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Abstract 
This research focuses on the lived experiences of six young people (YP) in year 9 or 10 attending a mainstream secondary school, with a particular focus on their experiences of student-teacher relationships (STR). The participant group all attended the same mainstream secondary school, were on the school’s special educational needs register for social, emotional and mental health (SEMH) needs and received provision considered ‘additional or different’ (Department for Education, 2015) for behaviour. 

The study underscores the profound influence of these relationships on students' educational journeys, emphasising the need for a deeper understanding of relational practices in education, especially from the perspective of YP. While the existing literature acknowledges the significance of STR in educational settings, there is a noticeable gap in understanding the experiences of students within these relationships, particularly in the context of mainstream secondary schools. To bridge this gap, the study utilises semi-structured interviews and applies the Interpretive Phenomenological Analysis (IPA) research method.

The chosen IPA methodology follows the Larkin et al. (2021) approach and aligns with an epistemological and ontological position rooted in phenomenology. The study's findings reveal three significant Group Experiential Themes (GETs). The first GETs theme, 'She means the world to me,' highlights students' unique bond with their teachers, underscoring closeness and intuitive understanding. The second GETs theme focuses a spotlight on students' experiences of ‘unfairness and disempowerment,' in STR, which sheds light on power imbalances and feelings of injustice impacting their learning and well-being. Lastly, the third GETs theme underscores the importance of 'security and protection’ within STR, fostering a positive learning environment and influencing students' academic and emotional development.

This study seeks to amplify student voices in the discussion on relational practice in education. It concludes by offering recommendations spanning school policies and systemic changes, emphasising the need for a more comprehensive approach to STR that encompasses students' experiences and well-being. In essence, this study advances our comprehension of STR in secondary schools and underscores the essential nature of considering and integrating students' perspectives in shaping future educational policies and practices.
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Chapter 1: Introduction 

Overview of Thesis 
In the initial chapter, the groundwork is established through the introduction of key terminology, definitions, and the elucidation of research inquiries. The current context of Student-Teacher Relationships (STR) is discussed as well as the ‘identification of need’ in school systems. Chapter Two is partitioned into four segments. The first expounds upon various theories concerning the dynamics of STR. The second part delves into motivational theories associated with these dynamics. The third part synthesises pertinent research on STR while the fourth part provides a cogent justification for the necessity of this research. Chapter Three unfolds in dual parts. The first elucidates my ontological and epistemological standpoint, outlines key concepts pertinent to Interpretive Phenomenological Analysis (IPA), and addresses ethical considerations and quality benchmarks inherent in qualitative research. The second part delineates the procedural and design aspects, encompassing inclusion criteria, sample selection, and a detailed overview of the IPA analysis procedure. Chapter Four seamlessly integrates findings and discussions, presenting key emergent themes and immersing the reader in participants' experiences. Finally, Chapter 5 revisits research inquiries, synthesises the key findings, and significance derived from findings, proffers recommendations, and reflects upon the study's strengths, limitations, and implications for future research. 
Research interests 
Chapter One discusses the events that inspired my interest in STR and contributed to shaping my identity and position as a researcher. I outline the research questions and definitions that will be used in this thesis.  

This topic piqued my interest since it emphasises the significance of connections and relationships in education, which is relevant to my experience as a teaching assistant, school science teacher, and Special Educational Needs Coordinator (SENCo). I was drawn to this area of interest following a period of reflection on connections I shared with the students I taught and the importance those relationships had to me. This introspection, in turn, led me to question how Young People (YP) experienced and navigated the STR.

It was during this time that I recognised the intrinsic value of interactions and relational environments I cultivated within my classroom. These interactions with me were dynamic, dialogical, and co-constructive, shaping both my identity and students' identities. These were not one-sided partnerships but mutual interactions, underscoring the importance of interpersonal bonds in the educational process. This meant I wanted to focus my research on experiences of STR for YP attending mainstream secondary schools.
The current context of student teacher relationships  
In part, my focus on STR aims to engage with the evolving discourse on relational practices in schools. I am prompted to explore whether this shift has emerged in response to the previously prevalent behavioural approaches in education.
The behaviourist paradigm is deeply ingrained in UK schools, backed by both academic sources (Harold & Corcoran, 2013; Hart, 2010) and institutional support from government policies (Department for Education, 2016) and the school inspectorate system (Ofsted, 2014). This collective endorsement reinforces the traditional belief that managing children's behaviour through a system of sanctions and rewards is essential for improving classroom performance and fostering pro-social behaviour. However, a recent trend indicates a shift toward relational approaches in schools as a response to the limitations of this one-size-fits-all approach, which may prove ineffective for some YP (Parker et al., 2016).
This shift prompts a critical examination of the reasons behind the growing resistance to behaviourist approaches. The reconsideration often adopts a trauma-informed perspective, offering a rationale for embracing more relational approaches. This emphasis on trauma-informed strategies aligns with the increasing attention given to the broader impact of neuroscience in education, commonly known as the 'neuroturn' (De Vos, 2017), with a noticeable momentum in the discourse (Billington, 2017). However, the translation of neuroscience concepts into practical policies has encountered challenges (Bradbury, 2021), and the field's portrayal as cutting-edge (McGimpsey et al., 2017) raises concerns about potential oversimplification, risking the portrayal of YP in a 'deficit model'. The resurgence of trauma-informed language underscores the necessity for a nuanced and cautious approach to these evolving trends, acknowledging the potential contributions of neuroscience to education while critically evaluating the claims made.
While acknowledging the movement toward relational approaches, it's essential to question why these approaches may not meet the needs of all children to avoid essentialist or 'medical model' lenses in describing YP. This critique challenges the prevailing discourse that leans towards a 'medical model,' a narrative gaining strength in schools, potentially placing behavioural issues solely within the child rather than considering broader contextual factors (Billington et al., 2022). Additionally, the emergence of this narrative prompts reflection on whether it is a response to ‘perceived need’ in schools, particularly concerning behaviour, and the rising demand for educational psychologist support related to Social, Emotional, and Mental Health (SEMH) needs.
Identifying need in the school system 
Schools use the Special Educational Needs (SEN) Code of Practice to identify needs, notably through the SEMH label. A critical psychology perspective highlights the ambiguity of the SEMH label and potential stigmatisation, but pragmatic considerations support its retention due to its integral role in SEN discourse (Penketh, 2014). Ambiguities within SEMH, reminiscent of earlier classifications like Behaviour, Emotional and Social Difficulties (BESD), persist with unclear identification thresholds and a focus on behaviour (Norwich and Eaton, 2015). Arguments against labelling note negative implications (Lauchlan and Boyle, 2007). The increased focus on SEMH needs in schools may overlook societal factors, neglecting personal and environmental influences (Gillman et al., 2000; Timimi, 2009). 
The current emphasis on mental health aligns with societal trends, questioning whether perceived needs within schools shape SEMH adoption. Recognising SEMH limitations is crucial, as it may oversimplify student needs and perpetuate a 'within-child' perspective. Therefore, supporting school staff, families, and students to recognise broader contextual factors is vital (Bronfenbrenner, 1979). 
The reliance on SEMH influences ‘need identification’ but presents challenges in forming a homogenous group due to its potentially oversimplified nature. This tension around labelling becomes apparent when trying to identify a homogeneous group for research, as discussed in Chapter 3.
Research questions
My research questions reflect my epistemological stance and aim to grasp participants' experiences of STR in schools. These are open-ended, exploratory questions aimed at understanding experiences and meanings. 

Primary Research Question (RQ)
The primary research question serves as a gauge to assess the extent to which the research has accomplished its intended goals.

RQ1: What are the lived experiences of the STR for students attending mainstream secondary school? 

Secondary research questions
As per Smith (2004), secondary research inquiries often take a theory-informed direction and are commonly explored within an interpretive framework. In the context of employing the Interpretive Phenomenological Analysis (IPA) methodology, secondary research queries can serve to facilitate theoretical exploration without the primary objective of hypothesis testing.

RQ2: What can educationalists learn from the lived experiences of STR for secondary school students? 

RQ3: What could policymakers learn from the lived experience of STR for secondary school students? 

Definitions 
Student Teacher Relationships 
The dynamics of STR can be separated into four pivotal components. Firstly, it involves the distinctive qualities exhibited by both educators and students, as observed by Pianta et al. (2003). Secondly, this encompasses the subjective perceptions of these relationships by each participant, as elucidated by Sabol & Pianta (2012). Thirdly, it delves into the intricate interactions between these parties, which can either nurture or hinder such perceptions, as noted by Liu et al. (2021). Lastly, the influence of external factors stemming from the surrounding environment, as expounded upon by Bronfenbrenner and Morris (1998), completes this definition of STR.

Relational 
Gergen's (2009) definition of 'relational' informs my understanding of the term and has broad implications for interpreting STR in the classroom. Understanding STR through a relational lens contends that events, things, or entities are not isolated but intricately linked to their context. This theory highlights the dynamic, interdependent nature of relationships and interactions, shaping our view of the world based on how these elements relate within a social and cultural framework. It emphasises the critical importance of connections, interactions, and mutual influence (Gergen, 2009).

Relational theory posits that STRs are not isolated, disconnected entities in a vacuum from the surrounding context. It rejects the idea of understanding phenomena in isolation, emphasising that everything is entwined within a web of relationships. This viewpoint moves the emphasis from the conventional view of students and teachers as separate entities to the importance of connections in education. Gergen's theory will be discussed further in the literature review

Participant group 
The participant group was defined by two terms: 

1) Those on the Schools Special Educational Needs (SEN) register for Social, Emotional and Mental Health (SEMH) needs. The study will utilise the officially recognised term 'SEMH' as per the guidelines set forth by the Department for Education and Department of Health (DfE/DoH, 2015). The adopted definition aligns with the revised 2015 SEND Code of Practice (DfE, 2015). 

2) In addition to this, receiving provision that is ‘additional or different’ (Department for Education (DfE) and Department of Health (DoH), 2015, p. 113) for behaviour.

Introduction Summary 
This chapter delves into the background and motivations behind the study of STR in mainstream secondary schools. My professional journey, from a teaching assistant to a SENCo, inspired a reflective exploration of the significance of relationships in education. Focusing on the evolving discourse around relational practices, the chapter questions the traditional behaviourist paradigm entrenched in UK schools and examines the emerging shift toward relational approaches. The critique extends to the identification of ‘need’ in the school system, particularly through the SEMH label. Research questions and definitions are outlined, with a commitment to exploring the lived experiences of STR for students and deriving insights for educators and policymakers. The chapter sets the stage for further chapters that offer an in-depth exploration of relational dynamics in education, emphasising the interconnectedness of individuals within their contextual and social frameworks.










Chapter 2: Literature Review
[bookmark: _heading=h.gjdgxs]
Introduction
The objective of this current review is to explore the experiences of Student-Teacher Relationships (STR) for students in United Kingdom (UK) secondary schools. The first part of the literature review will centre on exploring the dynamic between students and teachers through diverse theoretical frameworks. These encompass attachment theory (AT), sociocultural theory, humanistic theory and Gergen's relational approach. Part 2 focuses on motivational theories that link to STR. These theories from different paradigms will be critically evaluated, considering STR while acknowledging the possibility of alternative theories being applicable.

The third section of the literature review will look at empirical studies done to assess the influence of STR on academic achievement, engagement, and emotional and social growth. It will also point out gaps in the literature and recommend areas for further research. This critical literature evaluation was done with an emphasis on studies of STR for students attending mainstream secondary schools. 

This review has synthesised information and findings from a diverse range of sources, encompassing both printed books, grey literature, and peer-reviewed publications. I included grey literature within this thesis because there was limited research focused on students’ experiences of STR. Government policy is included because it can give a more comprehensive picture of the present STR landscape and emphasise the practical consequences of research findings. This chapter will finish by identifying the current gap in research and justifying the need for this study to address and overcome that gap.



[bookmark: _Hlk155705043]Part 1: STR from a Theoretical Perspective
On average, children in the United Kingdom spend approximately one-sixth of their lifespan attending school, during which a significant portion of their time is spent in the company of their educators. The interaction with educators constitutes the second-most significant segment of the day, following the duration spent with guardians at home. It's crucial to focus on how teachers and students connect with one another, which is frequently done through the lens of study and theory on parent-child relationships.

Models for framing STR and the roles students and teachers play in fostering them are provided by several theories. The significance of these connections is crucial for learning, development, and emotional well-being and has been elucidated through theories, research, and philosophical viewpoints. Some of these pivotal theories will be examined. 

Attachment theory 
[bookmark: _heading=h.30j0zll]Freud's psychoanalytic theory (Freud, 1938) emphasises the bond between children and their carers, and the connection to personality development and welfare. Freud's theory suggests early attachments affect social interactions and self-regulation, which was later supported by Bowlby (1988). To control emotions, develop a personality, and build relationships, Bowlby argued that early connections with primary carers are essential, strengthening Freud's theory. Bowlby defined attachment as a "lasting psychological connectedness between human beings" (Bowlby, 1969, p. 194). Through this connectedness, a stable relationship develops through consistent, attentive, and empathetic interactions between the infant and its primary carer. These interactions improve cognitive processes that regulate emotions, build moral reasoning, and establish security, self-awareness, and empathy (Schore, 2001; Sroufe & Siegel, 2011).

Bowlby believed insecure attachments evolved if early interactions with the primary carer were unresponsive, inconsistent, or negative, leaving the infant unable to soothe themselves (Sroufe & Siegel, 2011). Bowlby hypothesised that the early experiences of a child with insecure attachments may alter their mental processes and their perception of themselves and others, referred to as the 'internal working model’. Thus, they perceive others as unsafe, untrustworthy, or undependable, and themselves as undeserving of care (Bowlby, 1988). This powerful bond between a child and their primary care-giver establishes patterns for secondary attachments like those with teachers.

Bowlby's theory, when viewed through a feminist lens, faces challenges due to its focus on ‘dysfunctional families’ and its implied call for parental responsibility, often aimed at mothers (Knudson-Martin, 2012). In the early stages of AT, there was a belief in the inherent mother-child connection, downplaying external influences (Birns, 1999). Feminist perspectives oppose the idea of a predetermined mother-child bond, emphasising its susceptibility to social influences (Birns, 1999; Bliwise, 1999). In the context of AT and STR, it could be argued that the theory's focus on interpersonal connections aligns with feminist principles. According to Jonathan and Knudson-Martin (2012), educators should place attachment processes within a broader sociocultural framework, considering gender, culture, and power dynamics. Knudson-Martin (2012) emphasises the significance of understanding AT in relation to larger social factors rather than in isolation.

