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Abstract
LookedAfter Children (LAC) anpatentiallyulnerable population abeat

risk ohegative outcomes such as increased rates of exclusiotirfkaa school

to challenging behaviour. Although pupil behaviour may have negativ
implications for teachehs, literature on staff suppoidgesthat group
problensolving approaches may be a useful mechanism of peer support whi
can consequently have directdaregtt effects for the school staff and pupils,
respectively. One such approdbh & LUFOH RI1 H®idsanVgV - &R

Newton, 200@ndwas the focus of evaluation in the current study.

Existing literature suggess €&m enhance teacher capacity to respond to
difficult behaviour. It was hypothesised that the CoA process would have posi
effects upon teacheregbtfacy and causal attributionxe@imethod design

was employedwhich combined a geaperimeat component, to
quantifiably measure any changes which focctimeedchool staffith a
TXpoLwbwLYH HOHPHQW WR GHWHUPLQH WKH
DQG SHUFHLYHG RXWFRPHYV 7KH VWXG\ FRPSELC
the foulCoA sessions (n=10) with those attending two Personal Education Pla
(PEP) meetings (n=5). The findings indicate that participation in the CoA
LOQWHUYHQWLRQ KDV QR VWDWLVWLFDOO\ VL
attributions or perceived-dgftlacy. However, there is some evidence to
suggest that participation in the CoA leads to statistically significant increase
the perceived success of actions. Additionally, through a series of focus grot
participants reported that they valuadithers and visual representation of

the CoA.However, school staff also highlighted functional difficulties in
arranging support processes for LAC young people: in ensuring that releve
staff were present at the meetings and challenges assaupaidthgithA€

who often experience rapidly changing circumstances.
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1. Setting the Scene

The current study aims to evalu&teAlgproach wigecondaschool staff

who are supportingAC at risk of exclusion due to challenging behaviour.
Whilst on placement in the Local Autthgkitin which vas workings a

Trainee Educational Psychologist {fi&Rducational Psychology Service
(EPS)vas approached byGhdden and Young People in Care Education
Service (CYPCE8)o were hoping to identify a more structured approach to
supporting AC in mainstream schools. Through discussions it was explainec
that a number of LAC in the authority were causing concereidue to th
behaviour at school and that, in a number of cases, the schools felt unable
meet their needs.was explained thatthese situatiomembers of the
CYPCER theLAwould generally arrange a meeting with the school to identify
possible ways fomvaHowever, it was reported thethmeetings often

lacked structuoethe solutiefocused emphasis whieGYPCEf#ere keen

to encourage.

Whilst in doctoral training atitheversityf Nottingharmdeveloped a keen
interest in group facilitation approaches sa&fWViss@Gh & Newton, 2006)

and had opportunities to develop my skills in process and graphic facilitation
was felt that the structure of the procésde of benefit to the situations
described by t6& PCE&amin offeinga clearer and more positive approach

to problensolving. Bspite the limited evidence (Bs®ett & Monsen,

2011)t was agreed that due to the accessibility of the guide in facilitating a Cc
sessiorfWilson & Newton, 2006his approach would be developed in
cdlaboration with tig'PCEt&am.

In order to evaluate the method it was recognised that measuring the outcon
for the members of staff involved would be of high importar@eA In the
manual Wilson and NewgflD6)describe a number of aims of the approach,

3



however, none of these have been empirically measured in published resea
Through furthetakeholdeliscussions with @¢PCE® was suggested that

one problem which they frequeblly HG ZDV WHDFKHUV fEOD
background for their behaviour. This linked closely to the construct of
attributiongWeiner, 1980)Similarly, it was recognigethese preliminary
discussiomisat schools often have the skills and knowledge to support LAC ir
their schools bimequentlyeport a lack of confide in theiabilities. This

linked closely to the construct eéffe#cyBandura, 197@nd it was
therefore agreed that by providing a measure of these corStrActs, the

process could be evaluatedsysteenatically

1.1.Overview
This thesis will be presented in six chapters, the content of which will b
described shortly. Relevant subsections will be provided in each of the chaptt

detail of which is provided in the table of contents.

Chapter 2: Literature Review

The relevanitdrature to explore the rationale for the current study will be
discussed and aims to explore the possible outcomes-silviorgblem
approaches with school staff. The chapter culminates with a description of 1
problensolving approach to be usedHinFEIKUUHQW VW XG\ QDPH(
$GXOWYV . (BiBGUR Ddéwkon, 200&nd the associated research

questions to be explored.

Chapter 3: Methodology

The philosophical perspectives are presented and leagsldio abdisttise
methodological decisions made in the current study. The specific method of 1
current study is described with reference to the measures taken to enst
validity and reliability.



Chapter 4: Results
The key findings are presented in tdotls tife quantitative and qualitative
elements of the current study. Visual representation of the results is provids

where appropriate.

Chapter 5: Discussion

The findings of the current studyas&lered terms of the literature which
is presented in Chapter 2. sffengths ardnitations of the study are
reviewedandfinallythe implications of the research are corfisiderede

research and for practice

Chapter 6: Conclusion
Key findings thfe research are presented and discussed in relation to the uniqt

contribution of the current study.



2. Literature Review

The following section aims to explore the liteuataueding the current

study The contexor this studg firsdiscussadterms of the current policies

and research surroundik@and behaviour in general. A qualitative review of
the literature into methods of group consultation andsphobiens
presented with specific detail provided GoAhmterventio(Wilson &

Newton, 2006k the focus of the current research. In order to reduce the bias
which may be associated with qualitative literature (Beticieyg &

Roberts, 2006 systematic revigascarried out texplorghe evidence into

group problem solving approadinesciool staff. The findings are presented
and the possible outcomes of group consultation are explored in the fin

section. Finally, the original contribution of this research is discussed.

2.1.Looked After Children

The subsequent section aims toepttoeitbackground and context for the
current studyzollowingFr ODU LI L F D W L R QthR dpuisbkhiéisr AuehU P 7/ $
populationsre reported with particular focus on school achievement and
behaviour. Following this, the current support available techddlsimns

highlighted, with reference to relevant government documentation.

At any one time there are approximately 60,000 childrehaseces®o for
whatever reason have been taken from their families into the care of the st
(DCSF, 2009&jollowing the introduction ofté¢hne in thd989& KLO GUHQ -\
$FW 90RRNItéen dnaeinedlas thodeonareplaced in the care of a

local authority by a court (under a Care Order) ord praide
accommodation by social services for more thesp@eho& Cameron,

2003,p. 3) This mapccur for a variety of reafioftsE, 2000Q)ut in all

situationghere arasignificanconcerns for the welfare of the child or young

6



persor{Scott, 2011Many have experieifcems ohbuséncludingneglect
(DfEE, 200@ndt istherefore argudthtLACareone of the mostinerable
group in our socidi@ameron & Maginn, 2011)

2.1.1.0utcomes for Looked After Children

Negative outcomes for LAC are all too often (Bmrté&ld Cameron, 2003)

often linked in the literature to the adverse factors influencing these your
S HR S O HOMconesyrepdrtattlude lower educational attainfDést

2011) increased risk for developing challenging béawiplks Ward, &

Darker, 2008andheightenddcidencef school exclus(@fE, 2012aBuch

negative outcomes are likely to continue beyond sahitiol hagfeer
proportions of LAC being unemp{By&sF, 2009a)

Most children who are taken into care will have been subject to poor care fro
theirprimary care givamd as a resagiproximateB2 per cent of LAC have
experienced abuse neglect(McAuley & Davis, 20091 LAC have
experienckea disruptedelationship wittheir primary attachment figure
regardless of whether this is a positive attachmer{fSaottn@011)
$WWDFKPHQWWDIO WK GEP @t 2B pLORIS BH Q W -
their experiences of loss and rejection, many LAC experience insecult
attachmen{§olding, 2006)his often leads to difficulties in forming later
attachments with key fig@gswell as feelings of rejection and anxiety
(Golding, 2006)Such feelings may lead to maladaptive belmaviours a
consequently LAC are at a heightened risk fongl&eslapioural difficulties
(Sempik et al., 2008)

Thisriskisfurtherhighlighted by the 2B12ayvho report that 72.8 per cent
of LAC had a Special Edudatieed (SEN) compared with 20.6 pefcent

the general population, the majority of which were related to Behavioural

v



Emotional and Social Difficulties or Modeeat®ming Difficulty.
Consequently, the percentages of LAC who have had at least one fixed te
exclusion in primary or secondary school is significantly higher than the gene
schoopopulatiodDfE, 2012a)As of March 2011, 18.7 per cent of LAC in
secondary schools had reegiless$t one fixeam exclusion compared with

8.6 per cent of all children. Although this figure has decreased from 21.4 pe
cent in 201@ is still substantially higher than other groups @fpils
2012a) It is probable that gbexclusions from school are the result of
behavioural difficulties whichbeaay manifestation of #fiects of broken
schooling, unmet emmiloneeds and being saribekind with school work

(DfEE, 2000, p. 54) is therefore imperative that professionals, such as social
workers, Educational Psychsl@gR$) and school staff work collaboratively to

support LAC in schools.

2.1.2.Support for Looked After Children

In recent years Governmbatetroduced a number of measures to support
/$& LQ VFKRROV LQFOXGLQJ WKH GEANBORSPHQ
and PEPs(DfEE, 2000)In addition to this, local authorities have been
HQFRXUDJHG WR DSSRLQWH)D YeYespoMgi® @r VF KR
tracking the attainment of LAC aasnaexilsuring that schools are implementing
appropriatgrovision for LAC pupils onatalheir scho@CSF, 2009ajhe

outcomes of this role were measured in a pilot 8edidds, ehry,

Jackson, & Turn€2009)and it was reported that in the majority of the 11
authorities which appointed a VSH, improvements in GCSE results of LAC we

noted.

Within schools it is the roleDfo be an advocate for any laGay be on
roll (DfEE, 2000)They are also responsible for ensuring that any necessar

resources are available to support the young person to achieve academical
8



well as setting approprigédrgets to monitor learnibgSF, 2009b)
Information about these targets, as otbkramformation about the young
SHUVRQ:V DFKLHYHPHQW DQG DPERWNWH RQDO (
FRPSOHWHG FROODERUDWLYHO\ ZLWK WKH FK
schoo(DCSF, 2009a) $V ZHOO DV SURYLGLQJ D UHFRU
progress the purpose of the PEPersume stability and access to the

appropriate support and services required for them to achieve.

2.1.3.Summary

LACare vulnerable group in our s@¢Catgeron & Maginn, 2044y have

often experienced adversity as a result ofibgyrqare giveV LQDELOL W
provideadequate ca(®icAuley & Davis, 2Q0®)espite a number of
government initiatMeeing impheented in scho@BCSF, 2009aggative
outcomes for LAC afeen reporte(Dent & Cameron, 200BAC have

lower academic attainm{@®E, 2011and are at increased risk of exclusion
from school due to behavidiifigultie§DfE, 2012a)t is therefore essential

that professionaach as those in the current stoidytogether to safeguard

such pupils and ensure that measures are taken to support LAC in school:

overcome the negative outcomes which are all too often associated.



2.2.Pupil Behaviour

As has been describextatior?.1, the number of LAC pupils receiving a
fixedterm exclusion due to challenging behaviour is significantly greater tha
the general populaibfE, 2012a)lhe following subsection airegpiore

the effects of challenging pupil behaviour on school staff andnibesconseque

for thepupils themselves.

Media reports of pupil behaviour in schools indicate that it is a substant
problem{Munn, Johnstone, Sharp, & Brown,&aDa)thougbcent Ofsted
inspection datadicateshat the behaviour of pupils is generally improving
(DfE, 2012bix is recognised that the challenging behaviour of even a smal
minority of pupils can impact upon other- pipiEM R\ PhoQ WheR | VF
Education Committee, 20It1¥ rightly argued that teachers and pupils have a
right to work and be educated in a safeneen{Steer, 200@ndherefore
addressing the issue of challenging pupil behaviour corgtipuesitiofbe

the current Coalition Goweznt(The Edwation Committee, 2011)

2.2.1.Defining challenging behaviour

One approachio defining challenging behaisotw considat along a
continuunm(Miller, 2003)and such definitions have the advantage that they
recognise the heterogeneous nature of pupils who display challenging behav
(DfE, 2012b)n more recent years, there has been B mbd/e lURP fZL W
FKLOG:- H[SODQDWLRQV IRU FKDOOHQJLQJ EHK
IDFWRUV VXFK DV WKH FKLOG:-V KRPH DQG VF
influence behavigDfE, 2012bSuch changes in attitudes have primarily been
the result ahe highly influential Elt&eport a government enquiry into
discipline in schowtsch recognised the importance of teactseoragotail
behavioDES, 1989)
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Teachers have been highly involved in research into the types of pupil behav
which they report as being difficult to manage in tbhen.clRssearch
frequently indicates that low level disruptiveubebanvast prevaléDES,

1989; Munn et al., 2008)both pmary(Munn et al., 2009; Wheldall &
Merrett, 1988nd secondary schiaatiée, 2005)Z KH U H JT WRW NRLIQW X U
DQG TKLQGHULQJ RWKHUV:- DUH LGH@Mil&tILHG D
more severe incidents of challenging belhiahi@s verbal or physical abuse
arerare (Ofsted, 2005xhey are more prevalent amongst secondary school

pupil{DfE, 2012@nd may, in some cases, lead to exclusions from school.

2.2.2.Consequences of poor behaviour

In order to promote positive behaviour, schools are required to have policies &
procedures in place which clearly state the behaviours which are expected
pupils(DCSF, 2008)or the vast majority of pupils breaches of school
behavioypolicies are rare. However, it is a statutory requirement that schools
have discipline procedures for pupils who do misbehave (Timeschool
Education Committee, 20These may include reactive approaches such as
detentions but in more severe cases may invoteena dixeden permanent
exclusion from sch@CSF, 2008)

Permanent exclusion refers to pupils who are permanently removed from tt
V F K RdR @okdon, 2001Yhis type @axclusion should be viewed as a last
resort once other measures have beéRewi@d2005More commonly
RFFXUULQ-IWBUIR HIH®G)XVLRQYV - thekekdiisioDfitbbh G H I L
schoolfor a fixed, predetermined period of({md.) following which the

pupil is allowed to return to the same school and resume {l@&ordtungies

2001)

11



During the 1990s there was a dramatic increase in the number of pupils be
permanently excludé@m schoolg¢Parsons, 1999Yhis led to the
development of a number of government incentweset@xclusion rates
LQFOXGLQJ YRDemEIthdNEEBNYhitée, 2W@dypite this, the

most recent data indicates that in 2009/10 there were 5,740 permanen
exclusions and 331,380 tied exclusions fromnmary, secondary and
special schools in Endafiel 2012b)Although this number continues to be

in decline, the majority of exclusions were in secondary schools and were t
result of persistent disruptive beh@ibu2012b)

Exclusion from school is frequently linked with a number of negative outcoms
such as offending behaviour,giades when leaving schoolew
homelessné$sie Education Committee, 28id social exclusiofater life
(Parsons, 199%onsequently, a number of proactive approaches are being
developed in schools with the aim of reducing pupil @tallzso&sCastle,

2001) Interagency working has been frequently cited as the most effective we
of supporting pupils who are at risk of ex@idem 2003) Further

advocacy for the use of professionals working together was provided in a st
by Hallam and Cag#601)which considered the most effective ways of
preenting exclusion. Using questionnaire responses freome ninety
participants working in a variebgp®f WKH DXWKRUV FRQFOXGH
GLVFLSOLQDU\ %HKDY L-FXH PG SSfRHOQWUHNP \ZHD

reducing exclusions.

2.2.3.The effets of challenging pupil behaviour on teachers

The ways in which teachers respond to challenging pupil behaviour may v
depending on a number of f§Btoutou & Norwich, 200Bpwever, pupil
behaviour has frequently been linked to feelingsrafdamdnoonfidence in

teacherswhich may ultimately lead to increased (Flres&ducation
12



Committee, 2011onsequently, pupil behaviour is often cited as one of the
most prminent reasons for teachers leaving the p{8feesi@®08@Nnd has
IUHTXHQWO\ EHHQ DVVRFI(HagihysS &BhdviK 2003) D F K
ZKHUH 9YEXUQR X Weling¥ ofGribrialLexha@tionyattitudes that

tend to depersonalise students and low level of personal accomplishment in tl
work” (p.116).

In a largescale studyonducted by Hastings and B@@8) 100 British

primary school teachers completed-rap@elfquestionrai including
measures of student behaviour in the classroom and their level of burno
Although it should be recognised that no actual observations of stude
behaviour were recorded, résellts suggdabht student behaviour in the
classroom predictbe severity of teacher burnout. More specifically, it was
UHSRUWHG WKDW WKH {GLVUHVSHFW:- IDFWRU
HIKDXVWLRQ:- GLPHQMtLisrecoBnisétl thauB iHferekcE Q R X
cannot be explicitly médastings & Bham, 20B8)veverthe results of this

study highlight the potential relationship betweebedtasientr and teacher

burnout.

This relationship rfesobeen explored BybouNakou, Stogiannidou and
Kiosseogld9®) who posited th&¥ H D EdGshlaXributions for challenging
behaviour may predict teacher burnoutUsuals.a variety of -seffort
measureke responses from 200 Greek teachers were analysstsusing t
The results indicated that teachi®o attributed challenging behaviour to
internal studerelated factgrsuch as family backgrouace more likely to

report higher levatsthe emotional exhaustion factor of b@aouersely

no statistically significant results were foureh deiweut and teacher
relatechttributionsThis may implyat teachers who attribute challenging pupil
behaviour to teacher factors are less likely to experience burnout. Although t

13



study was conducted in Greece, and may therg@rerdidability to a UK
population, the findings demonstrate the imporsappertahg teachers in

changintpeirattributions for difficult pupil behaviour.

Another psydbgical construct which hasds=satiated with burnout is that

of seleficat 'HYHORSHG IURP VRFLDO FRJQLWLYH
HIILFDF\- ZzZDV JLYHQ SURPLQHQFH E\ $SOEHUW ¢
and cognitions have the potential to influence o(iBautiorss 1997Mhe

subject of teacher-stl€acy will be discussed in more depth iR2€ection
However, Brouwers and Tom({&999) have demonstrated the cyclical
relationship between teachesfedicy, pupil behaviour and burmogitaus

Structural Equation Modetéognique.

558 participants from the Netherlands were asked to completepibiree self
PHDVXUHV LQFOXGLQJ (%) 7 HDOFX HHL F(N FLOFQ F
&ODVVURRP 0DQDJHPHQK¢ rEsoBsed WeFel sh&yisel lnd F L
a model was d®ped which demonstrated the complex relationship between
burnout, seéfficacy and pupil behaviour. Spectheathgdel suggekhat
teachergvho frequently experience challenging pupil behaviour present with
lower perceived sgfficacy for cisom management which ultimately leads

to higher levels of burnout. This then leads to higher incidents of challengi
pupil behavioand so the cycle continues. Although thehstadyyeliant

upon selfeport measures, it does highlight thie mesdre that appropriate
strategies apet in plac® supporteacherand enhance their sense -of self

efficacy.

2.2.4.Summary
Despite the difficulties in defining challbebagou(DfE, 2012bjhe

wealth of Government policies reflects the importance of improving pupil

14



behaviour in scho®lates of exclusion are gradually ded2&#siag12h)
howevermpupil behaviour is still a major concern for teachers and is one factor |
SUHGLFW L Qd stfdss<dih@rigsX afHestings & Bham, 20B8jh
perceivedselfefficacy(Brouwers & Tomic, 1999 QG WHDFKHUYV .
attributions for challenging behaBdwtNakou et al., 199Bave been
associated witburnout. AdditionallyBrouwers and Tomid999)
demonstrated that increased levels of burnout can have negative implication:
student behavioltris therefore parative that waysldiQ KDQFLQJ WHD
selfefficacy and changing their attributions for challenging behaviour ar
identified in order prevent teacher burn@me such way may be through

problernsolving groupsdwill now be explored in the subaegactions

15



2.3.Support for teachers and schools staff

As habeen highlighted in se@i@nchallenging pupil behaviour can have a
detrimental effect upgbe wetbeingof teachers, which can potentially have
further negative effects on pupil bel@rmuwers & Tomic, 1999; Hanko,
1999) It is therefore vital thatomter to support pupishooktaff are
provided with the support to enhance thefiicgedfandbuildtheir capacity

to support pupils with challenging behawneunllowingectionconsiders

the possibleays in which this support migptdwded and begins with a
discussion about the importancero$uppert for staff in schools before

considering the role offR&a supporting school staff.

2.3.1.Peer support

The importance of peer support amongst school staff is by no means a n
concep(DES, 1989%nd itcontinues to be advochyethe current Coalition
Governmenas a way of promotmgh qualitteachingDfE, 2010) Peer
supporamongst teachkas also been recognised as impamaounaging

the inclusion of Idnen with SE{Boyle, Topping, JinBakpe, & Norwich,

2011; Norwich & Daniels, 1997)

There are many reported benefits of peer isgjyabngg opportunities to

share expertifierederickson, Dunsmuir, Lang & Monsen, sh@dd)good
practicgBoyle et al., 201ahd identify strategies which may then also be
applied to supporting other piymisvich & Dagls, 1997)Additionallyf is

also argued that peer support enables teachers to feel supported by th
colleagues and may lead to a change in attitudes regarding inclusion of pt
with SENBoyle et al., 2011)

Crese, Norwich anchibiel§1998)estimated that approximately 25 per cent

of schools have some sort of teacher support group jmwdpdessoformal

16



peer support groups b#agnost prevaleimtthis national survey, all types of
collaborative teacher groups were reported to be useful, with a lack of time a
involvement of the senior leadership team being identified as factors which co

potentialljrindethe success loé groups.

More structured methods of peer suppoeldmieen developed, namely
T7HDFKHU 6 X $\oRvIdW& DanizB,V199%hereby group of

school stadfe responsible for prokdeining and supporting the teacher who
made the initial referiethe approach was evaluated by Norwich and Daniels
(1997)andn addition tan increased awarenestetégies and approdohes
support pupjlseferring teachers also tegoan increase in configdence
construct which has found to be positively correlate@ficidcgalfinder,

1994)

In terms of the EPs perspettizr@eported benefof peer support highlight

the mportaoe of advocatsigch methods of supipeiiveen members of staff

in schools. Although the structure of peer support groups may vary considerat
the underlying function is that it supports teachers andfdchsolvsta
problems which they f@m®yle et al., 2011; Creese et al., 1998; Norwich &
Daniels, 1997EPs may therefore play an important role in ensuring that
systems of peer support are available within schools to support teachers
becoming more autononfdurses, Monsen, & Franey, 20ti3)eflective in

their practidgg€reese et al., 1998)

2.3.2.The role of the Educational Psychologist

Although peer support groups do not necessarily require the role of an EP,
with the Teacher Support T@damwich & Daniels, 19%P$ave played an
important role in developing consultation and supervision in a group capacity
support teachéksanko, 1999The role of the EP in facilitating peer support
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groups will now be the focus of discbsgimmingith a consideration of the
models of supervision and consuliationder to provide a conceptual
grounding to the potential processes involved in groupeuppaHnples
of the waysuch approachesyre applied in a group capaltitiien be

briefly introduced

2.3.2.1. Supervision

Supervision can be describedpsygclologic@lrocess which akofer
reflection anprofessiondevelopment in a supportive capatitgen the
supervisor and superVi€adlicott & Leadbetter, 20Bh Hawkins and
Shohet{2006)and Shaif@001)have developed comprehensive models of
supervision which can be applied in a professionalTl kapepiyted
functions of supervision vary depending upon which modehss@pied
Hawkins and ShaR&06)emphasise the way in which supervisigopoan

the supervis@e developintheir knowledge and skdlsvall apromoting

theiremotional welleing.

Although most models of supervision idyalgli@ relationshiptween the
supervisor and supervisee, supervision can be applied in a group capa
(Proctor & Inskipp, 200Ihere are many advantages to delivering supervision
in a group capaditgludingime and costffectivenegslawkins & Shohet,

2006) Furthermore, group members may be able to drave wgdert
experience of the group and feel supportsdfen teusting environment
(Proctor & Inskipp, 200Ajthough delivering suis@m in a group capacity

may have some advantages, it is imperative that thehaspamnasvareness

of group processes and the potential effects of grougHBwkimscE:

Shohet, 2006)

18



Schein(1988)suggests that within a geaghindividual must dege an

identity Any control, power or influence issues must be acknowledged by the
group leader agdoup members should be suppodedeloing process
normsWithin groups, there is the potéoitiabnflicts to arise and generally it

is the role of the group leader to dispel su¢hoissses & Johnson, 2009)

For example, when making decisions as a group, there is the potential for mq
dominant members of the group to influence the overall decision even if they ¢
in a minoritfJohnson & Johnson, 2009) KURXJK fPDLQWHQDQ
technigues descriliwd Scheil(1988)the group leader is responsible fo
ensuring that all members of the grespcuraly involves possible

Much of the research into the efficacy of supervision focuses on professiol
such as Efesg. Atkinson & Woods, 200/ gre is strong emphasisich is

placed upon the value of supervision (DuERsIiIr & Leadbetter, 2010)

not only from the professional requirement for sugeéovigear, for many
professionals in the field of eduycsation as teachepportunities for
supervision are uncomr{idennison, McBay, & Shaldon, .2006 is
particularly pertinent as research suggests that there may be a relations
between teacheperceived utility of supervision and their sense of efficacy
(Coladarci & Breton, 19€8nsequenthsupervision is one way in which EPs

can work creatively towards enabling better outcomes f{Cettliicioens:
Leadbetter, 201&@)dnaybe implementadl agroup levéHawkins & Shohet,

2006) as in the current study.

2.3.2.2. Consultation

A further way in which EBs suppodthers in problesolving is through
consultatioff-arrell et al., 200@onsultation as a model of service delivery in
the field of educational psychology has increased rapidly in the last few decs

(Wagner, 2008J hereis anincreased emphasis on EPs utilising a consultative
19



approach to working in a ragkincy capac¢i®arrell et al., 200é0d thiss
particularlpertinentvhen considering the most effective support for vulnerable
pupils such as Lf@@ent & Cameron, 300

"‘HILQLQJ WKH WHUP TFRQVXOWDWLRQ -

Despite the apparent popularity, consultation is still a term which is surrounde

by discrepancies in its defirfltimadbetter, 2006jowever, in the field of
educatiollVagne(2000)describes consultation &slantary, collaborative,
nonsupervisory approach, established to aid the functioning of &system and
interrelated systepip. 11).It is an indirect service delivery model in which
the consultant supports the consulteelopinigwbe transferable skills and
knowledge required to respond more effectively to future(@ortmEns:

Conoley, 1990Fonsultation is therefore frequently described as -a problem
VROYLQJ SURFHVYV ZKLFK SULPDULO\ IRFXVHYV
workrelated nee@ozic & Carter, 2002; West & Idol, .1B8i7}his reason
consultatiowas identified as a potential approach to supporting sthool staff

the current study

Models of consultation
West and 1d¢1987)identify ten consultation models which all differ in the

terms of their theoretical underpinrknga/ledge based the processes
involvedKennedy, Frederickson, & Monsen, &t knowledge of other
consultation models may be of importance to the work of EPs the majority of t
literaturefocuses on three main models: the mental heal(Capladel

1970) the behavioural mod@Bergan & ombari, 1975)and of most
relevance to the current sttitly, process model of consuli&icrein,

1988)
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Within the model of process consuiatien(i1988)escribes the role of the
consultant as enhancing the conduitgeness of events and processes which
have the potential to affect the system and organisation in which the client
basedConsequentlyhe consultee is supported in exploring the processes
around the problem so that solutions can be {8chleiped999)here is a

strong emphasis on the interactions between the consultant and consultee
through the development of this relationship attempts are made to addre
changes in views, attitudes and bealjagaxbetter, 2006)

With so much emphasis on exploring the interactions within the system in whi
the consultee operates eitenthat process consultatiamagrpinned by
systems thedpyest & Idol, 1987ystems theory recognises the importance

of the organisation of a system and the interactions which abeur within
overall systeliller, 2003) & RQVHTXHQWO\ DQ &@GasY LG XI
a function of the system in which they exist. Applied to process consultation,
appreciation of systems theory would lead the consultant to enquire at a wic
level to take into account the interactions between all of the different systenr
for xkample, school and family syéféagner, 2000Yhe very nature of
process consultation therefore lends itself to use within education and, mo
specifically, in a group cag&eaitguk, 2004; Hanko, 1999)

Applications of consultation in a group capacity

In her earlier work Har{k®@99)developed a group consultation approach to
working with school staff. The approach is highly ibfluyesyatbdynamic
insights and places a strong emphasis upon the collaborative relationship bet
the consultant and the school staff within tidarkapl999The EP takes

on the role of the consultant, or facilitator, and through asking answerabl

guestions the group are guided in developing their own solutions. Members
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the group are ggpted in developing their knowledge and skills and are
therefore able to restore objectivity to a sftdatiko, 1999)

Whilst this approach was piog@ealuing working with groups of teachers
(Bozic & Carter, 2002arouk2004¥elt that it was lacking in its consideration

of the preconceptions, emotional needs and personal@géayashich

group members bring and can ultimately impact upon the success of the gro
Despite this, it has continued to be an approach which has been utilised :
developed by EPs in tke U

In response to the recommendations highlighted in the E{@EReport
1989)Stringer, Stow, Hibbert, Powell and [(If8®%)evaluated one of the
earliest examplef consultation delivered in a gamaeityThe teachers
weretrained in the process of group consultation and the authors used a vari
of methods to evaluate the approach in 3tleo@saluation form was
completed by 61 members of staff from nine of the schools involved in tf
project and using the informé&gitmimger et g1992yeported on the typical

profile of the groups as well as the advantages and disadvantages which
identified by the teachers. The groups generally involved between six and twe

membersf staff who met on a fortnightly basis.

Due to the way in which the groups were established there was a large varia
in the number of sessions which had been carried out and thus the findir
should be approached with some caution. Despifgattisptrgs were able

to identify a number of advantages of being involved in the staff support grot
includingeeling less isolated amthdwmore opportumisto reflect upon
situations with the support of colledthessnain difficulty faced Wwas t

limited time available in schmoblrty out the sessions
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A more recent application of consultation delivered in a group capacity is tt
T([FHSWLRQDO 3URIHVVLRQDO /HDUQLQJ- (3/
Truscott et af{2012) The authodeveloped a model comdyirlements of
schoebased consultatiaand professional development to support the
consultees in sustairdhgnges to their learrang behavioural practice
(Truscott al., 2012)

Although the framewatkrently has very limited evidence lhheemodel

hasstrang psychological underpinnings and the authors claim that the results
the small scale EPL projects have indicated that it can lead to changes in
instructional or behavioural practices of teachers as wetl esnitesase

when working with students who are experiencing difficultiesbé& should
recognisednhoweverthat the complexity of the model may hinder its
applicability in UK schodespite this, the ERlodelprovides further
emphasis on the importance of implementing grougsgviiiemodels

which are underpinned by consultative approaches in order to enhance chatr
in school stéffruscott et al2012)

2.3.3.Summary

A range of peer support, group supervision and group consultation approact
have been used with schoolTdtafe arenany reported benefits including
opportunities to refl¢Btringer el.a1992) share expertideederickson et

al., 2004and feedupported lgolleagudBoyle et al., 201The use of a

group problesolving approach was therefore considered to be an appropriat
method of supporting school staff in the current study. However, in order tc
ensure objectivishen settingan appropriate problesiving approads

well as to identify the possible outcomes for the members of school staff,
systematic revi@ivthe literatureras carried out and will be detailed in the

following section.
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2.4.Systematic Review

Systematic reviews involve the synthesis of research evidence in order to pro
evidence fowhat works and what doegPetticrew & Roberts, 2006, p. 2)
Through clearly defining dhieeria for the inclusion of research studies the
author systematically apprtieeevidence and exasrhowy the findings
collectively provide evidence for the research questiGoymised007)

Figure.1 demonstrates the stages invothedcurrent systematic review, as
described by Gogb07)

eria)

h)

2.4.1.0bjective
The objective of this systematic reasey evaluate tloeitcomesf group

problensolving approacfasstaff in schools.

