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[bookmark: _Toc47369313]1.1 Abstract

The Creation of a ‘Safety Net’ in a Secondary School. A Mixed Method Study in the North of England
Background: This mixed methods study, beginning with a student questionnaire (phase one) and continuing with classic grounded theory (phases two and three) explores what a small rural secondary school in the North of England does well to ensure students feel secure and ready to learn. 

Method: A questionnaire based on school climate research (Thapa et al. 2013) was administered to seventy six year eight and nine students (phase one) to ascertain feelings about that secondary school’s climate. The data was then subjected to further investigation using a grounded theory approach. Ten statements which participants agreed with were further investigated through three student focus groups (phase two) to understand how much students valued these statements. The focus group data was analysed using open and selective coding to explore what the students valued in helping them to feel secure enough to engage in school. Fourteen staff filled in questionnaires (phase three) asking about the four categories that had emerged from the students’ data and recorded how they supported these.

Analysis and Discussion: It emerged that set boundaries (rules, structure and policies) were important for students and also agreed with by staff. Set boundaries were then found to be mediated through three categories: peer relationships (support wellbeing) student-staff relationships (enables young people to feel understood) autonomy (allows students to further develop their sense of agency), to create an overarching emergent category of a ‘safety net’ (a feeling of security and safety within school). 
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  “Safety in school is physical, emotional and psychological. There is increasing acknowledgement that students who do not feel safe are less able to access learning, more likely to have poor attendance and ultimately have poor mental health.” (p. 63, Roffey, 2017)

 
Now is a key time to focus on the present research topic as the ‘Transforming children and young people’s mental health provision: a green paper’ (Department for Health and Department for Education, 2018) describes a framework to create an environment that develops student’s wellbeing. There are also many relevant links for students when transitioning back into school after the COVID-19 pandemic (Department of Health and Social Care, 2020) as there are concerns around wellbeing (Association of Educational Psychologists, 2020 and Anna Freud National Centre for Children and Families, 2020).

Supporting student achievement is a key part of teacher’s work and is set out in the ‘Teachers’ Standards’ (Department for Education, 2011). Teachers “Set high expectations which inspire, motivate and challenge pupils” (DfE, 2013, p.10). To inspire, motivate and challenge is clearly a complex matter involving a myriad of factors and including the vital aspect of supporting students to have healthy emotional wellbeing (Department of Health and Social Care and DfE, 2017).

Emotional and cognitive engagement impact on academic success (Pietarinen, Soini and Pyhalto, 2014). ‘The Programme for International Student Assessment’ (Organisation for Economic Cooperation and Development, [OECD] 2018) found that wellbeing is key to student achievement. The Division of Educational and Child Psychology emphasise the importance of wellbeing through a sense of belonging (Allen, Boyle & Roffey, 2019) and Roffey (2017) reiterates this, highlighting a sense of safety in school. School climate research offers a wide range of possibilities around what schools can do to enable students to succeed and also to feel secure and relaxed enough in school to engage with learning (Thapa et al., 2013, this will be discussed at length in the literature review, section 1.6.4). 

To ‘feel safe’ relates to our psychological and physical wellbeing. Maslow (1968), writing from a humanistic perspective identified it as an essential component, so we can build relationships, feel confident in ourselves and achieve our potentials. The present research explores the concept of feeling safe and secure in a school and how this impacts on engagement in learning, how students can achieve their potential.

This mixed methodology, grounded theory (GT) study aims to discover how a secondary school in the North of England supports young people to feel secure and settled enough to come to school and engage in learning. It explores what it is that the school community does well, using a school climate investigation (phase one) followed by GT methodology (phase two and three) to further investigate concepts with a view to sharing good practice. 

The research begins using a school climate questionnaire (phase one) which is hypothesis driven and deductive, seeking to find what aspects of school climate the students believed occurred within the school, phase one is quantitative and creates a background for the continuing research. The data from the school climate questionnaire directed the GT firstly through student focus groups (phase two) and then reflecting the student views back to staff through questionnaires (phase three). Both phase two and three apply a more inductive approach initially and then an abductive approach, linking the analysis with literature (figure 3) rather than being hypothesis driven (Glaser, 1978, Holton & Walsh, 2017). 

Memo boxes will appear throughout this thesis to evidence reflexivity within the research. 

[bookmark: _Toc47369315]1.3 Overview of Chapters

Chapter one will share the researcher’s position and explores the justification for this research topic. There is an initial literature review which focuses on school climate, adolescence and what feeling safe and secure could mean. Finally, it outlines the research questions.

Chapter two will share the methodology, navigating the reader through the reasoning behind the use of mixed-methodology and GT. It also describes the researcher’s pragmatic philosophy as well as investigating ethics. It also outlines the method and administration, which has been broken down into three phases. 

Chapter three evidences the analysis and findings from phase one; the quantitative data from the student school climate questionnaire. It also explores the analysis and findings from phase two, the qualitative data from three student focus groups. 

Chapter four investigates the theory within literature that further shaped analysis. 

Chapter five looks at the findings and analysis from phase three; data from the staff questionnaire and the analysis of all the data, leading to the emergent substantive theory.

Chapter six discusses the emergent theory alongside the theory from literature, presents the reader with the implications of the research, looking at both the strengths and limitations. Finally it will summarise findings and suggest implications for Educational Psychologists.

[bookmark: _Toc47369316]1.4 Researcher’s Position

I have worked as a primary teacher, advisory teacher, secondary special needs teacher and an assistant educational psychologist (AEP) and my perspective has always been looking for what works. This has led to successful engagement (Whitney & Cooperrider, 2011) and to good relationships. 

Through my varying roles with many students who struggle to attend school, it has become clear that,the environment causes them distress and anxiety, they possibly feel unsafe. I wanted to further understand what it is that can enable their access to education and why some students feel secure enough to attend.

For these reasons I have chosen a strengths based approach to my research, looking at what helps students in a secondary school feel settled and secure enough to learn. I feel that this will inform my approach as an EP, support the schools in this Local Authority to continue to develop schools where students are settled enough to learn and may have a wider reach. This wider reach reflects the needs highlighted in the green paper (DfH & DfE, 2017).

[bookmark: _Toc47369317]1.5 Research Rationale

The initial stimulus for this research was the acknowledgement that many students successfully manage secondary school, but that there is an increasing number who do not. 
Memo box; appendix 2 (April 2019):  How do students cope? What enables them to get out of bed and arrive at school? What is it that helps them to learn and succeed in school? What do people within schools do to enable students to continue to attend?





DfE data shows mainstream secondary school exclusions are increasing (figure 1) and there is a gradually increasing number of unauthorised absences (figure 2) (DfE, 2018a, 2018b).  The OECD report (2018) highlighted that the United Kingdom’s 15 year olds were less satisfied with life than they were in 2015. Wellbeing is linked to motivation, engagement and success (Pietarinen, Soini & Pyhältö, 2014, DoHSC & DfE, 2017) which are important factors in school engagement and achievement. A decrease in life satisfaction, increasing school exclusions and a high number of non-attenders highlights an area of concern. 

[image: ]
Figure 1. Fixed Term and Permanent Exclusions in England (Department for Education [DfE], 2018a)
Figure 1 indicates the rising number of fixed term and permanent exclusions in England and Wales. The rise in secondary schools begins in 2012/2013 and continues to rise into 2016/2017. 

[image: ]
Figure 2. Absences in England (Department for Education [DfE], 2018b)
Figure 2 shows a slowly increasing number of unauthorised absences across England and Wales. 
School absences appear to rise upon the transition from primary to secondary school (DfE, 2018b); an increase from 10.1%- 13.3%. For this reason, I intend to focus on secondary schools, to see what enables students to continue to attend.

My current understanding is that many things help young people feel settled enough to learn. As I intend to use Grounded Theory (section 2.7) for phase two and three of this research, I have not reviewed this topic in detail in the initial literature review, but have noted that on a search for articles using the University of Sheffield’s Star Plus library system, there are no research studies using a mixed methods strengths based approach in secondary schools to investigate the school climate that enables students to feel secure and settled enough to learn. I will summarise my knowledge and understanding of theory around the research topic in the initial literature review. 
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This first section of the literature will introduce adolescence, feelings of safety and school climate.  The focus on adolescence reflects the stage of development that the students in year eight and nine are in, the age of the student participants in the current research.  As this is a school climate investigation (phase one) followed by a GT study (phase two and three) I use this initial literature review to evidence what I knew prior to the research and will return to it as categories emerge. The literature was searched for on the University of Sheffield’s Star Plus library system. 
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The age range that I am exploring is year eight and year nine (twelve to fourteen years old). This age range is within the concept of ‘adolescence’ (ten to nineteen years old) according to ‘Key Data on Adolescence, 2015’ (Hagell, Coleman & Brooks, 2015) and the World Health Organisation (World Health Organisation, 2001). Adolescence is a time between childhood and adulthood and it is thought that the way in which young people behave can influence educational engagement and psychosocial development (Currie et al., 2004). Adolescence is thought of as a distinct time in a person’s life, but it is also part of continuous development, which differs for each individual.

[bookmark: _Toc47369321]1.6.3 Theories of Development

1.6.3.1 Contextual and systemic

In the UK, young people are expected to begin secondary school at age eleven. Adolescence occurs at a time when their educational context changes, the majority of young people move school to a larger school, where their education is no longer based in one classroom; they now need to navigate a secondary school after each lesson. It must be noted that there are very different cultural expectations on youth, so for the purpose of this study, I am specifically discussing the UK (Schwartz, Donnellan, Ravert, Luyckx, & Zamboanga 2012). 

1.6.3.2 Cognitive Stage Theories

Some theories of development are thought of as continuous, whereas others are divided into successive stages, such as Piaget’s model of cognitive development. Piaget asserted that between the age of eleven and fifteen, adolescents are able to use more abstract thought (1932). The stage theory of development has many critiques, suggesting that this is too rigid a process and that it should be viewed in a more continuous way, McLeod (2012) noted that many over the age of 15 do not reach the formal operation stage (the final stage in Piaget’s cognitive development theory, when thinking becomes more abstract and sophisticated). It is also suggested that Piaget’s research cannot be compared cross culturally and that he underestimated children’s abilities as well as not taking the social context into account sufficiently (Donaldson, 1978, Matusov & Hayes, 2000). 

Erikson (1968) also laid out developmental stages of which, identity was one. He suggested that individuals who had a strong sense of who they were would be able to take on a more adult role. Schwartz et al. (2012) highlight that individuals can be more interested in certain aspects of identity, for instance personal goals, political beliefs, sexual and dating styles etc. It is not clear that the formation of identity ever really ends. Marcia (1980) notes the difficulty in evaluating Erikson’s identity theory, as there are many different factors that are involved in its creation. 

1.6.3.3 Social, Emotional and Relational

It is also important to consider the possible change in relationships with parents and peers. Peer relationships appear to become more important during adolescence than relationships with parents and carers for young people (Woolley, Kol & Bowen, 2009, Brown & Larson, 2009, Kiran-Esen, 2012) and although peers can have negative impacts, they can also have a positive influence on each other (Gillen‐O'Neel & Fuligni, 2013). Theisen, Fraley, Hankin, Young, & Chopik (2018) found in a longitudinal study of 690 children aged nine to nineteen that young people who were securely attached to their mothers would increase avoidance with mothers in adolescence, although attachment related anxiety remained stable. They hypothesise that the older the person becomes, the more avoidant they are of their mothers, even though they know they are available, perhaps suggesting that parents are less influential as children become adolescents (Collins, Laursen, Mortensen, Luebker, & Ferreira, 1997) but continue to be important. At around fourteen years of age, peer influence reaches its peak (Berndt, 1979) although there are debates as to whether parent-child relationships continue to buffer against stressful peer relationships (Hazel, Oppenheimer, Technow, Young & Hankin, 2014). Affiliation and socialisation with peers is an important part of belonging for adolescents and it is what they seek (Allen, Boyle & Roffey, 2019).

Adolescents’ reasoning around social, emotional and moral situations becomes more complex (Eisenberg, Carlo, Murphy & Van Court, 1995) including reflecting on themselves and comparing themselves to others (Lee, 2002, Jones, 2001). Blakemore (2018) found that adolescents predominantly use the frontal medial cortex in social contexts, whereas this reduces as young people reach adulthood and a different brain area becomes dominant. 

1.6.3.4 Summary of Theories of Development

Adolescence is a time of change and there are many theories that try to represent this stage in life. It is very difficult to pull apart one theory from another as they are extremely hard to test, for instance Marcia (1980) highlighted that Erikson’s identity theory (1968) was difficult to pinpoint as there are so many threads and impacting factors.  According to Blakemore (2018) our brain does not stop developing until we are in our 40s and the experience of adolescence varies in length for young people. There appears to be no one clear theory of adolescent change and development. 
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Feeling safe and secure is what our bodies seek subconsciously (Porges, 2017). People who are anxious are often vigilant to their surroundings, we are wary of those around us and this is our primary focus (Porges, 2017). In 2007, The New South Wales Commission for Children and Young people interviewed 126 children, finding that students cannot engage fully in life without security, a feeling of safety and having people who care for them (Roffey, 2017). Although Australia has a different educational system, the premise seems reasonable to relate to the UK. I have not found a study that replicates this in the UK, investigating a feeling of security to enable young people to engage. 

The majority of research when inputting “feeling safe” and “feeling safe in schools” into Star Plus, the University of Sheffield’s library system provided articles in relation to terror and post-traumatic stress disorder (Yablon, 2010) or bullying (Espelage, Bosworth and Simon, 2000). This research is focusing on the feeling of trusting those around you to be kind to you and keep you safe from embarrassment or humiliation, the feeling of trust and containment (Bion, 1970) it is not exploring situations which are genuinely unsafe or extreme cases of insecurity. The concept of feeling “attached and contained” can enable someone to feel safe (Haigh, 1996).

Espelage, Bosworth and Simon, (2000) in their study of 558 middle school students (eleven to fourteen year olds) in the USA using a continuous measure of bullying behaviour, found that feeling safe and reducing bullying was linked to the presence of adult supervisors. Having a safe haven to go to and routine also appears to help young people to feel safe (Espelage, Bosworth & Simon, 2000).   

To feel safe and to be safe are different experiences. There is more to feeling safe than being safe. Psychoanalysis has created a variety of theories around feelings of safety and I found whilst searching for literature around feelings of safety, this was the most prevalent topic.. There is much criticism of attachment and other psychoanalytic theories (this will be further discussed below) but in describing what we need to feel safe, it appears to be a persistent discourse. 

Ainsworth’s attachment theory (1979) and Bowlby’s (1973 in Twemlow, Fonagy & Sacco’s, 2002) ‘secure base’ state that there is a person or people who you feel safe with. The concept that your attachment to a parent figure in infancy can shape your whole development has been much criticised, suggesting that attachment theory ignores the genetic influences on personality (Harris, 1998), as well as the influence peers have over children’s behaviour due to the need to fit in (Harris, 1998). It is likely that individual children interact with the people and environment around them in different ways due to underlying biology and previous experiences. As Field (1996) points out, attachment theory was originally based on the point of separation between a child and parent, which does not give a full picture of the possible attachment relationship. The focus of the original study is infancy and does not reflect older children or adolescence. Attachment can be seen, according to Field (1996) as a relationship that develops between two or more people and enables the attached person to regulate their emotions and feel secure. 

Bion (1970) identifies the idea of safety through the concept of ‘containment’, how a person or group are able to make someone feel safer by helping them to work through their positive and negative thoughts and feelings. The carer is the container of emotions for a baby, showing that ‘it is okay to be sad, it will not kill us, and we can face these hard times and be okay’. This helps the baby to know that their emotions will be contained, they will not hurt them. Their carer can manage their emotions with them. 

More recently, Crittenden and Claussen (2003) describe attachment behaviours as adaptive strategies for survival, highlighting that children can change attachment styles. This suggests a less within-child approach to attachment; just because a child may have had an insecure attachment to a care giver, this does not mean that they only have an insecure style of attachment (Slater, 2007). This has implications for schools, in that if schools can enable a low anxiety environment with attachments to adults, young people may be able to be settled and secure enough to learn. 
Twemlow, Fonagy and Sacco (2002) project the ideas of healthy containment onto schools, suggesting that a healthy environment can create a healthy sense of containment, which is a feeling of safety. Healthy containment comes from the work of Bion (1970) and Twemlow, Fonagy and Sacco (2002) state “Healthy, commensual containment allows a natural give and take without either dependency or destructiveness,” (p. 314). This, they suggest can be done through open communication, self-awareness and training in relevant and appropriate skills. They theorise that staff and relationships can enable students to feel safe. 

During adolescence, Twemlow, Fonagy and Sacco (2002) state that students are vulnerable as they strive for independence, spend less time with family and perhaps feel loneliness and inadequacy more strongly without the healthy containment of parents. Schools that can challenge and encourage independence carefully and gradually with someone or a structure to fall back on, with careful guidance can perform containing functions (Twemlow, Fonagy & Sacco, 2002). Twemlow, Fonagy and Sacco (2002) review a variety of research literature into a purely psychoanalytical perspective on feeling safe in schools, they suggest that the internal world of the young person will lead to feelings of safety. Other theories, such as systemic theories around belonging (Roffey, 2013) may also shed some light on the importance of feeling secure and safe.

Feelings of belonging, school connectedness and safety are associated with being a protective factor for health and wellbeing (Brooks, Magnusson, Spencer & Morgan, 2012). Feeling a connection to the school, staff and a sense of belonging with peers can support wellbeing and allow students to feel safer (Roffey, 2019). This takes into account systems around students, recognising the whole child, including socio-economic, racial and ethnic diversity. Roffey (2017) commented that a school that feels emotionally safe will enable students to feel safe taking risks in their learning without feelings of failure. Students are encouraged, not belittled, there is an acknowledgement that staff and students all make mistakes and they help each other to solve them. Roffey (2017) strongly asserts the link between feelings of safety with wellbeing and academic engagement. 

The idea of feeling safe is important, as if we do not feel safe, our emotions and anxiety can override our ability to attend to the present in a beneficial way. This is linked to the idea that we seek feelings of safety and security, both cognitively, contextually and physically (Crittenden and Claussen, 2003, Porges, 2017). 
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In this section, I shall explain the use of school climate rather than school culture as a concept. School or organisational culture is said to be the “whole of beliefs, values, meanings and cognitive structures” (Van Houtte, 2005, p. 78). It is an in depth view of what the individuals in that population believe about it. Prosser (1999) explains school culture as a ‘system of related subsystems’. 

According to Olson et al. (2018, p.47) school climate is “the shared beliefs, values, and attitudes reflecting quality and character of life in schools”. School climate can be seen as shared perceptions and is measured by how the climate is perceived by the group (Van Houtte, 2005). According to Van Houtte (2005) school climate is broader than school culture as it includes the physical environment, the characteristics of the people individually and in groups, the relationships and social systems and the culture of the organisation.

As Van Houtte (2005) emphasises, there are major differences between culture and climate; culture is better suited to looking at what individual members of the organisation believe and climate on the other hand looks at the total environmental quality of a school. Van Houtte (2005) describes climate as the initial feeling you get as you enter an organisation, whereas there may be many cultures within it, for instance pupil culture and staff culture. For these reasons, my focus is on school climate, which is broader, rather than culture.

The National School Climate Council (2007) in the USA suggest that school climate is based on patterns of people’s experiences of school life. They emphasise the need for feeling socially, emotionally and physically safe, where people are engaged and respected. A review of school climate investigating 206 studies (Thapa, Cohen, Guffey, & Higgins-D’Alessandro, 2013) found five essential dimensions of school climate (please see below), although they highlight that there is no consensus over what can be seen as the components of school climate. 

1. Safety (rules and norms, physical safety and social-emotional safety)
2. Relationships (respect for diversity, school connectedness, social support, leadership, students’ race/ethnicity and perception of school climate)
3. Teaching and learning (social, emotional, ethical learning, support for professional relationships, teachers and students perceptions of school climate)
4. Institutional environment (physical surroundings)
5. School Improvement process 

Durham, Bettencourt and Connolly (2014) and Kohl, Recchia and Steffgen (2013) agreed with the five areas above, as being key to School Climate and found them within tools used to measure it. Other surveys and questionnaires used to measure school climate such as the School Climate Survey (Cushing, Horner & Barrier, 2003), School Connectedness Scales (Henrich, Brookmeyer and Shahar, 2005) Effective School Battery (Gottfredson, 1984) amongst others also reflected four or five of these key factors. This once again highlights an inconsistency, not all measures use all five factors.

One difficulty with focussing on school climate is that the factors by which it could be measured overlap greatly or could be named a variety of things. For example, relationships and teaching and learning will naturally be connected as student-staff relationships will impact on teaching and learning. For this reason, I will adhere to the idea of shared perceptions and will keep an awareness of the language of Thapa et al. (2013) to highlight the areas of school climate. The review appears to be a thorough summary and is reflected by a variety of other surveys as noted above.

Schools identify processes through which young people learn and school climate can give insight into this (Van Houtte, 2005). Thapa et al. (2013) reviewed the research and literature in a thorough, targeted paper and found that a positive school climate; influenced motivation to learn (Eccles et al,1993) improved wellbeing (Virtanen et al., 2009) improved social-emotional outcomes (Way, Reddy & Rhodes, 2007) reduced the impact of socioeconomic context, contributed to less aggression and violence (Gregory et al., 2010) and correlated with students achieving higher scores on standardised tests (MacNeil, Prater & Busch, 2009).

[bookmark: _Toc47369324]1.6.6 Summary 

Adolescence is a changing time, bodies change, what we think about, how we think changes, societies expectations of us change, our contexts change; it is the final push towards adulthood. Adolescence is particularly noted as a time when young people may rely more heavily on peers for relationships (Woolley, Kol & Bowen, 2009), they become more able to use abstract thought (Piaget, 1932) they become more autonomy seeking (Hazel et al., 2014) their bodies prepare for adulthood and sexual relationships (Susman and Dorn, 2012). A feeling of safety and security could enable students at this stage to engage and thrive in the school environment. School climate covers a wide range of aspects of the school environment, including belonging (Allen, Boyle & Roffey, 2019). I chose school climate as it appeared to have a broader number of domains, which meant that I was imposing fewer of my own beliefs on the students’ perceptions.

This research will take place in three phases; phase one will use a student school climate questionnaire to discover what aspects of school climate students believe are happening in their secondary school, this will create a background to the next two phases of research. Phase two and three will follow a classic GT approach. Phase two will use the data from phase one as a starting point for the student focus groups. Phase three will then take the student’s opinions from the focus groups and share them with staff to gather staff views in a staff questionnaire. 

[bookmark: _Toc47369325]1.7 Research Questions 

Grounded theory as a methodology emphasises the need for research questions to be more open (Sbaraini, Carter, Evans and Blinkhorn, 2011). For this reason, my research questions for phase two and three are broad and open, encouraging an inductive approach.
Main research question;
· How has a secondary school created a school climate that enables students to feel settled and secure enough to learn?
Sub-questions;
· What do staff believe has helped students to feel settled and secure enough to learn?
· What do students believe has helped them to feel settled and secure enough to learn?
· What are the implications of this research for educational psychologists (EPs)?























[bookmark: _Toc47369326]Chapter 2: Methodology 

[bookmark: _Toc47369327]2.1 Chapter Overview

This chapter will describe the philosophical stance that influenced the methodology. The methodology will be explained, including mixed methods research (MMR) a strengths based approach and GT design. Ethics, demographics and participants will also be detailed, leading into outlining of the administration of the three phases of research. Phase one is the quantitative phase, the student school climate questionnaire. Phase two is the qualitative aspect of this research, the focus groups and phase three involves the staff questionnaire, which gathers both quantitative and qualitative data. 

The methodology begins with deduction through the use of quantitative research for phase one. It then uses GT and a qualitative approach for phase two, which uses an inductive process. Phase three continues to use GT and an abductive approach, which involves looking at data and then reviewing relevant literature and checking back in with data (the arrows moving to and fro from data to theory in figure 3).

Theory
Data
Deduction
Induction
Abduction










Figure 3. A Process of Deduction, Induction and Abduction (designed by researcher)
Figure 3. depicts deduction on the right, showing how literature is read or a hypothesis is made from a theory and the researcher sets out to test this theory, this is a ‘top down’ process. On the left is induction, which comes from an approach that allows the data to drive the theory, not testing a hypothesis, this in effect is a ‘bottom up’ process. Abduction allows for both deduction and induction within research, an acknowledgement of the to and fro between data and literature in answering the research question. 

[bookmark: _Toc47369328]2.2 Research Design

This design uses mixed methods, phase one using a quantitative approach, which provides a background to the grounded theory (GT) design. Phase two and three follow Glaser and Strauss’ (1967) original work, in which they highlight that GT can be used with any data. Walsh (2014) also suggests that combining qualitative and quantitative data can lead to sufficient information with which to theorise. This method used a deductive approach in phase one, and an inductive and abductive approach in phase two and three. 

[bookmark: _Toc47369329]2.2.1 Mixed Methods

Using MMR in social research is not uncommon, but can be difficult due to philosophical positioning (McEvoy & Richards, 2006).

Quantitative methods are often related to statistical analysis and standardised measures of numerical data (Halcombe & Hickman, 2015). These, according to McEvoy and Richards (2006) have been used in the natural sciences. This links to the positivist paradigm suggesting we need to objectively scrutinise empirical facts to test the hypothesis that has been posed. From this stand point, researchers hope to test hypotheses and be able to generalise the findings.  McEvoy and Richards (2006) note the use of structured interviews, surveys, questionnaires and randomised trials as some examples of quantitative data gathering. To ensure validity and reliability, quantitative studies are often large scale, with many participants. Quantitative data often seeks to gain objectivity (Scott & Morrison, 2007).

Qualitative data tends to be based on interview, focus group or textual analysis data that is not quantified, rather interpreted (McEvoy & Richards, 2006, Halcombe & Hickman, 2015). The qualitative approach often uses a smaller number of participants as they give detailed attention to what they observe, leading to ‘rich and deep’ data (Scott & Morrison, 2007). The researcher is often embedded in the research and interprets the data according to their philosophical stance. Participants are sought because of the information they could give to the study (purposive sampling), rather than being a random sample (McEvoy & Richards, 2006).

There are potentially big differences in ontological approaches to the quantitative and qualitative methodologies. The quantitative approach is thought to be more objective and generalisable, whereas the qualitative stance investigates perspectives or realities that are acknowledged to differ (Lund, 2012).  

The mixed methods approach allows for both objectivity and listening to the data/ interpretation, ensuring that the data ‘speaks’ to the researcher, the results are therefore “grounded in the findings” (Scott and Morrison, 2007 p. 119). There are arguments against the use of mixed methods due to their fundamentally opposing standpoints (Guba and Lincoln, 1989). 

Mixed methods was originally a blending of quantitative and qualitative approaches and has evolved from the concept of triangulating information from different sources (Lund, 2012) which in essence reflects the work of the EP in gathering different sources of information through interviews, consultation, assessment (Beaver, 2011) and triangulating this information to see what themes or concepts speak from the data. With a pragmatic approach (Lund, 2012), it is not that mixed methods researchers discard the philosophical stances of qualitative or quantitative researchers, it is more that they believe researchers should seek to gain the best results through the most appropriate method available at that point in time in that context. This can lead to looking at methodology and data from different paradigms (Tashakkori & Teddlie, 1998) and remaining flexible in data gathering and analysis. 

The conceptual advantages of mixed methods include being able to answer more complex questions as the researcher can use exploratory and confirmatory techniques, finding the causal description and explanation (Tashakkori & Teddlie, 1998, Zhang & Creswell, 2013), as well as being reactive to the experience and data (Feilzer, 2010) and allowing for a shift in perspective (Denscombe, 2008, Halcombe & Hickman, 2015). It is also possible that the different methods will reveal entirely opposing results, allowing for revising of concepts and further research (Lund, 2012). Some argue that qualitative and quantitative research already cross boundaries, as sometimes before a quantitative study, researchers will use qualitative data to prepare for data gathering (McEvoy & Richards, 2006). Sometimes qualitative researchers use quantitative techniques, which Halcombe & Hickman (2015) describe as corroboration. McEvoy and Richards (2006) argue that researchers who come from different ontological positions can use the same methods. This appears most frequently in qualitative research, for instance thematic analysis can be used by phenomenologists and constructivists. The present research uses mixed methods, using both corroboration, which involves using the results of one method to inform another method (Halcombe & Hickman, 2015) and complementarity mixed method techniques, using the results of one method to elaborate on the results from another method. These are not truly integrated mixed methods approaches, building from one method to another rather than transcending the clear differences between quantitative and qualitative methods and data (Feilzer, 2010). 

The information from the school climate questionnaire was used initially in focus group one, which then fed into focus groups two and three and the staff questionnaire. The research questions in essence directed the use of both quantitative methods (to gain an overview) and qualitative methods (to gain rich data). 

[bookmark: _Toc47369330]2.2.2 Strengths Based Approach
Memo box; appendix 2 (April, 2019): A strengths based approach aligns with my interest in the power of the positive and the understanding that every organisation or community has many “untapped and rich accounts of the positive” (Whitney & Cooperrider, 2011, p.276-277). My hope is that the school I do my research in benefits from the energy that appreciating and valuing the best of ‘what is’ (Hammond, 2013). 



Appreciative Inquiry (AI) is a strengths based, social constructionist, narrative approach (Whitney & Cooperrider, 2011) that allows individuals and groups to think about what they are proud of and re-story their experiences, focussing on what works, the ‘peak experience’ (Bevington, 2015). It does not deny that there may be bad experiences as well, but allows for the focus to linger on what is good. I will highlight in my methodology that I am taking a pragmatic stance (section, 2.3.1) this allows for the use of an appreciative questioning style, rather than a full AI process.

This focus on the positive could lead to an imbalance of information (Golembiewski, 2000). For this reason, I will ask questions around the positive, but will listen to student’s thoughts about what is not going well. Oliver (2005) found that until unspoken resentments are spoken, this can block the effects of AI. It is of great importance to respect the complexity of situations, while looking for positives (Oliver, 2005). I will try to ensure time to reflect on this and collect data to further address any queries. 

I did not choose to use the full AI process as that could be placed within a framework of full action research (Stowell, 2013) but rather as part of an exploratory inquiry. My aim is to explore what works for these young people in this school and to document this, in effect documenting the success of one school which may be of benefit to other settings. This will hopefully, as is the AI intention, create an energy and empower that school to work to create more of the ‘good’ (Hammond, 2013), although this is not the purpose of the research. 

[bookmark: _Toc47369331]2.3 Epistemology and Ontology

This section will explain my philosophical stance and how this relates to mixed methods and GT. 
Ontology is concerned with the nature of reality, and is the lens through which we interpret or experience our world, this enables us to decide what is true or real, if it is knowable and fixed or constantly in flux (Guba & Lincoln, 1989 in Moore, 2005). Epistemology looks at how the researcher gains that knowledge and the methodology of gaining it; “how do we know that?” This will be influenced by the ontological position (Moore, 2005) in this research, pragmatism.

GT can have differing philosophical stances. Bryant & Charmaz (2007) use a constructivist GT position. Constructivism is a theory of meaning making through interactions (Richardson, 2003), acknowledging that the researcher and participants have many different backgrounds, roles and perspectives. This approach recognises that the data and any analysis are created through communication between people (Bryant & Charmaz, 2007). Glaser (1999) takes a more objectivist stance. Objectivism is the understanding that the external world exists and can be observed from a neutral vantage point and categories can be derived from data (Bryant & Charmaz, 2007) this is aligned with realism.Memo Box; appendix 2 (April 2019): As a philosophical stance, I agree that a lot of meaning is made through interaction, but I do not believe all meaning is made this way. I believe that there is a reality which can be perceived and interpreted in different ways. This has lead me to using a pragmatic approach.




[bookmark: _Toc47369332]2.3.1 Pragmatism

I have approached my work as a researcher pragmatically, acknowledging a common ground between the perceived polar opposites of positivism and social constructionism. Positivism/ objectivism recognises only what can be scientifically proven as proof or truth and is derived from the natural sciences, it separates reality from consciousness (Scott & Morrison, 2007). Social constructionism is thought to be at the other end of the scale, social constructionists argue that meaning is made from the interaction of an object and a consciousness, suggesting different meanings can be placed on an object, they are socially constructed (Scott & Morrison, 2007). Pragmatism questions their opposition directly, asking ‘what is the purpose of these two?’, ‘can we not look at the question we want to answer and use the techniques that fit that specific circumstance best?’ (Morgan, 2014).

In choosing MMR I acknowledge that I have done this because it is a pragmatic approach. This is not only a practical process, but a philosophical one (Denzin, 2010, Morgan, 2014). Pragmatism also asks the question of ‘how’ to do the research, but also ‘why do it in that way?’ not just ‘what works’ (Morgan, 2014).

Morgan (2014) reiterates the need for inquiry to be based on experience, rather than transferring previous experience to predict a future experience. This highlights that we cannot presume to understand something without having experience of it as that may not be enough to guide our actions for a different setting. This directly reflects my position in this research; I initially chose to use quantitative data, through a questionnaire, asking questions to explore and experience student’s answers, the next inquiry involved taking the information from the questionnaire and asking students more about it and finally reflecting back the student’s thoughts to staff for their views on what the students had reported.

Experience in research leads to change and flexibility. The process is led by the experience and data, rather than predetermined methods. Pragmatic inquiry is reflective and responsive to that experience; Morgan (2014) suggests that inquiry is the process of self-conscious decision making, not a habit that is done with little or no conscious thought. 

This common sense, pragmatic approach reflects how I faced inquiry and research; recognising I have not previously had that experience and looking at each data sampling opportunity as new and unique. I linked the data sampling one to the next to see the continuity or lack of, but I have always been open to the new experience. I have had a flexible and reflective approach that has helped me navigate the research.

As mentioned above, I believe that there are certain structures, some with social components that exist in the world outside of the human mind. ‘Pragmatism accepts there are philosophically singular and multiple realities that are open to empirical inquiry and orients itself toward solving practical problems in the “real world”’ (Feilzer, 2010, p.8). An acknowledgement of uncertainty, that knowledge produced is not set in stone. A pragmatist would focus on their approach to inquiry and be open to unexpected data. 

Pragmatism has an emphasis on answering the questions we want to understand (Morgan, 2014) and this is true of GT, in that we ask questions and follow data, rather than being driven to test a pre-stated hypothesis (Holton & Walsh, 2017). It is a journey of knowledge creation, rather than a single point of fact testing.



























[bookmark: _Toc47369333]2.4 Research Process
	
	Order of Action

	1
	Ethics and consent were written and submitted to the university (appendices 5 & 6). Ethical approval was gained (appendix 4)

	2
	School was contacted, the researcher and the head teacher discussed the research, ethics and consent.

	3
	Development of school climate questionnaire in line with relevant research and previous questionnaires.

	4
	The questionnaire was shared with colleagues to look at domains/components and relevance to statements. 

	5
	Information sheets and consent sheets (appendices 5 & 6) sent out via the school system to parents/carers. 

	6
	The school climate questionnaire was piloted with fourteen year 7 students (appendix 7).

	7
	The questionnaire was adapted in line with suggestions from pilot (appendix 8).

	8
	The head teacher introduced the researcher to the year 8 and 9 classes and the questionnaire was administered.

	9
	The first analysis of the questionnaire data was undertaken using SPSS and frequencies (appendix 9).

	10
	10 statements were agreed with by 80% or over of the year 8 and 9 students and these were taken forward as background for the focus groups (table 4).

	11
	Thirty two year 8 and 9 students were purposively sampled and the researcher met with them to speak about the focus groups. Printed consent sheets for themselves and parents to sign, as well as information sheets (appendices 5 & 6).

	12
	Eighteen students returned their own and their parent’s consent to take part in the focus groups. This meant that there would be three focus groups of six students each.

	13
	Focus group one spoke about the ten statements from the school climate questionnaire that had 80% and over agreement.

	14
	Analysis of fieldnotes and transcripts meant that ten statements were reduced to five (appendices 12 & 13).

	15
	Focus group two discussed the five statements taken forward from focus group one.

	16
	Analysis of fieldnotes and transcript alone and alongside focus group one.

	17
	Focus group three discussed the five statements and it was then opened up to allow them to add what they wished.

	18
	Analysis of fieldnotes and transcript alone and alongside focus group one and two.

	19
	A content analysis of the focus group codes was undertaken (appendix 15).

	20
	A thorough analysis of focus group data using in-vivo, open, causation, selective and theoretical coding (appendices 12, 13, 16 & 17). Abduction begins, looking at literature alongside data.

	21
	Development of staff questionnaire which was shared with colleagues to ensure clarity (appendix 18).

	22
	Administration of questionnaires; the head teacher introduced them in a staff meeting and fourteen staff anonymously returned questionnaires.

	23
	Analysis of staff questionnaire data (appendix 19).

	24
	Second analysis of student school climate questionnaire and discovery of construct validity and internal reliability, as well as component one, two and three (appendix 21).

