotic in th
they think well act uaé thgy havlte doedneduleé@m poi nt
personal development and planningg@ they find it really quite hard, but then when

you go back and start reviewing 6oh right
can pull out all of the things that youodv

ok, I have done somethinggnd | have achieved somet hi ngéd

During this discussion, the EP highlighted common difficulties in reflection and executive
function skills for this cohort and thus, the importance of explicitly facilitating these planning

and reflection opportunities (5, 99).

4.7 Theoretical category 7Joint reflection to facilitate learning and development

Reflection was talked about as a key factor in the
success of EP work in PRUs. The importance of

7. Joint participants and staff jointly listening,

reflection to

facilitate reflecting, reviewing practice, and being open to

learning and
development

change wanoted There were also examples of

EPs benefiting from and engaging in these

processes in their own practice and
development. Slowing down, and avoiding reactive practies an important part of
successful practice and consultation watpful for faciitating reflection and learning. Each

of the focussed codes within this category will now be discussed. Further data from each can

be found in appendix N.
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Table 10 Focussed codes from category 7 and preval@acessinterviews

Theoretical category Focussed code Number of open I nterviews
codes
Reflection to facilitate Reflective, listening, 117 All
learning and reviewing and open to
development change
EP$own professional 50 All

development/reflection

Slowing downi 17 All
avoiding reactive

practice

Consultation facilitates 8 3,4,5
change

4.7.1 Reflective, listening, reviewing and open to change

All interviews showed examples of participants reflecting with each other, reviewing practice,
and being open to change and devetmmt. Regarding their organisational change project

around the induction process i nthrouglkeawelRU,

structuredé thoughtful process [faci)/lthet at ed

headteacher reflected on her supervision

me to find my own ans wwyos workesmitimaiched duristyle | t hat

suppose in how we |ike to worko (4, 55).

The EP in interview 3 praised the SENCos openness and willingness to reflect and work in
different ways, and the SENCo named thedaRmissioner relationship as a key driver in

supporting tha(3). The SENCavanted to encourage all PRU staff to take a similar approach:

A dtening the edges and bein@g mor e vul nerable and admitt.i

it

everything and even when 0o@8. know it, we dono

Interview 4 highlighted a large part of the success of the EP role being down to staff willingness

to engage, reflect arakvelop practice:
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the staff are so willing and so they jus
literally just looking at psychdynamic theories, | have never done that with a school,

but at the PRU it was possible because the staff were so open to it, and | think that
supports them systemically, just being able to, really being able to take a step back and

reflect and kind of takéhat meta perspective. (23)

4.7.2 EP$own professional development/reflections

Throughout the interviews, ERsflectedon their own practice and showed willingness to

develop their approaches. In settings where there twer&Ps (3/5) participants articulated

the benefits of working alongside another EI
knowé not talhe E£E®Pme,aryou know we have slight.
This wasviewedas helpful especially when considering which EP might work with a CYP or

family. In interview 2, the EPs valued the opportunity to reflect on practice together, describing
this fAspaceo as dAhel pful o and Aempoweringo
experience they had working in PRUs as trainees, and the importance of having time to learn
about the setting with another EP colleague3®, or through researchnd relationship

building (4,54). One EP in interview 2 was keen to learn more about how they could support

CYP postl6, highlighting this as a new area of practice, which they needed to consider and
research further (84). These are examples of EPs balliggwo learn more and develop

practice alongside the PRU. It was also clear that EPs appreciated the reflective experience of

the interview, with all highlighting how helpful it had been.

4.7.3 Slowing dowrni avoiding reactive practice

One of the refleions at the end of interview was about the helpfulness of stopping and
reflecting:i ) hsatvvi ng that space to really think abol

and do it dondét vyou, you donét r e@d0llThe st op
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interview processseemed to mirror a process that EPs were providing to commissioners and

their PRUs Participants reflected on the helpfulnes§ t aki ng fia sl éw meas
sl owing down to t hi nk-26avhenuehgdgg nohe ergarsisat®riale ms 0
change project. They also felt the neecdtoidi k nee jer ko reactions to
iwe need to take this kind of thou@®30J.ul mes
Participantshighlighted how easy is to take areactiveii s c at t(elr,gbn o and Afir e
(2, 27) approacin a PRUY and advocated the need to avoid thise BENCo in interview 3
advocatedor movingaway from Apani co assessment of di
pl anned approach starting from the beginning
Abecoming part of the staffo team rather th

st ugglingo (5, 18).

4.7.4 Consultation facilitates change

Participants gave examples of joint consultations helping to facilitate change in how CYP were

supported. An example of using consultation to impact a CYP was discussed by the

headteacher:
wediscussd hi s needs with Steve over I t hi nk
boy now is doing absolutely brilliantly,

to sayingé oOo6we dondédt know what to do heol
you know wih St eveds support, t he staff have

phenomenal progres@l, 41)

Other examples of the benefit of joint consultations were discussed, especially theinimpact

developng a more shared understanding and approach.
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4.8 Theaetical category 8: Acknowledging and containing difficulty

A key role of the ERommissioner relationship was

8 acknowledging and containing difficulty within the system.

AcknoWIedging

and Containing Within this category was an acknowledgment of the

difﬁCUIty complexities and pressures BRU work, difficulties with

engagement, especially with families, and the importance of
the EP as a container. Each of the focussed codes within this

category will now be discussed. Further examples from each code can be found in appendix O.

Table 11 Focussed codes from category 8 and preval@acessinterviews

Theoretical category Focussed code Number of open Interviews
codes
Acknowledging and Complexities/pressure 48 All

containing difficulty ~ of PRU work

Difficulties with 29 1,2,3,5
engagement
Relational skills/EP as 17 1,2,4,5

emotional container

Links to criminal 3 3
justice system

4.8.1 Complexity/pressures of PRU work

Participants across interviews highlighted the pressures and complexities of work in PRUs. The
PRU setting was described as a Ol ast resort
settings and been permanently excluded. Complexities of both CYP aitidgamere noted,

as well as the fagiaced changes within PRUs:

you canbét plan your EP time at a PRU beca

it all in the first two terms, because then in the summer term, you might have kids who
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come to you thiahave beenperaxd or f or whatever reason

desperately need EP tim@&, 21)

Frustration around things feeling 6stuckd a
noted, including lack of communication, and things not being ipsed. Some of these
challenges arpresentedh more detail in category 12. High workload and pressures within the
system, including a backlog of EHC requests, were also highlighted by some EPs and
participants.Staff absence andress levels were disssed in some interviews, with some
consideration around leaving the job as a result. In this case, #teniRissioner relationship

was a supportive, protective factor in stopping this happening.

4.8.2 Difficulties with engagement

Difficulties with parentalengagement were referred to in most intervignduding not being

able to reach parents or parental reluctance to involve a professional. Despite persistent effort,
EPs also spoke about difficulties engaging with CYP in indadighork (1, 73). As highlighted

by the SENCO imn t e r v iit is ally2challefmging with a young persppvhold o e s n 6t  wan |
to engage and obviousl y g dindingdways@toundvthanis t o f
challengin@ (78), especially when there aceo mp Ibariers fior some of our young people

in also being able to accept this kind of supp@1). The EP role waseenas importantn

trying to overcome these barrietispugh offeringa psychological perspective that would help

staff better suppothe CYP and famigs

4 .8.3 Relational skills/EP as emotional container

In 4/5 interviews, there were explicit examples of the positive impact of the EPs relational

skills in these complex circumstance®ad Qual i
|l i stener o, ARhemp ptahh etoind i ng o, and hel ping s
Acomfortableo and able to Ashare a | oto were

104



seen to provide emotional support and containment for both sthfaenilies (1, 55; 2, 9). The
headteacher in interview 4 reflected on the EP supporting and containing her, and thus the
wider organisation, through providing supervision (22). Supervision wasis¢sbtoensure

staff wellbeing and support:

last week oupther EP actually did a supervision session for the primary staff because
there had beené quite a significant inci
involved and actually when you havd staff
walked through my front door and | burst into te@rsthink you actually need to make

sure that your staff are supportedhey needed to have room and space to actually

talk about how they were feelingp, 45)

EPswerea corepart of ensuring this support was in placelhelping tocontain staff during
such complexity.
4.8.4 Links to criminal justice system

In interview 3, links to the criminal justice systemerediscussedwith an awareness of the
overrepresentation dstudents that have come from PRUs and have ended up in@(isbn
These links were not referred to explicitly in other interviews but concerns around future

outcomes post6 were raised.

4.9 Theoretical category 9: Flexible, responsive to needs and gomlgpve and beyond

This category highlights an ethos and approach taken by

9. Flexible, both EPs andommissioners. It links closely to category
responsive to

needs, going 2 and is an example of a key value permeating all of the
above and

beyond .
work discussed. Expanded examples from each focussed

code can be fouhin appendix P.
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Table 12 Focussed codes from category 9 and preval@acessinterviews

Theoretical category Focussed code Number of open Interviews
codes
Flexible, responsive ta Flexiblesupport and 61 All
needs and going abov approach
and beyond
Ongoing suppori 36 All
not giving up
Responding to 13 1,2,5
individual CYRs
needs

4.9.1 Flexible support and approach

Offering a flexible approach wascorefactorin succestul EP practiceTheneed to be flexible,

re-prioritise work depending on what comes apd take a fluid approach to planniwgs

highlighted as a fundamental quality of an EP in a PRWQ; 4, 1Q 5, 109. This was
necessary due to the fAdyntamicgs ndthhaegefs ® R
11). Commissioners also gave examples of taking this flexible approach in their work with
parents and CYPR. nd e e d , across interviews it was cl ¢

At hinking outsi de atklee tthox wowforkow swe eadn ymk e

4.9.2 Ongoing supporit not giving up

Participants offeedongoing supportto CYBndspokech d ul t s i nvigmbp®@ne not G

SENCO efleciedon what helped success in a particular case

| think the fact hat nobody gave upé because one o0
know 61 was starting to think | wasndt wo
an effort fordoé bt [mnebdgsdyagbuel up beehi m

f eel s ¢oiakeam(h &P s

There were examples of staff going Oabove a

ongoingsupport after CYP had left the PRW, 50,1, 81) Despite significant challenges for
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the SENCo in interview 5, commitment to the ratel a desire to not give up was evident. She
noted that the interview, and the EPs valida

pl oughing ono because what she was doing was

The 6ongoi ngo kwastlsorclear in the way EPs wodked in PRUs, involved

with CYP and families n a way which encouragedroeghewod
action, depending on needs (3, 28)all interviews the EP was a key part of this support for

CYP and familes, whether directly, or indirectlyhrough supporting staftin interviews 4 and

5, PRU staffvisited CYP and familiesat homeduring lockdownto provide food parcels and

other assistan¢c@ndthe EPs weredrawn onto support staff managing this diffetemnay of

working.

4.9.3 Responding to individual CY® needs

Therewere explicit examples in interviesi, 2and5 of staffrecognisingthat CYPG& need
and he type of supporaippropriatas fiso different for each student2, 64).Staff recognised
that what success looked like was unique foreach @Pd t hat t he PRU was
provision for them allThe SENCO in interview Botedft hat mai nstream t hey/
may not have been right f onrdtt hietm, wetldls tlhiakte |

for me, but another job isob52nd | think ités

4.10 Theoretical category 10: Seeing the best in children

This categoryocusses on the positive light in which participants

10 Seeing saw the CYP they &re working with. This involved taking a
the best strengthsbased and solutiefocussed approach, planning

In children

future work through a hopeful lens, and shifting the narrative

around CYP, to a more positive one. Further examples of data

from each code can be found in epdix Q.
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Table 13 Focussed codes from category 10 and prevalenoassinterviews

Theoretical Focussed code Number of open  Interviews
category codes
Seeing the bestin  Strengthshased and 49 All
children solutionfocussedhinking
Hope filled planning 32 1,2,3,5
Shifting the narrative 24 All

4.10.1 Strengthdased and solutiofiocussed thinking

Strengthsbased and solutiefocussed thinking abou@YP was adopted across interviews
Theyviewed CYBS success as fAr eal(lLy0)andweeetkdento make o c e
sure CYP are fdAindividually wunderstoodd so t|
There was discussion around taking a more positive and holistic approach to thinking about
O6needsd6, to Aencompass that b tLiokaddodsvplepmg r um o
more positive sel-understanding, the E&esirel to help CYP think in a morempowered,
solutionfocussedwaySh e want ed CYP t o undarsstwahmad :0 sitghoii g
for me, and this is whatodés i mportant to me,
can help mysetf (3, 78). This type of solutioffocussed practice and thinking, also extended

to how EPsvere commissioned toork with staff heftould meet with each of them, he could

talk with them about what had worked, and wt

that different way arél whatcould they take from tha(4, 14)

Participants articulated that they wanted to change @8YPiivi ews @&t hatddsabiuo
ulti mate goal isnét it, for our kids to be c
i fel ong | e ar ynasorscognigdlhe strangttids)other dwn @rovisiors and
showed vision focreating morgoositivesolutionsand practicefithis schoals doing amazing

things, but actwually I f we did change some o

begwm d, and actually we could have m@Erd4d) succes
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4.10.2 Hope filled planning

There were numerous examples of participant
reference to individual CYP and future work plansdaoutcomes. Looking forward,
participant smoeeereeokewhatowddévd doneodo and | oc
really do the things we talked about in our initial conversali¢®s67). Big ideas for change

were discussed, showing vision and &xwient for future work:

one of my grand plaes is that all assessment whenever anyone comes into the PRU
is done through the SEN department [to] pick up all the things that actually they may
need additional support wi tthh,e yarmdd nteleay 6yc

intervention and do we need to do some action planning for. (2e160)

Participantsdescribed futurevor k as fiexci ting and interesti.|
around developing future i nt eaverystudent|tomae]t oget
ELSA sessions when they very first come to

planning, and in how the participants viewed the CYP.

4.10.3 Shifting the narrative

Participants saw an i mp dingttlmemarratipecaawdy fraonfthet hei r
problem and more towards solution and reflective thinking about possible alternate ways of
seeing thingso (2, 44) . P ardftenydupeaddilessandiyou i nt e
know t heyol | youngpersonbemdvenaughtypo rt hyiosu know t hey 61
and t heytlisyaeen dd otnheey 6 v e Ttevenwas a shaaed desirg 8)shift the
narrative away from the problem and fAnot bl a
spokeaboutte fibi g sense of reliefo that parents f
because fAfinally people are trying to get t

just see them as a problemo (5).
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Similarly, in interview 3,the SENCaspoke abat their work to shift the narrative and focus

In the past their focus was on Awhether thei.H
or not, and it wasnot sufficiently 8Heout tr
highlighted tke needto shift the whole narrative around SEND, and how they speak to parents

and CYP about#h f act heledaleéd tat tiesei types Bf outcam@ather than their

Abehaviouro (75).

4.11 Theoretical category 11: Big dreams planning for positive and succesful futures

Participants showed passionate vision to equip CYP for successful
futures, where they could thrive. Much of the discussion around
what Osuccessd6 | ooks Ilike for thi
to prepare for transitions out of the PRU, wiee that be
reintegration to mainstream or to prepare for life fdst Further

data from eachadeis in appendix R.

Table 14 Focussed codes from category 11 and prevalenoassinterviews

Theoretical category Focussed code Number of open Interviews
codes

Big dreamgd planning Transitions in and out 60 All

for positive and

successful futures Focus on CYBs 36 All

future outcomes

Reintegration 28 All

4.11.1 Transitions in and out

Participants spoke about tmportance of transitions in and out, with a couple of participants
explicitly looking to improve their induction processes for CYP. In interview 2 the EP spoke
about the new induction process as an opport
(72), to facilitate thinking about future outcomes as soon as CYP arrived. Staff in these cases

felt thatlistening to CYP, involving them in their support and giving them a viméet al k t o
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adults on that equal ,woldsuportthénowith endagementand ut ur
give them agency in future decisions. Increasing this agency, as spoken about in category 6,

wasan importanpart of preparing them for transition out of the PRU.

The SENCo in interview 3 highlighted thane of the main and most important things we do

is we do build really positive relationships with young people and one of my passions is how

t hat 6s t rla6nts | (altde)d. pPoasrtt i c i p a nhe difficulties thabh@YEr vi ew
from their PRU would face in the pe%6 transition and the need for transition coaching and
support, to develop realistic aspirations (84)interview 4, the success of transitions was

linked to consistent, relational and piaat support from PRU staff, especially in visiting

destinations and supportii@)y P aftertheyhad left. This links to suggestions in interview 1.:

itdéds about making sure they are set up,

themselves, or whethente y 6ve got the paper wor k, or th
about saying you know youdve done really
at, these are the things you need to keej

ma k i ng s wotthat tramsitign&Gwyppeort, either from us directly, or through their

keyworker (91)

4.11.2 Focus on CY® future outcomes

All interview participants had a significant focus on ensuring positive future outcomes for the
CYP, both shorterm involving thei time at the PRU, and lortgrm after they had left (1, 81)

In interview 4 the headteacher highlighted that these positive outcomes were facilitated by
giving the CYP a more posigvand successful experience of education @) supporting

them with tansition afterwardsThe SENCo in interview 5 saw the PRUs workfa$ {ing]d

the strategies that are going to work for these children, so we can get them back into a provision

thatds suitable for them but i sthetf dtiumidd n(
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No matter the approach, or perceived success factors, all participants were passionate about
and focussed on how to develop positive future outcomes for CYP during their time at the

PRU.

4.11.3 Reintegration

Reintegration was spokeabou in all interviews as a main aim for mawny the students
However, participants also recognised the challenges of this, especially inete&gihg to

exam boardsnd missed curriculum (5, 80). They also noted the difficulties around failed

reintegrationand the impact this hama | | CYP in the PRU who thin
t hen what chance do we haveo (2, 66).
4. 12 Theoretical category 12: | mpacted by r

support network

Financesandexternal pressur@nd supporimpactechowthe

12. Impacted by
resources, external
pressures and
'parental’ support for CYP. Findings from each focussed code will now be

network

EP-commissioner relationshipnctioredand affeotdchange

presentediFurther data from each code isappendix S.

Table 15Focussed codes from category 12 and prevalenoassinterviews

Theoretical category Focussed code Number of open Interviews
codes
Influenced by Time and money 46 All
resources, external
pressur e a Workvalued by 42 All
support network system/SLT?
CYP let down by the 34 1,2, 4
system & common
patterns in

educational journey

Working with 34 1,2,5
mainstream
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Covid 26 2,3,4,5

4.12.1 Time and money

Time and money wrekey factosimpacting EP work in PRUs. The EPiirierview 3 reflected
Athereds just so much potential for a | ot of
fit it all into a really sdnmissioneesimeduousethef t i m
time more efficiently, through consultation, to reach more pupils (5, 46). In interview 1, lack

of funding in mainstream was noted, impacting the lack of support for children arriving at the

PRU, as were the ethics of time dictating this sup{a®}

4.12.2 Work valued by system/SRT

Across all but one interview, EP work was described as well valued by the SLT. EPs were seen
as Avitalo (1, 8 ; 2, 5), a Aquality assurer
interview 5, where participantpake of being metvithé r esi st anced6 (25). Ha

from t heviedadas ey to suacess.

4.12.3 CYP let down by the system and common patterns in educational jasirney

Il n all interviews, the idea of CYP being 061 e
t he g ap wasexfréssed, With frustration at the lack of previous supfgo2%;2, 5).