2.4.2.Criteria for selecting studies
An initial key terms search was carried out and the abstracts and titles of 1
resulting articles were scanned for relevance by the author. Following thi

specific eligibility criteria were applied to select the final papers to be reviewed

Studies werenly selected if the main focus of the research involved an

evaluation of a probktving or consultation approach with groups of school
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vwbDlIll W zZzDV WKHUHIRUH D UHTXLUHPHQW RI
more than two peofidehnson & Johnson, 2@0firther inclusion criterion

was that sonwrh of outcome measuasr@portedor the adult participants
involved To ensure that a range of studies were included, all designs wer
considered and, for practical reasons, studies must have been translated
English and have been publish&®8ihce

2.4.3.Search methods for identification of studies
Key word searches were carried out using three electronic databases incluc
Web of Science, Scopus and PsycINFO. A further search was then carried

using Google Scholar. The key words which ehec feeavere:

x Consultation OR probisaiving AND
X Group OR collaborative AND

X School staff

The key wordacluding truncated versiasge all included in the article

title, the abstramt the keywords of the study.

2.4.4.Data collection and analysis

Following the identification of the possible studies, the titles and abstracts of 1
papers were scanned by the author to determine whether they would L
appropriate for this review. Any studies identified were then analysed furthe
using the inclusioitezra and any remaining studies were critically reviewed
XVLQJ WKH T:HLJKWGRIgh( 2A0BsHIQaétl FidguRE2H O
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2.4.5.Results of the search

The titles and abstratthe resulting articlese scanned by the author and

13 studies were considered to potentially meet the inclusion criteria describe
abovelpon closer inspectiwe articles were excluded from the review as
they did not meet the specific inclusion @ppeadix )2 Theeightstudies
ZKLFK GLG PHHW WKH LQFOXVLRQ FULWHULD
(200):HLJKW R (Y LBdi@R}a nioRe@diaded description of
which is provided Appendix .3A summary of the included studies is also
provided iffable2. 1.

Weight of Evidence A
Generic judgement about the coherence and integrity
evidence provided in the study in its own terms.

Weight of Evidence B
Reviewspeific judgement about the appropriateness of th
and analysis in terms of answering the current review ¢

Weight of Evidence C
Reviewspecific judgement about the relevance of the evi
the current review question in terms of,fyolextdne
population sample or the analysis used.

Weight of Evidence D
An overall assessment which combines the judgements
A, B and C.

Figure 2.2. Application of the "Weight of Evidence' framework
(Gough, 2007, p. 223)

Although it is recognised that systematic reviews generally invole¢ a synthesi
guantitative reseafbloyes, Popay, Pearson, Hannes, & Boothth2008)
majority of the studies featured in the current systematic review involve

qualitative methodse value of including qualitative research in systematic
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reviews is gaining prominence in the field and although the methodologic
guidance for appraising qualitative methods is still in the early stages
developmentyoyes et al2008)suggest that quantitative and qualitative
methods can be syn#ebsts a parallel or multilevel basis. The current
systematic review aims to synthesise the studies using the multilevel approz
and consequently, do@litative and quantitative evidence will be synthesised
separately. Aaverall synthesis of both uwhaatgative and qualitative findings

will then be presented and will form the basis of the rationale for the outcon

measures chosen in the current study, as describe®ldn section

2.4.5.1. Quantitative review

Bahr et al.(2006)conducted a guagperimental Randomised Control Trial
(RCTYWR HYDOXDWH D Y&UHDWLYH 3UREOHP 6F
educators from 24 elementary schools in the US. The process involves thi
PDLQ VWDJHV fXQGHUVWDQGLQJ WKH FKDC(
interventio?vV- DQG 1D FWLRIQUWER® byQaQfaddithtor. The 24
schools were randomly allocated to either the experimental group, who receiv
training in the GRpproach, or a wat control group, who were encouraged

to continue to use their current group processes.

The participatvere asked to rate ten items on a Team Effectiveness Scale usi
a sixpoint Likertype scale at both-@ed posthtervention. The measure
LOQFOXGHG LWHPV VXFK DV fRXU WHDP LV HIIHI
LGHQWLILHU:- ANOYVX Xrdivdted R IsigMfiCaht increase in the
reported effectiveness of the CPS approach compared with the control grot
Although this study may be criticised due to the nature of the participar
selection processes, it does highlight the potentsalobenefiructured
problersolving approach to support teachers in developing solutions to :

variety of schdmhsed issues.
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Newton, Horner, Algozzine, Todd and Algozzing2012)conducted a
randomised wégt control study to evaluate predénmg groupsvolving

school staff from 34 elementarylsdPoor to the experimental group
receiving specific training in a-lhé@ated Problem SolviigPS)model,

baseline observation data were collected using a Decision Observatic
Recording, and Analysis (DORA) instrument. This checklist imdahged reco
whether specific behaviours were observed during the session such as

characteristics of the problem presentation.

Two observers were present at 31 per cent of the meetingdsedenter
agreement ranged from 89 per cent to 96 per adgeriadonal data was
analysed using an ANCOVA and statistically significant differences were fol
between the experimental and control group across all observational variabl
These findings suggest that following explicit training in a specific grou
problensolving method participants were more likely to ensure the treatment
integrity of that approach, potentially suggesting a more effective approac
However, due to the nature of the outcome measures used such inferences
only be made tentativetyl the authors recognise that further research is

required.

The findings of the two quantitative studies included in {hewdoewt

al., 2012; Bahr et al., 2006)gest that b@RS and TIPS may be potential
problerssolving approaches for use with school staff. The CPS approach w
found to be rated by participants as significantly more effective than othi
problensolving approacliBahr et al., 200&hd following training in the

TIPS approach, participants engaged in morespirobtenbehaviours
(Newton et al.,, 2012owever, to further consider the effectiveness of
problensolving approaches with school staff it is important to also consider the
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outcomes as reported by the participants themselves. Consedioently, at

will now turn to thgualitative studies which are included in the review.

2.4.5.2. Qualitative review

Brown and Henderson(2012)utilised a Solution Circles (SC) approach with
primary and secondary school teachers. The $i@/phesefsur key steps:
problem presentation; clarification; discussiiaris; and identification of

the first steps. As a method of evaluating the process with a group of new
gualified secondary school teachers, the first author considered the comme
made by the particigdvV LQ W KH 9 &nd ¥o0Qdkd&dl tti@eRses&idns

were viewed positively. Participants valued the opportunity for reflection an

reported feelings of enthusiasm following their involvement in the sessions.

A SWOT (strengths, weaknesses, opportunities and threats) analysis was t
carried at to evaluate the approach with nine primary school teachers. It wa
LGHQWLILHG WKDW WKH SDUWLFLSDQWY IRXQCGC
them to considessues more systemic@e participants also identified a
number ofhallengesf the approach including pressures of time. Using a 5
point rating scale participants were asked to consider how useful they found
sessions as well as how much they felt it had impacted upon their practice
mean of 3.9 was obtained for both scodespitghesmall sample size, the

authors conclude that SC may be an effective method of supporting school ste

Bozic and Carter(2002)conducted an evatuabf a group consultation
apprach based upon a model developed by(1d88kd-our separate
consultation groupgevarranged involving a total of 31 school stafefrom
countyn the UK. The groups frequentlpver a period of one or two school
terms antbllowing the final meeting, participantaska®@ to respond to a
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series of open and closed questidtnutged on the potential benefits of the

group.

92% of participants felt that the group consultation made them think mor:
deeply about individual childret80% reported an increased awareness of
strategies to try in the classidespite this, ord4% of participants report

that thethen ZHQW RQ WR WU\ TQHZ Whisln@ay We LQ V
H[SODLQHG E\ WKH ILQGLQJ WKDW RQO\ R
ZRUNLQJ ZLWK FKQali@éiivel qatazftow ke G(igstiomhsire
VXJJHVWHG WKDW SDUWLFLSDQWYV |IH@W fOH\
tentativelyink to changes in #taffcausal attributions for pupil behaviour
Although the study rbaycriticised for its lackrefintervention measures it

does begin to highlight the potential outcomes of group consultation.

Using a castdy approagbnes, Monsen and Frang013)evaluated the
outcomes of the Staff Sharing Schent@illS&onsen, 199@)th 20

primary school staff. Participants were asked to respond to items from tr
Causal Attribution Inven{®gulou & Norwich, 20@8)well as eight Likert

type statements which focused on their perceptions of their behaviou
management alaBt Following the jméervention measures, the staff
attended five 1% hour SSS training sessions. After a six week period, po
measures were completed atepiihn interviews were carried out with six

members of staff.

The results indicated thatvethieéd the opportunity for reflection within the

peersupport groups. However, it should be recognised that due to time

constraints only one formal SSS session had actually taken place with n

groups having engaged in alternative ad-$uquppdegups. Despite this,

the authors carried out a paired saegtieon the behaviour perception

statements and found that two questions were significantly different; staff fou
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it easier to talk to colleagared felt more supporiddough the interview

data, many participants reported that the training sessions had led them
consider the causes of behaviour. This was reflectedtsnctugieéd out on

the Causal Attribution Inven(Bgulou & Norwich, 2006pllowing the

training, participants reported significantly high ratings for the teacher, scho
and child factors of causal attribeftiogisaour, with teacher factors showing

most chang®em preto posintervention.

Based heavily upon softdamrsed thinkiflghodes & Ajmal, 193 well as
using guidance from Wad@B@00)on schodlased consultatidevans
(2005) develope@ group consultationpayach for teachenshich was
facilitated by two EPs. The group consultations were artanyéd drailf
involved teachers fngmo five schoolsach session lasted approximately two
and a half hours and involved a structured-goebignprocessluding

problem exploration, target setting and agreement of actions.

Session evaluations were completed by the participadpitatict d
criticisms of the potential biases involveddposetieasureshe results

suggest that following thmumgrconsultation teachers felt more enabled to
develop an action plan to support the focus pupil. Although the author
recognise that such findings do not necessarily imply a direct impact up
teaching, qualitative information suggested that thé taettbessochanged
positively as the result of participation. Additionally, teachers reported that th
sessions enabled them to benefit from the skills and experiences of others wi
the group. However, teachers were less positive about the gfteqt ohthe

their own skills suggesting limited feelings of personal empowerment.

Using a case study appdaagison (2008)describes how work discussion
groups may be utilised by teaching staff in a variety of educational settin
Some benefits of work discussion greugsgldighted including an
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opportunity to reflect upon practice and consider alternative approaches
difficulties which were being faced by the teachers. An evaluation form was &
completed by 95 teachers. Although the useepdrsetieasures niay

criticised, the findings suggest that over 90 per cent of staff found the discuss
groups to be supportive, helped them to develop a deeper understanding &
helped them to identify alternative strategies for supporting challenging pupi
Additionayl, qualitative comments indicate that participants had an increase

confidence following participation in the sessions.

Farouk (2004)utiliseca caestudy approach to prosidietailed description

of process consultationitsrapplication with groups of school staff working
with pupils displaying emotional and behavioural difficulties. Based heavily uf
the work of HanKt999)andScheir1988)the group consultation approach
described applies both psychodynamic and systemic theories to group worl
schools. Faro(#004)described the use of process consultation with groups of
teachers in three different educational settings. Each group was facilitated by
author and followed a similar pregpestediallowingor an opportunity to

reflect and develop personaldgbdorsupport the generation of strategies. It
should be noted however, that no evaluative methods were developed to alls
the participants an opportunity to reflect upon the effectiveness of the approe

and that all outcomes were reported anecdbmbytior.

In summary, the findings from the qualitative element to this systematic revie
indicate that problawlving groups can lead to a range of positive outcomes for
school staff. Participants suggested that they had a deeper understanding o
pupil(Bozic & Carter, 2002; Jackson, @0@3) may have led to changes in
theircausattritutions for challenging behafBvawn & Henderson, 2012;

Jones et al., 201B)espite some reports of staff feeling more enabled to
support pupilEvans, 2005; Jackson, 200@)s indicated that they still
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lacked confidence wherkwgmwith SEN child(@ozic & Carter, 2002he

implications of these findings will be discussed furthelib saicfiimom to

this, the findings of both the quantitative and qualitative elements will b

synthesised together in the followiagcsiams.

Weight of Weight of Weight of Weight of
Evidence A Evidence B Evidence C Evidence D
Study trustworthiney appropriateneg  relevance off overall judgem
design evidence
Bahr et al.(200 Medium High Medium Medium
Newton et al Medium High Low Low/ Medium
(2012)
Brown & Medium/High Low/Medium Medium/High Medium/High
Henderson (20
Bozi& Carter Medium Low/Medium Medium/High Medium/High
(2002)
Jones, Monser| Low/Medium Medium High Medium
Franey (2013
Evan004) Medium Low/Medium Medium Medium
Jacks(2008) Low Low/Medium Low/Medium Low/Medium
Farou2004) | Low/Medium Low Low/Medium Low

Figure 2.3. '"Weight of Evidence' (Gough, 2007) for included studies.

2.4.6.Methodological quality of included studies
7KH f:HLJKW RI (YG&aadghQIOBiAva® BBMH O assess the
methodological quality of the studies which were (Fgud2d). The
majority of the studies used variations of case study or evaluative approaches
ZHUH WKXV UDWHG DV YORZ:- RU YPHGLXP:- LQ
and appropriateness of design. Two studiesR@lisetethoBahr et al.,
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2006; Newon et al., 2012and were thus given a higher rating for
appropriateness of design. However, both studies were limited in other are
such as the opportunistic sampling method used to recruit (Bafickiants

al., 2006and the large variation in-otieerver agreement s¢bi@ston et

al., 2012)

2.4.7.Risk of bias in included studies

As is highlighted by Petticrew and R@0&®3$ uncontrolled studies are

more susceptible to biasstalies with control grofps65). The majority

of studies included in this review lacked a control group and simply involved
posthoc evaluation of a group consultation a(poascl. Carter, 2002;

Brown & Henderson, 2012; Evans, 2005; Jones et #ldditd3ally, the
researchers were all either involved in the training of the gresgivorgblem
methodBahr et al., 2006; Jones et al., 2013; Newton et aby Pati2the

role of group facilitai@ozic & Carter, 2002; Brown & Henderson, 2012;
Evans, 26; Farouk, 2004; Jackson, 2008y whegselfrepat measures

were used to evaluate the process participants may have been more incline
report more favourably than perhaps would have been the case if the resear

was not so explicitly involved.

2.4.8.0utcomes of participation in problealving groups

In order to consider the collective findings of the studies the data must now
synthesis¢@obson, 2011) was suggested that methods of group consultation

allowd participants to think more deeply about individual(Bbidres

Carter, 2002; Jackson, 2(0@&) more confident in supporting (fEnxIsS,

2005) and enabled participants to explore a wide range of possible solutions
the problerfBozic & Carter, 2002; Brown & Henderson]&tksan, 2008)

Additonally, staff reported feeling more supported as a result of participation i
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the groufBrown & Henderson, 2012; Jackson, 2008; Jones ewdlicR013)
could potentially have a positipact upon their emotional-veafig in a
profession which is highly stressful and fraught with the potential for burno
(Hastings & Bham, 2003)

These findings were further supported by Bafk0&€i6akho found that,
following participation in a prolsieiving group, school staff reported
significantly higher ratings of effectiveness in terms of factors such as impro
communication and support between staff mBath&€T studiesalso
concludedhat, following training in the proBlamng methods, participants

were more likely to engage in behaviours which were indicative of an effecti
group probleisolving sessi@ahr et al., 2006; Newton et al., 20hB) is
particularly pertinent be@rin mind the potential positive outcomes of group

problensolving which have been identified above.

2.4.9.0verall completeness and applicability of the evidence

The number of studies included in this review is relatively limited. The initia
searches yield@studiesjveof which had to be excluded due to a variety of
reasons. Of the eight studies which were subjected to critical appraisal thre
guarters utilised case study or evaluation approaches. Some of these faile
describe the participants ail detd therefore it is probable that relatively few
participants were involved in this review which affects the overall completene
of the evidence. Additionally, the range of mallaghapproaches used as

well as the variations within these inpacthe overall completeness of the
evidence. Despite this, there is some consensus among the studies that g
problensolving approackeas lead to a range of posititcomes and may

therefore ken effective way of supporting teachers anaféchool s
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2.4.10. Potential biases in the review process

Although the nature of a systematic review, particularly the use of search crite
and eligibility criteria to identify possible studies, reduces the potential for biz
(Petticrew & Roberts, 20@®me risks of bias still remain. Firstly, the initial
searclprocess led to the finding of over 500 articles. The author then scanne
the titles and abstracts to assess the relevance of the articles to the curr
research question. This method may have led to bias as particular studies
have been omitted thrabghsearch process. Additionally, the search process
did not include unpublished studies which may hateatalp piased the
findings.

7KH f:HLJKW RI ((Gaugh@FWas bsRdadicdtically appraise

the identified studies. Whilst efforts were made to explicitly provide justificatior
for the decisions made, the variations in design and intervention meant that t
was a particularly challenging task. Ideatipdareasearcher would have rated

the evidence independently which would have provided a meastee of inter

reliability.

2.4.11. Summary of the systematic review

Eight studies were found which met the inclusion criteria following a systema
search usingesjiied search criteria. The primary outcohwgbit atudies

was to evalugamblerrsolving or consultapyocessedth groups of school

staff. The overall results are positive and suggest that such approaches
support teachers in a varietgy including increasing awareness of strategies
(Bozic & Carter, 20G#)d an opportunity to reflect upon prgaicaik,

2004; Jackson, 200Bespite this, the over representation dfopost
evaluation studies and case studies highlights the need for more rigorc
experimental designs to be used to determine the effectyrmess

problerrsolving approaches.
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2.4.12. Overall summary

Numerous approaches to working with teachers in a group capacity have b
exploredStringer et al., 1992; Wilson & Newton, 28d6although the
reseh for some of the specific approaches is particulafBe hmatbd

Monsen, 2011the results of the systematic review suggest that group
consultation and probsmiving approaches leaglto a range of positive
outcomes which can suppachers in dealing with the challenging behaviour

of pupils in their schools.

Problensolvig groupK DYH EHHQ IRXQG Widkrdtb@Qdt@d QFH W
children and young pe@jpdekson, 2008)dlead staff to feel less isolated
(Bozic & Carter, 2003uch findingsaybe linked with a change in their
attributions for the causes of challenging hidbaeset al., 20¥8jich has

been shown to predict teachers intentions to supgBxyapil& Norwich,

2002) Research halso suggested that participation in psolviegn groups

can lead particigamo feel more confidéickson, 2008)d enabled to
support pugi{Evans, 200&hichmay be linked to their sense-effg=ty.

Consequently, the construct eéfBedcy anaf causal attributions will be
subject to further investigation in s2diand will inform the focus of the
current studyDespite some staff reporting that involvement in the groups had
an impact upon their pra¢iBcewn & Henderson, 2012; Evans, 2@05)
specific measures of changes in staff behaviour were provided in any of
studiesThis providéise rational falscexploringhe relevance of ffreeory

of FannedehavioufTPB)n the followingstion.
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2.5.Enhancingchange for school staff

Truscott et af2012)argue thanhancing asdstaininghange in schoolf staf

is by no gans a simgeocessa view underpinned by a long conceptual and
research literaturhe overall finding6 the systematic revewggedhat
problensolving grou@@D\ OHDG WR LQLWLDO FKDQJHV L
attributions, edfefficacy and perceioh their own behaviour change.
Howeverthe evidence available indibatiefirther research is reqained

will therefore be the focus of the outcomes measured in the current study.

The aim of the following sectitreeforeto describe the main features of
attribution theorfWeiner, 1980selefficacyBandura, 197&nhd thelPB

(Azjen, 1993yith particular consideration on how they might be applicable to
the field of educatiofhe various methods available to measure the constructs
are presented with a view tomirigrthe measures used in the current study.
The section will then conclude with a consideration of how the three construc

may be related.

2.5.1. Attribution theory

Attribution theory i<oncerned with how individuals invokes andse
explanations for various phenomena and the eféedfsgfitiomsn their
subsequent behawvigiiller, 2008, p. 158Weiner(1980)developed a
theoretical framework to supporthtbery of attribution. This stated that
humans make causal attributions about behaviours and events which car
placed along three dimensions: locus of control (internal or external); stabili
(stable or unstable); and controllability (controllaitendrollable). The
behavioural responses of the observer are then affected by their cau

attributions as well as their emotional re@peises 1980)
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This frameworik particularly relevaviien considering the effects of causal
attribwions in the field of educaftMitier, 2008)For example, if a pupil is
displaying troubled and challenging behaviour the teacher may attribute this
internal, unstable and controllable causal Yaxti6i&K DV WKH WH
SHUVRQDOLW\ &RQYHUVHO\ D FDXVDO DWWU]I
perceived as being external, unstable and uncontrollable such as parenting
(Mavropoulou & Padeliadu, 2@808umber of studies have been conducted to
investigate the causal attributions of t€@obier& Moses, 1985; Miller,

1995)nd these will now be the focus of discussion.

2.5.1.1. Teacher attributions for challenging behaviour

In 1985, Croll and Moses conducted a postal survey which obtained respon
from 428 junior school teachers in 61 differest $blkedekhchers were asked

to consider the causal factors tivejchelieved to be implicated in children
with VSHFLDO QHHGV IURP IRXU FDWHJRULHV L
SURE kst t wWKLUGYV RI FDVHV WKH favtHOD FKH U -
SXSLOV: wetK foohd Rikwdlve fKRPH:- IDFWRUV VXFK
DWWLWXGHV ,Q SHU FHQWedRbdehdiotralFob V H V
emotional problems fWZLVWKLQG:- IDFWRUV VXFK DV DE

learning.

Interesngly thoughonly 2.5 per cent of cases the teachers apwipilited
behavioural or emotional problemschool or teacher factors. Similar
conclusions were later drawn in the Elton(BESort98@)ndresults were

also replicated in a subsequen{Gtaliy& Moses, 199%Yhilst this study

does highlight some major discrepancies in attributions for spsitmlldeeds i

be noted that in some cases teachers were able to identify multiple cau

attributions which may have skewed the results slightly.
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In a grounded theory stitilfer (1995used structured interviews to explore

the views of 24 primary teachers with regard to challenging behaviour. TF
teachers were identified by EPs and were selecteadifitipgemented an
intervention with a pupil displaying challenging behaviour which was deemed
least partially successful. Through the interviews the teachers were ask
qguestions about the possible causes of the challenging behaviour as we

infomation about the solutions.

Teachers identified fifteen possible parental factors as a causal attribution
FKDOOHQJLQJ SXSLO EHKDYLRXU LQFOXGLQJ °
fODFN RI DIIHFWLRQ: +RZHYHU WHkshtJiH ZHUH
which parents were implicated in the solution to the problem thus suggesti
that teachers attributed parental factors as being the cause of the probl
behaviour far more than the cause of the solution. Conversely, the participal
identified teteacher factors as the cause of challenging behaviour but recognis
twenty different factors in which teachers were responsible for the improveme
LQ WKH SXSLO:-V EHKDYLRXU

These results therefore suggest that teachers more readily attribute parer
fectors as the cause of challenging pupil behaviour but attribute themselves as
likely reason for any improvements which despite the fact that all
successful interventions had been delivered collabbiatstetly not only
highlights the difénces in causal attributions, but also the effects this has on th
perceivetesponsibility for the solutiorshduld be noted, however, that the
cases were all described retrospectively. Additionally, had the study involv
cases where interventiwase less successful the findings may have been

somewhat different.

More recent studies have also come to similar comtfusemyerd to
WHDFKHUV:- FDXVDO DWWULEXVWMaRrQUuldlR& F KD
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Padeliadu, 2002However, Poulou and Norwi2800) provide some
contradictory evidence for the basis of Veaclsad attributions. Using an
Attribution Inventory, participants were presented with one of six vignettes
describing a pupil with varyingeegf behavialoroblems. They were then

asked to respond to a series of statements regarding the possible cau
responses and strategiesikeretype VFDOH ,Q WHUR®usBII WKH
attributions, the findings of this study indicated that teachers more frequent
located the causelwllenging pupil behavwiowschool and teacher factors.
Additionally, the teachers reported that they were committed and felt

responsible farpporting the pupils with behavioural problems.

Whilst it is recognised that the gap between causal attributions of home a
school factors may potentially be narfGibing & Gardiner, 2008 link
EHWZHHQ FDXVDO DWWULEXWLRQV DQG WHDFK
receiing increasingttention in the research literdRoalou & Norwich,

2000, 2002) his relationship will be explored shortly but foisalldege of

measuring causal attributions will be addressed.

2.5.1.2. Measuring attributions

A range of methods have been used to measure attributions. Some have re
upon the use of vigndiitesstings, 1997; Poulou & Norwich,, 20003t

others have used structured inte(Médies, 1995jo develop a subsequent
guestionnaire which asks participants to respond to a simple statement about
possible causes of misbeh@ambert & Miller, 2010)

The Challenging Behaviour Attributions Scale (CHABA) was devised by Hasti
(1997)as a measure of the causal attributions of staff working with those wit
TLQWHOOHFWXDO Gverepdséntetd WithHaWignedte abddut B L S L

young woman with learning disabilities who presents with challenging
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behawur. The participamisrethen required to rate 39 statements about the
SRVVLEOH FDXVHV RI WKH ZRPDQ:V EHKDYLRX
report that the measure is easy to understand andHastiptte 1997)

Grey, McClean and Barwmeg2002)suggest that tiseibscales appear to

lack content validit§p.307). Due to the way in which this measure was
constructed it isalargued that it may not be appropriate for those working in

school settings.

Consequently an Attribution Inve(faylou & Norwich, 2000, 20023
GHYHORSHG ZKLFK VSHFLILFDOO\ FRQVLGHUH
pupil behaviour. Participants are presented with one of six vignettes about
pupil who presents with varying degrees of emotional and behaviour:
difficulties. Telaers are then asked to consider a variety of statements anc
indicate their views onpoibt Likert Scale. Whilst the Attribution Inventory
(Poulou & Norwich, 2000, 208@entially provides a measure of teacher
attributions for behavioural difficulties the authors report no reliability or
validity scoreAdditionally,dthough vignettes have the benefit that all
participants respond to #mesinformatidiRobson, 201 1thus increasing
experimental control, Grey et(2002)claim that vignettes often lack
ecological vat\d This incongruity continues to be the source of much debate

when attempting to measure attributions.

2.5.2.Selfefficacy

Bandurg1997)defined sedffficacy as th&e HOLHIV LQ RQH:-V FD
organise and execute the courses of action required to produce give
attainmenigp.3). Therefore, sefficacy is a strong influence on our behaviour
ard itis argued that the strengttuoberceived sefficacy will affect the
likelihood that we will engage in a certain behaviour and persist even if obsta

are face@Bandura, 1977)
43



SekHefficacy varies upon three dimensiomagthéuadd task difficulty; the

amount the efficacy hasdm®ralideain other situations; andstrengthf

the expectatigBandura, 199&Ve also base our personaffssdly upon

four main information soyrties most influential which isSfSHUIRUPDQF
DFFRPSOLVKPHQWYV: sukdedt in RS0k ddivexpekdnetd of | 2
personal mastery will be positive which will consequently increase our perceiv
selfefficacy in similar situations in the future. @ftfrceel is also influenced
through the observation of others succeeding at daiask, whether we are
verbally persuaded by others to engage in a behaviour and finally, the leve
emotional arousal elicited by that si(Batnalurd,977)

2.5.2.1. Teacher efficacy

The theory of sefficacy has been applied to edudsdreiine construct of
WHDFKHU HIILFDF\ LV GHILQHG DV D WHDFKHL
positive outcomes for studgitsson & Dembo, 1984lkhough research
suggests that teacher efficacy is not a stable concept and dingnges depen
the stage of teacher tra{Mifaplfolk Hoy & Burke Spero, 2808)years of
experiencKlassen & Chiu, 2010; Soodak & Pode]lieiddr effigaloas

been found to influence tesich@mumber of ways.

Teachers who report higher levelsafficatiare more organigédiinder,

1994) have more positive attgudevards studefitschanndvioran & Hoy,
2001)and use less controlling techniques to manage pupi{\WebHgl&ur

& Hoy, 1990Teacher efficacy has been found to influence teacher responses
pupil learning in the classi@itvson & Dembo, 1984pV ZHOO DV WH
perceived success in supporting pupils with special needs in mainstre:

classrooniBrownell & Pajares, 1999)
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Brownell and Paja(@899)designed a measure to investigate the variables
which may impact upon teachercefnd perceived success when working
with pupils with learning and behavioural difficulties. One hundred and twenty
eight second grade teachers completedgbersgibasure and, although the
findings may lack generalisability due to specifin ordeisa of the

participants, a path analysis technique was used to analyse the results.

THDFKHUV:- SHUFHSWLRQV RI VXFFHVV ZHUH \
including teacher efficacy thus suggesting that teachers with higher effic:
belie$ were more likely to report successes when teaching pupils with learnir
and behavioural difficulties. Additionally, the authors found that teacher effica
was significantly influenced by perceived collegiality. This implied that teache
who experiencédquent supportive interactions with their colleagues reported
higher levels of teacher efficacy which, in turn, had a positive effect upon th
perceptions of success. Although the study was completely rellant upon se
report measures, this findiryghange significance for the current study in terms

of the pential fomcreasing teacheredf@ifacy through peer support.

As well as the positive effects on the teachers themselves, teacher efficacy
also been associated with a numbeil aufmmes including academic
achieveme(Caprara, Barbaranelli, Steca, & MalonearD@&es of pupil
exclusioiGibbs & Powell, 2012he importance of identifying strategies to
enhance teacheraififacy thusrecognesl. In order to ascertaimy changes

in teacher efficacy, &mtherefore evaludbe impact of any strategies on
teacher efficacy, a suitable tool for me&suoogstruct must be identified

and his will now be the focus of discussion
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2.5.2.2. Measuriegtefficacy

The topic of measuringedtfacy and, more specifically, teacher efficacy is
one which continues to cause a great deal of debate. The first measures
WHDFKHU HIILFDF\ ZHUH EDVHG et 1%d)W W H U
and simply used two itemRPt¢dDV XUH fJHQHUDO WHDFKLQJ
W HD F KL QWodlidlk & Bidy) 199Q)ater measures were influenced by
social cognitive thedBandura, 1978nd, in particular, lead to the
development of the Teacher Efficagisale & Dembo, 1984)

Gibson and Dem{i®84)claimed that the dimemsiof teacher efficacy

UHIOHFWHG WKH WZR VWUDQGV RI %DQGXUD -\
analysis of theiri8m scale the authors identified two dimensions of teacher
HITLFDF\ QDPHO\ fSHUVRQDO WHDIbEIn@ad HIILF
Dembq1984)DUJXH WKDW WKH WZR GLPH®®VAHARQV F
constructs of efficacy and outcome expectations, respectively. Howeve
Woolfolk and Ho{L990)argue that such associations are tentative and that
%DQGXUD:V FRQFHSWY DUH VXEWO\ GLITHUHQW

In response to the argument that the application of teacher efficacy to pu
learning is distinct from that of pupil behaviour, Emmer and188Kman
GHYHORSHG WKH f7HRRPHWD QDLURACPRHQW BRQOGVVY
with preservice and student teachers. Using previous literitumnesacd®

was developed in which participants were required to rate their level o
agreement with statements opomiLikertype scale. Throug factor
analysis, three factors of teacher efficacy were identified: classroor
management/discipline; external influences; and personal teaching efficacy. T
authors claim that the second and third factors correspond to those identified
(Gibson & Dembo, 198therefore providing an extension of this previous

measure.
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Measuresf deacher efficacy have continued to be de\ddipeper,

Bobbett, Olivier, & Ellett, 2008; Tschavioean & Hoy, 2004)d although

there are now a variety of measures which claim to measure the construct, ¢
difficulty which is frequently encountered is that the conceptaisddefined
measured in many different (M&yslfolk & Hoy, 199()espite thj the

current research recognises the importance of providing some measure
teacher efficacy in order to evalattemvention which may potentially
promote teaeh selefficacy when supporting pupils with challenging

behaviour.