	25
	Analysis of all data together leading to the emergence of figure 7.



Table 1: Order of Action. This table outlines the order of the research from beginning to end

Figure 4: The process of Data Gathering 
Figure 4 outlines the order of data gathering. All these arrows (each segment of data gathered) lead towards the emergent substantive theory following a process of initially deductive, then inductive theorising. As the information is gathered, all data is looked at both separately and in conjunction with previous data. 

[bookmark: _Toc47369334]2.5 Participants

My focus was on year eight and nine students who have had over a year in secondary. Year ten and eleven are involved in GCSE work during the summer term, so in practical terms, year eight and nine are more accessible (Robson, 2002). 

In order to gain a sense of whether students in the school experienced aspects of school climate, the student school climate questionnaire was administered to seventy six students from year eight and nine. Eighteen students who had given consent (students themselves and parents) were then divided into three focus groups. 

All teaching staff (teaching assistants, senior management and teachers) were introduced to the staff questionnaire in a staff meeting and fourteen members of staff responded (these were anonymous and as it is a small school, I did not request any identifying information, such as role within the staff).

[bookmark: _Toc47369335]2.6 Phase One; Quantitative Methodology

[bookmark: _Toc47369336]2.6.1 Rationale for Student School Climate Questionnaire

To begin to investigate the main research question;
· How has a secondary school created a school climate that enables students to feel settled and secure enough to learn?

It was important to establish that a school climate existed or aspects of a school climate existed in the school (from the student’s perspective) to then be able to understand how it was created.

A questionnaire developed by the researcher was chosen as a method of data collection as through this, data could be collected from a wide range of students (appendix 8). The responses were generalisable to the population of year eight and nine students in that school. The statements from the questionnaire that were agreed with (80% and over) were taken to the focus groups to provide a starting point for theoretical sampling. The decision to take 80% and over to focus groups for further discussion was a pragmatic decision as I needed to reduce the number of statements discussed due to time constraints. 

This research utilised a school climate questionnaire for students to complete. The statements used a 5-point Likert scale for answers, creating quantitative data. A 5-point Likert scale allowed students to say that they were unsure. This collected ordinal data as it can be ranked, but we do not know the difference between points. Ordinal data was reported initially as frequencies (Chyung, Roberts, Swanson & Hankinson, 2017). This suited this research as the frequency of strongly agree or agree was used to decide which statements were taken to the focus groups. In order to allow students to add to the statements in the questionnaire, there was one open ended question that students could choose to complete. 

The frequencies from the questionnaire created the background to phase two of the research. The questionnaire was used to allow the students to state which parts of school climate they felt were relevant to their school, but not what was important to them.

It continues to be important in a scientific framework of deduction that there is validity and reliability. As the questionnaire was used by each student on one occasion, internal reliability and construct validity (Field, 2005) was investigated. Internal reliability refers to the consistency of scores across different items within the measure; how strongly a measure is consistent within itself. Cronbach’s alpha was used to measure this as it looks at correlations between items (Field, 2005). Construct validity measures how accurately a test measures what it states it is measuring (on this occasion, school climate). 

The questionnaire was used at this point to create a background for phase two and three of the study which used grounded theory methodology. 
Memo box; appendix 2 (May, 2019): I acknowledge that by using a questionnaire I have narrowed the area being researched by having fixed questions, although my choice of school climate, rather than school culture has hopefully encompassed a more diverse subject area. To allow for further feedback on the questionnaire, I included an open question about what made them feel better about coming to school. This allowed for some qualitative data as well.



[bookmark: _Toc47369337]2.6.2 Questionnaire Development 

Boateng et al (2018) note that there are three phases to creating a new scale; 1. Item development, 2. Scale development and 3. Scale evaluation. This questionnaire followed phase 1 and 2, but was not evaluated.

As there was no British version of a school climate questionnaire, I reflected on previous studies to create a relevant questionnaire for a British school. I used four out of the five areas that Thapa et al., (2013) named (table 2). I did not include the area of school improvement or leadership, as the questionnaire was to be used with students and previous questionnaires for students did not include this area either (Complementary School Climate Inventory from the National School Climate Centre) as it was seen as an area for staff. I worked to create even numbers of questions in each area with my supervisor. I shared these with colleagues and ensured that they were understandable to them.

Phase 1: Item Development
The development of this questionnaire relied heavily on school climate research (Thapa et al. 2013) to guide the identification of domain and item generation. The boundaries of the domains were created to replicate previous school climate questionnaires and the areas within those. 

Phase 2: Scale Development
Boateng et al (2018) suggest pre-testing questions to ensure that the questions and answers are meaningful. The draft questionnaire (appendix 7) was administered to thirteen year seven students and the students were encouraged to verbalise the mental process they used to answer the statements. The statements were altered accordingly and the number of questions were reduced (appendix 8). 
Memo box; appendix 2 (May 2019): This was a small scale project, the questionnaire gave background to the grounded theory research. The intention of the questionnaire was guidance for future theoretical sampling.  
Content validity involved ten colleagues reading through and categorising questions. There was no correlation between what one colleague said and another. This made me question the internal validity of each area of the school climate questionnaires. If the domains were not well defined enough, the areas I was looking at blended. This led to the question; was it a suitable questionnaire to use to find out what areas of School Climate the students in this school felt were happening? I felt that regardless of the overlap within the domains, the questions themselves were relevant to schools and the school climate created for their students, so with the knowledge that these domains did not exist in isolation in my research, I continued to use this questionnaire to begin my research. It is suggested that the questionnaire did have content validity as it was based in school climate research and literature (Fields, 2005).




Boateng et al. (2018) suggest that items do not overlap to avoid mutual exclusivity within statements in questionnaires. On the second analysis (appendix, 21) correlations and variances were assessed and inter item communalities were investigated. A scree plot was then used to determine the optimal number of components (items) that emerged (appendix 21).

“Tests of Reliability: Establishing if Responses are Consistent When repeated” Boateng et al. (2018, p 4). The questionnaire was administered on one occasion, this reduces reliability, although within this setting, it was found to have internal reliability through a Cronbach’s Alpha (appendix 21).

Testing of construct validity is also important to ensure what was intended to be measured is measured. Appendix 21 describes how this questionnaire has construct validity in this context on the occasion of administration. As my approach was exploratory, this questionnaire was purely used on this occasion to explore themes from school climate with this set of students. 

Table 2 below guided the questionnaire statements, trying to ensure a similar number for each domain. These domains were matched to topics in existing surveys, such as the ‘Measurement of School Connectedness (MOSC)’ (Sugar, 2012) the National School Climate’s questionnaire, the Comprehensive School Climate Inventory (CSCI) for middle/high school students and the National Center for Education Statistics, ED School Climate Survey (EDSCLS).


























	Domain
	Indicators from Thapa et al. (2013)
	Survey topics

	Safety
	· Rules and Norms
· Sense of Physical Safety
· Sense of Social-emotional Security
	· Rules clearly communicated and followed up consistently by adults
· Feel safe from physical harm
· Safe from verbal abuse, teasing end exclusion

	Teaching and Learning/learning climate
	· Support for learning
· Social and Civic learning
· Meaningfulness of work
· Student grit
	· Supportive teaching practices- encouragement and constructive feedback
· opportunities to show knowledge and skills
· support for risk-taking and independent thinking
· Atmosphere conducive to dialogue
· Academic challenge
· Individual attention
· Support for development of- effective listening, emotional regulation, empathy, personal responsibility and ethical decision making
· Support for the future

	Interpersonal Relationships
	· Respect for diversity
· Social Support from adults
· Social support among students
· Family involvement
	· Respect for all differences at all levels of school
· Supportive, caring adult relationships, incl. high expectations for students’ success, willing to listen and get to know them as individuals, concern for students’ problems
· Pattern of supportive peer relationships, for socialising, problems, academic help and new students
· Family involvement with school

	Environment
	· School connectedness and engagement
· Physical surroundings/ resources
· Sense of belonging/connected
	· Positive identification with the school, and keen to join in broader school life for students, family…
· Clean, tidy, good facilities and resources


Table 2: School Climate Categories adapted from (Thapa, Cohen, Guffey, & Higgins-D’Alessandro, 2013). Table 2 breaks school climate down into four out of the five domains that were identified within Thapa et al., (2013) review. This does not include leadership, as the questionnaire was for students and previous student questionnaires did not include the leadership domain (Thapa et al., 2013). The indicators describe what each domain is investigating and the survey topics explain what statements within these domains will be about. I used this table to help develop the student school climate questionnaire.

[bookmark: _Toc47369338]2.6.3 Administration of the Questionnaires

There were seventy six year eight and nine students. The head teacher introduced me to each class and I explained the research and what the purpose of the questionnaire was (to learn their views on what the school did already towards helping them feel settled, secure and ready to learn). 

Administering the questionnaire took around fifteen to twenty minutes and this was administered by the researcher, face to face. Some students needed extra support to complete the questionnaires and these were done with a reader in the classroom environment. I encouraged students to ask questions if they were unsure. 
Memo box; appendix 2 (June, 2019): The head teacher being present in the classroom and introducing me will have emphasised the importance of the questionnaire, but may have impacted on what students wrote; I wonder if they would be more positive than otherwise.







[bookmark: _Toc47369339]2.7 Phase Two and Three; 

[bookmark: _Toc47369340]Grounded Theory 

Phase two and three both used GT methodology. The data from phase one guided the GT, beginning with a student focus group, which in turn fed into the next two focus groups (phase two) and finally gathering data from a staff questionnaire (phase three). The analysis of this research will begin as inductive, but shifts to an iterative/ abductive process (Figure 3), ‘weaving to and fro between data and theory’ (Robson, 2002, p.10) meaning that during analysis, literature will be reviewed to help further shape analysis. I intend to analyse data separately and then as Walsh (2014) did to analyse all data together.

[bookmark: _Toc47369341]2.7.1 Background to Grounded Theory

GT was developed by Glaser and Strauss (1967) who describe GT as discovered and inductive, rather than deductive (figure 3). The suggested advantage of using GT is it allows new theories to emerge directly from the data (Haig, 1995) rather than from a preconceived idea.

Bryman (2016) highlights that although data gathering in GT begins as inductive, it becomes abductive, listening to data, then looking at previous research and theories and going back to the data again (figure 3) sampling further. The researcher’s position is that of the explorer, trying to make sense of what has been found, rather than imposing assumptions upon the data. 

Glaser and Strauss diverged in their approach to GT; Strauss’ view was that the researcher is an interactive participant, constructing theory through interacting with the data (constructivism), whereas Glaser believed in the researcher being passive and unbiased. 

Glaser (2001) believes any type of data can be used; observations, focus groups, interviews, questionnaires, school policies and assessments are all relevant in data collection for GT. Quantitative and qualitative data in classic GT are used not to test hypotheses, but to further elaborate a theory, allowing the data to show the way (Holton & Walsh, 2017). 

Strauss decided that in GT (Strauss & Corbin, 1994) one must use axial coding (reorganising the data set finding the more dominant codes and removing redundant ones, Saldaňa, 2015), whereas Glaser uses a “looser process of generating connections and ideas and explaining them theoretically” (Glaser, 1992, p.71). Glaser’s (1992) GT allows for a more varied approach to data analysis and the use of mixed methods, whereas Strauss only describes using qualitative data (Holton & Walsh, 2017). 

Categories emerge through coding and the discovery of concepts (smaller ideas than categories), until they are strong or saturated enough to be named a category (Holton & Walsh, 2017). In practice researchers move to and fro between data and categories, funnelling the data collection and categories until they are saturated with the emerging theory (Bryant & Charmaz, 2007).  

The second and third phase of this research involved engaging in open coding as suggested by Glaser & Strauss (1967) and is initially inductive.  Glaser and Strauss (1967) warn of approaching the data with ready-made theories which are forced upon the data. For this reason, the literature review is divided into two sections; chapters one and four. GT suits this research as it allows for broad and open, action oriented research questions, mixed methods and a curious approach.

Initially, a school climate questionnaire was created which was not part of the GT, rather it created a background for the GT. The questionnaire data that guided the GT research was quantitative, then as part of GT, three focus groups were used to explore statements from the questionnaire, collecting qualitative data (phase two) and finally a staff questionnaire (phase three) was used to saturate the categories from phase two using both qualitative and quantitative data. 

[bookmark: _Toc47369342]2.7.2 Exploratory

The concept of GT is that the researcher is uncovering new concepts or categories and emerging theories through gathering data (Holton & Walsh, 2017). As Eps, we mirror GT, staying curious and intrigued by the young people, parents and staff, with an awareness that they know information and perspectives unknown to us (Joseph, Leadbetter & Burden, 2008). GT enabled me to gather data and view how students manage to feel secure enough to learn from new perspectives. This will hopefully be of benefit to EPs and schools.

[bookmark: _Toc47369343]2.7.3 The Process of Grounded Theory 

GT as a process takes this research from phase two to the creation of an emerging theory (Holton & Walsh, 2017). There are clear processes that will be followed, allowing me to be both creative and rigorous in my research.

Overall, these four principles provided by Urquhart, Lehmann & Myers (2010) outline the basic premise of all grounded theory; 
i. The research design and outcomes must grow from the data, these are not pre-decided or imposed onto the data.
ii. The different data must constantly be compared and analysed with previous data that has been collected.
iii. There must be theoretical sampling, meaning that the search for data is based around the emerging theory and continues until there is a saturation of concepts and categories.
iv. The aim of grounded theory is to build and develop theory.

[bookmark: _Toc47369344]2.7.4 How does the Theory Emerge?

Five types of theory can be produced through coding and emergent categories (Holton & Walsh, 2017);
1. Analytic (what is?) 
2. Explanatory (what is? How? Why? When? Where?) 
3. Predictive (What is? What will be?)
4. Explanatory and predictive (What is? How? Why? When? Where? What will it be?)
5. Theory design for action (How to do?)

The expectation is that type one is not enough for GT, as it only describes a phenomena, but doesn’t highlight a causal link, type two is not sufficient either, only explaining, not predicting. GT is expected to find at least type three and above (Holton & Walsh, 2017).

Substantive GT reaches beyond individual observed incidents and analysed data but applies to the substantive area of inquiry and is based in one context (Urquhart, Lehmann & Myers, 2010). Holton and Walsh (2017) explain GT as gathering ‘slices’ of data in specific contexts from which core categories and related categories emerge. This is substantive conceptualising, looking at data from one context until saturated. Once this has been done, the different substantive groups can then be compared to develop the emergent theory and increase ‘generality’ (Glaser and Strauss, 1967). Chametzky (2016) states that the substantive area is specific to a time, place and people. In this case, I am conducting research in one school, therefore investigating one substantive area. The predictive quality of this research will reflect back into that context. 

The main concern of GT is the discovery of theory (Holton & Walsh, 2017) leading to finding new theories or adding new research to theory (Howard-Payne, 2016). This differs greatly from other methodologies which often set out to test theories or to provide descriptive accounts of the subject matter (Denscombe, 2003). The term grounded refers to the importance of empirical fieldwork and the need to link any theorising to the ‘real world’ (Denscombe, 2003). 

	
	Process

	1
	I engaged in research, exploring a “substantive area” (Holton & Walsh, 2017, p.30) and allowed those actively involved (the data gathered) to share what happened and what they believed to be important. I wrote fieldnotes and memos alongside data gathering.

	2
	This data guided the emergence of the core issue. This was interpreted through memos during data gathering and analysis.

	3
	That core issues or concepts created a core category and categories.

	4
	The GT emerged from a conceptualisation/category.


Table 3: The Process of GT. Table 3 outlines the process of GT. It allows for all voices to be equal and heard (Holton & Walsh, 2017) in this piece of pragmatic research acknowledging a more critical aspect.

[bookmark: _Toc47369345]2.7.5 Fieldnotes and Memos

Making fieldnotes is part of the process of GT and requires careful observation (Montgomery and Bailey, 2007). Once a data sampling has  occurred, the researcher will take notes on the discussion and their impressions. In this study, fieldnotes are reflected upon and transcriptions are coded. This means that the data can be triangulated. The field notes have been documented in chronological order (appendix 1).

Memoing is key to GT; whilst coding, it is vital to write memos on developing ideas to capture the emergent thoughts about the theoretical categories (Holton & Walsh, 2017). These memos show the links between the codes and the emerging categories, the reflections of the researcher. Charmaz (1990) emphasises that through memoing, the researcher analyses their own ideas and takes them apart, trying to look at the “…data from a variety of perspectives…” (p.1169). In this way, GT relies heavily on the researcher. 

The use of memos leads to constant comparison and creates triangulation, finds patterns, checks the fit to categories, develops the properties of the category and saturates the categories (Glaser, 1998). Categories are hesitant and can be modified, not disproved. The memos have been written throughout the research, focussing on the analysis and links to theory and can be seen in appendix 2. Memos are written in an individual style, aiming to move the thinking process forward, rather than to carefully present information. 

[bookmark: _Toc47369346]2.7.6 Theoretical Sampling

Theoretical sampling is the collection of data for the purpose of generating theory. Data is analysed and this influences what data should be collected next in order to develop emergent theories (Denscombe, 2008) as can be seen in figure 5. This approach enables emerging theories to be further defined (Holton and Walsh, 2017). The data collection is stopped by theoretical saturation, so it is neither random, nor predetermined (Holton & Walsh, 2017). In this research, it is possible that saturation will not occur as the data is only gathered in one context.



Data collection and analysis


Theoretical sampling

                                                                                                                                        

Figure 5. An Iterative/ Abductive Process (Holton & Walsh, 2017, p. 39). This figure outlines the theoretical sampling and data gathering process in GT.

[bookmark: _Toc47369347]2.7.7 Coding

Coding involves taking the data and giving a brief ‘label’ to a section of data that hangs together (Chametzky, 2016). The idea is to move from raw data towards a theory through the use of coding. Codes allow for generalising what is in the data. Glaser (1978) states that coding is done line by line, but Chametzky (2016) encourages breaking the data into ideas. 

Figure 6. Coding Process. 
Figure 6 outlines the coding process. Open coding is suggested to take place first, then selective and theoretical coding. To further immerse myself in the data, causation coding was also used.

Saldaňa (2015) recommends using causation coding in grounded theory as it helps to see the grouping of open codes. Selective coding leads to focussing on recurring issues, rather than coding everything, so reduces the codes. This can mean going back to raw data to add to the selective codes. Theoretical codes then begin to look like they could be applied to other areas, not just the substantive area (Chametzky, 2016) this helps to investigate how the categories relate to each other. 

Although coding and memoing happen at the same time, open coding, selective coding and theoretical coding happen in order. Once a pattern emerges, this can be given the tentative label of category. This then leads to selective coding, looking at one core category and any related concepts, this is done until that category is theoretically saturated. The theoretical coding begins at this point, where the selective codes are integrated to reveal the final theory (Holton & Walsh, 2017). 

The process (figure 6) shows how the second and third phase of the methodology was coded through to the emergent theory.  This research has an emergent theory based in one substantive area (one school/context) rather than a final theory.

[bookmark: _Toc47369348]2.7.8 Theoretical Saturation

Saturation occurs when the data fills the emerging categories and explains the concepts in the theory (Holton & Walsh, 2017). Through this process, it becomes clear which categories need more saturation or should be left and those that are saturated. 

[bookmark: _Toc47369349]2.8 Phase Two; The Implementation of Focus Groups

[bookmark: _Toc47369350]2.8.1 Participants

Eighteen year eight and nine students agreed to participate in the research. Thirty two participants were chosen purposively (selected for the purpose of the research) and eighteen of these students and their parents gave consent to be in the focus groups. These students were then briefed on what a focus group would entail. This formed three focus groups of six students.

[bookmark: _Toc47369351]2.8.2 Rationale for Focus GroupsMemo Box; appendix 2 (June, 2019): The reason Focus Groups were used, rather than individual interviews was to open up the data from the questionnaire. I wanted to allow for differences of opinions and to gather information from a wide range of students rather than just a few. This can also mean that there is an interaction effect, in that students could build on each other’s points or at times not say what they felt as they may not feel confident enough in the group situation (Krueger & Casey, 2015). 



Focus group discussions create interactions between the members, making the data different (Bloor, 2001). The use of a focus group for interviewing allows for group interaction which can enable participants to make connections between concepts which may not occur in a one to one interview (Nagle & Williams, 2013).  It can also lead to unfinished sentences, participants talking over each other, people agreeing with each other when they wouldn’t in different circumstances. Non-verbal communication can also be recorded through fieldnotes. It is interesting to see which participants engage with different topics and this data can be gathered for analytical purposes as well (Nagle & Williams, 2013).  To gather a wide variety of views and to let the conversation flow, allowing the participants to lead the data, I felt focus groups would be a useful tool for data collection.

[bookmark: _Toc47369352]2.8.3 Recording

I used an audio recording device to record and also took notes on big sheets of paper during the focus group for participants to see and add to (they all had pens). At the end of the focus group, I asked the participants to check what had been written on the big sheet of paper to ensure that it mirrored their views. I also wrote fieldnotes (appendix 1) directly after the focus group to record interactions.

[bookmark: _Toc47369353]2.8.4 Rationale for using Statements from Questionnaire

I had planned to investigate some of the statements from the questionnaire, making these focus groups more structured in nature (Morgan & Scannell, 1998) which is unusual for a GT study, as interviews in GT are normally more open ended. This was because I wanted to use the previous data collected from students to theoretically sample further and funnel information based on what the students perceived existed in their school. I used the statements to ask open ended questions which dug deeper into the statements in table 4. It was important that students were able to engage with the topic and I felt that having statements to discuss would allow for this. 

[bookmark: _Toc47369354] 2.8.5 Outline of Focus Groups

1. The first group was used to explore how students felt about all the ten statements collected from the questionnaire (these were statements that were agreed with by 80% of the students, table 4). 
2. Focus group one guided the number of statements taken to focus group two. 
3. The final group was used to seek theoretical saturation around the statements, but also to allow students to make comments about what helped them attend and access learning in school more generally. 
Students were numbered one to six in each group, so student one from focus group one is a different person from student one from focus group two or three.

The saturation of raw data was achieved through different focus groups creating ‘slices’ of data, allowing for different views around one statement. This allowed for categories to emerge through analysis and assisted ‘conceptual elaboration’ (Glaser and Strauss, 1967). This in effect makes the research more reliable, as three different groups spoke around the same topics. 

[bookmark: _Toc47369355]2.8.6 Description of Focus Groups; Composition and Process

2.8.6.1 Focus group one

The first focus group included; 
· Six students
· Two female and four male 
· Three year eight and three year nine students
· It lasted for one lesson (forty five minutes) and a registration (fifteen minutes).
Further details of the focus group can be found in appendix 11. 







Memo box; appendix 2 (June, 2019): Some statements were spoken about with passion and engagement, others were spoken about briefly and some had opposing views. For instance, the statement; ‘There are clear rules in our school’ led to focus group one discussing whether or not it is useful to have rules, some decided it was over the top and others felt rules helped them to know nothing is going to happen. The statement; ‘staff respect diversity’ led to very little discussion, although it was acknowledged as important, it was expected of staff already. ‘Staff respect each other’ raised an amused discussion around one department, with a brief acknowledgement that staff should respect each other, but that it was not what education was about. ‘Teachers want me to do well’ led to very little discussion, though there was acknowledgement that they did, although their statements reflected a comment made on the questionnaire, stating that teachers want you to do well so that they look good. The final statement that was not carried through to future focus groups was; ‘staff help students behave in school.’ There were differing perspectives on this topic as some felt that it reduced disruption and others felt it could increase it. 
These statements have been chosen to be left out of future focus groups, but were included in analysis.


This group discussed all the statements from table 4. I read through the field notes and listened to the recording to begin to code what the students had said.  Some of the statements were spoken about with more consensus and passion than others. Some statements were discussed very briefly or had a wide variety of opinions. This allowed me to follow the data that was more powerful, please see memo (June, 2019) above.

2.8.6.2 Focus group two

The second focus group included; 
· Six students
· Three female and three male 
· Three year eight and three year nine students
· It lasted for one lesson (forty five minutes) 
Further details of the focus group can be found in appendix 11. 
Focus group two was used to further investigate the narrowed down statements from focus group one, exploring whether they would saturate the emerging codes and categories. This also allowed them to expand on these statements in ways they saw fit. This was to add validity to the data and include the thoughts and feelings of more than one focus group. This reflects theoretical sampling in GT, following data from the previous sample and the seeking of theoretical saturation and gathering ‘slices’ of data from a substantive area.
Memo box; appendix 2, (24.06.19): Focus group two also showed passion in the five topics, similar to focus group one. Friendships with peers were really important to this group, as they were to focus group one. This idea of the joy in socialisation links closely to Dan Siegel’s (2015) work, looking at how adolescents want to spend time together or how Güroğlu, van den Bos and Crone (2014) found that adolescents show most prosocial behaviour towards friends, whereas younger children show a similar amount of prosocial behaviour to all people. There is a powerful drive to be with friends as an adolescent.
There was also a huge value placed on choice and being able to use their own ideas, although some felt that boundaries were useful within this. This was strongly linked to social situations as well, for instance where they sat in class and the choice and trust they were given by teachers to allow them social independence in class.
Towards the end, participants mentioned the importance of relationships with staff as well, this was brought up without any statement related to it. 


2.8.6.3 Focus Group three

The third focus group included; 
· Six students
· Two female and four male 
· Three year eight and three year nine students
· It lasted for one lesson (forty five minutes) 
Further details of the focus group can be found in appendix 11. Memo box; appendix 2 (03.07.19): The passion focus group three felt about a test from year six dictating whether or not they were doing ‘well’ in school was insightful. It throws up the idea of not being seen as a person, but as a grade. The need to be seen by staff. It also highlighted the pressure that this put on them, trying to do well for their primary schools could lead to not succeeding as well in secondary, always being expected to do better.


[bookmark: _Toc47369356]2.8.7 Coding of Focus Groups

In the second phase of this research, open coding (appendix 13) was used initially, giving each idea a code. Where possible, I used what the participants have said (in vivo coding, Saldaňa, 2015) keeping as close to the data as possible. Each line of the transcript was analysed, looking at phrases and words. I also used causation coding (appendix 14) before selective coding as suggested by Saldaňa (2015). This allowed me to see the links between the codes and how they might be grouped. 

Selective coding was then used to explore emerging categories and with all the focus group data, the emerging theories were tentatively identified. These codes are reflected upon in memos. The process of memoing helps condense the codes together further, moving towards selective coding and emerging categories. 

I decided to analyse focus group data using a quantitative approach. This reflects the epistemology of grounded theory, as it is done inductively, allowing the data to feed a theory. I used a frequency count of my codes to ensure that I was not ‘choosing’ the codes, but really listening to the data, similar to Krippendorff’s (2004) content analysis. The use of a frequency count relates to a pragmatic stance and mixed methods, the incorporation of quantitative and qualitative methods seems helpful.

The transcribing involved each participant being given a number to protect anonymity (please see section 2.8.5). 


[bookmark: _Toc47369357]2.9 Phase Three; Staff Views Questionnaire

At the beginning of phase three, theoretical sampling occurred again, focussing on the emerging categories (Sbaraini, et al. 2011) from the focus groups (phase two). I purposively sampled participants to gain more information around these identified categories, through administering questionnaires to fourteen staff members. This process led to further saturation of these categories, allowing for theoretical saturation within this substantive context (Holton and Walsh 2017). 



[bookmark: _Toc47369358]2.9.1 Development of Staff Views Questionnaire

To discover what staff did to support the students in the areas of autonomy, boundaries, peer relationships and student-staff relationships (the emergent categories from phase two) a questionnaire of eight items was constructed for school staff (senior leadership team, teaching staff, teaching assistants) to complete anonymously in order to gain an idea about how strongly staff were in agreement with areas identified by students (appendix 18).  The questionnaire was shared with colleagues and my supervisor to ensure clarity. Fourteen members of staff completed the questionnaire.

[bookmark: _Toc47369359]2.9.2 Administration of Staff Views Questionnaire

The head teacher was keen to allow staff to fill these anonymously and introduced them in a staff meeting. He then left a box in the staff room of the questionnaires and an envelope to return them to. They were completed by fourteen members of staff within one week.

[bookmark: _Toc47369360]2.10 Ethics and Consent 

Before the sampling took place, ethical approval (appendix 4) was granted through the University of Sheffield and information sheets (appendix 5) and consent forms (appendix 6) were sent home to parents via the school system. The consent forms for phase one (the student school climate questionnaire) were opt out forms. This meant that if no response was received, the student could complete the questionnaire. Neither the school nor I received forms asking for their children to opt out of the questionnaire. 

Consent (appendix 5) forms for phase two (the student focus groups) were then sent to the year eight and nine students who had been purposively selected (selected for the purpose of research) and then randomly selected by the researcher after having been assigned a number. If they and their parents gave consent, they were asked to attend a focus group. Before initiating the focus groups, permission from all participants (and parents of participants) was received. My ethical considerations, consent and information forms follow the British Psychological Society Code of Human Ethics (2014) and HCPC Standards of conduct and performance ethics (2018). Debriefing information and an explanation around possible publication was contained in the information sheets (appendices 5 and 6).

Phase three (a staff questionnaire) to look for theoretical saturation was also included. The information sheet and consent forms for adults can be found in appendices 5 and 6.

[bookmark: _Toc47369361]2.11 School Details and Demographic Information

The school was selected based on recommendations from colleagues and the Ofsted report from 2018, in which it was noted that “the progress that pupils make across a broad range of academic subjects is among the strongest nationally.” It noted that “individuality is prized, and this underpins a strong culture of diversity and inclusion, where pupils prosper.” I wanted to know what it was that enabled these students to prosper and the head teacher was happy to engage with the research. 

In October 2019, the school had under five hundred pupils. It is a mixed mainstream secondary comprehensive school and the age range of pupils is eleven to sixteen years old. Students go from here to college or sixth form or take up apprenticeships. The number of pupils joining the school in year seven is rising and within the last academic year, they had thirty six pupils transfer from other schools (this was mainly into year eight and nine). The school does not use alternative provision. The predominant ethnicity is British white and many students come from farming backgrounds. Over half of the students use county transport to get to school. Approximately 21% of students receive pupil premium funding (students who receive free school meals and those who are or have been in care, DfE, 2020).














[bookmark: _Toc47369362]Chapter 3: Analysis and Findings

[bookmark: _Toc47369363]Phase One; Quantitative

[bookmark: _Toc47369364]Student School Climate Questionnaire

[bookmark: _Toc47369365]3.1 Chapter Overview

This chapter will focus on the analysis and findings of phase one of this research. The data is quantitative, although it does also include some qualitative data from the questionnaire. Please see appendix 20 for guidance through the overall administration and analysis.

[bookmark: _Toc47369366]3.2 Quantitative Data; Student School Climate Questionnaire

[bookmark: _Toc47369367]3.2.1 Analysis of Student School Climate Questionnaires

To investigate the Likert scale responses, raw data was inputted into the Statistical Package for Social Sciences (SPSS) version 24. Frequencies were calculated for responses to each statement (Chyung, Roberts, Swanson and Hankinson, 2017). Percentages for ‘strongly agree’ were rarely above 50% so the frequency of ‘agree’ and ‘strongly agree’ were calculated together. Only statements of over 80% agree were taken to focus group one. Memo box; appendix 2 (June 2019): The statements that came out as being 80% or more agreed with highlighted school structure or boundaries and autonomy as well. They also highlighted social relationships in different situations; warmly welcoming students, students they work well with and a student they can share problems with. Respecting individual differences also appears and I feel this relates to autonomy and the right to be an individual.









	Statement
	Percentage of students who agreed 

	Staff want me to do well in school
	96.2%

	Staff respect diversity
	96%

	There are students in school who I work well with
	94.7%

	Staff respect each other in school
	92.2%

	There are clear rules in our school
	89.5%

	I have friends who I can share my problems with
	85.5%

	New students are warmly welcomed to this school
	85.5%

	I am encouraged by staff to use my own ideas
	81.6%

	Staff understand where I am with my learning
	80.2%

	Staff help students to behave in school
	80.2%


Table 4: Statements from Student Questionnaire Taken to Focus group 1 (that had over 80% agree)
This table identifies the ten statements that were agreed with by 80% and over of the students. These were the statements that were initially taken to focus group one. For further details on questionnaire data, see tables A, B and C in Appendix 9.

There were thirty eight qualitative comments which were written to answer a general question of ‘Is there anything else that helps you come to school and study that you could tell me about?’ (appendix 10). Overall, these comments showed;
· Twenty five students mentioned friendships
· Thirteen mentioned learning or subjects
· Seven mentioned teachers
· Other subjects that came up were the future, parents and feeling respected. 
All of these are viewed by students as important in enabling them to access learning in schools. This information will be analysed alongside the focus group data, as suggested by Holton and Walsh (2017). I chose to use the quantitative data to guide the focus groups rather than these comments as this reflected the majority of student views.Memo box; appendix 2 (June, 2019): One participant made a comment beside a statement, saying the teachers did want them to do well, but qualified this, stating that it benefitted the teachers themselves as well.  This response highlighted that survey question answers can be interpreted in very different ways by participants and those who administer the questionnaires. This knowledge made having in-depth conversations with students more important, looking more deeply at statements and what they mean to students.  These thoughts reflect my pragmatic approach (Feizler, 2010) as well as the GT methodology, allowing data and information to emerge in unexpected ways and to influence the theory.


[bookmark: _Toc47369368]3.2.2 Second Analysis of Student Questionnaire

I further analysed the questionnaire data to ensure it had construct validity and internal reliability (Fields, 2005) in this context and found that it did (Appendix 21). Construct validity refers to the concept that what was going to be measured (school climate) was measured. A Principal Component Analysis (PCA) was used for extraction of factors or dimension reduction (Fields, 2005) and was also used to evidence construct validity (appendix 21).  Internal reliability refers to the internal consistency, the degree to which the tool measures the same concept. As the correlation between items was high on the Cronbach’s Alpha (appendix 21) this questionnaire has internal reliability, telling us that it was testing a group of concepts that were interrelated.  I chose not to further analyse this data for correlations and variance as it was based on what the students felt happened, not what they valued, which therefore meant it would not add further to the emerging theory. 

There were some interesting findings from the PCA and these will be described here and further explained in appendix 21. The PCA tested to see if there were components or factors within the data. The use of a PCA in further examining the questionnaire data provided four possible components (appendix 21b). Component one identified aspects of relationships (especially staff-student relationships) autonomy, a sense of pride and belonging in school, possibly denoting a school community which guides and supports students. Component two appears to relate to safety and peer relationships, component three relates to autonomy and component four has two statements; ‘staff respect each other’ and ‘I am encouraged to use my own ideas’ (appendix 21c). 
Component one accounted for 35.23% of the variance (appendix 21a), suggesting it has good internal correlation (Fields, 2005). The second analysis occurred after the analysis of data from phase two and three and it appeared to reflect a sense of a ‘safety net’ (see section 6.7); a feeling of being encouraged and belonging, staff supporting and challenging students in a good way, feeling known and supported by staff and students, in essence, feeling part of a supportive and caring school community. Component two reflects 9.6% of the variance, component three represents 6.31% of variance and component four 5.66% of the variance which suggests these have weaker internal correlations (Fields, 2005).

[bookmark: _Toc47369369]Phase Two; Grounded Theory

[bookmark: _Toc47369370]Focus Groups

Phase Two was qualitative; three focus groups explored the statements from the student school climate questionnaire which had 80% or over agreement (table 4). The quantitative data fed into the beginning of phase two; the GT research.

Data gathering and analysis was completed in a sequence, accumulating data and feeding it into the next analysis, showing the decisions made from each analysis to inform the next theoretical sample. The data from focus group one was used to direct focus group two and three.

[bookmark: _Toc47369371]3.3 Analysis of focus group data

[bookmark: _Toc47369372]3.3.1 Open Coding
Memo box; appendix 2 (August, 2019): The open coding of the transcripts (appendix 13) created a lot of data. The codes that I used for this section repeated themselves, although I often used different words which meant similar concepts. This allowed me to reflect on the areas that had emerged in the fieldnotes and memos (appendices 1 and 2). To ensure that the categories I felt were emerging reflected the coding and data, I used a content analysis (Krippendorff, 2004) to increase the rigour (appendix 15).



Open coding was used, which meant that I interpreted the meaning of each line of the transcript, as well as ideas that hung together. I chose the codes which made the most ‘analytical sense’ (Charmaz, 2014, p.138). To ensure that the categories I felt were emerging reflected the coding and data, I used a simple content analysis to see how often these categories emerged. The frequency of words from the open coding was recorded in appendix 15. In essence, this is a simplified version of Krippendorff’s (2004) content analysis which involved looking for patterns within the codes and turning qualitative data into quantitative data by counting how many times each code was used (section, 2.8.7). Within this research, the codes emerged from the raw data (Holton & Walsh, 2017) and were not pre-determined as is the case with content analysis (Hruschka et al., 2004).The use of counting the number of times words came up in my coding (content analysis, Krippendorff, 2004) was a very loose way of finding out if the categories would work (appendix, 15). 