Incorporating AT into education (Ainsworth, 1989) gives a theoretical framework to understand the role of STR. Adult-child connections at school, according to AT, play a critical role in supporting cognitive and self-regulation development by establishing a sense of security in Young People (YP) and allowing them to explore their academic and social environments (Ainsworth, 1989). In the context of STR, attachment can be seen as the teacher taking on a reciprocal caregiving role towards the child. Riley supports this by stating, "The adult attachment model of reciprocal care-giving and care-seeking is a more appropriate lens through which to view the teacher-student relationship" (Riley, 2009, p. 626). Driscoll and Pianta (2010) suggest teachers can be perceived as 'attachment figures' who provide supportive relationships, proven to mitigate academic challenges for students who may otherwise struggle. Moreover, a strong bond with a kind and compassionate teacher can shield students from the negative impacts of poor relationships with their primary caregivers (Yan et al., 2016), underscoring the potential of these relationships.

Incorporating AT into STR poses challenges, as it doesn't guarantee students develop a ‘fully-fledged’ attachment towards their teachers (Schuengel & van Ijzendoorn, 2001). While teachers may serve as secure bases and safe havens, and students may exhibit attachment behaviours, this doesn't necessarily result in a lasting, deeply rooted attachment bond as defined by Ainsworth (1989).

An attachment bond, in Ainsworth's terms, entails a profound and lasting connection where the partner is significant and irreplaceable. However, this partnership is often neither exclusive nor enduring in school settings. In most educational contexts, students encounter different teachers each academic year, and shared classrooms diminish the exclusivity of teacher-student interactions, especially in secondary education. Additionally, parents typically invest more emotional depth in their relationships with children compared to teachers (Hamilton & Howes, 1992). While teacher-student interactions may not qualify as fully-fledged attachment bonds for most young individuals, it's important to recognise the nuanced nature of these relationships.

[bookmark: _Hlk155624346]Teachers' relationships with students significantly impact learning and emotional development in education. Strong teacher-student bonds can form even when students have insecure attachments, as explained by Bergin and Bergin (2009): "If teachers can behave in ways that disconfirm the insecure child's internal working models, then a secure relationship can develop between teacher and child" (p. 155). This highlights teachers' potential to influence students' attachment working models and the success of relationships.

Research has investigated insecure bonds between educators and students, revealing instances where students experience discomfort in the presence of their teachers, which can impede their learning capabilities or lead to emotional and behavioural resistance. This is shown by Moullin’s et al. (2014) research, which found people with 'insecure attachments' experience difficulties with learning a language, completing schoolwork, and participating in social activities.

Recognition of AT in relation to STR is systemic, with Levy et al. (2012) reporting that Bowlby's psychoanalytic AT has become interdisciplinary, influencing educational systems widely. For example, schools and Educational Psychology Services (EPS) in the UK have adopted relational behaviour policies that focus on relationships rather than behaviourist approaches. These policies are shaped by theoretical perspectives like AT, which emphasise secure therapeutic relationships for individuals with difficult early life experiences (Parker et al., 2016). In contrast, Webster and Knotek (2007) note that AT's application to psychology-based practices within educational institutions has been limited.

[bookmark: _Hlk155624740]The theory of attachment has faced criticism, especially in an educational context. Doyle and Cicchetti's (2017) study suggests that early insecure attachment qualities may not predict insecurity with secondary attachment figures like teachers. Smith et al. (2017) raise concerns about AT's empirical validity, with some attributing the lack of empirical support to methodological restrictions rather than inherent theory flaws. Critics argue AT is overly deterministic (Duschinsky et al., 2015), overlooking the complexity of human connections and individual agency's influence on attachment styles (Main et al., 2011). School-based attachment training may be criticised for emphasising the child's attachment type over the educators’, overlooking the STR dyad, and promoting a 'within-child' perspective.

AT is also criticised for its Westernised cultural perspective, neglecting diverse family structures and cultural backgrounds in UK schools. Moreover, its applicability in describing student-teacher dynamics may be limited, as teachers in this setting may only function as “ad hoc attachment figures” (Zajac & Kobak, 2006, p. 59).

Sociocultural theory
As Vygotsky and Cole's (1978) work demonstrates, the idea that learning is a social process has received widespread acceptance in academic literature (Newman and Latifi, 2021). Giles et al. (2012) proposed that because learning is, by its very nature, a social process, relationships are fundamentally important to the educational experience. The sociocultural learning theory developed by Vygotsky and Cole (1978) centres on the notion that social contact is essential to learning and the source of society and culture. According to the ‘zone of proximal development’ (ZPD) idea, learning occurs when a student and teacher collaborate and scaffold each other's learning. The ZPD is the region where social interaction can promote cognitive development (Briner, 1999).

Vygotsky proposed that learning happens first through social contact (inter-psychological learning) and subsequently through mental structures (intra-psychological learning). According to Vygotsky's theory, social interaction has a significant impact on cognitive development and engagement with people who have more knowledge and experience, which facilitates learning. Vygotsky emphasises, "All higher functions have their roots in genuine relationships between people" (Vygotsky, 1978, p. 57), which demonstrates the significance of establishing a conducive and cooperative relationship between students and teachers.

Humanist principles
Carl Rogers (1951, 1979), a humanistic, person-centred approach advocate, recommends teachers act as learning facilitators, fostering a caring environment. A student-teacher partnership should embody empathy, understanding, warmth, and sincerity, yielding positive outcomes. Rogers suggests teachers see the world through their students' eyes, promoting diversity and individual culture (Rogers, 1969).
 
Scholarly discourse emphasises facilitating students' adjustment in the educational environment, especially those considered 'at risk,' through humanistic teacher-student interactions (Fitzsimmons et al., 2019). Humanistic values of honesty, justice, care, and respect, as discussed by Loe (2017), strengthen relationships in schools. Prioritising interpersonal connections to promote personal and academic progress aligns with a humanistic perspective. Carroll & Hurry (2018) evaluate research on STR, noting the significance of non-coercive, humanistic methods and emphasising trust and respect. 

One notable critic of humanistic psychology is Jerome Kagan, a prominent psychologist known for his work on child development (Kagan, 1984). While Kagan's critiques aren't solely focused on STR, I propose they could encompass aspects of humanistic psychology that can apply to educational contexts. Kagan has criticised humanistic psychology, particularly its emphasis on self-esteem and unconditional positive regard (Kagan, 1984). He argues that the emphasis on self-esteem as a central factor in learning and well-being might oversimplify the complexities of human motivation and development.
 
Kagan states that self-esteem is not the sole predictor of success and that it doesn't adequately capture the multifaceted nature of human behaviour and learning. In the context of STR, Kagan's critique could be seen as challenging the notion that unconditional positive regard and constant validation are the most effective ways to foster learning and emotional growth. There is an argument that a more balanced approach that considers a variety of motivations, emotions, and developmental factors is needed. Kagan's criticism encourages a nuanced perspective that recognises the diversity of individual experiences and the complex interplay of various factors in STR, rather than solely relying on the principles of humanistic psychology (Kagan, 1984).

Gergen’s relational theory
Gergen's relational theory (2009) contributes to social constructionist understandings of STR by highlighting the centrality of the relational process. Gergen argues that inherent to human nature is our ‘relational essence’, asserting that interactions play a vital role in shaping all facets of the human experience (Wortham and Jackson, 2012). According to Gergen, "all intelligible action is born, sustained, and/or extinguished within the ongoing process of relationship" (Gergen, 2009 xv). Fundamentally, Gergen considers us all to be ‘relational beings,’ and ‘relational processes’ lie at the heart of our being, forming our many ontological viewpoints.
.

This perspective aligns with Wortham and Jackson's (2012) assertion that teaching should be viewed as a relational act, where teachers play a critical role in shaping how children learn, encompassing relational practices, habits, and emotions. Gergen's theory advocates for promoting connections in education rather than prioritising the development of an independent mind, emphasising teaching is inherently relational and essential for the well-being of all involved. Students are not isolated entities but rather "individuals woven into contexts and knowledge through relations," viewing knowledge as contextualised and actions as diverse (Gergen, 2009, p. 10). Moreover, this viewpoint underscores the collaborative nature of learning and knowledge formation, positing that meaning and knowledge are co-constructed through coordinated actions within these connections. It implies that STR facilitates a collective process of meaning-making wherein both teachers and students actively engage. Sabol and Pianta (2012) reinforce relational theory by claiming that the process of developing positive STR primarily revolves around establishing and maintaining relationships.

To provide a critical perspective, it could be argued relational theory ignores the significant roles played by other life contexts, such as the natural world and our profound ties to historical culture. This limitation minimises the complexity of a school environment, leading some to argue that it is inadequately relational (Slife, 2004). In the context of schools, Gergen's perspective on the exclusive role of human interactions in constructing meaning could have implications for how educators approach curriculum design and student engagement. For example, critics of Gergen's perspective argue that such an exclusive focus on interpersonal interactions in the classroom might hinder students' ability to deeply connect with the subject matter (Slife and Richardson, 2011).

Gergen's (2009) notion of 'relational' resonated with my experience as a teacher and Special Educational Needs Coordinator (SENCo), as it emphasises the importance of enhancing engagement in relational processes and encourages all school staff to embrace a relational perspective of self and knowledge. 



Part 2: Theoretical Frameworks for STR 
One of the prevailing ideas about STR is that relationships generate positive feelings that motivate people to perform better, thus leading to better academic performance. How educators engage with children can significantly impact their level of motivation, sense of school belongingness, academic performance, and psychosocial well-being. STR and motivation are present within three distinct theoretical frameworks, namely AT, models of social support, and Self-Determination Theory (SDT). To fulfil the objectives of this thesis, I will provide an overview of SDT and Wentzel’s concept of relatedness.

Self-determination theory and STR
Kincade et al. (2020) proposes that SDT serves as a conceptual framework for understanding the mechanisms behind STR and links to the positive effect on academic success and participation. Research indicates SDT proposes a constructive association between a student's feelings of autonomy, competence, and connectedness within their educational context and their propensity to participate in academic endeavours, attain improved performance results, and enjoy heightened overall well-being. Positive STR may therefore support these fundamental psychological needs and encourage students to achieve academic success.

Individuals have three primary psychological requirements, according to Deci and Ryan (2004), and one of these is relatedness, which is the need for secure relationships. According to Vansteenkiste et al. (2006, p. 3), relatedness is the emotional state characterised by "the experience of warmth, bonding, and care... and is satisfied by connecting to and feeling significant to others." Relationship frustration, on the other hand, is accompanied by feelings of social alienation and isolation. Thus, educators can foster a sense of inclusion among their students through the cultivation of trustworthy and compassionate connections. The development of intrinsic motivation is subject to environmental and interpersonal factors, which, within an educational setting, take place through STR.

Educators can fulfil students' social and psychological needs, like relatedness, competence, and autonomy, by being supportive partners (Stroet et al., 2015). In the context of SDT, fostering connections is vital for relatedness (Chen & Jang, 2010; Ryan & Deci, 2017). Deci and Ryan (2010) suggest that meeting the need for relatedness in education can boost motivation, leading to active participation, resilience, and innovative problem-solving. Bakadorova and Raufelder (2018) support this by indicating teacher warmth and involvement can enhance motivation, engagement, and a sense of relatedness for students.

Relatedness and STR
Wentzel (2009) is well-known for his work on the relationship between teacher engagement and students' sense of relatedness. According to Wentzel et al. (2017), 'involvement' entails expressing care for students' well-being and offering emotional support. Teachers can develop caring and constructive connections by clearly articulating behavioural requirements, being available to assist students, providing emotional support, and ensuring personal safety (Wentzel et al, 2010). Educators who engage in such practices facilitate the cultivation of a perception of affiliation and interconnectedness (Wentzel et al, 2017), thereby fostering a constructive self-concept and aspirational goals (Wentzel et al, 2017). This is reported to improve grades and test scores, peer connections, and behavioural styles (Wenzel, 2009). Additionally, important motivational aspects are improved, such as self-efficacy, intrinsic value, and academic aspirations (Wentzel, 2009).

In summary, the theories indicate the provision of social support, and the cultivation of positive relationships can exert a noteworthy influence on both academic performance and individual growth. Hence, educators must promote and enable avenues for students to establish robust and positive relationships.



Part 3: Research on STR 
Introduction
This literature review focuses on key areas of STR research, including interactions with students, educators, and young people with Social, Emotional, and Mental Health (SEMH) needs. This section examines the research on STR and its relationship with social skills, well-being, academic success, and school affiliation. It also highlights the protective role of STR and examines barriers to positive connections within secondary educational settings. While many studies have explored students' perspectives on STR, few have delved into interpretive phenomenological aspects. During this section, I will highlight when the research relates to the specific cohort and when it is related to the broader student population. This section aims to pinpoint a research gap to justify the current thesis.

Student and teacher voice 
Student voice of STR
Research in this section can be applied broadly to students in general. Previous research that prioritises student perspectives can be used to obtain a better knowledge of STR and the themes that are important to students, the importance of these connections, and the resulting outcomes arising from such associations. According to Cefai and Cooper (2010), there is evidence to suggest students prefer teachers who possess qualities such as warmth, concern, amiability, reliability, consistency, and support. These characteristics are also recognised as encouraging productive student-teacher interactions (Pomeroy, 1999). In addition, students are reported to want teachers to be consistent in their connections (Lloyd-Jones et al., 2010) because they want genuine connections in their complicated lives (Munford and Sanders, 2015; Sapiro and Ward, 2020).

Students seek equitable relationships, fostering belongingness and positive social interactions, which enhance academic outcomes. They desire teachers to value their opinions, actively listen, and show respect (Cefai and Cooper, 2010). Academic literature highlights the importance of respectful treatment and educators' belief in students' abilities (Cefai and Cooper, 2010; Jahnukainen, 2001). Furthermore, they wish for respect, fairness, and a voice to address perceived injustices (Jahnukainen, 2001). 

Ecclestone and Hayes (2019) suggest an emphasis on student voice in education results in students developing an 'inner focus,' which, they argue, fosters heightened concerns and introspection rather than cultivating aspirational, resilient, and positively oriented learners. Their central concern is that while emotions have always played a role in education, they should not become the primary focus.

Ecclestone and Hayes (2019) argue educators must consider the fundamental goals of education to avoid losing sight of the true goal. Their perspective questions the balance between emotional well-being and intellectual growth in educational approaches. However, since Ecclestone and Hayes's book in 2019, substantial education reforms addressing well-being have been implemented (Department of Education (DfE), 2021). While they raise valid concerns about education's goals and therapeutic concepts, education is diverse, with varying objectives. Emotional well-being need not conflict with intellectual growth; they can complement each other by creating a safe and supportive learning environment (Kristjánsson, 2019). Therapeutic concepts, like social-emotional learning, can equip students with valuable life skills, enhancing both personal and academic growth (Gedikoglu, 2021). Thus, there is no single ‘true’ goal for education; it encompasses academic achievement, personal development, and life preparation (Gedikoglu, 2021). Therefore, balancing these goals to fit specific contexts and student needs is essential for holistic development.