2.5.3.Theory of Planned Behaviour

As an extension of the theory of reasonedzgemn(l991)developed the

TPB This theory states that personal attitude towards a specifitheehaviour,
VXEMHFWLYH QRUP DQG SHUFHLYHG EHKDYLR?>
to perform that behavidiollectively, these constructs may all have an effect
on actual behaviour. The key development of the TPB was the addition of t
TSHUFHRYHBXBEHHKRQWURO:- DVSHFW ZKLFK SURY
intentions alone do not always result in expected lfAhatage &

Conner, 2001)t is thereforpostulatethat those with a higher perceived
control, combined with a pasisttitude and subjective norm, will be more
intent on performing the desired bel{®aaw Sin, 2013)

2.5.3.1. Measuring behaviour

Providing reliable measure of TPB has proved to be somewhat of a challen
(MacFarlane & Woolfson, 2@48)ough there are criticisms around the use of
selireport measures in terms of the pyssfbdiagRobson, 201 lihis is
frequently used as a measure of behaviour and attitudes in studies specifi
looking at TPB. Additionally, although obsetvaigbe@haviour may be
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SUHIHUDEOH VRPH VWXGLHV KDYH XVHG UDW|
(Yan & Sin, 2013)

In response to the irgpfocus on eviddmaeed practice and the distinct
limitations of the Goal Attainment Scaling method of evaluation, Dunsmuir
Brown, lyadurai and Mong&09)developed a Target Monitoring and
Evaluation (TME) system. Using this model, the client selects three behavic
targets and is then asked to provide a description and rating of the curre
behaviour as a baseline meaftera period of time the cliemisieedgain

to rate and describe the level achieved in terms of the agreed targets. Althot
Dunsmuir et gR009Yecognise that such methods cannot be standardised, it is
argued that TME is an effective way of evaluating outcomes of an interventior

terms of actual behavioural changes.

2.5.4.The relationship between causal attributions,-efetcy and
behaviour

Although the theoretical concepts of attributieefcas)f and TPB have

been presented as distinct constructs tRasléar,and Norwi¢p002)
developed a modé&ligire2.4) which aimed to explore the complex
relationship between the concEptstheoretically based mooiabined

aspects of attribution the@einer, 1972yith soal cognitive theory
(Bandura, 197and th& PB(Azjen, 1991d identify the influence which the
underlying constructs have upon each other. Using tfi@nesuious study

in which an Attribution Inventory was developed and then completed by 39
Greek TeachéPoulou & Norwich, 200@pulou and Norw{@®02)xarried

out a regression analysis to identify the predictive nature cognitive, emaotior

and behavioural responses to pupilsali@hging behaviour
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Figure 2.4. Poulou and Norwich's (2002) potential model of teachers' causal
attributions, emotional and cognitive responses and actions towards children
with emotional and behavioural difficulties.

In the first pha of analyses, an investigation into the relationship between
teacheYcausal attributions #r&remotional and behavioural responses was
carried out. The findings of this suggested that cognitive and emotional respor
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to pupils witbhallengingefaviouwere predicted by the teacher, school and
FKLOG FDXVDO DWWU L E X#isaR tkibutio@s\Wdr taidiy W L Q
factors did not significantly predict any element of emotional or cognitive
responses. Through further investigation idemtdged that if teachers
DWWULEXWHG WKH FDXVH RI WKH SXSLO-V EHK
likely to perceive that the behaviour could bd ahdtius theywere
responsible fionding a solution.

,Q WKH VHFRQG SKDVH RI DQDO\WHYVY SUHGLF
were considered and indicated that there were significant correlations betwee
number of emotional and cognitive reactions and the intentional behaviour of
teachers. Foxample, if teachers had greater feelings of responsibility for the
solution or if they presented with a strongéficeely then their intention to

help was positively affected. In the final stage of analyses, Poulou and Norw
(2002) sought to identify associations between theV tedehgonal

belaviour and their actual behaviour. Teachers were asked to report on tf
coping strategies which they would use for the pupil in the vignette. The resu
suggest only certain teacher behaviours, namely positive incentives and teac
approaches, were mted by their intentional behaviour although it should be
noted that no observational data were obtained at this stage to confirm s
findings.

Whilst this model may suggest strong links between attribetimasy self
and teacher responses tergfiali behaviour, it should be recognised that
despite extensive seamtig®ne published study was found which utilised the
model in any capagitgnes et al., 201Bherefore, any links made between

the constructs should be viewed as tentative and will require further exploratio
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2.5.5.Summary

Attributions describe the way in which we explain the action$/dfeothers
2008) In the context of education, research suggests that teachers attribute t
cause of challenging behaviour to home aiadtprgoinore readily than
school or teacher fac(@m®ll & Moses, 1985; Miller, 19898)ough such
discrepancies may have narrowed o\@otiina & Norwich, 2008gH

efficacy describes the belief a person has in thendadyiplesxido teachers
describebeir belief that their actions caivelysibfluence the outcomes for
student$Gibson & Dembo, 1983pulou and Norwi2002)developed a

model which explored the letlwben attributions andef@tfacy and found
thatteacherattributions predicted their emotional and cognitive responses to
pupils withchallengindpehaviourThis, in turn, predicted the teachers
intentional behaviour which then predicted soteeohsimtigal behaviour
(Poulou & Norwich, 2002)

Such findings are particularly pertinent when considerireffidetysalid
attributions have been shown to predict teacher burnout which can have
IXUWKHU QHJDW L YdHbebh&v/BHIBHOENKKKERE al§ X900 -
Brouwers & Tomic, 19983 has been emphasised throughoutahiselite
review, it is imperative that staff are supported in changing their attributions al
enhancing their sdffcacy in order toopide indiredupport to the pupils

they work withOne such way may be thrthgluse gdroblernsolving
groupsvith school stéBozic & Carter, 2002; Jones et al., 20h8ugha

number of problesolving groups were identified through the systematic
review, it was fety the authdhat theoften complex situationd AC
(Cameron & Maginn, 20®tuired aroblemsolvingorocess whieiowed

for in-depthexploration Further consideration was therefore necessary and
one potentially suitable approach was identified, naBwehf\Whson &

Newton, 2006)
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2.6.Circles of Adults

TheCoAapproach was developed by Wilson and(R@dé@ms a means of
providing adults working with pupils with challenging emotional and behaviour
needs an opportunity for collaborative psoblargNewton, 1995)The

approach combines group processes and graphic facilitation to support the ac
to develop a deeper understanding of the challenging(\tWésawiofir

Newton, 2006}t provides a forum for group supenidldson & Newton,

2006, p. 6jand draws upon the processes involved in group consultation
(Hanko, 1999as described in se&id@n

2.6.1.Theoretical Underpmngs

Based heavily upon the work of H&3&)the CoA approach recognises the
importance of the applying a psychodynamic perspective to work with groups
adults in schogWilson & Newton, 2008)he psychodynamic perspective
emphasises the importance of anterintrgpersonal interactions and it is
argued that through a consideration of key psychodynamic theories, such
transference and projection, the intricacies of human interactions can be bet
understoo@Billington, 2006)his perspective therefore recognises that our
behaviours and responses are influenced by our conscious and unconsc
thoughtBennett & Monsen, 2011)

Hanko(2002)suggests that through exploring the emotions and responses
pupils, teachers may be supported in recognising that similar feelings e
resonated within themselWssmay affect their behaviour tetregoung

person. Further influendeth® CoA approach include the work of Hawkins
and Shoh€2006)who also recognise tmportance of psychodynamics in
group supervision. Akin to the CoA process it is proposed that group supervis
allows an opportunity for reflection and feedback whilst also recognising tf

influences of group dynamics on a situation.
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Additionally Wilson and Newtdq@006)highlight the influence of person
centred planning tools such as MAPS and PATH on the development of the C
process. Such approaches emphasise the importfammbétatibrcoand
graphics when develodenghmg toolsoth of whidhave been integrated into

the CoA process which is described below.

2.6.2.Aims
Wilson and Newt@2006)suggest that there are five main aims of the CoA

process. These include an opportunity for:

¥ shareg@roblem solving;

Y4 reflection;

Y, an exploration of how organisational factors may be influencing the
situation;

Y% support on an emotional level through developing a shared
understanding;

¥, feedback from the group.

Througlachieving theséms it is suggestedtiteagroup will be supported in
developing a deeper understanding of the challenging behaviour and unr
needs of the young person so that supportive strategies can be develo
(Wilson & Newton, 2006)

2.6.3.Process

The structed terstage procdsgure.5) lasts up to 90 minutes and is led by

two facilitators who are key in guiding the questions and recording the respon
of the groufwilson & Newton, 2006)

Following an agreement of the ground rules, one member of the group will k

asked to describe any relevant information about the young person so tha
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fULFK- SLFWXUH LV FUHDWHG 7KURXJK TXHV)
group is then encourdgexbnsider the quality of relationships surrounding the
young person. The group will then collectively identify any factors within the
organisation whichnlaid fKHOSLQJ:- RU TKLQGHULQJ- WK
beginning of the session membdis agked R YROXQWHHU WR EF
W KH HEKeL@e@ber who is selected for this role will be asked to sugges
what the child might say had they been present during the previous three sta
Following this, the gragadilitator will brieflyghlight the comments made

by the group so far and will tigetatify patterns @onflicting elements of the
TVWRU\-

1) Agreement of GROUNDfétUhe& Session
2) PRESENTATION OF PROBLEM

3) EXPLORATION OF RELATIONSHIPS
4) Consideration of ORGANISARNCON2RS
5 /LVWHQ WR WKH &+,/'-6 9
6) SYNTHESIS

7) Generation of HYPOTHESES

8) Generation of STRATEGIES

9) Agreement of FIRST STEPS

10) 15RXQG RI :RUGV-
Figure 2.5. The 16stage 'Circle of Adults'process

Using the information provided the members of the group are then asked
offer any theories or hypotheses which they feel may be relevant to the situa

so that linking strategies can be developed. The problem presenter is encoure
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to considewhich strategies they could implement and the first steps towards
achieving these are agreed. At the end of the session the group is asked to b
GHVFULEH WKHLU H[SHULHQFH RI (WilgH & HVV LI
Newton, 2006)

2.6.4.Evidence Base

Whilst the approach has received anecdotal support for its implementation
school@Newton, 1995; Wilson & Newton, 20@6¢urrent lack of evigenc

base is a major criticism of the apfBeanbktt & Monsen, 20The value

of inceasing the evidehased practice of CoA will be discussed further in
sectiorB.1 Howeverthe structure and accessibility of the materials provides
some supgofor the CoA intervention as a potential group -poblalegn
proces@Bennett & onsen, 2011)

Perhaps in response to this, some unpublished doctoral theses are beginnir
emerge with the overarching aim of increasing thebaseldncethe
approach. Syif#®11)}combined an experimental design midtipdecase

study approach to investigate the outcomes of the CoA apprdaheh on both
adults and pupils invollsing a range of pupilaahdt measures including
WKH 6WUHQJWKYVY DQG /LNLARXRDKHUWHYV $W WH\
4 XHV W L R Oriédquendy of behaviour incittentauthor used a
combination of visual and t&fatisnalysis to consider the effects of the
intervention in the five case studies described. Although there were son
contradictions within the findidgs study provides some tentative evidence
that CoA can have an effect 8p68 L O -V E H K potdnialiehdDAQ G FD
FKDQJHYV L qtitw&stan@nieKtions/ garding pupdV EHKDYLRXU

DempsefR012)also explored ta#ects of the CoA approach using a mixed
methods design vidthsecondary school staff working Wiiterctisplaying
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challenging behaviodihe participants were allocated to either the
experimental or whdt control group and measures were takearat pre

weeks post intervention ph#sag-tests, a statistically significant difference
was foud between the experimental and control groups at time 2 in terms of
the extent to which they attributed the challenging belanriduactors,
however, it should be noted that no statistically significant differences wel
noted across time for eitjreup. Additionally, e study providedme
evidenctw suggest that participation in a CoA group may prevent a decrease

selfefficacy when supporting pupils displaying challenging behaviour.

Furthermore, both studies provided qualitative dvadguaeicipants rate

the CoA approach higldgrticipants reported that they gained a deeper
understanding of the focus pupil and developed strategies to support the
(Syme, 2011)Additionallythrough a thematic analysis of the evaluation
questionnaires Demg26y2)found that participants valuedrtietuse of

the approach and the opportunity to work in a group with colleagues.

Using an Interpretative Phenomenological Analysis methodology, Dawsc
(2013 FRPSDUHG SDUWLFLSDQWYV:- H[SHULHQFHYV
within school before and after involvement in a CoA intéflaesdion.
members of school staff were asked to provide rafleatie@ account of

their experiences. Interestingly, the author also sought to gain the views of t
two focus pupils by carrying outssertiured interviews immediately after

and six weeks pogervention. Although the study may be critidisedi$er

of retrospective accounts, the results of the qualitative analysis led to tl
identification of a number of shared key themes for staff and pupils includi
TVHEBIOHFWLRQ:- $GGLWLRQDOO\ WKH DGXOW
of coniflence andnderstanding of the piglibwing the CoA intervention

thus further supporting its potential use in the current study
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2.6.5.Summary

Although th&€oA approach has a very limited evidendBdrasst &

Monsen, 2011) has strong theoretical underpinnings and is based heavily upo
the processes involved in group supervisiois@atatiofwilson & Newton,

2006) the benefits of which have been described throughout the literature
review. Additionally, the structured process, accessibility of materials an
availability of training for the audubtol the decision thawvauldbe an
appropriate group probaiving approach for use with school staff supporting

LAC at risk of exclusion, as in the current study.
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2.7.0riginal contribution

LAC are a particularly vulnerable group in our sauggtamedoutcomes are
frequeny reportedDent & Cameron, 2Q0@)e educational attainmeht
LAC is considerably lower than the general p¢puitatia@11)theyare

more likely to be identifieth an SERDfE, 2012ajand LAC ar@so at
higher risk of exclusion due to challenging béb#izio@012a)The
literature described above higlihghtimportance of supporting adults who
work with pupils with challenging beh@vasimgs & Bham, 2G08) the

CoA approackWilson & Newton, 200Bas been identified as a potential

problersolving process aimed at supporting such adults.

The lack of empirical evidem¢bddCoA approg&ennett & Monsen, 2011)
highlights the need for further resetar¢ha efficacy of this group problem
solving approach. Poulou and N¢ad@bhave provided some evidence of

the relationship betweene$igthicy, causal attributions and the attions
teachenshosupport pupils with challenging beh&lomwaverno published
research has looked at changds antsumes as a result of group problem
sdving interventions such as CoA. Furthermore, the impact of greup problem
solving approaches on school staff specifically working with LAC has, to tl
researcher knowledge, not received any specific attetit@mresearch

domainThis will therefore be the focus of the following research study.
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2.8.Research Questions

Thepresenstudy intends to address the following research question.
What are the outcomes of the CoA intervention
for adults supporting LAC at risk of exclusion?

A number of subsidiary research questions will also be addressed including:

1) Does involvement in a CoA intervention result in a change in the
participan¥attributions for the causes of challenging pupil behaviour?

2) Does involvement in a CoA intervention result in a change in the
participan¥selfefficacy to support the pupil with challenging behaviour?

3) Are the outcomes of those participants taking et CoA
intervention significantly different from the reported outcomes of the
participants in tREP meetigntrol group?

4) Are any changegiceable foumeeks pogttervention?

5) Do adults who attend a CoA session report higher ratingsnof success
carrying out agreed actions when compareaseittho attended the
PEP meetirmgntrol group?

6) What are the participdatews of the CoA process? What are their

perceived outcomes of CoA?

The hypothesis is that involvement in the CoA interveasah wichanges

to the aduWcausal attributions for behavioural difficulties and will increase the
D G X O-#fficacytdisnpport the LAC at risk of exclusion when compared with
adults who attende®EP meetind\ further hypothesis is that adults who
attend a CoA session will report higher ratings of success in carrying out agr
actions when compared with those who atterfdE® theetingontrol

group. The null hypothesis is that there will be naledfetieofention and

there will be no difference between the reported outcotmeas grbtines of

participants.
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3. Methodology

The aim of the current study waslimate thEoAintervention witkchool

staff supportim@\Cat risk of exclusion. In otdedevelop a suitable nadetho

to conduct the evaluation effectivelyl@enof considerations were reviewed

The following section discusses these considerations in depth and aims
describe the philosophical perspective of the current reseantexinathe c
evidencbased practidéhe methods used in the current study are described in
detail and an-depth discussion regarding the reliability and validity of the

research is presented.

3.1 Evidencebased practice

In recent years there has beenreasadcemphasis on the importance of
evidencbased practice in the field of educational pgfaholag93; Miller

& Todd, 2002)hich arguably leads to greater accoufidaipisitguir et al.,

2009) Consequently, research has been identified as one of thé&Rey roles of
(Farrell et al., 2006)

The quality of research in education continues to be a source of strong dek
(Frederickson & Cline, 20@@me argueathresearch instield caanly

play a relatively limited role in informing pi&tdicenersiey, 199Th

contrast, others argue that research should explicitly inform practice and th
through evaluating interventions and siratefgssionals can benrdd as

to what may work for specifiuiadions under what condiffeneslerickson,

2002) One sch way of determinthg effectiveness of interventions is through
measuring the outcomes using evaluative(Fese&@03)The importance

of evaluative research will now be the focus of discussion and will begin witl

consideration of the purposes of such research.
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3.1.1.Evaluative Research

Whilst it is argued that evaluative research is @riphsian of general
researcfCohen, Manion & Morrison, 20t Xhat they both seek to generate
knowledge through research methods, evaluations go one step further and air
XVH WKLV TNQRZOHGJH (Marend & VBLEWRhlixX ROBAY H Gt
Consequently, the purpose of an evaltanosasure the effectiveness of an
intervention, policy or service which then generally leads to change as a resul
thefinding Pawson & Tilley, 1997)

The subject of evaluaisooften guided by key stakehddels as policy
makergCohen et al., 20Xk)those who are otherwise intrinsically involved in
the programme or intervention being gMdréehs & McLaughlin, 2004)

is therefore imperative that, whilst recognising the potential ethical issue
stakeholders are encouragedatdiNedy involved in the planning process to
ensure that the evaluation has relevancy and value to those who may
potentially affected by the réMatsens & McLaughlin, 200dhsequémn,
evaluativeesearch varies widely in terms of its purpose and the researct
methods which are &abson, 201 However, evaluation studies generally

fall under two broader headings of formative or summative evaluation.

Formative evaluation is often associatedawidtinghe processe$ an
intervention and is genemycerned with improving an intervention or
programme whilst it is still in the development(\dbdsas, 2005)
Conversely, summative evalu@bmcentrates on assessing the effects and
effectivenepf.181) of an intervention which has already been established
(Robson, 2011)yhe current research studytlearefore be described as a
summative evaluation which seeks to consider the possible outc#nes of the ¢

intervention.
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,Q DGGLWLRQ WR FRQVLGHULQJ ZKHWKHU RU ¢
Tilley (1997) emphasise the importance of considering the underlying
mechanismich influence chamnggfferent contexts thecurrent research

it is therefore important to not only consliether CoA isffective,
specifically in the context of school staff supporting LAC at risk bluéxclusion,
alschovandwhyt might be effective in terms of the partidrdarretations

and perspectivesgarding the interventifPawson & Tilley, 1997)
Consequently, it was necessary for the researcher to reflect upon the poss
ways to gather data regarding both the outcomes and mechanisms of the (
intervention. Further information about such decisions is provided in the conte:

of the overall design in seB#bn

3.1.2.Hierarchy of evidence

There are a range of approaches which can be utitsebdry tegwovide
evaluations of interventions and prograttimoegksome methods are more
credible than othgRox, 2003)The hierarchy of evideftagure3.l)
indicatethat highest quality of evidence is a systemattR&eslosely
followed bindividuaRCTqFox, 2003)

,Q UHVHDUFK WHUPV 5&7V DUH RIWHQ FLWHG
research should aim to aqkadish, Cook, & Campd@ll2) This method
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involves making comparisons between participants who have been randor
allocated to either an experimental group, who receive the treatment ol
intervention, or a control group who do not receive any treatment. Despite th
arguabligigh acclaim of RCTs in the field of research, their use in education me
be limited due to practical and ethical factoremedeatrch methods are

often preferrg@Frederickson, 2003ch methods are placed lower down on
the hierarchy e¥idencand are often criticised dubdin lack of quality

(Fox, 2003However tiis arguethat this may be dualiack of criteria or
guidelines which a¥RLODEOH ZKHES XV L pisiiRitlighHty QR (
al., 2002)

In response to {liEersten et §2005)eveloped a set of quality indif@tors

use when conducting experimental anéxpeasiental researétar

example, when developing a research proposal for experimental or qua
experimental research it is deemed essential that a clear déseription of
intervention is provided and that measures are taken to ensure that participe
are comparable across condf#ensten et al., 200Suchndicators have

been considerdaoughouthe currentesearch study to ensure that quality is
maintained which may potentially enhance the growinpasadendhe

CoA approach.

Howeve inthedrive to promote evidebased practice, egshers aret
onlyrequired to reflect ugbe quality of tlthosenesearcimethod but also
considethe influence of thepistemological stama{Fox, 2003)This will

now therefore be the focus of discussion and aims to inform the ke

methodological decisions made in the current study.
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3.2.Philosophical perspectives onmesearch

Research is strongly influenced by the parabgraf systemvhich is
adopted by the resear@¢hennink, Hutter, & Bailey, 20Cbnsequé, in

order to reliably informyadecisions made hth current methodology

was necessary teonsider thenain features of sokey philosophical
perspective3he following section aims to provide a balanced view of the
different philosophicalrspectives underlying research and begins with

definitions of the terminology used.

Mackenzie and Kn{g@06)state WKDW WKH YHU\ GHYILQLWL
dependenipon the theoretical framework which is aGopigolt for the

various paradigms are influenced by personal experience, cultuaaénd history
are therefore not necessarily (&egmwell & Plano Clark, 208éwever,

within research, paradigms lead to certain philosophical assumptions and va
which influence tbatolog, epistemology and methodolope atudy in
guestiofCohen et al., 2011)

Ontology refers téhe nature of realiffHanson, Creswell, Pl&iark,
Petska, & Creswell, 2005, p. &2&)varies depending on the extent to which
researchers support the possibility of singular or multip{€ nesalie#s&

Plano Clark, 200 onverselyepistemological assumptions are concerned
with the way in which knowledge is @¢aiilegi 2001)To apply this in a
research context, researchers may diffes of taeremphasis which is placed
upon objectivity when collectind@egawell & Plano Clark, 2007)

S$OWKRXIJK WKH WHUPYV {&dienhk Ritch dyeoerfidétW K R

interchangeably, Wi(i@§01)argues that they are fundamentally different and

should #refore be clearly defined. Methodology refers to the processes

involved in reseafétanson et al.,, 200BKHUHDV WKH fPHWKRG:

actual tools and procedures which are used to collect and analyse the c
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(Mackenzie & Knipe, 2086) has alreadeb described the methodological
assumptions are intrinsically linked to the ontology and epistemology of
research study which are ultimately guided by the paradigm adopted by t
researcheConsequentlihe main features of some key paradigmshell now

discussed in ortieconsidehe philosophical viewpoint of the current study

3.2.1.Positivismand postpositivism

Althouglmow widely replaced by -posittivisniMackenzie & Knipe, 2006)
advocates of the positpasadigm believe tlf@ijectiveknowledge can be
gained from direct experience or observation, and is kinewlmage
DYDLODE O KRoWsEn, 2¢110 HX Ebharefar, positivists are only
concerned witbbservable entitisd claim that there is a singular reality
whereby hypotheses are either supported o Czgsshel & Plano Clark,
2007) Often cited as the scientific approach, posiisteretical concepts
to formulate hypothe@dsnnink et al., 201 Following data collection and
analysis, data are then used to evaluate whether the initiatamypethesis
supported or not. As such, quantitative methods are often associated with t

positivist paradigiackenzie & Knipe, 2006)

Postivists assurtiatresearanscan, and should, remain objective throughout
(Fox, 2003) However, this failure @aoknowledgie subjective nature of
researclinas led to the paradigm being widely cfiiersgidk et al., 2011)

,Q UHVSRQVH WR VXFK FULWLFLVPV DQ DOW]

developed, namely that ofgmsstivism.

Similar to positivists, pgusditivists seek to test theories ypothdses
through data collection which often involves quantitativéOrestivets&
Plano Clark, 200 Blowever, a key development ofppsisivism is the

recognition that observations Haw potential to be influenogdihe
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background knowledge, values and hypotheses of the (Redessmcher
2011) Despite this recognition,-posttivists still place a high emphasis on the
importance of objectivity to ensure that biases aréQresinsdl & Plano
Clark, 2007)and has therefdseen consideredrefullythroughout the

developmenf the quantitative element to the current study.

3.2.2.Interpretivism

Atthe other end of the paradigm spectrum is the interpretivist, or constructivis
approach, which is largely associated with qualitativéViedeznzie &

Knipe, 2006Developeth response to the criticisms of positivist approaches
interpretivists argue that social meaning is constructedouhrough
interpretationfinteractionwith othergHennink et al., 201Consequently,

in terms of the ontolagiassumptions of this approach, interpaeguests

that there are multiple realities which are constructed in different ways b
different peopl(&ox, 2003)The role of the researchdoisinderstand the
multiple social constructions of meaningnawtedgg (p.24) whilst
recognising the existence of their own values and fRgbsowify\?011)
Interpretivisrtherefore has particular relevance to the CoA pratessas it
heavily upothe differenperspectives of the group menrfidgison &

Newton, 2006)

3.2.3. Theincompatibilitydebate

Some have argued that the quantitatiyeaktative methods which are
associated with the positivist and interpretivist paradigms, respectively, a
widely incompatikldanson et al., 200BJthough the two imgaradigms

may appear distinct from each other, thus implying that the researcher mt
strictly adhere to only one frameMaékenzie and Knjp@06) state that

no paradigm specifically prescribes the use of either approach. Consequer
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researchers should view the different methods along a paradigm continut
(Miller & Todd, 2002nd coider combining thmost valuable features of
each(Mackenzie & Knipe, 2006, p. 193)

3.2.4.Pragmatism

7KH YHU\ PHDQLQJ RI WKH ZRUG YSUDJPDWLF
aspestRI UHVHDUFK DQG FRQVHTXHKQNN \ArRIUNDVI-P I
practicdCreswell & Plano Clark, 200%e reearch question leads to the
identification of the most appropriate methods and the researcher is n
necessarilyequired to adhere to any specificphilosophical stance
(Mackenzie & Knipe, 200®agmatisns therefore often associated with
mixed methods designs where a combination of quantitative and qualitati

methodare usei consider what works in prg@ieswell, 2007)

3.2.5.Theoretical perspective of the current study

The current study sought to evaluate the outcont&sAmftdreentio on

school staff supportit®C at risk of exclusiolm order to consider the
outcomes holistically a pragmatic approach was adopted which combin
elements of both ppssitivist and interpretivist paradigmagospositivist
viewinformed the qudative element of the stadgirecognised thidie
background knowledge, values ygathdses of the researcherthbad
potentiato influence what vwadsserve@Robson, 2011Jhe importance of
JDLQLQJ DQ XQGHUVWDQGLQJ RI WKH VRFLLE
experiences wadso recognised. Therefotbe interpretivist paradigm
informedthe qualitative aspect to the current resear¢dMatkdnzié&

Knipe, 2006)

67



3.3.Mixed method research

By applying a pragmatic perspective ¢arteet researenmixed method
approach was employedevaluatethe CoA intervention.Traditonally
scientists have besuired to make a decision between either quantitative or
gualitative methods in their reqgawbkon, 201 Wyhereby the foouason

numerical or descriptdas respectivelfCreswell, 2003) However, in

order to counterbatanthe limitations of eithethod(Creswell & Plano

Clark, 2007)researchers are encouraged to consider employing a mixed
methods approadtch incorporates aspects of both qualitative and quantitative
data collection and analysis in a sing{€rssdgll, 2003; Mertens, 2005)

Such methodsguabhjhave the advantalat tthey allovior a deeper
understanding of the phenomenon of |(ttemesbdn et al., 2005, p. 224)

Despite variations in the iteology used, four main mixed methods designs
have been identifi€deswell & Plano Clark, 200i@ngulation; embedded;
explanatory; and exploratory. Although thepjfmoachedl integrate both
guantitative and qualiaatiata, they vary depending upon the order in which
the data is collectdah prioritwvhich is given to either medimothe way in

which the two datasets are rfiixtedwell & Plano Clark, 20@/prder to

increase the validity of mixed method studies researchers are encouragec
make such decisions ex@i@swell, 200and these will now be described in

relation to the current study.

According to Cresw@bD03)mixed methodata collecim can occur either
sequentially or concurrently. The current study employs a concurrent desic
whereby the quantitative and qualitative data are driven by different questio
and subject to independent analysis tedmnsnas designse tresults of
each method are then synthesised together to provide inferences in relatior
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the overarching research questions which were initially(Trrdgbsetl
Tashakkori, 2006)

When developing a mixed method design, researchers are geneally encoure
to consider whether the quantitative or qualitative element is given priority
(Creswell & Plano Clark, 208@wever,n their typology of mixed method
designs, Teddlie and Tashd&RRO6)encourage a more flexible approach to

the weighting of either methods. Their argument is that such decisions cannot
completely determined before the study pdpcli®s. Consequently

although the current study proposgeéater emphasis on the tgtieati
element, it was recognised that the researcher must be flexible to any chanc

circumstances through the cafuise study.

Klingner and Boardn{dl1)argue thatltimatelytthe research question and
purpose should b tlae forefront in guiding decisions about the most
appropriate methods to W&é&n this in mind twephase embedded mixed
method design was identified as the most appropriate method to consider 1
research questions in the current Biadgnain reas for this decision was

that whilst the data wd be collected simultaneously, the purpose of the
gualitative element was to provide a supplementary component to e
fundamentally quantitative research study. The data gained from both eleme
was then egrated at the analysis phase in an attempt to provide answers to tl
research questions which were initially proposed. The following section provid
a description of the specific design and procedures used to carry out the curr

mixed methods reseatady.
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3.4.Method of the current study

In order to evaluate the outcomes of the CoA intervention on school staff wt
support LAC pupils at risk of exclusiqunasexperimental desigms
complemented by a qualitative element through an embedusiticds<ed
designBytriangulating the findings footh aspects of the study ihoyses

that a deeper understanding pbtantial outcomes of CoA \beulcined.

Following correspencérom theDTsat the participating scholodés pupils

to be the focus of the CoA or PEP meeting were allocated to either th
experimental or control gro@phool staffvere thenallocated to the
experimental or control group accordingpuapttieey supportetl should

be recogniseldoweverthat the pupils themsetiieanot attend the meeting

andoutcome measures were only taken from the school staff.participating

The followingubksectios describiae methodsadsin the current study and

aimto highlight the key decisions made in the process of designing and carry
out the researdfollowing a discussion about the specific design and samplin
procedures, the processes involved in establishing trustworthiness and ensu

that the resed is ethically sound are presented.

3.4.1.Stakeholder engagement

As the EP service was directly approached with regard to exploring a
alternative way of supporting LAC in schools it was imperative that ke
stakeholders such aCHRCE®ere consultetl all stages of the research.
Stakeholder engagement is recognised as key to ensuring the effectivenes:
practicability ofsearctiCohen et al., 201Therefore it was essential that
initial discussions took place regarding the purpose and structure of the resea
For example, althougle ICYPCES had no prior knowledge ©bAhe
approach, it was identified that chatagipeyceptions of LAC in schools was
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of key importanae their current wonk schools. Through negotiation it was
agreed that the CoA process may be a suitadle @pgoloring this

outcome.

Initially, it was suggested that\tBelwould be responsible for identifying
potential focus pupils from secondary schools withAimn téhich the
research was taking plaeever, it was recognised thatTsier LAC in

schools were also vital stakeholdlersegard to the practical aspects of
delivering the inention as well as pwditical issues associated with the
potential successdsrotation®f theapproacfMertens, 2005)hereforeit

was agreed titaks fronall mainstream se@wpdchools in the LA woeld
contacted agdren the opportunity to participate should they identify any pupils
who met the criteria discussed b&laveeting walsenarranged with any

DTs who had expressed an interest in participating in the study. The purpose
this meeting was to clarify their potential involvement in the study and negotia

logisticdlactors such as arranging dates andaheofdbat meeting.