Common educational patterns @hisunderstood needand thingshai ng fAbr oken do
their school o (4, 44) were noted, as wel |l a
the PRU, and the challengafdreaking these cycles. There was a frustration at a lack of earlier
intervention: fiyou just think argh, sometng really could, something helpful could have
happened much earl@fl, 20). With such difficulties, participants saw the role of the PRU as

~

having to Abuild them up againé(l,8).en theyodve
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4.12.4 Working with mainstream

Relatedly, in interview1, 2 and 5, participants spoke of their frustrations towards mainstream
schools, especially around their misunderstanding of SEND and of the function of the EP role,
with the SENCO reflecting Al |l dnét tanét agete:
EP within a school o (1, 27). The SENCo highl
thought exclusion and approaches in mainstream had on CYP (42), highlighting how much
injustice these CYP often face (45). The SENCo in im&rn5 reflected on a frustrating

example of mainstream schools having a very different approach, where a CYP who was
reintegrating was fiexcluded within two days,
conversations about mainstream schoolsgesed these significant differences in approach

and ethos, and the challenges that come with working together as a result.

4.12.5 Covid

Covid-19lockdown provided participants with a very different way of working, where teachers
completed moreutreach werk (4, 14,5, 11), EPs offerednore online training and supervision

(4, 38; 5, 1) and there was a shift away from cognitive assessmgd®-g2; 3, 3). The SENCo

in interview 3 highl iogwihhergperspdctivashiftirey awegofe f | ect i
the importance of Ofste(r9). Without being able to work in the typical way, participants

moved to more creative, consultative ways of working which offered success, and which had
been continued since (5, 23). However, there was alsglarowledgement of the challenges

of Covid, the ongoing uncertainty and the impact of this on CYP (5, 103).

4.13Summary

This chapter has outlined each theoretical category with@Thd he firstthreekey categories
were also explicitly linked to the evarching theory of the EP andmmissioner agparens .0

Further discussion around this concept will be provided in the discussion chapter, in relation to
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all categories. However, first, the literature review which was carried out after analysis will be

presented, to further inform the discussion of the GT.
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Chapter 5: Literature Review

Based on the findings discussed, and the theory of tteeERmMi s si onesrd ,a swh@p daroéd 1
a parental role and function in the systeriterature search was conducted around the idea of
containment within APs. Linked to the theoretical categories outlined, there were several
psychologcal frameworks relating to parenting that could have been explored. | considered
examining the broadersee ar ch on factors contributing to
but acknowledged that the research field was far too broad, and not specific enough to pertinent
elements of the theory. Subsequently, | considered reviewing one or sorkaoveti theoies

and research linked to parenting and family life and relevant to my GT. Options included
attachment theorgBowlby, 1969)andattunement, family values and ethos, cluéhtred or
personcentred practice, solutieiocussed and positive psychology and some systemic family
therapy principles. However, while these would all have been relevant to aspects of the GT,

Bi o (L@962b)theory of containment was the most relevant across the categories developed.
This chapter will now define containment and outline its pertinence to the GT. Subsequently,

it will present the search strategy and the literature selected for review, before synthesising

literature findings and concepts under key themes.

5.1 Containment

Bi o (L@2a)theory of thinking, highlights links betweemetional development, thinking

and | earning. (1946)idea afypojectiva ideKtificatiom as &ey to helping
infants develop capacity for thought . Thi s
babyds me(Waddell, 2092, p. 68With a caregiver attuning to arking able to

hold the projections of their infant, t hey @
way that is tolerable for the baby. This highlights thinking as a dynamic process which develops

the emotional connection between mother andybaband f aci |l i tates gr ow
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thinking and learnindRichards, 2021)Bion (1962b)frames the mother, or caregivas a
6containerd6 for t he babyds intol erable pro
internaliseé his or her experience being eng

frust (Raeharids) 2021, p. 52)

In the findingspresentedn chapter 4, the ERnd commissionerelda ¢ p a r éeatetaad|
functionin the system. Similar to the role of the containing parent described above, the EP and
commissioneroffered containment for the system and the CYP through their open and
reflective relationshig(category 1) the consistency of their shared values and cgumres
(category2) and their consideration an(dateqohy®) di ngo
They alsooffered containment for each other in what were deemed challenging roles, and the
EP was used to offer supervision and reflective groupsraaining spaces for stgifategory

4, 7 and 8)Building trust and engagement across relationships was key, which links to the idea
of a containing parental figure within a fam{lgategory 3 and 5)Adults in PRUs were seen

as figures who could help c@ain CYP through consistent relationships, and help them tolerate
and process challenges, leading to learning and develogcaéegory 5 and 7) indeed these

containing relationships were seen as a key tool for change.

It could be argued thatontainmentandt h pareriting me t rmgoehbeooadly are less
directly linked to other categoriesich ascategory 6, which focusses empowering CYP
voice, autonomy,and agencyHowever,importantly, categories 6, 10 and 11 all focus on
developing ad nurturing CYPs future outcomesand successful transition to adulthood
Similarly, parents often focus on these outcomes, especially #seir children reach
adolescenceC Y P futsreoutcomescan bempacted byparening styleand approachandin
particular the type oftontainment experiencedcor example, category 9 highlights the

importance of a flexible response to CYP in PRUs. Parents are also required to take this
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flexible, responsive style to t hegperrencednd | dr en

emotions and thus best contain them (Waddell, 2002).

In typical development, as childreeachadolesceoe they experiencencreasediesire for
independence andutnomy Facilitating and encouragg this positively and safelys an
important role forparens, who usually aim to raise children into independent adult§he
consistency of theontainment offered in the early yeaasid thus thattachmentelationship
built (Bowlby, 1969) arguably can offer a framework for homarents and/oung people
managethese changeand navigat the challenges irtheir relationshipghat may comes a

result

In summary it was cleathroughthe development of my GT thtte concept oontainment
offeredan important explanatotink between althetheoreticakcategories whether directly

or indirectly- andthe overarching GT. This wéar moreapplicablethan any other individual
parentingtheme orconceptthat | could have explored in tHe#erature Therefore, with
containmenta key psychodynamic idea in relation to the research findings and to parenting
functionsin generaljt waschosen as the subject oktbecond literature search. Further links
betweereachGT categoy and the idea of containment will be discussed in chapter 6, after the

literature in this area has been reviewed.

5.2 Search strategy

The search aimed to identify papers which considered psychodynamic ideas of containment in
relation to education for CYia PRUs/APs or who were not attending mainstream school. The
guestion posed to the |iterature was: O6what
of containment in relation to educating those who have been excluded from mainstream
e duc at iebterd2ude.searthwas carried out on 13.03.21. EBSCOhost was used to search

the databases included in figukd. A broader range of search terms were used in relation to

118



APs, compared tahe first literature review, to account for the specificity of thpic of
ocontainment 0, and thus, the smaller number
educationd | ai med t o c ovasdiscubeed in nelatipnedahespitalh e r e
or prison education settings for CYP. While these are nottakiPlRU or AP settings, they

offer alternative environments where CYP are excluded from or not attending mainstream
education, often for traumatic reasons, and thus, may also require containment in a similar way.

Decisions around other inclusion and exmuoscriteria can be found ihablel6.
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Figure 15 Search strategy faseconditerature review
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Table 16 Inclusion and exclusion criterifor second literature review

Study Feature

Inclusion

Exclusion

Rationale

Type of
publication

Language of
study

Country of
study

Type of study

Subject/focus/pe
rticipants

Peer reviewed journal

Full article published in English

Studies conducted in England

Qualitative, quantitative or mixed
methods empirical research studies,
reflective pieces by practitioners
working in relevant settings, in line
with psyclodynamic ways of working.

Papers exploring psychodynamic ide
of containment in relation to practice
in PRUs or APs, or in the education ¢
children who have been excluded/are
missing school for SEMH/behaviour

or other additional needs.

Not available in a peer reviewed journal

Full/part of article not available in Englis}

Studies conducted outside England

Literature reviews

Papers exploringleas of containment
within more general therapeutic practice
mainstream education.

Papers exploring ideas of containment
within prisons, hospitals or mental healtt
settings, but not relating to Cé
education.

Papers exploring containment in retetito
parenting/family life.

Research published in pemviewed journals has
been evaluated by expert reviewers and met qu.
standards.

To allow the whole study to be evaluated
(translation services not available).

The guidance and legislation for APs and schoo
exclusion is specific to England. Practiceother
countries would be affected by differing political
contexts and legislation.

To gain an understanding of psychodynamic ide
of containment in relation to AP practice, based
primary data, and experiences of relevant
practitioners.

This review aimed to explore ideas of containme
specifically within the context of PRUs/APs or
education of those excluded/missing school, ratl
than wider therapeutic or helping professions, ol
within parental or family reltionships.
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Table 17 Studies included in theeconditerature review

Full reference

Key contextual factors and summary

Kalu, D. (2002). Containers and
containmentPsychodynami®ractice: Individuals,
GroupsandOrganisations8(3), 359 373.

Malberg, N. T. (2008). Refusing to be excludEthding
ways of integrating psychotherapeutic modalities to the
emerging needs of a Pupil Referral Udaurnal of Child
Psychotherapy34(1), 101 110.

McLoughlin, C. (2010). Concentric circles of
containment: A psychodynamic contribution to working
pupil referral unitsJournalof Child

Psychoherapy 36(3), 225 239.

Moore, M. (2018). Work discussion as a method for
supporting peripatetic teachers of vulnerable
children.Infant Observation21(1), 88 97.

Solomon, M., & Thomas, G. (2013). Supporting
behaviour support: Developing a model for leading anc
managing a unit for teenagers excluded from mainstre
school.Emotional& Behavioual Difficulties, 18(1), 44
59.

Ateachet ar t t heiectiang o workdwih fitroubled children in a mainstream primar
school, offsite unit for excluded young people, a PRU and a social services centre for ed
Workds cussed spans 15 years and describe
English | essons. I't discusses psychodyn
central role in containing CYP.

Apsychot herapistds reflections on the a|
PRU. Highlights the importance of a flexible approaoid discusses implementation of
psychodynamic group with PRU students. It considers the importance of mentalisati
psychodynamic models of working with staff and parents, through supervisiorefieative
groups. It suggests the need to hold in mind both the internal and external worlds of thes

Apsychot herapistés reflections on using
PRUs in Inner London (&6 year olds). Containment was seen as a core foundation for emc
growth and | earning for CYP. Thecdwetsidoro
highlighting the importance of psychodynamic ideas and support across the systen
individual CYP, parents, staff and the wider network. Work discussion giOps5) are
highlighted as a core element of this model.

Ateacher 6s r ef | ecWDGdonametmone psripatetici teachersuop vulaeral
children, who are rtaattending school due to reasons such as permanent exclusenous
illness. It discusses psychodynamic ideas of projection, transference, and containment
i mportance of helping staf WDGsao et hae yo tehd
enough to continue with the primary task of working with such CYP.

Acl inical p sy c h o lrefleciioaston dievelopg andappeoach to éeading ar
managing a PRU for students aged1#1 The approach draws on psychodynamic idea
containment, holding and attachment and some neurodevelopmental research. It discus
student s®d needs can b essiomaneeds df theostaff fihe impagetto
range of practice and systems in the HRUiscussed, including mu&gency work.
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5.3 Key themes from the literature

Brief details and key contextual factors of papers included in the literature review are
summarised above, in tald&. Papers are written by a clinical psychologist and a headteacher,
(Solomon & Thomas, 2013jwo psychotherapistéalberg, 2008; McLoughlin, 2010pbne

teacher/art therapigKalu, 2002)and one peripatetic teacl{dfoore, 2018) Aut hor 6 s di f
training modalities should be held in mind. All papers asecstudy reflections, with no
examples of empirical research being conducted. Further evidence of the success of the work
described could have been presented through more formalised feedback from parties involved.
The lack of this evidence leaves quessiabout the rigour and trustworthiness of the included
studies. However, given the subject being explored, and the ontological and epistemological
stancesof the studies t hese reflectiv-basadravi desaceadda)
seem in many waythe most appropriate format for reviewing psychodynamic models of
working; they capture the authéiaternal experience of the work and therefore give space to
consider the unconscious processes at play. The challenges of PRU work are significant, as
demonstrated so far in this thesis, and thus paying attention to accounts of those working in

them,and heir refl ective experiences and O0trut hs

5.3.1 Conceptualising containment within an AP setting

Across all papers, containme(®ion, 1962b)was seen s foundational to # work, with

particular thought given to the relationship between emotional development, thinking and
learning. Drawing oitWa d d €1998pmerk, which summarises psychotherapeutic thinking

around containment, McLoughl{@010)h i ghl i ght ed t hat fAan indi Vvi
in genuinely and use them in the service of pelsgnoavth and development depends on their

earl i est experiences of secure emotional Co

framed as facilitators of a similar containment for these Q#&u, 2002; Malberg, 2008;



McLoughlin, 2010; Moore, 2018; Solomon & Thomas, 20BA8yoss papers, containment was

linked closely to earlier psychodynamic theorists, which B®862b) also drew on his

writings on containment. These included projectiod arojective identificatioriKlein, 1946)

and Winnicottds i deas gl9Wuaduts céegtingoagicalmmau g h 6
emoti onal 0 h ol (I®87handneadingthinking space totavoid the unconscious

being 6acted o943 t owards students

Solomon and Thoma@013)wrote about containment in two different ways: the emotional

and nurturing aspects and containment offered through systems and structures. They linked this

to the idea of reciprocityDouglas, 2007and Bowl by ds a(Bowlhyc1968e nt t h
Bowlby, 1988)wi t h a schoolcupeowbiadiedg macbhsei ke t h:
containing and consistent response of a parent. Solomon and T{g0h&%noted the need

for:

sufficient structures to ensure enough consistency across a staff team and between
individuals, so that students canracteal | vy
and respond to them. It is this combination of emotional and structural containment that
gives students an experience of consistent caregiving. For children with disrupted or,

in Bowlbybés words, i nsecure at talwdtioméent pa
have the potential to be the first to offer them the opportunity to have a repeated

experience of a 6édsecure basebd. (p. 50)

Linked to Bowlbybds attachment research, Sol o
impactofac hi bdaéas erinmg mwod &l 06, a blueprint for med
which shapes our expectations of ourselves and future relationships with others. They linked

this to neurological research on the impact of early relationships on brain development but also
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highlighted adolescence as a key time to reshape neural pathways and connections through

offering emotional and structural containment.

Mc L o u g (R01D)pafpes, which explored using psychodynamic approaches and therapies
within KS3 and 4 PRUs, outlined a model of

contai nment 0:

One way ofconceptualising this situation is that multiple and overlapping concentric
rings of emotional containment needed to be put in place by managers and supervisors
in the Service. This then made it possible for the PRU psychotherapists to keep steady

in carrying out their primary clinical task in this chronically unstable set{mg226)

These circles included containing the CYP, the staff, parents/carers and families, and the wider
net work of professional s. Each of these wer ¢

CYP, and thus their learning and developme

Sol omon a n(A013Jchnoeptaatisédimilar ideas within a framework (Figurel6)

which considered a range of psychological theories, as already allu@davere placed at

the centre of the model with others presented in a cirpal&&rnsurrounding tem mirroring

the circular nature oflic L o u g 2010)madsl. Figurel6 presents families, staff, muiti
agency networksand systems and processes as important factors in containment. Focussed
discussion and specific casework examples, in relatiorthese different factors are also

presented by Kal(2002) Malberg(2008) McLoughlin(2010)and Moore(2018)
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Figure 16 Solomon and Thomag013, p. 54) conceptual framework for managing a PRU

54 M. Solomon and G. Thomas
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5.32 Containment for staffi space for listening and thinking

All five papers highlighted the need for stédfexperienceappropriatecontainmentso that
CYP could also experience feeling containdhis was offered through various formats
including staffWDGs (McLoughlin, 2010; Moore, 2018)ndividual and groupsupervision
(Malberg, 2008and weekly consultation groufSolomon & Thomas, 2013phared spaces
hel ped otherwise i sol at e(doors,t2@l8)fnd feel vafuede |
understood and validat¢8olomon & Thomas, 2013Jaking a shared, collaborative approach
(McLoughlin, 2010) driven by shared valuéSolomon & Thomas, 2013)nd accounting for
individual needs, perspectives and feedback from @idfberg, 2008; McLoughlin, 2010)
wasalsoseen as important to these spadésese were seen to mirror and parallel what staff
aimed to provide for students, helping them feel heard, recognised and sufidotiedghlin,

2010)
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Moore (2018) highlighted the lack of containment that staff can experientbin a
Afragmented sysosfpempecandet hedendvli €&i cati on in
strongly identified with the children they are teaching. As they lose sight of boundaries and

become derofessionalised, the child as a separate individual evaporates in their mind and

thereisnocont ai nment o (p. 1@088)r. e fSliendtlead | yn Mtad b1
fistrong tendency owar ds acting out, di sgui sed behind

suggesting this was a reflection of the fAexp
part of teachers, parents and the y&olBg peop
paperthrough coming together for a staff WDG, teachers reported feeling more held and able

to manage the projections being experienced and respond more helpfully. A2002)noted
inherref ]l ections on teaching in such settings
projections and reflecting on them that make
or anxiety from our own emot i on sagwihmthathd i ndi n

child has communicatedo (p. 372).

Staff WDGs, based on psychodynamic models of thinking, are where participants consider the
unconscious processes at play in their interactions and experiences. Theserdsedas a
Apower fuiomoatehaentould bring Athe compl ex
i nt o c on ¢$Mclooghlis, 2EG 3 231 McLoughlin(2010)noticed through her work

inPRUs and Arecognition of the |Iinks between
reactive behaviours at the PRU, staff often begin to feel more empathetic and creative in their
responses to the tr oubl(pedl)WhGs andothersimipatgoupi n t h
reflective models were seenaéa point of stability in the <c
an opportunity to offload frustrations, gain support, and improve practice through reflection

(Moore, 2018, p. 106)



Kalu (2002)hi ghl i ghted a psychodynamic approach,
their behaviouro (p. 367) , as hel pful but a

spaced6 for teacher s:

Wehaved¢ f i nd enough space in our minds to g
dilemma is often the instructive, directive, offerdgesandstrategies space in our
minds versus the reflective observation that would tell us so much if we would only

relax abit and wait and se€p.367)

Kalu (2002)reflected orher experience of missing out afpint thinking spacen relationto
aparticularchildi n t he absenceé of others t cselfdli scuss
began to write reams of notes about her to exorcise myself of painful feelings of confusion and
anged ( p Ske6etognised the importance of allowing this thinkn@ s he tWwas abl
receive the projection of overwhelming feelings, to hokehthin[her] mind and then convey

to the child the sense that the anxieties ar

5.33 Parent work

Although not discussing direct work with familiddpore (2008)highlighted theamportance

of considering parent al influence on teacher
Family dynamics can be obstruct itovteir wher e
babyé are in collusion with the child whec

power over the teacher when lessons are conducted in the debilitatirtgsknti

environment of the hom¢p. 106)

In this case, the staff WDG was an opportunitydflect on this influence and make changes
accordingly, by shifting the teaching space to a library instdadre (2008) highlighted the

WDG as a chance for teacher s fito under stand
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work in the systems inwi ch t hey were operatingo, i ncl u

empowering them to consider how the4. Atake u

More direct work with parents was discussed in three padpatberg, 2008; McLoughlin,

2010; Solomon & Thomas, 2013)icLoughlin (2010)presented a case discussion of a CYP
named OTyroned t ISheoofiegett waekly indiddual gsychoterapy with

Tyrone, monthly parental work and supported the system through WDGs and network
meetings. Through engaging in the parent wor
mot her remar ked ndrm erdotorf éodlaimeg fAfpat rher sonds
clinicians had Adlistened and responded to he
taking her seriously. As a heagedudll realisedthabtleei ng c
heal and teaching staff of the PRU were doing their best for Tyrone in the circumstgmces

230). Thisjoined up systemi@pproach whi ch pri oritised Neadnds i n:
to more ceoperation fromher, which i mpacted Tyroneds attit

outbursts, and ultimately h&&ademic progress.