	Statement 18: I have friends in school who I can share my problems with
	Transcript (from Focus group 1 transcript)
	Initial coding

	
	1: Someone you can actually trust
1: something you can always trust, have a brilliant time with.
	Trust and enjoy (safe friendship)

	
	2: You can freely talk to
3: Someone you can talk to and not be judged by
5: Someone whose not afraid to help you
	Not be judged by/ supportive friendship

	
	4: someone you like being with
	Affiliation enjoyment

	
	3: Sounds a bit dramatic, but when my boyfriend broke up 
with me, my friends were like, caring, they all helped to 
make sure I was happy.
RF: And did that help you come to school?
3: yeah
2: I used to get bullied, nah, picked on a lot for how my teeth 
were and everything and my mates would just tell me they 
were fine and they would help me however they could when 
I was sad.
	Caring/supportive helping come to school
Build confidence as well
Reassurance


Table 5: Example of Initial Open and In-vivo Coding of Focus group 1 (for fuller transcript, see appendix 10). Table 5 gives an example of how the open and in-vivo codes were decided. Memo box, appendix 2 (July 2019): It can be seen that friendships has a lot of themes within the code. This area was spoken about very passionately by the focus groups. This feels a vital area in this research in terms of importance to students.
The other areas with more talk around them appear to be staff-student relationships, autonomy and choice and rules or boundaries. These four areas appear important to students in that they allow them to feel secure about coming to school.


I used causation coding (Saldaňa, 2015) to pull some ideas together and see the direction of travel between open coding and selective coding (section 5.3.2) after initial open coding.

[bookmark: _Toc47369373]3.3.2 Selective Coding

The next stage was selective coding. I re-examined the transcripts to discover any emerging codes. Because of the quantity of data, I have put this into tables (see appendix 16). I found that the majority of what had been spoken about in the three focus groups gravitated into four categories. The categories that emerged from the focus groups were peer relationships, staff-student relationships, boundaries and autonomy.
Memo box; appendix 2 (September/October 2019): The four categories of boundaries, peer relationships, staff-student relationships and autonomy appear strong, with many quotes from focus groups to support. There are different factors within each emergent category, but overall, the categories seem cohesive with themes recurring throughout. 
I wonder about the set rules and boundaries that the school puts in place before students walk through the door and the difference between that and the feeling of emotional boundaries, being caught and guided, the ‘safety net’ of the relationships and autonomy in the school.
Perhaps the emergent categories of peer relationships, staff-student relationships and autonomy mediate the more set boundaries to create this ‘safety net’ feeling which helps engagement in school. They are the mediating factors that enable a feeling of a ‘safety net’.


	Peer Relationships

	Focus Group 1

	3: Sounds a bit dramatic, but when my boyfriend broke up with me, my friends were like, caring, they all helped to make sure I was happy.

	2: I used to get bullied, nah, picked on a lot for how my teeth were and everything and my mates would just tell me they were fine and they would help me however they could when I was sad.

	1: Mine was y7 because I usually got picked on and he was an absolute person who always stood by me and never really judged or mattered what I looked like.


Table 6: Example of Selective Coding from Transcript (please see appendix 16 for selective coding). 
Table 6 gives some examples of selected coding that represents the raw data and how it aligns with the selective code or possible category. See section 2.8.5 for further information on the construction of focus groups. Taking the information from open coding, the content analysis (appendix 15) causation coding (appendix 14) and rereading the transcripts, I developed the selective codes (appendix 16). 

[bookmark: _Toc47369374]3.3.3 Linking the Data So Far

The questionnaire quantitative data fed into the focus groups, guiding the direction of focus group discussion. It meant that we followed a strengths based process, taking the statements that students agreed with most and discussing them. I checked back with the qualitative data from the questionnaires to see if similar areas were highlighted (section 3.2.1). Appendix 17 shows the links between open and in vivo codes, selective codes and emerging theoretical categories after including the qualitative data from student questionnaires.

I will further explain the meaning of some of the concepts that emerged from coding (appendix 17). ‘Structured social time’ and ‘affiliation’ appeared frequently throughout coding. In this context, structured social time is time that is supervised and perhaps supported in some way by an adult. It can be a loose structure, students are not specifically directed at all times. A student in focus group 3 noted the enjoyment he gained from form time and that knowing he could socialise with peers at this time made him feel coming to school was okay. 

In this research, affiliation means to enjoy being part of a social group, it can be thought of as a connection or relationship between people in social situations (Taylor, 2006).  In this context it relates strongly to the fun students have in socialising and how sharing these experiences creates relationships and wellbeing (Taylor, 2006).

It is suggested from the focus groups that when boundaries are in place and the emerging categories are at the right level for an individual, the student feels safe enough to engage. There is a link between feeling settled enough in school to being able to engage and feeling motivated, for instance;
· In the emerging category boundaries;
Focus group three, student 4; “If someone disrupting a lesson, it can calm it, so you can work.” 
· In the emerging category peer relationships;
Focus group three, student 4; “DT, when you are on your projects, easier to work, not working in silence, makes it more fun, you want to do it.” (Fun being with peers).
· In the emerging category autonomy;
Focus group one, student 4; “It makes me feel confident that I can have my own ideas and share them I can’t get it wrong.” (To feel confident and safe because they can use their own ideas).
· In the emerging category staff-student relationships;
Focus group two student 3; “the teachers try to push you a little, so you try as hard as you can.”  
Memo box; appendix 2 (December 2019): Initially, I wondered if relationships should be one category, both staff and student. I realised there was a different feeling about these relationships. Staff could be caring and supportive, they could understand and know their students, but they could not be friends; focus group 2, student 2; “You can’t be friends with a teacher, you need friends and you have the choice to help them.” These are distinct and different relationships.
There is something about staff knowing students and the link to boundaries and autonomy. That is in effect how it works, if a member of staff knows a student and that student feels known, they feel more autonomy, as the member of staff gives them more freedom, but equally, they are more accepting of that member of staff’s boundaries. This in turn links to feeling autonomous and motivated. 
After the staff questionnaires, it seems boundaries don’t really fit together and are possibly two separate categories. 

Peer Relationships
Autonomy
Staff-Student
Relationships
‘safety net’: negotiable boundaries or guidance
Feelings of Security and Engagement 
Set boundaries (structure, school rules and policies)















Figure 7: Diagram of Substantive Theory from Analysis, showing the mediation of set boundaries into a feeling of safety: a safety net
Figure 7, which was created after the analysis of phase two and three (Chapter 5) demonstrates how set boundaries are mediated by the experience of the three categories of peer relationships, autonomy and staff-student relationships. These three mediating categories create a sense of a ‘safety net’, allowing students to feel safe and secure enough to engage.  This is the key figure in this research and will be further explained in the next chapters.


























[bookmark: _Toc47369375]Chapter 4: Theory that Further Shaped Analysis 

[bookmark: _Toc47369376]Phase Two and Three; the Process of Grounded Theory

[bookmark: _Toc47369377]4.1 Chapter Overview

This chapter is a further development of the analysis using related literature, following GT processes. This literature was reviewed after phase two and three of the research. The chapter will firstly outline the cross category theories, which all the categories are influenced by. It will then look at theories that further explain the emerging categories. 

The student school climate questionnaire and phase one data investigated whether students felt aspects of school climate were occurring. The school climate questionnaire found that students felt many aspects of school climate occurred in the school.  This section further informs the main research question;
· How has a secondary school created a school climate that enables students to feel settled and secure enough to learn?

[bookmark: _Toc47369378]4.2 Cross Category Theories

There are two overarching or cross category theories that are linked to this research; Bronfenbrenner’s Ecological Systems (1994) and Self Determination theory (SDT, Ryan & Deci, 2000). 

[bookmark: _Toc47369379]4.2.1 Bronfenbrenner’s Ecological Systems Theory

This is a systemic theory in line with the concept of ‘safety net’ or a community of support which highlights the importance of how young people and their environments interact (Bronfenbrenner, 1994). The microsystem, a student’s immediate environment; the teacher, parent and peer support will impact directly on the young person’s wellbeing and sense of safety (Bronfenbrenner, 1994,). The mesosystem involves aspects of the school which influence the student; school policies, rules, extracurricular activities (Bronfenbrenner, 1994,). The exosystem relates to systems that may not directly impact on a child, but will affect them indirectly, for instance parent’s work or extended family (Bronfenbrenner, 1994). The macrosystem reflects the cultural, political and economic systems, for instance, systems which impact upon the benefits parents receive or the curriculum children are taught in school (Bronfenbrenner, 1994). The chronosystem encompasses changes over time, for instance moving house or an historical event that may continue to impact on a child (Bronfenbrenner, 1994,). While this research focuses on school and the systems within the school, it must be noted that many systems impact on young people’s lives and how they feel. As noted by Christensen (2016) Bronfenbrenner’s research does not look at the capacity or resilience of the young person, it does not mention how individuals raised in negative environments can go on to succeed and thrive. 

This research is investigating what a school does to enable students to feel secure and settled enough to learn, exploring the students’ experience of the school climate, taking a systemic viewpoint.

[bookmark: _Toc47369380]4.2.2 Self Determination Theory

Ryan and Deci’s (2000) self-determination theory (SDT)  links closely to aspects of school climate and the mediating categories; peer relationships and staff-student relationships (relatedness in SDT) and autonomy (also a component of SDT).  The third component of SDT, competence, is apparent in school climate research (table 2 teaching and learning) although was not saturated enough to become a mediating category within this research. SDT states that all humans need to feel autonomous, relatedness and competence to be engaged and motivated (Ryan & Deci, 2000). If an environment satisfies all three of these, people will be more likely to be intrinsically engaged and have better psychological and behavioural outcomes (Ryan & Deci, 2000). 

Initially, SDT appears to be a very linear model not taking into account the systemic factors, history and how this can impact on people’s lives. Looking through Bronfenbrenner’s ecological systems lens (1994) the microsystem is acknowledged by SDT, in that the immediate environment of teacher, parent and peer are noted through the perspective of relatedness. The wider systems at play that macrosystems and chronosystems highlight are not directly referred to in SDT. 

Overall, extrinsic rewards decrease intrinsic motivation in a range of situations (Deci, Koestener & Ryan, 1999). Deci and Ryan (2008) interpret findings of decreased intrinsic motivation due to extrinsic rewards as being related to autonomy. When intrinsically motivated, a person will feel autonomous, but when extrinsic rewards or consequences are used, they can feel more controlled, so decreasing their feeling of autonomy. In schools, academic outcome is how competence is measured. Grades are often an extrinsic motivator that students are expected to strive towards and are often used as evidence of the competence aspect of SDT in school research (Van Van Ryzin, Gravely & Roseth, 2009). This questions some of the work on SDT and competence in schools as Deci, Koestner & Ryan (1999) highlight the problem with extrinsic rewards in creating engagement. It is possible a school environment that truly allows for SDT would allow students to have much more control over their studies than we currently see in the UK school system. 

Martela and Riekki (2018) suggest an additional factor of beneficence (sense of making a positive contribution) alongside autonomy, competence and relatedness. Their quantitative analysis shows that beneficence stands independently from autonomy, competence and relatedness. 

SDT research has largely been quantitative, which means that the data gathered is rigorous and generalisable, but it does not go into details about the individuals and their experiences of SDT. The data is often empirical, only giving participants a choice of options, rather than asking for their varied opinions. 

[bookmark: _Toc47369381]4.3 Theoretical Frameworks related to Set Boundaries, Mediating Categories and ‘Safety Net’

Figure 7 outlines the process from set boundaries, to the three mediating categories of peer relationships, student-staff relationships and autonomy to creating a ‘safety net’ and the feelings of engagement and security that provides. This section reviews literature that is directly related to these categories.

[bookmark: _Toc47369382]4.3.1 Set Boundaries

Set boundaries reflects structure and rules set in place before students enter the school, some of the structure includes policy, government guidance, timetables and school rules. 

If a school and staff have already created clear, consistent rules and structures and a safe physical environment, this can enable staff-student relationships and student wellbeing (Van Petegem, Aelterman, Rosseel, and Creemers, 2007). Clear structure and rules allow for staff-student relationships to give students increased freedom, which could also create feelings of autonomy (Van Petegem, et al., 2007). It is also suggested that through organisation and structure that student health and wellbeing can be promoted (The National School Climate Council, 2007, Kutsyuruba, Klinger, & Hussain, 2015). Set boundaries in this research reflects the underlying structure of the school, which staff and students use to help structure their days. In this research, it is the beginning of the process towards creating a ‘safety net’.

[bookmark: _Toc47369383]4.3.2 Peer Relationships

In the present research, peer relationships can be individual friendships, friendship groups, in class support or peer group culture. This review is focussing on how peer relationships in general support students to feel settled and secure enough to engage with learning. 

Peer relationships appear really important to students; Gowing’s (2019) mixed methods approach, (including focus groups, diaries and questionnaire data from 336 students aged between thirteen and eighteen years old) found that young people valued peer relationships above all else in the school context. Gowing (2019) listened to the students and collected their voices, whereas many studies involve observing students in class or teacher reports (Pianta, Hamre & Allen, 2012) and she criticises the focus on previous research on adult views. 
Memo Box; appendix 2, August/September 2019: I wonder if researchers and staff shy away from really investigating peer relationships as they feel they are unable to control these relationships; does researcher or staff autonomy affect researcher or staff motivation?



Peer relationships, which fits into Bronfenbrenner’s (1994) microsystem are highly influential; Jain, Buka, Subramanian & Molnar (2012) found friendship support was initially a protective factor for those who had been exposed to violence, increasing the odds of emotional resilience (a person’s ability to respond to stressful situations or a person’s ability to ‘bounce back’ while experiencing adverse, challenging or disadvantaged contexts, Aranda & Hart, 2015). This is a powerful piece of research, which gathered data from 1166 youth, aged eleven to sixteen over seven years.  Students who have better relationships with peers at school are more likely to show greater emotional engagement there (Furrer & Skinner, 2003) and this can be supported by staff in schools to enable feelings of friendship security. Friendship quality is a protective factor for adolescents with low autonomy and relatedness (Collibee, Le Tard & Wargo-Aikins, 2016). On the other hand, Ronka, Sunnari, Rautio, Koiranen, and Taanila (2017) found that those adolescent students who experience loneliness or bullying and difficult social relationships, become less motivated, experience a reduction in academic success and overall wellbeing. Ronka et al’s, (2017) study was based on historical data, which may be less relevant today, but the implications of their study is replicated by other research. Girls who experienced loneliness or boys who were afraid of going to school due to social relationships were less engaged and did less well in school. Ronka et al., (2017) emphasise the important role schools have in creating a safe social space for peers to build and maintain friendships, so that students can thrive in school.

Dodge, Dishion and Lansford (2006) suggest increasing structured social time (social time that is supervised or supported by adults) as they found that a peer culture defined by high levels of friendship intensity that is not supported in any way by adults, can be linked to low academic outcomes. Structured social time can increase positive peer relationships and this can lead to less hostile peer culture, which increases student engagement (Ripiski & Gregory, 2009). Feeling safe with friends can help students engage.

Van Ryzin, Gravely & Roseth (2009) investigated peer related belongingness in relation to engagement in school. They found that peer related belongingness supported hope and wellbeing. They suggest that supporting a sense of peer belonging can enhance engagement. This research was limited to mainly middle class white students and it would be interesting to replicate this in different cultural situations as the results are not as generalisable at present. The academic achievement and engagement of peer groups can help to predict individual attainment (Ryan, 2000). In adolescence, peer status directly interferes with academic engagement (Engels et al., 2016, Kinderman, 2007), suggesting that peer relationships impact on engagement in school. Lynch, Lerner and Leventhal (2013) found in a study which included observational and student self-reporting data that peer culture and closer peer relationships can influence student’s engagement in school and student’s academic outcomes. 

Jagenaow, Raufelder & Eid (2015) highlight in their research that motivation and engagement can be enhanced or undermined by social factors. They found through a longitudinal study that students can be affected by teacher characteristics, their peers, both or neither. This interesting data lacks insights from students about what happens to shift the influence from teachers to peers and vice versa and is a potential area for further study. They found that at age fifteen, peer dependency for motivation was the highest category, although as mentioned above, the teacher dependency for motivation increased over time as well. This suggests that both peer relationships and staff relationships are important to engagement. 

Overall, according to research, peer relationships can influence academic outcomes, wellbeing, a sense of belonging and engagement. This area is an important aspect of student security and engagement that continues to need to be studied, as Gowing (2019) notes, from the student’s perspective.

[bookmark: _Toc47369384]4.3.3 Staff-Student Relationships

Engels et al. (2016) describe positive teacher-student relationships as “warm, sensitive and responsive interactions” (p.1193). Staff-student relationships are varied, they can be based around learning or building relationships. This was a large scale study (1116 students aged twelve to sixteen years of age) investigating the transactional associations between behavioural engagement, peer likeability, status and teacher-student relationships. The study is thorough, but only investigated one aspect of academic engagement in school (behavioural) rather than emotional engagement or acknowledging the systems for student engagement. 

Roorda et al. (2011) noted that the link between student-teacher relationships was stronger for engagement than academic achievement, which they suggest is in support of SDT as relatedness between student and teacher encourages student engagement. Positive staff-student relationships appear to add to engagement, academic motivation, success and prosocial behaviour (Ryan et al., 1994, Furrer & Skinner, 2003). 

In a meta-analysis of ninety nine studies, Roorda et al. (2011) found that older children are impacted upon more by teacher student relationships than younger children. Much previous literature has suggested that adolescents are more focussed on their peers (Hargreaves, 2000) and according to Kenny et al. (2013) the quality of relationships with adults declines from the age of twelve to eighteen. This may still be true, but it is important to acknowledge that older children may value student teacher relationships more than younger children and may approach these relationships differently. In support of this, Jagenaow, Raufelder & Eid (2015) found that teacher dependent motivation increased between thirteen and fifteen years of age. This information must be cushioned by the fact that the second sample at age fifteen was just before exam time. 

Supportive student-staff relationships are key in developing emotional resilience (Jain et al., 2012) which involves the capacity an individual student has to persevere in the face of emotional difficulties (Aranda & Hart, 2015). Engels et al. (2016) theorise that students who experience positive relationships with staff may feel more ‘emotional security,’ so have more resources to focus on learning (Bergin & Bergin, 2009). This appears to link to the concept of ‘secure attachment’ with the parent figure from Ainsworth (1979, section 1.6.4). Adolescents may spend more time with peers, but many continue to rely on their parents as a secure base from which they can explore and interact with the world (Green, Myrick & Crenshaw, 2013). Bergin & Bergin (2009) highlight that attachment both with parents and staff in schools leads to higher grades, better emotional regulation, social competence and a willingness to take on challenges. Bergin and Bergin (2009) state that improving teacher student relationships is not an add-on, but fundamental to raising achievement. As they become teenagers, those with secure attachments are able to navigate problems and manage disagreements with their attachment figures while asserting autonomy (Allen et al., 1998). Bergin and Bergin (2009) refer to these teacher-student relationships as  ‘attachment like’, rather than attachment. 

In 1978, Vygotsky set out his description of the Zone of Proximal Development (ZPD) describing it as being the difference between the level of independent problem solving and the level of problem solving under guidance or collaboration with a more capable person. . Staff in schools can support this themselves or ensure paired work to allow for ZPD. The collaboration, discussion and thinking within the ZPD can lead to deeper understanding and can be supported by teachers. Vygotsky spoke of the collective (reflecting his cultural position) rather than the individual (Vygotsky, 2005). Vygotsky’s ZPD relates to boundaries and structures as well as staff-student relationships as it can be seen as structure in learning. 

Staff-student relationships appear to support engagement and emotional resilience, providing an ‘attachment like’ relationship (Bergin & Bergin, 2009).

[bookmark: _Toc47369385]4.3.4 Autonomy

Self-Determination Theory (SDT, as described in section 4.2.3) prevailed when searching for ‘autonomy’. Ryan & Deci (2000) describe autonomy as self-endorsed behaviour and found that this is linked to engagement and wellness. This is the description of autonomy used in the present research. 

Descriptors of autonomy encompass; independence vs dependence and controlled vs self-endorsed actions. Independence in this research is not autonomy. Lamborn & Groh (2009, in Van Petegem, Beyers, Vansteenkiste & Soenens, 2012) found independence to be related to poor adjustments and not related to self-endorsed behaviour. Independent functioning seemed to be more related to good wellbeing when the adolescent was able to consult with parents, rather than being expected to be independent without support (Van Petegem et al. 2012). This may link to growing independence in school and gaining the support of staff. 

When students perceive more autonomy support (when students are supported in self-endorsed actions, Reeve, 2015) they are likely to show significantly more engagement and conceptual learning, as well as autonomy need satisfaction (Jang, Reeve & Halusic, 2016). In a study of three secondary schools in the UK, two grammar and one mainstream, Earl, Taylor, Meijen & Passfield (2017) investigated the relationship between autonomy and competence frustration in eleven to fourteen year olds. They found that active disengagement occurred when students felt controlled by their teachers and passive disengagement was linked to competence frustration. Their findings also highlighted that autonomy frustrated students can become disobedient and disruptive. This research was both teacher and pupil reported, although the statistical significances were borderline. 

In a robust and rigorous study of 578 participants in the USA, studied over the entirety of a course, Hafen et al., (2012) found that a sense of autonomy for students within the first weeks led to increased student’s engagement throughout. Structured autonomy in the class, where students were given controlled choices led to increased engagement and success. This data was self-reported by students and also observed within the classes, this triangulates the data from student’s perceptions and an adult’s observation.  Although this study is based in the USA, it may still have implications for the UK, as there was a diverse range of students within the study and autonomy is also highlighted in research from the UK (Earl, Taylor, Meijen & Passfield, 2017). Autonomy makes students feel safer in a school environment, in that students would know they could access the work they were able to do, as they had choice and could succeed. 

“The extent to which adolescents feel they have some control over their setting allows them to feel more connected to what they are learning.” (Hafen et al., 2012, p.251).

Jang, Reeve & Halusic (2016) created a formative assessment to find out students’ preferred ways of learning. The students were observed in classes of thirty students and it was found that greater autonomy led to greater engagement and conceptual learning.  This reflects Hafen et al.’s (2012) findings, both of which were researched within the USA. Although this concept of autonomy support seems to work, I query the other factors involved, for instance, when being taught in the way they wished, they were in groups with peers. It is likely that there is a relationship between engagement and socialising as well. Autonomy is closely linked to a multitude of other factors (relationships, context etc.) that were not discussed in this research.

It must be noted that the data is gathered in institutions that allow only so much freedom. For instance, schools have rules and boundaries and top down direction. It is not researched in an environment that is genuinely liberated, this automatically biases the results comparing a controlled environment to a slightly less controlled environment.

Autonomy appears different from independence, autonomy acknowledges adult support. Research notes that students who have autonomy support will engage more, and this may relate to feeling safe and able when facing work and challenge. 























[bookmark: _Toc47369386]4.3.5 ‘Safety Net’

In the present research, a ‘safety net’ refers to the guidance and support adolescents in school feel from the structure or set boundaries provided by the establishment and how their relationships with peers and staff and the sense of autonomy they experience or perceive mediate the set boundaries. The ‘safety net’ can be social guidance and support, the idea that they are trusted and respected to make decisions, making them feel autonomous. It reflects the feeling of being ’contained’ (Bion, 1970) by adults, friends and the school community around them. They can have autonomy to act and negotiate boundaries, but if it goes wrong, they are guided and supported, not rejected or forced into independence (Van Petegem et al., 2012). This developmental stage in life is a time when adolescents seek freedom, but continue to need support (or a ‘safety net’) as they create their increasingly adult identity (Gregory and Cornell, 2009).

When ‘”safety net” school, education’ was inputted into the University of Sheffield library search programme, the only relevant article to appear was called “Strengthening the Safety Net” by Ryan (2001) an executive summary about youth with emotional and behavioural difficulties. This summary of research was reflecting the idea that high schools in the USA were the final ‘safety net’ for these youth at risk. Ryan (2001) highlighted the idea of a “school community which lets youth know they are cared for…” (p. 4) they suggested that this reduced the likelihood of youth using violence. Even though the present study is not looking at young people at risk, but rather what enables students in this school between the age of twelve and fourteen to feel safe and secure enough to engage in learning, this description by Ryan (2001) resonates with the feelings of a ‘safety net’ in the present research.

A study by Jain et al. (2012) looking at protective factors for youth exposed to violence emphasised the need for positive peer and family support, but also for structured activities and something they called ‘collective efficacy’ in building emotional resilience. The ‘collective efficacy’ refers to the neighbourhood and how it collectively supports the building of resilience. The essence of this is what creating a ‘safety net’ infers for this school in this study. It is structure and community that allows development through positive support (willingness to help, trust in each other, getting along, sharing the same values) and space for choosing your own path (autonomy). This research (Jain et al., 2012) was purely quantitative, meaning there are no descriptors of what participants thought about collective efficacy and how they would put it in place. It is a longitudinal study and gathers a lot of data, which makes it robust. 

Jain et al (2012) found that hours spent in structured activities during early adolescence had a significant effect on building emotional resilience. Having adult guidance was key to this.  Jang, Reeve & Deci (2010) found that students’ engagement was supported through high structure and communication, not through being controlled. They highlight that structure can be used in a controlling way, but control is not needed to create structure, suggesting that structure and autonomy are separate in supporting engagement. They described structured teachers in school being clear and understandable, providing a program of action to guide students’ ongoing activity and offering constructive feedback to students on how they can gain control over outcomes. They found structure impacted on the whole class, not individual engagement. The ‘structure’ discussed here appears to be relational structure, in that how a teacher explains something may be different to another, how they interact with students and allow students to interact with each other and the choices they allow them. Jang, Reeve & Deci (2010) used observers to score autonomy support and teacher’s structure. They said the observers did not know what the purpose of the study was, although, it is not clear how they would stay unknowledgeable of the study.

Gregory and Cornell (2009) suggest that an authoritative style (high levels of structure and support, availability of positive adult-student relationships, help for struggling students and support for non-academic needs) of discipline rather than authoritarian style (strong rules and consequences, such as ‘zero tolerance’ policies) creates a safe and secure learning environment, which encourages student engagement and achievement. Wentzel (2002) found that students felt that if their teachers were able to maintain high expectations of students, creating structure with little negative feedback, students behaved better. Weinstein (2008) noted students accepted the authority of teachers more readily if they perceived them to be caring. Structure or perhaps guidance and support appear key and are related to relationships. Although adolescents do want to have autonomy and will challenge authority, they will often conform to rules if they understand them and feel they are fair (Deutsch, 2005).

Benson’s assets (2000) focusses on the positives, rather than trying to stop the negative from occurring (Roehlkepartain, 2012). This theory encompasses the whole community, acknowledging that young people who feel safe are more likely to feel valued. Benson (2000) has four external assets, three of which appear similar to aspects of the ‘safety net’. The asset, ‘support’ acknowledges the importance of feeling cared for and accepted, similar to the idea of being contained (Bion, 1970). Feeling like people will guide and support you. The empowerment asset, feeling valued links closely to trust and respect, you can make mistakes, but continue to be cared for and supported. Boundaries and expectations (society having clear standards and expectations, consistent across school, home, neighbourhoods) reflects the policies and rules that are present in a school and are interpreted and negotiated across the school. 

It appears from this literature that structure in the form of guidance and positive relationships, as well as some choice or control over their learning enables a sense of engagement and wellbeing. 

[bookmark: _Toc47369387]4.3.6 Summary of Literature 

The cross category theories create the environment in which the categories fit. For instance SDT (Ryan & Deci, 2000) reflects both relatedness and autonomy, which emerge through the focus groups. Ecological Systems creates the idea of the environment in which the categories are placed. 

There is also a wide variety of literature supporting the categories of set boundaries, peer relationships, autonomy and staff-student relationships and ‘safety net’. The literature around ‘safety net’ linked staff-student relationships, autonomy and structures, but did not often link as clearly to peer relationships. This may be related to the focus on adult reported data around peer relationships in schools (Gowing, 2019). Van Ryzin et al.’s findings (2009) did emphasise that a sense of peer belonging or community can enhance hope and engagement. It is clear that peer-relationships (section 4.3.2) are valued by students and create a feeling of wellbeing and it is likely that peer relationships impact on how set boundaries are mediated and influence a feeling of security within the school environment. 












[bookmark: _Toc47369388]Chapter 5: Phase Three Analysis and Findings and Overall Findings

[bookmark: _Toc47369389]Staff Questionnaire 

[bookmark: _Toc47369390]5.1 Chapter Overview

This section begins with the analysis of phase three of the research. It looks at the findings and then breaks down the analysis alongside data from phase two of the research in the categories of set boundaries and mediating categories of peer relationships, staff relationships, autonomy and the overarching category of ‘safety net.’ This replicates how the literature was organised in the previous section (section 4.3) but details the analysis of the overall findings of this research, rather than discussing the literature.

[bookmark: _Toc47369391]5.2 Findings Phase Three

All fourteen members of staff who completed the questionnaire (section 2.9.1 and appendix 18) agreed that these four categories were important to students, mainly ticking the ‘a lot’ option and sometimes the ‘somewhat’. 

Staff’s understanding of peer and staff-student relationships aligned closely to the selective coding from the focus groups. Please see appendix 19 for staff comments from this questionnaire.

	
	Peer relationships
	Staff-student relationships
	Autonomy
	Boundaries

	
	A lot
	Some
what
	A lot
	Some
what
	A lot
	Some
what
	A lot
	Somewhat

	School policy/staff/ environment support
	93% 

	7%

	93%
	7%
	93%
	7%
	93%
	7%

	Important to students
	100%
	0%
	100%
	0%
	93%
	7%
	93%
	7%


 Table 7: Quantitative Findings from Staff Questionnaire
Table 7 details the percentage of staff who agreed with the four emergent categories (peer relationships, staff-student relationships, autonomy and boundaries) being supported by school policy/staff/ environment and the percentage of staff who agreed that the categories were important to students. The questionnaires allowed for ‘not sure’, ‘not so much’ and ‘not at all’ as well, but no staff members ticked those options.

Below is the analysis of the staff views questionnaire and the analysis of previous data cumulatively. The data has been analysed separately and the analysis is presented together with data from phase one (qualitative data from student school climate questionnaire) and two to create the substantive emergent theory and further explains Figure 7. Appendix 17 evidences where the open codes, selective codes and categories come from. Please refer to appendices 16 and 17 during this section.

[bookmark: _Toc47369392]5.3 Analysis and Initial Discussion of Overall Data 

Memo box; appendix 2 (March 2020);
Whilst discussing the overall analysis with my supervisor, it became clearer that boundaries was not a single entity, but rather two. This was because I couldn’t quite define boundaries. They were structure and rules, but also the support, guidance and nurturing or containment that students experienced in this school. This did not hang together as one category. Staff had mentioned both aspects within the staff questionnaire when asked about boundaries and I found this interesting.
One category recognises that before students step into the school, there are clear rules and expectations for them and these are non-negotiable. It appeared that these set boundaries are then used by students and staff and are interpreted or mediated to create the second part of the original concept of boundaries, which is now named the ‘safety net’.  A ‘safety net’ catches students when they go astray and provides guidance.
 



[bookmark: _Toc47369393]5.3.1 Set Boundaries

Set boundaries are based around; rules, policies and expectations set by the school and sometimes the government. This was noted by seven out of the fourteen staff in their written comments on boundaries, for example;


	
Staff 1; “Consistent expectations of behaviour.”
Staff 3; “Follow school behaviour policy and implement it. Clear expectations, routine.”
Staff 9; “Consequence system.”




Rules were debated in student focus group one as well:

	
Focus group one, student 3: “yeah, if no rules, chaos”




Some students felt they were useful and a few students felt that some rules could be over the top.
Focus group three discussed year six tests (SATs) and how they created targets for all subjects for year seven to nine. This could also be seen as a boundary created by the Department for Education. 
This is a short conversation from focus group three;

	
Student 6: “We get end of year targets and they have where you should be at this point in the year.”

Student 4: “I don’t think they are right.”

Student 6: “They are based on SATs”

Student 3: “They are based on the same thing, so our English target might be the same as geography, history and all them and all based on our SATs tests. You could have the same target for PE and Art.” 




The students in focus group three appeared to have strong antagonistic feelings about SAT grades impacting on them in secondary. 

Set boundaries includes rules, policies and even country wide testing that give clear guidance to schools, staff and students. 


[bookmark: _Toc47369394]5.3.2 Peer Relationships

Thirteen out of the fourteen staff stated that school policy / staff and environment support peer relationships by marking that this happens ‘a lot’ in this school. 

All staff said ‘a lot’ when asked how important peer relationships were to students in helping them feel settled and ready to learn. This acknowledgement of the importance of positive peer relationships once again links closely to individual staff members and student responses.

Peer relationships was the most intensely and positively spoken about category by students in the focus group. 

5.3.2.1 Good Peer Relationships Support Wellbeing 

Students made multiple comments around how their peers made them feel better. Students all mentioned ‘mates’ or ‘friends’ who support wellbeing. Good friendships enabled these adolescents to feel contained and safe, knowing that even when they were at their lowest, their friends would help with their self-confidence (focus group one student 6).

These comments are in the context of having friends to share problems with;

	
Focus group two, student 5; “stops you from stressing, gets things off your back.”

Focus group one student 2: “my mates would just tell me they (teeth) were fine and they would help me however they could when I was sad.”

Focus group one, student 6: “Makes you confident to go that extra step.”

Focus group two, student 4: “Comforting.”

Focus group three, student 4: “…friends you can trust. If you are upset and don’t feel like talking to a teacher, you can tell them anything and they won’t tell. They can give you advice.”




Students were able to increase wellbeing by reducing worry or comforting each other. This allows students to support each other within the systems of the school, following set rules and boundaries. 
Staff 4 mentioned the importance of friendships to stop students feeling alone or isolated. Creating a sense of peer belonging and school community by encouraging relationships.

5.3.2.2 Peers are Academically Supportive

The students overwhelmingly spoke positively of working with peers in the classroom environment. Some highlighted that it was better for them if they were not friends, as they were more likely to engage with the work. Others noted that working with someone new could lead to a new friendship or purely a good working companion. Working with peers mediated the set boundaries; school is for working and may not always be enjoyable, but peers make it more fun. 

A student wrote on the student school climate questionnaire; “Being able to actually discuss things with my friends in class while getting work done.” In response to the question ‘is there anything else that helps you come to school and study?’ This shows that students appreciate time with their friends in class.

	
Focus group three, student 6: “Kind of work well in that situation- can talk about the answers and not feel judged about not knowing the answer. With a friend I trust.”




Students commented on the safety of working with peers, how this could reduce embarrassment and pressure. Friendships and peers can mediate the feeling of pressure students experience from the targets that are set for them and the expectations they feel from the school.

5.3.2.3 Supporting Others Helps Wellbeing

In focus group two, helping others developed as an idea, suggesting this makes you feel valued and seen as someone special.




	
Focus group two, student 2: “I myself have always struggled with team work and group work, but when it does come to that, I’d say I’d prefer to have someone who needs my help or someone I don’t talk to…. Working with someone, makes me feel special and I have a job to do and I shouldn’t be immature.”




The students also spoke about welcoming new students, both voluntarily and when asked to by staff.

	
Focus group three, student 3; “Helps them settle, introduces you to new people, get a wider friendship group.”




This is a comment on the benefits of new students being given a buddy by staff, explaining it can help them settle, but also introduces you to more people. Students reflected on the importance of them welcoming new students to help them feel settled and secure, as well as making new friendships. 

5.3.2.4 Affiliation Leads to Better Wellbeing and Learning

Students were keen to highlight the enjoyment they felt in their friends’ and peers’ company. It made them feel happier and more positive about being in school. Peer relationships make school better and easier to come to as they really enjoy seeing peers and have a brilliant time together.  

	
Focus group three, student 5: “Can brighten your mood, you want to come to school to have a joke around with your friends and things.”

Focus group one, student 2: “It being social makes me want to go though.”

Focus group one, student 1: “something you can always trust, have a brilliant time with.”




Staff did not comment on the importance of affiliation in the staff questionnaire. 

5.3.2.5 Structured Social Time in Class Provides Affiliation

Structured social time was noted frequently both by staff and students. This links peer relationships to staff-student relationships. The way in which the set boundaries are mediated within a class, for instance seating plans or allowing friends to sit together. If a member of staff likes to play games in form time or allows students to talk or walk around during lessons, this appears to impact on peer relationships. The students noted that they really wanted social time during lessons.

	
Focus group one, student 1: “I know paying attention in class is vital, but they don’t let you have enough time to actually have social time.”




This was also commented on by staff who highlighted the importance of creating structured social time for students, through Duke of Edinburgh, lunch clubs and trips. Staff recorded many different approaches to supporting peer relationships;

	
Staff 13: “There are incident forms filled in so all student views are taken into consideration if there are any incidents between students.” 

Staff 5: “As a form tutor I often spot problems with individual pupils and try to resolve them…We encourage friendships.” 




They enable students to fix peer relationships if things go wrong, trying to listen to both sides of the story and mediate this. They seek opportunities to develop friendships between peers.

	
Staff 9: “…lunch time colouring club encouraging children to come along and make friends…” 




Staff create situations in the classroom where students have to talk with other students or peers they rarely speak with.

	
Focus group two, student 4: “In English, we sometimes go in a circle and move around and it helps to get to know people…”




One member of staff recorded this idea;

	
Staff 1; “Structured peer talk in lessons”




Supporting discussions and helping them develop respectful dialogues between students.