3.4.2.Pilot study

Initially, three pupils were identifyethé/SHto be théocus of a pilot study

CoA All pupils were LAC who had either been or were deemed to be at risk o
exclusionTwo of théocugpupils currently attenddeupil Referral Unit for

pupils in Y7 to Y9. The third pupil was currently attending Y8 of a mainstreat
secondaschoolA total of fifteen members of school staff attended a pilot CoA
session regarding one of the identifiedmuupiduded@nge adchool staff

such aweachers, Teaching Assigiadd3and Behaviounpport staffThe

purpose of the pilot study was to trial the measures and to allow all members
the CYPCES team an opportunity to practise facilitating the process with tt
resear@r. Consequently,discussion regarding the data dihwaingt the

pilot studys nonecessary. However, participants were given an ofgportunity
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provide feedbacktbe measures usetithrough this, it was suggtdsiedo
changes were requifsdtlitionally, following each CoA meeting there was an
opportunity for feedback between the two facilitators to ensure that any

adjustments to the process were madetipeioato studyommencing

3.4.3.Sampling procedures

TheDTsfor LAC in all mainstream secondary schoolg\im tieith the
research was conducted were initially cotadagieavide them with
informatiorabout the CoA interventjdppendix Yandto give thenthe
opportunity to participate in the sf@iggendix )5 Thus, a convenience
sampling method was used whereby participamtgalyer@entified due to
therelative ease with which contact could b@laveitte& Cramer, 2011)
Although such methods are often criticised for their lack oficandomisa
thereby potentially impacting upon the generalisatyfiitygl miggHowitt &
Cramer, 20119lue to the researchgosition within thé\it was argued that

this was the most appropriate method of initially recruiting potential

participants.
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TheDTsfor LAC were asked to identify any pupils who met the following
criteria: currently attending a mainstream secondary school; in Year 7 to Ye
11, defined by the LA as being a Looked After Child; and at risk of exclusion o
to challenging behavitius. reiterated that although the pupils were the focus
of discussion, they did not attend the meetings and were not otherwise involv

in the study.

Seven focus pupils were initially iddntifiretbur different secongdahpools
(Figure3.2). As the puls werefORRNHG [DLARdhéent oyt H
fromeachS XS LO -V V RAphdddx)@ZHachNEpl was then allocated to

be the focus of a CoA experimental group or a PERaitkstcantrol

group. Pupils were allocated depending on the planned date for their PE
meeting which takes place at least once a year. This resulted in three pupils b
allocated to the control group and four pupils being allocated to the
experimental groupnfortunately, as is relatively common with LAC pupils
(DCSF, 2009ane pupil who was allocated to the control group moved schools
prior to the start of the study. This resulted in oobntnwb group PEP

meetings taking place.

Theparticipants were thevited by thBT to attend either the PEP or CoA
meetingvhichwas allocated to the pupil they were involved with. The adults
participating in the study were any members of settooivetadf involved

in supporting the LAC pupil and inctoteesd such &pecial Educational
Needs CordinatorsSENCgsnd Behaviowpport teachesll participants

were invited to attentdreefmeeting approximately-iweeks priao either

the EEP or CoA sessioid consent for participatiomarasdAppendix &
Appendix )8 Initially, the study involved 17 participatite experimental

group and sparticipants in the control group. However, due to attrition
throughout the course of the study, completerdatlycollected from ten
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participants in the experimental grotipeqadicipants in the control group.
Although completed data were only collected from ten participants in the
experimental group it should be noted that thirteen membatteiodetiaff
the Circle of Adults meetiagdiollowup focus grasiypnformation regarding

thedemographics of plagticipants is provided below.

5

4
- Agerange
o 3.
§ m 20-29
g 5 m 30-39
- m 40-49

1. m 50+

0 -

Experimental Control
Group

Figure 3.3. A graph to show the age of participants in the experimentgh=10)
and control groups (n=5).

Figure8.3 demonstrates that the ages of the participants in both groups range
from 2629 to 50+. Whilst the differences in participant numbers should be
recognised, the mode age range-3&sr80 499 in the experimental and

control groups, respectively.
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Figure 3.4. A graph to show the roles of the participants in the experimental
(n=10) and control groups (n=5).

The participants were asked to describe their current role and the respons
were grouped into three categories: management; teachitgaamndgnon

TODQDIJHPHQW: LQFOXGHG UROHV VXFK DV +H
Teachers were the only men®érsvWDII FRQVLGHUHG XQGHL
and roles such as Learning Mentors and Support Officers were considered tc
TOMMHDFKLQJ: UROHV %RWK WKH H[SHULPHQW
of roles although the majority of the experimeptabgsisted of participants

with norteaching or management roles.
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Figure 3.5. A graph to show the number of years' experience participants have
working with children and young people for both the experimental (n=10) and
control groups (n=5).

Figure8.5 shows the range in years of experience the partiaipantkihg
with children and young people. In the experimental group, the majority o
SDUWLFLSDQWY KDG EHWZHHQ WZR DQG \HLC
having over twenty. YH \HDUV:- H[SHULHQFH ,Q WKH F
either fell within the 2 \HDUV:- H[SHULHQ®E2MHrabge.Qrhid RU
information suggests that there was a slight variatesrsnofeegrience

for the participants in the experimental and control groups.

3.4.3.1. Changes to inclusion criteria

Initiallyit was suggesteal tlue to the importance of early interv&teen,

2009) the focus pupils would be currently attending in Year 7 to Year 9
However, due to low recruitment numbers this was extended to include pupil
in Year 10 and Year 11.
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Additionally, changes tditta criteria were made as iinvtiadly stated that

focus pupils must have had at least etsnfix@dctiusion in the last year.
However, through discussions with key stakeholders, it was thigeed that
should be adapted as s@mneadsscouraged from excluding LAC pupils unless
absolutely neces$B@SF, 20090} was therefore decided that that the final
FULWHULBrsBlRX HGFEPXMLRQ GXH WR FKDOOHQJL
recognised that such statements could be open to interpretation, it is argued t
secondary schools use a range of methaus amddefionitor challenging
behaviouySteer, 200@)nd this is therefore reflectenimclusion criteria for

the current study.

3.4.4.Intervention

Specifying the nature of the intervention is important in generating practic
based evidentaeCoA(Wilson & Newton, 2006dervention was used in all

four experimental group cases and was led by two facilitators, @@ of whom
a Trainee EP and the author of the research. The researcher had received tra
in CoA througbniversity taught modules and took the role of the process
facilitator. The graphic facilitator in all cases was a member of the CYPCI
team. Unfortunately, due to financial constraints within the LA, it was not
possible for the CYPCES to have fornmaj trathe process. However, a
training session was delivered by the reseaaltheembers of the CYPCES

had the opportunity to practise and receive feedback on the process through
pilot study.

The intervention itself took place during the Awmdin®pringerm and
consisted of one session lasting approximately 1 hour 15 minutes. Through in
discussions with the DTs at eaclpaititipatingchools it was agtéedl as
suggested kyilson and Newt@d2006) a nember of school staff would be

responsibl@r inviting the relevant professianéi® session. As such, the
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participants consisted of school staff with various rolesteacheisg
Learning Mentors and Behaviour Support staff. Parents,tloarptgpitnd
themselves were not invited to the sessions although schools were encourage

provide feedback if agreed through the CoA process.

To confirm that the CoA sessions all followed the same procedure, and there
establish treatment integrity, divthe four sessions were obsentd by
colleagues of the researcher. An observation (@pmukidix )9was

provided to the two observers which included the main elements which shot
be covered at each stage of the CoA processampleyithin the
TRUJDQLVDWLR @& grigD WasaRKked Z K DM JHY KHOSL(
hindering him/her in terms of the systems/organisational factors around th
SXSLO"- 7KH SXUSRVH RI WKLV TXHVWLRQ ZD
ELJJHU V\VVWiIBonSEL R&Wdddd6) Treatment integrity was
calculated as a percentage of the total elements obsemastddhat 3286

and 96% for the first and second observation, respectively.

3.4.5.Research design

Through adopting a pragmatic pers@entigeimethods desiyas utilised

which involvea qualitative element embedded within a primarily quantitative
research study. The first phase of thensiiwhd a ptestposttest non
equivalengroup quaskperimental desiffRobson, 2011)ollowing the
identification of the LAC who met the specific inclusion cptatiaiphmets
wereallocated to either the experimental CoA group or the PBEfaiheeting

list control grouplepending upon the outcome of the focus pupil allocation
procesAs PEP meetings generally occur only once a year, it was not possible
randomly allocate participants andithe@nditioallocation was based upon

whether the PEP meeting was dalketplace in the Autumn term.
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The second phase of the study involved a qualitative element to ascertain
S DU W4 HAéws Degakditice CoA process dinelir perceived outcomes.

The participants in the four expatal groups were all invibedtend a

focus group following the final data collection phase and key themes we

identified through thematic analysis.

Prior to a discussion about the quantitative measures and data collection mett
of the current study, it is necessary to briefiytltksgugpose and structure of
focus groups. Additionalhe process of thematic analysis is discussed in

relation to analysing the data gained through the focus groups.

3.4.6.Focus groups

In recent years, focus groups have become increasingly popular as a qualit:
method of gaining perspectives on a range (&frteges & Casey, 2009)
including those within the field of edu¢agderickson et al., 20@fjen

described as a type of group interview, focus groups rely heavily upon ti
interactions between group me(bengan, 199.7)hrough careful planning

and preparation, the group is led through a seriemdédpprestions aimed

to explore the ws of all group memb@msieger & Casey, 2008)this

way, rich data is produced through the process by which participants challen
HIWHQG DQG GHYHORS KNligK 200IMHKthbut-\4 VW D\
requirement to reach a consensus of @fineger & Casey, 20083

Krueger and Cag2909highlight,a group possesses the capacity to become
PRUH WKDQ WKH VXP RI LWV SDUWV WR H[KLE
possesfp.19). Consequently, the interactive nature of focus groups makes i
distinct from other interviewing techrlgtesseliti, 200.3)

Depading on the focus of the research, the structure of focus groups may ve

(Morgan, 1997However, focus groups genaradlive between five and ten
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people all of whom have certain characteristics inlKaragen& Casey,

2009) The level of group homogeneity is also dependent upon the researc
focus, but should ensure that a wide range of views can(biecajptki etd

al., 2011)The researcher generally carries out at least three focus groups c
each given topic to ensure that comparisons cathitoeighade analysis of

the respongggueger &asey, 2009)

Focus groups are led by a moderator who is responsible for creating
environment which is conducive to participants expressing their personal vie
and opinions without fear of judg¢R®miink et al., 201The role of the
moderator is particularly complex and requires effective communication ar
interpersonal skills in otdeensure that the group is effectively managed
(Litosseliti, 2003)The moderator must guide the group through the key
guestions without exprgsgpinion and thus influencing the pamicipant
views. Although a potential criticism of focus groups is that dominant individuz
can have a strong influence over the discussion, Krueg€2@oiletgisey
WKDW WKLV ULVN FDQ EH PLQLPLVHGakE\ D YV
group membegise given an opportunity to express their views. The moderator
must therefore be aware of the potential influence of unconscious grou
behavioural dynamics on the discuss{@mitis&lCilliers, 2006)

Focus gups are an efficient method of gathering views and opinions on a ran
of topic§Morgan, 199@nd are argued to be materalistic than individual
interviewing techniquesosseliti, 2003 rueger and Cag2y09hargue that

the method allows participants who may be reluctant to express their views
an indiidual basis to discuss their opinions in a safe environment thus allowi
for extensive data to be collected generally through audio recording. Following
series of focus groups on a particular topic, the data is then systematice
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analysed to idensifyecific trends and patterns. One such method of analysis is
WKDW RI fWKHPDWLF DQDO\VLV:- DQG WKLV SUI

3.4.7.Thematic Analysis

Thematic analysis is descriteedhathod for identifying and analysing patterns

in qualitative dgtéClarke & Braun, 2013, p. 120)nvolves a rigorous
process of coding data and identifying key themes which can be analysed
interpreted to provide rich detail about specific of tofaosstiRobson,

2011) Thematic analysis is not associated with any particular theoretice
framework and therefore has the distinct advantage of being theoretically flexi
and accessible to a range ofis{Bttanin & Clarke, 20069r this reason it is

widely used, particularly amongst those with relatively limited experience i
gualitative data anafi#svitt & Cramer, 2011)

3.4.7.1. Phases of Thematic Analysis
Although there is no standardised procedure for carrying out thematic analy
(Howitt & Cramer, 201Braun and Clari@d06)have developed a set of

Phase 1 Phase 2

iliarisati ' it Phase 3
Familiarisation with Generate initial
the data codes Search for themgs
Phase 5
Phase 6 Define and nam Phase 4

Produce the repoft Review the themgs

themes
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guidelines whitdrmed the basis for the use of thenadysis in the current
study.Figure3.6 shows the six phases of thematic analysis and, whilst it is
presented as a linear process, Braun aid00&skggest that it should be
perceived as ®Becursive rpcesf(p.86) whereby the researcher revisits

previous phases if necessary.

3.4.7.2. Role of the researcher

Although thematic analysis has the advantage of being a flexible and relati
easy method to carry out, the process itself is often not welindescribed
researc{Braun & Clarke, 2006)sthereforsometimes perceived as lacking

in kudos when compared with other anatyiiciéRobsor2011) Through

the process of thematic analysis, researchers are required to make a numbe
decisions and by making such decisiongBrapiici& Clarke, 2006)s

argued that themamalysis is now beginning to be recognised as a valid methot
of qualitative analySisrke & Braun, 2013)

One such decision is concerned with wasstherhers identify themes using
either an inductive or deductive apfBoach & Clarke, 200B)e current

study utilised an inductive approach whereby the data were coded pure
WKURXJK WKH UHVwtD the Ka&tdh - sontraStWaHdgduEtiveL R Q
approach makes use eéxpséng codes to provide an analysis of the data
(Braun & Clarke, 2006)oweverthis approach is often criticised due to
potential biases surrounding preconceptions abouttbedestRodson,

2011) In order to reduce such biases and enhance relialaligr, chesks

were carried out through the thematic analysis process in the current study.

A further decision to be considered is the depth with which the themes al
interpreted. Braun andK&lé?006)suggest that themes are identified either at

a semantic or latent level, where the latent level éxammieylying ideas,
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assumptions and conceptualiggtiBa} of the data. Conversely, researchers
utilising aenantia@approach to data interpretation would consider the data at a
surface level and would not require any analysis of the meanings of ti
SDUWLFLSDQWV: FRPPHQWY 7KH FXUUHQW VW
semantic approach whereby onkptiod eomments of the participants were

subject to analysis.
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3.4.8.Measures
The primary aim of the current study was to consider the outcomes of the Cc
intervention for school staff supporting LAC at risk of éxaliasiamy

considerable review @fldctiona number of measures were used to consider

the specific research questions, as is highigibieSdL.

Research Question

Measure

1) Does involvement in a CoA interve
UHVXOW LQ D FKDQ/
attributions for the causes of challe
pupil behaviour?

Attribution Inventory (adapted from Pq¢
& Norwich, 2000)

2) Does involvement in a CoA interve
UHVXOW LQ D FKDQ JH
efficacy to support the pupil with
challenging behaviour?

Teacher Efficacy in Classroom Manag
andDiscipline scale (adapted from Em
Hickman, 1991)

3) Are the outcomes of those particiy
taking part in the CoA interventig
significantly different from the repog
outcomes of the participants in the
meeting control group?

Attribution Inventory (adapted from Pq¢
& Norwich, 2000)

Teacher Efficacy in Classroom Manag
and Discipline scale (adapted from En
Hickman, 1991)

4) Are any changes noticeable 4 wee}
intervention?

Attribution Inventory (adapted from Pq¢
& Norwich, 2000)

Teacher Efficacy in Classroom Manag
and Discipline scale (adapted from En
Hickman, 1991)

5) Do adults who attend a CoA sess
report higher ratings of success
carrying out agreed actions whe

compared with those who atteéhde
LAC review control group?

Target Monitoring and Evaluation (Dur
et al., 2009)

6) :KDW DUH WKH SDUW
CoA process? What are their perc

outcomes of CoA?

Focus group

Table3.1. An outline of the measures which were used in the current study.
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3.4.8.1. Measuring attributions

SRXORX DQ @OQORMSZIN\W K LVE RW L R DDReDIEr i8R B the

current study. As has been described 2 Seg@ohcipantsrerequired to
respontb a vignette by rating 8¢eHV RI VWDWHPHQWYV IURP

D FDXVH- WR TPRVW OLNHO\ WR EH D FDXVH-
including family environment, child, teacher and school. For each participant
total scorevas calculated for all four factors and analysed across time an

condition.

Although Poulou and NorW&900)developed six vignettes as part of the
measure, it was agreed that in order to provide an eleinantled same

vignette would be presented toadltipantsThe selected vignette was
describedE\ WKH DXWKRUV DV RQH ZKhKictGHSLF
G LIl L HXoOlov KHNgrwich, 20@dd it was argued that this vignette most

closely representiee situations of the pupils in the current study.

The Attribution Inventory covers three main aspects of behaviour including
TFDXVHV:- fFRSLQJ VWUDWHJILHV: - [FPQUBUIV XJJE
& Norwich, 2000However, for the purposes of the current study, only the
TFDXVHV: VHFWLRQ ZDV SUHVHQWHG ottié&& WKH £
two sections were not relevant teesiearch questions at the focus of the
study.The amended version of the measure is prapjgeadin 1@\ major

criticism of the Attribution Inventisr the lack of reliability and validity
statistics. Furthermore, adaptations to the original measure means that reliabi
and validity scores cannot be reported and results may therefore be taken v

caution.
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3.4.8.2. Measuring sdffcacy

The measurement otefétfacy continues to be a contentio/msslhalk

& Hoy, 1990and although a number of measures were considered, it was
decided the Teacher Efficacy in Classroom Manageme@iihefehidmesgi

& Hickman, 199%tale would be used in the current study as it specifically
aimed to measure-asffifacy in the context of challenging pupil behaviour. It is

therefore argued that the scale has good content validity.

The original scale involves statements relétireg tactorsclassroom
management/discipline; external influences; and personal teaching efficacy. |
the purposes of the current study only questions relating to the first two facto
ZHUH LQFOXGHG 7KH GHFLVLRQ WR-\H[FDRPVYGRHU
was twdold. Firstly, not all participants were teaching members of staff and
additionally, it was argued that the questions relating to this factor were nq
applicable to the subject okffieicy and challenging pupil behaviour. The
authes report a reliability coefficient of .79 although due to adaptations of the

scale, such claims cannot be applied in the current study.

Consequently, the revised(#gglendix Jinvolved twenty items relating to

W Ketsdhal belief A ODVVURRP PDQDJHPHQW GLVFLSO
DQG fH[WHUQDO LQIOXHQFHV:

15, 16, 18, 19). Participants weseired to rate each statement-paifat 6

/ILNHUW VFDOH ZKHUH LV fVWURQJO\ GLVDJU

IRU WKH fH[W Hitdrgsiv€@e rteRdred i@ FtheViotal was then

combined with the tadebrdor theselfefficacy ilassroom management and

discipline factor.
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3.4.8.3. Measuring the success of agreed actions
In an attempt to explore the link between causal attribtgfinacpelhd
the TPB(Poulou & Norwich, 2000, 208 TME (Dursmuir et al., 2009)

was used to identify the perceived success of ag(@gghactiond?2

Through the process of the CoA sesdibe emahparison PEP meetings a
number odctions were identified by the members of school staff. These were
then converted into targetsollab@tion withthe researchéihe DT, or

another key member of siaf§, asked to rate the current situation-on a 10
point scale wheradicatethat the actidrad not been carriedamat @ was

where it had been carried out complételgarticipamas also asked to give

a brief description of the current situation. To ensure that the measure was us
consistently across all participants, a standardised procedure was develope
the researchi@&ppendix 33Scores obtained for each target-ategbk gost
intervention meeting were compared with those given immediately after eithe
the PEP or CoA meeting.

3.4.8.4. OHDVXULQJYVIS®UWLFLSDQWYV -

Following the completion of the quantitative measures, participants in th
experimental group were invited to attend a brief focus group which was led |
the researcherstandardised procedure was fo{lyppehdix 34n which a

series of opended questions were asked to gain the participants views on th
CoA process itself as well as their perception of any outcomes of th
intervention. Although it is recordetkethat focus groups involve at least five
people with similar characterigtiaeger & Casey, 2008s was limited in

the current study due to low participant numbers. However, four focus group
were carried out, each with a minimum of three participanEaphesttite

focus groups weexorded using audio recording equipment and were then

transcribed by the researcher in order to ensure familiarisation with the dat
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The six phases of thematic analysisewdadldwed in order to idelktfy
themes which could then be subject to interBrtatiog. Clarke, 2006)

3.4.9.Data collection procedures and analysis

In order to identify any changes as a result of participation in either the Cc
meeting or PEP meetiparticipants completed the Attribution Inventory
(Poulou & Norwich, 20@@)d Teachéifficacy in Classroom Management and

Discipline scglemmer & Hickman, 196fm)three separate occaSiabte

Procedures/measures
Week
Experimental group Control group
Initial meeting Initial meeting
1 x Consent gained x Consent gained
X Premeasures taken X Premeasures taken
- Teacher Efficacy in - Teacher Efficacy in
Classroom Manageme Classroom Managemse
Discipline Scale Discipline Scale
- Attribution Inventory - Attribution Inventory
Circle of Adults meeting PEP meeting
3 x Postmeasures taken X Postmeasures taken
- Teacher Efficacy in - Teacher Efficacy in
Classroom Managemse Classroom Manageme
Discipline Scale Discipline Scale
- Attribution Inventory - Attribution Inventory
x Target Monitoring and X Target Monitoring and
Evaluation Evaluation
Review meeting Review meeting
7 X 4-week posneasures take X 4-week posneasurdaken
- Teacher Efficacy in - Teacher Efficacy in
Classroom Managems Classroom Managems
Discipline Scale Discipline Scale
- Attribution Inventory - Attribution Inventory
X Target Monitoring and x Target Monitoring and
Evaluation Evaluation
X Focus group x Debrief
x Debrief

Table3.2. Timeline for data collection procedures
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3.2). Measures were taken two weeks prior to the meeting and immediatel
after the meeting. Additional measures were also taken approximately fol
weeks following either condition to identify whether any chdoggs-were

term as well as to allow particgpantopportunity to implementagnged

actions dhe meeting.

In order to measure whether agreed actions were more likely to be carried o
following either condition, BhNewas asked to completd ME(Dunsmuir

et al., 2009neasure immediately after the meeting and at the four week post
session meetiddne data from theantitativeneasures weanalysedsing

repeated measures mixed Analysis of Variance. WRE&W¥AY significant
diffeence was identified by the ANCAV/AsN H\ -V + 6hoStBsY Was

conducted to identify between which faetsigrificant difiece occurred

At the 4wveek post intervention stage a focus group was carried out with the
school staff immediately after the final measures were taken. The participa
were guided through a series eénged questions designed to ascertain their
views about the processthen perceived outcomes. The focus groups were
recorded using an audio recording device following verbal consent from eact
the participants in the focus giitapscripts of the recordings were produced

by the researcher and analysed using thematiRramalgsidlarke, 2006)

3.4.10. Ethical considerations

A number of potential ethical issues were addressed throughout this resea
study (BPS, 2009; HPC, 200% is highlighted by Mert2d85) ethics in

research should be an integral part of the research planning and implementa
procesgp.33). They ensure that participants are r¢Bpt@@d0and are
safeguarded from h@dmRS, 2009; Mertens, 200aple3.3 highlights the

ethical issues which were considered in the current research and provides det
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a to what precautions or steps were taken to overcome any potential issue

Ethical approval was obtained from the University of Nottingham ethic:

committee, asagidenced Appendix 15

Ethical issue

Actions taken to address them

Informed Cons

Initial meeting in school to providarifasication regarding the
research study and the CoA intervention.

Written consent gained from all adult participants.
Social worker consent gained for all focus pupils.

Deception

Debriefing session was attended by all participants to expl
purpose of research study.

Participants given opportunity to withdraw at any time.
Participants were provided with CoA information sheet.

Confidentiality &
anonymity

All participants were allocated an anonymous identificatior]
which was only knot the researcher.

All data were stored in a locked cabinet in the Educational
office where the research took place.

Focus group data was stored on an encrypted USB stick g
locked cabinet. Any names were not included inrthedransg

Ground rules established and enforced through CoA sessi

The right to
withdraw

All participants were informed through consent letter and ¢
at the initial meeting that they had the right to withdraw at
without givingraason.

It was explained that should participants wish to withdraw
research study they were still able to take part in the CoA

Withholding af
intervention

X

Allocation process explained to participants and consent g

Participants in the wiaitcontrol group were invited to attend
CoA session in the Spring/Summer term.

Avoiding harn

X X X X

CoA process followed closely by the facilitators.

Ground rules established and enforced through CoA sessi
Participants had tigiatrto withdraw.

Contact details of the researcher were provided.

Debriefing

Review meeting arranged approximately 4 weeks after the
CoA meeting. Through this all participants were debriefed.

Opportunity to ask the researcher any questions.
Contact details of the researcher were provided.

Table3.3. Ethical considerations and steps taken to control for them.
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3.4.11. Establishing trustworthiness

When carrying out research, it is imperative that anyaéndewrsed
trustworthy. In order to establish trustworttiiaessearcher must ensure
thateffats are made to control fofactprs which may threateretiability

or validityof a studyThe following ssbction describes stepanade to

control for such threats but also highlights the potential limitations of the curre

study in termstbe reliability and validity.

Validity refers to whether the findings of a researahe studlyful or
trustworthy(Shadish et al., 200Bhree main types of validity should be
considered when carrying out quality research: construct; internaj and exte

validity. These will now be the focus of discussion.

3.4.11.1. Threats to construct validity

Construct validity is concerned with whether the measures actually meast
what they propos€@mhen et al., 201Applied to the current research study
construct validity refers to whetherexample, the Attribution Inventory
(Poulou & Norwich, 20@®es in fact measure attribudens. meard
addressing construct validitthe current stydype measuresed in the

guantitative elemerdre derived from previously established measures.

3.4.11.2. Threats to internal validity

Internal validity is concerned with whettuely acan provide evidevica

causal relationship between treatmentarde(Robson, 2011, p. 88)

research study has achieved internal validity ifté tteat atsay changes
observed are as a direct result of the independent variable and not some o
extraneous variab|®kertens, 2005 herefore efforts should be taken to
control for internallidity so that the researcher is able to draw inferences

about the reseafCheswell, 2003)able8.4 highlights steps taken to attempt
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to achieve internal validity in the current research.

Threats to internal
validity

What was done tocontrol for such threats

History

Events that occur during

research phase not direct
to the research

Control group used,;
Intervention occurred at different times in differe
schools thus attempting to control for extraneou
such as training.

Testing
Practice effects from con
the same measures on n

occasions

Where possible, a minimum of two weeltwead
between completing measures.

Mortality
SDUWLFLSDQWYV
course of the study

All secondary schools in the Local Authority invi
participate to ensure the maximum number of
participants;

Designated teachers were asked to ensure am
five members of staff although difficulties in gua
this were encountered.

Maturation
Changes to the particip
throughout the course of t
which are not directly relg
the reseh

Relatively short tiframe of study therefore
attempting to control for extraneous factors suclk
training;

Control group used.

Diffusion of treatments
Participants inadvertently
aspects of the other con

If adults are dueattend meetings for both conditi
the PEP meeting will take place first as this is n
practice. The participant will only complete mea
for the PEP meeting but will be invited to attend
CoA meeting as a regular member;

Four different schdoislved in the study;

Focus pupils attending the same schools were i
year groups which led to different members of s
staff being invited to participate.

Compensatory equalisatic
treatments

Pressures for the control

receivke intervention

Control group will have the opportunity to receiv
intervention after the study has ended if positive
are identified.

Instrumentation
Change in the way the m
are implemented across

Measures had been previoudlypgelvand have be
used in other studies;

Same measures administered in the same way
participants on all three occasions.

Selection
Group differences alreq
established before intery
takes place

Random allocation was not possible although st
methods were carried out to identify any initial
differences between the two groups prior to the
CoA/PEP meeting.

Table3.4. Potential threats to internal validity and steps taken to control
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3.4.11.3. Threats to external validity

([ WHUQDO YDOLGLW\ FDQ EH GHILQHG DV WKH
be applied to another situ@tentens, 2008hdstherefore concerned with

the generalisability of the fin(Bigalish et al., 200)e smadicale nature

of the current study means that externalisaidjtabbifficult to establish
although effisrwere made to control for specific threats to external validity
(Table3.5). Additionally, Merte(@005)ighlights the difficulties in achieving
bothinternal and external validity simolisligeathargues that orderto

achieve one type of validity perfectly proposes a distinct challenge when tryinc
achieve the otla¢ithe same time.

Threats to external
validity

What was done to control for such threats

Selection, setting and his  x Specific inclusion criteria identified for the
Findings are specific to th recruitment of focus pupils;

and contextin which the,  y petajl provided as to the methodafrteat stud)
takes place; the findings to allow for it to be replicated:;

affected .b.y experience X Multiple participants from a range of settings;
participants.
x Control group used,;

X Study carried out over a relatively short perio
time thus reducing any history effects.

Construct effects x Measures had been previously developed an

The constructs being mg
may be only specific to th
of participants being stu

been used in other studies;

Vignette used to provide an element of contre
measuring attributions;

Instrumets chosen to measure specific const
i.e. sekefficacy for coping with challenging pu
behaviour.

Table3.5. Potential threats to external validity and stepsaken to control for

them.
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3.4.11.4. Threats to reliability

In terms of the p@sisitivist element of the current study, reliability refers to
ZKHWKHU WKH SDUWWHFTSDQWNVW RHFIRIMSHNNEHQ V X L
stable over tingCreswell & Plano Clark, 2007, p. f3Be meases can

claim to have good reliability then they would lead to the same results if the
were repeatd@ohen et al., 201B8ithough it is recognised that additional
steps could have been taken to increase the reliability of the measures used il
current study, such as alternating the order of the measures, a number
strategies were implemented which attempted to gaystomensuring
reliability. Robs@B011)suggesthat two factorghich should be considered

D Up#trtiCipant errpr D @2adcipant bigp.86).

Partigpant error when completing the measures may occur due to extraneol
influencesuch as tiredness. Although it is difficult for researchers to control for
suchfactors, certain steps were taken in the current study to ensure tha
participant error was kiEpta minimum. For example, all participants were

given ample time to complete the measures in a quiet environment without a

pressure from the researcher to complete them in a specified period of time.

Participant bias was a potential source oftleerauinent study which may

have affected the reliability of the findings. This occurs when participants ad
WKHLU UHVSRQVHYV LQ DQ HIIRUW WR DSSHDVF
(Robson, 2011As theDTsin each of the schools had volunteered to be
involved, reducing participant bias was an area which required seriot
consideration. Consequently, it was agreed that all measures would
completed anomyusly and participants were reminded of this on a number of
occasions. Additionally, specific details regarding the purposes of the meast
were not discussed with the participants until the debrief session.
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3.4.11.5. Establishing trustworthiness in tpediatire

Whilst the reliability and validity issues discussed above apply with relative e
to the quantitative element of the study, it is important that the interpretivist
aspect of the study is not overlooked in terms of estasivsbitigness.

The concepts of reliability and validity were operationalised within the positivi:
paradigm and there is strong debate as to how they can or should be applie
gualitativeesearcfRobson, 201l1ndeedCreswell and Plano C{aa07)

argue thateliability has limited meaning in qualitative €sg88h0On

the other hand, Cohen dR@ll1suggest that the terms simply have different
meanings in quantitative and qualitative research. In support of this ide
Golafshaf2003)argusthat such concepts should be redefined for use in the
gualitative research paradigr example, validity continues to be concerned
with whether the findings are accurate or true regardless of whether the term
applied to quantitative or qualitative research. mbeteedsain threats to
validity in qualitative research havedrggieddand the steps taken to control

for these threats is provi&ebles.6.

Threats_to validity in What was done to control for such threats
gualitative methods
Description x Focus groups were recorded using audio equipmen
Incomplete or inaccural y Transcription of entire focus group discussion;
collection X Quality checks completed by an impartial colleague
X Entire transcript was subject to coding through then
analysis.
Interpretation x Inteerater reliability checks will be carriday @urt
Researcher imposes impartial colleague and changes will be made if nec
meaning when interpre ,  process of thematic analysis was followed accordin
results guidance developed by Braun andZrlafje
Theory x Participants reminded that all responses during foct
Failing to consider alter were anonymous;
explanations e.g. bia| y Triangulation of data with quantitative findings.

Table3.6. Potential threats to validity in qualitative methods and steps 95

taken to control for them.



4. Results

The following section aims to presemnalygsiofthe quantitative and
qualitativéndings dhe current study. Both descriptive and inferential statistics
will be discussed in terms of the individual research quassocstzad
hypothesgeas highlighted previously in s2@idfisual representation of the
analysis will be provided where appropriate and will be described using a b
commentary. Further detail and exploration will be pmnovidedaier
discussion section and raw data are proXgaehdix 16The final sub

section describes the findings of the thematic analysis in terms of the key the
arisingromthe focus group discusstokd FK H[SORUHG WsKH SDU

of the CoA pcess as welthaar perceived outcomes of CoA.