Solomon and Thompsa2013)highlightedp ar ent s and fbagestinfuentei f e as

on young peopl eds Il i ves(p. 57 velnheiyn ne@odreldy tdcdc
experienced by CYP and families during this
and Adifferentemeeaspecdand eisn denp edlredpenc e, resp

(p.57).Consequentlytheyprovideddaily communication with families, toffer containment

and supporthrough thistime. I n M&DWBevog &s i n PRUs, a fApsyc
oriented family therapist offered a mentalisattom s e d g r o u [fp. 10)fer thgndor e nt s O
explore the thoughts and experiences of their young eeaptl their owmesponses to and
interactions with them as a resi@imilar to work with staff, supporting parents to reflect and

think differently about their CYP was seen a key part of containing and supporting them.



5.34 Direct work with CYP

Alongside parental and/stemic work Mt oughlin (2010)outlined the important process of

weekly individual psychotherapy witiilyrone Over the period of a year, they explored the

impact of a car accidertte was in aged:1Tyrone had suffered severe facial injuries,
temporarily It his speech, ability to eat and sight in one byéethe rest of his family escaped
unharmed McLoughlin (2010) framed this incidentas amunconsci ous met aphc
mu st have feldt |l i ke a catastrophic family b
parentsd separationéthe secure container of
threat eni ng s 8he faypothasised thtitepot@nfafpsttraumatic stress of the
accidenthadimpacedTyr oneds subsequent s andpositonibtheh avi oL

family. As explored in therapy, Tyrone had:

always felt he hatheen singled out in his family to bear the brunt of things, and that

neither of his parents cared whether he lived or died. He was able to modify this view

over time and once he felt more confident that he was cared &duwt began to

make more collaborake relationshipdand] became more able to identify potential
triggers that were |likely to get him intoc
faceod, he bl anked out, |l ost control and t

Making explicit thepossible link with his early trauma was very helpful to Hjm229)

This is an example of the potential usefulness of therapeutic spaces for CYP to help them make
sense of their unconscious feelings, experiences and responses. However, Mcl(20@8)in
also noted the difficulties of engaging in such work with this cohort, and the need to

concurrentlyfacilitatereflective work across the system.

Malberg (2008) dtailed her experience running a mentalisation based group with some CYP

from a PRU. She discussed the challenges and outcomes of this group, noting feetioga
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of anxiety and lack of containment, as well as diffi@gdtmaintainng a reflective stare
Afeelings of humil ipervasiveamd | svould ofterefihdonlyselsfindng s s f e
excuses not t o r et ur Ao mahage swoneeebkhavdr wieiah delt ( p .
Adanger ous a rshtuseduignettestofintenpersonal difficudts to displaceand

contains o me o f t he fAi nst ifroncQYR i Isessiorgp.BO7)iMalbey ar i si

(2008)wondered whether:

some of this behaviour was instigated partly by the unconscious fantasies of many of
the young people regarding me and ooytherapist as a parental couple. If so, we
offered a different type of developmental object as a couple, as we managed to survive
the constant attacks and attempts to split us up over issues such as race and culture. As
the group culture evolved, we maeal to create a safer environment in which creativity

as well as the exploration of otherwise forbidden topics such ag feeese discussed

(p. 107)

Such reflections highlight the projections, as discussed across other papers, which staff
experienceintei r work, and the power of staff Osur

containment to students.

Kalu (2002) gave several examples of these experiences in her work as a teacher. In each, she
di scussed an object oaimetd vi o yhodlep nGYRSslkagia

di fficulties. One CYP, 6 Al ex o, bui |l t hi mself

For about six weeks, the Okennel 06, as he
lessons. Inside, he would read to rde.painted it full of sea scenes and dolphins and

began to talk to me from the safety of the inside about the bullying he received at home
from his brother, his worries about mum and his fears for himself. Over the weeks, |

think that small boy began tafl a world within him that was brighter than the ogres
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and big waves that he talked of so fearfully. He repaired the roof once but, as the
Okennel 6 sl owly fell apart, it became | ¢
internalized something good. Hedaene more able to look at some of his worries

instead of constantly being prey to an anxious ch&adu, 2002, pp. 36B62)

After such individual work, which provided containment and thus, thinking space, Alex slowly
began to be able to leatHalu, 2002) Similarly, CYP in the mentalisation group began to

tolerate and discuss more difficult emotions, with two even able to go on to access individual
psychotherapyMalberg, 2008) More indirectly, Moorg2018) gave examples of the WDG
positively impacting teachersd ability to en

the unconscios processes occurring during lessons.

All papers also advocated the need for patience and persistence with theseoG¥évide a

consistent containing spadefial | ow t he pr oc(kak,2002)avn d Wluen @ hi |
each constructive and meani ngf ul clinical
(McLoughlin, 2010, p. 237)McLoughlin (2010)r ecogni sed fAa omaltyment C
containing contact with the child or family or indeed with the staff group [as] noteworthy,
however fleeting. Such moments could be remembered as something positive that was possible
bet ween peopled (p.237). T hon $0 indivedoa daseworkh a s p
examples and it must be acknowledged that au
which highlight their conceptual points. However, | have chosen to discuss these in depth in

this review, to highlight the emotional roplexities of the CYP working in PRUs, and the

emotional experiences of staff working with them.
5.35 Holding the network and multagency collaboration

Joining up systems and encouraging rsadfency collaboration was discussed in several

papers (Malberg, 2008; McLoughlin, 2010; Solomon & Thomas, 201Splomon and
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Thompson(2013)described a regular network of different agencies from social care, health
and education coming together to discuss work anardmate their approach with CYP and
families. The network received positive feedback from participants anchaktdaservers such

as Ofsted. Both McLoughli2010) and Solomon and Thoma013) advocated for
transparent communication and authentic joint working with families, through aageiticy

network model.

Despite being commissioned to deliver staff supervision, Mal2&@8)soon recognised t h e

l evel of interpersonal di stress caused by di
the Adespairo and iang e redo rantegraieatheic OVP gp.1@3v e r t |
Consequentl vy, the team worked psychodynami c:
possible change and influenceé adapting and
devel op a common f r ameOR)o Theyooffeeed oppatgnities Jos t e ms
feedback across parent and teacher groups to link common themes and open a joint channel of
communication and thinking about CYP. Shared language across systems was thought to be

key by Malberg2008)and Solomon and Thom§2013)

Moore (2018) highlighted the impact of staff stress on the systehe WDG was set upn

response to theervicemarager feeling overwhelmed byeacher concerngie reported a
noticeable differencle dadndétr fteheel WDeGa rld egg aans
problemg teachers know they can park the problem until the next meetingwithydqup . 95) .
This example highlights the impact a containing and reflective space had on the wellbeing of

the wider staff team, and the i mportance of
Contrastingly, McLoughlin (2010) descri bed
Asapes hi ftingo, chaotic sy s frequnentlywoirggoneandhigh at i on
staff turnover) and resources (uncertainty around funding and poftey)changed. Drawing

on opensystems theoryZagierRoberts, 1994)McLoughlin (2010) highlighted thatunlike
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theficlassic psychoanalytic image @baby securely held by its mother, both supported by the

fathelb, a PRU had permeable boundaries whemeew, open and interlinking networks no

longer function like a bigger version of acli e ar f a miMcloaghlif (B01® 3 7 ) .
recognised the stress experienced when workingifamn par ent edo syst em,
guestions were onesgebtfh rsowrgvhi vtahle (déahyo?w )wi laln dv
we really achieve?06). Containing processes

therefore seen as key.
5.36 Containing systems and processes

Solomon and Thoma®013)outlined some of the practical systems and processes that they

saw as key to successful containment. These included using consistent restorative approaches
with staff and students in response to O0be
i mportance of r el at i undesstoodys a hreakdowin sflbetatioastipso u r 6
rather than a breaking of the dédschool rul eso
and given opportunity t o r eebtions and pracesses weeep ai r ¢
used in these meetings, and in other contexts, such as the drawing up of class agreements and
weekly staff consultation sessions. Clear and organised processes for procedural aspects such

as teaching and monitoring, staff recnuiint and development, and risk assessments were also

highly valued and seen as key to creating a containing environment for the whole system.

In contrast, Malberg (2008) highlighted the lack of consistency in ethos in her PRU settings,
where the headteaghwanted to focus on remedial and therapeutic matters but also held a
phil osophy Acharacterised by rigid behavi o
precaut i @)nThePRUpadits®B8n exclusion policy and teachers reportedly carried
walkiet al ki es to fAkeep eac(B08cdcresi dearfeed ,a whd fclhe

teahersé6 fantasies of the young people as dan
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PRU was argued to add to the chaos experienced. Furthermore, previous staff supervision
groups had failed on their aims and goals, leading to increased aggresgisplinin the
system(Malberg,2008) To counteract this 0chabckdr, she
structures and processes within staff groups to provide some containment: setting goals
together, an agreed time and place to meet, and havingbcleadaries andtructurein the

session. Similarly, Moor€2018)discussed the needrfo a cont ai-appgopnidatie
place to work. This was a key issue for pegpa teachers who were often working in the
uncontaining and unboundaried environment of

of the consistefntstVb@ laist yiiai npotihnet cohaoso ( p.
5.3.7 Importance of flexibility

All five papers highlighted the need for flexibility and creativity in this type of work. This was

seen to be different to the traditional psychotherapeutic model of working, whietyignae,

place and relationship boundari@dalberg, 2008; McLouklin, 2010) Both Malberg(2008)

and McLoughlin(2010)noted the need to work differently within the PRU system, and to join

up with the systm more flexibly. Malberg2008)h i ghl i ght ed t he i mport a

be excl utlesystém dnd fomyoung pedplminds:

our consistent responses to | ate arrival s
know6é keep many young people engaged, pe
possibility of someone trying to undeastl what they are going through or simply being
interested in their minds as separate and unique. As a result, adolescence, a
developmental period of inner turmoil in which relationships are central, challenges
clinicians constantly to revise their beliefisd therapeutic stance as well as to develop

new ways to support young peofle. 1012)
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Shelikemedt hi s approach to Astanding at the door é

fbe a true surviving, thinking object, provi
system and those in ito (p.110). Wheba fit he
Ai nformed and influenced by the culpiilfed and

This chimes c¢closely with McLoughlinds (2010
system of the PRU. To address this, McLoughlin (2010) higHithe importance of a

fipositive working relationship between therapists and educationab staff suggestsa

ficontaining framework in such settinfis]t he t her api st és <c¢cl ear, cal
rather than a reliance on a stable and consisteit e r n a | s e While thegegiwo ( p. 23 5
paperswere written by psychotherapistssimilar ideas around flexibilityvere considered

acrossall other papers, alongside the need for consistéghtyo meet t he needs o
practice needs to combineetimplementation of standardised, consistent approaches with the
sensitivity and flexibility to respond to different individual needs. Achieving this balance

requires constant moni t(®olomom§ Thorhas, @y p. 63k and d
5.4 Summary: links between emotions, thinking, reflection and learning

Both Moore(2018)a n d K@00ppesper s, written from teacher
scope for psychotherapeutic frameworks to be implementaddénge of practitioners in APs.

Examples shared show the potential for positive change, thinking and containment, when
teaching staff are trained to think and reflect in this way. K2002)reflected ontedte r s 6
under preparation for the Araw emotions of

highlighted the emotional vulnerability of learning:

taking risks involves the possibility of failure, humiliation and emotional pain. Learning

in any true sese can arise only out of doubt, uncertainty and the frustration of not

13¢€



knowingi unsafe territory for our young people who need to defend themselves at all

costs against any repetition of their pgm 360)

|l ndeed, t he adul t 6s mdatienp ia key.tTyg dotso, Malbeif®@@08) i n s u ¢
discussed the need for space in the mind, and vg#itmgs, to reflect on feelings and thoughts
which arise-tfthimrki hbe bBhawmi ouro (p. 103) w h
confronted with daily. As s ([2013y prioritisgtion D | 0 mo n
restorative practices, class meetings, and albther examplesf6t hi n k i ratiending a c e s 6
to thoughts and emotions waaderstoodas vital to promoting positive outcomes for CYP.
Mentalising was highlighted as a conceptual framework for this approach, as shown in this

example from Solomon and Thom@913)

For children and young people with difficult attachment experiences,ctiyedcity to

mentalise may be inhibited because their primary caregiver may have lacked
mentalising abilities themselvesé the <ch
obviously, and to have structures in which they can experience seeing, hearing and
undersanding multiple perspectives, can be extremely important in developing their

theory of mind and abil.ptb2les t o see ot her

As denonstrated throughout this review, mentalisation was advocated for in all papers, with
parents, staff and CYP. Capacity to reflect waderstood aa vital part of the development

of a containing system, where CYRshegnud d f ee
tolerate and process their own emotions and those of others. This was crucial to unlocking their
ability to engage more productively in the risky venture of relationships and ledékahg

2002; Malberg, 2008)



Chapter 6: Discussion

Building on data presented in chapter 4, and literature presented throughout this thesis, | will
now discuss each category in turn and linloithe overarching GT formed. Following this, |
will summarise the theory and-egldress the research questidnsill also consider research

limitations, implications for practice and directions for future research.
6.1 Updated literature search forrecentpapers

To aid discussion, and account for any recent updates to the original preliminary literature
search,lte same search terniSdqure 7) were run agawn 08.04.210 identify any new papers
relevant to tk discussion of successful PRU practice. 6 additional relevant papers were
identified, published after the original search d@eyd, 2021; Caslin, 2021; Demie, 2021,
Facey et al., 2020; Greenhalgh et al., 2020; Page, 2B26) contextual details of each study
arein appendix TOriginal inclusion criteriaTable 1) were adjusted slightly, to include papers

on specifc experiences of black students who had been excluded, due to some of the findings
from the GT.Further, he originalcriteriaonly included papers from Englang account for
specific policy contexts for English PRUs. However, in this seangapar from Walesvas
identified which evaluatedattachment and traumaformed training in PRUsGiven this

topicts feature in the GBnd the universality of the topic,yoe@o nd speci fi c count
contexts, it was also includetdhese articlewill not be separatelycritiqued butinsteadused

to inform the thinking developed through this research

6.2 Discussion of theoretical categoriet links to GT and research

6.21Category 1: Posi ti VeollaBomtve anchdpenl 6 r el ati ons't

As highlighted in the preliminary literature review, and in much of the widernational
literature on work with vulnerable studemseducationrelationships are kefe.g. Holen et

al., 2018; Pallini et al., 2019; Rucinski et al., 2018; Rushton et dl.920 T e w, 2010; i
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Fisler et al., 2020)t is, thereforeunderstandablihat the relational dynamics between EP and
commissioner were found to beportant As highlighted in chapter 4, the collaborative,
positive, and informal nature of this relationship was important, aghwe#frscapacity to be
open, honest and reflect ®tfer, to improve practice. This is resonant of the open

communication channels needed in a healthy parenting relationship and all subsequent findings

are |linked to this idea of the relationship
work.
Thi s | inks t@01lMce folugdht iimds on her experience

sygem, and one which due to open, permeable boundali£agierRoberts, 1994)and the

ever changing and shifting nature of the netwiocan oftenfee i n 6 chaosd. When
positively, openly, honestly, and reflectively, the EP esrdmissioner provided an element of
parental containmen(Bion, 1962b)a n d 0 h @délainbnn&g omas, 2013; Winnicott,

1960)for each other and the rest of the PRU systeppauing the network to meet the needs

of students in a challenging context.

SystemspsychodynamicéNeumann, 1999) nt egr at es i deas from Apsy
Group Relations and @paken 2084y s 1Yhisnsa hel@ut lenpte ct i v e
consi der t he HAuncon s,caspeassof indviduals aswmerhbers of s u r f
organisations, groups and tean(Eloquin, 2016, p. 164andthe&¢efic ol | ect i ve psyc|
b e h av (Neumand, 1999, p. 57across and between #e systemsThe impact of
psychological defences, such as transference and countertransference, in AP settings is
pertinent, especially when staff are managing the complexities of thés@¥#otions and
expeiences (Menendez AlvareHevia, 2018; Moore, 2018)The unconscious anxiety
expressediroughCY P& behaviour, is often felt and experienced strongly in the sy@tain,

2002; Malberg, 2008)The role of social defencé&rmstrong & Rustin, 2015¢anmean that



a system may respond rigidly, reactively, or chaotically to fedfaviour, to alleviate the
anxiety and uncomfortable emotions stirred u
systems level ithereforevital, given the lack of containment and levels of anxiety experienced

by many of the CYP, and thneed br staffto manage such emotions.

6.2.2 Category 2: Shared core values, goals, approach and language

Participants showed shared values, goals, approaches and language in thé&xamopkes of

these are evident in all other categories presented in theu@T astaking a relational

approach, being flexible and going above and beyond, prioritising CYP perspectives and
involvement, seeing the best in children, and championing joint reftecil participants

talked about the importance of these sharedesadnd approaches on the success of their work,

and some discussed the difficulties faced when these priorities are not shared by other staff and
professionals in the system. A shared approa

and the succef the work carried out.

Thislinkst o recommendati ons made (200)r 8 pomsonfiahdeF
education providers should set an expectation that their provision will demenmstratvalues

and quality practices, and use recruitment, professional development and performance
processes to ensure that they are understood
and Thomag2013) highlight the need for all staff to take a consistent approach, and to be
doughti rtabthe language and processes used in the setting. Consistent processes and systems
were seen to provide containment for fystem(Solomon & Thomas, 2013jnuch like the

EPandco mmi ssi oner 6s shared 6parental 6 approach

Language played a key part in approaches, such as through hogthgtrand needs, and
SENDwer e conceptualised and spoken about. Thi

carry about themselves, and thus, to identity andestdfemMainwaring & Hallam, 201Q)
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To help shape more positive identities for CYP, participants focused on jpenrsived practice

and strengthdased and solutiefocussed approaches, whichllvbe discussed further in

categories 6 and 10. This is similar to themes in the literature, where AP staff desired to change
how CYP were viewedMalcolm, 2020)and recognised the importance of the different
approaches they took, in comparison to mainstr@arouk, 2014)In her recent paper, Caslin
(2021)arguedt hat negative and O0behavioural é | angus:
had a significant impact on the sedteem of CYP excluded and perpetuatesir poor

educational engagement and negative outcomes.

This category linkso systemiaconceptsuchasé f a mi | y(Bysgdalli 1985)sabd how
these impacafamily 6egperiencesnd identity anda tool calledhe6 f a mi | yPersita,i el d 6
2014) which helpsa family identify, understand and represent their shared vatjoeds and
resourcesAs suggested by Embai(2019) such systemic family therapgols could prove a
useful frameworkfor EPsto promote shared values, goals and approasbess thd?RU

6family systemb

623 Category 3: Rel ationships and communicat

Rel ationships between members in the system
success of the work, particularly when there was trust, and a shared perspective. The
preliminary literature review demonstrated the importance of collaborative asitve
relationships between staff and students, with families and acrossagettty system@.g.