Teacher voice of STR
Prior research often neglects students' perspectives on STR, primarily focusing on educators. Fitzsimmons (2021) explored teachers' experiences of STR in alternative provisions, utilising Interpretive Phenomenological Analysis (IPA) and Attachment Theory (AT). Fitzsimmons findings are helpful as the study specifically addresses students with Social, Emotional and Mental Health (SEMH) needs which aligns with the cohort in this research. The study revealed four themes: establishing connections, emotional aspects, embracing one's entirety, and dealing with disconnections. It was argued that STR have humanistic qualities that are vital for student engagement. However, educators perceive a need to improve their relationship-building skills by understanding psychodynamic and attachment theories (Fitzsimmons, 2021).

The Student-Teacher Relationship Scale (STRS) is a commonly used tool for evaluating teachers' perceived relationship quality with individual students, including closeness, conflict, and reliance, according to Hamre and Pianta (2001). The STRS was created to evaluate how well a teacher gets along with a single student as well as the general quality of the relationship for the broad population of students. However, it has limitations as it primarily relies on educators' reports, and there's a need to incorporate young people's perspectives (Murray & Zvoch, 2011).

Research on developing STR
Factors of positive STR
Research highlight factors influencing STR effectiveness, which can be applied broadly to students in general. According to Fredriksen and Rhodes (2004), excellent STRs are marked by minimal conflict and closeness, which fosters young people’s curiosity while also improving their emotional, cognitive, and social abilities. A key factor is a teachers' ability to balance classroom structure and student independence, impacting student ownership of education, motivation, and self-perceived competence. Fredriksen and Rhodes (2004) state educators can effectively address children's social and academic needs through an inclusive and encouraging environment. Various factors, including students' gender, socioeconomic status, academic achievement, and cultural background, influence educators' teaching approaches. This is supported by Kesner (2000), who reports that teachers' self-perceptions, efficacy assessments, and expectations for students collectively shape their pedagogical methods.

According to Lloyd-Jones et al. (2010), educators' personality traits significantly influence their ability to establish trusting relationships with students. Research also links the effectiveness of STR to teachers' attachment relationship with their caregivers. Lloyd-Jones et al. (2010) examined primary school teachers' stress levels and their connections with students they classed as ‘challenging’. According to the findings, highly stressed teachers may display negative emotions, potentially leading to confrontational interactions. Conversely, according to Coie and Koeppl's (1990) research, pupils who have difficulties with attention or disruptive conduct have problematic relationships with teachers, which may lead to a severe and punitive teaching approach. When this happens, they are less inclined to bond with adults, therefore, those dissatisfied with the school environment often have less supportive teacher connections (Coie and Koeppl, 1990).

SEMH needs and STR
Fitzsimmons (2021) researched the STR with teachers working in a specialist SEMH provision. This research holds particular significance as it centres on students with SEMH needs, aligning closely with the cohort under examination in this thesis. The direct relevance to young people (YP) with SEMH needs enhances the connection to the primary focus of this study. The study used IPA methodology, which has only been employed in a limited number of research papers in this area. Fitzsimmons (2021, p. 20) asserts teacher attributes like “warmth, kindness, care, calmness, understanding, reliability, consistency, supportiveness, trustworthiness and being respectful” encourage positive STRs in students with SEMH needs. Furthermore, students stated they want to be treated with respect and to be able to communicate their concerns when mistreated. This sentiment aligns with the findings of research by Cefai and Cooper (2010), where students expressed their wish for greater involvement in decision-making processes and the chance to express their viewpoints. This desire for involvement and participation can contribute to a more positive school environment and increased motivation among students. This underscores the importance for educators to create opportunities for student input and actively listen to their perspectives. According to Pomeroy's (1999) study, students indicated a preference for a more equitable distribution of authority, and they desired STR characterised by a pastoral and humanistic approach rather than an authoritarian one. The findings highlight the need to provide an educational setting in which young people feel valued and respected. Educators must include students in participatory decision-making processes to foster a sense of ownership and accountability for their learning. Furthermore, students expressed the desire for equitable treatment, free from judgement, blame, or ridicule (Cefai & Cooper, 2010).

YP with SEMH needs seek an 'ideal STR' characterised by a caring connection where teachers know, listen, communicate, and explain. They prefer adult-like relationships emphasising pastoral support over punitive methods (Fitzsimmons, 2021). Since the focus of this research is students with SEMH needs, the findings by Fitzsimmons (2021) are especially relevant to the cohort that this thesis is examining. Browne's (2013) research correlates students' confidence with positive STR, echoing humanistic educational principles valuing compassion and individuality. Students desire recognition as whole individuals, underscoring the significance of a friendly and inclusive learning atmosphere that fosters growth and self-discovery (Kazanjian & Choi, 2016). These findings are applicable broadly to all students and acknowledge teachers' roles as facilitators of this process, not just knowledge transmitters (Kazanjian & Choi, 2016).

Students with SEMH needs are reported to appreciate teachers who understand their challenges, empathise without judgement, and may relate through personal experiences. Studies show students enjoy authentic teacher interactions and sharing common interests, enhancing connections and fostering a positive learning environment (Sapiro & Ward, 2020). Munford and Sanders (2015) and Sapiro and Ward (2020) conducted research that underscores the value of authentic connections addressing students' needs over utilitarian relationships. Emphasising genuineness, as advocated by Miller and Stiver (1997), suggests teachers should focus on building real connections, offering relevant and engaging content to create a positive learning environment, and recognising and meeting each student's unique needs to support academic success.

Relationships in secondary school
During secondary school, students undergo significant changes in their lives. They are exposed to new environments, people, and experiences that can be overwhelming. During this period, studies that can be applied broadly to students, in general, suggest a reduction in the quality of connections between students and their teachers, particularly as students enter secondary school and progress through the academic year, as highlighted by research conducted by Ciarrochi et al. (2017). This is supported by Bayram Özdemir et al. (2019), who conducted research revealing unfavourable attitudes towards STR tend to become entrenched over time during secondary school. After transitioning to secondary school, research suggests a tendency for a deterioration in the standard of relationships, the amount of student participation, and academic accomplishment. As a result, the significance of student-teacher connections becomes even more vital (Hughes & Cao, 2018). Hence, educators need to prioritise constructing significant bonds with their students throughout secondary school. By doing so, they can help mitigate the negative effects of this transitional period and set their students up for success both academically and personally.

Teacher training and STR
The establishment of robust social and emotional skills in students is commonly recognised to hinge on the teacher's proficiency in attending to their social, emotional, and behavioural needs (Lloyd-Jones et al., 2010). This research is relevant to the cohort within this study as they are identified as having SEMH needs, and thus may require additional provision for social, emotional and behavioural support. This suggests teachers should develop their skills as practitioners to holistically support YP, and therefore this should be recognised as part of a teacher's role and during teacher training. Despite this recognition of the importance of the teacher's role, Hagenauer et al. (2015) have suggested the lack of concentration on relationships among teachers can be attributed to their emphasis on curriculum and assessment during their training. Additionally, according to Alvarez-Hevia (2018) and Maher and Fitzgerald (2020), the training initially offered to educators lacks sufficiency in equipping them to effectively cultivate productive connections with their students.

As per the ‘Teachers' Standards’ (DfE, 2013), it is imperative for educators to foster good connections with their students, albeit within the framework of managing their conduct. The guidance document addressed the topic of STR as the seventh point on an eight-point list (DfE, 2013). However, this order of priority may not align with the findings of the aforementioned studies and fails to recognise how STR underpins the educational experience for YP.

The Education Inspection Framework by Ofsted (2019) emphasises the significance of establishing constructive and courteous relationships. It is recommended educational leaders provide supplementary instruction and resources to teachers to create and maintain positive relationships with their students (Ofsted, 2019). 
This may involve mentoring teachers on how to cultivate and regulate productive relationships with students who exhibit challenging behaviour or are more susceptible to unfavourable consequences (Williford et al., 2017). Teachers who are aware of their obligations and consciously focus on developing positive relationships with students create learning environments that encourage educational, interpersonal, and emotional development (Reeves and Le Mare, 2017).

Research on the impact of STR
Importance and impact of STR
The literature in this section can be applied broadly to students in general and suggests positive STR can be associated with favourable outcomes for both teachers and YP (Claessens et al., 2017). According to Williford et al. (2017), the STR's dyadic character means that it is dependent on and required for positive results in a variety of areas, including academics, social relationships, emotional well-being, and behavioural patterns. According to Hattie (2009), the impact of the STR on the social and academic achievements of typically-developing YP has been extensively investigated. Research has demonstrated establishing effective connections between students and teachers can yield positive outcomes. Cornelius-White (2007) carried out a systematic review of studies focused on analysing the success of learner-centred interactions in schools. The study's findings showed the students reaped numerous advantages, including heightened engagement, refined analytical skills, elevated levels of contentment, improved mathematical proficiency, better academic performance, improved attendance, reduced disruptive behaviour, heightened motivation, improved social connections, and increased self-esteem and perceived achievement (Cornelius-White, 2007). According to Cornelius-White's research, the utilisation of humanistic and person-centred methodologies, including empathy, warmth, and collaboration, can result in strong STR.

Academic outcomes
An increasing body of empirical research which can be applied broadly to students, in general, suggests cultivating favourable STR can result in several advantages in the educational environment. Additionally, research has demonstrated fostering interpersonal relationships within academic institutions can positively impact academic performance (Peterson & Bonell, 2018). In their research, Bergin and Bergin (2009) identified a favourable association between the calibre of teacher-student interactions, characterised by a sense of security and motivation, and a reduction in behavioural challenges alongside enhanced academic accomplishments.

Positive teacher-student interactions significantly impact student behaviour, involvement, and academic success, according to Sabol and Pianta (2012). Roorda et al. (2017) also found a link between positive STR and improved academic achievement, and student involvement. This is supported by Wentzel et al. (2017), who identified a strong correlation between students' goal orientations, academic efforts, and STR. Furthermore, according to Diaz et al. (2017), connections between teachers and students in the educational environment are significant determinants of academic accomplishment (Lippard et al., 2018). 

Impact of STR on social, emotional, and psychological adjustment
A previous study has underlined the significance of positive STR in fostering the emotional and social growth of students (Heatly & Votruba-Drzal, 2017). This research stands out for its specific focus on emotional and social growth, aligning with the importance of the cohort with SEMH needs as the focus participant group in this thesis. Roorda et al. (2011) reported that the strength of the link between STR and behavioural engagement is stronger in secondary school students when compared to primary school children. According to Shreeve et al. (2002), the effectiveness of the STR in motivating students and managing behaviour surpasses that of formal behaviour systems. This assertion is supported by feedback from students, as reported by Mansfield (2007) and Shreeve et al. (2002).

A wealth of research shows characteristics of STR, such as sensitivity, responsiveness, warmth, and perspective-taking, influence children's development of these skills through day-to-day interactions. These results support the idea that interactions and relationships between adults and children are crucial proximal processes that add up to shape development across time (Bronfenbrenner & Morris, 2006). Therefore, educators must prioritise creating good connections with YP to promote their overall well-being and emotional and social development. These connections can lay the groundwork for children's future success in a variety of aspects of life. 

Roorda et al. (2011) have described the affective, or emotional, components of STRs. The importance of warmth and empathy in STR is emphasised, as it has been found that these traits are linked to social competence. According to Tayler (2015), the establishment of interpersonal connections within the school environment can facilitate the restructuring of relationships and foster resilience. The statement underscores the significance of social relationships beyond the domestic setting, particularly in educational institutions, where engagements with social peers and educators can promote positive conduct as well as academic and affective wellness (Tayler, 2015).

Further support from Kennedy and Kennedy (2004) suggests the STR can develop into a bond that bears resemblance to that of a primary caregiver and a child, owing to the emotional and physical proximity between them. The establishment of this bond possesses the capability to furnish children with a sense of assurance and safeguard them from psychological strain. Moreover, positive STR has also been linked to improved emotional and social adjustment in YP (Breeman et al., 2015), enhanced resilience (Yu et al., 2018), and a sense of well-being (Moore et al., 2018). The above-mentioned studies indicate implementing relational strategies can cultivate a favourable educational atmosphere, underscoring the significance of positive interpersonal exchanges in advancing social and emotional development and thereby enhancing academic performance. 

Barriers to STR
Several challenges need to be addressed before establishing effective relationships between students and teachers can be accomplished. Previous research that can be applied broadly to students in general suggests that characteristics like ethnic origin, gender, and socioeconomic status impact variances in the quality of STR. Specifically, individuals from low socioeconomic backgrounds, males, or people of colour are more susceptible to having poor relationships with their teachers, according to Hughes et al. (2005) research. Roorda et al. (2011), and Hajovsky et al. (2021). Despite this, empirical data suggests these cohorts can derive significant advantages from robust STR (Winding & Andersen, 2015).

Although STRs have a crucial function in advancing school inclusion, obstacles have been recognised in the execution and maintenance of these approaches. Institutional limitations are among the obstacles that prevent the development of productive interactions between students and teachers, such as rigid behaviour management policies, as well as interpersonal factors, such as teachers' perceptions of students' behaviour (Cefai and Cooper, 2010). Additional challenges due to budgetary limitations and a heightened emphasis on academic performance mean educators are currently facing reduced opportunities and resources to cultivate positive relationships with students (Chowa et al.,2013).











Part 4: Research Justification
Cornelius-White (2007) carried out a systematic review of correlational research to examine the influence of teacher characteristics on pupils. The findings highlighted non-directivity, empathy, and warmth as the most influential teacher variables. According to Johnson and Johnson (2008), actions like being available and showing empathy significantly influence students. These findings emphasise the need for further qualitative research on students' experiences of STR.

It is critical to note that the method by which student voices of STR are gathered in research has an epistemological perspective. The notion of ‘epistemological oppression’ is significant because it has influence over meaning-making and knowledge construction in this area (Sewell, 2016). The absence of research on students' voices could be considered as ‘epistemological oppression’ because there is a focus on teachers' impressions of STR without a balance of student perspectives. Even when YP has been the subject of research, there has been a lack of focus on their lived experiences, making it difficult to examine phenomena as their views are presented by separating them from their context (Halliday, 1973). This study will focus on the use of IPA, which is stated to assist me in getting ‘closer’ to the students’ experiences (Larkin et al., 2006), which allows me to get closer to their ‘lifeworld’ (Carpenter, 2009).