Prior to any further exploration of tlesults, the research questions,
hypotheses jkand null hypotheseg \(Hll be presesd as a reminder to the
reader:

1) Does involvement in a CoA intervention result in a change in the
SDUWLFLSDQW:-V DWWULEXWLRQV IRU WKH |
H,: involvement in the CoA intervention will result in significant
changes topaicipantskF D X V D Ofobdhalekpging X W LR Q V
behaviour.
H,: involvement in the CoA intervention will have no effect on the
participamt- FDXVDO DWWULEXWLRQV IRU FK
2) Does involvement in a CoA intervention result in a change in the
S D UW L FieSicacy Wuppol thépupil with challenging behaviour?
H,: involvement in the CoA intervention adigeiciamt
increadeQ WKH SDUW L&ficgd.QWYV:- SHUFHLYH!
H,: involvement in the CoA intervention will have no effect on the
participantsS H U Fefficsdgd.G VHO |

96



3) Are the outcomes of those participants taking part in the CoA interventiol
significantly different from the reported outcomes of the participants in
thePEP meetimgntrol group?

H,: The outcomes for the participantexpérereosal

group will be significantly different from those in the PEP meeting
control group.

H,: There will be no significant difference between the outcomes f
the experimental and control group.

4) Are any changesiceable foueeks posttevention?

H,: Any changes in outcomes will be noticeable four weeks post
intervention.

H,: Any changes in outcomes will not be noticeable four weeks
posintervention.

5) Do adults who attend a CoA session report higher ratings of success
carryingut agreed actions when comparetosghwtho attended the
PEP meetimgntrol group?

H,: Participants who attend a CoA session will report significantly
higher ratings of success in carrying out agreed actions than
participants who attend theiRgEP meet

H,: There will be no significant difference between the reported
outcomes of the adults in the experimental or control group.

6) What are the particigantews of the CoA process? What are their

perceived outcomes of CoA?
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4.1.Summary of dependenvariables

The overarching aim of the current stuttyewalsiatéhe outcomes of the

CoA intervention for adults supporting LAC atexskusibnA number of
dependent variables were implicated, as is higiigbiedLirin order to
approacthe overarching reseapobstion crehengdy, a number of sub
guestions were explored using measures including the Attribution Inventor
(Poubu & Norwich, 200Q@he Teacher Efficacy in Classroom Management and
Discipline scgemmer & Hickman, 198adTME(Dunsmuir et al., 2009)

Due to the amount of dependent variables, it was recognised that there was
increased likelihood of a Type | error occurring whereby the null hypothes
could be falsely rejectBdllant, 2001)t wasthereforedecidedhat a

Bonferonni adjustment would be ap@etdiie alpha level at .01.

Another consideration of the current study was regarding the -iigeeof Likert

scales upon whidhithake measures were badezit scales typically involve

Measure Dependent Variable

Attribution Invento(f?oulou & Parent factors
Norwich, 2000 _

) Child factors
Teacher factors

School factors

Teacher Efficacy in Classroot External influences
Management and Discipline s

(Emmer & Hickman, 1991) Personal belief iassroom

management/discipline

Overall se#fficacy (combined scc

Target Monitoring and Evaluati Participant rating for perceived sl
(Dunsmuir et al., 2009) of outcome on agreed target

Table4.1. Measures usednd the corresponding dependent variables.
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responding to a descriptive category whichmesl assigmerical value
(Jamieson, 200&pr exampleyherel is equal to strongly disagree and 5 is
equal to strongly agree. Whether such data is considered as ordinal or nom
has long been a source of controversy and is argued to influence the type
inferential statistics which are used to analysKtiepdai90)

In order for a scale to be coedids interval, the distribution of scores should

be equaWright, 2003)Jamieso(2004)argues thahe intervals between

values in a Likert scale cannot be presumed to be equal as it is impossibl
LGHQWLI\ WKH H[DFW QDWXUH RI WKH GLIIHUH
TVWUR QJanhdGHiswiew ishvidiely n@teavther, 2013)However,
Norman2010)suggesthat Likert scales can be considered as interval data if
they cosist of the sum of ynaams, as with the attribution anrelffszty
measures in the current sty accepted practice documents tiss

approactbunsmuir et al., 2009)

It is also recognitizal the autharthe attribution and-séfitacy measures
used in this stuchrried out statistical analysieecassumption that the data
were perceived am interval scglEmmer & Hickman, 1991; Poulou &
Norwich, 200(nd therefore tbdata wereiewed in this way in the current
researchConverselyt, was suggested that the data obtained thiodgh the
(Dunsmuir et al., 2008¢asure would be treated as ordinatréutatd that

the Likert scale responses to each iteamalgsed on an individual basis
(Norman, 2010)n order to establish whether paraoretrarpararatric
testsshouldbe used on the data, tests whlliyr were carried out and are
discussed in sectidhHowever, prior to this tihescriptive statistics for each

of the variables are presented and briefly discussed.
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4.2 Descriptive statistics

Descriptive statistics are used for a ramgesaf$pallant, 200and in the
following secim are used to present the measures of centrafderdehcy

of the depeatent variable$he S D U W LiR¢a8 BaQrédthe three time
periodsre presented in graphical form flmutheubscales derived from the
attribution measure: parent; child; teacher; andPsehool & Norwich,
2000) Similarly, thenean scores derived from theffsslCy measueze

also presented in relation to each of the three subscales: external influenc
personal belief ilrssroom management/discipline; and ovestitas)f
(Emmer & Hickman, 199 prief descriptioaprovided for each figanel

will be discussed further in Chap#dthough iis still appropriate to report
means for ordinal ddaapp, 199@s with the data derived from the TME
measur¢Dunsmuir et al., 200%) is recognised that such calculations are
sensitive to extreme scdiesreforéne median, range daddard deviation

will alsdbe provideir the TME data.

4.2.1.Causal attributions

The participaktcausal attributerfor challenging behavieure measured
XVLQJ 3RXORX (RODGTIRWWALIFEKXWLRQ ,QYHQWRL
separates causal attributions into four factors including: parent; child; teache
and school factors. The graphs demonstrate any changes in each of these f

across the three times in which the measureswere take

100



40

mTime 1

Means

mTime 2
mTime 3

Control Experimental
Group

Figure 4.1. A graph to show the participants' causal attributions for parent
factorsat time 1, time 2 and time 3 for the contrgn=5) and experimental group
(n=10).

The graph displayeéigured.1 shows that the causal attributions for parent

factors of those in the experimental group stayed relatively stable across
three time peds with a very slight decrease between time 1 and time 3. For
WKRVH LQ WKH FRQWURO JURXS WKHUH ZDV I

causal attributions for parent factors at time 2 which then decreased at time 3.
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mTime 1l

Means

mTime 2
mTime 3

Control Experimental
Group

Figure 4.2. A graph to show the participants' causal attributions for child factors
at time 1, time 2 and time 3 for the contro(n=5) and experimental group
(n=10).

Figure4.2 indicateghat thedegree tavhich those in the control group
attributed challenging behaviour to child factors decreased over time. For thc
LQ WKH H[SHULPHQWDO JURXS WKHUH ZDV D
attributions for child factors immediately aftéoAhetevention which

decreased slightly at time 3.
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mTime 1l

Means

mTime 2
mTime 3

Control Experimental
Group

Figure 4.3. A graph to show the participants' causal attributions for teacher
factorsat time 1, time 2 and time 3 for the contraln=5) and experimental group
(n=10).

As shown Figuret.3, the causal attributions for teacher factors of those in the
experimental group remained relatively stable dloresgithe periods with

a slight dip at time 2, immediately aft@oftsession had taken place. For
those W KH FRQWURO JURXS WKHUH zZzDV D VOLJI

attributions for teacher factors across the three time periods.

103



mTime 1l

Means
N
o

mTime 2
mTime 3

Control Experimental
Group

Figure 4.4. A graph to show the participants' causal attributions for school
factorsat time 1, time 2 and time 3 for the contraln=5) and experimental group
(n=10).

Figured4d LQGLFDWHY WKDW WKH SDUWLFLSDQWYV.
remained relatively stable for both groups across all three time periods. The
was a slight increase in the canbatiats related to school factors for

participants in the control group across time and a slight decrease for those in

experimental group.

In summaryhe causal attributions for challenging behaviour of participants in
the experimental group readafairly stable for each factor across the three
time period$lowever, over the six week period, the participants in the control
group reported a decrease in the amount to whithbtited challenging
behaviour to parent and child factors amntdrecdigse with regard to teacher

and school factors of causal attributions. The significance of these findings wil
discussed in more depth in Clapter

104



4.2.2.Set-efficacy

7KH SDUW L&ffice&dy Qvelé Vimeagured lusing the Teacher Efficacy in
Classroom Management and Discipliriesoade & Hickman, 1991he

scale provides measures on two factorefbfasgit QFOXGLQJ TH[W
LQIOXPIQGEHNSHUVRQDO EHOLHI LQ FAODWMRIURRP |
selfefficacy score is obtained by combining the scores on the previous tw
IDFWRUV 7KH JUDSKY SUHVHQWHG VKRZ WKH

selfefficacy famts at time 1, time 2 and time 3.

50 -
40 -
(%))
§ 30- u Time 1
= .
20 mTime 2
mTime 3
10 -
0 -
Control Experimental
Group

Figure4.5. A graph to show the participants' mean scores for the external
influences factor of seKefficacy at time 1, time 2 and time 3 for the control
(n=5) and experimental group(n=10).

The graph showrFigure45 VXJJHVWYV WKDW WKH fH[WHUC(
selfefficacy slightly decreased across the three time periods for thos
participants in the control group. Conversely, for those partidipant
H[SHULPHQWDO JURXS WKHUH zZDV D VPDOO G|
LQIOXHQFHV:- DW WL PGEoAsessPP, Witich Blightyncr&ated H U

at time 3.

105



50 -

40 -

30 -

Means

20 -

10 -

Control

Group

Experimental

mTime 1l
mTime 2
mTime 3

Figure4.6. A graph to show the participants’ mean scores for the personaglief
in classroom management/disciplinefactor of selfefficacy at time 1, time 2 and
time 3 for the control (n=5) and experimental group(n=10).

As shown iRigured.6 WKH PHDQ VFRU IHaliefl R Olassrarh S H L
PDQDJHPHQ Wadkhiof seiffscadin@ially increased between time 1
and time 2 for participants in both the contsqgdemdental group, with the

time 1 score being slightly elevated for the participants in the experiment:

group. For both groups, there was a decrease in mean scores between time 2

time 3 although this was slightly more pronounced for thoseimeahtkexpe

group.
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Figure 4.7. A graph to show the participants' mean scores for overall sedffficacy
at time 1, time 2 and time 3 for the contrgln=5) and experimental group
(n=10).

The graph shownFigure4.7 suggests similar patterns in the overall self
efficacy scores for participants in both the experimental and control group, wi
an increase between time 1 and time 2 followed by a decrease at time
However, the mean scores for participants in themgbgrioup at all three

time points were slightly elevated compared with those in the control group.

To summarise, the-s#itacy scores for all three factors were relatively stable
for both groups across all three time periods. For the petsac@irptie
SDUWLFLSDQWY:- VFRUHV LQ ERWK WKH H[SH
increased after the CoA or PEP meeting, but then decreased again at time
Similar patterns were noted for the overall percestfechsgltcore. The

implicatios of these findings belldiscussed further in Chapter
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4.2.3.Participantrating for perceived success on agreed target

Through the preseof the CoA and PEPimgsed range of action points were
identified which were then prioritised yTthad written dlree specific

targets. For example, one action which was identified through a CoA meetir
was that the pupil may benefit from having a kewgllovoaketdo them
&EGRQVHTXHQWO\ WKLV ZDV GHYHORSHG LQWR
pupil. Following the identification of tatige3T for LAC or another key
member of staff, waguired to ratkeir owrperceived success with regard to

the target usinthe 1@ooint scale on th&@ ME (Dunsmuir et al., 2009)
measurerhis was completed immediately after the CoA or PEP meeting anc
again four weeks later, at Time 3, by the same memPaitiod statfd were

derived from an ordinal scale, the median and standard deviation are reporte
addition to the mean sqéteapp, 1990)

Time 2 Time 3
Mean| SD | Median | Range| Mean| SD | Median | Range

Experimental| 1.58 | 0.67| 1.50 | 2.00 | 8.17|1.99] 8.50 | 5.00
(n=4) (123) (5 210)

Control | 2.00[1.67] 1.00 | 4.00 | 517 [2.71] 6.00 | 7.00
(n=2) (1 25) (127)

Table4.2. A table to show the mean, standard deviation, median and range in
participants' rating scoreson the Target Monitoring and Evaluation scalat time
2 and time 3 for the controland experimental group.

The data presented amled.2 shows that fdine control group there is an
increase in the mean scores for perceived success on target outcomes from
2(M =2.00, SD = 1.617 time 3IM = 5.17, SD = 2.71) here is similar

trend for the experimental group although the increases in the mean scores fr
time 2 (M = 1.58, SD = 0.67) to time 3 (M = 8.17, SD = 1.99) are arguably

more prominent. The median scores at time 2 for both groups are simila
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although the medianres at time 3 are higher for the experimental group.
This may indicate some potential benefits of the CoA intervention in terms ¢
WKH SDUWLFLSDQWY: SHUFHSWLRQV DERXW W

subject to further analysis in ségtion
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4.3. Assumptions required for parametric tests

When carrying out statistical analysis in research, there are a number
assumptions which must be met to determine the type of analysis which can
usedDancey & Reidy, 2007; Pallant,.2@01der to cay out analyses using
parametric tests the data must be drawn from a sample which is norma
distributed, has equal variance and involves only interval oBaticescales
Kemp, & Snelgar, 20@&)ould these assumptions balyithlatase of non
parametric tesssecommendd®ancey & Reidy, 2QGthough such tests

DUH D UesX pdwveriul ‘than their parametric equp8leads et al.,

2003, p. 10)

As the data for th®&E measuréDunsmuir et al., 2008gre treated as
ordinal, and therefore did not ramet ofthe assumptions required for
parametric tegBancey & Reidy, 200¥)nparametric test®reemployed
for thisdata.Tests of normal distiion or equal variance on thisaata

therefore not reported

4.3.1.Normal distribution

The ShapHwilk test of normality is arguably the most robustorestkess

whether the data are normally distriBateali & Wah, 20Ahbd was used in

the current study. The scores indicated that all data derived from the attributic
and selfficacy measures were normally dist(dppehdix 37 thus

allowing the use of parametric tests. In order to further assess the normality
the data, graphical methods were also considered including skewness :
kurtosis. A value of 0 footh skewness dakuattosisindicates perfect
distribution(Dancey & Reid2007) although it isuggestedhat thiss

extremely uncommorappliedesearc(Pallant, 2001)he vast majority of
skewess ardirtosiscores for the iadnles in the current study fell within the

appropriate limits to indicate a normal distr{Bynemdix 37 Norman
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(2010)also argues that statiséstd such as ANOVAshaghly robust to
things likeskewness and -monmalityp.629). Consequently, the decision
was made to employ parametric statistical methods to analyse the data, provi

that the sample indicated equal variance.

4.3.2.Homogeneitgf variance

Homogeneity of variance considers whether the populations in both th
experimental and control groups have equal(Ramaeye& Reidy, 2007)

7KH /HYHQH-V WHVW IRU HTXDOLW\ RI YDULD
variablesNo significant valuegere obtainedhus indicating that equal

variances can gsuaed for all variables

Despite the minor violatiomgh regard tdhe assumptiow$ normal
distributiondescribed above, it is argued that the data obtained from the
attribution and sefficacy measures are suitable for analysis using parametri
mehods. Conversely, due to the use of ordinal data, the scores obtained frc
theTME(Dunsmuir et al., 2008¢asureill be analysed usingpsyametric
methods. Thappropriatstatistical analysesre carried out for the data
obtained from each of the measures and will be tahederezlation to

the associated aeslke hypotheses.

111



4.4, Statistical analysis

As the sefffficacy and attribution data met the assumptions required for
parametric $&s, further statistical analysesceseired out usingnaxed
betweenvithin ANOVA.The following section aims to repofinitings of

this analysis in relation to each of the associated research questions. The da
the nofparametric analysis offt& (Dunsmuir et al., 2008easurwill

then be presentetbr to a summary of the quantitative results

For the purposes of the current stedyetiveesubjects factor was the group

in which the participants were assigned to; the CoA experimental group or tf
PEP meeting control group. The sithjacts factor was the time at which the
measures were taken and included Time 1 (approximately two weeks before
meeting), Time 2 (imnagdiy after the meeting) and Time 3 (approximately
four weeks after the meeting). The following section will highlight any
statistically significant findings between and within the groups across the thi
time periods. As is recommended by YROQB) effect sizes will also be
UHSRUWHG H(Cohen 18&8erd)siyhificant results are found,

indicatéhe strength differences between the means.

Prior to anyfurtheranalysis, Wwasnecessarg tonsider whether there were

anydifferences between the two groups at Time 1

4.4.1.Tests foequivalent groups

Particularly due to the -reomdom allocation of participants large
differences in sample #ineas necessary to identify whether the experimental
and control groups weraivadent at Time 1. An independist tvas
therefore carried out to compare the mean scores at Time 1 for the two grouy
The results indicated that for the external influeric@843(t=f=13,

p=0.759, twdailed), personal belief in classroom lxehadionanagement
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(t=1.42, df=13, p=0.179, twtailed) and overall perceived efficacy (t=0.449,
df=13, p=0.661, tweailed)there were no statistically significant differences
between the groups at Time 1 suggesting that the groups were equivalent pi
to the intervention. For the attribution measure there were also no statisticall
significant differences between the groups at Time 1 for any of the factor
parent (t=1.481, df=13, p=0.162, twailed); child (&1.275, df=13,

p=0.224, twdailed); teachdt=0.672, df=13, p=0.513, twailed); and

school (t0.030, df=13, p=0.977, twailed).

4.4.2.Parametric tests

Each of the research hypothiéseswv be considered in relation to the results
from the mixed betweemithin subjects ANOVAn addition tohé
assumptions which are required for parametric tests, ANOVAs also assul
VSKHULFLW\ ZK LhE Karlamtd ¥flthé HhapulatidrDdNference scores
for any two conditions are the same as the variance of the population differel
scores for any ath&o conditiongPallant, 2001, p. 21€pnsequently, the
RXWSXW IURP ODXFKO\:V WHVW RI VSKHULFLV
signifiant score be reported, which indicates that the null bigulbesnsl
sphericity can be assumed, normal degrees of freedom will be reporte
Alternatively, the Greenhdbsisser epsilon will be repadi=thcey &

Reidy, 2007)

Causal attributions

Hypothesis: Participation in the CoA intervention will residinificant
changes to the authusal attributions for behavioural difficutiers
compared with participants who attended the PEPAmeetiagges will be
noticeable four weeks-puastvention.
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Within the causal attribution measure, theedatalysed for each of the four
dependent variables: parent factors; child factors; teacher factors; and sch
factors. The two independent variables are time and the group to which tf

participants were allocated.

Parent factor

A mixeANOVA wagerformed on the data for participaotal attributions

for challenging behavigarent factorSinceMauchl-V- WHVW R1 VSK
showed a nesignificant resuliphericity was assunidw results of the
mixedANOVA indicate that therereno statistically significant differences
between the scores at any time p2jhR) K 1.15p=0.35). There was also

no significant interaction for the test ofswithects effects (F(2,26) = 1.14,
p=0.34). This indicates that there asggmficanthanges in participants
scorefor theparent faot of causal attribution at any time period for either the

control or experimental group.

Child factor

When analysing the child factor of the particpasés attributions,

0 D X F Ke3t\ o¥ spheitie showed a nsignificant resuliphericity was
thereforassumed. The results of the -ANGYA indicate that thesmere

no statistically significant differences between the scores at any time po
(FR,12) = 3.54p=0.06). There was also no signifiinteraction for the test

of withinsubjects effects2(B6) = 2.60, p=0.09This indicates that there
wereno significanthanges in the particigacors for the childacor of

causal attribution at any time period for eiticenttioé or exgimental

group.
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Teacher factor
:KHQ DQDO\VLQJ WKH WHDFKHU IDFWRU VFRU

significant and therefore the Greei@masewill be reported. The results of

the mixedANOVA indicate that there are no statistically significant differences
between the scores at any time point (F(2,12) = 1.95, p=0.19). There was als
no significant interaction for the test ofswuitipects effis (F(2,26) = 1.16,

p=0.31). This indicates that theeze no significantchanges in the
participani¥scorsfor the teacher factor of causal attribution at any time period

for either the control or experimental group.

School factor

When analysing teehool factor of the particigarstusal attributions,
ODXFKO\-V WHVW RI VSigrifichhtFieSMBpherKi Zddss D Q
thereforeassumed. The results of the -ANGYA indicate that thesmere

no statistically significant differencesnbéitescores at any time point
(F(2,12) =0.01 p=099. There was also no significant interaction for the test
of withirsubjects effects (F(2,26).29 p=083. This indicates that there
wereno significanthanges in the particigacbres for the bild factor of

causal attribution at any time period for either the control or experimental

group.

To summarise, no statistically significant differences were found between t
SDUWLFLSDQWY:- VFRUHV RQ DQ\ RI WhkeH IDFW
control or experimental grotihis indicates that nepplaeticipation in the
CoA or PEP meeting had an effect upon the school staff causal attributions
challenging behaviour. Therefore, ItHeypothesis must be accepted which
suggests that tBeA intervention has effect upon the school chaiial
attributions for challenging behaviour. The significance bé ttliscwited
further in Chaptér
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Perceived seHefficacy

Hypothesis: Participation in the CoA intervention will leasigiifizant
increase in the aM{gerceivedelfefficacyo suppoitAC at risk of exclusi
when compared with participants who attended the PERnyextimgs

will be noticeable four weeksip@svention.

Personal beliefassroom management and discipline

Amixed$129% zDV SHUIRUPHG RQ WKHfastbrwfD IRU
teacher sadfficacySinceOD XFKO\-V WHVW R ns@Hificdht FL W\
result sphericity was assumed. The results of {ABl@\Weddicate that
therewereno statistically significant differences between the scores at any tim
point (F(2,12) 2.34, p=0.11 There was also no significant interaction for the
test of withisubjects effects (F(2,26) = 0.30, p=0Thts indicates that
therewereno significanthanges in the particigacbre for thpersonal
efficacyfactor ofselfefficacyat any time period for either the control or

experimental group.

External influences on challenging behaviour

'KHQ DQDO\WVLQJ WKH fH[WHUQDO LV3®XHQFH
HIILFDF\ ODXFKO\-V WHYV WigRificahSrgsd8pheritity \ V KR
was therefoessumed. The results of the-mIN@YA indicate that there are

no statistically significant differences between the scores at any time po
(F(2,12) = 0.16, p=0.85). There was also no significant interaction for the tes
of withinsubjects effects (F(2,26) = 0.72, p=0.93). This indicétesetha
wereno changes in the particisatdre for the external influences factor of

selfefficacy at any time period for either the control or experimental group.
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Overall sefficacy

7KH VFRUHV IURP WKH fSHUVRQDO EHOLHI- DQ
to produce an overall-a#ifacy scor&inceODXFKO\-V WHVW RI
showed a naignificant result sphericity was assumed. The results of the
mixedANOVA indicate ahtheravereno statistically significant differences
between the scores at any time point (F(2,12) = 0.59, p=0.57). There was als
no significant interaction for the test ofswiltipacts effects (F(2,26)G4,

p=099. This indicates that th&rere no significantchanges ithe
participan¥ scores for overall -efficacyat any time period for either the

control or experimental group.

In summary, no statistically significant differences were found between tt
SDUWLFLSDQWYV - &R bf Helffidacy for @itheR the/¢dhtiol lor
experimental group. This indicates that neither participation in the CoA or PE
PHHWLQJ KDG DQ HIIHFW XS R-éfficéldg.HTherefsri& RO V
the null hypothesis must be acceptedugpedissthat the CoA intervention
KDV QR HIIHFW XS pe@eiVetdeHeffitdck. RT ReGsiguiificante - of

this wilbe discussed further in Chapter

4.4.3.Nonparametric tests

As described above, panametric testgere approprie to analyse the
SDUWLFLSDQW:V UDWLQJ IRU VXFFHVV LQ FD
through th@ME(Dunsmuir et al., 20@@ple. As with parametric analysis, it
was necessawycarry out tests to identify whether the groups were equivalent
upon completing of the first raingime 2A MannVhitney U test was

carried out and indicated no significant differences between the experimental
control groupaseline rating scdtés= 35.50, Nt = 12, N2 = §3=0.96,

two-tailed) thus suggesting that the groups were equivalent. It was the
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necessary to analyse whether there were any significant differences betweer

groups at Time 3.

Participant ratings of success

Hypothesis: Participation in the CoA session would lead to high ratings of
success carrying out agreed actions when compared to those who attended tl

PEP meeting.

A ManfWhitney U test was carried out to identify whether there were any
differences between thecgaant ratingd Time Jour weeks afteitherthe

CoA or PEP meeting. No statistically significant differences were found betwe
the group@J= 13.00, N* = 12, N2 = §4=0.03, twetailed). Consequently,

the null hypothesis must be acceptedatdscthat participation in the CoA
intervention has no effect on parti¢igsimngs of success in carrying out

agreed actions.

To analyse whether there were any differences between therpangspant
between Time 2 and TBnea Wilcoxon SignRdnk test was carried out
individually for the control and experimental group. The results of this indicate
that there was no significant difference between Time 2 and Time 3 for th
control grouz € -1.84,p= 0.07). However, a statistically sighificaease

in rating scores between Time 2 and Time 3 was found for the experiment
group £ =-3.07,p<0.01). Consequently, thdlrypothesis can be rejected
suggestingpat participation in the CoA may have a positive effect upon the

perceived sussef agreed actions.
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4.5.Overall sammary of quantitative results

To summarise, the analyses indicated no statistically significant findings for
of the four factors measuring the parttcpasal attributions for either the
control or experimental group across the three time periods.iT hleiefore,
instancéhe null hypothesis must be accepted which states that participation |
WKH &R$ LQWHUYHQWLRQ KDV Qisutidds IldiFW R C

challenging behaviour.

The analyses of the perceivedfisalfy measure also indicated no statistically
significant findings for any of the tbiee fmeasuring the particpseif

efficacy for either the control or experimenipl agross the three time
periods. The null hypothesis must be therefore accepted which states tt
participation in the CoA intdrererhad no effect on the swdidiefficacy

when supporting LAC at risk of exclusion.

Nonparametric tests wesed tanalyse the participaating scores on their
perceived success of actions which were agreed through the CoA or P
meeting. There were no statistically significant differences between the ratil
scores of the participants in the experimental bgroumrat Time 2 or
Time 3. However, a statistically significant difference was found across tin
within the experimental group, indicating that participants perceived highe

ratings of success with agreed actions than those in the control PEP mee

graup.

The implications of all findings noted abtreerawiewed shortly, in chapter
5. However, prior to this, the thematic analysis of data obtained through th

qualitative phase of the study will now be the focus of discussion.
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4.6. Thematic analysis

The aim of the following section is to provide an analysis of the data obtain
through the focus groups which were carried out fbb@aAgsessions

with tenparticipantsThe purpose of the focus greapsto consider the
participastviews of the CoA intervention and to explopetbeptions of
thepotentiabutcomes of the procé&ke. section is presented in terms of the
phases of thematic analysis as described by Braur{2atb)Adta@igh

the analysis is presented as a linear process it should be rabegnised thal
analysis was approached recundieebby the researcher mbeagleen

phases as necessary.

4.6.1.Phase 1: Familiarisation with the data

The first phase of thematic analysis involves the srdaeahanesing
themselvasith the dat@Braun & Clarke, 200B)the current study, initial
familiarisation was facilitated through the process of trénesaiig
recordings frorthe focus group discussions. riilne discussions were
transcribedxcept for one instance where the focus group was interrupted by
another member arriving. During the process of transcribing the data initia
ideas, patterns and codes were noted for reference in the foli@veumstages

& Clarke, 20060nce transcripts were produced, they were checked for
accuracy using the original recodmges all transcripts were deemed to be
exact replication of the focus group discuiissiaesearcher engaged in
further immersion with the data througretepesading whilst making further

notes of key id@apreparation fgenerating initial codes.

4.6.2.Phase 2: Generate initial codes
The coding process involves H&® M/ LILFDWLRQ iRgor@® EH OV
features of the data of relevance to the gessti@h guiding the analysis
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(Clarke & Braun, 2013, p. 1Zhe researcher highlighégpments of raw

data from the transaiptrepresent units of dAf@endix 38The units of

data varied in length depending on the content and included anything from ¢
word to a few senter{8ighn, Schumm, & Sinagub, E2@®) unit of data
wasthen coded using the list of initial codes which were produced in phase o
(Appendix 19

All data extracts were coded, except for those instanpesticipants

began discussing other topics not relevant to the research question, such a:
behaviour of other pupils in the skheome cases, it was necessary to code a
data extract for two potertales as can be se€igured.8. In order to

ensure that the context of theegtatectsvasnot lost, additional contextual
information were provided where necessary. For example, in response to
qguestion about the dAdl JHV RI &R$ RQH SDUWLFLSDQV
Clearly, this was an essential unit of data to be analysed although it requi

further contextual information to ensure that the actual meaning was retained.

Unit of data Code
We got to the bottongetting some strategies 1. Development of
WRIJHWKHU«HUP REYLRXVO\ Zl strategies
get that different perspecii@articipant 14 2. Different
perspectives of std

Figure 4.8. Data extract with associated codes.

Once all data were coded, the researcher collated all of the units of data wh
represented each code. The researcher then carefully read the extracts of
which were associated with each code to ensure tihettihely gave an
accurate representation of the code. Where necessary, detitedwere
renamed or data were given alternative Taodessider the intater

reliability at this stage, tdleagues wepeovided with a sampledata
extractard asked to match them to the list of initial codegetnidrability
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was calculateds8tper cerndonce the researcher was satisfied that the units
of data represented the defined codes, the codes were analysed to deve

potentialhemes

4.6.3.Phase 3: Search for themes

$ WKHPH FDQ RHohedditLapdd @eabidgful pattern in the data
relevant to the research quegiitantke & Braun, 2013, p. 1Bl prder to

facilitate this process, all codes were typed onto pieces of papdr and grouy
according to the potential overarching (Appeslix 30The relevant data
extracts were also collated within the overarchingAiheenes< J1to

clarify that the data accurately represented the themes.

At this stage the resealfobgan considering the different levels of themes and
whilstsome codes were collated to represent key themes, others were defined
subthemes.) RU H[DPSOH WKH FRGHV Rl fGLIIHUHC
TRSSRUWXQLW\ WR OLVWHQ WR WKH YLHZV RI
SUbWKHPH R 1 GIHFNUHMW pladddInkiikithg Dvérarching
WKHPH RI YZRUNIhEd ateQho JspdriicSguidelines as to what
constitutes as a theme in terms of the prevalence of data within the theme.
other words, a theme which is more prevalenthacdsa et is not

necessarily more significant than @nidlsseliti, 2003)

Initially,eight main themes wdmmiifiedalthough followingeview of the
themes in the next phase this was reducdidetoesikny contradictions

within the themes and subthemes were noted for later discussion.