Cockerill, 2019; Hamilton & Morgan, 2018; Hart, 2013; Jalali & Morgan, 2018; Malcolm,

2019; Michael & Frederickson, 2013; Pillay et al., 2083nilar recommendations were made

across reviews of exclusion and APs, with Partridge g2@R0)recommending the use of

multi-agency support teams to support ereeative work with these CYP.
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The successfulmulagency network in Solomon and Thoms
provide a sense of containment and collaboration for all staff in the PRU. This in turn, provided
containment for the CYP attending, ey were experiencing a shared and consistent approach
from all adul ts. This c at(2040ddesy of doncenkiscirctes os e |l y
of containment across t h¢g97%gcsldgieairsystemqtioeary o Br ¢
Both draw on the concept of concentric circles in the system which interact and impact CYP.
Drawing on ideas from opesystems theor{Rice, 1953; ZagieRoberts, 1994)and systems
psychodynamic§Neumann, 1999)it is pertinent to consider the permeable boundaries
between these circles, and thus the influence of containment, eoflaakross them. The
exploration and containment of emotions in these spaces, and fthm $hinking that can

happen as a resu{McLoughlin, 2010; Moore, 2018)was particularly important in the
interviews conduct ed oéifunctioh df the EPandgothgnissionerh e 6 p ¢

provided and encouraged this containment across other relationships.

Interactions with parents and families played a key role in this category, and examples
discussed were all about building trust and engagement with families, after théiugrev
experiences of feel i BandIostiea systemwhi®was soimlarto | i s |
Tyroneds mot hMcLoaghlin,GlPend reperts troen parents in several studies

in the initial literature revieWEmbeita, 2019; Gazeley, 2012; Parker et al., 20Réently,

Page(2020) examined parental engagement in AR and highlighted themportance of

providing parental support and engagement across six different doindiesavioural,

emotional, safeguarding, functiongdedagogicand capacity building. He argues that this
ensures a fAholistic approadlest hat fipfraxyimd s ¢
re-engagemendt §5p Support offered to parents included daily phone calls and family

|l earning days which hel ped reduce feelings o

feel as excl udesdrhissart otappeoach was epoited  indrease a cyclical
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process of joint practice and information sharing between home and school, meaynneyéh
able to create more personalised strategies to meet the needs of CYP. Participants in this GT
study describedimilar experiences where they helped parents feel heard, understood and

involved in the complicated systems surrounding their CYP.

In examples shared in interviews, collaboration in thec&Rmissioner relationship, and

shared thinking and approaches in how to engage families, often provided the containment
families needed to begin managing their own frustrations and emotions. This is similar to what
Malberg(2008)hoped to achieve through her mentalisati@sed group for parenzroviding

them with a reflective space, to help ety contain and process the emotions and projections

they experienak from their CYP. In all these examples the importance of engaging with
parentsvas a Vvi t al part of i mproving outcomes f
system McLoughlin (2010) highlighted, and shows the important role that EP and
commissioner can play in providingits o6 par ental &6 containment t

system.

This joint work between EP and commissioner was influenced by how much the EP was part

of t he ¢sy ¥b.tTeRermiportanice of theeEP RaiRing good relationships in the setting

was capturety the SENCo in interview 3, where she linked it to building relational skills and
capacity in the youn fouldlemtph aet: wiilt hd i hdanvditn gt ha r
doesndét know our school, wasnodt Thehighligmsy t o Kk
the idea of the Efeommissioner relationship impacting on all other relationships isytstem,

similar to therole of parentsn a family. However, data from the fo
system?06 al so rai seécpmpuenttidégn swharno utnhde hEoPw its

embedded in the system, and where other infl
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The question for EPs is therefore, how to maintain a sense of presence and connection in
what ever of anndi IsyeGt duypn @nrhiecy 6ar € wor ki ng i n, and
can be extremely difficult when other members of the PRU do not see the EP as fully aware of
or involved in the complexity of the PRU work, and therefore have difficulty engaging with or

fully trusting the EP. This links to the need to foster staff engagement and trust through working
together. Examples in this category further highlight the permeable boundaries, and non
hierarchical structure of these systeffdoquin, 2016; Rice, 1953)and the impact of
transference and projective identificati on,
CYP and familiesfeel and projec onto them(Klein, 1946; Winnicott, 1947)Therefore,
containment across relationships is vital anthething which an EP is well positioned to
facilitate, when they have a good knowledge of and relationship with the systatant in

these findings, a positive working relationship with the commissioner was a key first step in

building this.

Figure 17 First threeoverarchingcategoriesn theGT

THEORY: EP & COMMISSIONER AS 'PARENTS'

sl 1. POSITIVE 'PARENTA
RELATIONSHIP -
2. SHARED ° COLLABORATIVE AND

CORE VALUES, OPEN 3. RELATIONSHIPS AND COMMUNICATION

GOALS, ACROSS THE 'FAMILY'
APPROACH
.

LANGUAGE Differing Working Fostering W, ent-staff ] Relationships
: together asa staff . . : e CYP/EP
perspectives, relationships |l with families AR
priorities i team/ system? ll engagement, relationship

amoung staff positive trust and
relationships respect

Both in chapter 4 and here, these filseecategories, and their links to the GT and literature
have been discussed in det&hch remaining category will now be discussed, including how
theyfit with theliterature and thé p a r fenctior@®GT. Screenshots of pertinent sections of

the GT diagranfFigure 13)will be embeddedt appropriate point$o aid discussion.
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6.2.4 Category 4:Nurturing the wider environment systemicfocus

Linked to the relationships across the family, this category stimsvimportance of considering

the system and environment in which a child
full potential. Participants were actively engaged in considering how to improve this
environment through enhancing systems andgs®es and challenging potential barriers, such

as racismConsiderations about how people relate to each other within and across sgatkms,

whet her staff are O0bought i nd to t heeekey.parent
Key‘
Referral U
3. RELATIONSHIPS AND constructec

COMMUNICATION ACROSS THE 'FAMILY" (Unpubl

Fostering

Multi- Working EP in the p
sta Student-staff ll Relationships

agency togetheras a system?

working || team/positive ] engagement, B re|ationships [l with families
relationships : trust and

o L]

. L] . ., . .
" - ; ‘e .o . 4
ind approach . v v . 3 ; -

L . . *
‘ *.. . t' - ‘.0
*
| "‘
a® - ' ‘ . ..

>
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Not only wasjoined up multiagency work a importantcomponent of this, but also the EP
supporting the development of more containing processes and spaces in the PRU. This was
seen in many ways as more important than engaging in individual casework, as it was felt to
have a longeterm preventative impact, and wider reach to all CYP in the PRitbugh
developing robust induction systems, pupil focus meetings, and joint staff reflection processes,

participantswere helping the system to becemo r e 6 c o nt anvolvédpagdthus, or a l
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better able to pr oyWinieott, 196@thapQYP,damilies land étdffo | d i n

need.

This category included reflections on race and discrimination, particularly in relation to the
overrepresentation of Black Caribbean and White/Black Caribbean students in exclusion
statistics and AP setitys(Graham et al., 2019; Mills & Thompson, 2018) two interviews
participants reflected on further work they could do to tackle this injustice within the context
of PRU work Thisincluded paying more attention to aspects of racial identity and difference
and the impact of this on relationships across thtenge This was highlighted in particular in
relation to a majority black staff team in interview 3 who CYP were seen to have positive
relationships with. This links to ideas of a shared identity and understanding, and perhaps a
sense of belonging, a keuess factor in APs and reintegration to mainstré@atkerill,
2019)and wider educational outcomgsg. Dimitrellou & Hurry, 2019; Midgen et al., 2019;

Raufelder et a) 2015)

D e mi (0@19paperooked atthe experiences of Black Caribbean pupils in school exclusion
in England and explored reasons for overrepresentation. Findings linked disproportionate

exclusion rates teeveralffactors, including:

challenging what constitutes racisminsch®@ t t i ngs, teachersod | o
institutional racism, lack of diversity in the school workforce, and lack of effective
training programmes for teachers, educational psychologists, SENCos and school staff

on multicultural education, diversity améce issues. (p.68)

These findings suggest the need for EPs and other professionals to consider how they relate to
and understand topics of race and diversity within an AP context, and in particular the

importance of further reflection, training and CPIpopunities around this topic.
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Similarrecommendations for more actiower tackling systemic racism in schowlsre made

i n B ¢292d)6tsdy where she interviessix black boys who had been excluded and then
reintegratedEPs are well placed to be able to provide and take part in reflective work on this
topic, to encourage schools to listenaond considerthe experienceand relational needsf

black pupils,enablechanges to policies and processes, and help create targeted initiatives to
tackle overrepresentatigBoyd, 2021; Demie, 2021)Given the majority of participants in

this study were white, including all the EP participdnégs®omewhatypical representation of
demographics in the EP professioerthis is a particularly pertinent topic of reflection and

action for EPs working in PRUs, for EPS6é6 and

6.2.5 Category 5: Internal working modél rebuilding trust and expectations

The name for this theoretical category, highl
dr awn f r o rfl9a®)wovk oo gtdachment. This refers to a blueprint formed in early
childhood through relationships with caregivers. This relationship impacts what a person
expects from other people and the world around them. Here the EP and comeniggicesent

a Oparental 6 approach in a system which f oc¢
working model sé of CYP, families and staff,

and involvement.

31t should be noted that with a lack of formal data on ethnicity in the EP workforce, this is an anecdotal claim,
basedonmineandmyo| | eagues6 experiences of the profession.
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Key Stage 4 Pupil
Referral Units: a jointly
constructed perspective.

part of this processjust as parental Ye>lelitaM7\ Y.\ (Unpublished thesis).

Relationships were seen as a fundanie

shaping a <chil dos s
trust and

world and forming secure attachments a F=Es

trust in their early years. This catego
highlights the role that relationships plas.. .,

in rebulding CYPG& trust and

expectations, to help them engage
4

society in a more productive wayhence

the direct links to category 3 in th

theoretical mode The ERcommissioner .
5. Internal working model -

rebuilding trust and
expectations

relationshipwas found to be both a direc

.
and indirect facilitator of this rebuilding, *
and as a result is framed lasving ab p a r eofe taral fudctionn the systemThe focussed
codes from this category were included in the @dgram due to theirsignificantlink to

relationships across the family, atfibir role in the overarchin®T.

Solomon and ThomaR013) linked CYR&s attachment experiences, and their formation of
their internal working modelclosely to the need for them to experience containing
relationships with staff, where their specific attachmee¢dsa n d 0 sre jakee ®1tod
consideration(Ainsworth et al., 1978; Geddes, 2008his was important in Solomon and
T h o m@®&L8)conceptual model of containment at thelRRnd they advocated that staff

were trained in and aware of attachment needs.
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In Wales, Greenhalgh et dr020)recently evaluated the impact of attachment and trauma
training for PRU staff. Staff received 2 days of training and attended six skills development
sessions, to help embed concepts into their wieindings showed that staff knowledge and
cof i dence increased post training. The aut h
this type of intervention, suggesting tlfat supportive and consistent system around a,child
thattakes into accounheir attachment needsadsto better outcomegp. 75) A similar type

of training approach for whol e fisystemso we
Commissioners highlighted EPs as helpful in identifying and explaining the impact of past
trauma and attachment relatiornshion CYP and families, sstaff could understand their

relational needs, and meet these accordingly.

6.2.6 Category 6: Prioritising CYP involvement: empowerment and agency

This categoryhighlights the power of persenentred planning, pupil focus meetsngnd

drawing young people further into the centre of decisions about them. This was fuelled by
participants who often felt CYRad not been empowered or given any agency in previous
settings. This links to the shift that parents must make as theirerhitdach their teenage

years, and seek out more independence, autonomy and g§atayon & Thomas, 2013)

EPs and commissioners placed central importance on allowing this space for CYP, to champion
pupil voice and facilitate positive engagement and change. This links to the key neurobiological
changes occurring in adolescence, especially as a result of learning through relationships
(Music, 2018; Olson, 2014) | t al so al i gns (1985)thdory &f esealfi and
determination and motivation, which notes the importance of adolescents experiencing

autonomy, competence and relatedness, to achieve their potential.



Interestingly, this need for empowerment aggncy was reflected in relationships across the
system particularly for parents who often report lack of agersnyd empowermentithin
exclusionprocesse$Embeita, 2019; Gazeley, 2012; Parker et al., 2(A@}ther, b facilitate

such persoitentred practice, staff needed to feel considered and listened to, as outlined in

category 3. This Iinks to the idea that pra
young person, i n ter ms exdaing tleewisual tinkorcateg@aygde ncy o
on the model and why 6 e mprhiswean beundgrsteodheodigh 6 1 s |

the framework of systems psychodynanfdsumann, 1999nd the idea of needs transferring

and interacting acrosslationshipsn thesystemi hence the need fdparentabcontainment

- . . . .
'Buﬂdmg shared understanding and approach %. v >

6. Prioritising
CYP
involvement:
empowerment
and agency

7. Joint
reflection to

:. Person-centred planning fac:|-I|tate
. N Pupil focus meetings Iearnlng and
Y *  Pupil voice development
N Consultation approach™=
" empowering staff |
—t —— _e®

Examples presented in thedings in chapter 4 show the EP as a key part of facilitating and
developing positive relationships, and building agency and empowerment, with CYP and
across the system. This was seen even in theoEfPnissioner relationship, where EPs allowed

space forcomi ssi oners to also feel 6heardé and u

15C



partnership might offer to each other. The centrality of etéldtred practice across all
interviews, and the importance of O&éemgsower me
placed at the centre of the moddlighlighting it as the core element which required
containmenandnurture in the systerthis is similar to other circular models discussed, where

the CYP arepresented at the cent(Bronfenbrenner, 1977; McLoughlin, 2010; Solomon &

Thomas, 2013)

6.2.7 Category 7: Joint reflection to facilitate learning and development

As discussed in category 5, our experiences and relationships can shape our perspectives on
the world around us betn also be seen as an opportunity for learning and development. This
philosophy was particularly evident through this category, hence the close interaction between
the two on the righthand side of the model. With containmetitial for both processes to

happen, category 8 sits as a link between the two.

* - L] * - L *
' * - » e . » o
TR T] . * * -
Building shared understanding and approach ., v | 4 ., . : "0
* [ *
*ea o. . R
- *
| v‘

6. Prioritising
CYP
involvement:
empowerment
and agency

7. Joint
reflection to

.: Person-centred planning faa_lltate
N Pupil focus meetings Ieam'ng and E
Y % Ppupil voice development 5. Internal working model -
: Consultation approach— rebuilding trust and
¥ empowering staff expectations

b dreams

EP providing emotional containment for system. Supporting
staff to further understand and contain student’s needs.

Codes within this category showed examples of different parties reflecting together to develop

practice and coping strategies. While examples of CYP engaging in joint reflection were not

151



presented in thisategoryin chapter 4, they were coded in this gatg, as well as in category

6, hence the close link on the diagraBach reflective practice and joint consultation and
thinking, modelled by the EBRndco mmi ssi oner , was hel pful i n
f a mitd goitain challenging emotiorsnd provide space for productive thinking and

learning, just like staff groups discussed in chapter.¢g McLoughlin, 2010; Moore, 2018

Developing mentalisation skills in staff, families and studéatg. Malberg, 2008; Solomon

& Thomas, 2013)and using restorative approach@olomon & Thomas, 2013)mirror

methods advocated for in this stugharticipants hogd to build staff andCYP& reflection

skills, and engagment with other points of viewthroughjoint reflection groups ancheetings

which brought multiple participants together A key part of a chil dés
them opportunity to learn from their experiences, through emotional containment, teaching and
reflection(Bion, 1962a; Waddell, 20027 parent is a key player in helping to facilitate such
learning experiences, much like the EP and commissioner aimed to do for staff and students in

this study.

Interestingly, in 3/5 interviews, there wego EPs in the PRU, and in 2/5 interviews, there
weretwo commissioners who worked closely with the EP(s). This highlights the unique nature

of each 6parentingd setup, and o6familydé dyna
relationship was a triaghther than a dyad, participants commented on the usefulness of having
another person to reflect with, and to support them. This links to ideas aro{adecding,
stepparenting, and other forms of caregiviagd highlightstha¢ ach PRU o6 fumgmi | y 6
is different EPsmust hold thisin mindwhen consi dering t haad r owhn

functionin the setting

It also |inks to the idea of parents having

in category 12. Despite differences withinf a mi lupsfit was ¢lear that the same
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underlying relational factors, including collaboration, openness, shared values and willingness

to engage in joint reflectigrwere what helped these relationships thrive. Evidently, EPs in

these settings mube willing to work with whatever familysetp e xi st s and be wi
parentdé in whichever way feels appropriate
informed and influenced by the culture of the sett{Mplberg, 2008) while also not
compromi sing on the importance of building a

containnent, to build a reflective culture.

6.2.8 Category 8: Acknowledging and containing difficulty

7. Joint
reflection to
itred planning facilitate
meetings learning and
development 5. Internal working model -
Consultation approach™= rebuilding trust and
empowering staff expectations

8.
Acknowledging

and containing

difficu |t\/ Positive interactions with EP and staff - providing CYP &
families with opportunities to experience people and the
world differently.

EP providing emotional containment for system. Supporting
staff to further understand and contain student’s needs.

The EP andcommissioner across these interviews discussed examples of containing the
difficulty within the system. In particulathe EPs relational skills within these situations were
noted as helpful, as well as their offer of supervision to staff and the commis3ibisewas

particularly important given the possibility of CYP being involved in complex systamh



as the crimmal justice system and social cared #éhe pressure and high workload for staff at

PRUs.

When the emotionsurrounding these pressueeg held, staff are more easily able to hold and

contain the needs and complexities of C¥Rlu, 2002; Malberg, 2008; McLoughlin, 2010;

Moore, 2018; Solomm & Thomas, 2013) As already argued, thi&P-commissioner
relationship closely mirrors the r oforégheof pali
system to manage these complex emotierperienes and challengesiowever, with this
comestheneedfarpar ent sé t o c owhdreaappmopriata to hccesst ektermal a n d

support to do this, from others in the syste

6.2.9 Category 9: Flexible, responsive to needs, going above and beyond

LuENC‘NG 1. POSITIVE 'PARENTAL'
- RELATIONSHIP -
COLLABORATIVE AND

Flexibility was a key idea acros: 2. SHARED \NF
CORE VALUES,
GOALS,

APPROACH 12. Impacted by

AND resources, external

LANGUAGE pressures and

'parental' support
network

the interviews EPs and

commissionerswere requiredto
beresponsive to the everchangir
needs of the PRU and CYPhere

were examples of taff going
9. Flexible,

‘above and beyond' and not givir responsive to
needs, going
above and

up, and the EP needed tobe beyond

supportive of, and aligned with

Shifting the narrative

around CYP Person-cent

this approach. This attitude wa

. Pupil focus 1
Helping CYP identify o Pupil voice
closely connected to particgnts : strengths N
10. Seeing _ .
Solution focussed
values, hence the direct link t the best practice
in children A 11. Big dreams
category 2 on the modelThis is Yo, - planning for
positive and
resonant of how attuned paren . . successful
ocus on transitions in and out — futures

‘end from the beginning’
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respond to childrends needs and the | engths

to ensure they are happy and healthy.