Prior studies have attempted to examine the complexity of STR using simple methodologies that fail to take into consideration the complexities of such relationships as YP experiences them. As previous research has predominantly concentrated on educators' viewpoints, there exists a notable gap in the academic discourse that centres on the perspectives of students regarding their experiences of STR. Holder (2022) studied teachers' opinions on STR in an alternative setting, and Sharrad et al. (2022) utilised IPA to examine the experiences of STR for primary school teachers. Fitzsimmons (2021) used IPA to concentrate on the rupture and repair of relationships in STR from the viewpoint of teachers in alternative provisions. 
[bookmark: _Hlk155626827]The experiences of students in mainstream secondary schools, however, are less well understood, as much of the focus of STR is based on the experiences of teachers or support staff (Holder, 2022; Fitzsimmons et al., 2019). The most current study in this field, by Cramond (2021), uses IPA to examine teachers' and adolescents' perceptions of positive STR in secondary education. However, it could be argued Cramond (2021) did not choose a homogeneous group because the subject is being investigated from distinct viewpoints, those of teacher and student. 
Moreover, the primary emphasis of this study is on the overall experience of STR rather than solely on the positives of the relationships, as done in Cramond’s (2021) research. 

The purpose of this research is to gather empirical information to answer the research question, ‘What are the lived experiences of the STR for YP attending mainstream secondary school?’ Rather than predefined features, the major focus of the study is on evaluating the "quality and texture of experience" (Willig, 2013, p. 8) and the meanings attributed to experiences. The area of STR holds significant value for the Educational Psychology Doctorate programme as it enables Educational Psychologists (EPs) to collaborate with educational institutions to gain insights into the formation and fundamental characteristics of STR. Additionally, EPs can advocate for the positive correlation between favourable STR and beneficial outcomes, as supported by Cornelius-White (2007) and Roffey (2013). EPs have the potential to empower YP to share their experiences of STR, as suggested by Todd (2007). By amplifying the experiences and narratives of young individuals regarding their interactions with educators, EPs can facilitate the transformation by acting as catalysts for change in this domain (Hardy & Hobbs, 2017; Todd, 2007).

Literature review conclusion
Some of the key theoretical approaches to STR have been critically examined in this literature review. It has also emphasised the need for additional research to obtain a more thorough knowledge of this complicated phenomenon by highlighting some of the difficulties and limitations of these results. Academic research about STR has identified a variety of favourable consequences for students. The favourable consequences encompass enhanced academic performance, heightened drive and involvement, and greater socio-emotional growth. Nonetheless, the study emphasises the need to consider factors that exist in the context of these relationships, such as cultural gaps and power imbalances. Despite evidence showing the importance of STR in fostering student functioning, limited knowledge exists regarding the optimal strategies for cultivating these connections from the perspective of YP, particularly in the context of secondary education.
[bookmark: _heading=h.1fob9te]























Chapter 3: Methodology
Part 1
Introduction
This section demonstrates how the study objectives influenced my decision to use Interpretive Phenomenological Analysis (IPA) as a methodology. It demonstrates the foundational ontological and epistemological aspects of my research, introduces crucial IPA concepts, and explores their implications for the study. The chapter also covers the three philosophical branches—phenomenology, hermeneutics, and idiography—that underpin IPA. Subsequently, it addresses concerns about the research's quality, rigour, and reliability. The chapter finishes with an overview, including sampling, recruiting, and data collection, and following that, an overview of transcribing and the IPA method.
Phenomenological ontological and epistemological position
This research is consistent with a phenomenological position both ontologically and epistemologically, as well as aligning with the research objectives. I spent a significant amount of time grappling with my ontological and epistemological viewpoint, and some of my reflections are described in reflective log 4 in Appendix 1. 

Ontology is frequently illustrated as a continuum that stretches between two fundamental philosophical viewpoints in research (Robson, 2002). One of these perspectives, known as the positivist or realist paradigm, establishes an epistemological foundation for research by affirming the existence of overarching principles that govern human behaviour. Kornuta and Germaine (2019) argue that like the realm of the physical world, individuals possess the capacity to perceive these truths and develop methodologies to examine and scrutinise them. Realist ontology recognises the existence of a tangible, objective ‘reality’, presupposing that something exists and can be explored and defined through empirical inquiry (McEvoy & Richards, 2003).

At one end of the continuum, there are relativist viewpoints, which, in their most radical manifestation, contend that our understanding of reality is solely influenced by our human awareness, making it inaccessible to anyone except the individual (Robson, 2002). However, relativism claims that ‘reality’ is a subjective feature of human experience that contains “as many different realities as there are people" (Levers, 2013, p. 2).

Quantitative research methodologies are often compatible with using measurements and data to investigate a given issue. This perspective, also known as naive realism, asserts that researchers can conduct impartial investigations on human subjects and draw conclusions about them. Kornuta and Germaine (2019) propose the interpretation of experience is inherently subjective and contingent upon the person’s contextual understanding, precluding true objectivity. This epistemological perspective is better suited to qualitative research approaches, which often explore the domain of human experiences, the interpretation of events, and providing explanations without claiming to provide definitive answers or absolute truths (Willig, 2013).

Phenomenological techniques in qualitative research fall between realism and relativist epistemologies, according to Willig (2013). Willig (2013) defines interpretive phenomenological research as exploring and reflecting on an individual’s encounters within a social, cultural, or psychological context.

The study of knowledge, including what constitutes knowledge and whether or not it can be obtained, is referred to as epistemology (Willig, 2008). In this research study, I employ a phenomenological method, which means I start from the premise that an individual's experience is genuine for that person, but it is also subject to interpretation and reinterpretation by both the person experiencing it and other people. In agreement with Ponterotto's (2005) approach, I believe knowledge is essentially subjective and is situated inside the created reality of one's own experiences. Participants in this study participated in a continuous process of sense-making (meaning) of their experiences by sharing their unique encounters and experiences from a subjective standpoint. 
Interpretative phenomenological analysis
Larkin et al. (2021) provide an overview of several of the most influential philosophers in phenomenology's history. In this section, I will examine three of these philosophers' ideas around phenomenology, idiography, and hermeneutics.
 
Phenomenology, hermeneutics, and idiography (Smith, 2011) constitute the three foundational philosophical elements of IPA that I will explore in the context of my research. My examination of IPA led me to Larkin et al.'s (2021) interpretation of phenomenology, which highlights how our experiences are shaped by our bodies, emotions, and cognitive processes. Husserl, a philosopher and physicist, initially emphasised the importance of phenomenological inquiry, which involves an exploration of an individual's experiences. The basic goal of IPA is to examine how people acquire meaning from their life experiences and interpret those events in a variety of ways. This approach seeks to comprehensively delve into participants' experiences while transparently conveying my perspectives and understanding (Smith, 2011). As noted by Wagstaff and Williams (2014) and Mertens (2015), IPA prioritises the participant's role in the research process, providing a framework for expressing and comprehending specific phenomena.
Phenomenology 
Rather than being a methodology, phenomenology is a school of thought influenced over time by numerous thinkers. Phenomenology emerged in the 20th century with contributions from figures like Heidegger (1962), Husserl (1927), Sartre (1943), and Merleau-Ponty and Smith (1962). Unlike the dominant positivist viewpoints of the period, which valued scientific and objective knowledge, phenomenology evolved as a theoretical framework emphasising the subjective perception of lived events (Smith, 2011).

Husserl (1927) proposed a phenomenological framework to examine the concept of 'attitude' using intentionality and reflexivity to explore the core essence of human experiences. This required 'letting go' of preconceived notions and beliefs, directing attention to the fundamental subjective experience of the phenomena under consideration. He introduced a technique called 'bracketing' to achieve this (Husserl, 1927), promoting a deeper, unbiased exploration of participants' experiences. In the context of IPA, Heidegger's critique might emphasise the limitations of solely emphasising individual consciousness and argue for a more contextual, existential, and hermeneutic approach. Heidegger's perspective suggests exploring how human existence and the surrounding world shape experiences, delving into the every day and the interpretive aspects of participants' narratives in a broader, more holistic manner. Smith (2011) identifies prior knowledge, assumptions, and preconceptions as ongoing interpretive 'obstacles' in IPA research. In contrast, Heidegger and Gadamer's approach challenges the concept of 'bracketing,' which involves isolating a researcher's personal experiences from the analysis. Instead, they suggest a researcher's knowledge and assumptions should be integrated into the data interpretation process (Larkin et al., 2006).

Sartre's existential phenomenology presented the idea people continually shift because of their experiences, describing them as "constantly evolving" (Kierkegaard, 1974, p. 79). Sartre proposed the self as a fluid process of existence within relationships and explored the notion of 'nothingness' and its impact on our perception (Sartre, 1943). Sartre's approach underscores the role of interpretation in IPA and its connection to creating meaning.

According to IPA principles, each person's contact results in a multitude of different realities linked to the 'same' phenomenon (Larkin et al., 2006). Consequently, phenomenology prioritises personal experiences over the pursuit of generalised worldly knowledge (Willig, 2000). The objective is to delve into the distinctive personal and common experiences of the participants. The IPA research approach is rooted in phenomenology, which permits the exploration of the individualised process of creating meaning (Brocki & Wearden, 2006) and how individuals ascribe significance to a specific phenomenon (Hood, 2016). Thus, the emphasis lies more on 'how' an experience is perceived by the individual than what we may already assume about it.

Idiography 
The idiographic method, defined as an attempt to comprehend "the particular" (Smith, 2011, p. 29), constitutes the second fundamental tenet of IPA. In the context of IPA research, each person is expected to “offer a personally unique perspective on their relationship to, or involvement in, various phenomena of interest." (Smith, 2011, p. 29). IPA is deemed idiographic because its participants are regarded as unique individuals who are invited to share their experiences situated within specific contexts and time frames. This necessitates a thorough exploration of each participant's experience, with a concentrated focus on the “particular” (Larkin et al., 2021, p. 26).

However, it's essential to recognise this emphasis on uniqueness in the process of identifying themes across all participants. The aim is to illuminate how diverse individuals experience a particular event, echoing Warnock's notion that "going deeper into the particular also takes us closer to the universal" (Smith, 2004, p. 42, citing Warnock, 1975). This emphasis on an in-depth examination of the characteristics of idiography contributes to current research by offering a comprehensive view of a phenomenon that might not be universally applicable but provides valuable insights into the broader landscape.

Every individual experience is considered unique to a certain cultural and chronological context and cannot be easily generalised to a larger population (Smith, 2011). As a result, in this study, I avoid generalising and presenting participants' experiences as absolute 'truths,' instead attempting to examine and understand the experiences they revealed throughout the interviews (Smith, 2011). IPA emphasises idiography and people's 'lifeworld' (Brooks, 2015), allowing for a full understanding of how individuals perceive the analysed event (Pietkiewicz & Smith, 2014). This study centres on the examination of participants' experiences with Student-Teacher Relationships (STR) within the context of their education. Ideography becomes pivotal for comprehending these experiences.

I hold the belief that concentrating on a comprehensive, in-depth, and holistic perspective of students' experiences can contribute to deeper comprehension and enrich the discourse surrounding the significance of relationships in secondary schools. Idiography assisted me in examining each participant's experience within their specific context (Larkin et al., 2021), while maintaining an openness to the notion that individuals encountering similar events may perceive them differently (Miller et al., 2018).
Hermeneutics  
The significance of interpretation (hermeneutics) in examining experiences forms the third fundamental feature of IPA. IPA's theoretical framework hinges on the processes of interpretation and meaning construction that take place when an individual encounters a phenomenon. Hermeneutics has been advanced by notable scholars like Heidegger (1962), Gadamer (1991), and Ricoeur (1981). Heidegger, a prominent advocate of phenomenology, emphasised the significance of interpretation in the field, arguing that understanding is fundamentally intertwined with the process of interpretation (Langdridge, 2007). According to Horrigan-Kelly et al. (2016), Heidegger argued that the self is an inseparable component of the universe and cannot be dissociated from it. "Inter-relationship and interconnectedness" are frequently viewed as important to the "human experience" (Tuffour, 2017, p. 3). As a result, I am compelled to employ hermeneutics, a method of interpretation, to investigate and seek to derive meaning from the phenomena under inquiry, as suggested by this conclusion.

The process of evaluating data necessitates a double hermeneutic approach, which I acknowledge as an academic researcher. This technique aims to go beyond the surface-level interpretation of the data and instead uncover a more profound and meaningful understanding (Finlay, 2011). Smith (2011) references a researcher's interpretative process as a 'hermeneutic circle,' a reflective and dynamic process. The 'double hermeneutic,' an important feature of IPA, defines how the interpreter understands the participants' sense-making process. Furthermore, IPA's non-linear cycle of interpretation should not be overlooked because, on several levels, it alternates between the part and the whole. IPA asserts that comprehending the whole necessitates understanding the parts, and vice versa. Consequently, I employed an iterative approach throughout the investigation (Larkin et al., 2021). Using IPA meant that I was attempting to understand how the participant attempted to make sense of their experience, which is where the concept of the double hermeneutic comes into play. I aimed to unravel the 'sense-making' engaged in by the participant. Every individual's response depended on their unique interpretations and life experiences, a facet I recognised during this research. This study effectively demonstrates both the "double hermeneutic" (Willig, 2013, p. 87) and the iterative method.

Before embarking on cross-case analysis, I implemented a well-defined systematic analysis approach that focused on each interview transcript. The analysis process is elucidated using tables that depict the interpretive path taken, accompanied by illustrative quotes at each level that maintain a close linkage with the transcript.

Throughout the analysis process, as suggested by Hood (2016), I engaged with the data as I progressed through the stages. I integrated supplementary reflexive methods, including the upkeep of research journals and seeking guidance through supervision to demonstrate how I acknowledged and employed my "preconceptions and assumptions," as well as my efforts to "unpack the meanings within" (Flowers and Larkin, 1997, p. 189). Throughout the research, I share a commonality with the participant in the sense that both of us assign meaning to various aspects; nonetheless, my access to their experience is limited to how it is narrated and construed (Tindall, 2009).

Pre-existing knowledge, assumptions, and preconceptions are deemed ongoing and interpretive "obstacles" during IPA research (Smith, 2011, p. 25). The ideologies of Heidegger and Gadamer oppose ‘bracketing,’ or totally separating out, a researcher's personal experiences and perceptions from the facts they are analysing. Rather, they propose the knowledge and presumptions of a researcher be incorporated into the data interpretation process (Larkin et al., 2006). To counteract this influence, I adopted an open-minded and reflexive stance, consciously monitoring for biases. This approach allowed the text to reveal its distinctiveness and "assert its own truth against one's own fore-meanings” (Gadamer, 1991, p. 269).