4.6.4.Phase 4: Review the themes
Following sontial refinemernitsvas necessary to further review the themes

to ensure that tbededlata represedthe themesccurateljyaughn et al.,

122



1996) Additionallythe review process involved considering whether there was
sufficient data to represent a tiseEmmesignificarthanges were made at this
stagefollowing validity checks by telleagues with some experience in
thematic analy$isr example, it was agreed that the limited amount of data for
1TSXSLO FKDQJH- GLG QRW DOORZ IRU WKLV W
WKH fVWDII FKDQJH:- DQG 9YSXSLOtoF:®QJIH -
RYHUDUFKLQJ WKHPH RI YFKDQJH-

At this stage, Braun and Qlagk®)emphasise the importandevaioping
distinctive themeshichfit together taell a overall story. Consequently,
additionally reviewing procedures alsoe carried out including further
reading of the original data set to clarify whether it is accurately represented
the themes which emerfedstated by Robg2il1) ho data set is without
contradictiongp.481) and the process of coding data and developing theme:
could continuad infinitumFollowing some further minor changes, it was
thereforgudgedhat the necessary refinements had beem pnawidet a
comprehensive anslgs the original data déigure4.9 shows a visual
representation of the themes and underlying subthemes which were produc

through this comprehensive thematic analysis.
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Figure 4.9. A thematic map to represent the main themes and subtheme
developed from the participants responses regarding their experience of the
CoA process and the perceived outcomes. 124



4.6.5.Phase 5: Define and name themes

Once an acceptable thematic map is produced, the penultimate phase of ana
can begin whereby a detailed analysis of each them¢Hsqonmoideldrke,

2006) Throughout ith phase, the researehgaged in a reflexinae@sso

identifythe themes and the patterns within and betwé€larke & Braun,

2013) The following section aims to provide a clear descriptideyf each
theme and will culminate in an overall story of this qualitative takement
current research studihere directuotes from participants are cited, the

correspondimarticipant code will be provided

The process
The most prominent theimethe analysis terms of the prevalence of

FRPPHQWY PDGH E\ SDUWLFLS DBDeaAWAVhunzbBr\of W K D\
subthemes were developed under this main theme including:

X Visual representation

x Clear stages

X &KLOG:-V YRLFH

X Organisational factors

X Applicability to other pupils

Participants frequently commented on the benefits of the visuadnepresenta
suggesting that it was goddR VHH HY H UpaNigpatx EG»@©O DW F
participants also alluded to the visual graphic as appéealay td thinking

about thingk13] Linked to the positive views of the visual representation,
partigpants also appeared to valwbe#restages of the CoA process which
facilitated the development of strategies. aRguleexone participant
commented thought the areas that we looked at were very clear and it helpe
focugE13]
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WithiQ WKLV WKHPH RQH FRQWUDGLFWLRQ ZKLF
One participant felt that the CoA gave them an opjorhchigily think

DERXW >SXSLO@ DQG KR ZJGBHNcommasy dridp@ed\ |HH
participant fethat through this stagi®fCoAZH-YH DFWXDOO\ PDG

of assumptions about him and think we know him but actually, nobody knows
[Pupil}kE9]

Participants also suggested that one of the benefits of the CoA process was
opmrtunity to discuss the organisational factors which may be impacting up«
the pupil. For examptme participant commented that it gave them an
opportunityto feview our processes as a school and what works for [pupil
individuglE5] Participantsere also very eager to consider the applicability for
other students in school with one participant commeittmgkésime realise
1TZRZ- WKLV LV VXFK DQ HVVHQWLDO SURFHVYV
benefit frone tsame strafedy.

Communication of information

Many of the comments made during discussions about the benefits and challe
RI WKH &R$ SURFHVVY UHODWHG WR WKH WKHI

Within thisgheme three subthemes were &tntifi
x Information sharing/gathering
x Holistic view of the pupil

x Highlighted gaps in knowledge

One of the major benefits of the CoA amuessed to be dpgportunity to

share information between members of staff. Participants commented that it v
Usefugetting your [another member of staff] g@6tarfdvignatyou just get
PRUH LQIRUPDW LR Q BIBRIXi¥ihfotméationFoseti® @nds R Q - W
sharing then seetoel@adSDUWLFLSDQWYV WR GHYHORS D
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One participant commented ithatas nice as well to be pulling out the good bit
and piecing together sort of the [pyjkiBjjagsdamother felt that it enabled
them tothink of all those elements and how they|itelB¢ together

Despite maryarticipants valuing the opportunity to sharing information to
develop a holistic view of the child, some participants also commented that
highlighted gaps in their knowledge of the pupil. For example, one participa
suggested thatchallenge of th®gess waRot knowing the child very well
beforehagfitil 3] Another participant made similar comments regarding the lack
of information she had about the pupil prior to the CoA session by statin
vehementlythe way that information is on a nvedéadsska@lmost undermining

D WHDFKHU {#13URIHVVLRQDOLVP

Factors impacting upon the success

Participants made a number of comments regarding the possible factors wt
impacted upon the perceived success of the CoA processigihlighieiine
a number of contradictions which will be discussed in relation to the thre

subthemes of:
x Time
x Who is involved

x Working with LAC

Many of the participants remarked that one of the advantages of the CoA proc
was having the dedicated timectsslisne pupil. For example, participants
commented thd&tW ZDV YHU\ XVHIXO WR GHYRWH VXFI
[E6]and 1 did like the time to actually sit down and [flicjaBontvirsely,
participants in all focus groupsdelstiified that the time required for the
session was also a challenge. Participants commeriiatetfattnes always

difficult for us. Giving that muchiigle up
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A further consideration which seemingly influenced the perceived success of
CoA session was related to people required for participation in the group.
major challenge of the CoA session was the number of staff required to mak
viable and that frequently, key members of staff were absent. For example, ¢
participant commaettidat his key worker was missing, | think that was a challe
reallyiE9] Another participant reiterated this by $g@ysbgvish that we could
have had more staffufifiéte Such comments may be perceived as a
contradiction with the potentsligportive qualities of the CoA session, as
GHVFULEHG LQ WKH TZRUNLQJ LQ JURXSV:- WKH

One final subtheme which was particularly relevant to the current study was t
DSSDUHQW fFKDOOH R alHt @ o¥/tKeS QI8N 1e€51Nns$ & -
tothH &R$ WKH /$& SXSLO:-V FLUFXPVWDQFHV KD
of time. For example, one participant commentb tiatatiocisanged
dramatically sinceljttéland another indicatleat we came up with all those
plans but thensihgation [pupil] chgfig8k Participants suggested that this

was due to difficulties in ensuring the right people were present to share tl
information with one participant sayinij Waild have been helpful to have few
more people there fidrd oL W XDW LR QV « Wik6]\ FRXOG KDY}

Change
TKURXJK WKH IRFXV JURXSV TXHVWLRQV ZHUFE

as to how the CoA session might have affecResfimmes appeared to be

related to three main subthemes:
x Effecbn professional practice
x Emotional effect on staff

x Pupil change
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Primarily, staff reported changes in terms of their perception of the pupi
through such commentscad HS GRZQ V {E5]} D DhidIRRGIoc&kH U V R
at the whole child moreulthgid 3] Staff also reported that their behaviour
towards the pupil changed with one participant suggésting M&NL QJ WK
extra effort with [plRi]6]

Participants also emphasised the emotional effect which the CoA session ha
them, khough this subtheme involved contradictions between positive anc
negative emotionshildt some participants felt that the process made them feel
quite enthusiabti@ &lsort of geared upiEGSyother participants suggested

that theyexperienced feelings of frustration following thdboseasasm the
changing situation of the LAC pupils med&iRtkatF DQ -W DFW XD O O\
\R X - Y EIG]RQtidipants made comments réddtiegemotive nature of

the process and iatlid that the process increased their empathy towards the
pupil. For example, one comment explained that the processtalfoss you

of try and walk in his shoes for a |liE&] while

Finally, although the data were relatively sparse in thi&SaXealo©® FKDQJH
felt necessary to highlight that one participant suggasidd K@tV Q -W FK|
very much sqEe] whilst another implied that the strategies had a positive
effect on the pupil and he d@uk really good in thigi€8sdhe possible

reasons for this will be considered later in the discussion section.

Working in groups

Through analyses of the comments made by participants, it appeared tl
participants valued the opportunity to work in groups. Two subthemes wer:

identified in relation to this theme including:
X Support from colleagues

x Different perspectives
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Participants described the collaborative, supportive nature of the CoA approe
through comments suclisksning to some of the things you were saying, it sol
like backed up and | found that really useful to weitkolvi&s [papillready

been identified, this contradicts with comments made regarding the difficultie
in ensuring that relevaltRIHVVLRQDOV DUH SUHVHQW D\
XSRQ VXFFHVV:- WKHPH

Participants also valued the opportunity to listen to the different perspectives
the group. For example, one participant explaifvddithetly with everybody
else involved get that different pergddtjwed another indicated that it was
usefulW R JHW HYHU\R@2]}V RSLQLRQV RI >SXSLOG@

Overall experience

The final theme related to the participants perception of the overall experien
of CoA. Two underlyingteelmes were identified:

x Useful

x Thoughprovoking
Comments were made in all focus groups which suggested that participa
valued the process and felt it was useful. Participants comhibimtedothat
XV LW-V EHH QEW3jaddsnggested) akiy defitiety the most
XVHIXO PHHWLQJ WKDW ZH-YH KDG IRU UHYLH_:
got in plagg5]

Participants also reported that a further strength of the process was that
allowed for reflémh and one participant explained fivand myself thinking
DERXW LW WKDW QLJKW DQG WKH QH[W GD\ Z

meetini=6]
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Overall story

Participant comments from four focus groups were combined and analysed us
thematic analysdssthematic map is providedppendix 2&hich highlights

the potential links between themes and sulShemesn themes were
identified which related to the overarching research gwhesti@med to
consider participants views of the CoA process in general as their perception

the potetial outcomes.

The most dominant themes in terms of the range and frequency of commel
PDGH E\ SDUWLFLSDQWY ZHUH fWKH SURFHVYV
LWKLQ YWKH SURFHVV:- SDUWLFLSDQWYV YDO
discussion wh also highlighted the clear stages of the process. One majo
FRQWUDGLFWLRQ ZLWKLQ WKLV WKHPH ZDV W
perceived, with some participegitighting the potentially subjective nature

of this element of the process.

WLWKLQ WKH YfFRPPXQLFDWLRQ RI LQIRUPDWI
opportunity to share information with colleagues to develop a holistic view
WKH SXSLO 7KLV OLQNV ZLWK WKH YIDFWRL
participants frequently destridificulties in ensuring that the relevant
professionals were present so that information could be communicate
effectively. Some participants also felt that the process highlighted gaps
knowledgef the pupwhichcould have potentialhd an emotial effect on
staff.Despite this, participants appeared to value to different perspectives ¢
FROOHDJXHV ZKLFK ZDV KLJKOLJKWHG LQ WKH

Participants were able to recognise a number of ways in which the CoA proc

OHG WH - YFKDRQFKDQJHV IRU VWDII UHODWHG

professional practice but also an emotional effect on staff, with some st:

claiming that the process made them feel motivated. The emotional effect
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staff was a source of contradiction, tiwdfier participants suggested that it
lead to feelings of frustration. This could have been due to the challenges
ZRUNLQJ ZLWK /$& ZKLFK ZHUH GHVFULEHG X
VXFFHVV:- WKHPH ,Q DOO EXW RHadHexpdriékdeti & R $
dramatic changes in the four weeks between the CoA session -apd the follow
meeting. This may have, understandably, caused participants to feel frustra
and helpless. Time was also identified as a factor which could have impact u
the success of approach, although many participants valued the opportunity
have the time to discuss the pupil.

The finalheme related to the partigpdhRYHUDOO H[SHULHQFH-
with participanéppearing to vathe process aswgestihat it allowean
opportunityor reflection.
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5. Discussion

5.1.0verview

This chapter considers the key findings of the current study in relation to tt
literature presented in Chaptevith a specific emphasis upon the research
guestions addressed. The possible explanations for the results are discus
particularly where unanticipated findings have been ascentaimgethisoll

a critical reflection of the methodology will be presented and will include al
evaluation of tlstudydesign and measures used. The implications for future
research will be considered and will lead to the final conclusions of the pres

study

5.2.Key findings of the research

The overarching aim of the current study was to consider:

What are the outcomes of the CoA intervention

for adults supporting LAC at risk of exclusion?

The justification for the use dCdAantervention was wiald. Fistly, the

authors repotthat the approach is a presdvmg process used to support
adults who work with children with complex emotional and behavioural
difficultiegWilson & Newton, 2006he underlying rationalenokioblem

solving approaches, including consultation and supetiwigiolredy

support pupils through providing direct support to those who work with therr
(Gutkin & Conoley, 1990)ereby potentiallypunctuating the cyclical
relationship between pupil behaviour and teacheBomears & Tomic,

1999) Consequentlypon reflection of a rangeratblerrsolving processes
discussed irethterature review, it was suggistethe CoA approach may

be the most appropriate for use with school staffgdup@oa vulnerable

group wh often have complex ngeaisieron & Maginn, 2011)
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Secondly, although the approach has a limited ev{iamretidgséd/lonsen,
2011)it is considered to hawreng psychological underpinnings and is based
heavily upon a collaboratiwgpgproblersolving process described by Hanko
(1999) Despite this, the actual pp@nd mechanisms involved in the
intervention are not made exgpBeihnett & Monser@12)and required
further exploratiolfhe current study therefore aimed to contribute to the
increasing evidebese for the CoA approaaktempting to understand both

the effectsf the intervention as well asnéghanisms of civargde were

potentially implicaté@ulliford, 2014)

The researcher hypothesised that the CoA intervention tovaldngas in

WKH DGXOWV: SHUFHSWLRQV RI WKH SXSLO:-\
K\SRWKHVLVHG WKDW WK L \effidacy @r@ cagatiey X Q F +
initiate change in terms of their own actions following the iffeoudmtion

& Norwich, 2002Consquently, through usinmigedmethod design, a

range of quantitative measures were used to ascertain whether any char
occurred for the adults involved. Additionally, qualitative methods were used |
FRQVLGHU WKH SDUWLFLSDQWV: SHUFHSWLRQ\

The subsidiary @®h questions will now be considered with reference to the

literature and research evidence described i@ Chapter

5.2.1.Research Question 1

Does involvementm& CQWHUYHQWLRQ UHVXOW LQ D Fk
for the causes of challenging pupil behaviour?

The participants were asked to complete the Attribution (lRoaltorg

Norwich, 200®n three separate occagiongysis of datdicated that there

were no statistically significant differences in the causal attribution patterns

theschool staff across,tibeéween any of the time perfadtlitionally, no

134



statistically significant differences were noted between the control an
experimental groups, thus indicating thist studiyne CoA intervention had

no effect upon school stafsal attributions for challenging behaviour.

Whilst other studies have dffeoene indication of the chang@gsWHDFKHU
causal attributional patterns ove(Jimes et al., 2013; Miller, 198t

current study sought to provide evidence of shifts in attributional pattern
following partgation in group probiealving processes such adt@ees
thereforéaypothesised that participation in the CoA intervention would lead to &
FKDQJH LQ WKH DGXOWV- DWWULEXWLRQV II
specifically, it was anticipatedhih&@dA would lead participants to attribute
challenging behaviour more to school and teacher factors, and less to parent

child factors.

Dempsef2012provided some evidence that CoA may lead to a decrease in th
degredo which parti@pts attribute challenging behaviour to child factors,
although the current study could not replicate such results. Conversely, tf
results of the current study indicated that participation in the CoA interventio
actually lead to very slight increake aduttsscores on the child factor
component of the measure, similar to the second case study described by S
(2011) That is,participation in the CoA session may have actually led the
participants tatrdbute the cause of challenging befhaviithinchild
factorsHowever, four weeks following thevemtgon theSDUWLFLSD QW YV
scores for the child factor decreased to lower than they had been at time 1. T
may indicate that any changes for adults as a result of the CoA are not immec
and may require additional time for refl@dtiwnativel it may be th#te

CoA process actually enbdidéeH SDUWLFLSDQWYV- FDSDFLW'
thus resulting an overall decrease in their tendency to attribute challenging

behaviour to child factors.
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Jones et gR013)found that, following involvement in Staff Shasiogs

the mean scores for all four factors of the Attribution (Rartary&

Norwich, 2000ncreased, with statistically significant differences found for
three of the factors. The greatest increaghimwdéseweacher factor scores,
although similar findings were not replicated in the current study. In fact, th
mean scores of the teacher factors subscale for the experimental group initi
decreased following the CoA session but then slighdlagaineimes weeks

later. That isjmmediatelfollowing the CoA session the participtaity

attribute the cause of challenging behavidortésgsher factors implying

that, as a group of teaching professionals, they felt less resporailde for th

RI WKH SXSL QorwersdiyK they im&aX Scores of the control group
participants increased between time 1 andearidg that they attributed
challenging pupil behaviour increasingly to teacher factors following
participation in the PBeeting. flis may be explained by the variation in the
rolesvhich the participants held within the school. Only 10 per cent of the
experimental group had a teaching role within the schools compared with 40 |
cent of the control group. It is possblth¢huse of the measure with non
teaching staff may have influenced the results and will be discussed furthe

section.3

There are a number of other pteetisons for the limited change in the
attributional patterns of the adults in the current study. Firstly, it is possible tha
as suggested by Poulou and N{@0&) the school staff already placed
higher emphasis on causal attributions for teacher and school factors. Althouc
is difficult to makemparisons due to the variation in the number of questions
implicated in each factor, the means for both factors do appear to be sligh
elevated when compared with those established by2D&&)asdySyme

(2011) This may suggest that the school staff already attributed challengir

behavioumore readily to teacher and school factors, which is the desired
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attributional pattern in terms of the development of ¢Blotioos &
Norwich, 2002)

Furthermore, as is recommended by Wilson and(208@jothe CoA

should be viewed as a voluntary process. Tiheréfmigngmay haveeen
influenced by the biases involved in volunteering which could have led to
unrepresentative sample of partiaipgantas of them being staff who already
showed a high motivation to support LACThupilmay be refledbgdthe

numbers of staff who attended the intiaégineg and gave consent to be
involved in the study, but then failed to attend the next meeting. It is possibl
that the participants who chose to attend the CoA or PEP meetings alrea
attributed themses twardsthe solution of the problem and therefore
attributed teacher or school factors as being most implicated in the cause
challenging pupil behavibuis potential opportunity for further research will

be explored later in sedidn

Whilst there was @DFN RI VLJQLILFDQW FKDQJH LQ
attributions, as measured by the Attribution In(Romdoy & Norwich,

2000) qualitative analyses suggested that participants may have changed t
perceptsoof the pupil following the CoA sesdich was reflected in the
fHITHFW RQ VWDII SURIHMK RWQIDWY Bal bifovgh F H -
gaining an awareness of the pupil and their situation, the school staff were m
empathetic towards the pgidilson &ewton, 2006hus affecting their
tendency to attribute the challenging behaviour to pupil factors.

$GGLWLRQDOO\ ZLWKLQ WKH TZRUNLQJ LQ JUI
staff valued the opportunity to gain different perspectives and feel supported
their colleagues. Such findings may be comparable with previous studies wt
found that teaers who engaged in group problRM @ YL QJ DSSURDFKFE
L V R @Bb¥icHQCarter, 2002; Stringer et al.,, H08@hcept which Bozic
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and CartgR002)explain usirggtribution theoryit is suggeesl that through

being more aware that colleagues may be iegpsmaitar problems,
teachers may change their causal attributions for challengi(@pkghé&viour
Carter, 2002)Whilst it is recognised that ssehtiass can only be made
tentatively, the current study does perhaps suggest a discrepancy between
TXDQWLWDWLYH DQG TXDOLWDWLYH ILQGLQJY
attributional patterns following the CoA session. It is possibjeethiat a Ty
error has occurred whereby the null hypothesis is falsely accepted and will be

subject of further consideration in $e8tion

5.2.2.Research Question 2

'RHY LQYROYHPHQW LQ D &R$ LQWH LeffiechyW LR Q
to support the pupil with challenging behaviour?

$QDO\WLV RI GDWD IURP WKH Y7HDFKHU (IILF
'LVFLSOL@rhmeV BRDHxkman, 19%idicated that there wece n
statistically significant differences in the perceiffiedself the school staff
across time. Additionally, no statistically significant differences were foun
between the control and experimental groups, thus indicating that the Co.
interventiornas no effect upon schoolpsedéived selfficacy for dealing

with challenging pupil behaviour.

The current study has strong justification for exploring ways of enhancing tl
selfefficacy of school staff. Loveffielicy has been associdtdalwibut in

teachers which potentially impacts further upon pupil (&ltaviens &

Tomic, 1999)Conversely, teachers who repberhsgléfficacy are more

likely to have positive perceptions of success when supporting children with S
(Brownell & Pajares, 1999)number of facdohave been implicated in
HQKDQFLQJ -¥flddey KElldivig supgp@tl from extegmaicies
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(Poulou & Norwich, 200)d higher quality interactions with colleagues
(Brownell & &ares, 199%oth of which were potentially facilitated through
the current studysutkin and Conolél©Q90)also suggest that delivering
cons©@® WDWLRQ PD\ EH RQH ZD\ LQ ZKLFK-(3V FD(
efficacy. Such findings have particular significance for the current study as C
draws heavily upon group consultation appvdeetes: Newton, 2006)

and was delivered externally by the EPS and ICWRS Bjoothesiseat
participation in the CoA intervention would lead to elevated perceived self

efficacy for the school staff involved.

Although no statistically significant changes were$sutiecor between

the control and experimental group, the current study did highlight some
SRWHQWLDO WUHQGYV ZKLFK PD\ EHQHILW IURP
LQ &ODVVURRP 0DQDJH P Keghiver B.QHE&krman/ A293)0 L Q H
involved three factagternal efficpeysonal beheflassroom management;
andoverall perceived eflit&cynost pertinent to the current study was the
TSHUVRQDO EHOLHI LQ FODVVURRP PDQDJHPF
UHODWHG WR WKH S EffidAlcy RdsSppdptivig\VpupBsHnith- H L Y +
challenging behaviour. For this factor, there was a similar pattern for both tl
experimental and control groups whereby there was arallaitease
statistically significantthe mean scores immediately after the PBR or C

meeting, but then a decrease four weeks later.

In contrast to the findings by Delf@88e8) who suggested that participation
in the CoA intervention could prev@rd & S --effiQacy,iilar patterns of
tiverall perceived seifficacy were notbetween the groupkhat is,
participants overall perceivedffetficy increasdghtlyregardless of which
meeting they attended. Such findings may proveelaoaten for the

increases in the TME ratwggh will be discussed shortly, as behavioural
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change is strongly determined {ayfisalfyBandura, 197 7)urthermore,
Azjen(1991)suggests that the concept of perceived behavioural control can b
captured through measuring the construct of teacher efficaibyer thus fu
highlighting tHak between selfficacy and HDFKHUV:- LQWHQWLR
agreed actiafulou & Norwich, 2000)

IW LV DOVR SRVVLEOH WK D WfficAck MasSE&dvaréd FL S |
following thantial meeting which took place two weeks before the PEP or CoA
meeting The researcher noted that at a numbeindfatmeeetings, the

school staff took advantadgee afgportunity of contad colleagues and
immediately began discussing straitgoadly, the researcher did not feel it

was appropriate to stop such discussions as they could hded potaetially

implementation of strategies to stipgohCpupil.

Although studies have shown that increasiecheglmay lead toradtive
instructiongAllinder, 19949nd behaviour management tecliwoodslk

& Hoy, 1990)it may be possible that thratighding thmitial meetig
participants felt supported by their colléguasell & Pajares, 1999)s

may havegotentialhhal an immediate effect upom geeceived selfficacy

thereby redung anyatereffects of the PEP or @@&ting on the sefficacy

of the school staffs has already been highlighted in5s2atioa limitation

of the current study is the relatively high participant attrition rates between tim
1 and time 2. It is possible that the larger group numbers at the initial meeti
SRVLWLYHO\ DIIHFWHG W Kficag Bruthet Fes&RiQ WV -
could therefore explore dmimum group size itdluence teacher -self
efficacy. This cowl$olink to another issue which was noted in the current
study which could have had an influence on the school staff perceived s
efficacynamelythe roles of thasgolved in the group.
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The control and experimental groups consisted of five and ten participant
respectively. Although the participants in the CoA valued the support fron
colleaguet,was identified through the focus ghat@sarea of contention

for the participamss related tbe composition of the groGp#\ typically

involves a group ei®adult§Wilson & Newton, 2006jowever, in the

currem study the CoA sessions only involved a maximum offoearaaglts
thatthe integrity of the approach may have been compduitisedlly,

only forty per cent of the participants were in management roles which, simil
to Symg2011)and Creese et @998) may have had an impact upon the
perceived success of the dgrorthermore, a number of participants held non
teaching roles such as TAs. It is possible that, as indicated by Higgins :
Gulliford (2014) the selfHIILFDF\ RIWWBRHAKTQRQSDUWLFLS
current study was adversely affedtesl docipolitical context of the school,
particularly in terms of their lack of power or control over organisational factor:
Consequently, the CoA approach may benefit from further investigation into tt
optimal group composition for changeeifiiceely particularly with regard to

the roles held by those in the.group

Finally, as has been described by B¥)ri we experience success we

are more likely to engage in similar actions in the future which will have :
positive impact upon our perceivedfiealfy. Therefore, it may be that the
effects of participation in CoA are deferred and that adults need to experien
the success of theraqch in order to experience heightesediicaelf in the

future. None of the staff involved had any experience of CoA. It would therefol
be interesting to consider whether attendance at future CoA sessions has
LPSDFW XSRQ Wkfics8yD UWLFLSDQWYV:- VHOI
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5.2.3.Research Questibn

Do adults who attend a CoA session report higher ratings of success in carry
actions when compared with those who attended the PEP meeting control gro
TheTME(Dunsmuir et al., 2008¢asure was used to assess the effects of the
&R$ LQWHUYHQWLRQ RQ SDrUdsrying It Qyeéd SHL
actions. Through the process of the PEP meeting or CoA session a numbe
target outcomes were identifiedDTHer LAC, or another key member of

staff, was asked to rate their perceived success of achieving the target on
occasns: immediately after the meeting; and four weeks following the meeting
As described in secttbh8 nonparametric tests were carried out and
statistically sifjoant differences were found between the scores of the
experimental group at time 2 and tirmeg8esting that participants who
attended the CoA session were more likely to perceive that their actions we
successfully carried out following a pefiodr afeeksConversely, no
statistically significant differences were found for the change in the control gro
scoresHoweverthe scores between the control and experimental group were
not statistically significant, thus indicating that there may be some discrepant
in the findings. The following section will now discuss these findings in terms

the existing literature.

As highlighted by Truscott et(2012) creating change in school staff is a
complex process which requires an understanding of the mechanisms underl
change. This complexity is also reflected in the model presdoted. by Po
Norwich(2002)wvhich suggests tinanharbehgiour is influenced by a number

of factors including cognitive reactions and causal attributions. A number
studies which have evaluated group {saibiegh approaches claim that
SDUWLFLSDWLRQ KDV DQ HIIHFW XSRuige WKH W
strategieBozic & Carter, 2002; Brown & Henderson, 2012; Jackson, 2008)
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However, no actual measures of behaviour change were used, thus highligh

the importance of exploring this element in the current study.

Althougbunsmuir et gR009)rovide examples of the TME measure in use
with chilebased targets, the targets devised in the current study related to th
actions hich would be carried out by the members ohestpétticipants
maytherefordave felt more inclined to report elescates if they perceived

that theywere responsible for carrying out the @uidou & Norwich,

2002) Furthermore, the biases associated w@hogetheasur@sazdin,

2003)are particularly pertinent with regard to the TME as it was completed
directly with the researchehotigh a standardised procedure was followed to
minimise any biases, it is possible that the participants in the experimental gr
providecemphaticatings of success which may explain the significant finding

between time Adatime 3.

Whilst the currestudy did tentativehdicatehat participation in the CoA
process may lead to higher ratings of perceived success in carrying out ag
actions, it should be acknowledged that an adaptation of the measure was u
Dunsmuir et dR009kuggest that updentification of the target, participants
DOVR UHSRUW DQ TH][Sthewds G Bed duHeDdt: study W L C
partigpants only reported the perceived level agkueveding to Weiner
(1980)our actions are predicted by qecetions of success. However,
Poulou and Norwi@0@) recognise that there may be a discrepancy between
intentional and actual behaipig also possible that the participants who
provided the ratings were influenced yvikeE M H Bfvthie \gkbug BU P -
described by Azj@®91)in theTPB an issue which could have been further
exacerbated through piiogi a score of expected suEceskesereasas

WKH UHVHDUFKHU IHOW LW ZDV QRW QHFHVVD

expected success. Further research is therefore required into the use of TI
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measure, particularly with regard toghe usW KH fH[SHF&aW#H G OHY

will be considered further in se&ffon

It is posited that safficacy strongly influences our g@eamdura, 1977)
Consequently, it might be assumed that due to the lack of changes in the scl
staff perceived sdffcacy in the current study, the impact of the CoA session
onWKH SDUWLFLSDQWYV: SHUFHLYHG VXFFHVV P
the case and perhaps highlights the difficulties in ascertaining a relations
between sadfficacy and actions. As has already been ahedéddiogs

related to the p&rFLSDQWYV: SHUFHLYHG &oXIeFbBeIVV R(
explained by the biases associated wiporselmeasures. Another
explanation is that only one person from each of the CoA sessions completed
measurethose with the greatest responsibilégtimns around the focus

pupil The rationale behind this was to ensure some level of consistency in t
ratings. However, it is possible that the participants completing the measure ¢
present with a higher-efitacy if the results were analysedimmhividual

level. It was beyond the scope of the current research to explore this furthe
although future research could consider exploring the correlations betwee

perceived sefficacy and ratings oesscc

A final point for discussion witlidreégahelfME data is concerned with the
limited change in reported success of actions for those attending the Pl
meeting. Whilst this may initsaijgest encouragwigence for the use of the

CoA process in ensuring that actions are carriedwdtbé secognised that

only two PEP meetings took place with a total of five membétssof staff
possible that the participants in the PEP meeting group were delegated w
comparably more responsibilities in terms of carrying out the agneed actions
those in the CoA group, which in addittirtalready high worklGEtue

Education Committee, 20MMay have impat upon the success of such
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actionslt shouldilsdoe acknowledged that members of school staff other than
the DT are not typically invited to attend PEP meetings. For the purposes
providing a comparison with the CoA in the current study, sethdols agre
invite additional members of school staff. Despite this, only two teachers we
involved. Thikighlights a systemic issue irththaeachers involved in
implementing the changes were not necessarily present at the PEP meet

which may have imgaatpo the success of such actions.

5.2.4.Research Questién

:KDW DUH WKH SDUWLFLSDQWV: YLHZV RI WKH
CoA?

Whilst the main focus of the current study was to evaluate the CoA process
terms of the quantifiable changes for the members of staff involved, Pawson
Tilley(1997)also emphasise the importance of exploring the mechanisms whic
LQIOXHQFH FKDQJH &RQVHTXHQWO\ WKH LPE
views was recognised, particularly as the approach had not previously been
by the EPS or CYPCES

Through the focus groups tReUWLFLSDQWYVY FRPPHQWHG
HI[SHULHQFH- DQG UHSRUWHG I|L@Gvokng, #6KH SL
has similarly been reported with previous evaluations of gresglyvmgblem
approachg8rown & Henderson, 201iAtluding CoADempsey, 2012;

Syme, 2011Although patipants reported on the perceived utility of the
process, this did not seem to influence their sense of efficacy, as was sugge
by Coladarci & Bre{d@®97) However, this may be due to limitations of the

curent study wth will be discussed shortly.
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CoA is described as a structured psoblarg tool which combines both
process and graphic facilittieon & Newton, 2006) is perhaps not
surprising then that the sdtafflreported on the visual representation, clear
stages and opportunity to explore organisational factors as being helpful to
process. These findings mirror those described bgtpdeegidEmpsey,

2012; Syme, 201A5 is the case with other predménmg procesfBsown

& Henderson, 201®)e clear stture of the process appeared to be valued by
school staff supporting gpwiih challenging behaviour, such as the LAC pupils
LQ WKH FXUUHQW VWXG\ :LWKLQ dicthorstithSUR F H \
UHJDUG WR WKH Y{FKLOG:V YRLFH:- VWDJH KL
DOORZHG WKHP WR FRQVLGHU WKH SXSLO:-V Il
concerns about the assumptions which were being made about the pupil. A
advised B¥ilson & Newtof2006) pupils are not invited to attend the CoA
session. However, in light of the renewed emphasis on the importance ¢
involving children and young people in decision making arour{@fteeir SEN
2014) it may be necessary to reconsider how children and youngepeople can

involved in the CoA process.

As has been noted previfBekic & Carter, 2002; Striregeal., 1992)

school staff who participate in group psoblarg approaches regort

feeling supported by their colleagues. The curreahsésiggse findings in

which the participants also reported that they valued the differenigberspectives
the other group members. Through sharing informationstadtywten
participants suggeshed they were able to gain a holistic view of the pupil,
ZKLFK PD\ UHIOHFW WKH YfGHHSHU XQGHUVWD(
proces@VNilson & Newton, 2006)owever, participants also reported that the
process highlighted gaps in their knoMédlge this was helpful for the
overarching goal of supporting the vulnerable pupyspribvide some
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explanation for tfeelings of vulnerability which deseribed by some staff,

perhapsfluencing theerceived selfficacy.