Similar argumers over the importance of flexibility and not giving up were seen in all five

papers on containment in chapterThis wasparticularlyevidenti n  Ma | (20@8)pgpérs

where she highlighted the need to prove to both the system and CYP that she would stand at

the door untishewad et i n, Arefusing to be eskaedbydedo (
participants in this GT study, who clearly understood the importance of not giving upuand

hel ping CYP have a new and different experi e
aboutdé. While not positi otegorg also hnkssto categgry 5o n  t h ¢
and the vision that containing relationships can bring about positive change for CYP: by slowly
shifting their internal working models and improving their tolerance of engaging with and
thinking about their own experiencaad emotions. This can happen when experiencing an

adult who is able to tolerate these emotions and experi¢kdaks 2002) just as a parent is

required to doHencet he need for staff t odaddmnussiongriove up

be able to support staff to O6keep goingd, th

6.2.10 Category 10: Seeing the best in children

Changing the narrative about CYP arriving at PRUs was clear throughout the interviews.
Participants took a hodéled and strengthd®ased approach. They focussed on identifying and
monopolising CYBs strengthgo help them achieve their potentidhrough hopefuland
personcentredoolsand approachesich as PATH O6 Br i e n .&Hisisdinkedtoth2 0 1 0)
shared values which underpin t hiage'theypchoosent al 6
to use withand about hei r O6chi |l dr end. It i s also resona

their children and desire to bring out their full potential.
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It should be noted thdhis category was likelyartially influenced by the strengthmsed

nature of the interviewNonethelessit wasclear that participants wererehdypracticingin

this strengthdased wayand the interview simply highlightetis. For examplein interview

5the EP likened thejoint staff consultations to the style of the research intervievg t r e n gt h's
focussedo and. Thedafnaturallygeew intothis, apptodcjwhen provided

with a joint consultation spadacilitated by the EP This highlights the influence of the

0 p a %3 and their values and approachas the rest of theystem.

NSOl 1. POSITIVE 'PARENTAL'

Wt RELATIONSHIP
2.SHARED Wiige COLLABORATIVE AND
CORE VALUES, OPEN

GOALS, )
APPROACH 12. Impacted by

AND resources, external

perspectives/

priorities waorking
pressures and
LANGUAGE 'parental' support amoung staff 3

network .

Building shared understanding and approac 1

6. Prioritising
9. Flexible, CYP

responsive to . .
needs, going involvement:

above and empowerment
SIS and agency

Shifting the narrative
around CYP

10. Seeing

L

> Person-centred planning

& Pupil focus meetings

Helping CYP identify o Pupil voice

strengths .: Consultation approai
L ]

empowering staff
Solution focussed

ally
= the beSt practice
in children

. 11. Big dreams
fea, - planning for
positive and

successful
Focus on transitions in and out — futures
‘end from the beginning’
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It was clear in interviews that participants wanted to empower CYP to recognise their own
strengths, to best prepare them for their futures. This links to categories 6 and 11, as shown in

the diagram and iglsor e sonant of i deas (20ROydséaiciiHbadseofl i n M
APsidentified motivators and drivers in their wotker hopeto improve outcomes foCYP,

their focus on potential future success, and their perspectives oraeaghe individual
student s needs. Similar messages of indi v
shown across the literature, including gagive and personalised learning and a friendly,
family-like environment(Hamilton & Morgan, 2018; Hart, 2013; Jalali & Morgan, 2018;
Malcolm, 2019; Michael & Frederickson, 201Bhese fimingslink back to research discussed

in category 2 on the importance of language and narrative for thes€@¥kn, 2021)and

advocate fosolutionfocussedpproacheéde Shazer & Dolan, 200@nd positive psychology

(Seligman & Csikszentmihalyi, 2000) EP practice in these settings.

6.2.11 Category 11: Big dreanisplanning for positive and successful futures

When discussing 'success’, particiiganere keen to help CYP achieve positive futures, and to

ensure they had a successful transition out of the PRU, whether through reintegration or a
positive postl6 destination. This connects poa r ecomnmsBhopes and dreara for their

childrento becone happy,positive andsuccessful adults. However, there was also focus on
transitions into the PRU and the potenti al (
in previous literaturgBriggs, 2010; Malcolm, 2019; Trotman et al., 2019; Trotman et al.,

2015) I n F a c(2090)rexdnt studywhécls explored the mainstream experiences of

CYP in APs, participants highlighted the significant aopof transitions from primary to
secondary, and then transitions throughout secondary. Isolation and desperation were themes
highlighted, as wel | as SEMH pupil sé mal ada
change and instability. With thesedings in mind, and the high level of exclusiamdS4, it

seems vital that PRUs think differently about transitiofisey shouldhold in mind how
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challenging these may be for CYP who have previously struggled in this area, dawdo

attachment or traumaeeds. Supporting CYP through these challenging transitions in a

containing way, I s resonant of Oparental su
transitions. This should be a key area of focus for EPs in PRU work to alleviate the potential
trauma of future transitions.

6212 Category 12: | mpacted by resources, e X

network

This category highlighted the impact of 7r esc
networl such as SLT buin. Exampledncluded participants who feltnsupported byheir

SLT, or those who noted frustratiomth mainstream schools. There was a sense of support
being offered 6too | ateé and CYP and familie
literature (e.g. Embeita, 2019; Malcolm, 2020; Parker et al., 20I®) counteact these

difficulties, EPs and commissioners highlighted the need to intervene more strategically, such

as join up withthe SLT in the PRU, work with parents, facilitate mdtjency interventions

with mainstream schools to ensure a johgdapproach, ahattend exclusion panels within

the local authority Theseexamples are similar to those suggested across the litefatgre

Cockerill, 2019; McLoughlin, 2010; Pillay et al., 2013; Solomon & Thomas, 2013)

Caslin(2021)explored 13 case studies of those with SEMH who had experienced exclusion

and found similar thense CYPandf ami | i es expressed feeling Al
education system and felt they were viewed
impact of language and labellingas highlightedl i nki ng back to the n

narra i ved around CYP outlined in category 10 o

finances an€ovid-19 werealsodiscussedby participants in categody?2, highlighting the need
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for EPs to be creative and responsive to everchanging and uncentaixtcal needéMalberg,

2008 McLoughlin, 2010.

The pressures highlighted in category 12 rasenant of the pressure parents might feel under

if grandparentsstepparentsco-parentsor wider family members are not in agreement with
their parenting decisions, and if arguments occur within the family system. Additionally, if
family income is striehed, or there are difficulties with organisations which support children,
this understandably puts limitations on what parents can provide for their children and puts
pressure on them to meet their needs alone. The GT interview procegswespositively

by all participants. Feedback showed that EPs and commissialserappreciated being
listened to, understood and contained. The interview facilitated them stopping and reflecting
on their shared perspectives and practices, wdilaeported to be helpful and encouraging
process. This resonates with the idea of parental support networks, and parents valuing the

opportunity to talk with others, especially when things feel challenging.

\N?\,UENC‘“G 1. POSITIVE 'PARENTAL'
Lus® RELATIONSHIP -
COZF;:T/:SSES COLLABORATIVE AND
; OPEN
GOALS,

APPROACH 12. Impacted by

AND resources, external

LANGUAGE pressures and

'parental' support

perspectives/ agency
priorities working
amoung staff

1
Building shared understanding and approach
g

This final category linksack to the significance of the E€&mmissioner relationship in
successful EP practice in PRUs. For this reason, category 12 was placed at the top of the
diagram to demonstrate the ongoing impact of these external factors ER-tbenmissioner

relationship andheiré p a r eote and furdtion in the system.



6.3 Summary and conclusions
| asked two research questions at the beginning of this thesis:

1. According to EPs and their commissioners what does successful EP practice look like

in KS4 PRUs?

2. What are the factors and mechanisms ¢batribute to successful EP practice in KS4

PRUs?

| have presented a model which answers these questiotex] in findings from interviews

conducted, and literature on containment within AP settings. Findings frame the EP and
commissioner akavinga 6 grental role and functionproviding containment to and thinking

space for and about the system, and ultimately the CYP. Positive, collaborative and trusting
relationships were found to be a vital mechanism contributing to successful EP practice, as was

the importance of joint thinkinganérf | ect i ve spaces for everyone

hence the focus on o6relationships across the

Shared core values, goals, approaches and language were vital to-tbenfaiBsioner

0 p ar e natioaship and mdluded: ensuring work was persentred and championed

CYPG& involvement and agency; flexibility from participants and wider staff teams and
commitment to going above and beyond; and taking a systemic, stragtd and hopeful
approachwhich looked towards shifting the narrative around these CYP. This systemic, joint
reflective approach,mb ed i n rel ationships, was facilitat
and commissioneand i nfl uenced byanddanmilgodynamgsvithethe al 6 f |
system.Both systemic(Bronfenbenner, 1977)and psychodynami¢McLoughlin, 2010)

models of concentric circles are helpfulnfraworks to consider the interactions occurring in

PRU systems, and ideas from systems psychodynaiBloguin, 205; Neumann, 1999)

should be considered by EPs when working in these settings.
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This study has highlighted the need for containment and reflective spaces to be provided across
these concentric circle3his isto help understand and manage tiiechanismsinteractions
andunconscious processes at play, and thus work towards positive outcomes for CYP who
have been excluded. A summary document and reflective guide for EPs and commissioners
has been created based on findings and is preserdgpgendixV for EPs to use. As evident

in this discussion, this is an ongoing area of research and development. Thus, having a
framework for EPs, which synthesises recent research and ideas, with those being used by

colleagues in practicés a powerful tool.

Given thelack of research on EP work in PRUs and APs, shusly builds on thditerature
available, and provides EPs with a broad theoretical frameworls@meéspecific practice
guidance to be considered in their woitkiis is particularly pertinent due to thoeirrent
governmenfocus onexclusions and A, the wider research surroundiegclusionsard the
poor life outcomefor these CYPThe relational findings of this thesiscab a broad spectrum
of previous findings which advocate for a relaibapproach with vulnerable CYFhe GT
highlights the importance ofaking this relationaland reflectiveapproach across theider
systemtoo. Limitations of the research will now be discussathngside implications for
practice and future researc@ubsequentlyl will conclude the thesis with my reflections as a
researcher, highlighting the impact this has had on my own practice, and théapotgract

for other EPsif they engagevith the reflective practice tool provided.

6.4 Limitations

There wereseverallimitations to this study, including the small number participating
boroughs. These were all within London, and thus differences in context must be accounted for
when applying these findings nationally. Nonetheless, it is clear that findings are in keeping

with wider themes in the literature, and therefore suggest apitiigéo the wider AP context.
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While findings suggest what is useful for working with CYP and families, the study ladks the
perspectives and future research would benefit from this inclusion, particularly geen t
centralityof CYP engagement within ¢hGT model While previous research has considered
CYP and parental perspectives, this has not been specifically around EP practice. While the
research is missing these voices, the choice to include only EPs and commissioners meant |
was able to gather aiger cross section of boroughs, as recruiting parents and CYP within each
would have been more difficult. Further, while some individual casework examples were
discussed, gathering a more detailed understanding of successful individual case studies would
have been usefuHowever, taking this focus would have meant less scope for exploring other
aspects of the work in the way that participants chosehih added richly to the systemic

picture.

Due to the strengtHsased nature of the interviews, the datsy not have represented the level

of challenge involved in the work for EPs and commissioners. Nonetheless, participants fed
back that they welcomed the chance to think more positively, as it avoided them dwelling on

the negatives, which some expressedften easy to do. Furthéhroughusing optin and
convenience sampling,is likely thatthose who chose to particigdelt their work was going

wel | and were willing to reflect on it. The
challengesp sense of O6stucknessd6 that other EPs a
work together in KS4 PRU#dditionally, there werseveral EPs who were keen to participate

in theresearchput their commissioners were not in a place#ticipate, due to contextual

factors or workload. As a respihe voices of these ERsd their experiences of working with

a PRU under pressuveere not captured in this research.

Due to the joint nature of the interviews, some challenges that indigidnight have

experienced in the work and in the working relationship may not have been expressed.
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However, it allowed space for me to analyse how participants did interact together and provided
data on relational factors that would have bméssedf | had conducted individual interviews.
While the research, for validity and reliabilipprposesfocussed on a specific contexdtate
maintained KS4 PRU<his meant it did not consider broader contexts of APs, which can show

a wide variety of practiceand offer very differentexperiencesfor CYP (Thomson &
Pennacchia, 2014Althoughin many ways theesults may still be relevant for these settings,
and other similar alternative education providers, they should be considered and applied with

the differing contextual factors in mind.

6.5 Implications for practice
6.5.1 Implications for practice in PRUand APs

Based on findings around the importance of containment for everyone involved in PRUs, EPs
should consider a move away fraulely individual work and help PRUs build containing
systems, processes and approachese should bmformed by psychological theond

look to impact a broad group of CYP, staff and families. &#®slld consider how they can
support adults to reflect omd process the relational dynamics in their work, including their
emotional and unconscious reactions to CWis should involve consideration on how to help
staff feel comfortable, supported angbart of a tead to manage the discomfodften
experiencd when working with thes€YP. EPs could support this through collaborative
processes such as supervision, work discussion gr@ag&son, 2008)consultation, and
training opportunities. These spaces should always look to empower staff with a sense of
agency and confidence in their own experti©eganisational change and organisational
consultation approaches, drawing on systems psychodynéfocgin, 2016)shouldalso be

consideredn broader strategic and organisational work



Trust and respect were seen as a key part of the EP developing positive relationships with staff
and being seen as Opart of the systemo. To
demonstrate their aw willingness to learn and reflect alongsidg@ff and recognise the
expertise staff are already bringing. Important relational skills such as active listening and pure
enquiry (Schein, 1999)congruence, authenticity, empathy and unconditional positive regard
(Rogers, 1965)and reflective and reflexive practice to consider thelikin-role andidentity-

in-role (Booker, 2005)should be considered some of the most important skills EPs can bring

to these settings.

EPs should focus on building open, honest and containing relationships withRibe
commissioner and SL&nd draw on their knowledge of psychological theory prradttice to

facilitate reflection in these relationships. EPs may want to consider the use of activities which

help the EP and commissioner reflect on shared values, ethos and language to help build
reflective practice in their work, and to ensure theirkais driven by shared perspectives and
goals.Systemic family therapy {(Peard 2014coutdlbe as t h

adjusted tsupportthis.

Indeed,EPsshould consideusing systemic models of working, drawing @mmceptsuchas

family scripts(Byng-Hall, 1985)to inform their thinking and refléion. Using tools such as

circular questioningPenn, 1982andsemantic polarities convergats( Gr B n b 0 kould 20 1 3)
help families, CYP and staff reflect together, listeeta ¢ h  @drspestives,sand become

more joined up in their support of CYP. EPs are well positioned to support families to engage
with and trust other aspects of the syst@imey could alsdacilitate and encourageeflection

and more joined up practice across matiency networksperhaps introducing &eflecting

team® model (Andersen, 1987)A key part of this joined up practice should include EPs
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linking with, or supporting PRUSs to link witltheir partner mainstream providers, to ensure a

shared vision and approach is being taken to support(Cwyé&kerill, 2019)

EPs and PRU staff should focus on championing pupil voice and involvement in reflective
processesnd consider the use of perswentred planning tools suchas PATHO6 Br i en et
2010) EPs shoul also support PRUSs to focus on transitions into and out of the PRU, ensuring
these processes are attachrreemare and trauma n f or me d . Young peopl ed
setting future goals and making decisions should also be prioritssedon athey enteithe

PRU.

Strengthsbased, and solutiefocused approaches should be adopted to help shift the narratives
CYP carry about themselves. Where EPs are involved in assessment work, feedback should be
thought about carefully to ensure there is opportunity fgP Qo learn more about their
strengths and skills. All relationships should be treated as an opportunity for change and
intervention, and where possible people with already established, trusting relationships should

provide or be involved in support andarvention work with CYP.

EPs and PRU staff should consider how they are actively engaging in discussion and reflection
on anttracist practices within their work, and the role of aspects of identity, such as race and
culture, in their relationships withaeh other, staff and CYP and families. Ongoing
development of amiliscriminatory policies and initiatives, and engagement with training and

CPD in culturally responsive practice should be prioritised.

6.5.2 Implications for work with wider professionaletworks

Participants from this research desired access to supportive professional netwot&s/igw
5, the SENCo highlighted how helpful it would be to have a SENCo network for those working
in PRUs. This is similar to recommendations fribra CfSJ2018)which highlighs the need

for national professional networks for AP providers to be able to share good practice. These do
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already exist in parts of the country, and participants in interview 2 reported on the usefulness
of such a network for their SLT. interview 1, theSENCo noted the need for social workers,

and other professionals working within PRU networks, to listen to and join in conversations
such as those had during interviews. She highlighted the need for professionals to be on the
same pageespecially when wéing with complex case&Ps are well placed to facilitate these
multi-agency reflective sessions and encourage a more jamegdproach, similar to the multi

agency networ k discus $618paper. Sol omon and Thon

EPs could support strengthening of relationships and joint working betweertresimand

PRU settings, and with LA level boards and working groups on exclusions. Findings from this
study could also be considereih relationto EP work in mainstream secondary schools, to
build on focussed attempts to prevent school exclusion. Useniiérscontaining, relational

and reflective approaches could also benefit staffi@nstreansettings; Evrydiki Zafeiriou
and Gul (R0O2@) 6T of &Ps mental health casework in schools highlighted the
importance of a secure base, and containfeestaff,before EPs could hethemreconstruct

ideas about pupils needs.

Considering (MtOL@awarmd é mtérsi c circles of cont e
participants found the reflective interview space, EPs should consider their own supervision

for their work in these settiggThis couldalsoinvolve creating spaces for joint reflection with
commissiones, facilitated by another EP in the service. Relatedly, creation of a wider network

of EPs supporting PRUs may prove useful. Similarly, EPs should look to support SLT in PRUs

as best they can to make sure the containers are being contained.

6.5.3 Implicatons for policy makers

Based on frustrations and limitations around funding and resources, and lack of earlier

intervention for many of these CYP, government and policy makers should continue to invest
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in earlier support networks for CYP to prevent exduasiThey should support the formation
ofmult-kdi sci plinary networks which can act as
schools and APs managing these @¥ifeeds. They should also encourage a move away from
behavi our itsal eaappoadeesanr ntainstream schools and instead encourage

relational and restorative approaches to managing SEMH needs.

The government shoukhsuramulti-agency suppofor PRUs and APswith priority given to
psychological suppgrto aid them in containing and working successfully with these CYP.
Further training for all teaching staff, but particularly those working in PRUs and APs should
be consideredTopics may includenanaging and understanding SEMH and other areas of
SEND, adoptingrelational,attachment aware and trawimdormed approachg§reenhalgh et

al., 2020; Olson, 2014)and uneérstanding the psychodynamic aspects and unconscious
emotional processes involved in teaching and learfBitgpy, 2010) The implementation of
reflective and supervision spaces for all teaching staff, and particularly those working with

pupils with SEMH and other complex needs, sho@gioritised.

6.6 Feedback to participants and dissemination

After completing analysjsl provided a draft document to participangpendixU). This
outlined the GT, key themes from each categorgsome reflective questions for EPs and
commissioners to use in their work togetHealso outlingl examples of practice and some
key referencedBased on their positive feedbacktbéinterviewprocessand the importance
of joint reflection in the GT| decided to focus on providirgreflective toofor practitioners.
Participantsfed back that it wasrainteresting,useful and insightfulocument They felt it
reflectedwhat they had shared imterviews as well as some new practice idet@ try.
Participantsvere keen to use it either individuallytogether to reflect on their practicéhey

liked the parental/family analogy atite practice examples and references includate EP



highlighted that with so much twonsiderin the documentthey would focus on one or two
areas first. They suggested titahight be helpful to include some brief guidance on how to
use the documern this way | haveedited thedocument based onighsuggestior{appendix

V) andhavealso made some edits based ideas Idevelopedwhen writingthe discussion
chapter. | ainto disseminatehe documentor EPsand commissioner® use in their work
with PRUs and similar settings. It is the hope tis¢ of thisdocument can bengoing, in

whicheverway feels relevant and helpful to practitioners.