Quality issues and generalisability 
Qualitative research involves the adoption of an interpretative attitude, which unavoidably introduces a certain degree of subjectivity into the research process. According to Willig (2012), interpretive research should use caution when drawing firm conclusions because it “can never do more than shed light on one small part of a much bigger whole” (p. 57). Making claims of representation and generalisation within the context of the research's epistemological base becomes difficult given the small sample size and the inherent subjectivity of interpretation. 

This qualitative study is based on the premise that our experiences and perceptions shape our understanding of the world and our interactions with others. The traditional emphasis on dependability, internal and external validity, and criteria for assessing research quality and rigour may be questioned because it aligns with a positivist perspective that assumes the existence of an objective, unchanging reality subject to objective observation and evaluation. Thus, the conventional definitions of reliability, objectivity, and generalisability applied to quantitative research may not align with the epistemological stance of IPA. However, Yardley (2015) recognises the need to confirm the quality of qualitative research by employing principles for demonstrating excellence in qualitative research which are outlined in the next paragraph. 

According to Yardley's standards (2000; 2015), the ‘evaluation of quality in qualitative research’ is guided by four essential concepts: "sensitivity to context, commitment and rigour, transparency and coherence, and impact and importance" (p. 224). This research addresses the validity of these criteria, outlining the steps taken to fulfil these four benchmarks.

Sensitivity to context entails being aware of applicable studies, philosophy, theories, and literature, as well as the socioeconomic, historical, and social environment's possible effect on participant answers and analysis. I maintained a reflective stance throughout the research journey through both supervision and reflective questions (see Appendix 2). My familiarity with existing literature and focus on relational dynamics in interviews demonstrated sensitivity to context.

To demonstrate commitment and rigour, I thoroughly reviewed pertinent literature, collected accurate data, and actively participated in data analysis. A professional approach to data gathering, analysis, findings, and discussion was consistently maintained. Extensive reading on STR, phenomenological approaches, and IPA occurred before commencing the research. Analysis and findings drew from both psychological knowledge and practical insights from current and past roles.

Transparency was preserved by providing a clear depiction of the execution of each stage of the study, while coherence was secured by aligning the selected method with the research. To ensure transparency and coherence throughout the research process, I diligently and meticulously recorded each step, ensuring the information was easily accessible and understandable. The data gathering and analysis procedures were broken down openly and honestly, and all results are grounded in the data. 

I effectively used supervision spaces, benefiting from the guidance of both my university research supervisor and fieldwork supervisor. My analysis and findings were reported systematically and transparently, ensuring my work remained coherent and that all claims were substantiated by the data.

The research showcased its impact and importance by contributing something innovative and valuable within a field with clear implications for professional practice. The research topic, focusing on the experiences of students’ relationships with teachers, was particularly relevant to the practice of Educational Psychologists (EPs) and those involved in education. By opting for a research methodology that sought to delve deeply into the experiences of a select number of students, I aimed to shed light on their unique perspectives and consider what insights educational practitioners could glean from these experiences.

Ethics 
The research conducted adhered to the ethical guidelines set forth in the British Psychological Society (BPS) Code of Human Research Ethics (BPS, 2021), as detailed in Appendices 3 and 4. Furthermore, it obtained ethical clearance from the University of Sheffield's ethics committee in July 2022. Throughout the research process, I consistently maintained the ethical standards outlined by the British Psychological Society (BPS, 2018), with a commitment to upholding the principles of "respect, competence, responsibility, and integrity" (p. 5). As per Tracy's (2010) guidance, the research procedures were rooted in the principles of respect and trust to ensure the attainment of informed consent, the safeguarding of confidentiality, and the prevention of any potential harm.

To ensure participants and their parents comprehended the research, I developed information sheets that succinctly and clearly outlined the research objectives and methodology using accessible language tailored for Young People (YP) (refer to Appendices 5, 6, and 7). All information forms provided to parents, carers, and students emphasised their right to withdraw from the research at any point. As the participants were under 18 years old, parental consent was mandatory. Parents and carers were required to provide consent before student participants were provided with the information and consent forms. Both parental and student participant consent was essential for participation in the research. Throughout the recruitment process, I collaborated closely with the school's Special Educational Needs Coordinator (SENCo) to ensure potential participants could access and comprehend the information sheet and consent forms and that school staff support was available when needed. Furthermore, before the interviews, participants were given the opportunity to ask additional questions if desired, and they were reminded of their right to withdraw at any point.

During the interviews with the students, preventing potential psychological harm, distress, or discomfort was taken into consideration. Given the research's focus, sensitive topics could arise during the interviews. As a precaution, a well-known staff member at the school was designated to provide emotional and well-being support to student participants following the interviews if needed. To protect anonymity and minimise the likelihood of identifying participants based on their comments, pseudonyms were assigned to participants. The school and teachers were also assigned pseudonyms during the transcription of the data to avoid potential identification. To mitigate potential harm during the interviews, I closely observed participants' body language and reactions, reassured them of the ability to pause or terminate the interview if necessary, and maintained a semi-structured interview format to provide the participants with an amount of control throughout the interview. 
 
Aligned with the ethical principles articulated by Willig (2013), this research adhered to five pivotal ethical considerations. Firstly, participants and their parents received comprehensive information about the research process through informational materials, and explicit consent was obtained through consent forms. Secondly, the study was conducted transparently, with clear communication about the research objectives and the utilisation of the collected information. Thirdly, participants were assured they could withdraw from the study without consequence. Following data collection, participants were informed of the research objectives and provided input on findings, and their feedback guided the dissemination of study findings. Finally, rigorous procedures were followed to protect participants' data and information throughout the research. Kvale & Brinkmann's (2009, p. 263) assertion that "human interaction in qualitative inquiries affects researchers and participants, and the knowledge produced through qualitative research affects our understanding of the human condition" served as a reminder of the prevalence of ethical concerns in qualitative research. Therefore, I recognised the need for careful consideration when conducting research with students within a formal educational context.










Part 2: Procedure and design
The sampling, recruiting, and data collection techniques will be described in this chapter. It will conclude by describing the transcription and analysis methodology.
Sample
Interpretive Phenomenological Analysis (IPA) uses purposeful and homogeneous sampling to understand individual experiences rather than a broad population range. Results can reflect one person's or a homogenous group's viewpoint on a specific topic (Hefferon & Gil-Rodriguez, 2011). Participants, viewed as 'experts' on the phenomenon, are chosen for their insightful information (Smith et al., 2009). It is recommended that those starting out in research focus on closely homogenous groups and related themes (Smith, 2011).

I began recruitment by emailing secondary schools within a one-hour radius for interview convenience. The email outlined the research and inclusion criteria. A brief personal biography (Appendix 11) was included with my university email address. One school expressed interest and wanted the research findings to be disseminated to the school leadership team, aligning with the 'impact and importance' criteria (Yardley, 2015). 

All participants were from the same secondary school, in years 9 or 10, on the school Special Educational Needs (SEN) register for Social, Emotional and Mental Health (SEMH) needs as per the guidelines set forth by the Department for Education and Department of Health (DfE/DoH, 2015) and receiving 'additional or different' support in school for behaviour, as defined by the DfE and DoH (2015).
The choice of a single school was advantageous for obtaining a homogenous sample (Ponterotto, 2005).
Inclusion criteria
This study targeted mainstream secondary school students, specifically those in either year 9 or year 10, encompassing both male and female participants. The focus was on students on the school’s SEN register for SEMH needs as per the guidelines set forth by the Department for Education and Department of Health (DfE/DoH, 2015) and receiving 'additional or different' support in school for behaviour, as defined by the DfE and DoH (2015). The selection of participants based on this terminology allowed for flexibility, as the criteria might vary from one school to another. To ensure consistency, all participants attended the same school, where 'additional or different' support for behaviour was documented. This was documented by SEN provision mapping as part of the school's SEN monitoring, outlined within the school SEN policy.

I felt a notable tension when trying to identify a homogeneous group during this research as the term SEMH is broad and can vary across school settings. I spent a large around of time considering alternative terms and considering the ethical implications of using the term SEMH. At times I felt uncomfortable with the idea of labelling and categorising the YP involved in the research so also considered this from a critical position, which is also refer to in chapter 5 when I reflect on my use of IPA. While adopting a critical psychology perspective raises valid concerns about the ambiguity and subjectivity associated with the SEMH label (Norwich & Eaton, 2015), as well as the potential for students to be perceived as 'other' or 'different' (Oliver, 2013), pragmatic considerations support its retention. The term is integral to the SEN discourse within educational settings (Penketh, 2014) and is commonly employed in research studies. Retaining the SEMH label facilitates the development of strategies aimed at supporting these students, aiding Educational Psychologists (EPs) in their efforts. This not only assists EPs in enhancing their own work but also contributes to a broader framework for supporting students with SEMH needs, promoting best practices in line with recommendations from scholars such as Carroll and Hurry (2018). 

It's essential to critically examine the term 'additional or different' provision and provide a rationale for its use in this thesis. This criterion was chosen due to its inclusion in the SEN code of practice, which emphasises the importance of educational institutions having accurate knowledge of the progress and development of students with SEN. According to the DfE (2015, p. 25), "Schools should know precisely where children and young people with SEN are in their learning and development. They should... keep under review the additional or different provision that is made for them." Therefore, the school's Special Educational Needs Coordinator (SENCo) must have a thorough comprehension of this terminology, accurately identify students who require such support, and closely monitor their progress. Schools are also required to record details of 'additional or different' provisions and have regular conversations with parents to ensure they are aware of the support in place (Department for Education, 2015).

Throughout the research journey, care and attention were given to prevent any distress for participants and their families stemming from the language employed in the inclusion criteria. Several alternative terms were considered, but ultimately, the 'additional or different' provision was deemed the most appropriate. This choice was based on the familiarity of this terminology with school staff and families, as it is outlined in the SEN code of practice (DfE, 2015). When identifying potential participants, close collaboration with the school SENCo was essential, given their oversight of the school's SEN systems. This collaboration included access to provision mapping and monitoring of the SEN register, ensuring that families were aware of the 'additional or different' support in place. To minimise any potential harm to participants or their parents, the SENCo was asked to identify students whose parents had recent contact with the school (within the academic year) regarding 'additional or different provision' and who were aware their child was on the SEN register. This approach ensured that the SENCo had a better understanding of how receptive the parents would be to their child's participation in the study.

I was mindful when framing this terminology to avoid causing any negative feelings or emotional harm to the participants, their parents, or carers. The terminology focuses on the provision that supports the young people and does not place undue emphasis on their needs, behaviours, or potential SEN labelling. A conscious effort was made to minimise the act of labelling individuals included in this study, as scholarly literature suggests labelling based on challenges may hinder their integration into educational and social communities. Labels may lead to stigma, isolation, and discrimination, which can significantly impact not only the lives of individuals themselves but also their families. Additionally, such labels can have detrimental effects on their educational inclusion (Arishi et al., 2017).

The participation of students was contingent upon their being known to the SENCo, which helped reduce participant vulnerability. The SENCo carefully considered the vulnerability of potential participants, given their familiarity with the students and their situations. Ensuring participants felt comfortable meeting and speaking with me for up to an hour was essential. 

Number of participants 
Clarke (2010) suggests that IPA research benefits from a small sample size of 4–10 participants. I included six participants in the research. Given the limited time I had, this number was manageable yet sufficient to achieve the study's objectives and offer "a new and richly textured understanding of experience" (Sandelowski, 1995, p. 183). In line with IPA's 'idiographic commitment,' a small sample size enables a comprehensive examination of individual cases, facilitating nuanced data for each participant. Therefore, this adds to producing in-depth knowledge specific to a context, enhancing our understanding of a phenomenon.
Recruitment of participants 
All eligible secondary schools in one local authority received emails addressed to the headteacher and the SENCo outlining the research project and its participation details (see Appendix 12). Schools were invited to schedule a discussion for more information. Three schools expressed interest, while one declined due to time constraints. Among the remaining two, the participant school was selected based on the first firm response.
Overview of participants 
An overview of the participants can be found in Appendix 14.
Semi-structured interviews
[bookmark: _Hlk155641697][bookmark: _Hlk155641763]Each 25–45-minute semi-structured interview was recorded using audio equipment. Smith’s (2011) ‘good’ IPA questions inspired my ‘first draft’ interview schedule. An interview schedule provides a basic direction, but I asked extra questions if I thought the participants’ responses highlighted experiences that were crucial to the study's aims. This approach demonstrated that both the interviewee and I actively contributed to the co-construction of the produced data (Larkin et al., 2021). As a 'good' semi-structured interviewer, I aimed to speak infrequently and ask open-ended questions, giving participants the chance to explain in detail without being misled or subjected to preconceived notions. To make the interviewees feel at ease, I worked to establish a rapport with them. I also listened carefully throughout the interview and was ready to deviate from the plan if the conversation took an engaging turn relevant to the research topic (Larkin et al., 2021). I made every effort to establish a comfortable environment for the participants, aiming to foster a sense of reassurance while allowing them to share comprehensive narratives of their experiences. To foster a more open and candid discussion of their experiences, I offered questions that were open-ended, enabling the participants to provide deeper responses and openly share their viewpoints. This approach aimed to facilitate a deeper exploration of their thoughts and feelings, encouraging a richer and more comprehensive exchange of ideas. According to Smith (2011, p. 56), participants "should have been granted an opportunity to tell their stories, to speak freely and reflectively, and to develop their ideas and express their concerns at some length." Subsequently, I consciously avoided questions that were overly sympathetic, deceptive, or closed.

In the process, I posed further questions that offered context for the participants' answers, aiming to establish an 'interview rhythm' with them. My approach was to genuinely care about the participants' responses, aiming to elicit natural reactions. After the interviews, I requested feedback from the interviewees regarding the interview procedure, aiming to address any issues raised.

I took reflective notes immediately after each interview to maintain a reflective and reflexive mindset. These notes included my thoughts and feelings about what was stated, as well as any details that seemed particularly pertinent, emotive, or important to me. 
Transcription 
All interviews were transcribed to engage with each participant's responses and immerse myself in their experiences. Following the Larkin et al. (2021) protocol, I validated my findings by listening to the recording while examining the text. An illustrative transcription is available in Appendix 15.
Analysis
Larkin et al. (2021) argue the existing IPA research doesn't prescribe a rigid or predetermined analytical framework. Instead, it encourages an interpretive and flexible approach, allowing researchers to creatively explore the data. As a novice to the IPA approach, I sought a framework to support the stages of analysis. I adopted a method in alignment with Larkin et al.'s (2021) approach, which is demonstrated in Appendix 13. In this section, I outline and reflect on my method usage, supported by examples representing each analysis stage from the six interviews (refer to the appendices).