Although the school staff appeared to value the CoA process, a number of fac
were also highlighted which may have impacted upon the perceived utility of t
process. Firstly, as is evident in reviews of othersphahlprmprocesses
(Brown & Henderson, 2012; Creese et al,,th®98hgth of time required

for the session was identified as a challenge which may have impacted upor
numbers of staff involved ¢h e&the groups. Such findings replicate those
described by Demp@9i2)and Sym@011)and highlight the importance of
working with stakeholders to ensure that the process is feasible in their schc
6HFRQGO\ WKH TFKDO O H Qehtifigd a5Qa kéeX SUBtRethe/ L Q .
whichreflected WKH SDUWLFLSDQWV: IUXVWUDWLRQ\
PHHWLQJV ,Q DOO EXW RQH RI WKH H[SHULPH
had changed dramatically since the CoA meeting itself which patentially had
effect upon the school atalffy to arry out successful action as a result of the
sessiormhe implications of this will be discussed further b 4datispite

this, such challenges did naodrajgpbe reflected in the TME data, although

this could be due to the limitatiook wili be discussed shortly.

The current study aimed to consider what change occurred for the participants
a result of their involvement in the CoA processibgs tbgystruscott et al.

(2012) facilitating and maintairstegfchangesolelythrough consultation
methods can be a challenge, as is evident in the current study. However, thro
the focus groups the participants deguateges both in terms of an emotional
effect and an effect upon their profgzsotieéSimilar to Daws@013)

it was identified that participation in CoA could lead to a change in sta
behaviour towards the pupil although no behavioural observations were carr

out to confirm such reports. The use of the TMEtherafounggoes some
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way taadd to the claims that involvement in psolberg groups can lead to
change in school staff beh@Biozic & Carter, 2002; Brown & Henderson,
2012)

5.2.5. Summary of key findings

The purpose of the current study was to explore changes in school staff follow
participation in a CoA intervention. Although no statistically significant chang
ZHUH IRXQG LQ WHUR#ausa lativibKtiansSandesetbdyl S D Q W
WKHUH ZDV D VLJQLILFDQW LQFUHDVH LQ WKH
actions for those in the experimental group. Additionally, through qualitative
methods, participants reported a number of gffatitspattion in the CoA
process including positive changes of their own behaviour towards the puy
Such findings provide sam@ugtious eviderfoe supportinghe use of CoA

with adults supporting LABey also provide insights into the mechanisms of
change within the procebsrd are a numbecarfsiderations for the design

of the current study which will now be the focus of discussion.
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5.3.Strengths and limitations of the research
The current study has a number of strengths which may atddpladee to |
within the evidence base for the CoA approach. With reference to the evaluati
of four problersolving approaches, including CoA, Bennett &20drigen
state that:
"$00 RI WKH H[LVWLQJ UHVHDUFK FRXOG E
validated pamd posttervention measithespme statisticalysdf the
dataSUHVHQWHG DQG WKH XVH RI FRQWURO J

The current study aimed to include these components in addition to the use ¢
control group. The current study also utilised a pilot study which allowed th
researcher the opportunity to reflect upgairaarther support in aspects of

the CoA process as well as more practical elements of the study, such as tria
the use of the measures. Despite this, thenedaratations of the current

study which will now be considered.

5.3.1.Evaluation of meases

To identify whether any changes occurred following participation in the CoA ¢
PEP meeting, the school staff were required to complete a range of measu
which had been developed and utilised in previous publi$Dedstudres

et al.,, 2009; Emmer & Hickman, 1991; Poulou & Norwich\Whi60)

efforts were made to ensure the reliability and validity of such measures, a:
described in sect®4d the researcher acknowledges the limitations associated
with the use of saport data to attempt to capture constructs such as self
efficacy and causal attributions, which will noe foeugh of further

discussion.

5.3.1.1. Selfeport data

Although seléport measures are widely used in educationalkazeéiax,ch

2003) they are heavily reliant uponotiesty of the respondent which may
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affect their validityertens, 2005) SDUWLFLSDQWYV:- UHVSRQVEH
by a variety of extraneous factors including the motivation of the responder
(Robson, 2011Additionally, sekport data may be affected by the biases
associated with social desirébilibsmuir et al., 200B0)is is particularly
pertinent with the TME data in which the participants were required to provids
a ramg on their perceived success of a target in the presence of the researcl
The participants were gigen brief information on the process prior to their
involvement. The purpose of this was to provide an element of control in tern
of the informatiamhich was shared with participants. However, it could have
increased their awareness of the possible focus of the research which may
influenced tieesponses in the meadtwes similar reason, a decision was
PDGH WR RPLW W Kihy ifi thESME &% H @agQddt¥d-i@at tHisD W
may have led to biases associated with demand chi@abtarstiz811)

DQG SRWHQWLDOO\ L @creakatiqurofercaMedHsusdess\oil F |
the agreed actioAsfurther consideration with regard to thmlitelend

validity of the se#fport data is that the sasesures were used repeatedly on
three occasions. Although the purpose of this was to consider whether a
changes occurred over tineeyse of repeated measures can crettesrisks
potentiallynfluencing explanatiorth@tack of statisticallgiBaant findings.

To reduce the possible practice effects future research should consid
randomising the order of the questiendemdtinghe length of time between

completing the measures.

Both the Attribution Invent@®pulou & Norwich, 20Gf)d the Teacher
Efficacy in Classroom Management/Disciplifieémsoale& Hickman, 1991)

were developed for use with teachers. Homeeeeryént study involved a
number of participants who were otheeaoting members of staff.
Consequently, the measures were adapted for use thus affecting any compar

which can be made withotiggnal measuresr Fhis reason, any reliability
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and validity data reported by the original authors cannot be applied to th

current study.

5.3.1.2. Difficulties in capturing constructs

A further limitation in the current study is concerned with the difficulties
associated with accurately capturing cosstiucis attributions and self
efficagyotherwise known as construct véliditen et al., 201Perceived
sekHIILFDF\ LV GHILQHG DV RQH:-V EHOLHI LQ W
DFWLRQ 7KH Yf7HDFKHU (IILFDF\ LQ &ODVVURF
(Emmer & Hickman, 1998s used to measureefielcy specifigain

relation to school s&@fperiences of behaviour management. It is therefore
argued that the measure was domainBpedi; 2006and consequently,
achieves good construct validity. Furthermore, the scale devised by Emmer ¢
Hickmar{1991)s based upon a measure devised by Gibson #h882e&mbo
ZKLFK FODLPHG WR FRUOUT)daNSHR@BEC BifRack 8n@ G X U
outcome expectaso However, Woolfolk and KH®90)reject such claims

and argue that-sdficacy is a complex construct which istdifir@asure.

In order to ensure that the perceivetfisalfy measured in the current study
was domain specifiee researcher made the decision to ofgrsomal
Teaching Efficafactor as it was identified that a number of participants were
not in teaching roles. The score obtained in the two remaining factors were th
FRPELQHG WR SURYLGHf Be@ffich&yY HiwBverOthe PHD Vv
omission of one factor may have influenced the esféicaltgedtores and
WKHUHIRUH PD\ QRW EH UHSUHV-HEffgaddyDWLYH R

In attempt to provide a measure of attributions, Poutaicig&(2060)

developed a range of vignettes designed to replicate the types of behavio

problems which teachers may face. One vignette was chosen for use in -

current study as it most closely represented the situations of the LAC pupils
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the focus of the CoMl ®EP meetings. Although vignettes have the advantage
that they provide an element of control in the situations to which the participar
are responding, it is argued that vignettes may lack ecological validity al
therefore not accurately represent th&VpaF L S D Q W(GreyDeWal U L E X V
2002)

The challenges associated with construct validity are further emphasised by
contradictions fouhdtweerthe gantitative and qualitative datalsi\ho
statistically significapsults were identified for #teibution measure
analysis of qualitative data indicated that participation in the CoA session n
have had an effect upon the staff in termgefcm@ions of the pupil. It is
therefore possible that, througtougjg attempting to avoid a Type | error the
researcher actually encountered a Type Il error wimelebygbthesis was

falsely accepté@larke, 2004)Further research may therefore explore
DOWHUQDWLYH PHDVXUHV RI WHDFKHUV:- DW!'
Lambert and Mil010)

5.3.2.Experimental design

In addition to tle®nsideratiodgscribed in relation to the measures used, the
results of the current study may be influenced bgduetiveéh regal to

theuse of aexperimental desig D fUHDO.ZRUOG:- FRQWH[W

5.3.2.1. Sample size

The researcher recognised that conclusions fuorenthstuxly would be
optimised by the use of a large samplié seoendary schools il g

which the research took place were contactedhi3gspitea small number

of school staff weneolved which also resulted in differences detween t
participant numbers of the control and experimental group. Therefore, an

conclusions made in the current study are;téntétereresearch would
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benefit from an increased sample of partiagpamatisulated by a power
analysi@Vright, 2003)

5.3.2.2. Bias

As has already been described m5s8cti?W KH SDUWLFLSDQWYV - |
selfreport measures may have been subject to bias. Additionally, as is typica
research carried out in the (iBadic & Carter, 2002; Farouk, 200d)
resarcher in the current study was also the facilitator of the intervention. Ir
recognition of the ppssitivist standpoint, the researcher attemptethto rema
objective at all timéSreswell & Plano Clark, 200H9wever, it is
acknowledged that tG&PCESwere understandably eager for positive
outcomes of the Caygproach. Therefore, it is possible that the objectiveness of
the facilitators was sometimes compromised, although through clearl
negotiating the purpose of the research with the stakeholders during the planr

stage of the research it is sudbatsech biases were minimal.

5.3.2.3. Lack of randomisation

RCTsare often perceived as the highest quality research method and allow f
clear conclusions to be made with regard to the effectiveness of interventic
(Fox 2003) Despite this, Frederick@®2)argues that RCTs in the field of
education do not necessarily reflect whether an intervention is effective |
practice. It should be acknowledged that the current study initially attempted
RCT whereby the focus pupils would be randondy atloedher the
experimental or control group. However, it was necessary to reconsider this d
WR WKH WLPLQJ RI WKH SXSLO:-V 3(3 PHHWLQJ

this option further.
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5.3.3.External and Internal Validity

As identified in sectid, a number of threats to the external and internal
validity were encountered in the current study. Although steps were taken t
control for such threats, ftl®wing section describes any further challenges

which were faced throughrtiplementation of the study.

5.3.3.1. External validity

The current research aimed to evaluate the CoA intervention for a very speci
population: school staff supporting LAC @it esidusionlhe amount to

which the findings are generalisaltfeerefyrde minimathus ffecting the

external validity of the st(fslyadish et al., 200R)should be recognised,
however, that the study took place in four different secondathuschool
expanding on previous resd@rempsey, 2012As has already been
identified, the researcher attempted to carry out the research with a large
sample size and the initial pupil inclusion criteria was broadened to increase
further. Howver, it was argued that any further changes to the inclusion
criteria, for example including school staff working at Pupil Referral Units,
would have had implications for the internal validity di (Relstan,

2011)

5.3.3.2. Internal validity
The current reseamdntained aumber of threats to the internal validity

particularln the following areas.

History? the current study aimed to carry out the research in one term, thus
reducing the potential effects of extraneous events on the participants. Howev
due to difficulties in arranging a suitable time for the meetings to take place, t\
of the CoA sessiaraktplace in the Spring term. It is possible that extraneous

events may have occurred in these schools which impacted upon the participe

outcomes.
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Testing In order to determine any changes in the adults as a result of thei
participation in the Gofervention, the school staff were required to complete
the measure on three separate occasions. It is therefore possible that the re
were influenced by practice efféespite a minimum two week period

between the completion of measures

Mortalt 2 A number of initial participants failed to attend the CoA or PEP
meeting despite having given consent irrinberver@ion meeting, thus
leading to a hignortality rate. Additionatiye LAC pupil mevschools

during the course of the stilndgreducing the number of participants in the

control group.

Diffusion of treatrd&mto schools were involved in both the experimental and
control conditions of the current study, although only one member of staf
attended both meetings. In this sitilaidPEP meeting took place first, as is
typical practice, and the participant only completed measures for this group.
the other school, it was unfortunately not possible to arrange the PEP meeti
first. Although different members of staff atterféE® @#ind CoA meetings, it

is possible that the staff discussed the CoA with the control group participal

thus reducing the validity of the findings.

Selectioh Although random allocation was not possidst prealyses

indicated that the group® wemparable at time 1.

5.3.3.3. Treatment integrity

The CoA interventi@Vilson & Newton, 20G8)the focus of this evaluative
study had not been previously used by the EPS or CYPCES. Although the lac
clarity surrounding ttraining requirements of CoA is a criticism of the
approactBennett & Monsen, 201tl)s recognised that the limited training
received by the CYPCES may have influenced the reliability and validity of t
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findings. Furthermore, despite receiving extensive training in the approach, ti
researcher had relatively little experience imgléheeprocess prior to the

study. Consequently, it was imperative that treatment integrity checks wer
carried out. Although the ratings of the treatment integrity were high, thus
indicating that the ten stages of the process were followedt aturktely, i

be recognised that the observers had very limited experience in the appro:

which mayale affected their judgements.

5.3.4.Trustworthiness of qualitative data

As identified by Cohen €R@all1) reliability and validity are equally applicable

to qualitative methods and may simply require r@dekaigigani, 2008)

relation to the current study, valislityponcerned with whether tha da
obtained in the focus groups DQ KRQHVW UHSUHVHQWDW
views about the CoA process. A number of steps were taken to control for tl
threats to validity in the qualitative element of the cuyemtdsare
discussed in sect®b# However, the researcher acknowledges that some
further difficulties were encountered which may limit the trustworthiness of the

gualitative data.

Primarily, these surround the challenges experienced in implementing foc
groups. Focus groups ideally involve between five and ten(anegipants

& Casey, 200®%jowever, due to the small group sizes some focus groups in the
current study only involved three participaistsvill have likely impacted

upon the interactive nature of the discussion, a distinct quality of focus grou
(Litosseliti, 2003)

With regardio the thematic analysis of the responses, a number of steps wel
taken to ensure that the analysis was representative of the focus gro

discussns, as described in segdbokVhilst the researchsed reflexivity to
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consider the influence upon the thatgpotentially subjective nature of

thematic analysis is recognised.
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5.4Implications of the research
The researcher will now consider the implications of the current study for futur

researchi,Aand schools, and EPs.

5.4.1.Implications foapplied research

Whilst the anecdotal evidence for CoA is prdeistog, 1995; Wilson &
Newton, 2006)the current study sought to objectively evaluate the approach
through measuring the outcomes and exploring the underlying processes, a
encouraged in the drive for evitbased practi¢€rederickson, 2002;
Gulliford, 2014Although the importance of changing attributions is recognised
(Poulou & Norwich, 200 current study reiterates the difficulties in shifting
attributionsimply through involvememterventios(Fredackson, Warren

& Turner, 2005; Wiley, Tankersley, & Simms, 2@difipnally, the current

study experienced similar challenges to Gibbs af29 Ewt regard to

changinthheselfefficacpf school staffa real world context.

This lack of conclusive findimgklightsthe complexity of measuring
interventions such as CoA. Inaeésljdentified by Gullif@@il4) CoA is

an example of an intervention with complex chains of causality where the cau
and effects may not be clearly sef@latbe, 2004Future research may
thereforeseek to explore alternative methodological approaches to evaluatin
CoA, for example, through sequential afdyisiE K DunéeystaicRhow

tKH SUHVHQW JH Qpi81Dta/ ldad poaskive dutontBésiide

2004) Tableb.1 presentirtherways in which the research into CoA could be

developedbased on the preceding discussion
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Possible research question

Potential methods to investigate

the research question

Are the outcomes for school staff
pronounced if more than one Co/

sessiois attended?

Quasexperimental design in whic
participants attemultiple CoA
sessions, potentiaftya hatermly

basis.

What impact does CoA have on t

focus pupils?

Experimental design which uses
guantitative measures to explore
outcomes fordlpupil (i.e.

attendance, behaviour).

What are the outcomes of the Co

intervention for primary school sti

Mixedmethods study similar to th

the current study.

Is there a correlation between the
D G X O-#ificacyvaHdXheir rating
perceigd success with regard to

specific targets?

Correlational design which combi
measure of teacher efficacy with
Target Monitoring and Evaluation

(Dunsmuir et al., 2009) measure.

Is there a correlation between the
DGXOWV:- DWWU LhEiX \
ratings of perceived success with

regard to specific targets?

Correlational design which combi
measure of teacher attributions w
the Target Monitoring and Evalug

(Dunsmuir et al., 2009) measure.

Does involvement in a CoA
intervention relsin a change in the
SDUWLFLSDQWYV:- DW
solutions to challenging pupil

behaviour?

Mixedmethods design which invo
WKH TFRSLQJ VWUD]
the Attribution Inventory (Poulou
Norwich, 2000).

Table5.1. Consideration of future research questions to be addressed.
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Furthermore, as bagn identified, any further research into the CoA approach
would benefit from more adults attending the sessions which would lead to
larger ample size. Additionally, the experience and training of the facilitators

should beacefully considered.

5.4.2.Implications for Local Authorities and schools

Although the current study has provided inconclusive results with regard t
whether the CoA appraacin effective approach for supporting school staff
working with LAC, this may be due to the difficulties encountered in conductin
fUHDO ZRUOG: UHVHDUFK &RQVHTXHQWO\ WK
implicattns for the LA which the reseh took place, adlves the
participating school$irough initial discussions kaylstakeholdershe
CYPCESt was identified that much of their role in schools is to indirectly
support LAC pupils through directly supporting the staff. Hewavemnft
structure in such support was identified as a challenge thus supporting the us
the highly structured CoA approach. Consequently, the research was ve
relevanto the needs of the CYPCES

‘KLOVW QR FKDQJHV LQ Wuwiths DpekteivEd-Sel Q W V
efficacy were noted following involvement in the CoA intervention, the analys
RI WKH 70( GDWD LQGLFDWHG WKDW SDUWLFL S
significantly higher in terms of perceived success with agtieadtiactens
attending the PEP meeting. This may indicate that participation in CoA lea
adults to carry out agreed actions succeksfitdlyer, dr the reasons
described above, such claims can only be made tentatively but may he
potential implicatidios the LA and schools, in wheasurabbeitcomes are
becoming increasingly impdiddi; 2014)
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Furthermore, through the analysis of the focus group disownasions, it

identified that participants generally viewed the CoA positively, and valued tt
opportunity to share information with colleagues. A number of participants
commented on the applicability of the process for other pupils, further

supporting its contiduese in the LA.

Despite the positive implications identified, the current research may also he
financial implications for the LA, as it has been identified that the delivery of t|
CoA intervention may be enhanced by formal training in the agproach whi

may influence the outcomékdanembers of staff involved.

5.4.3.Implications for EPs

Ashighlighted in section 3.1, EPs may play an important role in the drive fo
evidencbased practigfearrell et al., 200G)he evidence base for the CoA is
somewhat limitéBennett & Monsen, 20d1id the current study sought to

add to this. Consequently, the study mawmber of implications for EP

practice.

Firstly, although the group approach utilised in the current study did not lead
any significant changes in terms of the causal attributions and-perceived ¢
efficacy of the school staff, the comments ongtiethier qualitative element

to this study have particular implications for EPs. Participants valued havi
dedicatetime for discussiarsd the support they received from colleagues
Despite this, one of the major limitations of the current stedgnvedls th
group numbers, potentially due to the time required for the session. It ma
therefore be appropriate to considetohimarease the feasibility of the

approach for school staff who are aheedy bigh level of pressure.

For EPs working ie thA in which the research took place, LAC are a priority
DQG ZLOO FRQWLQXH WR EH FRQVLGHUHG DV 1
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Consequently, the current research has strong implications for how EPs r
provide indirect support to LAC, parlculdurther research can be carried
out to identify what effects, if any, the approach has on the outcomes for tt

pupils at the focus of the discussion.

In light of the current developnrerte SEN Code of Pradiie, 2014)

there is an increased emphasis on the importance of gaining the views
children, young people and peeents or caserYoung people and their
parentare notypically invited to atte@dA sessi®rthus questioning the
sustainability of the approach. It may therefore require further consideration
WR KRZ WKH DSSURDFK LV fVROG:- WR VFKRRC
SODFHG XSRQ WKHWsod B X&wtyn Zodapatiorvdf Be

approach.
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6. Conclusions

The aim of the current study was to evaluate the CoA approach with school s
supporting LAC at risk of exclusion. The final section will coeseackhe
in light of its initial aims and will present a general conclusion of the currer

research.

LAC are a particularly vulnerable group in our(Gaonreton & Maginn,
2011)and hve often experienced adversity which may lead to them being ovel
represented in school exclusion(bdes2012a)ften due to challenging
behaviour. Supporting children who display challenging behaviour can |
extremely frustrating for school(B@ifou & Norwich, 2002Zhis an lead

WR WHDFKHU EXUQRXW ZKLFK PD\ KDYH D F\F(
(Brouwers & Tomic, 1999pnsequently, the importance of identifying ways

to support teachers and enhance change was recognised, aajbritialy thr

use of a group probkatving approach. A range of approaches were explored
and upon reflection, Quilson & Newton, 200@3s identified as a suitable

intervention for use with the school staff who participated in the current study.

The present study aimed to expand upon previously unpublished doctoral the
by utilising a mixetethod approach to explore the effeet€oftlappach

on school staff suppotid@ at risk of exclusion. Additionally, it proposed to
explore the claims made by previous research that participation in grou
problensolving approachesds to behaviour changehmol stafBozic &

Carter, 2002; Brown & Henderson, 200@)gh the use of {fhRIE
(Dunsmuir et al., 2009he evidence base for the CoA approach is somewhat
limited and therefore thierent research aimed to entm@ecerentesearch

base. A pragmatic approach was adopted which combined elements of a p
positivist quaskperimental design with an interpretivist approach to gain
TXDOLWDWLYH LQIRUPDWLRQ UHJDUGLQJ WHK
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intervention. The researchk pace in four secondary schools in the North of
England and involved a total of 15 parti¢ybgistano statistically significant
FKDQJHV ZHUH REVHUYHG ZLWK UHJDUG WR W
perceived selfficacy, participants ime texperimental group did report
statistically significant increases in their ratings of perceived success on
agreed actions. Through the qualitative element to the study, participan
reported that they valued the clear stages of the procggsoatuhitiieta

KDYH GLVFXVVLRQV ZLWK FBpor@di EhatX their 3D U
involvemenh the proce$sad to changes in their giofed practice and had

an emotional effect upon timwever, some challenges of the process were
also notedin particular, participants commentetheomapidly changing
circumstances of the LAC pupils which impacted on their ability to carry oL
actions. Additionally, ensuring that the relevant professionals were present

have implications on the success of the approach.

Upon reflection, the @nt research may have benefitted from a number of
changes to the design and implementation, as leacaliEskmdectni

For example, the current resenaay be limited by the small sample size and
the biases associated with focus groupsreputtsaditalhe researcher
considered the limitations of the current study and provided a brief exploratic

of further research possibilities with regar@dds gygproach.

Although the current study provides some support for the use of the Cos
approach, further research is required to identify more conclusively as t
whether the CoA is an effective approach which can lead to positive change
staff suppany vulnerable pupils in schdéalsis typical of intervention

research, the current study aimed to uncover the effects of the CoA
intervention. However, in cases such as this where there are long chains

causalitfGulliford, 2014}t is imperative that future research focuses upon the
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underlying theoretical mechanisms and processes in order toadpsider not
whathanges may occur butwdigsuch changes may occur as the result of

participation in the CoA intervention.
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Appendix 1. List of Acronyms

ANOVAZ2Analysis of Variance

CHABAZ Challenging Behaviour Attributions Scale
CoA 2Circle of Adults

CP$S2Creative Problem Solving

CYPCESChildren and Young People in Care Edieraiice (CYPCES)

DORAZ2Decision Observation Recording and Analysis
DT 2Designated Teacher

EP2Educational Psychologist

EPL2Exceptional Professional Learning

EP&? Educational Psychology Service

LA 2Local Authority

LAC- Looked After Children

PEP2Personal Education Plan

RCT 2Randomised Control Trial

SC2Solution Circle

SENZ2 Special Educational Need

SENC@ Special Educational Needsdiwtor

SSS Staff Sharing Scheme

SWOT2Strengths, Weaknesses, Opportunities and Threats
TA 2Teachingssistant

TEP2Trainee Educational Psychologist

TIPS2 Teardnitiated Problem Solving

TME 2 Target Monitoring and Evaluation

TPB2Theory of Planned Behaviour

VSH2Virtual School Head
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Appendix 2. Summary of excluded studies from systematic review

Study Reasorfor excluding

Thomson et al. (2003) | Outcomes of the group consultation

not the primary focus

Yetter (2010) Outcomes of the group consultation

not the primary focus

White et al. (2013) Problensolvingpproach delivered on

individual level

Bennett & Monsen (2011 No outcome measures used

Lam (2006) Outcomes of the group consultation

not the primary focus
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Appendix 3

'‘"HWDLOHG GHVFULSWLRQ RI WKH T:HLJ

Study Weight of Weight of Weight of Weight of
Evidence A: Evidence B:| Evidence C: relevg  Evidence D:
trustworthineg appropriatenes evidence overall judgem
design
Medium High Medium Medium
Bahr et Recruitment of RCT method Suggests that
(2006) | participants me utilised problerrsolving
have led to approach is effect
biases. but conducted in |
and therefore ma|
not be generalisal
Medium High Low Low/Medium
Newton ( Replicability | RCT waitist Outcomes of the
al. affected by ran control problerrsolving
(2012) | in interobservel groups not explici
agreement.
Medium/High | Low/Medium Medium/High Medium/High
Brown § Detail given o Method fit for| Teachersited the
Henders{ process and purpose of process highly by
(2012) | methods were evaluation bu{ limited by small sc
triangulated. could have of the study.
benefitted fron
premeasures
Medium Low/Medium Medium/High Medium/High
Bozic & Detail given orf Method fit for Suggests some
Carter | process butn¢ purpose of | possible outcomesg
(2002) | fidelity checks| evaluation bui group consultatio
could have LQFOXGLQ
benefitted fron, WKLQNL
premeasures
Low/Medium Medium High Medium
Jones,| Only one formg Mixedmethodg Causal attribution
Monser; SSS sessionv| used but no | changed as a resu
and carried out. | control group. participation
Franey
(2013)
Medium Low/Medium Medium Medium
Evans | Triangulation @ Method fit for| Suggests that gro
(2004) | measures bul purpose of | consultation may |
potential biase| evaluation bulf effective.
could have
benefitted fron
premeasures
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Low Low/Medium Low/Medium Low/Medium
Jacksor Limited Method fit for| Someositive effec
(2008) | replicability an¢  purpose of | of work discussio
unclear as to| evaluation bu{ groups but limiteg
whether other|  could have | information on thg
factors may ha| benefitted fron process
influenced. premeasures
Low/Medium Low Low/Medium Low
Farouk Limited Purely Descriptive refio
(2004) | replicability bui  descriptive does suggest tha
includes high method would be

level of detail g
problerrsolving

process.

effective.
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Appendix 4. Circles of Adults information sheet

1&LUFOHV RI $GXOWYV-
$GDSWHG IURP LQIRUPDWLRQ SURYLGHG
by Wilson & Newton (2006)

T&LUFOHYV aRproBl&soing @rockss which supports adults who are working
with pupils displaying challenging behaviour and emotional difficulties. The process
lasts approximately one hour and will be led by staff from Educational
Psychology Service and den@fithe Children and Young People in Care Education
Service. The facilitators will lead the group througtaile @i@cess which is
GHWDLOHG EHORZ 3DUHQWV DQG FDUHUV DUH QR
sessions. However, school veitidmiraged to feedback appropriate information,
particularly regarding the actions agreed through the meeting.

One facilitator will be responsible for guiding the group through a series of questions
which aims to develop a deeper understanding sfltl@ pv FKDOOHQJLQJ E
This then leads to the development of hypotheses and possible strategies to suppor
young person. Throughout the process the graphic facilitator will record the responst
using key words and images on large papei ihicisibie to the whole group. At

the end of the session this will be left with the school to provide prompts for future
review sessions.

The 16tage process:
1) Agreement of GROUNDf&Uh&E Session

2) PRESENTATION OF PROBLEM
One member of the groupbe asked to describe any information about the
young person which they think may be relevant. This person will have
volunteered before the session and will be someone who knows the young
person well. Following this, other members of the grougkedlltbe a
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FRQWULEXWH DQ\ DGGLWLRQDO LQIRUPDWLRQ
VLWXDWLRQ VR WKDW D fULFK- SLFWXUH RI WK

3) EXPLORATION OF RELATIONSHIPS
Through questions from the facilitator, this stage aims to encourage the
problen-presenter and other members of the group to consider the quality of
their relationship with the young person.

4) Consideration of ORGANISATIONAL FACTORS
The group will collectively identify any factors within the organisation which
PD\ EH TKH@SBHUL QRU WKIH FXUUHQW VLWXDWLF

5 /ILVWHQ WR WKH &+,/'-6 92,&(
At the beginning of the session members will be asked to volunteer to be the
TfYRLFH RI WKH FKLOG: $W WKLV SRLQW WKH I
be asked to suggest what thenghitdsay had they been present during the
previous three stages.

6) SYNTHESIS
The graphic facilitator will briefly highlight the comments made by the group
VR IDU DQG ZLOO WU\ WR LGHQWLI\ SDWWHUQV

7) GeneratiorHdfPOTHESES
Members of the groups will be asked to offer any theories/hypotheses which
they feel may be relevant to the situation. At this stage, the emphasis will be ©
the generation of any possible hypotheses and there is no expectation for the
group t@agree on any one hypothesis.

8) Generation of STRATEGIES
With support from the facilitator the group will be guided in developing
possible strategies which explicitly link to the hypotheses which were generate
in the previous stage. The group will beagaddo elaborate, develop and
VWUHQIJWKHQ HDFK RWKHU:-V VWUDWHJLHV

9) Agreement of FIRST STEPS
The problerpresenter is invited to consider which two or three strategies
could be implemented immediately or within the next week. The facilitators
will suppdrthe problerpresenter in developing clear outcomes related to the
agreed strategies. Other members of the group will be encouraged to support
the problerpresenter in carrying out the strategies.

10) T15RXQG RI :RUGV-
All members of the group will be tsledcribe their experience of the
T&LUFOH RI $GXOWV: VHVVLRQ LQ QR PRUH WK

YXUWKHU LQIRUPDWLRQ RQ WKH f&LUFOHV RI $GXC
http://www.inclusivesolutions.com/problemsolving.asp
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Appendix 5. Recruitment letter sent to schols
The University of

!‘: Nottingham

UNITED KINGDOM - CHINA - MALAYSIA

Contact: Jennie Turner
Tel:

Fax:
E-Mail:
Web:

Date:

(YDOXDWLQJ WKH &L UFO Hfgr &Iult$ Supportvy - LQWH
Looked After Children at risk of exclusion.

Dear (Headteacher),

| am a Trainee Educational Psychologist from the University of Nottingham
currently working at Educational Psychology Service. | am carrying
out a doctoral research projectto évalyalK H f&LUFOHV RI $GXOW
(see additional information) on adults supporting Looked After Children at risk
of exclusion. To evaluate this intervention comparisons will be made with the
typical Personal Education Plan (PEP) meetings vidmehinasehpols. This

will help us understand more about how those involved can most effectively pl
for these potentially vulnerable children.

| would like to ask for your support in the project outlined, through:
1. Identification of a focus young [feesobelow)
2. Consent to convene support meetings arolseetehow)

Schools are being asked to identify pupils who meet the following criteria:
x Currently on role fear 7 to Year 11
x Identified as a Looked After Child

x Identified by school as bgipgV ULVN RI H[FOXVLRQ: - GXF
behaviour

Additionally, schools are being asked to ensure at least three members of sch
staff who are involved with the pupil would be available to attend either the PE
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PHHWLQJ RU D Y &iotl Fli@ ddultRihvlGd @i invitdd YoV
complete a questionnaire on three occasions to gain their views about challen
behaviour: two weeks prior to the meeting; immediately after the meeting; and
fourweeks after the meefirige adults will alsoibvited to attend a brief
focus group to discuss their views about the Circle of Adults process.