6.7 Future research

To build on the data collected, future research coaltider perspectives from Cyfamilies,

and wider staff groupso further determine how EPs can work best in these settings. Research
may also look to evaluate staff supervision groups and work discussion groups, run by EPs in
PRUSs, or some of the othpractice examples suggested in the implications section above.
Individual casework examples of successful EP practice could be explored in individual
settings, drawing on a range of perspectives and data collection methods to evaluate impact.
Similarly, BPs working on systemic and organisational change projects in PRUs and APs could
look to research and evaluate the process of setting these up, and their impact, to build on
examples of practiebaseedevidence. Future research may also look to evaluatedefqe on

a wider scale, through surveys and potential focus groups, and compare this against data from

PRUs on reintegration and pddd outcomes for CF.

6.8 Concluding thoughts: lIf-reflection and reflexivity

| thoroughly enjoyedhis research prossandhave learnt a lot about my own practice as a
TEP. | have reflected on my own professional values and ethos, and on my past experience
working in a KS4 AP. In particular it has brought up some emotional experiences that | went

through as a new gradawith little training, suddenly working with CYP with fairly complex
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histories and emotional needs. | have found myself wondering how different my experience
may have been in that setting, if | had been provided some of the reflective space and kemotiona
containment that | needed inathchallenging environment. In particular, | wonder how
differently | may have viewed the students, if | had had more psychological support and insight,

and how much | may have benefitted from more EP support.

Participating in the interviews, | found myself identifying with the SENCos, who often shared
strong passion faachievingpositive outcomes for the CYP, but who also acknowledged the
challenges of achieving thids a TEP, | considedthe important roleve can play in helping

others reflect, through the training we are provided, and how easy is to take reflective
opportunitiesfor grantedas an EPWith both EP and commissioner participants noting the
usefulness of the reflective space, it encouragearkedp prioritising this in my practice with
schools. Furthermore, with many participants reflecting on the differences in ethos between
mainstream schools and PRUSs, | found myself considering my current practice in mainstream
secondary schools. This pra@sehas helped nfartherconsider how | can help the settings

think more systemically about the processes and ethos of their behaviour management systems,

and how they can adopt a more relational, restorative appropoeMentexclusions.

Throughout e process, | often wondered what | was bringing to the research interviews, and
how much my constructions, ideas and experiences were influencing codes during the analysis.
With an awareness of what the preliminary literature review had shown, and npositran

as a researcher, | tried to remain reflective about these existing influences and highlight them
where appropriate in my research diary, memos, and supervision. | found this useful material
to consider during my coding and theory formilegdng me to a more robust theory, grounded

in the dataFurthermore, it has helped me recogniseviilee of reflecting onvhat we bring

to and take fronevery interaction and piece of work, just like tqgroaches advocated for



with staff in PRUsAs part of this, | reflected on my own experiencebeing parerted and
consideredhow this impasgd my conceptual i satandthe parkentngcont a
analogy drawn on throughout this thedisshould be acknowledgetthat this modeland
reflectiveguidecouldbring up a range admotionsandinterpretationgor practitionersbased

on their own personal experienc@ghere appropriate, space should be given to acknowledge

these given the importance oéflection and reflexivityn PRU work.

During interviews, | enjoyed facilitating a reflective space for colleagues, and felt privileged

to listen to their examples of successful practice and hear the passion they put into their work.
This was infectious and | wonadst about the importance of ongoing spaces for EPs and
commissioners in PRUs to spur each other on, and thus, better manage the stress ef the job

by reminding each other of the importance of their work, and the reasons for doing it.
Throughout this projectit hasbemme increasinglglear thathe data collectiomethod- joint,
strengthsbased interviewsembodisthe essence aluccessful EP practice in PRWsmely,

the importance of hope, containment, relationships and joint reflective practice. Tdrel EP
commissioner may sit in the outer layers of the concentric circles surrounding CYP, but their
Oparental 6 role influences and permeates e
relationships in the O6fami | yhése protdssesis keygiwar e n ¢

order to best contain them.

Word Count: 40,740
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Appendices

Appendix A: Form submitted for ethical approval to Tavistock Research and Ethics
Committee (TREC)

The Tavistock and Portman m

NHS Foundation Trust

Tavistock and Portman Trust Research Ethics Committee (TREC)

APPLICATION FOR ETHICAL REVIEW OF RESEARCH INVOLVING HUMAN PARTICIPANTS
This application should be submitted alongside copies of any supporting documentation which
will be handed to participants, including a participant information sheet, consent form, self-
completion survey or questionnaire.

Where a form is submitted and sections are incomplete, the form will not be considered by TREC and
will be returned to the applicant for completion.

For further guidance please contact Paru Jeram (academicquality@tavi-port.nhs.uk)

SECTION A: PROJECT DETAILS

Project title A grounded theory study of successful Educational Psychology practice in Key
Stage 4 Pupil Referral Units: a social constructionist perspective.

Proposed project start | April 2020 Anticipated project | May 2021
date end date

SECTION B: APPLICANT DETAILS

Name of Researcher Fiona Blyth

Email address fblyth@tavi-port.nhs.uk
Contact telephone

number

SECTION C: CONFLICTS OF INTEREST

Will any of the researchers or their institutions receive any other benefits or incentives for taking
part in this research over and above their normal salary package or the costs of undertaking the
research?

YES[] NO[

If YES, please detail below:

Is there any further possibility for conflict of interest? YES [] NO [X
If YES, please detail below:

FOR ALL APPLICANTS
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'Is your research being commissioned by and or carried out on behalf ofa | YES[] NO X NA[]
body external to the trust? (for example; commissioned by a local authority,

school, care home, other NHS Trust or other organisation).
*Pl ease note that o6externaldé is defined as an or
NHS Foundation Trust (Trust)

If YES, please supply details below:

Has external* ethics approval been sought for this research? YES[] NOX
(i.e. submission via Integrated Research Application System (IRAS) to
the Health Research Authority (HRA) or other external research ethics
committee)

*Pl ease notnaltohats dext ere dbodysvhich is extemal ta the Tavistodk and Portman
Trust Research Ethics Committee (TREC)

If YES, please supply details of the ethical approval bodies below AND
include any letters of approval from the ethical approval bodies:

If your research is being undertaken externally to the Trust, please provide details of the sponsor of your
research?

Do you have local approval (this includes R&D approval)? YESX] NO[] NA[]

SECTION D: SIGNATURES AND DECLARATIONS

APPLICANT DECLARATION

| confirm that:
1 The information contained in this application is, to the best of my knowledge, correct and up to
date.
| have attempted to identify all risks related to the research.
| acknowledge myobli gati ons and commitment to uphol di
ethical research and observing the rights of the participants.
T 1 am aware that cases of proven misconduct,
formal disciplinary proceedings and/or the cancellation of the proposed research.

f
f

Applicant (print name) | Fiona Blyth

Sighed J—
Bl
Date 23.03.20

FOR RESEARCH DEGREE STUDENT APPLICANTS ONLY

Name of Supervisor Richard Lewis

Qualification for which | Doctorate in Child, Community and Educational Psychology (M4)
research is  being
undertaken
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Supervisor i

1 Does the student have the necessary skills to carry out the research?
YESX] NO[]

A s the participant information sheet, consent form and any other documentation appropriate?
YESX] NO[]

A Are the procedures for recruitment of participants and obtaining informed consent suitable and
sufficient?
YES[X] NO[]

A Where required, does the researcher have current Disclosure and Barring Service (DBS) clearance?
YES[X] NO[]

Si d
igne ﬁ <

G

Date 23.03.20

COURSE LEAD/RESEARCH LEAD
9 Does the proposed research as detailed herein have your support to proceed?
YES[X] NO []

Signed /
s =
Date 03.04.2020

SECTION E: DETAILS OF THE PROPOSED RESEARCH

1. Provide a brief description of the proposed research, including the requirements of
participants. This must be in lay terms and free from technical or discipline specific
terminology or jargon. If such terms are required, please ensure they are adequately
explained (Do not exceed 500 words)

The purpose of this research is to explore 6s
4 (KS4) Pupil Referral Units (PRUs) and to identify and explain the mechanisms and factors that
can facilitate this. This will be from the perspective of Educational Psychologists (EPS) and
commissioners of EPs in these settings (e.g. headteachers or Special Educational Needs Co-
ordinators (SENCOSs)). | intend to use joint interviews with EPs and commissioners (one interview
for each provision included) and aim to conduct a minimum of 2-3 interviews (number of interviews
will depend on when the data is considered to reach theoretical saturation point). Interviews will
occur across several Inner London Boroughs (with outer London boroughs as a contingency plan).
Due to the current outbreak of Covid-19 (and government guidance to avoid all non-essential travel
and observe social distancing), joint interviews will take place online on the video conferencing
platform Zoom. In the current context many Educational Psychology Services (and other
organisations), have moved to remote working where possible and are using online platforms such
as Zoom for meetings and consultations. It is hoped therefore, that using such a platform in this
research will not seem too unfamiliar to participants.

Before taking part in interviews, participants will be asked to read an information sheet, sign a
consent form and complete a short proforma (appendices) involving a few key contextual questions
relating to the PRU they work in and their role there. Interviews will last approximately 1 hour, and
participants will be asked open ended questions about their understanding and experiences of
06successful 6 EP practi ce -confiraceed @nd aim to ggather aeshaed
perspective on successful EP work and how it is commissioned in these settings. At the end of the
joint interview, participants will be encouraged to consider their own next steps in their practice,
based on their joint discussion. After the interview is finished, there will be opportunity for a joint
debrief. | will also offer to carry out individual debriefs, if participants feel it would be helpful or
necessary. Participants will be given the opportunity to see results of the study through a document
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disseminated at the end of the analysis and will be given the chance to give their feedback on the
document created.

2. Provide a statement on the aims and significance of the proposed research, including
potential impact to knowledge and understanding in the field (where appropriate,
indicate the associated hypothesis which will be tested). This should be a clear
justification of the proposed research, why it should proceed and a statement on any
anticipated benefits to the community. (Do not exceed 700 words)

In recent years, school exclusion in the UK has been subject to much research and government
review (e.g. Timpson, 2019). This is due to the gradual rise in school exclusion rates since 2012 -
especially in secondary schools - (DfE, 2019), with a significant overrepresentation of children and
young people (CYP) with special educational needs and disabilities (SEND) in exclusion statistics
(Graham et al., 2019). Pupil Referral Units (PRUSs) and other alternative provisions (APs) play a
key role in meeting the needs of those excluded or at risk of exclusion (Mills and Thompson, 2018).
Recent figures suggest there are 234 PRUs, 79 AP academies and 39 AP free schools in England,
with around 48,033 pupils being educated in these and other independent APs (Mills and
Thompson, 2018). 79% have identified Special Educational Needs and Disabilities (SEND) and
11.2% have Education Health and Care Plans (EHCPs), much higher than the 14.9% and 2.9% in
mainstream schools respectively (Mills and Thompson, 2018). EPs are therefore important link
professionals to PRUSs, due to their role in SEND provision as outlined in the SEND Code of Practice
(DfE, 2015).

Current research within PRUs, and with students who have been excluded, provides some evidence
of good practice; young people, teachers and staff have consistently highlighted the importance of
small classes, consistent but flexible approaches to curriculum and behaviour management, a
relational approach, a safe, familial space, and joined up working between home and school (e.qg.
Hamilton and Morgan, 2018; Jalali and Morgan, 2017; Lawrence, 2011; Malcolm, 2019; Michael
and Frederickson, 2013). The government has also commissioned numerous reviews identifying
good practice and areas for improvement in AP (e.g. HOCEC, 2018) and has pledged a £4 million
fund to improve APs (DfE, 2018). Nonetheless, much of this research fails to explore or evaluate
the role of EPs in these settings, with only one paper evaluating a specific project run by EPs in a
PRU (Cullen and Monroe, 2010).

Children who are attending PRUs are some of the most vulnerable in society, often in complex
systems: they are more likely to qualify for free school meals and be known to the police and social
services (Malcolm, 2018; Taylor, 2012). Many have experienced adverse childhood experiences or
insecure attachment relationships (Malcolm, 2018), affecting the way they manage their emotions
and behaviour, develop and maintain relationships and relate to the world (Ainsworth et al., 1978;
Music, 2019). This impacts their ability to engage in learning, affecting later life outcomes (DfE,
2016). Such concepts from attachment theory (Bowlby, 1969) highlight why positive relationships
and having a 6secure base6 at AP are importa

Using psychological knowledge and skills, a n d their training-sasyv
(Cameron, 2006) who can support a range of complex and challenging educational difficulties
(Farrell et al. 2006; Woods, 2012), EPs have the potential to positively impact these children by
working with the systems surrounding them (Atkinson and Rowley, 2019; Bronfenbrenner, 1979). It
is interesting therefore, to consider whether such work is happening, and what Guccessful6 EP
practice for CYP in PRUs looks like.

In previous PRU research, solution-focussed concepts (de Shazer and Dolan, 2007) have often
been drawn upon, f oc fiosnshe pespective oflCWP, teachers and basedts. A
similar perspective wil!l be adopted in this

worksdé from the perspecti ve.Todre aiePww keg qudstionshwichr
this research will ask:

1. According to EPs and their commissioners what does successful EP practice look like in
KS4 PRUs?

2. What are the factors and mechanisms that contribute to successful EP practice in KS4
PRUs?




This research project is in keeping with current national priorities and will provide information not
gathered in previous research. It aims to help participants reflect on how EPs can be used best in
KS4 PRUs. It also aims to identify factors which contribute to best practice and therefore, inform the
EP profession on how to implement this and affect change in the systems around CYP in PRUs. As
a result, the research intends to positively impact the life outcomes of vulnerable CYP attending
PRUs.

3. Provide an outline of the methodology for the proposed research, including proposed
method of data collection, tasks assigned to participants of the research and the
proposed method and duration of data analysis. If the proposed research makes use of
pre-established and generally accepted techniques, please make this clear. (Do not
exceed 500 words)

This will be a constructivist grounded theory (CGT) study, with a relativist ontological stance and a
social-constructionist epistemological stance (Charmaz, 2008; Charmaz, 2014). It will acknowledge
the role and involvement of the researcher in the data analysis and the construction of knowledge
and theory relating to successful EP practice in PRUs. It will use semi-structured joint interviews as
a tool to elicit EP and commissioner perspectives on successful EP practice. For every PRU
involved, one interview will be conducted online via Zoom and will include the EP(s) working in that
provision and one member of PRU staff responsible for commissioning EP work. This may be the
SENCo or another member of the Senior Leadership Team of the PRU. Questions asked will be
open-ended and based on the themes and prompts provided in Appendices.

Interviews will be audio and video recorded, stored on an encrypted laptop and anonymised upon
transcription. Data analysis will be conducted and recorded using MAX QDA software. Data will be
analysed wusing Charmazés (2014) CGT model
completed and comparing coding and initial ideas to interviews already conducted. As a result,
interview questions/prompts may be subject to change. CGT analysis involves several stages
including:

- initial coding
- focussed coding and categorising
- theory building

Memo-writing will also occur throughout this process, where | will record my own thoughts and
interpretations as the researcher, to aid theory building and links between codes. This will be an
iterative, flexible process, which facilitates a constant comparative method and eventually leads to
theoretical sampling and development of theoretical categories (Charmaz, 2014). This in turn will
lead to theory building, and the creation of a theoretical model used to explain successful EP
practice in KS4 PRUs. During this stage a second literature search will be conducted to support
theory building and explain links between factors and mechanisms. This is to ensure the theory is
rooted in the primary data, as well as current theory and literature where appropriate.

SECTION F: PARTICIPANT DETAILS

4. Provide an explanation detailing how you will identify, approach and recruit the
participants for the proposed research, including clarification on sample size and
location. Please provide justification for the exclusion/inclusion criteria for this study (i.e.
who will be allowed to / not allowed to participate) and explain briefly, in lay terms, why
this criteriais in place. (Do not exceed 500 words)

While there are numerous types of AP, | have chosen to focus on PRUs to ensure that provisions

involved have a similar set up. PRUs are maintained by a Local Authority (LA) and follow the national

curriculum. They are overseen by OFSTED and often have a LA EP linked to them, with referrals
made through similar channels. Other APs, such as academies, free-schools, or charity-run
provisions, are sometimes less regulated and show vast disparity in practice (Mills and Thompson,

2018). Relatedly, LA EPs will be focussed on to ensure a similarity in work contexts across

participants. This excludes private EPs who may also be working in these settings, but not operating

under statutory guidelines or a LA model.
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KS4 has been chosen due to high rates of exclusion in this age group i 47% of CYP in PRUs are in
Year 11 (aged 15-16) (Mills and Thompson, 2018). There is also a reduced likelihood of reintegration
into mainstream at this stage of education, meaning support provided through PRUs has a significant
and direct impact on post-16 choices and future life outcomes for CYP. With previous research
identifying difficulties in facilitating positive change for this cohort (DfE, 2018), and little focus on the
EP role in these settings, it seems pertinent to consider how EPs can successfully support these
CYP. This is especially relevant given the recent extension of the EP role to work with 167 25-year-
olds and support CYP with SEND in preparing for adulthood (DfE, 2015).

Initially, EPs within the LA where | am on placement (an inner London borough) working within a KS4
PRU will be approached. An information sheet and consent form (Appendices) will be provided to
them (and the Principal EP of the service), and the link PRU, inviting them to take part in a joint
interview. Subsequently, through convenience sampling | will contact 5 further Inner London LAs
(there are 12 in total). Inner London boroughs have been chosen to ensure PRUs included are
operating within similar contexts. My own links to EPs in these services will be contacted via email,
with the Principal EPs copied in. All EPs and commissioners who agree to be interviewed will be
included. If necessary, | will approach 3 additional LAs, and afterwards, if required, the last 3, to meet
the desired number of participants. As a contingency plan, if | still require more participants after
approaching the 12 inner London boroughs, | will begin approaching outer London boroughs through
the same staged convenience sampling approach.

EPs involved will have to be working with the PRU at the time of contact and interview, and the
commissioner will have to be directly involved in working with the EP(s) and commissioning their
work in the setting. EPs may be either qualified EPs with HCPC registration, or Trainee EPs currently
completing a doctoral qualification.

I will conduct a minimum of 2-3 joint interviews (these may include 2 or 3 participants each depending
on the number of EPs working in each setting). Based on the CGT model, the number of interviews
included will depend on uptake, or when the data reaches theoretical saturation point (producing no
new codes/themes) (Charmaz, 2014).

5. Will the participants be from any of the following groups? (Tick as appropriate)

X Students or staff of the Trust or the University.

X Adults (over the age of 18 years with mental capacity to give consent to participate in the

research).

Children or legal minors (anyone under the age of 16 years)*

Adults who are unconscious, severely ill or have a terminal iliness.

Adults who may lose mental capacity to consent during the course of the research.

Adults in emergency situations.

Adults? with mental illness - particularly those detained under the Mental Health Act (1983 &

2007).

Participants who may lack capacity to consent to participate in the research under the research

requirements of the Mental Capacity Act (2005).

Prisoners, where ethical approval may be required from the National Offender Management

Service (NOMS).

[] Young Offenders, where ethical approval may be required from the National Offender

Management Service (NOMS).

[] Healthy volunteers (in high-risk intervention studies).

[] Participants who may be considered to have a pre-existing and potentially dependent3
relationship with the investigator (e.g. those in care homes, students, colleagues, service-users,
patients).

[] Other vulnerable groups (see Question 6).

[] Adults who are in custody, custodial care, or for whom a court has assumed responsibility.

[] Participants who are members of the Armed Forces.

N O

O

1if the proposed research involves children or adults who meet the Police Act (1997) definition of vulnerability?,
any researchers who will have contact with participants must have current Disclosure and Barring Service (DBS)
clearance.