Stage 1: Immersion in data 
The initial phase of this procedure involves immersing oneself in the transcripts, involving repeated readings. Immersion holds significant importance as it allowed me to establish a profound connection with the data, a practice emphasised by Larkin et al. (2021). This undertaking commenced with transcribing each interview, which I meticulously cross-referenced with the corresponding audio recordings. During this stage, I familiarised myself with the transcripts and entered the world of the participants. I read over the texts many times while also listening to the audio and trying to internalise the subtleties of tone and pauses. This allowed the participants' words to transcend mere text on a page, aiding in a richer recollection of the interviews, including social interactions and non-verbal cues. In the interest of research transparency. Appendix 15 contains a sample of an interview transcript. Some observations at this point were feeling a little overpowered by the large amount of information I had acquired, making it a time-consuming process to accurately transcribe.
Stage 2: Exploratory noting 
I started studying the Larkin et al. (2021) book more at this point, which defines this part of the process as akin to "free textual analysis" (p. 79). At this stage, I avoided interpreting the young peoples’ experiences, instead taking notes on their relevant experiences, descriptions, and references. To organise the massive quantities of transcript data, I created a table in the format of a Microsoft Word document, and then I began adding exploratory comments to the appropriate columns. As I sought abstract meanings, some of my notes were descriptive and summarised the information, while others involved deeper analysis while attempting to remain close to the individuals' experiences. At this stage, I introduced colour coding to support the process of reflection and reflexivity. On the document, descriptive comments were detailed in blue, conceptual and first-level interpretive in green, and linguistic in red. I also made notes at the deeper interpretive level and continued with this approach until I was satisfied that I had captured everything I needed to interpret the interview. One table as an example is in Appendix 16. The depth of this part of the analysis allowed me to immerse myself in their worlds, grasping the nuances and complexities of their stories while simultaneously recognising the broader patterns within the experience. 

My reflections at this stage included feeling deeply connected to the text and the rich description of the participants' experiences. Simultaneously, I started to notice recurring patterns as I delved deeper into the accounts provided by the participants. 
Stage 3: Constructing Experiential Statements (ES) 
I used ES to reduce the transcript and exploratory note data at this level. I added a column to the table and attempted to understand the words of the participants at this level. Occasionally, I drifted into more descriptive accounts, so I sought supervision from my research supervisor. Consequently, at this point, I introduced the 'I' of IPA, recognising myself as part of the 'hermeneutic circle' (Larkin et al., 2021). To verify that I was developing the ES with good evidence, as I worked, I switched back and forth between the transcript, the stage 2 notes and the Experiential statements. During this period, I participated in an IPA group with my peers for support to discuss the ES stage's progress and concepts. There is a sample of the table in Appendix 17.
Stage 4 Searching for connections 
At this time, I initiated an exploration aimed at identifying connections among experiential statements. To accomplish this task, I wrote the experiential comments by hand, afterwards cutting them out and organising them on a surface for manual manipulation. Following the advice of Larkin et al. (2021), I jumbled the ES because linear presentation was no longer required. I conducted this task in conjunction with the use of a computer-based table including the experiential statements, original transcript data and the stage 2 and 3 notes. I did not keep all of the original experiential statements; however, I made a conscious effort not to exclude anything of particular significance to the participant. My goal was to strike a balance between preserving the authenticity of each participant's experience and highlighting the most relevant aspects in alignment with my research inquiries. During this stage, I began to refine and consolidate some of the ES, as combining statements helped reduce the overall volume of them. This phase was time-intensive, requiring occasional bold decisions to move ES between clusters or critically assess the clusters.

 As well as organising the statements into groups, I considered their connections and how various groups of statements could be linked. Once the statements were grouped, I allocated a title to each group that captured my interpretation of their experience. 
Stage 5 Naming the Personal Experiential Themes (PETs) 
Each cluster of ES was assigned distinct themes that were directly linked to the experiences of each participant, following the approach by Larkin et al. (2021). These themes served as identifiable groupings for each Young Person (YP), had a personal connection to the interview material, and were presented as genuine experiences.

The process commenced with the creation of tangible representations for each PET, which can be referenced in Appendix 18. As the analysis unfolded, sub-themes naturally emerged, introducing a layer of intricacy to the data, in line with the indications by Larkin et al. (2021). This stage posed challenges, as certain topics exhibited apparent sub-themes while others did not, resulting in variations in the number of ES within each theme.

To maintain consistency and clarity, I adhered to Larkin et al.'s (2021) guidance for labelling the PET table: capital letters denoting the master theme, bold letters indicating sub-themes, original ES presented in regular text, and original participant quotes expressed in standard text format. I created PET tables for each of the six participants; Appendix 18 has an example.

I found difficulty and tension when grouping ‘PETs’ as I was fearful of losing any aspects that could be seen as significant to the participants but also needed to identify areas where there was overlap in the ‘PETs’. Some categories were then placed under the overarching term ‘PETs’, representing the highest order of grouping. To provide openness, a graphic depiction of this method is included in Appendix 18.


Stage 6: Moving onto individual analysis of other participants 
After I finished analysing the data from the initial participant, I carefully replicated the procedure for all subsequent YP. I deliberately refrained from initiating any group or overlapping analysis until I had concluded the analysis of the last participant. This deliberate sequencing was aimed at capturing the distinctive educational experiences of each student and aligning with the idiographic principles of IPA. At this stage, I achieved a reflective and reflexive position by being mindful of my thoughts or connections I was making to previous participants' experiences. I used the reflective questions noted in Appendix 2 to make distinctions between each of the participants’ experiences.  
Stage 7: Working with PETs to develop Group Experiential Themes (GETs) across cases
After the conclusion of individual analysis, I aimed to identify overarching patterns and significance that transcended all participants' experiences. To refine the process and experiment with alternative ideas, I printed and reorganised all the PETs and sub-themes for each YP. I used PETs, sub-themes, and experiential statements in the 'hermeneutic circle' to build meaning for all participants. According to Larkin et al. (2021), the concept of IPA does not revolve around the presentation of a 'group norm' since it is primarily concerned with idiographic exploration; therefore, I sought convergence and divergence across the data to comprehend their unique experiences. I designated these GETs as having the highest level of cross-participant classification and categorisation.

This stage was challenging as it was a time-consuming but ultimately rewarding procedure. I was devoted to respecting the ideals of IPA by sticking to the actual language of the participants and avoiding any preconceived preconceptions of what is ‘normal.’ One recurring subject, for example, was ‘security and protection’ in Student Teacher Relationships (STR), which was experienced in positive and negative ways. To address this, I used GET sub-themes, which allowed me to show 'security and protection’ as an overall group theme while also interpreting the experiences of the young people in the research as either positive or negative (sub-themes). 

During the research process, one of the GETs themes underwent a significant evolution in its naming. Initially, the theme was titled 'The Specialness of the Relationship,' connoting uniqueness and importance. However, as the analysis advanced, a participant's quote, "She means the world to me," profoundly resonated. This quote magnified the depth and centrality of these STR. This moment in the analysis marked the realisation that this quote not only captured the uniqueness and importance of the STR. It exemplifies the power of participant voices and the precision and depth of qualitative research in capturing lived experiences. This name change underscores the research's dedication to revealing the intricate nature of these relationships.

During the analysis, three GET themes emerged, each with its own sub-themes. 
I generated a Word document for each GETs topic, as advised by Larkin et al. (2021), with sub-themes and quotations linking. Please see Appendix 20 for an illustration.

Methodology summary 
Chapter 3 provides a thorough overview of the research methodology, focusing on the adoption of IPA rooted in a phenomenological perspective. The chapter delves into ontological and epistemological considerations, recognising the subjective nature of individual experiences. It explores the three essential philosophical branches, phenomenology, hermeneutics, and idiography that underpin IPA and elucidates their implications for the study. The phenomenological ontology guides the research, emphasising participants' uniqueness, while the idiographic approach ensures a detailed exploration of their distinct perspectives. The hermeneutic lens emphasises interpretation and the double hermeneutic inherent in IPA. Addressing concerns of quality and generalisability, the chapter aligns with Yardley's principles for qualitative research excellence. Ethical considerations, following the BPS Code of Human Research Ethics, underpin the research framework, focusing on participant well-being, informed consent, confidentiality, and harm prevention. In summary, Chapter 3 establishes a robust foundation, justifying methodological choices and ethical considerations, setting the stage for subsequent phases of sampling, data collection, and analysis. Additionally, the chapter outlines the research design for exploring the experiences of mainstream secondary school students with SEMH needs, employing purposeful sampling and semi-structured interviews.


















Chapter 4: Findings and Discussion

Introduction
[bookmark: _heading=h.3znysh7]This section presents and explores the primary ideas that emerged from the analysis. As shown in the table below, three GETS (Group Experiential Themes) were created from the seven subthemes that emerged. 

Table 1: Group Experiential Themes (GETS)
	GETS 

	Subthemes 

	‘She means the world to me’ 
	The relationship is special

	
	A closeness like family or best friendship

	
	Intuitive understanding between them

	Power in relationships 
	Unfairness 


	
	Disempowerment 


	Security and protection
	A sense of security and protection in the Student Teacher Relationship (STR)

	
	Feeling a lack of security and protection in STR



Each of the GETS, including the subthemes, will be examined in turn. This will be followed by a discussion of the GETs regarding the study objectives. The decision was made to present the findings and engage in discussions concurrently, with the intention of preserving an immersive focus on distinct features of the participants' experiences. To keep an overall perspective, Chapter 5 outlines the significance of these findings and provides suggestions based on these findings.

Theme 1: ‘She means the world to me’
Table 2: GETS ‘She means the world to me’
	GETS 
	Subtheme 

	‘She means the world to me’
	The relationship is special.

	
	A closeness like family or best friendship

	
	Intuitive understanding between them




This particular GETS delves into the students' experiences of the unique and special feelings they have for at least one of their teachers at school. The central theme of this GETS, ‘She means the world to me’ comprises three sub-themes: the specialness of the relationship, a sense of closeness akin to family or best friendship, and an intuitive understanding that exists between them and the teacher. The first sub-theme underscores that, for all the participants, there is something inherently distinctive about their relationship with one particular teacher at school. They express a strong sense of comparison, noting this relationship stands out as special when compared to their interactions with other teachers in the school.
In the second sub-theme, participants use language that draws parallels between the feelings of these relationships and the bonds they share with family members or their closest friends. The third theme delves into how participants identify a significant part of what makes these relationships special: the intuitive understanding that exists within the STR. This intuitive connection contributes to the relationship's extraordinary character and significance. In the parts that follow, I will go over each of these sub-themes individually to obtain a better appreciation of the uniqueness of these STR.
The relationship is special. 
There was convergence across all participants in their expression of having a ‘special’ relationship with one person in school. I chose the word 'special'’ because I feel that through the quotes, what emerged was a sense their experiences of these relationships felt more than just ordinary but rather extraordinary. Through the analysis of participants' experiences, I interpreted these Student Teacher Relationships (STR) as important in their lives, which was evident from the rich descriptions provided. As I delved deeper into the quotes provided by the participants, I couldn't help but notice a recurring theme: the relationships they had were not just ordinary but something truly special. According to my interpretation, these relationships were very important to them and held a high level of significance in their lives. The way the participants described their STRs painted a picture of an unbreakable bond, one that was built on closeness, reliability, and genuine affection. These relationships were not just about companionship; they were about emotional support, understanding, and acceptance. The word 'special' is an apt description of their experiences of STR that go beyond the ordinary to create something remarkable. This was expressed in a range of ways, as illustrated in Sarah’s contribution:

“She means the world to me” (Sarah p.10) 

Sarah’s description illustrates she holds the relationship as of central importance to her. I interpreted for Sarah the relationship is special because you would not use this term as an explanation to encompass all relationships. This feeling of specialness in the relationship is reflected in another of Sarah’s comments:

 “There isn’t another person like her.” (Sarah, p.3)

Sarah’s comment illustrates how she feels the relationship is rare and irreplaceable, which in turn means it is special and unlike others she has experienced at school. Sarah implicitly makes a comparison to other teachers in school. Ben's comment only reinforces this idea:

[bookmark: _heading=h.2et92p0]“I'd say Ms Black stands out to me the most because she just knows more, which makes it feel separate to others.” (Ben P.1) 

Ben highlights how the relationship feels different and distinct from that of other teachers in the school. He uses the term “stands out," which means he is implicitly comparing his experience of this relationship to others. Ben describes the specialness of the relationship by stating that the teacher knows more about him, which is what separates and defines the relationship compared to his other experiences. Ben's description of their relationship suggests Ms Black has a deeper understanding of him compared to other teachers, making their connection unique. I interpreted a similar sense of the importance of the relationship between Ms Black and John when he spoke about the level of care, he feels is shown towards him. John described this feeling of care as something he doesn't experience with other teachers:

 “It seems like they care about you even when nobody else does” (John p.2)

“No one really listened to me about it except Ms Black.” (John, p.6)

John makes a comparison between this relationship and others by expressing how he feels ‘heard’ when he is with Ms Black, which is not an experience he has with other teachers at the school. This level of comparison towards other teachers is also reflected in Jess’s comment:

“Well, it made me feel like I had somebody in school and that I wasn't alone. And like, she was really supportive.”  (Jess p.4)

Jess’s comment demonstrates the uniqueness of the relationship by explaining it made her feel she was not alone. Jess’s experience points towards a recognition of the emotional support and connectedness she experienced within the relationship. Her statement also suggests the relationship with this person was different from other STRs in that it provided a sense of companionship and understanding. Overall, Jess’s comment emphasises the importance of supportive relationships in academic settings and their potential to enhance student well-being.