	
Focus group one student 1; “After you break up with some of your friends, it relieves you of that stress when you are outside, you can’t argue in class because the teachers would stop you.” 




This concept of protection and support in social situations links having to social time in class and building relationships supported by an adult. 

The staff questionnaire fed back a few comments around how staff support peer relationships, including numerous mentions of peer mentors and buddies.

	
Staff 10: “Carefully crafted seating plans.”

Staff 4: “Students at break and lunch are encouraged to ‘play’ and are looked after if they appear alone/isolated- supported by staff to engage with their peers.”

Staff 5: “As a form tutor I often spot problems with individual pupils and try to resolve them. I know other form tutors do this. We encourage friendships.”




This type of support is reflected by the focus groups, especially around the topic of seating plans, working in class with a peer and new students.

[bookmark: _Toc47369395]5.3.3 Staff-Student relationships

Similarly to staff perception of peer relationships, staff scored thirteen out of fourteen for the importance of staff-student relationships to school policy/ staff and environment. Staff perceived that staff-student relationships were important to students in allowing them to feel settled enough to learn, all staff answered ‘a lot’. This is easily reflected in what the students say about the “…intimate…” relationship (focus group two, student 1) between students and staff. 

Many staff mentioned structured activities, such as ‘Rock Night’ or trips as opportunities to support student-staff relationships. 

5.3.3.1 It is Important to be ‘known’ by Staff

Staff emphasised the time and effort they put into getting to know the students. They want to encourage students to speak with them and get to know what their interests are and who they are as individuals. Students are valued by staff, the staff are not only there to teach, but to listen and get to know the students as well.

	
Staff 11; “…staff spend time at lunch time going over work students are struggling with…” 

Staff number 7; “open and available.” 

Staff 4; “Small school allows everyone to know each other as individuals.”

Staff 12; “knowing every child individually.” 

Staff 8; “Staff know so much about their students- their interests, their dislikes, their family- because they ask questions and give the time to find out.” 




Students are known individually by staff and this allows staff to give more support where it is needed or to challenge students. The way in which a teacher takes the set boundaries of the timetable, the curriculum or school policies and adapts these dependent on the individual student allows that student to feel known and safe.

	
Focus group two, student 3: “…the teachers try to push you a little, so you try as hard as you can.”

Focus group one, student 1: “School makes sure you’re treated as an individual, not how your life at home is or outside of school is.”

Focus group one, student 3: “If I get the right level of challenge, it can make me want to try harder.”




Sometimes, staff may get it wrong and this can cause students to disengage. The way in which staff interact with students based on their understanding of that individual student can allow them to feel secure enough to engage with learning. Staff-student relationships can mediate the expectations of the curriculum and the targets that have been set for them. If students feel supported and understood by staff they are more likely to engage.

	
Focus group one, student 6: “Sometimes they compare your work to people whose work is a lot higher than you, which makes me annoyed, so I don’t try as well.”




5.3.3.2 Supportive Staff are Important for Wellbeing and Engagement

Students will work harder for staff they trust and feel safe with;

	
Focus group three, student 3: “If a teacher you can approach, a better environment, more eager to learn as not scared to ask questions.”



This quote acknowledges the importance of feeling safe to approach staff and ask for help. The environment staff create within the school through positive relationships with students, can change the context and students will feel more secure and freer of embarrassment. Student 3 then notes that this makes her more eager to learn as she is not scared. She feels safe because teachers can create a safe space. The staff-student relationship has mediated the worry the student felt about reaching targets and not failing expectations. It has made her feel okay to try. 

Staff 13 mentioned that they acknowledge that in clashes of personality, between staff and student, a resolution needs to be found, accepting difference and individuality. The focus being on resolution rather than blame and punishment, allowing students to be involved in resolutions. 

	
Staff 13; “We discuss problems we may incur with children to check it is not individual personalities that are clashing – if this is the problem we find ways to work through it or swap staff. If student having a problem with various staff, strategies to overcome these problems are put in place.” 




Students spoke about the care they felt for their wellbeing from staff;

	
Focus group two, student 2; “… we see when he’s not okay and teachers check. When I have been down, teachers check, I can’t think of a teacher that wouldn’t.”




This suggests that teachers look out for students and students feel noticed and cared for by staff.

	
Focus group three, student 1; “Relationship with teachers for definite.” 




Student 1 said this in response to being asked what in school helped them feel secure and settled enough to engage. It emphasises the importance of staff student relationships for students. 

[bookmark: _Toc47369396]5.3.4 Autonomy

Thirteen out of the fourteen staff answered ‘a lot’ in relation to how much autonomy was supported by school policy/ staff/ environment and also for how important staff perceived this to be to students. The comments made by staff in the questionnaire varied in what they saw autonomy relate to; 

	
Staff 1 said “Flexibility in uniform e.g. can wear earrings and nail varnish.” 




Whereas staff 2 noted freedom in revision techniques. 

	
Staff 2; “Choose the revision technique that works for you e.g. revision cards, mind-maps, online revision.”




Some staff described activities or roles in which students had autonomy, such as being prefects (staff number 4) or filling ‘Christmas boxes’ (staff number 5). Staff also noted choice of subjects and extra-curricular activities as linking to autonomy. Student council was mentioned a few times; students can have some aspect of influence over the school through the student council. Staff did not comment on aspects of autonomy support that students felt (such as where they sat in class and choices over level of work) perhaps as that was their natural way of teaching. In different ways, staff described how students were enabled to take some control over their school experience, whether it involved choosing the subjects they studied or the clubs they took part in.

Statement 8 in the student school climate questionnaire “I am encouraged by staff to use my own ideas” was agreed with by over 80% of students, which suggests that students felt the school supported them to be more autonomous.

5.3.4.1 Autonomy and Choice Lead to Wellbeing

Autonomy improves students’ wellbeing by allowing them to feel more secure in the school environment. If students are allowed to be themselves they feel happier and better about being in school and following rules and boundaries.



	
Focus group one, student 1: “It says ‘be you’ you can be yourself, if you are a talky person like me, you can say what you think more than write down.”

Focus group two, student 4: “makes you feel independent, which makes you feel better.”




Autonomy allows students to begin to recognise their competence or strengths and feel good about themselves. Students being given a choice as to how they work, where they work and what level of work they do appears to allow students to feel free from failure and more able to feel secure and settled. 

Being expected to make good choices by staff allows students to feel better and happier in school. They have some control over their learning which makes them feel valued. 

	
Focus group two, student 2: “They expect me to make a sensible decision. Makes me happier about being in school, feeling in control of these things.”




The feeling of being controlled, the opposite of autonomy was also discussed.

	
Focus group three, student 5: “No, I don’t know like, being shouted at can make it worse, get frustrated and I end up making the situation worse. Don’t have to go shout at people.”




Feeling controlled, with no options can lead to students reacting badly.




5.3.4.2 Autonomy and Choice Leads to Engagement

Autonomy supports students to engage in school as students feel they can make choices around work. Autonomy gives students the ability to engage at their own level, creating a feeling of security within the classroom. It allows for differentiation, mediating the set boundaries of the curriculum.

	
Focus group two, student 2:  “… allows people to work at own level- choice lets you choose where you work.”

Focus group one, student 4: “It makes me feel confident that I can have my own ideas and share them, I can’t get it wrong.”




Focus group two spoke about this in the context of what work they do and where they sit. They spoke of these choices or responsibilities making them feel more engaged, in control and more relaxed. Students also made comments about decreased control and how that impacted on engagement. For some it stopped them wanting to work and for others, they did as they were told. Student 2 from focus group two acknowledged that different students need different amounts of autonomy in the teaching and learning environment to help them engage.

	
Focus group two, student 2: “…because if you come to school and you are told you are all going to do this, no choice, no free flow situation, it isn’t as good.”

Focus group two, student 5: “If you were just forced to do something you wouldn’t want to do it as much, you would do it, but not as well as if you had the choice.”

Focus group two, student 2: “It does depend on what you’re doing. If there wasn’t a choice, some would excel and some wouldn’t, allows people to work at own level- choice lets you choose where you work.” 

Focus group one, student 2. “I stick to what they tell me.”



Autonomy is important to students, although this varies between students.

[bookmark: _Toc47369397]5.3.5 ‘Safety Net’

A conceptual ‘Safety net’ was created after set boundaries were mediated by the categories of peer relationships, staff-student relationships and autonomy. It is the sense of feeling safe, settled and comfortable, relaxed and ready to engage in learning. A ‘safety net’ appears to be gained from set boundaries, positive peer relationships, staff-student relationships and a sense of autonomy (Figure 7). The focus groups emphasised the need for structured choice or guidance, the feeling of knowing staff are in control and having time with peers who are supportive (appendix 16). Staff noted this by speaking about feelings of safety and freedom, as well as encouraging, not demanding students to engage with boundaries (appendix 19);

	
Staff 4; “…rather than enforcing them as absolute.” 




This suggests negotiation and staff interaction in determining the set boundaries. 
Some staff noted where students’ freedom lay; 

	
Staff 8; “students have freedom of (almost) all school site and are not closely monitored.” 

Staff 5; “being given choices-freedom at break but knowing this is a privilege not a given.” 




The idea of trusting students to have freedom, but expecting them to treat that freedom with respect was emphasised by staff.

	
Staff 2; “Students feeling safe is incredibly valued here-pupils are encouraged to speak/report if they have any issues and they will be taken seriously, e.g. peer behaviour in corridors/out of lesson/ at break and lunchtime.” 




They highlight that listening and valuing students’ contribution is important, which links to autonomy, as well as relationships between staff and students; students regulate their concerns and worries with staff support.

The staff questionnaire saturated and expanded theoretical categories that appeared in the focus groups. 

A comment made by student 1 from focus group one was based around rules creating social safety, as when they were in class, they were not allowed to argue or be unkind. This links to peer relationships and feeling safe within them as there is a ‘safety net’ or structure.

Here are some comments that triangulate the concept of a ‘safety net’ written on the student school climate questionnaires (appendix 10);

	
“The members of staff help you relax and do your best if you are struggling with anything”

“I know I will not be bullied. I was scared at X school. At X school, the teachers didn't care but at this school I feel safer than ever.”




Making students feel relaxed and safe in school means that they feel cared for by staff who are their allies, this can allow students to fully engage in the teaching and learning. 
Please see appendix 20 for an overview of the method and analysis. 









[bookmark: _Toc47369398]Chapter 6: Discussion of Findings and Theory

[bookmark: _Toc47369399]6.1 Chapter Overview

In this chapter I will lay out the emergent substantive grounded theory that begins to answer the research questions;
1. Main research question;
· How has a secondary school created a school climate that enables students to feel settled and secure enough to learn?
2. Sub-questions;
· What do staff believe has helped students to feel settled and secure enough to learn?
· What do students themselves believe has helped them to feel settled and secure enough to learn?
· What are the implications of this research for educational psychologists (EPs)?

This chapter is broken down into a description of the emergent substantive grounded theory which presents the overarching category of ‘safety net’. Each category that interlinks to make the ‘safety net’ will be discussed, starting with set boundaries, leading onto the mediating categories and finally explaining the overarching category of the ‘safety net’ (Figure 7). ‘Safety net’ will be commented on in the summary of each category before a more in depth discussion in section 6.7. The development of the overarching category of the ‘safety net’ will be further explained. This chapter weaves the initial literature review (section 1.6) and the theoretical frameworks related to set boundaries, mediating categories and ‘safety net’ (chapter 4) in with the analysis and findings from this research to lay out the emergent substantive grounded theory.

The overall conclusions, limitations and strengths within the research and areas for future research will be presented. Suggestions of implications for EP practice will be explained as well as how this research will be disseminated. This chapter will also discuss the open codes, selective codes, categories and theories from appendices 14, 16, 17 and Figure 7 describing links to existing literature. 

[bookmark: _Toc47369400]6.2 Emergent Substantive Grounded Theory

The overarching category of this emergent grounded theory is how this school provides a ‘safety net’ (section 6.7) that supports young people to feel secure enough to engage in learning (Figure 7). The process of creating a ‘safety net’ begins with set boundaries, for example, policies, rules, structure, timetables and what is already organised in a school before students and staff interact with each other. When set boundaries are in place in school, the three mediating categories of peer relationships, staff-student relationships and autonomy are valued and supported by the school, this can create a ‘safety net’. When students feel there are clear rules and structure, but they have some choice and good relationships with peers and staff, this provides a setting in which engagement and motivation become more likely as proposed by SDT (Ryan & Deci, 2000).  

This is a substantive grounded theory as it emerged in one context and can therefore not be generalised beyond that setting and similar settings (Holton & Walsh, 2017). 

[bookmark: _Toc47369401]6.3 Set Boundaries

Schools have structures in place. There are policies and rules which guide behaviour, how many breaks, length of lesson time, where students can go at what time. The students in the focus groups debated the benefits of some of these rules. The clear rules and consequences appeared helpful, allowing them to feel safer in school. This is the first category in the process which creates the environment from which the three mediating categories of peer relationships, staff-student relationships and autonomy can build to provide an overarching category (‘safety net’).

[bookmark: _Toc47369402]6.4 Peer Relationships

The mediating category of peer relationships is investigated further, looking at how it helps to create a ‘safety net’. Gowing’s (2019) research resonates with what the students stated in this study; they valued peers above all else. These were the people who caught them when they were sad, helped them with work, who they enjoyed helping and had fun with. This reinforces literature that posits that adolescents seek their peers more than adults (Brown & Larson, 2009, Kiran-Esen, 2012) as students spoke more of their peers and these relationships than any other. 

The data evidences some ways in which peer relationships can mediate set boundaries to create a feeling of a ‘safety net’. These findings suggest that peers make the set boundaries more enjoyable, they work with peers in class in set seating plans and this allows students to spend time with new peers. Structured social time allows students to spend time together in a safe way, being encouraged by staff and monitored by them.

The headings below are the selective codes which emerged within the mediating categories (appendix 17).

[bookmark: _Toc47369403]6.4.1 Good Peer Relationships Support Wellbeing 

Students clearly stated that ‘mates’ or ‘friends’ support wellbeing (appendix 16). Good friendships enabled these adolescents to feel contained and safe, knowing that even when they were at their lowest, their friends would help with their self-confidence and allow them to talk about their worries. They had a sense of belonging, which allowed them to feel hope and wellbeing, this reflects Van Ryzin, Gravely & Roseth’s (2009) research. A sense of peer belonging could create a sense of safety when coming to school. 

The present research also found that peers are important in enabling adolescents to feel secure in school as they can provide comfort, care and understanding that can help to regulate emotions, enabling them to feel safe and improve wellbeing. Support from friends is a protective factor related to emotional resilience as found by Jain et al., (2012, section 4.3.2).

Students placed value on peer relationships which was echoed by staff in this research (appendix 19). Kiran-Esen (2012) also emphasised the importance of making attachments to peers, noting that peers are a source of both influence and support, allowing adolescents to feel valued and safe. Radecki and Jaccard (1995) found adolescents listen and internalise what their peers say more than what they do, so in supporting friends verbally, peers are influencing their friends’ wellbeing and helping them regulate their emotions. Students in this research spoke about how their peers would tell them it was alright and comfort them (appendix 16).

[bookmark: _Toc47369404]6.4.2 Peers are Academically Supportive

The students spoke positively of working with peers in the classroom environment (appendix 16). Working with someone new could lead to a new friendship or purely a good working companion. Students commented on the safety in working with peers, how this could reduce embarrassment (appendix 16). 

Staff who encourage working together in class in this school appear to be supporting a peer culture that engages in learning. This can influence students to further engage as the individuals feel safe and confident with their peers and gain positive experiences of socialising whilst engaged in learning (Lynch et al., 2013). It also provides a structured social environment for students, which Jain et al (2012) suggest develops more positive peer relationships. A supportive friendship is thought to be a positive friendship and can support engagement (Furrer & Skinner, 2003). Peers supporting each other academically in school is key to engagement.

[bookmark: _Toc47369405]6.4.3 Supporting Others Helps Wellbeing

Helping others, feeling important and fulfilled reflects Martela and Riekke’s (2018) research (section 4.3.5). They spoke about ‘beneficence’, as a fourth category for SDT after researching this in the workplace and finding that it had a significant effect on staff wellbeing. The present research tentatively suggests (focus group 2) that this may be relevant to adolescents as well, making them feel valued, perhaps increasing their feeling of importance within the school community. 

[bookmark: _Toc47369406]6.4.4 Affiliation leads to Better Wellbeing and Learning

Students noted the fun they had when they could have time to chat and socialise, many cited this as a reason for them to come to school in the student school climate questionnaire and focus groups. Gowing (2019) in a large scale study noted the ‘exuberance’ with which students spoke about their peer relationships. This was replicated in the focus groups in this study, they really valued their peers and any time spent with them and found pleasure in their relationships, making school easier to engage with. 

[bookmark: _Toc47369407]6.4.5 Structured Social Time in Class Provides Affiliation

Staff providing structured social time in and out of the classroom enabled positive relationships, as noted in the focus group. Students enjoyed social time with peers, often while working. The staff support peer culture which can influence engagement in school (Dodge, Dishion & Lansford, 2006). 
Knowing that you will have a safe and positive experience with peers is important to feeling secure in school, putting more boundaries around peers social interactions appears to be helpful, adding to a sense of a safety. Lansford (2006) suggests structured social time is important for positive peer relationships, as high levels of friendship intensity unsupported by adults can be linked to low academic outcomes (section 4.3.3).


[bookmark: _Toc47369408]6.4.6 Summary of Peer Relationships

The present study suggests that there is an important role for schools in providing environments (set boundaries) that are safe for students to build relationships which in turn supports the creation of a ‘safety net’. This reflects Gowing’s (2019) findings. The evidence from this research and previous studies places responsibility on schools to support students to build and maintain peer relationships and guide and enable them when peer relationships breakdown. When the relationships breakdown, this can decrease student’s feelings of safety and reduce their engagement (Ronka, et al., 2017). This means that we are well placed as educational psychologists to have conversations with students and staff around how to positively facilitate peer relationships in the school environment. As Lynch et al., (2013) state, an intervention in school needs to take into account the peer culture, as without a positive peer culture, interventions may fail. Peer relationships are key to student’s feelings of security. This was further evidenced by both students and staff in the present research.

Peer relationships mediate set boundaries within the school environment as they have friendships and support to allow them to navigate what is expected of them with less distress, thus adding to the sense of a ‘safety net’.

[bookmark: _Toc47369409]6.5 Staff – Student Relationships

“We conclude that teachers and peers constitute different sources of influence, and play independent roles in adolescents’ behavioural engagement.” Engels et al. 2016, p.1192

The relationship with staff is different to that between peers, they cannot be friends, but there is a hope or expectation that staff will understand students and their learning needs, academically, socially and emotionally (this includes learning styles and confidence) and perhaps understanding students personally. Staff and peers influence student engagement differently (Engels et al., 2016).

It is apparent from the strength of the data that students expect staff will support them emotionally and academically, they will respect them and this respect can enable students to relax and feel safe in class, mediating set boundaries. As Engels et al., (2016) describe, a negative teacher-student relationship has “higher levels of teacher conflict and lack of security.” (p.1193) a positive relationship will make students feel safe. This section will discuss the findings from the present research and literature around the mediating category of staff-student relationships.

[bookmark: _Toc47369410]6.5.1 It is Important to be ‘Known’ by Staff

The idea of being ‘known’ or ‘seen’ by staff arose a few times in the focus groups and was spoken about passionately. 

Vygotsky’s ZPD (2005, section 4.3.3) is also important in this area, as staff need to know where their students are to challenge them enough with support, enabling them to achieve competence to work independently. The key is to know and understand the student’s learning needs and their emotional needs around school work and to react to them as individual learners, taking into account the social, emotional and academic aspects of teaching and learning, giving them challenges in their learning, rather than creating threats. Although this reflects Vygotsky’s ZPD, it is not in line with Vygotsky’s ‘collectivist’ theory, as this research regards each student as an individual.

Understanding of a student and gauging the level of work through relatedness also links to Ryan & Deci’s (2000) third component in SDT; competence (section 4.2.3). If a student feels competent they are more likely to engage and in these circumstances this feeling of competence can be based on being understood by a member of staff who sets work the student knows they can achieve. The trust students have in teachers who ‘know’ them meant that they would engage as they did not fear work being out of their range or being put on the spot or made to look silly. This resonates with Engels et al. (2016); students who have positive relationships are more likely to experience ‘emotional security’. This in turn, as Bergin and Bergin (2009) suggests, allows them to focus more on their learning, even taking risks in learning as they are encouraged, not belittled (Roffey, 2017). Staff- student relationships mediate the set boundaries. This is a clear case where staff-student relationships mediate set boundaries and support the creation of a ‘safety net’. 

Roorda et al., (2011) note that the importance of teacher student relationships increases for students as they grow through adolescence. I wonder if this is related to students having more capability of abstract thought (Erikson, 1968, section, 1.6.3) and realising the impact of getting on well with teachers and how this helps them to learn, which may lead to a future that they hope for. Students in the focus groups appeared to value relationships with staff in school at a time when they are spending less time with their parents (Kiran-Esen, 2012). Knowing there were adults they could trust allowed them to feel more secure in school, adding to the sense of a ‘safety net’.

[bookmark: _Toc47369411]6.5.2 Supportive Staff are Important for Wellbeing and Engagement

Students in the focus groups (appendix 16) highlighted that staff look out for students and students feel noticed by the teachers. Staff-student relationships can build emotional resilience and a feeling of being valued in the school environment. This is key in developing a sense of wellbeing and safety for students and in mediating set boundaries. Relationships between students and staff can create an ‘attachment like’ relationship (Bergin & Bergin, 2009) or an attachment relationship, which according to Field (1996) is a relationship that develops between two or more people and enables the attached person to regulate their emotions and feel secure.

Staff acknowledged that relationships between staff and students are important, including how they resolve disagreements, listening to negative emotions. Bion’s (1970) theory of containment supports listening to negative emotions to help a young person through their positive and negative thoughts and feelings, which creates a sense of wellbeing, mediating the set boundaries which then supports the development of a ‘safety net.’

[bookmark: _Toc47369412]6.5.3 Summary Staff-Student Relationships

Being known by and feeling supported by staff mediates the set routines of the school day, showing the importance of staff-student relationships in building a ‘safety net’ in this school. The relationships staff have with students impacts on students’ feelings of security in the school. Feeling secure in the classroom enables students to attempt challenges and engage further in learning, allowing them to feel competent (Ryan & Deci, 2000). Staff have an important role to play in creating safe learning environments, creating a ‘safety net’. Jain et al. (2012) found that positive relationships helped to build emotional resilience. Students spoke about relying more heavily on peers for support, staff in school also play a pivotal role in helping them feel safe and engage, perhaps by facilitating relationships between peers.

Staff- student relationships interact with peer relationships and autonomy. These then feed into the feeling of a ‘safety net’ (section 4.3.5 & 5.3.5). 

[bookmark: _Toc47369413]6.6 Autonomy 

One of the school’s ethos statements is ‘Be You’ and the students in focus group one discussed this, noting that it can allow for students to evidence their understanding in different ways, enabling them to engage more easily and feel accepted.

The focus group data provided information around autonomy, suggesting that it allowed students to begin to recognise their competence or strengths and use them to engage more fully with the curriculum. Students being given a choice as to how they work, where they work and what level of work they do appeared to allow students to feel free from failure and more able to feel secure and to choose to engage. Martela and Riekki (2018) found that autonomy played a key role in mediating the connection between a person’s work and feeling it is meaningful; the present research suggests that this is may be important for adolescents in feeling the value in their work.

Students noted aspects of autonomy such as seating plans and choice of work. This controlled choice, with support, negotiation and staff-student relationships reflects Van Petegem et al.’s (2012) research, suggesting that increased independence with support from adults can lead to successful independence and a feeling of autonomy.

An interesting topic that emerged was the idea of a power struggle, students found having no choice over what they did disempowering. When they felt disempowered, it appeared that they were inclined to put less effort into the work. Vensteenkiste et al. (2005) note that acting on your own volition and internalising motivation can lead to better wellbeing. Wellbeing adds to a sense of security in the school as students feel more secure and feeling controlled negates this. Earl et al. (2017) found that when autonomy was frustrated students were more likely to become actively disengaged, sometimes disruptive, as if fighting against the control. The students mentioned they may engage less when feeling there was no choice and could become disruptive, leading to conflict with the set boundaries, suggesting that autonomy mediates these boundaries, leading to a ‘safety net’. 

Both the focus groups and the staff questionnaire noted that when staff were autonomy supportive, students engaged more. This reflects the findings of Jang, Reeve & Halusic (2016) who noted that when teachers were autonomy supportive students engaged more.

Students were passionate about choice and freedom and felt trusted and facilitated into being more independent, which made them feel more relaxed, almost like they didn’t have to fight against something. This created a sense of a ‘safety net’ for students, feeling supported in their decisions in school. I propose that if students feel that staff in school think they are able to make good decisions, this enables students to begin to feel more confident or safer in making decisions and choices for themselves; they feel autonomy supported (Jang, Reeve & Halusic, 2016, section, 4.3.4) and more inclined to engage in the curriculum.

[bookmark: _Toc47369414]6.6.3 Summary Autonomy

Autonomy in school is limited. The present research suggests that having structure in which students can choose and feel autonomous within enables them to be scaffolded into more independence, without withdrawing guidance and support, adding to the ‘safety net’ that this school creates for the students. 




















[bookmark: _Toc47369415]6.7 ‘Safety Net’

Figure 7 illustrates the overarching category of the ‘safety net’ and how all the mediating categories feed into it. If these are set in place a feeling of being caught and guided not controlled can emerge for students in this school. Other mediating categories, such as competence and beneficence, may also contribute to the overall feeling of a ‘safety net’, but these were not saturated enough to become categories in the present research. 

Rules can create social safety; students in this school were not allowed to argue or be unkind in the class or when staff were near, creating a positive peer culture. This reflects structured social time that can be supported by staff, providing containment (Bion, 1970) and safety. Dodge, Dishion and Lansford (2006, section 4.3.3) advocate an increase in structured social time for adolescents as they found that a peer culture defined by high levels of friendship intensity (often found in unstructured times) can be linked to low academic outcomes.  Students in this school enjoyed structured social time in school.

Peer relationships can influence students to further engage as the individuals feel safe and confident and gain positive experiences of socialising whilst engaged in learning (Lynch et al., 2013) which adds to the sense of a ‘safety net’ within the school. Having a positive peer culture and relationships within school enables students to feel safe enough to engage with their learning. This mirrors Ripiski and Gregory’s (2009) findings.

Staff listened to students’ voices and this allowed students to feel safe as there are adults who will listen to them and take them seriously, listening to the negative emotions as well as the positive and still care (Jang, Reeve & Halusic, 2016). Staff and students reflected that ultimately the staff were in control (similar to containment) and that this created a feeling of security for students although when things went wrong, staff could show students they were valued by listening to their perspectives. 

Some staff members had a flexible approach to rules, trying to encourage engagement through explanation, discussion and clarity. Reeve (2009) highlights clear explanations as a tool to increase autonomy support, allowing set boundaries to be mediated through both autonomy support and staff-student relationships. 

The students experience support from staff and peers through ZPD (Vygotsky, 2005, as outlined in section 6.5.1). This includes academic, social and emotional support. For example, students noted that staff support their learning through understanding their emotional levels as well as creating appropriate challenges for them. 

I propose that through creating a ‘safety net’, both social, emotional and academic ZPD are available to students, broadening the concept of ZPD. The way in which teachers guide with rules, rather than always being “absolute” (Gregory & Cornell, 2009) allows students to feel autonomous and supported. This school replicates Jain et al.’s (2012) concept of a community or neighbourhood that catches you when you go wrong and guides you back. It provides a ‘safety net’ for the students and echoes Benson’s (2000) first asset of support (section 4.3.5). 

A school that is perceived as emotionally safe will enable students to feel safe in their learning without feelings of failure. Students are encouraged, not belittled, in this school there is an acknowledgement that staff and students all make mistakes and they help each other to solve them (appendix 19). 

The overarching category of a ‘safety net’ can be seen as comparable to containment (Bion, 1970) with a focus on schools and the systemic containment (multiple relationships and structure) of students emotions to enable them to be ready for learning. To create a ‘safety net’ in this school, students and staff noticed the impact of set boundaries, peer relationships, autonomy and staff-student relationships in enabling students to feel safe enough to engage in learning. 

[bookmark: _Toc47369416]6.8 Limitations of the Research

The study, although innovative, was based in one small school in the North of England, this means that the GT is an emergent substantive theory, rather than a full emergent theory. To further develop and enrich this theory, the research would need to be engaged in in multiple settings to truly saturate the theory (Holton & Walsh, 2017). 

The school climate questionnaire worked well at assessing what the school already did, but it did not look at what was important to the students. In the future, it would be beneficial to include questions about how important each statement was to the students. This would allow for further analysis of the questionnaire to saturate what was found in the focus groups.

An improvement to the pilot study of the questionnaire would be to have broken the pilot group into three groups, allowing for more time and discussion around the statements. There may have been more changes that were needed, but some students may not have verbalised these to me in a big group. It would also be beneficial in the future to ensure that the students involved in the pilot were the same age as those in the study. In this instance, the students were in year seven, rather than years eight and nine.

Staff supervision of the administration of the student school climate questionnaire may have impacted upon the honesty of responses as they may have felt observed by staff. It may have been better to complete questionnaires without staff supervision. 

For data collection reliability, Boateng et al. (2018) suggest ten participants per question on a questionnaire, this would have been over two hundred participants. I had seventy six participants, which means that there is insufficient data for scale development. This also impacts on the reliability of a factor analysis for generalising results as the sample size is small. The data was also collected at one point, rather than two time points, so this once again undermines scale development and validity. 

The focus groups provided rich data. The first focus group worked well to narrow the statements down to five. The second focus group emphasised the importance of those five statements. At this point, it would have been useful to take the information that focus groups one and two provided to focus group three to investigate in more depth. Instead, I used the same statements to guide focus group three which allowed the categories to be further saturated, but with no greater depth. 

The focus groups were often led by the more vocal students, so students may have been swayed by what they said (Willig, 2009). I attempted to mediate this by ensuring all students had opportunities to speak. It is also possible that those who were given permission to join the focus groups had parents who were more engaged in education, leading to a possible skew in the data. 

As Feizler (2010) suggests, heterogeneous data will need careful and reflexive analysis. The quantitative data was analysed superficially to find key points. There are more in depth ways of looking at the results, although I felt that for this study, this was the level of data I needed to move to the second phase of research.  

I made decisions around the suitable level of transcription for these focus groups as suggested by Bloor (2001). My decisions also reflected Holton & Walsh’s (2017) assertion that transcriptions are not essential in GT. Krueger (1994) states that analysis can be done from listening to tapes in some cases, although Bloor (2001) asserts that this cannot be satisfactory for academic research. I chose to transcribe so that I could code everything that was said, using open coding. My transcriptions (appendix 12) of the focus groups have not included all the breaks or many of the rigorous features of transcription due to time constraints and the acceptance that there are different levels of transcription (Silverman, 2006). 

[bookmark: _Toc47369417]6.9 Strengths of the Current Research

This is a unique contribution to research in that no other published research would appear to have combined grounded theory methodology and school climate research. It discovered the overarching category of creating a ‘safety net’ for students in a secondary school and although research has been undertaken investigating feelings of safety for vulnerable adolescence, I found little research on the feeling of safety for all students. I am not aware of previous research in this area that firstly listens to students’ voices and then reflects these views back to staff to see if there is agreement. This research provides clear direction in how to support adolescents to feel safe and secure enough to engage in school. 

The majority of school climate and SDT (Ryan & Deci, 2000) research uses quantitative data; large scale surveys and observations. The current study used a mixed methods approach, listening to what students said about school climate, then GT to delve deeper into what students felt was important around school climate, narrowing it down to five statements. These five statements opened up unexpected areas which were shared with staff and ultimately led to an emergent substantive theory with links to other theories (Chapter 4) but with an emphasis on peer relationships, staff-student relationships, autonomy and a new overarching category of ‘safety net’. No previous theory explains all the categories in this research that emerged in a systemic school environment or notes the nuances in creating a feeling of a ‘safety net’, i.e., that working with peers in a positive peer culture reduces feelings of embarrassment.

This research used a school climate questionnaire to begin, which enabled students to have statements to discuss. Having specific statements to discuss in the focus groups may have led to an increased engagement, as the topic of conversation was clear. It also gave students opportunity within the school climate questionnaire to add their own views about what helps them come to school and engage.

The focus groups provided an opportunity for students to reflect on what others said and either agree and build on ideas or disagree with them (Willig, 2009). This allowed for rich data to be gathered, reflecting individual opinions as well. We received eighteen forms from parents, which meant three focus groups of six students. This fits with Willig’s (2009) suggestion of four to six young people for a focus group.  The interaction between these students flowed as most of them knew each other already. This meant that the interactions will be more likely to resemble natural interactions (Willig, 2009). 

The school climate questionnaire was found to have construct validity and internal reliability (appendix 21) meaning that it was an appropriate questionnaire for this setting. The questionnaire also enabled triangulation through the factor analysis.

	Naturalistic Term
	This Research

	Credibility
	I have had prolonged involvement, as I sampled over a few months.
Triangulation- I have more than one source
Member checks occurred at the end of the focus groups, looking over what they had spoken about and I had summarised on large rolls of paper. The questionnaire statements were checked back with focus group one, two and three to ensure their importance to students.  

	Transferability
	There is a rich description of the setting, but acknowledgement that it is not generalisable, although there could be aspects of transferability into other similar schools

	Dependability
	The use of a critical friend to check my processes, codes, concepts and categories. My critical friend has an understanding of ‘Classic’ GT and has looked through this to allow another perspective on my coding and categorising to be heard. This allowed for reflection, discussion and debate.

	Confirmability
	Raw data is sampled and referred to in the Analysis and Findings sections. The way in which codes and categories have been identified will be made transparent through the use of raw data.


Table 8: Trustworthiness
The table above emphasises the trustworthiness of this research, highlighting credibility, transferability, dependability and confirmability (Guba & Lincoln, 1989). 

[bookmark: _Toc47369418]6.10 Future Research

The recent work by Martela and colleagues (Martela & Ryan, 2016, Martela & Riekki, 2018, section, 6.1.5) on beneficence in the workplace suggests this as a fourth component for SDT (Ryan & Deci, 2000). They have shown that the feelings arising from helping others have a significant effect on wellbeing. Focus group two commented on this and one student noted the engagement, enjoyment and fulfillment he got from helping others. This warrants further investigation as the benefits to wellbeing on adults was significant, if these results were replicable in adolescents, schools and educational psychologists would have another way to support young people’s mental health. 

A particular area that was highlighted was that that there is little or no literature that reflects the specific aspect of peers supporting other peers and being able to work together reducing embarrassment and increasing confidence in class (perhaps as studies tended to be quantitative, not asking about the smaller aspects of students perspective on peer relationships) but it was spoken about by students (appendix 16) and is relevant to a feeling of safety and security in this research. This would be useful in supporting schools and teaching to support peer working and peer relationships within class to enable a better sense of wellbeing.

It would be extremely useful to replicate this research in a larger secondary to discover if these three mediating categories create a ‘safety net’ in another, different setting. It may be that larger schools would need additional mediating categories or increased interventions to create a ‘safety net.’

[bookmark: _Toc47369419]6.11 Implications for Schools and Educational Psychologists

This section will discuss the importance of autonomy, peer relationships and staff-student relationships in creating a ‘safety net’ for students in this secondary school and the implications for other schools and educational psychologists. The methodology will also be reflected upon in terms of implications for educational psychologists. 

Educational psychologists are perfectly placed to support positive peer relationships and to enable young people who may feel isolated to engage with one another. This can be done in many ways, some of which were mentioned by staff and students in this research; lunch clubs that involve simple activities, allowing time to talk with peers with an adult supporting, seating plans, group work and extra-curricular activities that are varied. Programs like Circle of Friends (Newton & Wilson, 1999) or circle solutions (Dobia, Parada, Roffey & Smith, 2019) could also be used to support peer relationships. Staff are important in supporting positive peer relationships (Dodge et al., 2006) and should be used for consultations by students to improve wellbeing as their independence increases (Van Petegem et al., 2012). Structured social support, as suggested by Espelage, Bosworth and Simon (2000)  increases a feeling of safety and reduces bullying. Structured social support is paramount in supporting positive peer relationships, enabling students to feel secure in school.

The students in this research wanted to feel ‘known’ by staff and supported by them. This relies on staff building relationships with their students, listening to the positive and negative opinions that they carry and being supportive of them emotionally, socially and academically, which reflects attachment theory (section, 1.6.4). Staff student relationships are essential in allowing students to feel secure in the classroom and in school. Creating safe relationships between staff and students is a fundamental part of allowing students to grow and develop. Educational psychologists can support staff in building these relationships through using tools such as emotion coaching (Gus, Rose, & Gilbert, 2015). In essence, educational psychologists can use their specialist knowledge of the psychology of child development, attachment, containment and the school systems to enable staff to further develop these relationships. This could take the form of training or coaching with staff and students. In turn, staff can extend students using a social ZPD, enabling students to stretch and learn socially, creating a positive peer culture.