206Adults with a learning or physical di sability, a
capacity, and living in a care home or home for people with learning difficulties or receiving care in their own
home, or receiving hospitalor s oci al care services.® (Police Act),
3 Proposed research involving participants with whom the investigator or researcher(s) shares a dependent or
unequal relationships (e.g. teacher/student, clinical therapist/service-user) may compromise the ability to give
informed consent which is free from any form of pressure (real or implied) arising from this relationship. TREC
recommends that, wherever practicable, investigators choose participants with whom they have no dependent
relationship. Following due scrutiny, if the investigator is confident that the research involving participants in
dependent relationships is vital and defensible, TREC will require additional information setting out the case and
detailing how risks inherent in the dependent relationship will be managed. TREC will also need to be reassured
that refusal to participate will not result in any discrimination or penalty.

6. Will the study involve participants who are vulnerable? YES[] NO [X

For the purposes of research, Ovul nerabl ed p3q
own interests are impaired or reduced in comparison to that of the broader population. Vulnerability
may arise from the participantdés personal <cha

their social environment, context and/or disadvantage (e.g. socio-economic mobility, educational
attainment, resources, substance dependence, displacement or homelessness). Where prospective
participants are at high risk of consenting under duress, or as a result of manipulation or coercion,
they must also be considered as vulnerable.

Adults lacking mental capacity to consent to participate in research and children are automatically
presumed to be vulnerable. Studies involving adults (over the age of 16) who lack mental capacity to
consent in research must be submitted to a REC approved for that purpose. Please consult Health
Research Authority (HRA) for guidance: https://www.hra.nhs.uk/

6.1. | f YES, wh at speci al arrangements are in
interests?

If YES, the research activity proposed will require a DBS check. (NOTE: information concerning
activities which require DBS checks can be found via
https://www.gov.uk/government/publications/dbs-check-eligible-positions-guidance)

7. Do you propose to make any form of payment or incentive available to participants of
the research? YES[] NO [X

If YES, please provide details taking into account that any payment or incentive should be
representative of reasonable remuneration for participation and may not be of a value that could
be coercive o r exerting undue influence on potent
research. Wherever possible, remuneration in a monetary form should be avoided and
substituted with vouchers, coupons or equivalent. Any payment made to research participants
may have benefit or HMRC implications and participants should be alerted to this in the
participant information sheet as they may wish to choose to decline payment.

8. What special arrangements are in place for eliciting informed consent from participants
who may not adequately understand verbal explanations or written information provided
in English; where participants have special communication needs; where participants
have limited literacy; or where children are involved in the research? (Do not exceed 200
words)
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Professionals involved in the research (either PRU senior leadership staff or EPs) are expected to
have the literacy and language skills needed to access the information sheet, consent form and
interview. However, during an initial conversation, participants will be asked if they have any
additional needs to be considered or adjusted for in the research process. Written information will be
provided according to these needs if necessary, for example in larger print, on different coloured
paper etc, and any interview procedures will be adjusted accordingly.

SECTION F: RISK ASSESSMENT AND RISK MANAGEMENT

Does the proposed research involve any of the following? (Tick as appropriate)

9.
[] use of a questionnaire, self-completion survey or data-collection instrument (attach copy)

[] use of emails or the internet as a means of data collection

[] use of written or computerised tests

X interviews (attach interview questions)

[] diaries (attach diary record form)

[] participant observation

[] participant observation (in a non-public place) without their knowledge / covert research

X audio-recording interviewees or events

video-recording interviewees or events

[] access to personal and/or sensitive data (i.e. student, patient, client or service-user data) without
the partici pant dosuse afthese datefdr researohperposes

[] administration of any questions, tasks, investigations, procedures or stimuli which may be
experienced by participants as physically or mentally painful, stressful or unpleasant during or after
the research process

[] performance of any acts which might diminish the self-esteem of participants or cause them to
experience discomfiture, regret or any other adverse emotional or psychological reaction
investigation of participants involved in illegal or illicit activities (e.g. use of illegal drugs)
procedures that involve the deception of participants

administration of any substance or agent

use of non-treatment of placebo control conditions

participation in a clinical trial

research undertaken at an off-campus location (risk assessment attached)

research overseas (copy of VCG overseas travel approval attached)

X

(I

By
o

. Does the proposed research involve any specific or anticipated risks (e.g. physical,
psychological, social, legal or economic) to participants that are greater than those
encountered in everyday life? YES[X] NO []

If YES, please describe below including details of precautionary measures.

The joint interviews in this research have the potential to raise difficult issues within working
relationships between EPs and commissioners. Precautionary measures will include:

- Clear information sheet outlining the nature of the research and the fact it involves a joint
interview. This will ensure participants are fully informed of the aims of the research and
can consider whether this would be a helpful activity to do together

- A strengths-based approach to the interviews to offer opportunity for the working
relationship to be supported

- Opportunity to plan next steps at the end of the interview, to ensure the interview focusses
on positively moving forward
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- Joint and individual debriefing opportunities will be offered at the end of the interview (see
13 &14)

- Participants will be reminded and encouraged to use their own supervision or line
management meetings to consider any issues that arise

Participants may be concerned about th e i r work obeing reviewed
identifiable in the research write up. Precautionary measures will include:
- Ensuring all data is anonymised so that participants cannot be identified
- Keeping details of participating boroughs and participants confidential
- Explaining to participants how information will be used and processed and how anonymity
will be ensured.

Due to the theory generating approach of grounded theory, final interpretations of the data risk not
directly/clearly representing the original meaning of individual participants. Data analysis will also
be subject to my own researcher bias and experience. To mitigate against this as far as possible |
will take a number of precautionary measures:

- In the information sheet, | will make it clear that | will approach the data with my own
perspective and will be generating a theory based on all the interviews | conduct. | will also
make it clear that a number of different participants will be involved and therefore findings
will be representative of a range of views/contexts.

- | will approach the data openly and be mindful of my own biases. | will record these in
memos throughout the process and ensure |
of grounded theory data analysis. | will also ensure that | pay careful attention to all aspects
of the data, transcribing and coding all aspects.

- lwill share my processes, findings and interpretations in my research supervision. This will
ensure | am supported to reflect on my researcher bias and help my own reflexivity.

- 1 will ensure | am analysing my theoretical conclusions against current literature. This will
involve carrying out a second literature search after | have completed data analysis and as
I begin theory building.

- Ensuring my presentation of findings to the participants is clear and avoids any
misrepresentations of participants. Offering opportunity for participants to feedback on the
model presented to them.

Participants may end up discussing specific cases and use names of specific CYP despite
encouragement to use initials only. Consent will not have been sought from CYP and families for
their inclusion in the research. Therefore, to account for this, and to ensure confidentiality and
anonymity | will:
- Ensure all names are changed to a pseudonym during transcription. Data will be stored
securely in line with Data Protection Act (2018) and the University Data Protection Policy
(see 24-26)
- Specifics of these cases, which may be identifiable to the CYP, family or participants, will
not be shared in results write up and content that does not affect the findings may be edited
to preserve anonymity.

Specific case work/experiences that have been difficult or distressing, for either the EP or the
commissioner involved, may well be raised in these interviews. To account for this, precautionary
measures taken will include:
- Ensuring that appropriate debriefing measures are carried out (13 & 14)
- Providing an emotionally containing interview space, using active listening and empathy
- Ensuring | help participants identify where they can access further relevant support e.g.
counselling service/supervision
- Ensuring participants know that they can stop the interview at any time, or can decline to
answer any questions that are too difficult.

11. Where the procedures involve potential hazards and/or discomfort or distress for
participants, please state what previous experience the investigator or researcher(s) have
had in conducting this type of research.
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| have previously worked in a PRU (2013-2015), as a member of teaching staff. Therefore, | am
familiar with the emotional nature of the work that may be discussed during the interviews and am
used to containing what can be emotionally heightened encounters in a calm and consistent
manner. | also have experience conducting interviews for academic research for my Psychology
Masters (UCL IoE, 2015-2016) with school staff, where we discussed support offered to students
with soci al and emotional di fficulti es Wellbeing
Practitioner within a CAMHS setting (2017-2018), | regularly worked therapeutically with children
and parents who were emotionally distressed and needed containment in a therapeutic space. This
role often involved managing safeguarding risks - including self-harm and suicidal ideation - and
creating and following risk management plans. Currently, | am working as a Trainee EP and conduct
regular joint consultations with staff, parents and CYP. These can involve emotionally distressed
participants, or disagreements between group members, and require me to conduct extensive and
thorough information gathering on sensitive and complex topics. With my skills in assessment and
consultation, developed as part of my training, | am well prepared to conduct the type of joint
interviews proposed in this research.

12. Provide an explanation of any potential benefits to participants. Please ensure this is

framed within the overall contribution of the proposed research to knowledge or
practice. (Do not exceed 400 words)
NOTE: Where the proposed research involves students of our University, they should be assured
that accepting the offer to participate or choosing to decline will have no impact on their
assessments or learning experience. Similarly, it should be made clear to participants who are
patients, service-users and/or receiving any form of treatment or medication that they are not
invited to participate in the belief that participation in the research will result in some relief or
improvement in their condition.

Engaging in this research offers opportunity for participants to reflect on and enhance successful
EP practice in KS4 PRUSs. Participants will be given time which is often not set aside i due to
resource constraints - to stop and reflect, evaluate practice collaboratively and learn from each
other. During the interviews, participants will be asked to describe experiences of successful
practice and to consider the facilitating factors which lead to success. This will offer opportunity for
participants to consider how to harness these moving forward in their work. Additionally, participants
will have access to what is potentially a very different perspective on their work by reflecting with
their colleague, which may lead to developing and changing future practice. By taking a strengths-
based approach to the interviews, participant
motivated to do more of this. As a result, working relationships may be enhanced, in turn benefiting
the CYP attending the PRUs, and other staff working in them. The research will also provide
participants with a document and model to use when planning and evaluating future work in KS4
PRUs.

13. Provide an outline of any measures you have in place in the event of adverse or
unexpected outcomes and the potential impact this may have on participants involved
in the proposed research. (Do not exceed 300 words)

As outlined in 10, it is possible that di f f
identified or discussed. To account for this, | will monitor the communication and interaction in the
interviews as closely as possible and attempt to provide a containing and reflective space for any
differing opinions to be aired. | will also ask participantsto consi der Onext st
interview to ensure a plan is considered for how to move forward. A joint debrief will also be offered
after the interview, to consider how both parties found the process. Participants will also be offered
individual debriefs with me if necessary, for participants to consider if they need any further support.

I will make recommendations for participants to follow their professional guidelines and protocols
relating to difficulties, including being reminded to access their own professional supervision.

In the information sheet and at the beginning of the interview, | will make it clear that any
safeguarding or fitness to practice concerns raised during the interview will be passed on following
appropriate procedures.




14. Provide an outline of your debriefing, support and feedback protocol for participants
involved in the proposed research. This should include, for example, where participants
may feel the need to discuss thoughts or feelings brought about following their
participation in the research. This may involve referral to an external support or
counseling service, where participation in the research has caused specific issues for
participants. Where medical aftercare may be necessary, this should include details of
the treatment available to participants. Debriefing may involve the disclosure of further
information on the aims of the research, th
of the research. (Do not exceed 500 words)

As noted above, a joint debrief will be offered after the interview, to consider how both parties

found the process. | will also be monitoring the emotional state of participants closely to consider

what other support/action may be necessary. Participants will also be offered individual debriefs
with me, if they need any further support or an opportunity to discuss feelings that have arisen
during the process. | will recommend that participants follow their professional guidelines and
protocols relating to any difficulties which arise and remind them to access their own professional
supervision where necessary. Signposting to relevant resources/services will be provided if
necessary.

Where necessary, if | am concerned about the wellbeing of a participant or someone mentioned, |
will follow procedures to ensure this information is passed on to the relevant party. This will be
discussed with the participant beforehand.

FOR RESEARCH UNDERTAKEN AWAY FROM THE TRUST OR OUTSIDE THE UK

15. Does any part of your research take place in premises outside the Trust?

X YES, and | have included evidence of permissions from the managers or others legally
responsible for the premises. This permission also clearly states the extent to which
the participating institution will indemnify the researchers against the consequences of
any untoward event

16. Does the proposed research involve travel outside of the UK?

[l YES, | have consulted the Foreign and Commonwealth Office website for
guidance/travel advice? http://www.fco.gov.uk/en/travel-and-living-abroad/

[] YES, I am a non-UK national and | have sought travel advice/guidance from the Foreign
Office (or equivalent body) of my country of origin

] YES, | have completed the overseas travel approval process and enclosed a copy of
the document with this application

For details on university study abroad policies, please contact academicquality@tavi-
port.nhs.uk

IF YES:
17.1Is t he research covered by the Trustds insu
XIYES [JNO

18. Please evidence how compliance with all local research ethics and research governance
requirements have been assessed for the country(ies) in which the research is taking place.

NOTE:

For students conducting research where the Trust is the sponsor, the Dean of the Department of
Education and Training (DET) has overall responsibility for risk assessment regarding their health
and safety. If you are proposing to undertake research outside the UK, please ensure that
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permission from the Dean has been granted before the research commences (please attach written
confirmation)

SECTION G: PARTICIPANT CONSENT AND WITHDRAWAL

18. Have you attached a copy of your participant information sheet (this should be in plain
English)? Where the research involves non-English speaking participants, please
include translated materials. YES[X] NO []

If NO, please indicate what alternative arrangements are in place below:

19. Have you attached a copy of your participant consent form (this should be in plain
English)? Where the research involves non-English speaking participants, please
include translated materials.

YESX] NO[]

If NO, please indicate what alternative arrangements are in place below:

20. The following is a participant information sheet checklist covering the various points
that should be included in this document.

X Clear identification of the Trust as the sponsor for the research, the project title, the Researcher
or Principal Investigator and other researchers along with relevant contact details.

X Details of what involvement in the proposed research will require (e.g., participation in interviews,
completion of questionnaire, audio/video-recording of events), estimated time commitment and any
risks involved.

X] A statement confirming that the research has received formal approval from TREC.

X If the sample size is small, advice to participants that this may have implications for confidentiality
/ anonymity.

X A clear statement that where participants are in a dependent relationship with any of the
researchers that participation in the research will have no impact on assessment / treatment /
service-use or support.

X] Assurance that involvement in the project is voluntary and that participants are free to withdraw
consent at any time, and to withdraw any unprocessed data previously supplied.

X Advice as to arrangements to be made to protect confidentiality of data, including that
confidentiality of information provided is subject to legal limitations.

X] A statement that the data generated in the course of the research will be retained in accordance
with the Universitybé6s Data Protection Policy
X] Advice that if participants have any concerns about the conduct of the investigator, researcher(s)
or any other aspect of this research project, they should contact Simon Carrington, Head of
Academic Governance and Quality Assurance (academicquality@tavi-port.nhs.uk)

[X] Confirmation on any limitations in confidentiality where disclosure of imminent harm to self and/or
others may occur.
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21. The following is a consent form checklist covering the various points that should be
included in this document.

X] Trust letterhead or logo.

X Title of the project (with research degree projects this need not necessarily be the title of the
thesis) and names of investigators.

X] Confirmation that the project is research.

X Confirmation that involvement in the project is voluntary and that participants are free to withdraw
at any time, or to withdraw any unprocessed data previously supplied.

X Confirmation of particular requirements of participants, including for example whether interviews
are to be audio-/video-recorded, whether anonymised quotes will be used in publications advice of
legal limitations to data confidentiality.

X If the sample size is small, confirmation that this may have implications for anonymity any other
relevant information.

X The proposed method of publication or dissemination of the research findings.

[] Details of any external contractors or partner institutions involved in the research.

[] Details of any funding bodies or research councils supporting the research.

X] Confirmation on any limitations in confidentiality where disclosure of imminent harm to self
and/or others may occur.

SECTION H: CONFIDENTIALITY AND ANONYMITY

22. Below is a checklist covering key points relating to the confidentiality and anonymity of
participants. Please indicate where relevant to the proposed research.

[ Participants will be completely anonymised and their identity will not be known by the investigator
or researcher(s) (i.e. the participants are part of an anonymous randomised sample and return
responses with no form of personal identification)?

[] The responses are anonymised or are an anonymised sample (i.e. a permanent process of
coding has been carried out whereby direct and indirect identifiers have been removed from data
and replaced by a code, with no record retained of how the code relates to the identifiers).

X] The samples and data are de-identified (i.e. direct and indirect identifiers have been removed
and replaced by a code. The investigator or researchers are able to link the code to the original
identifiers and isolate the participant to whom the sample or data relates).

] Participants have the option of being identified in a publication that will arise from the research.
X Participants will be pseudo-anonymised in a publication that will arise from the research. (l.e.
the researcher will endeavour to remove or alter details that would identify the participant.)

[] The proposed research will make use of personal sensitive data.

[] Participants consent to be identified in the study and subsequent dissemination of research
findings and/or publication.
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23.

Participants must be made aware that the confidentiality of the information they provide
is subject to legal limitations in data confidentiality (i.e. the data may be subject to a
subpoena, a freedom of information request or mandated reporting by some
professions). This only applies to named or de-identified data. If your participants are
named or de-identified, please confirm that you will specifically state these limitations.

YES[X] NO[]

If NO, please indicate why this is the case below:

NOTE: WHERE THE PROPOSED RESEARCH INVOLVES A SMALL SAMPLE OR FOCUS
GROUP, PARTICIPANTS SHOULD BE ADVISED THAT THERE WILL BE DISTINCT
LIMITATIONS IN THE LEVEL OF ANONYMITY THEY CAN BE AFFORDED.

SECTION I: DATA ACCESS, SECURITY AND MANAGEMENT

24,

Will the Researcher/Principal Investigator be responsible for the security of all data
collected in connection with the proposed research? YES[X] NO []
If NO, please indicate what alternative arrangements are in place below:

25,

In line with the 5" principle of the Data Protection Act (1998), which states that
personal data shall not be kept for longer than is necessary for that purpose or those
purposes for which it was collected; please state how long data will be retained for.

[]1-2years [X 3-5years []6-10 years [ ] 10> years

NOTE: Research Councils UK (RCUK) guidance currently states that data should normally be
preserved and accessible for 10 years, but for projects of clinical or major social, environmental
or heritage importance, for 20 years or longer.
(http://www.rcuk.ac.uk/documents/reviews/grc/grcpoldraft. pdf)
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26. Below is a checklist which relates to the management, storage and secure destruction
of data for the purposes of the proposed research. Please indicate where relevant to your
proposed arrangements.

[] Research data, codes and all identifying information to be kept in separate locked filing cabinets.
Xl Access to computer files to be available to research team by password only.

[] Access to computer files to be available to individuals outside the research team by password
only (See 23.1).

X] Research data will be encrypted and transferred electronically within the European Economic
Area (EEA).

[] Research data will be encrypted and transferred electronically outside of the European Economic
Area (EEA). (See 28).

NOTE: Transfer of research data via third party commercial file sharing services, such as Google
Docs and YouSendlt are not necessarily secure or permanent. These systems may also be located
overseas and not covered by UK law. If the system is located outside the European Economic Area
(EEA) or territories deemed to have sufficient standards of data protection, transfer may also breach
the Data Protection Act (1998).

[] Use of personal addresses, postcodes, faxes, e-mails or telephone numbers.

Xl Use of personal data in the form of audio or video recordings.

X Primary data gathered on encrypted mobile devices (i.e. laptops). NOTE: This should be
transferred to secure UEL servers at the first opportunity.

X All electronic data will undergo secure disposal.