This level of emotional connectedness and support is recognised in research by the National Research Council (2003), which states that the emotional connection that a child has with adults is the most significant component in supporting healthy development, which includes greater levels of involvement in education and academic performance. Furthermore, research from Rikoon et al. (2016) claims positive STR is linked to improved emotional and social adjustment in (Young People YP). John’s comments also reflect how he felt emotionally supported during challenging times:

[bookmark: _heading=h.tyjcwt]“She was the one I could go to when things were hard.” (John p.5)
John's comment expresses the importance this teacher had to him during a challenging time. The teacher stood out as a 'beacon' of support for him, someone he could rely on and seek help from during difficult times. John's words suggest a strong emotional bond between him and the teacher, highlighting the protective factors in their relationship.
Another way the specialness of the relationship was acknowledged was through descriptions that suggested a psychological connection between the student and the teacher. JJ expressed a shared and reciprocal emotional connection, as demonstrated in his comment:
“Like she cares about me. Like I care about her, and she cares about me. We’ve got like a like a string bond…. tied together so we trust each other.” (JJ p.2)

JJ uses the term “string bond” to demonstrate how he feels a connection to the teacher. I infer this to mean the connection feels strong and lasting, as they are connected even when they are not together. The metaphor JJ uses implies they have an unbreakable connection, which feels special to him. He illustrates caring is shared both ways in the relationship, acknowledging his role and the reciprocity of care. This representation of the special feel of the relationship is also reflected by John, who states:

 “she’s done a lot for me, yeah. I wouldn’t want to be at school if she left or wasn’t here. It’s like she knows me, and my troubles and I feel like she’s doing it cos she wants to.” (John p.4)

John feels a strong connection with the teacher. His experiences imply he values this person's presence in his life and feels they understand him on a deeper level. I infer John feels the interactions with this teacher are genuine because they ‘want’ to be available to support him, rather than being the role or duty of a teacher. I interpret the experience John has had with this person as being incredibly meaningful to him, which acts as a ‘pull factor’ towards school, as he states he “wouldn’t want to be at school if she left or wasn’t here”. He recognises how much the teacher has helped him and how important their presence is in his life. Their connection is based on a shared understanding going beyond surface-level interactions. John feels thankful for this relationship and wouldn't want to imagine his school experience without it.

“‘Everyone needs that person in school, like I have her.” (Rebecca, p.2)

Rebecca uses the word 'need' when she talks about having that special and unique person in her life at school. The word 'need' implies it is essential and part of what supports her in school. Although Rebecca identifies the person she has in school as special to her, she also recognises that all students need a person in school who enables them to have a special relationship. This points to the recognition that these relationships are important, as reflected in John's quote:
 “She means a lot to me, and it means a lot to have her here for me at school.”  (John p.2)
John’s comment illustrates the level of importance he places on the relationship. By using the term "have her here for me at school," it points to an experience of trust and reliability in the relationship. John recognises the teacher "means a lot" to him, signifying he values the relationship beyond being a student. JJ also demonstrates the importance of one STR as he speaks about it with a sense of pride:

“She is the one that stands out and you admit to like your friends and you show everyone” (JJ p.7)

I interpret this to mean JJ has a sense of pride in the relationship he has with the teacher because he is happy to “show off’ the relationship to his peers.  JJ also discussed how he feels prioritised by the teacher: 

“She’s really nice and like knows if you need help. She puts me first like I’m the only one there.” (JJ p.11)

JJ’s comment demonstrates he feels noticed and prioritised when he is in the teacher’s company. This allows him to experience this shared sense of importance, which serves as a reminder his presence is valued by the teacher. By using the term “knows if you need help," JJ is pointing to a level of intuition between the teacher and himself. This level of intuition adds to the GETs theme and is linked to a later sub-theme, discussed below. I interpret JJ’s usage of the term “only one there” to mean he senses the teacher is truly ‘present’ and connected during that interaction, allowing him to feel a sense of importance. The notion of ‘presence’ proposed by Rodgers and Raider-Roth (2006) serves as an example for this quote because the more genuine and open a teacher is, the better equipped they are to understand the needs of others and to react to them in a way that fosters connection.

Both Sarah and Ben used the metaphors “you click" and “clicked," demonstrating the natural and effortless feeling of the relationship, which enabled a bond between themselves and the teacher to form. My interpretation of the term “click" as an onomatopoeic term is indeed intentional, as it effectively evokes an image of two objects coming together closely and fitting perfectly, almost as if they were designed to connect seamlessly. It conveys a sense of precision and alignment, suggesting this relationship was intended or fits together harmoniously. This metaphorical use of "click" captures the idea of a smooth and purposeful connection, emphasising the seamless integration of the two people in the STR.
  
“You click….you just get along with them. Or they use it to talk to you and have a laugh with them and everything.” (Sarah p.1) 

“But then when I started talking, I don't know, I just like the bond clicked. And then I just like I've been open with her ever since.” (Ben p.8)

This natural and effortless feel to the relationship with one teacher is also shown in Jess’s statement:

“So just like, I feel like I've got you know, the right fit for me like the right teacher to speak to, I feel like she understands my needs and everything.” (Jess p.10)

When Jess uses the term "the right fit for me,” I interpret that to mean she can be herself, and the teacher unconditionally accepts her needs. I feel that by using the term “The right fit,” Jess is demonstrating that she recognises their relationship is the right fit in both directions, making it feel special. Jess went on to speak about how the teacher had left the school, which meant she had lost that key relationship; this is represented in the following quote:

[bookmark: _heading=h.3dy6vkm]“She left about two weeks ago. So she was kind of like my main, like, help teacher, and she was there if I ever needed her. I still feel like we will always be close.” (Jess p.6)

I interpret Jess’s sadness that the teacher is no longer at the school; they formed an exceptional relationship which allows her to feel an ongoing sense of connection, representing an enduring closeness despite the distance. When Jess commented “she was always there if I ever needed her,” it demonstrates the sense of reliability and trust she had developed in the relationship, making the relationship feel distinctive. The degree of uniqueness in the relationship was also evident in the remarks made by Ben:
 “Me and Ms Black are so close. She said, I’m gonna tell you this. And when she told me this, I was like, oh, we have so many close experiences, it’s unbelievable.” (Ben p.10)
Ben expresses the specialness of the relationship by stating how they share close experiences. His use of the word “unbelievable” demonstrates his disbelief that they could share such similarities, indicating he did not feel this was possible until he experienced it directly. The description of a sense of closeness is also present in Rebecca’s comments:
 “She’s, my favourite. We are so close.” (Rebecca p.3)
[bookmark: _heading=h.1t3h5sf]“I’m really close with her at the minute and like she just helped me so much, and I know that she's a teacher that I can just go to and talk to whenever I want.” (Rebecca p.6)

This recognition of closeness is also present in previous research by Fredrikson and Rhodes (2004), who define closeness as one of the indicators of a ‘strong’ STR. Closeness will be discussed further in the next subtheme, ‘a closeness like family or best friendship’. 

A closeness like family or best friendship
There was a divergence in the data for this sub-theme. All participants except John expressed familiarity with their experiences of STR, indicating the relationship felt similar to that of family or friendship. Although there are differences in family relationships and friendships, the comments indicate a closeness not indicative of a traditional STR, pointing to the specialness of the relationship. This subtheme emerged as participants talked about their experiences with the teacher, where the relationship felt ‘special,’ and there was a use of language more akin to that of family or friendship than the traditional teacher-student dynamic. Participants spoke of a closeness that has developed in relationships as well as a direct comparison to friendships within the school context, as demonstrated in Sarah’s and JJ’s quotes:

“And like the ones that they're really close to, like, you have like best friends. They are like your teacher best friends.” (Sarah p.1) 

“I’ve known her for a long time and we’re like best mates” (JJ p.2)

Sarah makes a direct comparison between the relationships she has with friends and teachers, which is defined as having a feeling of closeness. JJ also refers to a teacher as being “like best mates” which is marked by the passing of time. This acknowledgement of time is also present in Jess’s comment: 

“The first time I met her, I just felt that she were a really lovely teacher. It was like starting a friendship.” (Jess p.10)

During this part of the interview, Jess reflected on how the relationship felt when she first met the teacher and compared it to a budding friendship. Ben expands on the feeling of friendship by explaining what it feels like to be in the company of the teacher: 

“Not pressurising anyone, treat them like a friend. It sounds weird. But like, instead of treatment, like I need to get this out of them and like, elaborate on why they're feeling like this.” (Ben p14) 

I perceive Ben’s comment as highlighting the importance of closeness in an STR, which can have a similar feel to friendship. Ben identifies he wants to be treated by teachers in a way that is similar to friendship through emotional support from adults without an agenda that can often be present in schools. I feel Ben’s comments demonstrate a desire for ‘genuine’ support without any pressure to share. The following quote from Ben also reflects a lack of pressure during interactions, which is important:

[bookmark: _Hlk155687335]“And when I was helping her, we just started having a conversation, we had music on and we're sharing sweets and we were just like started talking” (Ben p.7)

As I reflected on this statement, I likened it to friendship, as it demonstrates a natural and effortless feel of the interaction during the space that developed. This natural and effortless feel to the relationship is also reflected in Sarah’s statement:

“And then I don't have many friends myself, so I go sit with her at break and lunch. And she's really nice about it and we literally talk about everything.” (Sarah p.2)

Sarah speaks about how she chooses to spend time with one teacher at social times at school. The way she described the interaction elicited an image of a friendship-type relationship in that she explained how they “talk about everything”.  Similarly to Sarah, Rebecca also chooses to spend time with the teacher at break or lunch times, which is indicative of the value she places on the time they spend together: 

“I'll probably go find her at lunchtime because I want to spend time with her, a bit like friends.” (Rebecca p.5) 

[bookmark: _heading=h.4d34og8]“And even if sometimes she's not on our break for lunch, and I don't talk to her, I feel better, even if she's just in school. And just seeing her in the corridor makes me feel happier."  (Rebecca p.6)

The two remarks from Rebecca show how she enjoys the teacher's company while they are together. Rebecca mentioned she prefers spending social time with the teacher, demonstrating a desire to be in her company as she would be with friends. Additionally, Rebecca conveys the joy she experiences when she is with the teacher and the sense of security she experiences while she is at school.

Another way the participants referred to the STR was through a comparison of their relationship with family members. The subtheme of STR feeling like family is also represented by Milner and Tenore's (2010) proposition that teachers' conceptions of school as a community, in which students and teachers are conceptualised as members of the same family. JJ makes a comparison between family and the relationship he has with one adult at school.

“It’s like your family but at school.” (JJ p.6)

I interpret JJ’s comment as representing a closeness like family at school, which is a rare and precious thing to find in a school setting, which demonstrates how the relationship transcends the classroom and helps to feel a sense of belonging in school. Ben also refers to his relationship with one teacher as equally as special as that of a family member: 

“I get along so well, with my mum and I felt like I've developed that bond with Ms Black.” (Ben p.6)

Ben makes a comparison between how well he gets along with his mum and shares that comparison with the teacher at school. Ben refers to the ‘bond’ between them, which could be thought of through an attachment lens such as the previously mentioned AT (Bowlby, 1969), which suggests the formation of attachments is fundamental to relationships in families. Later in the interview, Ben went on to make further similarities between his relationship with the teacher and his mum: 

“she's like a second mum.” (Ben, p.9)

The statement suggests the teacher has played a maternal role in Ben's life, providing emotional support and guidance, making a positive impact, and holding high regard. Ben continues to clarify his experience of this relationship further by expressing: 

“She doesn’t remind me of my mum but she’s like a mum because she's like, caring and like, listens to you instead of like, shutting you off. I don't know. It's just, it felt like I can talk to her.” (Ben p.10)

Ben identifies he feels ‘heard’ when he is around the teacher because she listens, and he doesn’t feel the teacher is “shutting you off”. I interpret this term to mean Ben feels some teachers are not interested in listening to him, implying a lack of care. The notion of ‘cutting off’ interaction between a teacher and student is also noted by Barnes (1992) as a way teachers fail to respond to their students during interactions by stunting the conversation. Ben describes further how being around the teacher makes him feel nurtured and cared for, which is why the relationship feels like family. Similar themes around providing a caring space in STR, including a relationship that ‘feels like family,’ are also present in research by Newcomer (2018).
An Intuitive understanding between them
There was convergence across all participants' experiences for this subtheme. The subtheme of intuition fits well with the GETS theme because this level of intuition often goes beyond words and is only achieved through a deep understanding and connection with another person, making it special. This subtheme emerged as participants spoke of an intuitive understanding from some teachers who also supported well-being. This is demonstrated in Sarah’s quote, which points to an unspoken understanding within the STR: 

“She knows when I need more that day.” (Sarah p.4)

Sarah uses the word “knows,” implying the teacher intuitively understands when Sarah needs more support, indicating a level of insight into what would benefit her in the moment. This builds an unspoken understanding between Sarah and the teacher. Jess also uses the word “know” to illustrate how some teachers have a level of intuition regarding her emotions: 

“And yeah, she's also quite supportive. I mean, to be honest with you, all the teachers are, but some teachers are more like, aware than others about how I'm feeling. They just know.” (Jess p.2)

Within this quote, I feel Jess is acknowledging that many teachers can recognise her emotional state, but others can go beyond being aware of her emotions and have a greater sense or intuition of how Jess is feeling. This same level of emotional attunement is also demonstrated in the quote by JJ: 

“She knows when you’re upset or angry or like scared’…. She can just tell by my face.” (JJ p.2)

I interpret this comment by JJ to mean the teacher is emotionally attuned to him and capable of ‘reading’ his emotional state due to a developed level of intuition regarding his emotions. The emotional component in the STR was also noted by Roorda et al. (2011), who argue that relationships should encompass warmth and empathy to support the emotional needs of YP and foster social competence. Attunement has been a focus in STR, with Faircloth and Hamm (2011) suggesting that a student's sense of belonging is linked to teachers' receptivity. Rebecca’s comment illustrates the same degree of receptivity demonstrated by the teacher.

“So I was like, so overwhelmed and everything. And she just calmed me down, but we didn’t have to say anything.” (Rebecca p.7)

What struck me in Rebecca's quote was the strong sense of comfort and reassurance she experiences in the presence of the teacher. Rebecca highlights the calmness that emerges from being in the company of the teacher, particularly when she is feeling overwhelmed. The absence of language during the interaction suggests a level of unspoken intuition or attunement between them.

When Ben spoke about his close relationship with one teacher in school, he referred to feeling pressured to speak to some teachers and the difference it makes when a teacher demonstrates an unspoken intuitive understanding.

“Instead of feeling like there has to be pressured, because if you feel pressured, then you are not likely to talk about how you feel, then you won't get anywhere. It’s more like they just know what to do when they see you.” (Ben p.14)

I infer this statement refers to a level of understanding between Ben and the teacher that allows Ben to feel a reduced sense of pressure on him. A similar sense of emotional reassurance is also demonstrated in John’s comments: 

“She just tries to make sure everything is all right cos she knows what’s going on, my situation and tries to what’s it called when you like make sure, and reassures you.” (John P.13)
“but when they are talking to you, you feel a little bit better cos they talk sense." (John p.8)
John’s comment represents the shared understanding in the relationship, which points to a level of shared intuition between them that supports his feeling better. I interpret this to mean they are on the same ‘wavelength’ because John feels the communication from the teacher makes ‘sense’ to him. Ben's experience of feeling understood on a deeper level is a powerful one:
“And then they'd go into like deeper meanings, so they'd like well why did you think it means this and does it relate to your situation and that's when they got stuff out of me. And then they understood me on a deeper level” (Ben p.5)

In my interpretation, it appears that the teacher he was talking to helped him uncover the underlying meanings behind his thoughts and feelings. By asking probing questions and encouraging him to reflect on his own experiences, they were able to draw out insights he may not have been aware of himself. This process of exploration and discovery allowed Ben to feel seen and heard, demonstrating that this kind of deep understanding can be transformative, helping him connect more deeply with himself and others.