Autonomy is clearly imperative to adolescents and their feelings of security in secondary school. Autonomy support can be increased in many ways; explaining the rationale, using non-controlling and informative language (Jang, Reeve and Halusic, 2016, Koestner, Ryan, Bernieri, & Holt, 1984) as well as offering opportunities for self-direction, allowing students to work at their own pace and acknowledging negative affect (Reeve, 2009). In this research, it was clear that discussing seating plans with students was important, giving a choice of work, allowing freedom to move around the school, being listened to, their worries acted upon and having rules that are not absolute all enabled students to feel autonomous and added to the overarching category of the ‘safety net’. As educational psychologists, we can more clearly acknowledge autonomy and control within our advice. Noting specifically for adolescents that they are reducing their time spent with parents, but continue to need guidance and support from adults, in this way they develop positive independence through carefully guided autonomy. Another role for educational psychologists would be to create clarity around what autonomy and control are and ensure that staff in schools, as well as parents understand that autonomy is not complete independence. This could be attained through training and systemic school support. 

Within the mediating categories, it appeared that each individual has different needs. It may be worthwhile creating a tool that can look at student’s feelings around autonomy, peer relationships and staff-student relationships (possibly beneficence and competence) to help staff gain an understanding of the individual needs within each class to create a ‘safety net’ for students. This tool would likely take the form of a questionnaire to explore student’s levels each year. This would create a pen portrait of each student and track their development throughout secondary. This would be supported by educational psychologists, giving bespoke advice for the students in that school.

Adolescent students in this school value the feeling of security. The implication is that schools continue to need to use set boundaries, acknowledge student’s need for autonomy, peer relationships and staff-student relationships to create a ‘safety net’ for the students. Thus allowing for rules and structure without insisting on total control; students can choose or suggest ideas and staff explain and discuss rather than expect total compliance (Gregory & Cornell, 2011). This can all be supported by educational psychologists who would be able to support schools in identifying areas of need through the use of observations and perhaps a screening tool. Educational psychologists will need to be aware of the behaviour policies in the schools they work with and support the development of policies that involve peer and staff student relationships, as well as autonomy, rather than complete compliance from students.

From the mediating category of autonomy, it emerged that staff may act in ways that are autonomy supportive (section, 4.3.4) perhaps without realising it. It is apparent that there is an important role for educational psychologists to use strengths based practice to ensure that staff begin to notice the actions that have a positive impact on their students.

The process of GT is very relevant to educational psychologists; it makes invisible processes transparent (Charmaz, 2014) using multiple data samples to create rigorous findings through triangulation.. GT allows us to look at evidence and what that might mean. It takes social structure and individual action into account and builds theory. It looks to find practical possibilities for emancipatory goals (Oliver, 2011). 

This research was extremely ambitious for a doctoral thesis. It used three separate data sampling techniques and involved the development of two questionnaires, as well as three focus groups. Due to the time constraints of doctoral research, at times this meant that the analysis and therefore the next theoretical sample was rushed. On reflection, perhaps using fewer phases may have slowed the research and allowed more detailed analysis and careful movement between one sample and the next. The wide range of data gathering has meant that the findings from the research were saturated through the multiple sampling, therefore making the findings more reliable. The implications of this for future educational psychology doctoral students is to perhaps take one sample and approach it carefully and slowly.

A reflection on the processes suggests that the mixed method approach used in this research has created useful tools. It is beneficial to collect school climate data from students through a questionnaire. This can allow a school to build on areas of need within the school and recognise the strengths. It could also be used to pinpoint specific students who may feel lonely or like they do not belong. This could easily lead to simple and creative support for both individual students and groups of students. 

Focus groups are a useful way of gathering student’s views, and it would be imperative when gathering student’s views about what helps them to feel safe and secure in school to have an impartial interviewer. This could be a role for educational psychologists or student researchers in school. 

In this school, the staff reflected back the student’s views and built on the student’s reflections of what the school and staff do to support their feelings of security. This in effect could be used as an appreciative inquiry for the school, reflecting back the successes that both students and staff feel. The use of appreciative inquiry by educational psychologists in school would build relationships and self-esteem amongst the school community.

From a personal perspective, the use of mixed methods research, grounded theory and appreciative inquiry in this doctoral research has impacted directly on my personal practice as an educational psychologist. Firstly, it has reaffirmed the benefits of using a positive approach, looking for the good and I intend to further develop this in my practice, especially when working with the whole school systemically. Secondly, it has emphasised the importance of data and listening to the data, never relying on one secondary voice when working with children and young people. Always listening to the person at the centre of the work; the child, trying to raise their voice and reflect it back to the adults around them. Thirdly, it has reminded me to look deeper and take time to listen, rather than rush through each piece of work, valuing each data sample. 


[bookmark: _Toc47369420]6.12 Dissemination

I have offered an assembly to the school on the findings of the research and will present an executive summary to all staff and governors. My research will be presented to my fellow students at the University of Sheffield, as well as my colleagues within the local authority. 

[bookmark: _Toc47369421]6.13 Conclusion

The categories that emerged from this research describe a process that leads to creating a ‘safety net’; a situation where students feel safe to explore and try out new skills and extend what they already can do both socially and academically, being guided towards independence, which has parallels with Bion’s (1970) theory of containment and Ainsworth’s (1979) theory of attachment. It begins with the structure of the school (set boundaries) this feeds into and is mediated by peer relationships, staff-student relationships and autonomy and with these three mediating categories in place, a ‘safety net’ for students can be formed (Figure 7). ‘Safety net’ is an interesting and new perspective that has emerged from this research. It has similarities to containment, but within the school system, it links to assets in positive youth development (Benson, 2000) and adds another perspective to SDT (Deci & Ryan, 2000) in that students in this school wanted structure and guidance, as well as some autonomy. It may add another layer to SDT, in that it suggests that these mediating categories enable students to feel safe and secure, which is what leads to engagement.
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[bookmark: _Toc47369424]Appendix 1: Field Notes
Field notes were made straight after administration of questionnaire and focus groups:
	Pilot of Student School Climate Questionnaire (May 2019)
Thirteen year 7 students came to look the questionnaire.  They were chatty with each other and happily joked. They asked if they could talk amongst themselves whilst looking at the questionnaire and I encouraged them. Some students were more vocal than others. Students openly questioned some of the statements. One student rewrote a statement so that it made more sense. They also noted that there were too many statements and it would take a long time. We discussed which ones were most similar. 
The students appeared happy and relaxed, although I wonder if we had worked in three smaller groups, some quieter students would have shared more.
Consent forms discussed and distributed
Consent forms and information sheets were sent out through the school mail to all year 8 and 9 parents. 
The head teacher and I discussed how we could choose the students for the focus groups and he suggested choosing first, then sending consent forms directly to them and their parents. I randomly selected numbers; 1-4, 11-14, 21-24, 31-34, 41-44, 51-54, 61-64, 71-74 to have consent forms sent to them for the focus group. I wrote an email to go with the forms for the questionnaire and then again for the focus group consent forms. The head teacher checked these adapted them slightly and checked back with me before sending.

	Administration of Student School Climate Questionnaire (June 2019)
The head teacher met me and had organised half an hour in three different year 8 and 9 lessons. He had prepared the staff and they had spoken to the students to say that I was coming. This organisation led to the smooth administration of the questionnaires. 
He introduced me and I explained the questionnaire. 
The students completed the questionnaires within the allotted time. I asked students to check they had completed the questionnaire and each statement had a mark. 
At the end, I explained that I would randomly choose some students to speak with me in focus groups (described briefly) and these students would meet me later and take an information sheet and consent form home to be read and signed. I told them that they did not need to attend and if they decided to, then changed their minds, they could speak to myself or a member of staff and rescind their consent. They could change their minds at any time.
The first class was a maths lesson in an ICT suite. One student asked questions about the questionnaire, but otherwise, students completed them on their own. This student found the questionnaire hard to complete, finding the questions too general. 
The second lesson was a French lesson. Three students needed support and there were extra members of staff in the class. They read for students and encouraged them to complete. One student marked the wrong end of the likert scale and redid the questionnaire.
The third lesson was a history lesson. Students were quiet and focussed. One student became concerned about missing lessons and the head teacher calmly explained that he did not have to go to the focus groups. 
The atmosphere with the year 8/9 students was more reserved than with the year 7 group I spoke with, perhaps due to it being a larger group.

	Analysis of student school climate questionnaire (June, 2019)
I decided that I would look at frequencies of ‘agree’ to feed into the focus groups. The head teacher offered me the 12.06.19 for the first focus groups as he had already received some consent forms back from the randomly selected students. Because the students and parents replied quickly, this may mean that these students are more enthusiastic than the next few focus groups. If time was not an issue, I would wait until all consent forms were in and place them randomly into groups from that.

	Focus Group 1: 6 students (June, 2019)
· It had students whose parents responded quickly, this may hint at parents who are organised and school focused, not the general population.
· Head teacher came with me, which may have made the students feel pressured to be positive, although he left before we began.
· Pressure of teacher coming into the lesson mid-way through caused a pause.
· Some students speaking more than others, I felt that the other students were aware that he often talked a lot and allowed him to, but also teased him about it, he appeared okay with this. I tried to organise the questions by going round in a circle to ensure everyone was able to speak. 
· Order of questions; the first question had a lot of input, this may have been due to the topic or the fact it was the first question and the head teacher had just left. There were more responses to this and the students spoke passionately about peers and friendships.
· They built on what each other said, adding to the conversations throughout, specifically referring at times to what others had said.
· There was a chatty, laughing atmosphere and I felt all students felt they could speak and chose to.
· Students didn’t write as I encouraged them to, but they confirmed that what I had written reflected what they said. 
· A really strong feeling about the importance of friendships and peers, having time in class to be with friends appeared.
· Certain topics had less interest or different perspectives on it. 
· “using own ideas” was spoken about with a lot of passion,  even though one student said they didn’t come across it much and another said they preferred to do what they were told. 
· They talked strongly about new students, but not for long as time was short… 
· When discussing friendships, we recognised that they were important and students told me what percentage of their feeling better about coming to school was because of friendships, they said; between 75-95% to come to school because of friends.
· Even though the group was year 8 and 9, they all appeared to know each other, although there were clearly closer friendships between some students.
· I had also included “I feel proud to belong to this school”, this was accidental and it also appeared to be something that students did not feel strongly about.
· We discussed the differences between girls and boys as I had picked up differences within the questionnaire, but I did not follow this through as the research questions guided me away from gender.
· I did not finish all the statements in the allotted time and asked if I could return. I borrowed a tutorial time for this and one student (number 4) had to leave early for another lesson and he appeared ill at ease before he left, perhaps knowing he needed to go, but not feeling he could ask.
· The second session did not feel as positive, perhaps as I had not prepared them for the second part of this focus group. It was also around fifteen minutes long. 

	Focus Group 2 (June, 2019)
· I felt awkward in my delivery- one of the students said very little, where possible gestured or said yes/no, she was given space to speak, but was clearly uncomfortable. I tried to ensure that everyone had a chance to speak and warned her that she would be coming up, to have a think, this didn’t appear to help.
· There were 2 very vocal and confident students in the group and this meant I worked carefully to involve others. 
· There was discussion amongst the two more vocal students when I was setting up. Some of the girls also chatted.
· The majority of the group built on what each other said, but the quieter member did not, often quietly disagreeing, for instance saying she preferred to work alone. 
· The 2 vocal students were also exuberant in their positive comments about the school. Although student 1.  Became more balanced in his views, rather than purely positive towards the end. Student 2 continued to be extremely positive. I felt to begin with, the other students mainly agreed with them, but as we went on, they realised that the two vocal students were actually quite respectful and listened to other students’ opinions and built on those as well. This may have led to a less balanced view. It may be that the head teacher encouraged them to go and introduced me, they felt they needed to be positive. On the other hand, their experiences are likely to have been positive.

	Focus Group 3 (July, 2019)
· This focus group was only 31 minutes long. 
· The young people really struggled to engage this time, they gave few examples. One began to cry and once we had left the room, explained to me that she had been badly bullied in her last school and that she had moved because of it and she missed her one friend. 
· We managed to discuss the topics and due to the difficulty I experienced in encouraging them to speak, I went off topic and allowed them to speak about other areas. They discussed SATs and how these marks continued to influence them now.

	Discussion with Head teacher (July, 2019)
I mentioned the student who had left the group and her circumstances (I checked with her that this was okay first). He said he was aware and thanked me for the information.

	Follow up email to head teacher (September, 2019) 
I emailed to check on the student who had been upset in focus group 3. He responded saying it had been followed up and that she was doing well, but being checked in on by staff.

	

	Developing of staff questionnaire October 2019
I began to develop a staff questionnaire and shared this with my uni supervisor, made amendments, shared it with colleagues and made more amendments. I then emailed it to the head teacher, who said he was happy to talk about them and share them at a staff meeting. Staff picked them up anonymously and put them in a sealed envelope for me to collect. 
14 members of staff completed the questionnaires in November 2019.

	

	Analysis of the staff questionnaire November 2019
Fourteen completed questionnaires came back. All the staff members agreed that the four categories were important to the school and pupils. They also gave some useful ideas of what they do to enhance these areas. 





[bookmark: _Toc47369425]Appendix 2: Memos (reduced)
	Research rationale (April 2019): How do students cope? What enables them to get out of bed and arrive at school? What is it that helps them to learn and succeed in school? What do people within schools do to enable students to continue to attend?

	Philosophical Stance (April 2019): As a philosophical stance, I agree that a lot of meaning is made through interaction, but I do not believe all meaning is made this way. I believe that there is a reality which can be perceived and interpreted in different ways. This has lead me to using a pragmatic approach.

	Design of Questionnaire: May 2019: This was a small scale project, the questionnaire gave background to the grounded theory research. The intention of the questionnaire was guidance for future theoretical sampling.  Content validity which involved ten colleagues reading through and categorising questions. There was no correlation between what one colleague said and another. This made me question the internal validity of each area of the school climate questionnaires. If the domains were not well defined enough, the areas I was looking at blended. This led to the question; was it a suitable questionnaire to use to find out what areas of School Climate the students in this school felt were happening? I felt that regardless of the overlap within the domains, the questions themselves were relevant to schools and the School Climate created for their students, so with the knowledge that these domains did not exist in isolation in my research, I continued to use this questionnaire to begin my research.

	Thoughts about Questionnaire (May, 2019) I acknowledge that by using a questionnaire I have narrowed the area being researched by having fixed questions, although my choice of school climate, rather than school culture has hopefully encompassed a more diverse subject area. To allow for further feedback on the questionnaire, I included an open question about what made them feel better about coming to school. This allowed for some qualitative data as well.

	Administration of Student School Climate Questionnaire (June, 2019) The head teacher being present in the classroom and introducing me will have emphasised the importance of the questionnaire, but may have impacted on what students wrote; I wonder if they would be more positive than otherwise.

	Analysis of Student School Climate Questionnaire (June 2019)
Comments at the bottom of the Questionnaire: Is there anything else that helps you come to school and study that you could tell me about? 38/76 responded
Friends/ developmental stage
There were 16 comments that just stated friends as a reason to come to school. This age group begin to veer away from adults towards peers. They gain their acceptance and sense of self more from peers, so friendships are more important now.
They also live rurally, so their time in school is important as it can be hard to meet up with friends out of school because of transport.
Trustworthy peers
A student noted that “people do call me names but I am used to it… That I have friends that I can trust.” This aspect of trusting your peers to be kind to you and possibly protect you. This may relate to the idea that at this stage in their lives, they shift their reliance on adults to peers. That other people can help them feel safer and okay with being called names.
Not being judged
This was not specific to peers or students, but reflects the two statements about staff and students respecting diversity. Staff respecting diversity was agreed with 96%, which is one of the highest agreements. Peers respecting diversity was 75%. 
This student felt better about coming to school because they could be themselves and were not judged by others. I wonder if this allows students to flourish more if not judged. This links to using their own ideas, which as a statement was also highly agreed with at 81.6%. Staff encourage students to think for themselves and act on their own ideas. This suggests that it is more than not being judged, but being encouraged to act how they feel they should. 
Acceptance by peers
“My friends are very good at supporting me and accepting me which helps me have a more positive attitude to learning.” This statement reflects not being judged and being accepted and these things help this student to engage more with teaching and learning. How does being accepted help learning? Does this mean you can make your own choice and be true to who you feel you are without embarrassment, so feel more emotionally secure, which in turn allows more space to engage with learning.
Time in class to talk while working
This idea that they are trusted to get on, they have the freedom to talk to their friends in class. They are treated as responsible students.
Supported
“there are lots of people to turn to…” This statement gives the impression that the school is supportive. There are lots of relationships that are trustworthy that a student might have. This is reflected by the statement ‘There is a member of staff who I feel I can talk to if I am worried,’ which 71% of students agreed with to some extent. It is also reflected by ‘I have friends in school who I can share my problems with,’ which had 85.5% agreement. 
It also shows that at this point in their lives, in this school, students are more likely to have a friend they can speak with rather than an adult. This suggests that 13-15 year olds tend to be more inclined to take their worries to their peers rather than staff.
This did not investigate home life, so it is possible parents and carers may be their main source of emotional support outside of school. 
There were 29% of students who did not feel that they could talk to if they were worried. This is a concern, as it may be the most vulnerable who feel they cannot speak with staff. This number may have in it new students who have transferred recently. The head teacher referred to a large number of students transferring into year 8 and 9. These students may not yet have built trusting relationships with staff or students yet.
Safety from bullying
There were two comments from students who had moved schools about the safety they felt from bullying in this school. “…teachers at X school didn’t care but at this school I feel safer than ever.” This suggests they feel that teachers care in this school. They are protected by staff from bullying, this feeling of containment leads to them feeling safe from physical and emotional danger.
Not feeling accepted or supported
Two students commented that they did not want to be in the school. One purely states that “Nothing encourages me to come to this school.” And the other wanted to return to their old school and felt that no-one in the present school noticed when they were upset. The second student perhaps feels a lack of control over their lives. Thy have been taken out of their old school against their wishes. This lack of control may lead them to feeling powerless, perhaps making them feel low emotionally and perceiving that no-one cares. When students are happier, are they more likely to perceive that staff do care?
Academic interest
8 students highlighted particular interests in certain subjects as reasons for them to attend school. Enjoyment of subjects could lead to better well-being.
Future
2 students highlighted that they saw school as a way to move towards the future they wanted. This suggests a wider perspective or perhaps access to discussions around the future and how to get there. An idea around what they would like to do. 
Student-staff relationships
6 students highlighted members of staff as being important to them coming to school. They mentioned that “staff help you relax and do your best if you are struggling…” the idea that staff recognise when you are struggling and notice the need to help. That they can reduce the problems to enable students to relax.  
Equally, a student said “staff respect my athletic ability and encourage me to take leadership in sports.” This student feels noticed for their strengths and challenged with support- scaffolded (Vygotsky’s Zones of Proximal Development).
Sport and outdoor activity
There were 3 comments around sport and outdoor activities. Students felt that these made coming to school easier for them. 
Big Question
Big Question was also noted, this is a philosophical discussion group run by the church. Students are given a topic to discuss. This reflects the idea of not being judged for your ideas and supported to use your own ideas by staff. 
Initial Analysis of questionnaire
The questionnaire covered a broad range of items based around school climate and asked students what they felt happened in their school. 
Overall, there were far fewer students who disagreed with statements than there were those who agreed. 
I calculated the frequencies and decided the threshold should be 80% agree for statements to be taken to the focus groups. The comments about friends on the questionnaire reflected the 3 statements about peers in the questionnaire, which all had above 80% agreement. 
Statements around staff
It was clear that students viewed staff as respecting all people within the school community as there were no disagreements with statements around staff respecting diversity and each other. 
Statements around staff-student relationships
Academically:
By the statement ‘staff want me to do well’ a student had written that this was because it reflected badly on them if they did not do well. This highlights the intricacies of the statements and the different ways in which they can be interpreted. This statement is being taken to focus groups to see what they think about it, so it will be interesting to see if they feel this as well or if it is more nuanced.
Emotional and relationship development:
I would tell a member of staff if I felt upset- 52.6% agreement
Staff help me to understand my feelings- 42.1% agreement
Staff give the time to get to know me- 63.1% agreement
I feel supported by staff in school- 72.3% agreement
There is a member of staff who I feel I can talk to if I am worried- 71% agreement
Staff notice when I am worried and try to help- 56.6% agreement

I find it interesting that students agreed less about talking to a member of staff when upset than when worried. Is a worry more valid than feeling upset? Is worry more to do with school than own personal emotions?
Is the statement; I feel supported by staff more general and includes both academic and emotional? 
It may be that staff and school either are not explicit in saying if you are upset, we can support you or that, as school is mainly a place of learning, students do not perceive this to be a role played by staff. I wonder if students at this age generally share their upset with adults or speak with peers?
Behaviour:
Staff help students to sort out arguments so that all those involved are happy with the outcome- 69.8% agreement
Staff help students to behave in school- 80.3% agreement
Girls and boys
This is not the focus of my research, but it was interesting to see that girls scored lower than boys consistently by around 0.1 (this is ordinal data, so cannot be seen in a linear fashion);
· Boys highest score was ‘staff respect diversity’ on a mean of 4.71 followed by ‘staff want me to do well’ at 4.58, followed by ‘there are students I work well with’ at 4.5, and ‘staff respect each other’ at 4.47
· Girls highest score was ‘I have friends I share my problems with’ at 4.52  and ‘there are students I work well with’ at 4.52, ‘staff respect diversity’ at 4.39 and ‘staff respect each other’ at 4.3
I felt that this could represent either girls generally being more conservative in their scoring or feeling less positive about school than boys. 
Overall
The statements that came out as being 80% or more agreed with highlighted school structure or boundaries, but autonomy as well. They also highlighted social relationships in different situations; warmly welcoming students, students they work well with and a student they can share problems with. Respecting individual differences also appears and I feel this relates to autonomy and the right to be an individual.
· It will be interesting to see if those that were scored highly on will actually be important to the students.


	Qualitative comment in student school climate questionnaire (June, 2019): One participant made a comment beside a statement, saying the teachers did want them to do well, but qualified this, stating that it benefitted the teachers themselves as well.  This response highlighted that survey question answers can be interpreted in very different ways by participants and those who administer the questionnaires. This knowledge made having in-depth conversations with students more important, looking more deeply at statements and what they mean to students.  These thoughts reflects my pragmatic approach (Feizler, 2010) as well as the GT methodology, allowing data and information to emerge in unexpected ways and to influence the theory.

	Rationale for Focus Group (June, 2019): The reason Focus Groups were used, rather than individual interviews was to open up the data from the questionnaire. I wanted to allow for differences of opinions and to gather information from a wide range of students rather than just a few. This can also mean that there is an interaction effect, in that students could build on each other’s points or at times not say what they felt as they may not feel confident enough in the group situation (Krueger & Casey, 2015). 
The statements that came out as being 80% or more agreed with highlighted school structure or boundaries, but autonomy as well. They also highlighted social relationships in different situations; warmly welcoming students, students they work well with and a student they can share problems with. Respecting individual differences also appears and I feel this relates to autonomy and the right to be an individual.

	Focus Group 1 (June, 2019)
· Those that were argued with-there was a lot of discussion around clear rules, but I feel that these weren’t a consensus, so I did not take them forward to next focus group as not all the students felt that these were important. Students also spoke jokingly about it, almost like it was part of the structure of school and accepted. (15.12.19- I feel that further discussing this point would have led to more detailed conversations around autonomy, control, independence and dependence which would have further developed the category of autonomy).
· I have friends who I share my problems with, (does this help with feeling settled in school) having friends was really important to them for a variety of reasons which can be covered by these; 
1. Feeling accepted- not judged
2. Building confidence and supporting you
3. Affiliation and fun
Also, there was a suggestion that girls are more supportive than boys. I wonder if the impact of being lonely is bigger for girls? 
· There are clear rules in our school, (does this help with feeling settled in school) this was discussed and half the students seemed to feel the rules were over the top and were more passionate about it. The other half of people felt they were useful, but maybe more that an adult was in control was useful. I decided not to take this forward as I was looking at what works well and this seemed to be divided;
1. Rules can be over the top
2. Rules and staff being in control can make you feel safer/ less chaotic
· I am encouraged by staff to use my own ideas (does this help with feeling settled in school) this seemed to turn to having choice over what we do.
1. It is accepted that everyone has different ideas- you can be yourself
2. Having a choice/ control over how I work engages me
3. It means you can work at your own level
4. Makes you feel confident (empowered- competent)
· Staff respect diversity (does this help with feeling settled in school) this was expected to happen.
1. School and staff treat you as an individual/ accept you as you are
· Staff respect each other (does this help with feeling settled in school)
1. It is fun if staff joke around with each other
2. Staff relationships do not impact on us
· I am proud to call this my school (does this help with feeling settled in school)
1. This feeling can encourage you to do better
2. It doesn’t impact on how I work
They compared this to how bigger schools might be better at encouraging pride. GCSE grades, the school does well and this makes them proud and believe they can do as well.
· There are students I work well with (does this help with feeling settled in school)
1. Competition or someone who inspires you
2. Work friend good, can help you feel better and do better
3. They felt having people they worked well with was important
4. Feeling like you help others makes you feel good
5. Small group working is best
· Staff want me to do well (does this help with feeling settled in school)
1. Around exam times want you to do well
2. They want you to do well for you as well
· Staff help students to behave (does this help with feeling settled in school)
1. The student can be removed from the class and this can lead to calm
2. It doesn’t help- the student enjoys the attention
· Staff understand where I am with my learning (does this help with feeling settled in school)
1. This does help, but they don’t always get it right.

Some statements were spoken about with passion and engagement, others were spoken about briefly and some had opposing views. For instance, the statement; ‘There are clear rules in our school’ led to focus group 1 discussing whether or not it is useful to have rules, some decided it was over the top and others felt rules helped them to know nothing is going to happen. The statement; ‘staff respect diversity’ led to very little discussion, although it was acknowledged as important, it was expected of staff already. ‘Staff respect each other’ raised an amused discussion around one department, with a brief acknowledgement that staff should respect each other, but that it was not what education was about. ‘Teachers want me to do well’ led to very little discussion, though there was acknowledgement that they did, although their statements reflected a comment made on the questionnaire, stating that teachers want you to do well so that they look good. The final statement that was not carried through to future focus groups was; ‘staff help students behave in school.’ There were differing perspectives on this topic as some felt that it reduced disruption and others felt it could increase it. 
These statements have been chosen to be left out of future focus groups, but were included in analysis.



	Focus Group 2 (June, 2019)
· Something about the links between teachers knowing where you are at, giving you choice as to where to sit and be independent and trusted for views etc. being in charge of who you work well with is important- that autonomy.
· Something about importance of friends came up, not as strong as in last.
· More discussion about coming to school to learn= around 3 students said this, less emphasis on friendship, but acknowledgement it was really important. 
· Girl boy difference in friendships, supportive, but unsure why- school encourages equality of showing feelings etc. School doesn’t discriminate.
· Staff understand where I am- really valued this, with links to autonomy and choice, and also being sat with someone they work well with.
· They recognised the importance of welcoming students warmly and emphasised strongly (both y8/9 said they had loads of new students)
· Overall, something I felt was being seen as an individual by staff was important academically and through decision making and choice- being respected and feeling responsible, but equally, having the choice not to make choices and do as told!!
· Some teachers can be biased pro girls rather than boys- give girls more opportunities- trying to make it equal, but sometimes boys don’t get as much of a say.
· They noted that sometimes boys shy away from talking about emotions.
· Focus group 2 also showed passion in the five topics, similar to focus group 1. Friendships with peers were really important to this group, as they were to focus group 1. This idea of affiliation links closely to Dan Siegel’s work, looking at how adolescents want to spend time together or how Güroğlu, van den Bos and Crone (2014) found that adolescents show most prosocial behaviour towards friends, whereas younger children show a similar amount of prosocial behaviour to all people. There is a powerful drive to be with friends as an adolescent.
· There was also a huge value placed on choice and being able to use their own ideas, although some felt that boundaries were useful within this. This was strongly linked to social situations as well, for instance where they sat in class and the choice and trust they were given by teachers to allow them social independence in class.
· Towards the end, participants mentioned the importance of relationships with staff as well, this was brought up without any statement related to it. 


	Focus Group 3 (July, 2019)
· As mentioned in fieldnotes, this was a tricky group for a few reasons.
· I spoke with them about staff helping them to behave and this created an interesting discussion around how staff helped- if the students felt shouted at, they would react more and get angry. 
· They all appeared to value friendships, acknowledging the need for affiliation for happiness and feeling okay about school. This was also linked to not being judged in school if they could speak with a friend about a work problem. Reducing embarrassment links to feeling safe and secure. Not being able to achieve something makes you feel vulnerable, but if done in a safe environment, you can see how to face challenges.
· They felt strongly about SATs being in control of expected grades in subjects that didn’t seem relevant, for instance English dictating Art grades. They also felt teachers didn’t agree with it and in this perhaps felt an alliance with the teachers. I wondered about this feeling of governmental control, how this can make them feel like rebelling or fighting it, or as one student said he felt ashamed and like he would never achieve. He felt he was letting the staff down. This really questions the impact of tracking using SATs and the idea of pressure and targets on young people. I wonder if a young person feels they are capable, do they rise to it? This must be very individual in reaction, but would be fascinating to research further.
· The passion this group felt about a test from Year 6 dictating whether or not they were doing ‘well’ in school was insightful. It throws up the idea of not being seen as a person, but as a grade. The need to be seen by staff. It also highlighted the pressure that this put on them, trying to do well for their primary schools could lead to not succeeding as well in secondary, always expected to do better.

	Initial analysis (July 2019)
 It can be seen that friendships has a lot of themes within the code. This area was spoken about very passionately by focus group 1 and 2 and was spoken about by focus group 3. This feels a vital area in this research in terms of importance to students.
The other areas with more talk around them appear to be staff-student relationships, autonomy and choice and rules or boundaries. These four areas appear important to students in that they allow them to feel secure about coming to school.

	Reflection on Open Coding (August, 2019)
The open coding of the transcripts (appendix 13) created a lot of data. The codes that I used for this section repeated themselves, although I often used different words which meant similar concepts. This allowed me to reflect on the areas that had emerged in the fieldnotes and memos (appendices 1 and 2). To ensure that the categories I felt were emerging reflected the coding and data, I used a content analysis (Krippendorff, 2004) to increase the rigour (appendix 15).

	Thought (August/September 2019): I wonder if researchers and staff shy away from really investigating peer relationships as they feel they are unable to control these relationships; does researcher or staff autonomy affect researcher or staff motivation?

	Emergent Categories (September 2019) Initially, I wondered if relationships should be one category, both staff and student. I realised there was a different feeling about these relationships. Staff could be caring and supportive, they could understand and know their students, but they could not be friends; focus group 2, pupil 2 “You can’t be friends with a teacher, you need friends and you have the choice to help them.” These are distinct and different relationships.
There is something about staff knowing students and the link to boundaries and autonomy. That is in effect how it works, if a member of staff knows a student and that student feels known, they feel more autonomy, as the member of staff gives them more freedom, but equally, they are more accepting of that member of staff’s boundaries. This in turn links to feeling autonomous and motivated.

	Memo box, appendix 2 (September/October 2019): The four categories of boundaries, peer relationships, staff-student relationships and autonomy appear strong, with many quotes from focus groups to support. There are different factors within each emergent category, but overall, the categories seem cohesive with themes recurring throughout. 
I wonder about the set rules and boundaries that the school puts in place before students walk through the door and the difference between that and the feeling of emotional boundaries, being caught and guided, the ‘safety net’ of the relationships and autonomy in the school.
Perhaps the emergent categories of peer relationships, staff-student relationships and autonomy mediate the more set boundaries to create this ‘safety net’ feeling which helps engagement in school. They are the mediating factors that enable a feeling of a ‘safety net’.

	Separate Boundaries? (December 2019) Initially, I wondered if relationships should be one category, both staff and student. I realised there was a different feeling about these relationships. Staff could be caring and supportive, they could understand and know their students, but they could not be friends; focus group 2, student 2; “You can’t be friends with a teacher, you need friends and you have the choice to help them.” These are distinct and different relationships.
There is something about staff knowing students and the link to boundaries and autonomy. That is in effect how it works, if a member of staff knows a student and that student feels known, they feel more autonomy, as the member of staff gives them more freedom, but equally, they are more accepting of that member of staff’s boundaries. This in turn links to feeling autonomous and motivated. 
After the staff questionnaires, it seems boundaries don’t really fit together and are possibly two separate categories. 

	Decisions around further analysis of questionnaire (January, 2020)
Decisions around further questionnaire analysis…
I think I am looking at; 
1. how a school enables students to feel secure /safe enough to engage in learning 
2. what are the most important aspects that the school does well from a students' perspective that enables them to feel safe/secure enough to learn
What will looking at the original questionnaire that I gave to students? I have found the 4 categories and looked at what these mean individually. If I look at the variance within statements, for instance, within autonomy, I would see that students experience different amounts of autonomy and maybe perceive similar support differently. Is this useful? Maybe it shows that we cannot just say one way fits all. This was stark in the focus groups, when a students’ said she liked to do what the teachers told her, rather than what she chose, another said they preferred to work alone. The most important thing is the relationship, as only from that can the level of autonomy be adjusted to suit that student. At their stage of life, they need to be supported into autonomy and independence and gauging where they are at with these 4 categories could enable education and support to be more tailored to the individual student. If I were to look at if there was a cohort of students who scored more positively and a cohort who scored more negatively, this would also tell me that students’ experiences and perspectives within the same school can be very different. 
What are the questions that have most discrepancy within them and do they link to certain aspects. If they perceive staff student relationships negative, are other things all negative?
So, if someone scores low on staff notice when I am worried, what are their scores? 

	Further Analysis and Discussion with supervisor (March 2020):
Whilst discussing the overall analysis with my supervisor, it became clear that boundaries was not a single entity, but rather two. This was because I couldn’t quite define boundaries. They were structure and rules, but also the support, guidance and nurturing or containment that students experienced in this school. This did not hang together as one category. Staff had mentioned both aspects within the staff questionnaire when asked about boundaries and I found this interesting.
One category recognises that before students step into the school, there are clear rules and expectations for them and these are non-negotiable. It appeared that these set boundaries are then used by students and staff and are interpreted or mediated to create the second part of the original concept of boundaries, which is now named the ‘safety net’.  A ‘safety net’ catches students when they go astray and provides guidance that can be pushed against.
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	Phase
	Coding
	Process
	Description

	1
	Initial coding
	1. Analysis of field notes
2. Analysis of transcript
Open coding (appendix 13) was used to identify ideas as suggested by Chametzky (2016) and to group the data. All the raw data was analysed and coded. Brief labels were given to these ideas, finding those that best fit. Some ideas may be similar, but could have different codes. In vivo codes use the language provided by participants where possible to best represent the raw data (Saldaňa, 2015).
Memoing occurred, documenting researchers’ thoughts around emerging categories and theories.
	Identification of main concern (Holton and Walsh, 2017, p.141)

	2
	Continued initial Coding
	Causation coding was used to discover the links between the raw data and theory, as suggested by Saldaňa (2015), triangulating with the initial coding. Causation codes can be seen as a mixture of memoing and codes.
	Identification of main concerns and identification of groupings

	3
	Selective Coding
	The most frequent or the strongest codes were identified and the raw data gathered to support these codes. This involved moving through the data by code rather than chronologically (appendix 16). The idea is to pull together similarities and identify differences. 
	Emergence of core categories (Holton and Walsh, 2017, p.141)

	4
	Theoretical coding/ Emerging categories
	Stronger theoretical codes or emerging categories are formed by organising and sorting through memos and causation codes (appendix 17). Visual mapping was used at this stage (Charmaz, 2008).
	Integration of categories and elaboration of grounded theory (Holton and Walsh, 2017, p.141)

	5
	Visual Representation
	A visual was created to show the categories and how they relate (figure 7). This can be used to link to theory as well (Charmaz, 2008).
	Visual integration and elaboration of categories and emergent theory (Heslop, 2018, p. 44)



Analytic Process of Grounded Theory, adapted from Holton and Walsh (2014) p. 141 and Heslop (2018) 
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Student Information SheetStudent Researcher: Rachel Forrest

Phone number: 

Email: 
Address:
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Research Project Title:
A school climate that enables young people to feel settled enough to learn; a Grounded Theory, strengths based approach.

I am writing to invite you to participate in my research project, which I am conducting in your School. The project looks at what helps students in school to feel settled enough to access learning successfully. Before you decide if you would like to participate, it is important for you to understand why the research is being done and what it will involve. Please take time to read the following information carefully and discuss it with your family. Please contact me (email) if there is anything that is not clear or if you would like more information and I would be happy to further explain the research. 
As well as making sure that you are happy to take part in this project, I have also asked for permission from your parents/carers.   
If you are interested in this study, please read Part 2 below. It is entirely YOUR CHOICE whether or not to participate in the study.  