&RQVHQW ZLOO EH VRXJKW IURP WKH SXSLO:V
UDQGRPO\ DVVLIQHG WR HLWKHIgt eoiHi& LUFOHV
group in which a typical PEP meeting will take place. Should participation in tr
T&LUFOHV RI $GXOWV:- VHVVLRQ EH VKRZQ WR |
involved any schools who are part of 4ist eaitrol group will be given the
opportunt WR EH LQYROYHG LQ D f&LUFOHV Rl $GX
ended.

It would be helpful if you could discuss this request with the designated Teach
for LAC in your school. If you would like to take part in this study or would like
to find ouany further information, please do contact me on the details
provided. | shall be contacting you within a week to ask whether you would like
your school to participate. Should you decide to participate | would be grateful
you could provide the namasygbupils who meet the above criteria. This

study has the support of the Children and Young People in Care Education
Service in . The study may lead to written summaries and outputs, and
there will be no identifiers in these. All informatioamalyraised. During

the study all datdl be kept confidantlaill be stored in a secure location at

the address provided in this letter.

Yours Sincerely,

Jennie Turner
(Trainee Educational Psychologist)
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Appendix 6. Pupil consent letter forSocial Workers

w The University of
M | Nottingham
UNITED KINGDOM - CHINA - MALAYSIA

Contact: Jennie Turner
Tel:

Fax:
E-Mail:
Web:

Date:

(YDOXDWLQJ WKH T&LUFOHV RI $GXOWV:- LQWHUY
Looked After Children at risk of exclusion.

"HD U « &« &« &KL K 6RFLDO :RUNHU

| am a Trainee Educational Psychologist from the University of Nottingham currently working i
Educational Psychology Service. | am carrying out a doctoral research study
HYDOXDWH WKH T&LUFOHV RI1 $GXaiM)Von scQoM Staffysd@@atibdr Q V-
Looked After Children at risk of exclusion. The aim of the study is to gain more understanding on h
to help schools in their planning for vulnerable children.

7KH '"HVLIJIQDWHG 7HDFKHU DW «««essed an Bitergdt @ being knkoked KDV
LQ WKLV VWXG\ $V «««««««« -V 6RFLDO :RUNHU , DP ZULWL
KLP KHU WR EH GLVFXVVHG LQ HLWKHU D T&LUFOHV RI $G>
meeting. If you give permissian< « « SXSLO ZLOO EH DOORFDWHG WR H
group or a wdist control group in which the typical Personal Education Plan (PEP) will take place.
7KH f&LUFOHV RI $GXOWV:- PHHWLQJ ZLOO WDRBahedl SBDFH G X
ZKR VXSSRUW «««««« SXSLO <RX ZLOO DOVR EH LQYLWH
to do soPlease ngiging consetibes notean that this pupil will be involved in the study directly,

only that we can look at which planodegges optimise support for LAC.

,Q RUGHU WR PHDVXUH WKH HIIHFWV RI SDUWLFLSDWLRQ 1
meeting it is a requirement of this study that:

1. Atleast three members of school staff are invited to the meeting.

2. |, the researcher, am given permission to attend the meetings purely as an observer

Participation in this study is voluntary and you are under no obligation to give permission for tt
meeting to take place. You are free to withdraw your consent, &eéone moiduring the study.

All data collected will be kept confidential, stored securely, and used for research purposes only. If
have any questions or would like to find out any further information, please do not hesitate to cont
me on the détaprovided.

Thank you for taking the time to read this information.

Yours Sincerely,
Jennie Turnéfrainee Educational Psychologist)
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r The Uniyersitgof
&' | Nottingham

UNITED KINGDOM - CHINA - MALAYSIA

(YDOXDWLQ&FQONKHRNI&EG XO WV adul@s\WupgpotinQ WL R Q
Looked After Children at risk of exclusion.
Researcher: Jennie Turner (Trainee Educational Psychologist)

| have read and understood the participant information$E&et NO
| have had the opportunity to ask questions and discuss the study. YES/NO
Any qustions | had have been answered satisfactorily. YES / NO
| have received enough information about the study. YES/NO

, DJUHH IRU WKH DGXOWV ZKR VXSSRUW «««««
SDUW LQ D &LUFOHV RI $GXOWVYEBSHNQWVLQJ WR
support him/her in school.
| understand that | am free to withdraw from the study:

At any time. YES / NO
Without having to give a reason YES / NO

"7TKLV VWXG\ KDV EHHQ H[SODLQHG WR PH WR F
, XQGHUVWDQG WKDW , DP IUHH WR ZLWKGUDZ
Signature: Date:
Name: Role:

If you would like any information about the results of this study please provide
your contact details below.

E-mail address:

| have explained the stuthetabove participant and he/she has agreed to take
part.

Signature of researcher: Date:
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Appendix 7. Participant consent letter; control group

w The University of
Nottingham
UNITED KINGDOM - CHINA - MALAYSIA

Contact: Jennie Turner
Tel:

Fax:
E-Mail:
Web:

Date:

(YDOXDWLQJ WKH T&LUFOHV RI $GXOWV:- LQWHUY
Looked After Children at risk of exclusion.

Dear Colleague,

| am a Trainee Educational Psychologist from the University of Nottingham currently workir
at Educational Psychology Service. | am carrying out a doctoral reseat
SURMHFW WR HYDOXDWH WKH f&LUFO YodRdd $feX OW V -
Children at risk of exclusion. This will help us to understand how staff can best support t
potentially vulnerable group of children.

The Headteacher and Social Worker concerned have given consent for this study to take
in this ase. Staff will be asked to take part in either a Circles of Adults group or a Person
Education Plan (PEP) meeting regarding a specific pupil. If the Circles of Adults groups .
shown to have positive effects any staff who have not taken peesswiilsbprgiven

the opportunity to do so once the study has ended.

Participation will involve completing a questionnaire to gain your views about challengir
behaviour on three occasions. If you agree to take part in this study as 4liatt of the wait
control group | would be grateful if you would complete the attached questionnaire and retu
LW LPPHGLDWHO\ $ 3(3 PHHWLQJ KDV EHHQ DUUDQ
€K KKK GDWH JROORZLQJ WKH 3(3 PHHWLQJ \RX 7
further gestionnaire and again 4 weeks after the meeting takes place.

Participation in this study is totally voluntary and you are under no obligation to take par
You are free to withdraw at any point, before or during the study. All information will be
anonyrsed. During the study all ddtdbe kept confidemithlwill be stored in a secure
location at the address provided in this letter. If you have any questions or would like to fi
out any further information, please do not hesitate to contaet detads phovided.

Thank you for taking the time to read this information.

Yours Sincerely,

Jennie Turner 194
(Trainee Educational Psychologist)



r TheUniyersitgof
M | Nottingham

UNITED KINGDOM - CHINA - MALAYSIA

(YDOXDWLQFOHKHRI&EG X O WV -adu@s\WupgportinyQ WL R Q
Looked After Children at risk ofexclusion.
Researcher: Jennie Turner (Trainee Educational Psychologist)

| have read and understood the information provided. YES /NO
| have had the opportunity to ask questihssuasdhe studyYES / NO
Any questions | had haga Bnswered satisfactorily. YES /NO
| have received enaofgrmation about the study. YES /NO

| understand that as part of théstvadntrol group | will
be given the opportunity to @keUW LQ D & LURPEEMNORI $G X0\
session at a later date if positive effects are found.

| understand that | am free to withdraw from the study:
At any time. YES /NO
Without having to give a reason YES /NO

| understand that any confidential informathois @isiclosed
during the PEP meeting shotlmkrdisclosed outside of th&/ES / NO
group unless it is agreed as part of the meeting.

"7TKLV VWXG\ KDV EHHQ H[SODLQHG WR PH WR F
| understand that | am fReZLWKGUDZ DW DQ\ WLPH

Signature: Date:
Name: Role:
If you would like any information about the results of this study please provide

your contact details below.

E-mail address:

| have explained the study to the above partidipésiteahds agreed to take
part.
Signature of researcher: Date:
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Appendix 8. Participant consent letter; experimental group

w The University of
Nottingham
UNITED KINGDOM - CHINA - MALAYSIA

Contact: Jennie Turner
Tel:

Fax:
E-Mail:
Web:

Date:

(YDOXDWLQJ WKH f&LUFOHV RI $GXOWV- LQWHUYHQW
After Children at risk of exclusion.

Dear Colleague,

| am a Trainee Educational Psychologist from the University of Nottingham currently workir
at Educational Psychology Service. | am carrying out a doctoral reseat
SURMHFW WR HYDOXDWH WKH 1&L U HFH@rmaido} bnsaGUO WV - L
supporting Looked After Children at risk of exclusion.

Consent for this study has already been given by the Headteacher and Social Wor
concerned. Participants will be asked to complete a questionnaire on three occasions
invital to attend a brief focus group to gain their views about challenging behaviour. Adul
who attend the Circles of Adults session are not obliged to take part in the study and will
have the opportunity to be included in the meeting.

If you agree take part in this study | would be grateful if you would complete the attached
TXHVWLRQQDLUH DQG UHWXUQ LW WR PH LPPHGLDWHO
IRU «««««« SXSLO RQ ««««««« GDWH JROORZLQJ
sessiogou will be asked to complete a further questionnaire and again 4 weeks after tf
meeting takes place. Participation in this study is totally voluntary and you are under 1
obligation to take part. You are free to withdraw at any point, beforeeostddginéit
information will be anonymised. During the studywalll lsateept confidamidalvill be

stored in a secure location at the address provided in this letter.

If you have any questions or would like to find out any further,ipieasatido not
hesitate to contact me on the details provided. Thank you for taking the time to read th
information.

Yours Sincerely,

Jennie Turner
(Trainee Educational Psychologist)
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r TheUniyersitgof
M | Nottingham

UNITED KINGDOM - CHINA - MALAYSIA
(YDOXDWLQFOHKWHRI&EG X O WV -adu@s\WupgportinyQ WL R Q
Looked After Children at risk of exclusion.
Researcher: Jennie Turner (Trainee Educational Psychologist)

| have read and understood the participant information $laeRt. NO
| have had the opportunity to ask questibssuagsdhe study. YES/NO
Any questions | had have been answered satisfactorily. YES / NO
| have received enough information about the study. YES/NO
| understand that | am free to withdraw from the study:
At any time. YES /NO
Without having to give a reason YES /NO
| understand that any confidential information which is disclosed
GXULQJ WKH f&LUFOHV RI $GXOWYESPNAHWLQJ V

outside of the group unless it is agraddéthe meeting.

"7KLV VWXG\ KDV EHHQ H[SODLQHG WR PH WR F
, XQGHUVWDQG WKDW , DP I[IUHH WR ZLWKGUDZ

Signature: Date:

Name: Role:

If you would like any information about theofabidtstudy please provide

your contact details below.

E-mail address:

| have explained the study to the above participant and he/she has agreed to t
part.

Signature of researcher: Date:
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Appendix 9. Circle of Adults treatment integrity checklist

Stage

Completed?

Welcome the group & introduce facilitators

Give a brief overview of the process and agree

Explain the role of the facilitators

,GHQWLI\ ZKR ZLOO WDNH W
SUHVHQWHU:- DQG TYRLFH R

Ground Rules

Participants asked to suggest ground rules to €
them to feel safe to discuss the young person.

If not suggested, confidentiality is identified as
ground rule which must be adhered to.

Graphic facilitator records the responses.

Present
problem

Problem presenter is asked to give full story ab
pupil.

Encouraged to include information about age, |
family/home and school.

Encouraged to identify positives as well as con
about behaviour.

Rest of the group iaxgted to add further
information.

Opportunity for the group to ask the problem pr
any questions they might have about the
pupil/situation.

Graphic facilitator records the responses using
key words and graphics.

Explore
relationships

Problem presenter is asked to describe the
history/story dheirrelationship with the pupil.

$VN LI , ZzDV D 10\ RQ WKH 4
DERXW \RXU UHODWLRQVKLS

Asked to consider feelings associated with the
relationship.

Consideration of relationships with others.

$VN LI \RX ZHUH RQ D UHPR
KLP KHU KRZ ZRXOG LW EH"-

$VN fLQ WKH HQWLUH ZRUO(
BBBB"-

$VN WKH SUREOHP SUHVHQW
remindiRX RI DQ\RQH"-

Graphic facilitator records the responses using
key words and graphics.

Organisational
Factors

Explain that the group are now all invited to cor
to further discussions.

$VN TZKDW LV KHOngheQid {drs6e
WKH VIVWHPV RUJDQLVDWLR

Encourage the group to consider the way the s

family system, local authority and other agencis
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organised.

Highlight the positive elements particularly in re
to the support of the problem presenter and grc
this is not identified by the group.

Graphic facilitator records the responses using
key words and graphics.

1T&KLOG -V

([SODLQ WKDW WKH fFKLOG:-
communicate to the rest of the group how the
may be thinking/feeling about the situation.

Encouraged to talk as if they are the child.

Problem presenter is asked to clarify whether t
UHSUHVHQWDWLRQ fILWV. Z

Graphic facilitator records the responses using
key words and graphics.

The Synthesis

The Graphic Faciliator is asked to identify them
may need exploring.

Encouraged to make links, identify patterns, hig
parts that are hard to make sense of and identi
anomalies.

Generate
Hypotheses

*URXS DUH DVNHG YZKDW DU
about what is happening that will help to make
the SUREOHP"-

(QFRXUDJHG WR EXLOG XSR(
also consider alternative hypotheses.

Process Facilitator rephrases into a theory if ne

Graphic facilitator records the responses using
key words graphics.

*UDSKLF IDFLOLWDWRU JLYH

Generate
Strategies

$VN I1XVLQJ WKHRULHV \RX K
GR \RX WKLQN PD\ EH UHOHY

Group are reminded to link strategies with the t
and notselefi DYRXULWH VWUDWH

(QFRXUDJH WKH JURXS WR E

Graphic facilitator records the responses using
key words and graphics.

Agree First
Steps

Ask the problem presenter to consider what the
to take out of the strategies.

Identify what could be done in the next few day

Specify first steps.

$SSRLQW D YFRDFK-

Graphic facilitator records the responses using
kewvords and graphics.

Round of
Words

The group are asked to givevacodeeflection on
the process.

Problem holder goes last.

Process consultant thanks the group for partici
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Appendix 10 Attribution Inventory (adapted from Poulou and

Norwich, 2002)

Please read carefully and base all of your answers on the following case:

George never seems to finish an assignment. He is easily distrag
he starts working. At the slightest opportunity he hinders his clas
while there are times when he becomes physically aggressive toy
You constantly plead with him to behave and become more coop

he does not comply with your demands.

Bearing in mind the problem described in the vignette indicate
whether each of the following items is likely to be the cause of the

problem or not. (You are asked to choose only one number from 1 to 6, with
1 as theejectiaf a sentence, and 6 acteptanéehe sentence. Numbers
2, 3, 4 and 5 indicate increaggngedeof acceptance).

Please circle the number that best represents your view on whether each statc

unlikely to be the cause to most likely to be the cause.

Causes Very unlikely Most likely
to be the case to be the case

Poor attachmdydtween parents ¢ 1 2 3 4 5
child (i.e., parerfiack of time to [
with their child, pareffts
indifference, etc.)
Parental conflicts/marital problei 1~ 2 3 4 5
Parent§ow educational backgro{ 1 2 3 4 5
Parent§nability to help their chilg1 2 3 4 5
Excessively strict parestaleshds |1 2 3 4 5
Lenient parental discipline (spoll
the child) 1 2 3 4 5
Many members in the family 1 2 3 4 5
Parent§ow income 1 2 3 4 5
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& KL OrateV L
personality/temperament

The child wants to attract ofhers
attention

The child cannot control his
behaviour

The child does not know what is
expected from him

Child$ low intelligence level

The chdl is unable to cope with
V F KsRIBn@nds

& K Is @dalth problems

The child dislikes school (or sch
work)

The child competes with other
children (or siblings

Teaching style (i.e., authoritarial
democratic, indifferent)

7 H D B Ketiddnality (i.e., distant
friendly)

7 H D B Khéppropriate man
towards the child (reject the
child)

Inappropriateanner towards the
child of previous teachers

Inadequate teaching method for,
child

Poor classroom management
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Climate of excessive demands i

Lack of services for children witl
challenging behaviour in schools

IMrHOHYDQW FXUULF
interest

Poor school organisation and
manageme(mnie. poor disciplinary
systems)

Bad schoekperiences of the chil
(i.e.rejection by peers)

Class size too large

Socieeconomic level of the scho

area

56
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Appendix 11 Teacher Efficacy in Classroom Management and
Discipline scale (adapted from Emmer & Hickman, 1991)

Please circle the number that best represents your view on whether you agree
disagree with each statement. You are asked to choose only one number fron
WR ZLWK EHLQJ TVWURQJO\ GLVDJUHH- ZLW
DJUHH: Ztemekt WKH VWD

Item Strongly Strongly
disagree agree
1. If a student becomes disrupt| 1 2 3 4 5

and noisy, | feel assured | kn
some techniques to redirect
him/her quickly.

2. The hours | spend with a stu| 1 2 3 4 5
have little influence compare
the influence of home
environment.

3. Ifind it easy to make my 1 2 3 4 5
expectations clear to student

4. | know what routines are neg 1 2 3 4 5
to keep activities running
effectively.

5. There are some students wh 1 2 3 4 5
ZRQ-W EHKDYH Q|
do.

6. | can communicate that | am| 1 2 3 4 5
serious about gajtiappropriat
behaviour.

7. 1 know what kinds of rewardq 1 2 3 4 5
use to keep students involve

8. , VWXGHQWYV DU
KRPH WKHQ WKH|1 2 3 4 5
accept it at school.

203



9. ,I D VWXGHQW GR
EHKDYLQJ WKHUH
teachers can do.

10.Student behaviour in the
classroom is influenced morg
peers than the teacher.

11.When | really try | can get
through to the most difficult
students.

12.Home and peer influences al
mainly responsible for studei
behaviour.

13.1 am unsure how to respond
defiant students.

14.1 find some students impossi
to discipline effectively.

15.1 can keep a few problem
students from running an enl
class.

16.1f students stop working in cl
| can usually find a way to ge
them back on track.

17.Teachers have littfectfon
stopping misbehaviour when
SDUHQWYV FDUHU)

18.1 am confident in my ability tc
ensure that students will lear
and behave well.

19.1 have very effective behavig
management skills.

20.Compared to other influence
student behaviour,fedaH U - |

effects are very small.
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Appendix 12 Target Monitoring and Evaluation (Dunsmuir et al.,
2009)

Pupil: School:

Consultee: Date of initial consultation:
Consultant: Date of review:

TDUJHW I E R 2 2 2 Y A A A A A A ¥
Rating: 1 2 3 4 5 6 7 8

Descriptor of baseline level:

Descriptor of level achieved:

7TDUJHW R ZZZ Z I T A A

Rating: 1 2 3 4 5 6 7 8
Descriptor of baseline level:

Descriptor of level achieved:

/DUJHW I ZZZZZZ T A A R

Rating: 1 2 3 4 65 7 8 9
Descriptor of baseline level:

Descriptor of level achieved:

Any comments?
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Appendix 13 Standardised procedure for use of Target Monitoring

and Evaluation measure (Dunsmuir et al., 2009)

Completed?

Comments

Measure completed with
Designated Teacher/key mer
of staff

Measure completed immedig
after the CoA session/PEF
meeting

CoA graphic or notes from t
PEP meeting used as a pro
"&DQ ZH ORRN DJ
which were suggestech@etinte

DT/key staff member asked
prioritisghreespecific strategit
“:KDW VWUDWHJIL
SODFH ZKLFK \RX

TME scaling line is used to ra
current situation for each iden
target strategy

~ 8 Vthé&)staling line, where 1
the strategy is not currghdiget
all to 10 where it is beety

consistently, where would yol
SODFH HDFK RI

A descriptor of the baseling

given if appropriate
"& D Q \R XcHd Whtr©yo
with this strategy at the mome
is currently being done to im
WKLV VWUD\

TME is repeated with the DT/
member of staff aftervaeék
period. The previous two step
repeated to ensure that a ra
scale and description is prov
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Appendix 14. Standardised procedure for focus groups

Stage

Completed?

Welcome

Prior tathe focus group the chairs are pl
in a circle and refreshments are provide

Welcome the group and thank them for
attending.

Research team is introduced and roles
briefly described i.e. moderator and not
taker.

Overview
of topic

Remind the group of the research whic
being carried out i.e. considering ways
support school staff who work with LAC
challenging behaviour.

Highlight the commonality of the group
remind the group that they are all here
because they took part in a CoA to sup
pupil at their school.

Explain that the researcher is now inter
in finding out the groups views about C

Brieflyexplain the process of a focus gr¢

- Participants will be asked a serie
guestions to respond to

- Not going to ask each person
individually, participants should jo
when they have something to say
(distribute posgitnotes for participal
to use asprompt)

- ([SODLQ WKDW HYHU
important and that the researcher
interested in hearing from all men
of the group

- Explain that there are no right or
wrong answers so members shot
free to express their views even it
differ fron other group members.

- State thatl views will remain
anonymous but will be recorded U
audio equipmdntmake sure that
views are heard exaClgrify that

everyone is happy with this.
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Ground
rules

State that all information will be cordide
and used only for research purpose. Of
names used in the discussion and reco
will be stored in a secure locker at the E
office.

Remind the group that their participatio
voluntary.

Respect the views of others.

Only ongerson talking at once.

Questions

X What were the helpful things about t
process?

x What, if any, were the challenges of
participating in the CoA session?

X How did participation in the CoA ses
you or your work?

x What has changed, if aragtangsult o
your participation in the CoA sessior

Moderator prompts & pauses if necessi
Could you explain that further?
Can you describe what you mean?
Could you give us an example?

Close

Explain to the group that we are now at
end of the discussion.

Does anyone have any further commer
like to add?

Thank the group members for their
involvement.
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Appendix 15 University ethics approval letter
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Appendix 16. Raw data

Selefficacy raw data

Group*

External
pre

External
post

wk post
BehMan

pre
BehMan

post

wk post
SelfEff pre

SelfEff post

SelfEff 4
wk post

1.00

29.00

25.00

n| External 4

o
o
o

46.00

43.00

| BehMan 4

o
o
S

75.00

68.00

74.00

1.00

37.00

38.00

N
w
o
S

51.00

51.00

a1
o
o
S

88.00

89.00

99.00

1.00

34.00

37.00

30.00

51.00

46.00

48.00

85.00

83.00

78.00

1.00

45.00

41.00

42.00

57.00

59.00

58.00

102.00

100.00

100.00

1.00

41.00

45.00

32.00

51.00

52.00

47.00

92.00

97.00

79.00

1.00

50.00

46.00

46.00

39.00

42.00

43.00

89.00

88.00

89.00

1.00

37.00

43.00

52.00

46.00

55.00

52.00

83.00

98.00

104.00

1.00

48.00

42.00

44.00

49.00

58.00

50.00

97.00

100.00

94.00

1.00

37.00

30.00

38.00

47.00

48.00

38.00

84.00

78.00

76.00

1.00

28.00

31.00

30.00

44.00

52.00

46.00

72.00

83.00

76.00

2.00

44.00

46.00

46.00

49.00

52.00

51.00

93.00

98.00

97.00

2.00

47.00

44.00

44.00

37.00

37.00

34.00

84.00

81.00

78.00

2.00

25.00

33.00

34.00

45.00

46.00

53.00

70.00

79.00

87.00

2.00

36.00

29.00

33.00

45.00

49.00

47.00

81.00

78.00

80.00

2.00

48.00

44.00

36.00

46.00

51.00

48.00

94.00

95.00

84.00

ZKHUH 1

- HTXDOV H[SHULPHQWDO JURXS DQG 1

- HTXDOV FR
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Attributions raw data

Group*

Parent factors pre

Parent factors post

Parent factors 4wk
post

Child factors pre

Child factors post

Child factors 4wk
post

Teacher factors pre

Teacher factors post

Teacher factors 4wk
post

School factors pre

School factors post

School factors 4wk
post

1.00

[N
o
o
o)

N
~
o
o

w
N
o
o

w
©
o
o

w
N
o
S

w
B
o
o

w
N

.00

w
N
o
o

N
~
o
o

)
©
o
e)

1.00

29.00

28.00

32.00

34.00

31.00

34.00

32.00

30.00

35.00

26.00

27.00

28.00

1.00

32.00

32.00

28.00

35.00

37.00

30.00

34.00

28.00

28.00

28.00

26.00

19.00

1.00

22.00

19.00

25.00

23.00

24.00

25.00

23.00

26.00

29.00

21.00

23.00

20.00

1.00

29.00

27.00

34.00

31.00

32.00

35.00

41.00

35.00

35.00

33.00

30.00

33.00

1.00

27.00

29.00

26.00

29.00

32.00

29.00

25.00

18.00

19.00

15.00

17.00

20.00

1.00

32.00

34.00

22.00

36.00

38.00

33.00

38.00

38.00

40.00

28.00

31.00

28.00

1.00

29.00

27.00

23.00

37.00

35.00

27.00

34.00

35.00

37.00

25.00

23.00

25.00

1.00

29.00

29.00

24.00

25.00

32.00

29.00

32.00

31.00

33.00

30.00

25.00

25.00

1.00

31.00

30.00

33.00

42.00

38.00

44.00

31.00

30.00

28.00

31.00

30.00

29.00

2.00

25.00

35.00

30.00

39.00

36.00

28.00

39.00

39.00

42.00

34.00

33.00

34.00

2.00

40.00

36.00

24.00

43.00

36.00

27.00

29.00

28.00

21.00

30.00

22.00

18.00

2.00

36.00

29.00

29.00

34.00

32.00

28.00

32.00

29.00

36.00

30.00

39.00

31.00

2.00

28.00

33.00

29.00

37.00

39.00

34.00

28.00

28.00

28.00

24.00

24.00

24.00

2.00

31.00

30.00

28.00

32.00

25.00

34.00

24.00

31.00

40.00

14.00

15.00

30.00

ZKHUH 1

- HTXDOV H[SHULPHQWDO JURXS DQG 1

- HTXDOV FR
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Targetlonitoring and Evaluation raw data

Group* TME post TME 4wk

post
1.00 2.00 10.00
1.00 1.00 10.00
1.00 1.00 5.00
1.00 1.00 10.00
1.00 1.00 8.00
1.00 2.00 10.00
1.00 3.00 6.00
1.00 1.00 8.00
1.00 2.00 5.00
1.00 2.00 10.00
1.00 1.00 7.00
1.00 2.00 9.00
2.00 1.00 1.00
2.00 1.00 7.00
2.00 5.00 7.00
2.00 1.00 3.00
2.00 1.00 8.00
2.00 3.00 5.00

ZKHUH 1 - HTXDOV H[SHULPHQWDO JURXS DQG ¢ - HTXDOV FR
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Appendix 17. Tests of normal distribution

Experimental group

Shapiro-Wilk Skewness Kurtosis

Dependent  ["Staistic| df | Sig. | Statistic| Standard| Statistic | Standard
variables error error

External | .947 10 |.629 | .136 .687 -.924 1.334
2> | influences
S Personal | .964 10 |.834 | -.076 .687 .893 1.334
£ | belief
= [Overall |.977 |10 |.949 [-003 |.687 -196 1.334
N

Parent .891 10 |.174 | -1.085 | .687 1.520 1.334

factors

Child .966 10 | .847 | -.398 .687 -.656 1.334
0 factors
© | Teacher | .938 10 |.536 | -.374 .687 237 1.334
3 | factors
£ School 923 10 |.387 | -1.110 |.687 1.536 1.334
< | factors

(df = degrees of freedom; sig. = level of significance)

Control group

Shapiro-Wilk Skewness Kurtosis

Dependent  ["Statistic] df | Sig. | Statistic| Standard| Statistic | Standard
variables error error

External | .870 5 .266 | -1.180 |.913 420 2.000
2> | influences
g Personal | .853 5 .203 | -1.435 | .913 3.010 2.000
£ | belief
5 Overall |.922 5 544 | -.663 913 -.304 2.000
9

Parent 970 5 875 | .317 913 -1.423 2.000

factors

Child .980 5 937 | .377 913 .630 2.000
4! factors
e Teacher | .955 5 773 |.869 913 1.176 2.000
3 | factors
k= School .893 5 375 | -1.220 |.913 1.247 2.000
< | factors

(df = degrees of freedom; sig. = level of significance)
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Appendix 18 Phase 2 of thematic analysis; generate initial codes
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Appendix 19 Phase of thematic analysis; list ofjenerated codes

X
X

Dedicated time [positive]

(QFRXUDJHG D GLVFEXV
qualities/strengths

Information gathering from other men
of staff

Range of roles/professionals involvec

x Number of staff required [challenge]
x Highlighted gaps in knowledge about x

pupil

x Useful
x Consideration of alternative perspect

X X X X

UHJDUGLQJ SXSLO:V E

Clear stages of the process
Increasesmpathy towards pupil
Pupil not present [helpful]

Exploration of different factors which
be influencing pupil behaviour

Opportunity to listen to the views of o

&RQVLGHUDWLRQ RI S.
Clarity of information

x Lack of involvement of gopallenge]

Support from colleagues

x Staff feeling vulnerable
X Strategies had a positive impact upor

X Process applicable to other pupils
x Staff behaviour towards pupil [changt

X X X X

x

Interesting

6XEMHFWLYH W@iPeWw XUH
Development of strategies

Theories inform identification of strate

Collaborative

Length of time requiredskession
[challenge]

X Positive experience

Information sharing between staff

X
X

x

Devoted to one pupil
([SORUDWLRQ RI SXSL

,QFUHDVHG FODULW\ F

Different perspectives of staff

X Thoughprovoking

X X X X X X X

x

x

Consider pupil more holistifeiignge]

Emotive

Consideration of factors within the
school which may impact upon the pt

Exploration of alternative strategies
Consideration of underlying theories
Empowers staff

Rapidly changing circumstances of L.
pupils

Lack of control over changing
circumstances of LAC pupils

Increased understanding of the pupil
Plan of agreed actions

Sharing information with those not pr
[challenge]

Enthusiastic

X Increased awareness of needs of puy

x

X X

X X X X

x

Breaking the problem into small
manageable parts

No effect on pupll

Relevant professionals not present
[challenge]

Feeling motivated

Feelings of frustration

Feelings of helplessness

Gain knowledge/information about th:
pupil

Change in staff perception of pupil
Visual representation of discussion
[positive]

x Allows for reflection

x

Holistic view of the pupil
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Appendix 20. Phase 3 of thematic analysis; searching for themes
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Appendix 21 Example of data extracts within codes and themes

Theme

Subthemes

Codes

Data extracts

Change

Effect on sti
professiona
practice

Change in stg
perception of

pupil

"KHUHDV EHIRUH , -G KDYH W
ZKHUHDV QRZ ,-YH ORRNHG O
ZRQGHU[EI}}DOO\ -

‘H ORRNHG DW«VRUW RI«KHU
WKLQN WKDW-V PDGH D PDVV

and reviewQJ ZKDW ZRUNV DQ
[E5]

'HHS GRZQ VKH:-YE4) JRRG SHL

, FDQ VRUW Rl«, FDQ VRUW R
\RX NQRZ UDWKHU WKDQ WHK
IURQW 7KDW- -V \RXU IURQW \
pictureshe wants you to §E2]

| think it depersonalises like sort of the problem
person as well. It takes that this behaviour is not
necessarily this pergea]

Increased cla

&ROOHFWLYHO\ \GIXvel, dverRew of

Rl SXSL(WKH FKLOG DQG , WKLQN LQ

current VWDII HVSHFLDOO\ LQ VHFR(

situation JRW«\RX-UH HLWKHU YHU\ SD
blending everything together to get those really
pictures|E5]

Increased , WKLQN \RX XQGHUVWDQG K

understandinqunderstand why he is like he i§EYBJ.

of the pupil

, WKLOQN LW-V KHOSHG PH HL
TfFRV , GLG NQRZ KHU TXLWjht
, NQHZ KHU HUP«EXW , KDYH(
differently[E4]

Staff behavio
towards pupil
[changed]

%XW , WKLQN MXVW VSHDNLQ
DURXQG DQG ,-P MXVW VD\LQ
DQG ZH -YH JRW V RRddW snlw@rith
[C6]

,-P PDNLQJ WKDW H[YELYP HIIR

, VXSSRVH LW:V HQFRXUDJHG
to find time to talk to ___ to get to know [jidodT]

Consider pup
more

| think you look at the whole child more than you
[E13]

holistically | .\, ;14 ORRNLQJ DW HY HESWK I
[change]
Increased | think just knowing and thinking he does need t

awareness of
needs of pupi

about the positivEs6]
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Appendix 22 Thematic map
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