NOTE: For hard drives and magnetic storage devices (HDD or SSD), deleting files does not
permanently erase the data on most systems, but only deletes the reference to the file. Files can
be restored when deleted in this way. Research files must be overwritten to ensure they are
completely irretrievable. Software is available for the secure erasing of files from hard drives which
meet recognised standards to securely scramble sensitive data. Examples of this software are BC
Wipe, Wipe File, DeleteOnClick and Eraser for Windows platforms. Mac users can use the standard
6secure empty trashdé option; an alternative
X All hardcopy data will undergo secure disposal.

NOTE: For shredding research data stored in hardcopy (i.e. paper), adopting DIN 3 ensures files
are cut into 2mm strips or confetti like cross-cut particles of 4x40mm. The UK government requires
a minimum standard of DIN 4 for its material, which ensures cross cut particles of at least 2x15mm.

27. Please provide details of individuals outside the research team who will be given
password protected access to encrypted data for the proposed research.

N/A

28. Please provide details on the regions and territories where research data will be
electronically transferred that are external to the European Economic Area (EEA).

N/A

29. Will this research be financially supported by the United States Department of Health
and Human Services or any of its divisions, agencies or programs? YES[ ] NO[X
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If YES please provide details:

SECTION J: PUBLICATION AND DISSEMINATION OF RESEARCH FINDINGS

30. How will the results of the research be reported and disseminated? (Select all that
apply)

Peer reviewed journal

Non-peer reviewed journal

Peer reviewed books

Publication in media, social media or website (including Podcasts and online videos)
Conference presentation

Internal report

Promotional report and materials

Reports compiled for or on behalf of external organisations
Dissertation/Thesis

Other publication

Written feedback to research participants

Presentation to participants or relevant community groups
Other (Please specify below)

OOXOXOOOXOOOX

SECTION K: OTHER ETHICAL ISSUES

to bring to the attention of Tavistock Research Ethics Committee (TREC)?

31. Are there any other ethical issues that have not been addressed which you would wish

N/A

SECTION L: CHECKLIST FOR ATTACHED DOCUMENTS

w
N

. Please check that the following documents are attached to your application.

Letters of approval from any external ethical approval bodies (where relevant)
Recruitment advertisement

Participant information sheets (including easy-read where relevant)

Consent forms (including easy-read where relevant)

Assent form for children (where relevant)

Evidence of any external approvals needed

Questionnaire

Interview Schedule or topic guide

Risk Assessment (where applicable)

Overseas travel approval (where applicable)

CIOXOXCIXNXC]




Appendix B: Participant information sheet

The Tavistock and Portman m

NHS Foundation Trust

Research Information Sheet

Title: A grounded theory study of successful Educational Psychology practice in Key Stage 4
Pupil Referral Units: a social constructionist perspective.

Who is doing the research?

My name is Fiona Blyth. | am a Trainee Educational Psychologist (EP) in my second year of studying
for a Doctorate in Child, Community and Educational Psychology. | am carrying out this research as
part of my training.

What is the aim of the research?

This research aims to explore O6successf d(KB4)Bugiucati ona
Referral Units (PRUs) and to identify and explain the mechanisms and factors that can facilitate this.

This will be from the perspective of EPs and commissioners of EP work in these settings (e.g. Special

Educational Needs Co-ordinators (SENCOSs) or senior leadership team members).

Who has given permission for this research?

The Tavistock and Portman NHS Foundation Trust has given ethical approval to carry out this
research.

Who can take part in this research?

I am looking for Local Authority EPs who are currently working within a Key Stage Four (KS4) PRU
and KS4 PRU staff who are involved in commissioning EP work. To participate, an EP and a
commissioner working in the same setting must be willing to take part in a joint interview to discuss
successful EP practice. All participants who volunteer jointly after reading this sheet and completing a
consent form, will be given the opportunity to take part.

What does participation involve?

If you agree to take part, both you and the relevant EP/commissioner will be invited to take part in a
joint interview online via video conferencing platform Zoom. This is to account for the recent outbreak
of Covid-19, ensuring we are avoiding all non-essential travel and contact and observing social
distancing measures. The interview will last approximately one hour and will involve open ended
guestions to explore your perspectives on successful EP practice in KS4 PRUs. Before your interview
you will be asked to complete a brief form with a few questions relating to the context you work in and
your role.

I will make video and audio recordings of the interview which will be stored securely and transcribed
for analysis. Videos will be deleted once the research is completed and written up. During data analysis
| will be coding and comparing data from several interviews and settings, as well as writing memos
with my own reflections. This will inform the theory building process of the research. After | have
completed my analysis, | will offer the opportunity for you to see a written summary of the theory/model
created and seek your comments. This will be a chance for you to feedback on the model and reflect
on its possible use in practice.

What are the possible benefits of taking part?

Whilst there is a large body of research looking at what can help school exclusion, and some research
specif i cal ly | ooking at -éspgeoiahdfromp theaperspeaive 6f yaung paditelasd
staff - very little research has looked at EP practice in these provisions, and how EPs can be used
most successfully. This is particularly relevant for KS4, given the high levels of school exclusion in this
age group and the poor life outcomes associated with this cohort as they transition to adulthood.
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Therefore, there is a benefit to both PRU staff and EPs in exploring successful practice and creating
a framework which can be used to facilitate this. There may also be personal benefits in having time
to reflect on your own practice, and your joint working relationship, which may enhance future working.

The Tavistock and Portman m

NHS Foundation Trust

What are the possible risks of taking part?

Work in PRUs can be highly emotive and complex. This interview may therefore lead you to think and
talk about experiences that are distressing or frustrating. However, by taking a strengths-based
approach this research aims to help you focus on what is working and gives you freedom over how
much of the difficulties you choose to share. Additionally, as it is a joint interview, there is a possibility
that any challenges present in your working relationship may arise. However, again taking a strengths-
based approach, it is hoped the interview will allow opportunity to reflect on and reframe these

challenges and consider Onext stepsd. There wi

individual debrief if this is required. Signposting to further relevant support will also be offered if
necessary.

This research will take place within provisions across several London Boroughs. The work is not
commissioned by any one borough or EP service and will not be used to evaluate the success of your
individual service or provision. However, things shared by participants in the joint interview may be
used by either participant to reflect on and impact future working practices, after the interview is
finished. This is at the discretion of participants and not within my control as the researcher.

What will happen to the findings from the research?

The findings will be typed up as part of my thesis which will be read by examiners and be available at
the Tavistock and Portman library. | may also publish the research at a later date, in a peer reviewed
journal and/or present it at a conference. You will have the option to read a summary of my findings or
the full thesis once the analysis has been completed.

What willhappen i f | dondét want to carry on with thi

Participation in this research is voluntary and you are free to withdraw from the research at any time
before analysis, without giving a reason. Analysis point is typically a couple of weeks after interview i
data at this point might not be possible to remove as it has been anonymised.

Will my taking part in this study be kept confidential?

Yes. All records related to your participation in this research study will be handled and stored securely
on an encrypted drive using password protection. Your identity on these records will be indicated by a
pseudonym rather than by your name. The data will be kept for a minimum of 3-5 years. Data collected
during the study will be stored and used in compliance with the UK Data Protection Act (2018), General

S

al s

rese.

Data Protection Regulation (GDPR) and the Universit)

agreement will also be made between participants at the beginning of the interview.

Are there times when my data cannot be kept confidential?

Confidentiality is subject to legal limitations or if a disclosure is made that suggests that imminent harm
to self and/or others may occur. The small sample size (minimum 6-8 participants) may also mean that
you recognise some examples and experiences you have shared in interviews. However, to protect
your identity, pseudonyms will be used and any identifiable details changed.

Further information and contact details

If you have any questions about any aspect of the research, please contact me:
Fiona Blyth
Email: fblyth@tavi-port.nhs.uk

If you have any concerns about the research then you can contact Simon Carrington, Head of
Academic Governance and Quality Assurance who works for the Tavistock and Portman research
department. His contact details are: Email: (academicquality@tavi-port.nhs.uk)
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Appendix C: Participant consent form (anonymised example completed electronically)

The Tavistock and Portman m

NHS Foundation Trust

Research Title: A grounded theory study of successful Educational Psychology practice in Key Stage
4 Pupil Referral Units: a social constructionist perspective.

Please initial the statements below if you agree with them: Initial here:

| have read and understood the information sheet and have had the chance to
ask questions.

| understand that my participation in this research is voluntary and | am free at
any time to withdraw consent or any unprocessed data without giving a reason.

| agree for my interviews to be audio and video recorded.

| understand that my data will be anonymised so that | cannot be linked to the
data. | understand that the sample size is small.

| understand that by taking part in a joint interview both participants are jointly
responsible for upholding the confidentiality wishes of the other. | understand that
this will be agreed during the interview.

| understand that there are limitations to confidentiality relating to legal duties and
threat of harm to self or others.

| understand that by sharing my contributions with my colleague in a joint
interview, that future practice may be impacted. | understand that this is beyond
the control of the researcher.

| understand that my interviews will be used for this research and cannot be
accessed for any other purposes.

| understand that the findings from this research will be published in a thesis and
potentially in a presentation or peer reviewed journal.

| am willing to participate in this research.

Your name:

Signed Date 30/06/2020

Researcher name: Fiona Blyth

Thank you for your help.
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Appendix D: Interview introductory script and schedule

| stuck to the initial introductory script as closely as possible in each interview. Prompts under each
theme were usedsanore of a guide as appropriate.

Interview Script and Schedule

Research Title: A grounded theory study of successful Educational Psychology practice in Key
Stage 4 Pupil Referral Units: a social constructionist perspective.

Introductory Script:

*Test audio and video quality with all participants*

My name is Fiona. | am a Trainee Educational Psychologist with an interest in working with children

at risk of or already excluded. As you know | am particularly interested in the EP role in Pupil

Referral Units and am very grateful that youdve taken
going to run through a few key points before we begin recording the interview.

Covid/video recording

Due to the unusual context that we find ourselves in i the recent outbreak of Covid-1917 we 6 r e
speaking via video call. This is due to government guidance to avoid all non-essential travel and
contact. | am aware that this might feel a little different to a normal interview, depending on how
much you are used to using these platforms, but | hope you can feel at ease and are able to treat it
as a normal chat.

| ask you to bear in mind that, as with all technology, there might be some teething problems such as

sound or video not working properly, or connection issues. As a result, it can be easy to interpret

someone as Ointerruptingd or speaking loudly or O6rude
communication can look a little different on these platforms and give everyone the benefit of the

doubt if it seems this is happening.

| am also aware that the current context of Covid-19 is likely impacting the type of work you are
currently doing together. While | am keen to hear about this, | am also interested in previous
successful EP work in your PRU and what work looked like before the outbreak.

Consent for recording

You have all read the information sheet and signed the consent form. Before we begin, can | check
again then that you are happy for me to begin recording? You will receive a natification in a moment
on Zoom which you need to accept. This video will be recorded and stored on my encrypted laptop
and will not be accessible to anyone else.

Support post-interview

This interview will likely last between 60-90 mins. After the interview is finished and we have stopped
recording, | will facilitate a debrief conversation, for either both/all of you or separately if necessary.

If anything does come up that is difficult, there are a number of places you can go to for support:
- Your own line manager or supervisor
- Debrief with me: | will also stay online for an hour after the interview and if you like, you can
email me and arrange to have a further conversation about any issues that arise.
- Other services which we can discuss as necessary.

Confidentiality agreement



As outlined in the consent form, this a confidential space, however, that also means that you must

rely on each other to keep what is shared confidential. | ask that if you talk about any specific cases
that you dondét use a c nitials.d@ilkensura amg identifiable data&st h e r
anonymised upon transcription.

There are limits to confidentiality, if a safeguarding issue arises, or if something is raised that means

there is risk of harm to yourself or others, we will agree next steps together depending on the

circumstance in question.

Challenges in the interview

While this interview is strengths based, some challenges/difficult topics might arise and be

discussed. You have both acknowledged that this might be the case by completing the consent form.
| will aim to facilitate a space at the end of the interview to think about reflections and next steps, and
there will still be the debrief option as well.

If you have any further questions, please do ask.

Before we begin,doyouhaveany questions?6

*start recording*

Theme 1: What is the hope for the EP role in this provision?

Possible prompts:

Theme 2:

Why commission an EP? Unique contribution?

What does success look like for this cohort in this setting?
Common aims of involving an EP and what you hope to achieve?
Common work delivered/commissioned.

Experiences of 0successful

Possible prompts:

Theme 3: What challenges did you have to overcome to lead to success? How did you do this?

Why was the EP involved? What did you want to see change?
What happened? What sort of work was done?

What helped/was most impactful?

How did you know it was successful? What change did you see?
Who else was involved?

Prompts:

What got in the way of the success?
What helped in overcoming the barriers?
Who else was involved?

Closing prompts:

Summarising key points

How have you found today? Any reflections on the process? What are you taking away from

today?

What will your next steps be? Anything new to consider, changes you will make, actions etc.

Any final comments

Thank you so much for taking part 1 | really appreciate it. | will now turn off the recording, and we will
have a chance to debrief together, or individually depending on what you would prefer. | will be

available on email for the next hour, if you would like to email me to arrange an individual chat.
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..Reframing 'smart' }

Attempts to see positives in mainstream p {

«.Frustration at mainstream { { ‘%

Sense of schools 'washing their har Jf

..Shifting the narrative
..Misunderstanding challenging behaviour |
..Mainstream misunderstanding EP role 0_

.JAcknowledging complexity of CYP at PRUs

¢

t

CYP attended multiple settings previously {
-.Person-centred practice { {

]

..Unrecognised need

..Using solution-focussed practice {

CYP disheartened and disengaged
.Challenging experience for CYP  _

..Focus on re-engagement in learning {
..Meeting emotional needs - building up CYP
..Frustrated by the system

Feels system is damaging CYP {

..Focuses on moment of hope and succ { { {

Supperting reintegration
&s on moment of hope and succ

..Team approach leads to success {
Working together as a team
.Acknowledging complexity of CYP at F {
Social care involvement {
.Balancing teamn roles
CYP decision and mativation to change importar
..CYP invested infreflecting on future outcome:

..CYP readiness to engage with support

t
..Never giving up on a CYP
..CYP learning to trust team around then
..EP seen as part of team
..More than an assessment and report
-[EP investment in CYPs success
..EP work not time bound - ongoing
..Importance of EP/SENCao relationship { r
.Importance of trust
..EP seen as part of team
Positive adult relationships impact CYP
.Importance of EP/SENCoe relationship
..Importance of EF/SENCo relationship
EP not driven by commissioned time/tasks
Working well together
..Humaour in relationship
..EP holistic team invelvement - beyond individual
..Starting with parent involvement
.Including CYP at start of EP work
.Importance of building parental trust {

.Importance of understanding family history

35
36

37
38

39
40

41
42
44

45

46

47
48

Appendix E: Excerpt from Interview 1 transcript, with paragraph numbers and open
coded

most of us... there are some areas of like where she’s probably needs a little more
support, and in terms of like her learning skills. .. like all of us... and other areas of real
strength um...but the behaviour was what was being seen. Umm although I have to say
that this school did also want to unpick whether there was any learning needs. .. and they
did prioritise ... well they didn’t prioritise her... they got me involved just before she
was about to be kicked out but yeah... I think schools just see the behaviour, and they
see the EP as role as being narrower than what I think it is...umm so yeah, I think with
these young people, they are often quite complex... they are complex young people
usually... and I think there is a lot to unpick aboul... especially when they’ve been in
multiple different schools and thinking with the young people themselves about you
know... what’s what’s gone wrong, or what’s been difficult for them, that maybe hasn’t
been recognised and then also those things that have been better, and what helps them.
And sometimes by the point they get to the PRU, they're quite often so... disheartened I
guess and disengaged from education, because its been a really difficult experience for
them, so then trying to then think about that engagement and reengagement. ..

Natalie: you have to build them up again don’t you... when they’ve been broken by the
system

Laura: yeah... exactly. And then when you get those successes like Natalie we had
yesterday for a young man... who’s... Fiona he’s been

Natalie: yeah I was just telling her about it before you came

Laura: yeah, he’s been given a chance for reintegration into a mainstream school which
you know having been out of a mainstream school for. ..

Natalie: over two years

Laura: yeah, and us thinking that even a few months ago that this probably wasn’t
possible... it’s... those successes are huge when they happen aren’t they, they just...
they're really something to celebrate

Fiona: what do you think has helped that success and him getting to this point... what do
you think... yeah...

Natalie: what could have helped, or what did help?

Fiona: what has helped... what do you think has impacted him being able to reintegrate
Natalie: I think it’s the team approach isn’t it, like he’s got a really strong team around
him, he’s on a child protection plan so you know there’s a significant number of people
involved but everybody’s got their own part to play, and I think we've just got the
balance right... he had an experience umm kind of at the start of this year that gave him
a bit of a fright, so I think that probably helped him be able to say, ok do I really want to
go this way, or do I got the other way and he was able to then start hearing some of the
people who had been trying to support him. But I think the fact that nobody gave up...
because one of the things that he said was you know ‘I was starting to think I wasn’t
worth it that nobody thought T was worth making an effort for"... but nobody gave up on
him, and I think he’s kind of felt that rather than seen it, he’s actually feeling it now and
he feels like he’s got a team, and the EP plays such a huge part in that. Umm you know,
its not about getting Laura in to do the assessment, write a report and then saying ok
thanks see you later this is the next child. You know, she was the second person that I
rang yesterday apart from his keyworker to tell her that we had a successful meeting, 1
didn’t wait til the email, I rang her from my car do you know what I mean, because I just
knew that she was as invested as any of the rest of us, even if she doesn’t come to all the
core group meetings or anything like that. Um... you know just because that piece of
work has been done, doesn’t mean that work stops, and I think that’s where we're really
Iucky umm with our particular EPs, because you know a lot of that is dependent on the
person as well, and the relationship that we’re able to have with them. I think our
relationship with our EPs then helps our kids, because this young person I've known for
a very long time, and if T introduce people to him and almost give my approval, then that
takes him less time to trust people so you know... if I sort of say you know... look
Laura’s really good I think you’ll really like her, that sort of takes away a barrier already
because he doesn’t have to work that out for himself he can say well actually Natalie
said she’s alright, so yeah, I'll meet her, that’s cool. And you don’t have that battle to
even get him through the door... I think those relationships are the most important thing,
between schools and you know the link person, which is usually the SENCOs you know,
and the EP. I think that’s probably what sets it on the right track because if you didn’t
have a good relationship with your EP, your EP was a tick box EP that just sort of came
in, did the work and then was like well that’s my commissioned time or that’s my you
know you've paid for thirty seven and a half minutes and actually that’s thirty seven and
a half minutes see you later... we never get that sense from our EPs and in fact they're
good to us in terms of you know making sure we’ve got what we need from them I'm
not sure... it’s not a very two way street [ don’t think (Laughs, Laura laughs)... we get a
lot more out of it than they do...

Fiona: I'm sure Laura might disagree with that maybe, I don’t know (laughs). Yeah... 1
guess I'm interested. .. because I mean, that’s a really amazing case to hear about and I
suppose thinking about Laura’s involvement you've talked about how it wasn’t just
doing some individual casework with him, it’s maybe her holistic involvement in the
team maybe... I don’t know... so Laura, or Natalie or Louise what did Laura’s
involvement look like in that case in particular, what did she do as the EP, um for this
young person?

Natalie: Um... initially it was having a meeting with Mum... did we meet with Mum by
herself (to Laura) or was it Mum and him? I think it was all of them wasn’tit...

Laura: He came in at the end I think for a little bit, but it was mainly with Mum.
Natalie: So initially... its kind of having that trust with the parent as well, because
obviously they need to be very involved in this and if you don’t get that initial trust you
don’t get the back story that gives you so much information before you’ve even met the

3/10

4 All initials/names used in interviews to represent CYP have been changed to protect anonymity
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