Part 2: Further Information about study 
This project is investigating what is working well in your School to support students to feel settled enough to learn. This could be thought of as ready to learn or to have good wellbeing. This means that good practice in this school could be shared with other schools. 
I am a trainee Educational Psychologist working within the local authority. I am completing this research project as part of a Doctorate in Educational and Child Psychology at the University of Sheffield. 

Do I have to take part?
You don’t have to take part and if you decide that you will take part and then change your mind, you are free to withdraw, even when an interview has started. 
 What will happen to me in the study?

Participating in this research will involve one, two or three of the following:
1. All year 8 and 9 students will be asked to complete a questionnaire unless they and/or their parents have asked that they do not (please see questionnaire consent form). 
2. You may be asked to join a focus group (group interview), but only between 4-12 students will be asked to do this, so even if you give consent, you may not be included in a focus group. 
3. You may be asked to be interviewed, but only a few of the students who give consent will be asked to interview. You may be asked to be interviewed even if you have not taken part in the focus group. 

I will be asking questions around what is it in school that helps you feel ready to learn and what makes you feel settled and secure in school. This will help me to understand what your school does well in helping you to succeed. 
I will record the focus group and individual interviews on a digital recording device and this recording will be kept securely and the recordings will be deleted once the research project has been completed. Only I will have access to the questionnaires and consent forms. A consent form needs to be filled in by you and your parent/carer to be included in 2 or 3.

               RISKS:What are the possible benefits and risks?

· You might think about things during the interview or focus group that cause you to become upset. You can stop at any time and we can find someone to support you in school. https://www.kooth.com/
 Is also a useful counselling website.
· You will miss a lesson to attend the focus group or interview, the choice of lesson will be discussed with staff in school.
· In the focus group, it is important to remember that although the researcher will ask for all that is said during the group to remain confidential, your peers may not value this as highly as you. For this reason, it is important to only say what you feel safe to say. 
BENEFITS:    
· Information gained from you and other students may help to improve how school staff and educational psychologists work with young people
· Talking about your experiences and having someone interested in your story and listening to you can make you feel good. 
· Your voice and ideas will be heard and will direct this research
When will the study begin and end?


The interviews, focus groups and questionnaires will take place between May 2019 and October 2019.


           
Will my taking part in this project be kept confidential (private)?
All the information that I collect will be kept strictly confidential.  You will not be able to be identified in any reports or publications. You, your peers or staff may be able to guess that you have taken part. If there is anything you don’t want to be reported, please tell me.

If you disclose something that would impact on your own or someone else’s safety; I would share this information with the school safeguarding officer within the school.

What is the legal basis for processing my personal data?
We are required to inform you that the legal basis we are applying in order to process your personal data is that ‘processing is necessary for the performance of a task carried out in the public interest’ (Article 6(1)(e)). Further information can be found in the University’s Privacy Notice https://www.sheffield.ac.uk/govern/data-protection/privacy/general.’  

What if something goes wrong?
If you have a complaint you wish to share at any time during the research it should firstly be addressed to the lead researcher and the supervising tutor via email: raforrest@sheffield.ac.uk or v.lewis@sheffield.ac.uk  However, should you feel that your complaint has not been handled to your satisfaction you can contact the course director; antony.williams@sheffield.ac.uk or the University’s Registrar and Secretary; uso-admin@sheffield.ac.uk 

Finally … 
You will be given a copy of the information sheet and, if appropriate, a signed consent form to keep.

Thank you so much for participating in this project.
	

Parent/Carer Information SheetStudent Researcher: Rachel Forrest

Phone number: 

Email: 

Address:

[image: ]


Research Project Title:
What is needed to allow students to succeed? School climates that enable young people to feel settled enough to learn; a Grounded Theory (GT) strengths based approach.
I am writing to ask your permission to allow your child to participate in a research project I am conducting within your child’s school looking at what helps students in the school to feel settled enough to access learning successfully. Before you decide whether or not to allow your child to participate, it is important for you to understand why the research is being done and what it will involve. Please take time to read the following information carefully and discuss it with your child and/or family. Please contact me if there is anything that is not clear or if you would like more information. 

What is the project’s purpose?
The purpose of this project is to investigate what is working well in your child’s school to support students to feel settled enough to learn. This could be thought of as ready to learn or to have good wellbeing. The main aim of this research is to find out what works well and what is successful. This means that good practice in this school could be shared with other schools and could also inform educational psychologists’ practice. 
I will be in school to collect data from both adults and young people. The data collection will begin after May half term 2019 and finish by the end of October 2019 at the latest. 
I am a trainee Educational Psychologist working at Cumbria County Council. I am completing this research project as part of a Doctorate in Educational and Child Psychology at the University of Sheffield. 

Why has my child been chosen?
The reason I have asked your child to participate is because they are in year 8 or 9 in school. I am interested in their views on what makes them feel settled in school. I am focussing on these year groups as they have been in school for over a year and are not preparing for GCSEs.  

Does your child have to take part?
It is up to you and your child to decide whether or not to take part. If your child does take part you will be given this information sheet to keep and you will be asked to sign a consent form with your child. Your child can still withdraw at any time during the data collection without needing to explain a reason. If your child wishes to withdraw from the research, please contact Rachel Forrest on ….. or email 

Your child will be able to withdraw from the research or withdraw something that has been said in the week after your child’s interview or group participation. After the week has passed, the data provided from your child’s group participation or interview will then have been included within the larger data set and will inform the next choice of interviews or questionnaire and it will no longer be possible to remove it.

What will happen to my child if they take part? 
Participating in this research will involve one, two or three of the following:
· A short questionnaire about school climate
· A 45 minute focus group. This will include 4-6 people and your child will be asked questions around what school does to enable them to feel settled enough to learn
· A 45 minute interview looking at what your child’s school does well to support students to feel settled enough to learn

1. All year 8 and 9 students will be asked to complete the questionnaire unless they and/or their parents have asked that they do not fill in the short questionnaire (please see questionnaire consent form). 
2. Your child may be asked to join a focus group, but only between 4-12 students will be asked to do this, so even if you and your child give consent, your child may not be included in a focus group. 
3. Your child may be asked to be interviewed, but only a few of the students who give consent will be asked to interview. Your child may be asked to be interviewed even if they have not taken part in the focus group.

I will be asking questions around what is it in school that helps your child feel ready to learn and what makes them feel settled and secure in school. This will help me to understand what your child’s school does well in helping them to succeed in school. 

Focus Groups
A focus group will include 4-6 students who will have been randomly selected from year 8 or 9. I will ask questions of the group. The focus groups will be held in the school building, within school hours, it will not take up your child’s break or lunch time. If at any time your child wants to leave the group, they can. It is important to remember that although we will ask everyone to treat what has been said confidentially, the students in the group may not always remember to keep information private. For this reason, I will remind students that it is important not to say anything they are not entirely comfortable with saying in front of their peers and myself.

I will record the group on a digital recording device and this recording will be kept securely, the recording will then be saved on the University of Sheffield’s secure site until the data has been analysed. The recording will then be destroyed. Only I will have access to listen to it.

Interviews
Each interview will last up to 45 minutes and will involve me asking some open questions. I hope that your child will be able to reflect on their own experiences and what they have seen to benefit others.  The interviews will be held within school hours within the school building. They will not take up your child’s lunch or break time. If at any time they wish to stop the interview, they can.

I will record the interview on a digital recording device and this recording will be kept securely. , the recording will then be saved on the University of Sheffield’s secure site until the data has been analysed. The recording will then be destroyed. Only I will have access to listen to it.

Questionnaires
This will be a short questionnaire, covering one side of A4. The questionnaire will be anonymous. The questionnaire will be given to your child to do during school time. If your child decides they do not want to fill in the questionnaire that is fine. If your child changes their mind about what they have written contact me and I will remove the questionnaire from the data. This would need to happen within the week of completing the questionnaire, as the data will be analysed soon after that. 

Only I will have access to the questionnaires themselves. The questionnaires will be held in a locked cabinet in the County Council buildings until the data has been analysed, then it will be destroyed.

What are the possible disadvantages and risks of taking part?
Your child will need to give up some of their school time to take part in this study. If your child decides they do not wish to partake in an interview or focus group, please say and I will reallocate the interview or focus group place.

There are no physical dangers involved in taking part in this study.

Participants will be given a number, rather than using their name so that other people will not know who they are. It is possible that staff or other students will know who was in a focus group or interview and when reading the written up research, they may be able to make a guess at who was involved. For this reason, it is really important to know your child can ask that what they have said is removed from the data if they feel uncomfortable about it.

We will be speaking about what helps to make your child feel settled and secure in school and it may be that this brings up feelings of being unsettled or insecure. If conversation focuses on these things, I will encourage your child to think about the strengths of a situation and how the difficulties are overcome rather than dwelling on what is not working. If your child feels distressed by anything that has been spoken about, I will either encourage your child to speak to a member of staff they trust or a family member or I will ask a member of staff to speak with them. I can also recommend https://www.kooth.com/ for online counselling and would speak to school about referrals to a counsellor if this is needed. 

What are the possible benefits of taking part?
In taking part in this project, your child will be able to acknowledge the strengths of their school and may feel a positive sense of belonging. The interview or focus group process may benefit the young people, as they will have the opportunity to share their thoughts and ideas and this can feel empowering.

It is hoped that this work will highlight what is going well in your child’s school to support students to feel settled enough to learn. It may illuminate something that other schools could put in place. This study may add to research on mental health and wellbeing by discovering what works well to support boys and girls to feel settled in schools. 

The approach I intend to use is a strengths based approach and I will use questions that will encourage people to think about positives. This in turn can make people feel positive. I hope it will make your child feel proud of their school and their place in it.

Will my child’s part in this project be kept confidential?

All the information that I collect about your child during the course of the research will be kept strictly confidential and will only be accessible to members of the research team.   Your child will not be able to be identified in any reports or publications. If you and your child agree to us sharing the information your child provides with other researchers (e.g. by making it available in a data archive) then your child’s personal details will not be included. 

As your child’s school is a small school, it is likely that members of staff and other students will notice your child has been involved in the project. This means that they may link some of the research data to your child, even though your child as an individual and the school itself will be anonymised and confidential.  

If your child discloses something that would impact on your own or someone else’s safety; I would share this information with the school safeguarding officer within the school.
What is the legal basis for processing my child’s personal data?

According to data protection legislation, we are required to inform you that the legal basis we are applying in order to process your personal data is that ‘processing is necessary for the performance of a task carried out in the public interest’ (Article 6(1)(e)). Further information can be found in the University’s Privacy Notice https://www.sheffield.ac.uk/govern/data-protection/privacy/general.’  

What will happen to the data collected, and the results of the research project?
The results of the project will be drawn together to be included in a thesis and may be published in a journal. Your child and their school will not be identified in any reports of publications. You and your child’s school will be invited to attend a research summary, once the thesis is completed and approved, summarising key findings from the research project. Your child’s school will be informed if the data is published in a journal and asked if you would like a copy of the report. 
General findings which may improve educational practices will be reported to the school. Young people, staff, parents and governors will be invited to receive a feedback session at the school, either in the form of an assembly or a de-brief. I will also write an executive summary for the school.

Once interview or focus group recordings have been completed, the recording will be on a digital recorder kept securely in a locked cabinet in the County Council offices, as will questionnaires. The recordings will be deleted from the device as soon as they have been analysed and questionnaires will be destroyed. Recordings will not be transcribed, but field notes will be made from them and some quotations will be used. These field notes and quotations will be anonymised and saved onto a secure drive in the university. 

Who is organising and funding the research?
The research project is part of the requirements for completion of the Doctorate in Educational and Child Psychology and does not have any sponsorship or funding.
Who is the Data Controller?
The University of Sheffield will act as the Data Controller for this study. This means that the University is responsible for looking after your information and using it properly. 

Who has ethically reviewed the project?
 This project has been ethically approved via the University of Sheffield’s Ethics Review Procedure, as administered by the education department. Should you decide to take part, you will keep this information sheet and be asked to sign a consent form.



What if something goes wrong?
If you have a complaint you wish to share at any time during the research it should firstly be addressed to the lead researcher and the supervising tutor via email: raforrest@sheffield.ac.uk or v.lewis@sheffield.ac.uk  However, should you feel that your complaint has not been handled to your satisfaction you can contact the course director; antony.williams@sheffield.ac.uk or the University’s Registrar and Secretary; uso-admin@sheffield.ac.uk 

If your complaint relates to something serious occurring during or following participation in the research, please contact myself raforrest@sheffield.ac.uk or 

If the complaint relates to how the participants’ personal data has been handled, information about how to raise a complaint can be found in the University’s Privacy Notice: https://www.sheffield.ac.uk/govern/data-protection/privacy/general.

Contact for further information
You should give the participants contact details for at least two individuals, in case they wish to obtain further information about the project. This would usually be the name, address and telephone number of the lead researcher, and at least one alternative contact should the lead researcher be unavailable; this could be another researcher involved the project, or the Supervisor of a supervised-student project.

The main researcher is:
Rachel Forrest,
Trainee Educational Psychologist 
County Psychological Service,
Education & Skills,
People,
Craven House, 
Michaelson Road, 
Barrow-in-Furness,
LA14 1FD
07585326472

My supervisor is: 
Dr Victoria Lewis,
Edgar Allen House,
241 Glossop Road, 
Sheffield S10 2GW
0114 222 8177


Finally … 
You will be given a copy of the information sheet and, if appropriate, a signed consent form to keep.

Thank you so much for participating in this project.






















Adult Information SheetStudent Researcher: Rachel Forrest

Phone number: 

Email: raforrest@sheffield.ac.uk

Address:

[image: ]

Research Project Title:
A school climate that enables young people to feel settled enough to learn; a Grounded Theory, strengths based approach.
I am writing to ask your permission to participate in a research project I am conducting within School looking at what helps students in the school to feel settled enough to access learning successfully. Before you decide whether or not to participate, it is important for you to understand why the research is being done and what it will involve. Please take time to read the following information carefully. Please contact me if there is anything that is not clear or if you would like more information. Take time to decide whether or not you wish to take part. Thank you for reading this.
What is the project’s purpose?
The purpose of this project is to investigate what is working well in School to support students to feel settled enough to learn. Settled enough to learn could be thought of as ready to learn, successful or to have good wellbeing. The main aim of this research is to find out what works well and what is successful. This means that good practice in this school could be shared with other schools and could also inform educational psychologists’ practice. 

I will be in school to collect data from both adults and young people. The data collection will begin after May half term 2019 and finish by the end of October 2019 at the latest. 
I am a trainee Educational Psychologist working at Cumbria County Council. I am completing this research project as part of a Doctorate in Educational and Child Psychology at the University of Sheffield. 
Why have I been chosen?
The reason I have asked you to participate is because previous data I have sampled has directed me towards your role in school when looking at what works well to enable students to feel settled.  
Do you have to take part?
It is up to you to decide whether or not to take part. If you take part you will be given this information sheet to keep and you will be asked to sign a consent form. You can still withdraw at any time during the data collection without needing to explain a reason. If you wish to withdraw from the research, please contact Rachel Forrest on … or email raforrest1@sheffield.ac.uk
If you feel unsure when you have been asked to come to an interview or focus group or even during the interview or focus group, you can ask to stop or withdraw at any time. If you regret saying something and do not want it to be used for research purposes, please contact me as soon as possible and I will remove it, as long as this is during the data collection period.

You will be able to withdraw from the research or withdraw something that has been said in the week after your interview or group participation. After the week has passed, the data provided from your child’s provided will then have been included within the larger data set and will inform the next choice of interviews or questionnaire and it will no longer be possible to remove it.
What will happen if I take part? 
Participating in this research will involve one or two of the following:
· A 45 minute focus group. This will include 4-6 members of staff and you will be asked questions around what school does to enable them to feel settled enough to learn
· A 45 minute interview looking at what your child’s school does well to support students to feel settled enough to learn

These will take place after May half term 2019. Some interviews may take place in September and October 2019. 
I will be asking questions around what is it in school that helps students feel ready to learn and what makes them feel settled and secure in school. This will help me to understand what School does well in helping students to succeed in school. 
Focus Groups
A focus group will include 4-6 adults. I will ask questions of the group. The focus groups will be held in the school building, before 5pm. If at any time you want to leave the group, you can. I will explain to everyone that what is spoken about in the focus group is confidential.
I will record the group on a digital recording device and this recording will be kept securely, the recording will then be saved on the University of Sheffield’s secure site until the data has been analysed. The recording will then be destroyed. Only I will have access to listen to it.
Interviews
Each interview will last up to 45 minutes and will involve me asking some open questions. I may use pictures (of school) or drawing to support the conversation around the topic of what makes your child feel settled enough to learn in school. I hope that your child will be able to reflect on their own experiences and what they have seen to benefit others.  The interviews will be held within school hours within the school building. They will not take up your child’s lunch or break time. If at any time they wish to stop the interview, they can.
I will record the interview on a digital recording device and this recording will be kept securely. , the recording will then be saved on the University of Sheffield’s secure site until the data has been analysed. The recording will then be destroyed. Only I will have access to listen to it.
What are the possible disadvantages and risks of taking part?
You may need to give up some free time at lunch or after school for the interview.  
There are no physical dangers involved in taking part in this study.
Participants will be given a number, rather than using their name so that other people will not know who they are. It is possible that staff or other students will know who was in a focus group or interview and when reading the written up research, they may be able to make a guess at who was involved. For this reason, it is really important to know you can ask that what they have said is removed from the data if they feel uncomfortable about it.
What are the possible benefits of taking part?
In taking part in this project, you will be able to acknowledge the strengths of school and you may feel a positive sense of belonging. The interview or focus group process may be of benefit, as you will have the opportunity to share your thoughts and ideas and this can feel empowering.
It is hoped that this work will highlight what is going well in school to support students to feel settled enough to learn. It may illuminate something that other schools could put in place. This study may add to research on mental health and wellbeing by discovering what works well to support boys and girls to feel settled in schools. 
The approach I intend to use is a strengths based approach and I will use questions that will encourage people to think about positives. This in turn can make people feel positive.
Will my taking part in this project be kept confidential?
All the information that I collect about you during the course of the research will be kept strictly confidential and will only be accessible to members of the research team.   You will not be able to be identified in any reports or publications. If you agree to us sharing the information you provide with other researchers (e.g. by making it available in a data archive) then your personal details will not be included. 
As the school is a small school, it is likely that members of staff and other students will notice you have been involved in the project. This means that they may link some of the research data to you, even though you as an individual and the school itself will be anonymised and confidential.  
What is the legal basis for processing my personal data?
According to data protection legislation, we are required to inform you that the legal basis we are applying in order to process your personal data is that ‘processing is necessary for the performance of a task carried out in the public interest’ (Article 6(1)(e)). Further information can be found in the University’s Privacy Notice https://www.sheffield.ac.uk/govern/data-protection/privacy/general.’  
What will happen to the data collected, and the results of the research project?
The results of the project will be drawn together to be included in a thesis and may be published in a journal. You and the school will not be identified in any reports of publications. You will be informed of the research summary, once the thesis is completed and approved, summarising key findings from the research project. The school will be informed if the data is published in a journal and asked if you would like a copy of the report. 
General findings which may improve educational practices will be reported to the school. Young people, staff, parents and governors will be invited to receive a feedback session at the school, either in the form of an assembly or a de-brief. I will also write an executive summary for the school.
Once interview or focus group recordings have been completed, the recording will be on a digital recorder kept securely in a locked cabinet in the County Council offices, as will questionnaires. The recordings will be deleted from the device as soon as they have been analysed and questionnaires will be destroyed. Recordings will not be transcribed, but field notes will be made from them and some quotations will be used. These field notes and quotations will be anonymised and saved onto a secure drive in the university. 

Who is organising and funding the research?
The research project is part of the requirements for completion of the Doctorate in Educational and Child Psychology and does not have any sponsorship or funding.
Who is the Data Controller?
The University of Sheffield will act as the Data Controller for this study. This means that the University is responsible for looking after your information and using it properly. 
Who has ethically reviewed the project?
 This project has been ethically approved via the University of Sheffield’s Ethics Review Procedure, as administered by the education department. Should you decide to take part, you will keep this information sheet and be asked to sign a consent form.
What if something goes wrong?
If you have a complaint you wish to share at any time during the research it should firstly be addressed to the lead researcher and the supervising tutor via email: raforrest@sheffield.ac.uk or v.lewis@sheffield.ac.uk  However, should you feel that your complaint has not been handled to your satisfaction you can contact the course director; antony.williams@sheffield.ac.uk or the University’s Registrar and Secretary; uso-admin@sheffield.ac.uk 
If your complaint relates to something serious occurring during or following participation in the research, please contact myself raforrest@sheffield.ac.uk or 
If the complaint relates to how the participants’ personal data has been handled, information about how to raise a complaint can be found in the University’s Privacy Notice: https://www.sheffield.ac.uk/govern/data-protection/privacy/general.
Contact for further information
You should give the participants contact details for at least two individuals, in case they wish to obtain further information about the project. This would usually be the name, address and telephone number of the lead researcher, and at least one alternative contact should the lead researcher be unavailable; this could be another researcher involved the project, or the Supervisor of a supervised-student project.
The main researcher is:
Rachel Forrest,
Trainee Educational Psychologist 
County Psychological Service,
Education & Skills,
People,
Craven House, 
Michaelson Road, 
Barrow-in-Furness,
LA14 1FD
07585326472

My supervisor is: 
Dr Victoria Lewis,
Edgar Allen House,
241 Glossop Road, 
Sheffield S10 2GW
0114 222 8177
Finally … 
You will be given a copy of the information sheet and, if appropriate, a signed consent form to keep.

Thank you so much for participating in this project.

















[bookmark: _Toc47369429]Appendix 6: Consent Forms
Person Consent form
Title of Project: 
 Name of Researcher:  Rachel Forrest       Participant identification number: 
 Please make sure you have read (or listened to) the Information Sheet before filling in this form. Please read the statements below and put your initials at the end if you agree with them.
	I have read (or listened to) and understood the Information Sheet (date) for the above study.
	[image: Information Clipart]


	

	I have had time to ask questions about the project and have had these answered.
	



	

	I am choosing to take part in this project and have not been pressured. This may involve a focus group or one to one interview.
	[image: Image result for blue thumbs up]


	

	I understand that I can withdraw from this project at any time without giving a reason. If I withdraw, my interview or focus group recording will be destroyed. 
	[image: Image result for blue stop sign]
	

	I understand that I do not have to answer any questions during the session(s) that I do not want to or feel able to.

	?

	

	I understand my personal details such as my name or age will not be reported to people outside of the research project.
	[image: Image result for blue thumbs up]
	

	I understand that the things I talk about in this project will be written in a report. My name will not be used in the report. Extracts from the recordings may be used as quotes to illustrate certain points however no actual names will be used.
	[image: http://clipartbarn.com/wp-content/uploads/2017/01/Pen-and-paper-free-vector-graphic-write-author-pencil-pen-draft-clipart.png]
	

	I understand that the session(s) will be audio-recorded so that there is a good record of what was said. I understand that the interview or focus group recording will be heard by the student researcher (Rachel Forrest). Field notes from interviews and focus groups will be stored in a locked cabinet in the student researcher’s office.
	[image: Image result for blue microphone clipart]
	

	I understand and agree that Rachel Forrest’s university supervisor will have access to data, but not my name or other personal details.
	[image: Image result for blue thumbs up]
	

	I understand and agree that the information I have given will be used in a report and may be published. I give permission for the report to be stored on White Rose to be used for future research and learning.
	[image: Related image][image: http://clipartbarn.com/wp-content/uploads/2017/01/Pen-and-paper-free-vector-graphic-write-author-pencil-pen-draft-clipart.png]
	

	YES!!!  I agree to take part in the above study.
	
	



_________________________                     ________________                     
Name of participant                                         Date                                               Signature 
_________________________                    ________________                      
Lead Researcher                                              Date                                                Signature






















Parent/Carer Consent Form
Title of Project: 
 Name of Researcher:  Rachel Forrest   Participant Identification Number for this project: 
 If you agree for your child to participate in this research, please read each statement below and indicate your response with your initials in the box and sign below to give your consent.
	1. I confirm that I have read and understand the information sheet (DD/MM/YY) for the above project and have had the opportunity to consider the information and ask questions.
	

	2. I understand that my child’s participation is voluntary and that I and/or my child are free to withdraw before, during or after their contribution (within 7 days of participation date) without giving any reason. 
	

	3. I agree that my child can take part in the research and that this research may involve a focus group or an interview and that these will be audio recorded.
	

	4. I understand that what my child says will remain confidential unless it puts them or others at risk. The final report will not include any names or information that can identify my child. I give permission for members of the research team to have access to my child’s anonymised responses if required.   

	

	5. I agree that the final report can include quotations from my child, though these will be anonymised. 
	

	6. I understand and agree that my child’s words may be quoted in publications, reports, web pages, and other research outputs. I understand that my child will not be named in these outputs unless I specifically request this.
	

	7. I understand and agree that this research may be published in a journal.
	

	8. I understand that the interview and focus groups are being audio recorded and that the student researcher will store the recordings in a secure location (password protected computer and a locked cabinet)
	

	9. I give permission for the information that my child provides to be deposited in the White Rose depository so it can be used for future research and learning
	

	10. I agree to assign the copyright I and my child holds in any materials generated as part of this project to The University of Sheffield.
	

	11. I consent to my child taking part in the above research project.
	



________________________                        
Name of Participant              
 
_________________________                     ________________                     
Name of parent/carer                                     Date                                               Signature 

_________________________                    ________________                      
Lead Researcher                                              Date                                                Signature 
Copies: 1 copy for parent, 1 copy for project’s main record 


























Young Person Opt-Out Consent for Questionnaire
Title of Project: 
 Name of Researcher:  Rachel Forrest
Participant identification number: 
 Please make sure you have read (or listened to) the Information Sheet before filling in this form. This is an opt-out form, this means that if you do not wish to take part in the questionnaire, this needs to be handed in by (DD/MM/YY).
	I have read (or listened to) and understood the Information Sheet (date) for the above study.
	[image: Information Clipart]


	

	I have had time to ask questions about the project and have had these answered.
	



	

	I confirm that I am choosing not to take part in this project and have not been pressured. 
	[image: Image result for blue stop sign]


	



_________________________                     ________________                     
Name of participant                                         Date                                               Signature 
_________________________                    ________________                      
Lead Researcher                                              Date                                                Signature










Parent/ Carer Opt-Out Consent for Questionnaire
Title of Project: 
 Name of Researcher:  Rachel Forrest
 Participant Identification Number for this project: 
 If you do not agree for your child to participate in this research, please read each statement below and indicate your response with your initials in the box and sign below to give your consent.
	1. I confirm that I have read and understand the information sheet for the above project and have had the opportunity to consider the information and ask questions.
	

	2. I understand that my child’s participation is voluntary and I would like my child not to participate. 
	



________________________                        
Name of Participant              
 

_________________________                     ________________                     
Name of parent/carer                                     Date                                               Signature 


_________________________                    ________________                      
Lead Researcher                                              Date                                                Signature 
Copies: 1 copy for parent, 1 copy for project’s main record 









Adult Consent Form
Title of Project: 
 Name of Researcher:  Rachel Forrest
 Participant Identification Number for this project: 
 If you agree to participate in this research, please read each statement below and indicate your response with your initials in the box and sign below to give your consent.
	1. I confirm that I have read and understood the information sheet for the above project dated (DD/MM/YY) and have had the opportunity to consider the information and ask questions.
	

	2. I understand that my participation is voluntary and that I am free to withdraw before, during or after their contribution (within 7 days of participation date) without giving any reason. 
	

	3. I agree to take part in the project. I understand that this will include being interviewed and having this interview audio recorded and or participation in a focus group which will also be audio recorded.
	

	4. I understand that what I say will remain confidential unless it puts myself or others at risk. The final report will not include any names or information that can identify me. I give permission for members of the research team to have access to my anonymised responses if required.   
	

	5. I understand and agree that my words may be quoted in publications, reports, web pages, and other research outputs. I understand that I will not be named in these outputs unless I specifically request this.
	

	6. I understand and agree that this research will be written up in a report and may be published in a journal. I under
	

	7. I understand that the interview and focus groups are being audio recorded and that the student researcher will store the recordings in a secure location (password protected computer and a locked cabinet)
	

	8. I understand and agree that other authorised researchers may use my data in publications, reports, web pages, and other research outputs, only if they agree to preserve the confidentiality of the information as requested in this form.
	

	9. I agree to assign the copyright I hold in any materials generated as part of this project to The University of Sheffield.
	

	10. I consent my participation in the above research project.
	


_________________________                     ________________                     
Name of participant                                        Date                                               Signature 
_________________________                    ________________                     
 Lead Researcher                                              Date                                                Signature 
[bookmark: _Toc47369430]Appendix 7: Initial Student Questionnaire
Please indicate your gender by circling: 
Male		Female		Other		Prefer not to say
	Think about your experiences in this school and then place a x or mark in the box that best describes how much you agreed or disagreed with each statement.


	Strongly Disagree
	Disagree
	Neither Agree Nor Disagree (Neutral)
	Agree
	Strongly Agree

	1. There are clear rules in our school
	
	
	
	
	

	2. There are clear rules in our school
	
	
	
	
	

	3. The staff are fair
	
	
	
	
	

	4. The staff are consistent
	
	
	
	
	

	5. I feel safe from physical harm in school
	
	
	
	
	

	6. I feel safe from verbal abuse 
	
	
	
	
	

	7. I would tell a member of staff if I felt upset 
	
	
	
	
	

	8. We are helped to resolve disagreements by staff so that all those involved are happy with the outcome
	
	
	
	
	

	9. I am encouraged by staff in school
	
	
	
	
	

	10. I receive useful feedback on my work
	
	
	
	
	

	11. I have opportunity to show staff what I’m good at
	
	
	
	
	

	12. I am encouraged to make decisions for myself
	
	
	
	
	

	13. I am encouraged by staff to use my own ideas
	
	
	
	
	

	14. I am able to discuss my thoughts in class
	
	
	
	
	

	15. The work challenges me in a good way
	
	
	
	
	

	16. My work isn’t too easy / staff understand my next steps in learning
	
	
	
	
	

	17. Staff understand where I am with my learning
	
	
	
	
	

	18. Staff help me to understand my feelings
	
	
	
	
	

	19. Staff help me learn to express my feelings in better ways
	
	
	
	
	

	20. Staff helps students to behave in school
	
	
	
	
	

	21. In this school, we learn to take responsibility for our actions
	
	
	
	
	

	22. School is helping me to make choices about my future
	
	
	
	
	

	23. Students respect diversity (ability, race, culture, gender, sexuality)
	
	
	
	
	

	24. Staff respect diversity (ability, race, culture, gender, sexuality)
	
	
	
	
	

	25. Staff give the time to get to know me
	
	
	
	
	

	26. I feel supported by staff in school
	
	
	
	
	

	27. Staff respect each other in school
	
	
	
	
	

	28. Staff want me to do well in school
	
	
	
	
	

	29. There is a member of staff who I feel I can talk to if I am worried
	
	
	
	
	

	30. Staff notice when I am worried and try to help
	
	
	
	
	

	31. I have friends in school who I can share my problems with
	
	
	
	
	

	32. There are students in school who I work well with
	
	
	
	
	

	33. Students will try to intervene if another student is being picked on
	
	
	
	
	

	34. New students are warmly welcomed to this school
	
	
	
	
	

	35. Family members visit school and /or communicate with staff regularly
	
	
	
	
	

	36. I have influence over some aspects of the school
	
	
	
	
	

	37. I actively join in school activities
	
	
	
	
	

	38. I feel like I belong in this school
	
	
	
	
	

	39. This school encourages students to join clubs
	
	
	
	
	

	40. I am proud to call this my school
	
	
	
	
	




Is there anything else that helps you come to school and study that you could tell me about?
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Please indicate your gender by circling: 
Male		Female		Other		Prefer not to say
	Think about your experiences in this school and then place an x or mark in the box that best describes how much you agreed or disagreed with each statement.


	Strongly Disagree
	Disagree
	Neither Agree Nor Disagree (Neutral)
	Agree
	Strongly Agree

	1. There are clear rules in our school
	
	
	
	
	

	2. I feel safe from physical harm in school
	
	
	
	
	

	3. I feel safe from verbal abuse 
	
	
	
	
	

	4. I would tell a member of staff if I felt upset 
	
	
	
	
	

	5. I am encouraged by staff in school
	
	
	
	
	

	6. I receive useful feedback on my work
	
	
	
	
	

	7. I have opportunity to show staff what I’m good at
	
	
	
	
	

	8. I am encouraged by staff to use my own ideas
	
	
	
	
	

	9. The work challenges me in a good way
	
	
	
	
	

	10. Staff understand where I am with my learning
	
	
	
	
	

	11. Staff help students to behave in school
	
	
	
	
	

	12. Students respect diversity (ability, race, culture, gender, sexuality)
	
	
	
	
	

	13. Staff respect diversity (ability, race, culture, gender, sexuality)
	
	
	
	
	

	14. Staff respect each other in school
	
	
	
	
	

	15. Staff want me to do well in school
	
	
	
	
	

	16. There is a member of staff who I feel I can talk to if I am worried
	
	
	
	
	

	17. Staff notice when I am worried and try to help
	
	
	
	
	

	18. I have friends in school who I can share my problems with
	
	
	
	
	

	19. There are students in school who I work well with
	
	
	
	
	

	20. New students are warmly welcomed to this school
	
	
	
	
	



	21. Family members visit school and /or communicate with staff regularly
	
	
	
	
	

	22. If I have an idea about some aspects of school I can share my idea and this might lead to a change/ I have influence over some aspects of school
	
	
	
	
	

	23. I actively join in school activities
	
	
	
	
	

	24. I feel like I belong in this school
	
	
	
	
	

	25. I am proud to call this my school
	
	
	
	
	



Is there anything else that helps you come to school and study that you could tell me about?
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	Statement
	Percentage of ‘strongly agree’ 

	There are clear rules in our school
	46.1%

	Staff respect each other in school
	46.1%

	Staff want me to do well in school
	46.1%

	I have friends who I can share my problems with
	59.2%

	There are students in school who I work well with
	59.2%

	New students are warmly welcomed to this school
	44.7%


Table A: The statements that had over 40% strongly agree
	Statement
	Percentage of ‘disagree’

	If I have an idea about some aspects of school I can share my idea and this might lead to a change/ I have influence over some aspects of school
	21.1%

	I would tell a staff member if I was upset
	19.7%

	I feel safe from verbal abuse
	15.8%

	Staff notice when I am worried and try to help
	15.8%

	Family members visit school and/ or communicate with staff regularly
	15.8%

	I actively join in school activities
	14.5%

	I feel like I belong in this school
	11.9%

	Staff understand where I am with my learning
	9.2%

	Students respect diversity
	9.2%


Table B: Table of over 9% ‘disagree’

	Statement
	Percentage of ‘strongly disagree’

	I actively join in school activities
	9.2%

	Staff notice when I am worried and try to help
	7.9%

	There is a member of staff who I feel I can talk to if I am worried
	6.6%

	I feel safe from verbal abuse
	5.3%

	If I have an idea about some aspects of school I can share my idea and this might lead to a change/ I have influence over some aspects of school
	5.3%

	I feel like I belong in this school
	5.3%


Table C: Over 5% ‘strongly disagree’
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Answers to the question: “Is there anything else that helps you come to school and study that you could tell me about?”
	I like double DT and sports in PE, meeting my mates

	I know how important school is and how it's going to help me in the future to do what I want to do

	When I have a subject I like such as PE and I have a teacher that I really enjoy being taught by

	I know will not be bullied. I was scared at X school. At X school, the teachers didn't care but at x I feel safer than ever.

	My friends and lessons that I enjoy

	Staff respect my athletic ability and encourage me to take leadership in sports

	Having mates to chill with I have good friends here and the school has good energy and makes me happy

	Nothing encourages me to come to this school

	My friends are at this school and I enjoy some lesson

	Knowing that I'll see my friends

	My friends as we always have a laugh and tests, I don't know why, but I love a test

	Not at all, I just want another chance at the X school knowing I can and will. Once I was shaking (or skiiving) and crying and no-one batted an eye.

	Being able to actually discuss things with my friends in class while getting work done.

	Meeting my mates and learning new things

	To be able to see my friends

	There are lots of people to turn to if you're having trouble.

	I am really interested in science

	This school is the best. In X school they wasn't sorting stuff out, I was bullied, I was put in hospital so many times.

	Being able to see my friends and some teachers

	I like to do football and I have a best friend

	Meeting my friends, playing sport and being myself

	People do call me names but I am used to it, it doesn't bother me anymore. That I have friends that I can trust. That we do a lot of outdoor activities. I don't usually have something to worry about in school.

	My friends and the subjects I do, such as PE especially.

	To get a job, my parents.

	Knowing I won't be judged by people for how I look or believe in

	The fact that I should for my education. Sometimes a subject and sometimes friends.

	Also depends how my mind set is that morning.

	My friends, it's a good crack

	My friends are very good at supporting me and accepting me which helps me have a more positive attitude to learning.

	Friends, football, certain subjects on the day

	My friends

	Having friends that look out for me.

	My friends

	The members of staff help you relax and do your best if you are struggling with anything

	Knowing my friends will be there and having good lessons with great teachers eg. (for me) music and art

	To see my friends, get out the house. If there is a subject I particularly enjoy that day

	It's a good environment for learning, the students and teachers help make the school what it is. 

	My friends are very welcoming

	Big question on a Tuesday
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Focus Group One
The first focus group included six students. It lasted for one lesson (forty five minutes) and they came back to finish discussing the statements during registration (fifteen minutes) a few days later. One student had to leave the second session early as he had an instrument lesson. 
This group consisted of two girls and four boys, three year eight and three year nine students. Student number one was a male student who had a lot to say and the other students managed how much he spoke, with kindness. I also used techniques such as asking to go around in a circle to ensure everyone had a chance to speak. 
Student number one was a male student who had a lot to say and the other students managed how much he spoke, with kindness. I also used techniques such as asking to go around in a circle to ensure everyone had a chance to speak. 
Focus group Two
There were six participants in this group, three male and three female, three from year eight and three from year nine. This session lasted for one lesson, around forty five minutes in total. The students were keen to speak, apart from number six who was unsure how to answer the questions or did not want to. Two male students were extremely positive and spoke a lot. Some students were confident enough to disagree with these two students who dominated discussions, I felt their opinions influenced the group as a whole. 
Focus Group Three
There were six participants in this group, four male and two female from year eight and nine. The purpose of the third group was to try to dig deeper into some of what had been said by group one and two, but this turned out to be more of a challenge as the group as a whole was reticent and at one point, whilst discussing how the school ‘warmly welcomes’ new students, a member of the group became upset. This meant that the session was cut short (as I spent time with the student). On return to the group, it was important to allow for relaxing conversation and to reengage the students. This led to open questions and eventually a heated discussion around Year six Statutory Assessment Test grades and how these reflect targets for them in Key Stage three. This in effect gave me an insight to the frustration of top down power felt by the students and their knowledge that teachers had no control over this, even if they disagreed. 

With regard to the student who became upset, I spoke with her and asked if she would be okay with me passing information to the head teacher. She said that was okay. I passed this on and followed up, communicating with the head teacher. He explained he had spoken to her and that all staff were aware and were supporting and monitoring her.
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	Focus Group 1 transcript

	RF: The first thing that came up from the questionnaire was that a lot of people agreed with 
was that they have friends in school to share their problems with. Can anyone tell me about 
what a friend is?
1: Someone you can actually trust
2: You can freely talk to
3: Someone you can talk to and not be judged by
4: someone you like being with
5: Someone whose not afraid to help you
RF: And do you have experiences of that in school?
General agreement from everyone
RF: can anyone give me an example
3: Sounds a bit dramatic, but when my boyfriend broke up with me, my friends were like, 
caring, they all helped to make sure I was happy.
RF: And did that help you come to school?
3: yeah
1: Mine was y7 because I usually got picked on and he was an absolute person who always stood by me and never really judged or mattered what I looked like.
RF: Anyone else?
2: I used to get bullied, nah, picked on a lot for how my teeth were and everything and my mates would just tell me they were fine and they would help me however they could when I was sad.
1: help rebuild your confidence.
RF: How does that help you with coming into school?
1: It kinda reassures you that there are people behind you all the way, not just teachers.
6: Makes you confident to go that extra step
2: Doesn’t make you worry as much.
3: Makes it more worth it maybe, like because you wouldn’t be on your own or the only one involved.
1: Expanding on his idea, would help you a lot and kinda have reassurance, not just people behind me, there are people you can trust and you can always be yourself around.
RF: You can’t put in words how important friendship is.
1: something you can always trust, have a brilliant time with.
RF: In the questionnaires Girls scored more highly on ‘I have friends to share my problems with’, what do you think, is it different for girls and boys?
1: Girls are always around their own gender, boys feel more comfortable about which person they hang out with
4: I do think girls are more supportive to each other than boys are
Rf: in what way?
4: Well, when a guy says like to a friend- what’s up, the girls help more than the guys would, I don’t know why.
5: I’d say they take it more seriously
RF: So are boys friendships more jokey?
5: More relaxed
4: Girls go to the toilet together, what’s that about?
2: Girls, we have jokes and stuff, but we share more things that are private.
4: Boys still do it, but just not as much.
3: Girls get into a lot a lot more drama than boys do and like falling out and split into different friendship groups.
5: Boys use fists, girls use words.
2: yeah, if girls fall out, lasts years, if lads fall out, can last months, but normally a couple of days.
4: For me, it’s like an hour! For most guys an hour
1: Most guys, it could be less
RF: Any more to add around friends to share your problems with and why that helps you come to school or feel good in school.
1: Gives you more reassurance, more reason, confidence and purpose, not just for educational reasons, for friendship reasons.
RF: Part of the reason you come to school is friends, what percentage would that be?
All: 80-95%
3: I would say 75% as I like school more than some.
1: A lot of people like school because of certain subjects, I come in on Thursday because of PE
3: We need less English and more PE.
RF: What makes PE good?
4: You actually get to talk people
1: You get more physical rather than sit and write.
5: I consider it more of a break than a lesson
4: Cricket is time off school, with me mates, playing a game.
RF: When is sitting in a class ok?
1: Like when you do exams, for getting good grades, but don’t want that much time just sitting there and writing, you want time to have a laugh and giggle with your friends. Exam times is serious as you want to get good grades. Like Geography, I get told off for as I turn round and talk.
RF: So being sociable is important in class too.
2: I feel like it is important to be sociable.
1: I know paying attention in class is vital, but they don’t let you have enough time to actually have social time.
4: I feel like that’s break time though.
RF: So you are quite happy with working in class.
4: Yes.
1: Like when you are discussing something, say in English- when you need to do and talk a lot, like English speaking tests, you might want to be more social during then than in a writing one.
RF: Next statement a lot of you agreed with- there are clear rules in this school. How do you feel about having clear rules in school?
2: I feel like sometimes there is one rule for one person and one rule for another.
RF: Is that a good or a bad thing?
2: Bad, everyone should be equal in school.
RF: What does anyone else think?
1: Clear rules is like really vital, cos like you can understand and get in less trouble than if it was just rules like ‘be you’, but if ‘be you’ is like being a little violent and aggressive.
RF: does it make you feel safer coming to school?
3: yeah, if no rules, chaos
4: I feel like there are some rules that are a bit over the top.
2: Like uniform stuff
5: Like shoes
2: Like I don’t see why you have to wear the same uniform, you come to school to learn, not like to be a lawyer.
6: I always get told off for my shirt being out. That’s not good.
RF: Do rules help you in class?
5: People in our year don’t want to get in trouble.
1: After you break up with some of your friends, it relieves you of that stress when you are outside, you can’t argue in class because the teachers would stop you.
2: I feel like some of the serious rules are like for no one in our class, no-one would want to or be capable of doing that.
RF: Being encouraged to act on your own ideas, what do you think about this statement? Can you tell me more?
1: In and out of class, you can do it in class, make your own decision in class, if in a difficult class like science and you are comparing results, you might wanna have your own idea and make own decision, but you don’t need to go straight in and have a fall out because you have a different idea to someone else. Everyone thinks differently and that’s ok.
RF: Why is that good
1: It says ‘be you’ you can be yourself, if you are a talky person like me, you can say what you think more than write down.
6: Makes you feel more independent
RF: What’s good about that?
1: You can have your own ideas, which relieves you of more stress as the idea doesn’t get stuck in your head.
4: It makes me feel confident that I can have my own ideas and share them I can’t get it wrong
6: It makes you feel confident 
1: There is a lunch club where you can share your own ideas.
6: I went to that, but I am not really religious
1: It is run by a Christian what is asking us questions about day to day life
3: Asking questions and share your ideas, I go back to that.
RF: What about in lessons?
6: You are allowed to make decisions for yourself sometimes…
1: (interrupting) you’re allowed to do what you want, but the teachers give you other ways to do it- do it in a different way to you, you think you can do more if you do it your way.
4: Like in science, miss will tell us one way to do it, but she will let you do it another way if you want.
2: I stick to what they tell me to do.
5: To be honest, I haven’t come across it much.
3: I think it is good if they can show you to do it different ways and then you choose.
1: Like maths
3: Instead of doing it this way, as some people find it hard.
6: It is good to be able to choose a way of doing it or do it own way.
RF: Girls/ boys?
4: I don’t think there is a difference
2: I don’t think teachers would allow a difference
RF: The next statement was staff respect diversity
1: School makes sure you treated as an individual not how your life at home is or outside of school is.
General agreement
RF: Staff respect each other
2: I feel like some of them respect each other, some don’t.
3: Some tell us they don’t like each other, but don’t tell us who.
4: You don’t want to go to a school and see teachers having a scrap, it’s not like- funny- but don’t really want it to happen.
1: Our science teacher said all science teachers arguing about the name of the new aquatic creature is, what name it is.
4: Always war in science, fun kind of game.
RF: Do they like each other though?
4: yeah
2: Some teachers don’t like the younger ones… I’ve heard some rumours…
RF: Is that damaging to your education/ how you feel about school?
5: No, education is how you are taught
2: If role model- no-one’s friends with everyone- none of them is gonnna like every single one. 
RF: Is it important to be proud of your school?
3: It might help as it might want to prove that your school is better maybe?
6: Not in all, but in sports, makes me play better if on a team.
5: Playing for your school
2: I’m not bothered whether I am proud of my school or not, cos we are going to leave anyway. I’m obviously going to remember what my school was or anything, but not going to tell people how proud I was.
1: You can be proud and disappointed- if school involved in something illegal, disappointed, but if won a cricket tournament, you would be proud of school and be proud of being part of school. Like GCSEs
4: If other people can do it, so can you.
5: Something you can work towards
4: Maybe try and beat
2: I have heard of bigger schools that help more
1: It doesn’t really depend on size of school- this school does help you, but it might be better if it had more staff as you know which staff you work best with and which ones you don’t. 
RF: Having another student you can work well with- Is this true for you?
3: it depends, in some lessons, my friends are quite good at them, so I can just be with them and we work well. In others I go with people I work well with, but I don’t specifically class them as my friends.
4: I feel like I can work well with anyone and do my best with anyone.
2: Depends who I’m with.
1: it does help you if you’ve got like, I they’re not just your friend, it makes you want to be like them, a smart person in my class that I work well with and we actually get a lot of work done. That gives me a reason to come to school and actually improve myself as I want to be like them, but in my own way. Cos, they get high grades and I get low grades and I want to get higher grades.
4: I like a bit of competition, 
5: Yeah, I like working with someone I can compete with.
1: Working as a team like in sporty subjects
RF: what about science working as a team.
6: I find with one or two people it works, but 5-6 it doesn’t really work.
2: too chaotic
RF: Do you think it is different for girls and boys
3: Yeah, it’s important for girls, but I see why a lot wouldn’t as they find it quite hard to get on with each other- might have different opinions.
6: Sometimes if I am with people who know what they are doing, they can help me sometimes I help other people.
4: Yes, helping other people.
4: Sometimes you don’t have to be good at it and you try and get confident- soon I will get good at it, working with people can help get confident.
3: Sometimes when I help people, it can help people discover what it is like to get good at it.
2: Sometimes if someone gets a better grade than someone else, they can brag.
Break…

RF: Teachers want me to do well
3: Exam time, they give you tips and examples. If you do bad, it makes them look good. 
2: they want you to do well for you as well.
4: if teachers encourage me, I want to do well.
6: Sometimes they compare your work to people whose work is a lot higher than you, which makes me annoyed, so I don’t try as well.
4: Competition makes me work harder
5: Can make you hide in a shell, but I like.
2: I’d give up… Different for different people. I wouldn’t feel bothered.
3: If it happens in lessons you were enjoying, it really annoying.
4: If they know you, they won’t do it if you don’t like it.
1: It kind of depends on which lesson, it happens with running with me because there are people that run faster than me because sir thinks I can out do them.
RF: Staff help students behave
2: they just shout at you and give you a detention and if you carry on, send you to office.
4: Most time you just get a warning, then c1… detention.
1: It kind of helps me feel safe in school.
3: If they are being told off, they would do it again
4: if they didn’t tell them off, what would happen?
6: I don’t think it really makes a difference to them.
5: Some people it might.
6: For people who do it often, it doesn’t matter to them, it’s kind of normal and they kind of enjoy it, the attention of being told off.
2: I think the class would be the same 
1: I think worse
RF: hands up who feels it doesn’t change behaviour, who feels it does?
Response: 4 doesn’t change behaviour, 1 borderline, 2 makes a change.
5: if sent out, it is quieter.
1: or if they don’t get attention, might just stop as they do it for attention and they might stop.
RF: New students warmly welcomed
1: Yeah, like new students are welcomed, we will go and take them round and like make sure they know where things are.
4: They have someone to spend time with, so they aren’t alone.
2: It would be lonely or hard in a new school… we take em round school, introduce them to people.
1: Like you need a friend to make you come and feel okay.
3: You can make new friends too.
1: It is important to being in this school
RF: Staff understand where I am with my learning
4: makes you feel a bit more confident with their teaching.
(4 then left for another lesson)
2: if easier, would go, if too hard, wouldn’t want to go, some teachers don’t help you get progress because the work’s too easy, they just mess about. It being social makes me want to go though. Not making progress isn’t ok, but I like to chat.
3: I get the right level of challenge, it can make me want to try harder.
1: If they start giving you the harder stuff, they want you to do better, they start comparing you and the easier stuff, they will give you more help.



They confirmed what I had written on the big sheet, taking notes was representative of their ideas.


















5
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Statements from Student Questionnaire. 
	Statement 18: I have friends in school who I can share my problems with
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	1: Someone you can actually trust
1: something you can always trust, have a brilliant time with.
	Trust and enjoy (safe friendship)
	1

	
	2: You can freely talk to
3: Someone you can talk to and not be judged by
5: Someone whose not afraid to help you
	Not be judged by/ supportive friendship
	2

	
	4: someone you like being with
	Affiliation enjoyment
	3

	
	3: Sounds a bit dramatic, but when my boyfriend broke up with me, my friends were like, caring, they all helped to make sure I was happy.
RF: And did that help you come to school?
3: yeah
2: I used to get bullied, nah, picked on a lot for how my teeth were and everything and my mates would just tell me they were fine and they would help me however they could when I was sad.
1: help rebuild your confidence.
RF: How does that help you with coming into school?
1: It kinda reassures you that there are people behind you all the way, not just teachers.
6: Makes you confident to go that extra step
2: Doesn’t make you worry as much.
3: Makes it more worth it maybe, like because you wouldn’t be on your own or the only one involved.
1: Expanding on his idea, would help you a lot and kinda have reassurance, not just people behind me, there are people you can trust and you can always be yourself around.
1: Gives you more reassurance, more reason, confidence and purpose, not just for educational reasons, for friendship reasons.

	Caring/supportive friendships helping come to school




Friendships build confidence 



Reassurance
Friendships give confidence
Reduces worry


Not being lonely/ affiliation
Reassurance
	4


















	
	1: A lot of people like school because of certain subjects, I come in on Thursday because of PE
3: We need less English and more PE.
RF: What makes PE good?
4: You actually get to talk people
1: You get more physical rather than sit and write.
5: I consider it more of a break than a lesson
4: Cricket is time off school, with me mates, playing a game.
RF: When is sitting in a class ok?
1: Like when you do exams, for getting good grades, but don’t want that much time just sitting there and writing, you want time to have a laugh and giggle with your friends. Exam times is serious as you want to get good grades. Like Geography, I get told off for as I turn round and talk.
RF: So being sociable is important in class too.
2: I feel like it is important to be sociable.
1: I know paying attention in class is vital, but they don’t let you have enough time to actually have social time.
1: Like when you are discussing something, say in English- when you need to do and talk a lot, like English speaking tests, you might want to be more social during then than in a writing one.
	Social time in class 

Structured social time

Need time to talk to peers


Playing games with friends important

Laughing affiliation




Socialising is important


Some lessons let you talk

	5

	
	4: I feel like that’s break time though.
RF: So you are quite happy with working in class.
4: Yes.
	Lessons are for learning, break time is enough socialising
	








	Statement 1: There are clear rules in our school
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	2: I feel like sometimes there is one rule for one person and one rule for another.
RF: Is that a good or a bad thing?
2: Bad, everyone should be equal in school.
	Rules not consistent is not good
	6

	
	1: Clear rules is like really vital, cos like you can understand and get in less trouble than if it was just rules like ‘be you’, but if ‘be you’ is like being a little violent and aggressive.
RF: does it make you feel safer coming to school?
3: yeah, if no rules, chaos
	Clear rules make you feel safer
	7

	
	4: I feel like there are some rules that are a bit over the top.
2: Like uniform stuff
5: Like shoes
2: Like I don’t see why you have to wear the same uniform, you come to school to learn, not like to be a lawyer.
6: I always get told off for my shirt being out. That’s not good.
5: People in our year don’t want to get in trouble.
2: I feel like some of the serious rules are like for no one in our class, no-one would want to or be capable of doing that.
	Some rules are over the top

Feel controlled even though we behave well

We should be trusted?
	8

	
	1: After you break up with some of your friends, it relieves you of that stress when you are outside, you can’t argue in class because the teachers would stop you.
	Structure around social situations can help
	9



	Statement 8: I am encouraged by staff to use my own ideas
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	1: In and out of class, you can do it in class, make your own decision in class, if in a difficult class like science and you are comparing results, you might wanna have your own idea and make own decision, but you don’t need to go straight in and have a fall out because you have a different idea to someone else. Everyone thinks differently and that’s ok.
1: It says ‘be you’ you can be yourself, if you are a talky person like me, you can say what you think more than write down.
6: You are allowed to make decisions for yourself sometimes…
1: (interrupting) you’re allowed to do what you want, but the teachers give you other ways to do it- do it in a different way to you, you think you can do more if you do it your way.
4: Like in science, miss will tell us one way to do it, but she will let you do it another way if you want.
6: It is good to be able to choose a way of doing it or do it own way.
	It’s okay to think differently and do different things and make decisions for yourself. Acceptance.



	10

	
	6: Makes you feel more independent
	Choice gives you independence
	11

	
	1: You can have your own ideas, which relieves you of more stress as the idea doesn’t get stuck in your head.
4: It makes me feel confident that I can have my own ideas and share them I can’t get it wrong
6: It makes you feel confident 
	Choice gives you confidence and reduces stress
	12

	
	1: There is a lunch club where you can share your own ideas.
6: I went to that, but I am not really religious
1: It is run by a Christian what is asking us questions about day to day life
3: Asking questions and share your ideas, I go back to that.
	Opportunities to share your ideas are important and motivate you to engage
	13

	
	2: I stick to what they tell me to do.
	I prefer to follow their guidance, possibly safer
	14

	
	5: To be honest, I haven’t come across it much.
	Doesn’t happen
	15

	
	3: I think it is good if they can show you to do it different ways and then you choose.
1: Like maths
3: Instead of doing it this way, as some people find it hard.
	You can work at your own level if you have choice.
	16









	Statement 13: Staff respect diversity (ability, race, culture, gender, sexuality)
	line
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	142
	1: School makes sure you treated as an individual not how your life at home is or outside of school is.

	Staff respect you for who you are
	17













	Statement 14: Staff respect each other in school
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	2: I feel like some of them respect each other, some don’t.
3: Some tell us they don’t like each other, but don’t tell us who.
4: You don’t want to go to a school and see teachers having a scrap, it’s not like- funny- but don’t really want it to happen.
	Aware of staff who don’t like each other
	18

	
	1: Our science teacher said all science teachers arguing about the name of the new aquatic creature is, what name it is.
4: Always war in science, fun kind of game.
RF: Do they like each other though?
4: yeah
2: Some teachers don’t like the younger ones… I’ve heard some rumours… 
	Staff relationships are funny
	19

	
	RF: Is that damaging to your education/ how you feel about school?
5: No, education is how you are taught
2: If role model- no-one’s friends with everyone- none of them is gonnna like every single one.
	Not important to our education
	20






	Statement 25: I am proud to call this my school 
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	RF: Is it important to be proud of your school?
3: It might help as it might want to prove that your school is better maybe?
6: Not in all, but in sports, makes me play better if on a team.
5: Playing for your school
1: You can be proud and disappointed- if school involved in something illegal, disappointed, but if won a cricket tournament, you would be proud of school and be proud of being part of school. Like GCSEs
4: If other people can do it, so can you.
5: Something you can work towards
4: Maybe try and beat
2: I have heard of bigger schools that help more
1: It doesn’t really depend on size of school- this school does help you, but it might be better if it had more staff as you know which staff you work best with and which ones you don’t. 
	Being proud of your school can make you more motivated to try.




Seeing that you have done really well compared to others can make you feel proud, which can make you try.
	21

	
	2: I’m not bothered whether I am proud of my school or not, cos we are going to leave anyway. I’m obviously going to remember what my school was or anything, but not going to tell people how proud I was.
	Pride in my school doesn’t matter
	22




	Statement 19: There are students in school who I work well with 
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	3: it depends, in some lessons, my friends are quite good at them, so I can just be with them and we work well. In others I go with people I work well with, but I don’t specifically class them as my friends.
4: I feel like I can work well with anyone and do my best with anyone.
2: Depends who I’m with.
	It can be good to work with friends, but also people who are not your friends
	23

	
	1: it does help you if you’ve got like, I they’re not just your friend, it makes you want to be like them, a smart person in my class that I work well with and we actually get a lot of work done. That gives me a reason to come to school and actually improve myself as I want to be like them, but in my own way. Cos, they get high grades and I get low grades and I want to get higher grades.
4: I like a bit of competition, 
5: Yeah, I like working with someone I can compete with.
1: Working as a team like in sporty subjects
	Working with others can inspire and motivate you



Competition can inspire
	24

	
	6: I find with one or two people it works, but 5-6 it doesn’t really work.
2: too chaotic
	Working in big groups doesn’t work
	25

	
	6: Sometimes if I am with people who know what they are doing, they can help me sometimes I help other people.
4: Yes, helping other people.
4: Sometimes you don’t have to be good at it and you try and get confident- soon I will get good at it, working with people can help get confident.
3: Sometimes when I help people, it can help people discover what it is like to get good at it.
	Helping others 


Being helped by others can increase confidence.
	26

	
	2: Sometimes if someone gets a better grade than someone else, they can brag.
	Being with someone who brags is demotivating
	27
















	Statement 15: Staff want me to do well in school
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	3: Exam time, they give you tips and examples. If you do bad, it makes them look good. 
	They want you to do well for them
	28

	
	2: they want you to do well for you as well.

	They want you to do well for you
	29

	
	2: they want you to do well for you as well.

	If they want you to do well, it is motivating
	30

	
	6: Sometimes they compare your work to people whose work is a lot higher than you, which makes me annoyed, so I don’t try as well.

	Comparison is demotivating
	31

	
	4: Competition makes me work harder
5: Can make you hide in a shell, but I like.
2: I’d give up… Different for different people. I wouldn’t feel bothered.
3: If it happens in lessons you were enjoying, it really annoying.
4: If they know you, they won’t do it if you don’t like it.
1: It kind of depends on which lesson, it happens with running with me because there are people that run faster than me because sir thinks I can out do them.

	The staff need to know you in that subject to gauge how to motivate you.
	32







	Statement 11: Staff help students to behave in school
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	2: they just shout at you and give you a detention and if you carry on, send you to office.
4: Most time you just get a warning, then c1… detention.
1: It kind of helps me feel safe in school.
3: If they are being told off, they would do it again
4: if they didn’t tell them off, what would happen?
6: I don’t think it really makes a difference to them.
5: Some people it might.
6: For people who do it often, it doesn’t matter to them, it’s kind of normal and they kind of enjoy it, the attention of being told off.
2: I think the class would be the same.
1: I think worse
4 wouldn’t change behaviour, 1 borderline, 2 makes a change.
5: if sent out, it is quieter.
1: or if they don’t get attention, might just stop as they do it for attention and they might stop.
	They use rules and don’t listen, just shout. It doesn’t help when teachers try to help students behave.




It does help when teachers help students to behave. It makes me feel safer in school.

	33








34


















	Statement 20: New students are warmly welcomed to this school
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	1: Yeah, like new students are welcomed, we will go and take them round and like make sure they know where things are.
4: They have someone to spend time with, so they aren’t alone.
2: It would be lonely or hard in a new school… we take em round school, introduce them to people.
1: Like you need a friend to make you come and feel okay.
	Feeling lonely would make you feel unsettled. Need friends.
	35

	
	3: You can make new friends too.

	Meeting new people is good.
	36

	
	1: It is important to being in this school
	Being friendly to new people defines this school
	37








	Statement 10: Staff understand where I am with my learning
	Transcript (from Focus Group 1 transcript)
	Initial coding
	IC

	
	4: makes you feel a bit more confident with their teaching.
	You trust them if they get it right.
	38

	
	2: if easier, would go, if too hard, wouldn’t want to go, some teachers don’t help you get progress because the work’s too easy, they just mess about. It being social makes me want to go though. Not making progress isn’t ok, but I like to chat.
3: I get the right level of challenge, it can make me want to try harder.

	If teachers get the level right, it helps you engage and try harder. 


	39

	
	1: If they start giving you the harder stuff, they want you to do better, they start comparing you and the easier stuff, they will give you more help.
	If the work is too hard and they know you well, they help you.
	40









[bookmark: _Toc47369437]Appendix 14: Open Coding and Causation Coding
	Topic
	Initial/ In vivo code
	Quote/description
	Causation coding
Antecedent Conditions>

	I have friends to share problems with (85.5%) 
	“Stops you from stressing”
	“stops you from stressing, gets things off your back”

Comforting

“When you are  worried, it stops you from learning”

Remind you about homework
Give you things to do at lunch and break

How much you socialise increases the amount you enjoy the lesson.

“Not being judged”

“always stood by me, never judged me.”

	Having friends to share problems> Stops you worrying/makes you happier> helps you learn

	
	Gives you confidence
	“help me rebuild my confidence”

Knowing you have friends can uplift your mood.

“makes you confident to go that extra step” “makes you feel like it is more worth it.” (about going to school)

Makes them happier, having friends

	Having friends to share problems with> Gives you confidence> helps with wellbeing

	
	“Girls share more things…”

	Girls more open than boys and girl’s friendships have a bigger impact as talk about more. 

One didn’t agree- boys as supportive as girls

Boys “shy away from” talking about feelings- this may be that they don’t feel they have someone to share with- could be a cultural thing or family thing. They felt it wasn’t to do with school.

“girls help more than a guy would.”

“Girls share more things which are more private.”

“Boys use fists, girls use words.”

“Boys friendships more jokey”

“If a girl and girl fall out, it lasts months or weeks, boys an hour or a day.”
	Girls having friends> share more information> more supportive friendships (?)

Boys having friends> more light hearted relationships>?

Can I bring in other research to coding? Does it then become different coding? Elaborative coding?- 

Could I take on board the idea of ‘tend and befriend’ here and link to girls talking more and sharing more to create affiliative groups and reduce stress? Could this link to Patel and also increase in female teen suicides?

	
	Friends help with wellbeing
	Comforting

“When you are  worried, it stops you from learning”

Knowing you have friends can uplift your mood.

Makes them happier, having friends

	As above






	Topic
	Initial and In vivo code
	said
	Causation code

	Making decisions for self / own ideas(81.6%)

“be you is a rule”
	“makes you feel confident- no right or wrong”

Being trusted to make choices

Self-efficacy






Something about wellbeing and choice


	“no right or wrong”

 “makes you feel confident- no right or wrong.” 
Would give up answering if got a question wrong.

“ If you choose the easy sheet and go up, it’s a boost”

“good for learning, go with what you feel.”

Choice leads to finding the right challenges

Can choose to speak rather than record your ideas in writing if you like to talk

Choice can help you learn as some might be easier than others

“In Science miss will let you do your way of doing things.”

“I think it is good to be able to do it your way.”

All said it helped with learning- less bored, stressed and annoyed.

In art, makes you feel more laid back.

It is a structured choice, not free choice- they don’t just choose easiest.

	Using own ideas> Makes you feel confident> wellbeing (it’s a boost)



Use own ideas> choice> better learning

Use own ideas> go with what you feel> self-efficacy


	
	Something about choice helping with learning
	“good for learning, go with what you feel.”

Choice leads to finding the right challenges

Choice can help you learn as some might be easier than others

All said it helped with learning- less bored, stressed and annoyed.

	


	
	Independence 

“fewer restrictions”
	“Fewer restrictions…”- choice/ decision/ freedom (breaktime) spoken about as a good thing, compared to another school. 

“have own ideas”

If forced to do something- wouldn’t want to do it. Student felt he had choice in this school.

	

	
	“I don’t have my own ideas.”
	“Normally, do it this way, try your best”

“I do it the way the teacher says, I don’t have my own ideas.”
	Is there an element of self-determination theory, perhaps this student needed to do as the teacher specified to feel competent and they could do this independently- autonomous and this led to positive relationship with teacher









	topic
	code
	said
	Causation code

	There is a student I work well with (94.7%)

“important to have people you work well with”

	“work friends” are best
	“I work well with anyone.”

“Would work with people who aren’t my friends if they are good at something.”

“don’t have to be friends”
“better working with people who aren’t really good friends as I can be easily distracted and hyper.”

“have work friends” a working relationship with someone they work well with, it helps them feel better when going to that lesson, knowing they will do well with peer.

“Close friends talk too much”

“person that is like a friend but not too close.”

“Better when people sat with don’t know much about you.”
	
Student work well with> don’t talk so much if not an actual friend>work more!

	
	Relationships
Shared goal
Less self-conscious
Confidence???

A relationship through a shared work makes you “think positively”

Sense of safety with peer support?


	“I like a bit of competition”

“I like classes that are competitive, makes you want to do well.”- only boys said this.

“If stuck, someone else might know”

“sit next to someone who is a bit better, gives you a boost”

 “If I don’t know what I am doing, people can help me and I can help others.”
“working with people can help you think positively- if you think positively you can do well.”
“when I work with people I help them discover what it’s like to feel if you are good at it.”

 “easier to talk to someone beside you who is doing the same thing.”

 “helps students understand what they need.”

“If don’t understand something can ask something or be asked- helps people feel happier and settled and more confident in lessons. Makes feel happier being in school- this is linked to teachers knowing where you are with work.

“makes you feel less self conscious”

“my mate next to me, not judged if don’t know something.”

	
Student work well with> competition> increased engagement

Student work well with> positive mutual support> Do well with work

Student work well with> positive mutual support> better wellbeing

	
	Being supportive to others makes you feel good
	“satisfying helping others”

“prefers someone who needs their help.”

“feel special when helping, shouldn’t be immature in that situation.”

“If rely on people too much and then they are not there, much harder”

“am I giving them too much help, is this what they need?”
	Student they work well with> Help them> makes you feel good


	
	Teachers ensure you work with people successfully?
	Sit with new students, teachers will place them with someone who they know will work well with them and then checks to make sure that it works

Sometimes sat with people who don’t focus and talk about irrelevant stuff. But I have someone on the other side of me who is good. 

The teacher moves us regularly, so it is okay.

Science dept. make a plan and check if it is ok with you- expect students to make sensible choices – ownership and responsibility and choice.
Trusted by teachers to sit somewhere sensible. Teachers know you well.

“too many too chaotic”

“it can be tricky if too many people they fall out.”
	 

	
	“Social time” important
	“I know paying attention in class is vital, but they don’t let you have social time.”

“lessons better if able to talk in them.”

“More fun if work with others.”

Between 75% (because I like learning)- 95%

Between 50-90%, broke it down into teachers, friends and learning/school

50-95%   These are all percentages of how much socialising helps them come to school.

Fun games in form time. (this was a random comment not originally in this topic)

“I consider PE more of a break, time off school, with mates playing a game.”
PE “you can actually talk to people (random comment as above)
	Student I work well with> lessons better if you are able to talk in them> I come to school because of the social



	Topic
	code
	Quote/ description
	

	· New students are warmly welcomed (85.5%)

	“If you are happier, you learn better”
	Important as if they have friends which helps them  work and feel happy

They can learn better

If you are happier, you learn better. If you have more friends, you are happier. 

	New students warmly welcomed> have friends/ social> help them work

New students warmly welcomed> have friends/ social> improved wellbeing


	
	Takes time to settle in
	“feels like they have been here forever.”

Another new student had been there longer and was overwhelmingly positive about the school. They felt peers and staff helped them to settle.

One student who was new to the school was finding it hard as had been there for a brief time and making friends takes time. They did feel they were in the ‘right’ place and was being supported by peers.
	


	· 
	Social networks help with happiness
	Students feel involved in this and speak with them and encourage them to participate, introduce them to people.

Say hi, let them hang around with you, unofficial buddy.

“ makes them feel happy as not by themselves in a new school.”

“if you were by yourself you wouldn’t want to go.”

“helps to know there will be someone you can go and talk to, you are not going to be sat there (on your own) all day.”

Buddy helps you to introduce you to new people.

Not being by yourself in school is important.

All students valued friendship and said it helps with coming to school.
	New students warmly welcomed> recognition that it is their responsibility as student community/ self-reflection> Avoid new students being lonely






	Topic
	code
	Quote/ description
	

	Teachers know where I am with my learning
	“makes you feel better about lessons”

Negative impacts of unrealistic targets vs appropriate level of challenge 
	Not outfaced by work. 

“It means you aren’t put down or compared, so makes you feel better about lessons.”

Felt that tag-rgets set on SATs was ridiculous and teachers knew their levels better. It makes them feel rubbish if target levels are too high and can’t do it- they feel teachers know them better and don’t always agree.

Feel they let teachers down personally, feel ashamed  if don’t reach targets.

More options of work means more likely to gt your level.

Differentiated through the amount of support teacher gives.

Teachers make work harder if they think that is appropriate.

It makes me want to go to lessons more, they try to push you a little, but not too much- “try to excel every student personally.”
Helps you come to school.

“Teachers will challenge if too easy or will swap if too hard.”

“Makes it easier for you to do well.”

	Teachers know where I am with my learning>differentiated through teacher support> easier to do well


Teachers know where I am with my learning>the right challenge> easier to do well


	
	Knowing students holistically
	Being compared with others can help, so not just about knowing where they are academically, but who they are as a person.

Because the teacher knows you, it makes you feel more special and that you should do the work.

They do want you to do well as a person (from teachers want me to do well)
	Teachers know me as a person> makes you feel special> makes you work 









	Topic
	code
	Quote/ description
	

	Treated as an individual 77.3% (came up without asking)
	“it makes you feel more special and that you should do the work.”
	Teachers want to know if you are upset

‘Intimate’ relationship between staff and students as it is a small school. 

Described a situation when they have checked on him because he was upset.

They constantly check on new students

“Because the teacher knows you, it makes you feel more special and that you should do the work.”

Being compared with others can help, so not just about knowing where they are academically, but who they are as a person.

Relationship with teachers really important- eager to learn if not scared!

“you know which ones you work better and which you don’t”

They do want you to do well as a person

“school treats you as an individual, not how your life at home is or outside of school or how your family is.” Important to coming to school

Feel ashamed if don’t get target- letting teacher down.
	
Teachers know me as a person> makes you feel special> makes you work











[bookmark: _Toc47369438]Appendix 15: Content Analysis
	
	Number of times words appeared in open coding

	
	Focus Group 1 (out of 562 words)
	Focus Group 2 (out of 403 words)
	Focus Group 3 (out of 204 words)

	Relationship
	19
	25
	13

	Teacher
	2
	4
	2

	Staff
	8
	9
	3

	Friend
	9
	4
	4

	Control
	8
	6
	4

	Power
	4
	0
	1

	Autonomy
	12
	15
	4

	Choice
	11
	18
	6

	Structure
	0
	2
	3

	Boundaried
	5
	2
	1

	Rules
	15
	0
	0




[bookmark: _Toc47369439]Appendix 16: Selective Coding
	Peer Relationships

	Focus Group 1

	3: Sounds a bit dramatic, but when my boyfriend broke up with me, my friends were like, caring, they all helped to make sure I was happy.

	2: I used to get bullied, nah, picked on a lot for how my teeth were and everything and my mates would just tell me they were fine and they would help me however they could when I was sad.

	1: Mine was y7 because I usually got picked on and he was an absolute person who always stood by me and never really judged or mattered what I looked like.

	1: It kinda reassures you that there are people behind you all the way, not just teachers.

	6: Makes you confident to go that extra step

	2: Doesn’t make you worry as much.
(having friends to share problems with)

	1: Gives you more reassurance, more reason, confidence and purpose, not just for educational reasons, for friendship reasons.

	3: Makes it more worth it maybe, like because you wouldn’t be on your own or the only one involved.

	1: Expanding on his idea, would help you a lot and kinda have reassurance, not just people behind me, there are people you can trust and you can always be yourself around.

	1: something you can always trust, have a brilliant time with.

	1: I know paying attention in class is vital, but they don’t let you have enough time to actually have social time.

	3: it depends, in some lessons, my friends are quite good at them, so I can just be with them and we work well.

	1: it does help you if you’ve got like, if they’re not just your friend, it makes you want to be like them, a smart person in my class that I work well with and we actually get a lot of work done. That gives me a reason to come to school and actually improve myself as I want to be like them, but in my own way. Cos, they get high grades and I get low grades and I want to get higher grades.

	4: I like a bit of competition, 
5: Yeah, I like working with someone I can compete with.

	2: Sometimes if someone gets a better grade than someone else, they can brag.

	3: Sometimes when I help people, it can help people discover what it is like to get good at it.

	1: Yeah, like new students are welcomed, we will go and take them round and like make sure they know where things are.
4: They have someone to spend time with, so they aren’t alone.
2: It would be lonely or hard in a new school… we take em round school, introduce them to people.
1: Like you need a friend to make you come and feel okay.
3: You can make new friends too.
1: It is important to being in this school

	2. It being social makes me want to go though.



	Peer Relationships

	Focus Group 2

	1: Because the school is growing a lot, you would feel kind of out of place with no-one to talk to, so just helps to know there is someone you can go and talk to, you aren’t going to be just sat there all day. 


	5: It does make them feel happy, not being by yourself in a new school.


	2: I might work less if I didn’t have friends to share problems with


	1: if something is on your mind, stops you from learning
(context of having friends to share problems with)

	5: Stops you from stressing, gets things off your back.
(context of having friends to share problems with)

	4: Comforting (context of having friends to share problems with)

	1: If you don’t have friends in school, not a lot you can do at break and lunchtime. You kind of share stuff with them and they can remind you if you forgot homework…


	6: I’m not sure, there are subjects I work with other people. I prefer to be on my own.


	5: I feel that with your friends, they can help you if you don’t understand and more fun. You don’t have to be friends with them, they might be nice, but haven’t talked to them. Work as a pair in all subjects really, unless it is independent.


	4: In English, we sometimes go in a circle and move around and it helps to get to know people and sometimes you might not know something, but other people might help.


	4: I could help other people out.



	3: I could always talk to a teacher, but sometimes easier to talk to someone who is beside you doing the same work.


	1: In every lesson, there is an element of working with other students, it helps a lot of students to kind of understand a bit more. It is not just the person you sit next to because they do most things in pairs, loads of concentric circles in English which helps loads of students understand what they need to.


	3: like in English, I sit next to someone who is better than me, I can ask her for a little boost on what to say or write- makes me feel less embarrassed.


	2: I myself have always struggled with team work and group work, but when it does come to that, I’d say I’d prefer to have someone who needs my help or someone I don’t talk to. Sometimes you can rely on people too much and when they are gone, it is 10x harder. Working with someone, makes me feel special and I have a job to do and I shouldn’t be immature. Do they have too much help though?


	1: Helps me in lessons I don’t understand. If lost can ask someone and that makes you happier.

	2: It depends on the lesson and who it is. I work with many different people in different classes. Some that are friends. But if work with people you are friends with, I myself especially can get distracted by that and a bit hyper over that. Then there are people in class, maybe just a work friend who you don’t talk to outside of that class, a work relationship. So you can focus a lot more when with them, for example in science. I think it is better if I sit next to someone like that.



	Peer Relationships

	Focus Group 3

	1: Because the school is growing a lot, you would feel kind of out of place with no-one to talk to, so just helps to know there is someone you can go and talk to, you aren’t going to be just sat there all day. 


	5: It does make them feel happy, not being by yourself in a new school.


	2: I might work less if I didn’t have friends to share problems with


	1: if something is on your mind, stops you from learning
(context of having friends to share problems with)

	5: Stops you from stressing, gets things off your back.
(context of having friends to share problems with)

	4: Comforting (context of having friends to share problems with)

	1: If you don’t have friends in school, not a lot you can do at break and lunchtime. You kind of share stuff with them and they can remind you if you forgot homework…


	6: I’m not sure, there are subjects I work with other people. I prefer to be on my own.


	5: I feel that with your friends, they can help you if you don’t understand and more fun. You don’t have to be friends with them, they might be nice, but haven’t talked to them. Work as a pair in all subjects really, unless it is independent.


	4: In English, we sometimes go in a circle and move around and it helps to get to know people and sometimes you might not know something, but other people might help.


	4: I could help other people out.



	3: I could always talk to a teacher, but sometimes easier to talk to someone who is beside you doing the same work.


	1: In every lesson, there is an element of working with other students, it helps a lot of students to kind of understand a bit more. It is not just the person you sit next to because they do most things in pairs, loads of concentric circles in English which helps loads of students understand what they need to.


	3: like in English, I sit next to someone who is better than me, I can ask her for a little boost on what to say or write- makes me feel less embarrassed.


	2: I myself have always struggled with team work and group work, but when it does come to that, I’d say I’d prefer to have someone who needs my help or someone I don’t talk to. Sometimes you can rely on people too much and when they are gone, it is 10x harder. Working with someone, makes me feel special and I have a job to do and I shouldn’t be immature. Do they have too much help though?


	1: Helps me in lessons I don’t understand. If lost can ask someone and that makes you happier.

	2: It depends on the lesson and who it is. I work with many different people in different classes. Some that are friends. But if work with people you are friends with, I myself especially can get distracted by that and a bit hyper over that. Then there are people in class, maybe just a work friend who you don’t talk to outside of that class, a work relationship. So you can focus a lot more when with them, for example in science. I think it is better if I sit next to someone like that.
























	Boundaries

	Focus Group 1

	2: I feel like sometimes there is one rule for one person and one rule for another.

	2: Bad, everyone should be equal in school.

	1: Clear rules is like really vital, cos like you can understand and get in less trouble than if it was just rules like ‘be you’, but if ‘be you’ is like being a little violent and aggressive.

	3: yeah, if no rules, chaos

	1: After you break up with some of your friends, it relieves you of that stress when you are outside, you can’t argue in class because the teachers would stop you.

	4: I feel like there are some rules that are a bit over the top.

	2: Like I don’t see why you have to wear the same uniform, you come to school to learn, not like to be a lawyer.

	6: I always get told off for my shirt being out. That’s not good.

	2: I feel like some of the serious rules are like for no one in our class, no-one would want to or be capable of doing that.

	5: People in our year don’t want to get in trouble.

	2: I stick to what they tell me to do.

	4: You don’t want to go to a school and see teachers having a scrap, it’s not like- funny- but don’t really want it to happen.
(staff respect each other/ staff boundaries?)

	2: they just shout at you and give you a detention and if you carry on, send you to office.
4: Most time you just get a warning, then c1… detention.

	1: It kind of helps me feel safe in school.
5: if sent out, it is quieter.

	3: If they are being told off, they would do it again
4: if they didn’t tell them off, what would happen?
6: I don’t think it really makes a difference to them.
5: Some people it might.
6: For people who do it often, it doesn’t matter to them, it’s kind of normal and they kind of enjoy it, the attention of being told off.
2: I think the class would be the same 
1: I think worse
5: if sent out, it is quieter.
1: or if they don’t get attention, might just stop as they do it for attention and they might stop.



	Boundaries

	Focus Group 2

	2: Could depend on that challenge, depends on choice of group you work with- if in friends circle, maybe not work as much. It isn’t always as free, a structured choice.

	1: Sit a student who is good next to someone who is struggling.

	1: I think it makes it easier as you can ask them and they can ask you. Teachers make it so that the person you sit next to can help every student. 

	3: I was at the front, then I moved at the back. When the new people join, they move you round more. I have someone sat next to me on the other side that makes it okay.



	Boundaries

	Focus Group 3

	2: They get set a buddy person and they go round with them.

	4: Form time, we play games and it gets you ready for the day.
(what makes coming to school easier? I have interpreted this as boundaried social time)

	6: We get end of year targets and they have where you should be at this point in the year.
4: I don’t think they are right.
6: they are based on SATs
3: They are based on the same thing, so our English target might be the same as geography, history and all them and all based on our sats tests. You could have the same target for PE and Art. 
6: Teachers don’t agree with it either.
5: It can kind of put you under pressure, cos you think what are the teachers going to think of me if I don’t get the end of year target.

	4: If someone disrupting a lesson, it can calm it, so you can work.
3: I agree, yeah, probably.
(staff help students behave)

	5: No, I don’t know like, being shouted at can make it worse, get frustrated and I end up making the situation worse. Don’t have to go shout at people.
(staff help students behave)

	2: They don’t have a go at you constantly if you are messing about- give you c3/c2
(I interpreted this as a good thing to have structure?)




	Autonomy

	Focus Group 1

	1: In and out of class, you can do it in class, make your own decision in class, if in a difficult class like science and you are comparing results, you might wanna have your own idea and make own decision, but you don’t need to go straight in and have a fall out because you have a different idea to someone else. Everyone thinks differently and that’s ok.

	1: It says ‘be you’ you can be yourself, if you are a talky person like me, you can say what you think more than write down.

	6: Makes you feel more independent
(using own ideas)

	1: You can have your own ideas, which relieves you of more stress as the idea doesn’t get stuck in your head.

	4: It makes me feel confident that I can have my own ideas and share them I can’t get it wrong

	6: It makes you feel confident 
(using own ideas)

	3: I think it is good if they can show you to do it different ways and then you choose.

	6: It is good to be able to choose a way of doing it or do it own way.

	3: Instead of doing it this way, as some people find it hard.

	3: Asking questions and share your ideas, I go back to that.

	6: You are allowed to make decisions for yourself sometimes…

	1: (interrupting) you’re allowed to do what you want, but the teachers give you other ways to do it- do it in a different way to you, you think you can do more if you do it your way.

	4: Like in science, miss will tell us one way to do it, but she will let you do it another way if you want.

	3. In others I go with people I work well with, but I don’t specifically class them as my friends.

	2. I stick to what they tell me.



	Autonomy

	Focus Group 2

	1: In maths, there’s different levels of students and they put out sheets and say whatever you feel you are at. Go for what you feel like. The teachers do check up and go for what they feel is their level- makes us feel more comfortable, I excel at some things and not at others and if you go up, it’s a boost.

	3: I like to have the choice

	1: it gives an atmosphere to the school and takes a bit of weight of school work off your shoulders, makes it feel a bit easier.
(when you can use your own ideas)

	4: You feel more free to do things having a choice.

	2: Talk about it like it’s structure, if it is being told what to do, which is the main basis of school, it is more free, makes you less bored, annoyed, stressed, because if you come to school and you are told you are all going to do this, no choice, no free flow situation, it isn’t as good.

	5: If you were just forced to do something you wouldn’t want to do it as much, you would do it, but not as well as if you had the choice.

	3: Make you like want to do it more, as I want to do it, I want to do it more.
(choice/ using own ideas)

	4: Takes a lot of weight off the work, makes it feel easier
(own ideas)

	4: makes you feel independent, which makes you feel better.

	2: It does depend on what you’re doing. If there wasn’t a choice, some would excel and some wouldn’t, allows people to work at own level- choice lets you choose where you work. 

	2: I find that you can relate to, some teachers can spend a lot of time on seating plans. In science they have asked students about how they feel about where they sit. Asking not to allow people just to sit next to mates. They expect me to make a sensible decision. Makes me happier about being in school, feeling in control of these things.

	3: Cos they know you quite well, they will trust you to sit with someone you work well with.

	1: in English, move seating around regularly- will check in to try and make it work as well as possible.



	Autonomy

	Focus Group 3

	3: You don’t have to work at desks and not move, can walk around and talk to people.


	1: Not as many restrictions at break time, you can play football and have more freedom.
(makes coming to school easier)


	3: Not really, top set and bottom set, two types of work, I understand that it is hard to do something for every level. In French it’s good as we have 3 levels, in French it’s not separated like top set and lower set. We are given it, but if we ask, we can do different things.






	Staff-Student Relationships

	Focus Group 1

	1: School makes sure you treated as an individual not how your life at home is or outside of school is.

	4: if teachers encourage me, I want to do well.

	2: they want you to do well for you as well.

	6: Sometimes they compare your work to people whose work is a lot higher than you, which makes me annoyed, so I don’t try as well.
5: Can make you hide in a shell, but I like.
2: I’d give up… Different for different people. I wouldn’t feel bothered.
3: If it happens in lessons you were enjoying, its really annoying.
4: If they know you, they won’t do it if you don’t like it.
1: It kind of depends on which lesson, it happens with running with me because there are people that run faster than me because sir thinks I can out do them.

	4: makes you feel a bit more confident with their teaching.
3: I get the right level of challenge, it can make me want to try harder.
(staff know where you are with learning)

	2: if easier, would go, if too hard, wouldn’t want to go, some teachers don’t help you get progress because the work’s too easy, they just mess about. Not making progress isn’t ok, but I like to chat.

	1: If they start giving you the harder stuff, they want you to do better, they start comparing you and the easier stuff, they will give you more help.




	Staff-Student Relationships

	Focus Group 2

	3: the teachers try to push you a little, so you try as hard as you can.


	1: the teachers try to help you excel as much as you can, there are a lot of things in class that teachers use, particularly in maths that helps them know where you are and what they need to teach.


	2: The teacher will go and say is that too easy, I think you should do this, which is harder.

	1: teachers swap work to get it right.

2: Some lessons they can’t do that, but in maths you can ask to skip questions and will ask you to do something else. 

	2: Because that teacher knows you and treats you personally, makes you feel special and makes you want to do the work. If you don’t do the work, the teacher will check in on you to see you are ok.


	1: Teachers try to encourage sharing of feelings. There is such an intimate relationship between teachers and students, if you are feeling down in class, they will try not to ask you in class, but hold you back afterwards and check that you are okay.


	2: Talking about new pupil, we see when he’s not okay and teachers check. When I have been down, teachers check, I can’t think of a teacher that wouldn’t.


	1: Encouraged to tell the teacher if something up and they try to help in any way they can.


	2: they do think about eh, a teacher comes to you and says a new student here and they know you have gone through a situation and you can help them with. You can’t be friends with a teacher, you need friends and you have the choice to help them.




	Staff-Student Relationships

	Focus Group 3

	1: Relationship with teachers for definite.
(question, what makes you feel happy and secure about coming to school?)

	3: If a teacher you can approach, a better environment, more eager to learn as not scared to ask questions 


	6: If working above, get harder work, but the teacher will help if struggling.

















[bookmark: _Toc47369440]Appendix 17: Open Coding, Selective Coding and Emerging Theoretical Categories
In the open coding, I included the comments written on the student school climate questionnaires and these added to the codes (these are the numbers in red). Some, such as those referring to an enjoyment of a specific school subject were not included as this was not a strong emerging category from the focus groups (although it had been mentioned once or twice).

	Open and In Vivo codes (number of times mentioned)
	Selective Codes
	Emerging Theoretical Categories

	Trust/ non-judgemental friendships help us feel safe (3 and 2), Supportive friendships(4 and 4)
Reassurance (2)
Builds confidence(3)
Feeling alone would make you feel unsettled (4)
Comforting/safe (1 and 2)
Reduces worry(1)
Friends to share worries with increases wellbeing(2)
New friends make you feel good (1)
Being with mates/ affiliation makes you want to be in school (3 and 19)
	Good Peer relationships are emotionally supportive/ good for wellbeing/ fear of alone?



	Peer relationships

	Makes working better/more motivating/inspiring when with peers (7)
Some peers can be demotivating (bragging/ competition) (2)
Feel less judged when can talk about work with friend. (3)
Competition can make you try harder (2)
Being helped makes work fun (1)
Being helped by peer can give you a boost (3)
Staff try to put you somewhere to support others (1)
	Peers are academically supportive


	

	Helping other people makes you feel special (2)

	Supporting others helps wellbeing
	

	Working with too many people is not good (1)
Friends can distract you (2)
Friends who help reduce worry mean you can engage/learn (1)
Sharing ideas is enjoyable and helps you engage (2)
	Affiliation leads to better learning and wellbeing


	

	Work better with peers who are not friends (2)
Structured social time provides enjoyment and affiliation (7)
Need time to talk to peers (1)
Affiliation means happier (4)
	Structured social time in class provides affiliation

	

	Demotivating if they don’t know you (if they compare you and it makes you embarrassed) (2) 
To be able to motivate you, they need to know you academically and personally (2)
You trust them and try hard if they get the level right or support you when you need it (4)
Staff discuss with you about the work and this helps with learning (1)
Staff encouraging you for what you are good at-knowing your strengths (2)
	It is important to be ‘known’ academically by staff

	Staff-student relationships

	Staff wanting you to do well is motivating (1)
Staff support and encourage you to help new students (2)
Feeling supported and ‘liked’ by teachers helps you relax (1)
Staff who you have a good relationship with help you engage in school (4 and 2)
	Supportive staff are important to school engagement
	

	Feeling controlled creates a power struggle (3)
The choice is never totally free (1)
Being controlled by expected targets from primary can lead to you feeling bad and feeling that you let people down (3)
It’s okay to think differently and do different things and make decisions for yourself (1) 
Improves wellbeing to have choice (5)
Makes you more relaxed using own ideas (2)
Gives you confidence (1)
Being trusted to make a choice makes you feel valued (1)
Choosing to help new students gives you wellbeing (2)
	Autonomy and choice lead to wellbeing
	Autonomy

	Choice makes you work at your level, which means you feel comfortable (3)
Using own ideas/ choices makes you feel independent (1)
Choice helps you feel engaged (1)
Choice to work with peers or independently helps you engage (3)
	Autonomy and choice lead to engagement
	

	Inconsistent rules aren’t good (1)
Some rules are over the top (5)
Rules don’t make a difference (3)
Clear rules are important (12)
Basing targets on primary SATs is not accurate (4)
	Structure from school and government (SAT targets)
	Set boundaries

	Structure around social situations can help (2)
If you are shouted at, it makes it worse (1)
Structured choice helps (3)
Feel safe if staff follow guidance (1)
Knowing staff are in control is important (2 and 2)
	Negotiable structure, guidance rather than control
	‘safety net’




[bookmark: _Toc47369441]Appendix 18: Staff Questionnaire
Questionnaire: What does your school do well to support students to feel settled and ready to learn? 
This questionnaire has been developed for a doctoral research project into what your school does well to support students to feel settled and ready to learn. Thank you for taking the time to complete it.
Peer relationships (supportive friendships, having fun, trusting each other and being themselves)
a) Mark the appropriate box with a cross.
How much does school policy / staff / environment support peer relationships:
	A lot
	Somewhat
	Not sure
	Not so much
	Not at all

	
	
	
	
	



How important do you think peer relationships are to students?
	A lot
	Somewhat
	Not sure
	Not so much
	Not at all

	
	
	
	
	



b) Please identify something, small or large that you do or see other staff members doing that support peer relationships. It could be something that is part of school policy or something you have chosen to do.

Staff relationships with students (students feeling understood by staff, being seen as an individual)
a) Mark the appropriate box with a cross.
How much does school policy / staff / environment support staff relationships:
	A lot
	Somewhat
	Not sure
	Not so much
	Not at all

	
	
	
	
	



How important do you think staff relationships are to students?
	A lot
	Somewhat
	Not sure
	Not so much
	Not at all

	
	
	
	
	



b) Please identify something, small or large that you do or see other staff members doing that support staff relationships. It could be something that is part of school policy or something you have chosen to do.
Autonomy/ Choice (To be able to act upon personally valued interests and make choices based on these, experience a sense of personal choice and volition)
a) Mark the appropriate box with a cross.
How much does school policy / staff / environment support autonomy / choice:
	A lot
	Somewhat
	Not sure
	Not so much
	Not at all

	
	
	
	
	



How important do you think autonomy / choice are to students?
	A lot
	Somewhat
	Not sure
	Not so much
	Not at all

	
	
	
	
	



b) Please identify something, small or large that you do or see other staff members doing that support Autonomy/ choice. It could be something that is part of school policy or something you have chosen to do.

Boundaries (students having choices, but not too many, feeling contained or reassured by school; not about school rules)
a) Mark the appropriate box with a cross.
How much does school policy / staff / environment support boundaries:
	A lot
	Somewhat
	Not sure
	Not so much
	Not at all

	
	
	
	
	



How important do you think boundaries are to students?
	A lot
	Somewhat
	Not sure
	Not so much
	Not at all

	
	
	
	
	



b) Please identify something, small or large that you do or see other staff members doing that support Boundaries. It could be something that is part of school policy or something you have chosen to do.

[bookmark: _Toc47369442]Appendix 19: Comments from Staff Views Questionnaire
	
	Peer relationships
	Staff-student relationships
	Autonomy
	Boundaries

	1
	Structured peer talk in lessons

School/staff support: A lot
Importance to students: A lot
	Out of school trips with groups

A lot
A lot
	Flexibility in uniform e.g. can wear earrings and nail varnish
A lot
A lot
	Consistent expectations of behaviour
A lot
A lot

	2
	Y7 residential, fell race, school picnic, DofE



Somewhat
A lot
	Fell race, school picnic, tutor times, duties, homework club, students are able to see any member of staff at break/lunch time.


Somewhat
A lot 
	Choose the revision technique that works for you e.g. revision cards, mind-maps, online revision.


Somewhat
A lot
	Students feeling safe is incredibly valued here-pupils are encouraged to speak/report if they have any issues and they will be taken seriously, e.g. peer behaviour in corridors/out of lesson/ at break and lunchtime.
A lot
A lot

	3
	Peer mentor groups/meetings, talk to students during tutor times/ break lunch, residentials, trips, sporting fixtures
A lot
A lot
	Tutor time- talk conversations, build relationships. Small group work, trips/ sporting fixtures

A lot
A lot
	



A lot
A lot
	Follow school behaviour policy and implement it. Clear expectations, routine.

A lot
A lot

	4
	Students at break and lunch are encouraged to ‘play’ and are looked after if they appear alone/isolated- supported by staff to engage with their peers.
A lot
A lot
	Small school allows everyone to know each other as individuals.



A lot
A lot
	Students are given responsibilities and trust which they repay. Role of prefects and responsibilities of peer mentors.

A lot
A lot
	There are clear boundaries and we try to encourage engagement with them rather than enforce them as an absolute.

Somewhat
Somewhat

	5
	As a form tutor I often spot problems with individual pupils and try to resolve them. I know other form tutors do this. We encourage friendships.
A lot
A lot
	Sharing ideas, offering help, tips on how to deal with a particular pupil…



A lot
A lot
	Just recently- filling ‘Christmas boxes’. Pupils very much part of the process.



A lot
A lot
	Being given choices-freedom at break but knowing this is a privilege not a given.



A lot
A lot

	6
	A lot
A lot
	A lot
A lot
	A lot
A lot
	A lot
A lot

	7
	Vertical tutor groups, small school ethos, peer mentoring, sit together in dining room, mixed years play football etc…
A lot
A lot
	Mix well in corridors with children, trips, open and available.


A lot
A lot
	



A lot
A lot
	



A lot
A lot

	8
	Social skills group facilitated by older students. Peer mentoring. Paired reading.


A lot
A lot
	Staff know so much about their students- their interests, their dislikes, their family- because they ask questions and give the time to find out.
A lot
A lot
	Option blocks are decided after students identify their interests. Try to suit as many students as possible.

A lot
A lot
	Students have freedom of (almost) all school site and are not closely monitored.


A lot
A lot

	9
	Peer mentoring, there is a lunch time colouring club encouraging children to come along and make friends, paired reading.
A lot
A lot
	Adapting conversation in class to suit their knowledge/likes and dislikes. Rock night, fell race, lunch time clubs.
A lot
A lot
	JRS essentials, student council



A lot
A lot
	Consequences system



A lot
A lot

	10
	Carefully ‘crafted’ seating plans

A lot
A lot
	Form tutors spending ‘extra time’ with students in their form.
A lot
A lot
	School council, clubs (extra-curricular)
A lot
A lot
	Regular references in assembly to JRS essentials
A lot
A lot

	11
	Peer mentors, form ‘buddies’ older students work with younger ones on homework/organisation, rock night




A lot
A lot
	Key workers for specific children, staff spend time at lunch time going over work students are struggling with, staff support outdoor activities like DofE and out of school activities like cross country, baseball tournaments.
A lot
A lot
	Choice to take part in peer mentor scheme, do Dof E, be a member of a club/sports team.




A lot
A lot
	Consequences system, supported lunch time sessions for students who don’t complete homework.




A lot
A lot

	12
	Reading partners year 10 and 7

A lot
A lot
	Knowing every child individually, fell race, rock night
A lot
A lot
	JRS essentials- Be You!

A lot
A lot
	Consequence system

A lot
A lot

	13
	There are incident forms filled in so all student views are taken into consideration if there are any incidents between students.





A lot
A lot
	We discuss problems we may incur with children to check it is not individual personalities that are clashing – if this is the problem we find ways to work through it or swap staff. If student having a problem with various staff, strategies to overcome these problems ae put in place.
A lot
A lot
	Dof E choice to join expedition, JRS mantra; ‘Be You’







A lot
Somewhat
	Constantly reaffirm students what our expectance of behaviour is towards staff and each other, consequences given and explained.




A lot
A lot

	14
	Prefects, rock night, fell race, peer mentor program, peer support, buddies y7 with y11.


A lot
A lot
	Meeting/greeting in corridor, adapting class talk to reflect students’ interests, fell race- staff run it with kids, rock night-staff band.
A lot
A lot
	Choice re: clubs, student council, JRS values



A lot
A lot
	Clearly shared expectations and values available round school and frequently referred to in assemblies and lessons, prefects.

A lot
A lot



[bookmark: _Toc47369443]Appendix 20: Overview of Method and Analysis
School Climate Questionnaire



Purposive sampling
Diagramming and emergent theory
Theoretical coding
Selective coding
Theoretical sampling
Focus Group 2 and 3
Frequencies 
Staff Questionnaire
Open and in vivo coding
Theoretical sampling
Focus Group 1
Field notes and memos







										    Key:
Method


Analysis


Sampling
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The data was already inputted into SPSS from the initial exploration of frequency data. To further investigate the validity and reliability of this data I assessed validity using a factor analysis and initially finding the Kaiser-Meyer-Olkin (KMO) measure of Sampling Adequacy and Bartlett’s Test of Sphericity to ensure the data was appropriate for a factor analysis or principal component analysis (PCA), as suggested by Fields (2005). 
	Kaiser-Meyer-Olkin (KMO) measure of Sampling Adequacy and Bartlett’s Test of Sphericity

	KMO
	0.808

	Bartlett’s Approx. Chi-Square
df
significance
	942.011
276
0.000



Table A: Analysis of validity KMO and Bartlett’s tests
The value from the Kaiser-Meyer-Olkin (KMO) Measure of Sampling Adequacy is above 0.5, which is the number seen as acceptable by Kaiser (1974 in Fields, 2005) in fact, it is 0.808, which is a good value according to Field (2005). This indicates that a factor analysis is appropriate for this data. Bartlett’s measure tests to see that there is some relationship between variables and needs a significance value less than 0.05, which this data has. This once again shows that a factor analysis is appropriate and this data is valid in this context.
Non-normal ordinal data was needed as I used a Likert scale (ordinal data). I chose to use a PCA which can be used to identify underlying factors and to identify items related to those factors (Field, 2005). It extracts factors from the data, placing it in its principal components (Fields, 2005). As the factors are likely to correlate (section 2.6.2) an oblique rotation analysis was used, in this case, Omblimin’s. As this is an exploratory questionnaire and exploratory data and the sample size is small, the data cannot be transferred and considered valid in other settings as the sample size is ‘poor’, being less than 100 (Comrey and Lee, 1992). 
This reflects Boateng et al’s (2018) scale development, Step 5: Item Reduction: Ensuring Your Scale is Parsimonious. Originally a frequency was used to analyse the data and this fed into the focus groups. On the second analysis of questionnaire data, using the PCA, correlations and variances were assessed and inter item communalities were investigated. I then looked at the individual components that emerged from the data at this time. 
[image: ]
Figure 1. Scree Plot from Factor Analysis with One Variable Removed
The Total Variance Explained data (appendix 21a) and the Scree Plot (figure 1) enabled me to look at the variables within each component. Component one (appendix 21b) was the largest, containing the most variables. The component matrix shows the variables in each component and the strength of each variables’ relationship to that component. Components 1-6 all had an eigenvalue of over 1, which according to Basto & Pereira (2012) can justify retaining these components. He goes on to explain that using the scree test and identifying where the inflection occurs can direct us to which components to retain. There is a downward inflection after 6, so this suggests again that I keep components 1-6. Using a conceptual understanding of the data is important (Basto & Pereira, 2012) and in this case, looking at the variables and deciding, based on literature if they hang together. 
Component 1 covers 21 of the 24 variables analysed (explanation in ‘reliability’ section in this appendix as to why 24, rather than 25 variables) which emphasises the high correlation there is between the majority of statements on the questionnaire. The highest correlating statements appear to fit into staff-student relationships, both emotional and academic, a sense of being supported by school, a feeling of belonging which links to concept of ‘safety net’ (section 6.7). Those that scored between 0.4 and 0.6 seem to touch on autonomy and relationships in general, which also relate back to SDT literature (Deci & Ryan, 2000). This is wide ranging, but also shows the correlation between these variables, they are looking at the different aspects of component one, which entails relationships, autonomy, set boundaries, perhaps identifying a component that is the ‘safety net’.
Component 2 appears to be about safety in friendship, but has a negative correlation with being ‘encouraged to use my own ideas’ and ‘I receive useful feedback on my work’. This may emphasise that peer affiliation can be negatively related to academic work, as suggested by (Engels et al., 2016). This does link to the idea that some students in focus group 2 brought up about working with friends isn’t always a good idea.
Component 3 has two variables, which when put together relate to a feeling of empowerment and acceptance of individuals.
Component 4 has two variables which do not seem to reflect the literature and seem to be looking at different aspects of the school environment, so I have decided not to keep this component, this is supported by Keller (2006).
Components 5 and 6 (appendix 21b) only had one variable, so were not worthy of continued investigation (Keller, 2006).
Reliability
	Cronbach’s Alpha
	Cronbach’s Alpha based on standardised items
	Number of items

	0.915
	0.918
	24



Table B: Cronbach’s Alpha reliability score for adjusted data set (24 variables instead of 25)
The next step was to ensure that the questionnaire as a whole was reliable and if the components identified through the factor analysis were also reliable. I used a Cronbach’s Alpha to do this, this investigates the internal consistency (reliability) and is often used for Likert scale questionnaires (Field, 2005). This showed a reliability score of 0.914, when all 25 variables were entered. I then examined the data to see if a variable was removed if this then changed the overall reliability. The variable ‘there are clear rules in our school’ had a corrected item-total correlation of 0.232, which is less than 0.3, the suggested cut off point (Field, 2005).  Once the lowest corrected-item correlation was deleted, it led to a reliability score of 9.15. This is an excellent reliability score as the acceptable values of alpha, range from 0.70 to 0.95 (Nunnally and Bernstein, 1994). When looking at the test item statistics, it was clear that one statement was an outlier in terms of reliability. This may also suggest that if the questionnaire was to be used in the future, this statement could be removed, as well as looking at statements which have high correlations as they may be redundant. 
Summary
This data evidences that in this context at this time, the questionnaire internal reliability and construct validity. This adds rigour to the use of this exploratory questionnaire. I have not further analysed the components, as the questionnaire investigated what students felt occurred in school, not what they felt was important to making them feel secure enough to learn.  




















[bookmark: _Toc47369445]Appendix 21a: Factor Analysis
	Total Variance Explained

	Component
	Initial Eigenvalues
	Extraction Sums of Squared Loadings
	Rotation Sums of Squared Loadingsa

	
	Total
	% of Variance
	Cumulative %
	Total
	% of Variance
	Cumulative %
	Total

	1
	8.606
	35.857
	35.857
	8.606
	35.857
	35.857
	5.756

	2
	2.303
	9.596
	45.453
	2.303
	9.596
	45.453
	3.709

	3
	1.515
	6.311
	51.764
	1.515
	6.311
	51.764
	2.432

	4
	1.359
	5.662
	57.427
	1.359
	5.662
	57.427
	3.163

	5
	1.176
	4.901
	62.328
	1.176
	4.901
	62.328
	3.290

	6
	1.059
	4.414
	66.742
	1.059
	4.414
	66.742
	5.230

	7
	.958
	3.993
	70.735
	
	
	
	

	8
	.807
	3.364
	74.099
	
	
	
	

	9
	.773
	3.220
	77.319
	
	
	
	

	10
	.690
	2.874
	80.192
	
	
	
	

	11
	.657
	2.739
	82.932
	
	
	
	

	12
	.604
	2.519
	85.450
	
	
	
	

	13
	.544
	2.268
	87.719
	
	
	
	

	14
	.529
	2.204
	89.923
	
	
	
	

	15
	.433
	1.804
	91.727
	
	
	
	

	16
	.391
	1.630
	93.357
	
	
	
	

	17
	.323
	1.348
	94.704
	
	
	
	

	18
	.277
	1.155
	95.859
	
	
	
	

	19
	.215
	.896
	96.755
	
	
	
	

	20
	.211
	.881
	97.636
	
	
	
	

	21
	.164
	.685
	98.321
	
	
	
	

	22
	.145
	.603
	98.924
	
	
	
	

	23
	.133
	.555
	99.479
	
	
	
	

	24
	.125
	.521
	100.000
	
	
	
	

	Extraction Method: Principal Component Analysis.
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	Component Matrixa

	
	Component

	
	1
	2
	3
	4
	5
	6

	I am proud to call this my school
	.777
	
	
	
	
	

	I am encouraged by staff in school
	.757
	
	
	
	
	

	I feel I belong in this school
	.729
	
	
	
	
	

	Staff notice when I am worried and try to help
	.700
	
	
	
	
	

	The work challenges me in a good way
	.691
	
	
	
	
	

	I receive useful feedback on my work
	.673
	-.441
	
	
	
	

	Staff help students to behave in school
	.672
	
	
	
	
	

	I have opportunity to show staff what I'm good at
	.666
	
	
	
	
	

	I actively join in school activities
	.652
	
	
	
	
	

	Staff want me to do well in school
	.634
	
	
	
	
	

	Staff understand where I am with my learning
	.631
	
	
	
	
	

	I would tell a member of staff if I felt upset
	.613
	
	
	
	
	

	There is a member of staff who I feel I can talk to if I am worried
	.588
	
	
	
	
	.404

	If I have an idea about some aspect of school I can share my idea and this might lead to change/ I have influence over aspects of school
	.585
	
	.422
	
	
	

	New students are warmly welcomed in this school
	.583
	
	
	
	
	

	Staff respect each other in school
	.570
	
	
	.532
	
	

	Family members visit school and /or communicate with staff regularly
	.561
	
	
	
	-.425
	

	There are students in this school who I work well with
	.513
	.415
	
	
	
	

	Staff respect diversity
	.509
	
	
	
	
	

	I have friends in school who I can share my problems with
	
	.689
	
	
	
	

	I feel safe from verbal abuse
	.432
	.554
	
	
	
	

	I feel safe from physical harm in school
	
	.484
	
	
	
	

	Student respect diversity
	
	
	.610
	
	
	

	I am encouraged by staff to use my own ideas
	.440
	-.410
	
	.444
	
	

	Extraction Method: Principal Component Analysis.

	a. 6 components extracted.
















[bookmark: _Toc47369447]Appendix 21c: Variables grouped into components
How the components look at their interrelatedness
Component 1:
Top scorers: .6-.8
25. I am proud to call this my school .777
5. I am encouraged by staff in school .757
24. I feel like I belong in this school .729
17. Staff notice when I am worried and try to help .700
9. The work challenges me in a good way .691
6. I receive useful feedback on my work .673
11. Staff help students to behave in school .672
7. I have opportunity to show staff what I’m good at .666
23. I actively join in school activities .652
15. Staff want me to do well in school .634
10. Staff understand where I am with my learning .631
4. I would tell a member of staff if I felt upset .613
16. There is a member of staff who I feel I can talk to if I am worried .588
22. If I have an idea about some aspects of school I can share my idea and this might lead to a change/ I have influence over some aspects of school .585
20. New students are warmly welcomed to this school .583
14. Staff respect each other in school .570
21. Family members visit school and /or communicate with staff regularly .561
19. There are students in school who I work well with .513
13. Staff respect diversity (ability, race, culture, gender, sexuality) .509
Scores between 0.4-0.5
3. I feel safe from verbal abuse .432
8. I am encouraged by staff to use my own ideas .440
Component 2:
I receive useful feedback on my work -.441
There are students in this school who I work well with .415
I have friends in school who I can share my problems with .689
I feel safe from verbal abuse .554
I feel safe from physical abuse .484
I am encouraged to use my own ideas -.423
Component 3:
If I have an idea about school I can share my idea and this might lead to change .430
Students respect diversity .647
Component 4:
Staff respect each other .532
I am encouraged to use my own ideas .444

Student Questionnaire


Focus Group 1


Focus Group 3


Analysis


Focus Group 2


Field note analysis and transcript open and in vivo coding


Field note analysis and transcript open and in vivo coding


Field note and transcript open, in vivo and selective coding. Analysis of all focus group data together.


Staff Questionnare


Analysis and saturation of all data together.
strategies used by staff. 













Raw data is open and in vivo coded


Indicators of a concept appear


Pattern emerges


Patterns given tentative label as category


Selective coding around core category (focused coding)


Theoretical saturation of core category in substantve area


Theoretical coding


open coding


Selective codes integrate open codes toegther (theoretical coding)


Emergent theory


Causation coding used to check the patterns emerging
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