Discussion of Theme 1 - ‘She means the world to me’
When exploring the theme 'She means the world to me,' it's essential to link a range of research and theories to the GETS theme. This will help address the research aims focused on understanding the lived experiences of STR for students attending mainstream secondary schools.

The Special Relationship
All participants in the study highlighted the unique and profound connection they shared with one teacher who stood out from the rest. This sense of closeness is fundamental to the theme and is recognised in the literature as a key indicator of strong relationships and enhanced student well-being (Lin et al., 2022). Through these close relationships, a compassionate teacher has the capacity to transform a child's relational models, behaviour, and interpersonal interactions (Sabol & Pianta, 2012). In essence, the teacher becomes a secure base by establishing a close and supportive relational environment, which can be particularly beneficial for vulnerable or insecure children (Sabol & Pianta, 2012). This research bears particular value as it centres on students who may feel insecure or vulnerable in relationships which could coincide with the cohort under examination in this thesis, individuals with Social Emotional and Mental Health needs.

Lin et al. (2022) emphasises a significant link between high levels of student hope and the intimacy experienced in STRs. It suggests that, within the context of a nurturing STR, a student can develop more self-assurance in their abilities and come to perceive challenges as opportunities rather than insurmountable obstacles, ultimately motivating them to pursue their goals.

The characteristics that set these special relationships apart from others are akin to humanist values that are beneficial to students in general. This involves a connection between a student and a teacher characterised by empathy, understanding, warmth, and sincerity. As Rogers (1969) posits, this can be achieved by the teacher's genuine effort to comprehend the world from the student's perspective, fostering diversity and individual growth. This is evident in quotes from the participants, such as John's reflection: "It seems like they care about you even when nobody else does" (John, p. 2).

Each young person in the study spoke of a profound connection with one adult at school who provided unwavering support during difficult times and offered essential emotional assistance. This echoes research findings by Couper & Mackie (2016), who discovered that YP who thrive despite adversity typically have at least one supportive relationship with a parent, caregiver, or another adult. This study is especially valuable to reference since it focuses on students who have faced adversity, which may be similar to the cohort (those with Social, Emotional and Mental Health(SEMH) needs) in this thesis. While maintaining anonymity, it is apparent from the participants' accounts that many of them faced adversity and difficulties in their lives, making the 'special' STR a vital source of support during challenging times.
			
To promote students' overall well-being, Lin et al. (2022) offer additional evidence of the importance of nurturing strong STR. They emphasise the need to raise awareness of the significance of STRs and to contribute to the growing body of research supporting the 'protective factor' of strong STRs for students' psychological health. Further support for the significance of at least one stable, caring, and supportive relationship with an adult, which may include someone in education, comes from Shonkoff (2015). This suggests that such relationships have the power to help YP cope with adversity, develop resilience, and acquire skills for behaviour regulation which is especially valuable to the cohort outlined within this thesis.  

Many participants spoke about the unique connection they had with their teacher, setting this relationship apart from others. JJ’s description of a "string bond" tying him and the teacher together prompts a reflection on Gergen's relational theory (Gergen, 2009). This theory emphasises that individuals are inherently interconnected within their relationships, emphasising the idea that we are not isolated beings but rather intrinsically connected to others through various relational ties. The concept of a "string bond" implies a strong, inseparable connection between JJ and the teacher, suggesting their relationship transcends conventional teacher-student dynamics and values.

Gergen's relational theory challenges the notion of one-sided or hierarchical relationships, emphasising that relationships are co-constructed and mutually influenced. JJ and the teacher actively shape their unique bond, reflecting the theory's idea of interconnectedness that goes beyond this specific relationship and encompasses all our interactions. This interconnectedness is crucial in shaping our identities, experiences, and emotions. It challenges the idea of self-reliance and independence, asserting that our sense of self emerges through our interactions and connections with others. In JJ's case, the "string bond" illustrates how his identity and experience are intertwined with the teacher's presence in his life, underscoring the significant impact of this relationship on his sense of self and well-being.

The findings consistently highlight that students feel heard when teachers value their opinions, actively listen to them, and treat them with respect (Cefai and Cooper, 2010). This not only helps the relationship stand out but also deepens the sense of connection which is an important aspect to consider in all STR as well as the cohort defined in this research. This is exemplified by Ben's statement: "No one really listened to me about it except Ms Black" (Ben, p. 6). What is evident from the quotes is a sense of 'authentic presence' and recognition embedded within the interactions, enabling YP to feel heard and valued in this 'relational space.'

The results related to the characteristics of a special STR are consistent with the work of Cefai and Cooper (2010), who argue that students appreciate teachers who exhibit traits such as warmth, care, friendliness, dependability, consistency, and support. These qualities are known to promote productive relationships in the broad range of STR and are pertinent for those with SEMH needs (Pomeroy, 1999). The findings lead us to the conclusion that for a young person to feel important in a relationship, they must first be seen and heard in their interactions. The participants desired to experience the teacher as being 'present' during the exchanges in an authentic way, as this would allow them to develop an emotional connection with the teacher and contribute to the unique sense of the STR.

A Closeness Resembling Family or Best Friendship
The subtheme of closeness resembling that of family or friendship emerged from the data, with participants describing a unique connection they shared with at least one teacher during their time at school. Their language often resembled descriptions of familial or friendly bonds rather than conventional STRs. This subtheme focused on the intimacy developed in their interactions with these teachers, with participants frequently drawing parallels to the friendships they had experienced.

[bookmark: _Hlk155688048]While the literature on the idea of friendships within STRs is not common, Newcomer (2018) suggests that students often perceive STRs as resembling friendships, despite substantial differences. The comparison is typical of the experiences of many research participants, who describe interactions with their teachers as joyful and fun, akin to what one might experience in a friendship. These experiences could be seen as having a 'therapeutic element,' echoing the principles of Gestalt therapy (Perls et al., 1951). According to Yontef and Jacobs (2013), human growth can occur through relationships characterised by warmth, care, and authenticity, qualities often found in friendships and reflected in the participants' quotes. This highlights the importance of relationships for the broad group of students and the role they play in personal development and well-being.

Feeling Like Family
The subtheme of feeling like family also emerged from the data for some of the participants. Milner and Tenore (2010) propose the concept of teachers viewing school as a community, where students and teachers are considered members of the same family. This perspective emphasises a supportive and nurturing environment, encouraging teachers to develop close and caring relationships with their students, akin to familial bonds, as reflected in the quotes by the participants. This approach fosters a sense of belonging and acceptance within the school community, providing emotional support to students and acknowledging their social and emotional needs.

The notion of teachers as ‘attachment figures’ is a perspective that can be applied to STRs, where teachers serve as reciprocal caregivers. Riley (2009) suggests that AT provides a lens through which to view STRs because teachers can be viewed as key figures in fostering relationships that lessen negative effects for students who may otherwise struggle academically which is especially valuable for the cohort within this thesis as those with SEMH needs are more likely to struggle academically.  This is exemplified in quotes from participants like Ben, who compared his relationship with his teacher to the bond he shares with his mother, stating, "I get along so well with my mum, and I feel like I've developed that bond with Ms Black" (Ben, p. 6), and JJ, who expressed, "It's like your family but at school" (JJ, p. 6).

AT, when applied to STRs, highlights the strong sense of connectedness described in the quotes. It underscores the importance of a stable STR in fostering consistent, attentive, and empathetic interactions. Schools could recognise the significance of raising awareness of AT among school staff to encourage more relational interactions between teachers and students. Further benefits of raising awareness about AT include enhancing cognitive processes for emotion regulation, nurturing moral reasoning, and cultivating feelings of security, self-awareness, and empathy (Schore, 2001; Sroufe & Siegel, 2011). In addition to helping children generally in schools, supporting YP in this way would also help those with SEMH requirements.

Intuitive Understanding Between Them
[bookmark: _Hlk155688124]The concept of intuition as a teaching strategy has been acknowledged by Iannello et al. (2020). However, limited research suggests emotional intuition between a teacher and a student, as it is more commonly linked to teaching approaches (Iannello et al., 2020). In the absence of extensive research on emotional intuition, it's essential to make connections to other areas, such as interpersonal closeness in STR, to address the research question effectively.

Interpersonal closeness is a fundamental aspect of human relationships, as highlighted by Leary and Baumeister (1995). It refers to the emotional and psychological connection between individuals, fostering intimacy and trust. Several prominent psychological theories delve into the significance of interpersonal closeness, including AT, interpersonal theory, and Self Determination Theory (SDT).

Interpersonal theory, which encompasses various aspects of human relationships, emphasises dimensions like friendship and communion. According to Horowitz and Strack (2010), the theory places importance on friendship in human interactions, involving shared experiences, emotional support, and mutual understanding. Connection, as described in this theory, pertains to the emotional bond and empathic connection between individuals, as reflected in quotes like Rebecca's: "So I was so overwhelmed and everything. And she just calmed me down, but we didn’t have to say anything" (Rebecca, p. 7). This demonstrates the teacher's capacity to tune in and empathise with her, fostering closeness and solidarity in the STR.

The quotes from the participants in this subtheme point to a shared understanding or connection that exists in these 'special' relationships. This can be compared to the fundamental principles of SDT, as they reflect a strong sense of belongingness and connection in the young people’s experiences, mirroring the core tenets of SDT. The concept of relatedness, essential to the theory, underscores the innate human desire for meaningful bonds and emotional connections, which are present in the quotes from the participants' narratives. These experiences highlight the significance of interpersonal closeness in all human relationships, emphasising its role in fostering positive emotions and overall well-being, as described in SDT.

In conclusion, the theme 'She means the world to me' revolves around the exceptional nature of special STR in the lives of students attending mainstream secondary schools. These relationships are marked by profound closeness, emotional support, and a bond that transcends conventional teacher-student dynamics. Gergen's relational theory, AT, and the importance of authenticity and intuitive understanding all contribute to a deep exploration of this theme. Whether these relationships resemble family or friendships, their significance in fostering emotional support and a sense of belonging cannot be overstated. These findings emphasise the critical role that teachers play in the lives of their students and underscore the need to nurture and support the well-being and personal development of students.










Theme 2: Power and STR

Table 3: GETS Power in Relationships 

	GETS 
	Subtheme 

	Power in relationships 
	Unfairness 


	
	Disempowerment 




In contrast to the impactful first Group Experiential Themes (GETS) theme, students also expressed experiences of unfairness and disempowerment in their teacher relationships. The theme 'power in relationships' power imbalances involving sanctions, perceptions of being 'picked on' or 'singled out,' and feelings of injustice in the Student Teacher Relationship (STR). This exercise of power resulted in frustration, disempowerment, and adverse effects on students' learning and mental well-being.

Within this theme, two subthemes are identified: unfairness and disempowerment. Power imbalances in educational settings are well-documented due to inherent power dynamics in schools (El Zaatari & Ibrahim, 2021). These dynamics can be influenced by intersubjective processes. The student quotes in this research reflect these historical power dynamics and conflicts in the STR, as noted in the literature (Jamieson and Thomas, 1974).
Unfairness 
For instance, the quote by John demonstrates a sense of unfairness he experienced within an STR:

“When I’ve done stuff and it’s my fault yeah fair enough, I can take a comment about…but just when I haven’t and everyone else is doing it, he singles me out.”  (John p.11)
The frustration expressed in the quote illustrates the complex interplay between personal responsibility, social dynamics, and the perception of fairness or unfairness. I interpret this to be understood as a sense of inequality and perceived injustice through feeling targeted by the teacher, which leaves him feeling ‘singled out’. I recognise within John’s quote an acceptance of his responsibilities, which indicates a willingness to learn and grow, but he feels disheartened when his willingness is not acknowledged or reciprocated by the teacher. John's experience suggests a power dynamic within the STR where the teacher exercises their authority in a way that targets and blames him disproportionately.  The mention of "everyone else" implies John perceives a double standard or selective treatment, which may undermine John's confidence, create a sense of resentment, and diminish his trust in the fairness of the educational environment. Rebecca also uses the term ‘singled out’ to explain how she feels: 
“I don't like it because it feels like I'm being singled out because I haven't been in lessons because of my anxiety and everything, or because I don't understand it. and because I'm just anxious in the moment and I feel like I have been singled out because of it”. (Rebecca p.8)

Rebecca’s statement highlights this cycle of anxiety has emerged through feelings of unfairness towards her, which act as a barrier to her active participation and engagement in the lessons. I interpret Rebecca's feeling that the teacher doesn’t understand the needs around her anxiety, which results in her feeling ‘singled out’ thus further exacerbating her feelings of anxiety. Further comments by John and Sarah demonstrate how they feel they are targeted and pursued by the teacher: 

“It’s just like everyone else is saying stuff talking or owt but he picks on me.” (John p.9)

“It’s like I’m already anxious and they are then shouting on top. Or like they know that you've got like the problems but they still like pick on you”. (Sarah p.8)

Sarah's statement conveys a sense of heightened anxiety and frustration stemming from a perceived lack of understanding and empathy from her teacher. Despite Sarah's existing anxious state, she feels as though her teacher intensifies her distress by consistently singling her out for criticism. This reveals a level of frustration and unfairness with the teacher's apparent failure to recognise her struggles or offer support. It suggests Sarah desires a teacher who can empathise with her challenges and respond more compassionately. Such an environment, where Sarah's needs are not adequately acknowledged or addressed, contributes to a continued sense of powerlessness. This same lack of understanding by the teacher is also present in the quotes by Jess and Sarah: 

“Like, if you do the one thing wrong, like I could be sat there, like just not doing anything, like looking out the window for two minutes. And I'd get screamed at like, well that’s your comment”.  (Jess p.12)

“I’m just sat there and then I get shouted at.” (Sarah p.20)

These quotes reveal a power imbalance within the STR, where the teacher wields authority and enforces disciplinary measures. My interpretation of Jess’s comment suggests the sanctions imposed on her are disproportionate, creating a sense of injustice. The teacher's actions appear to prioritise control and discipline rather than understanding or addressing the underlying reasons for the behaviour. The use of sanctions reflects a more traditional approach to STRs, characterised by a communal and involuntary dynamic where power disparities are evident (Lodge & Lynch, 2004). This dynamic reinforces the teacher's authority and control over the students, diminishing their agency and fostering an atmosphere of fear or intimidation. 

“I’ve always been told, treat people how you want to be treated, so I act all nice for them, but they just act all mean to me.” (JJ p.4)

“he’s just unfair with some people and nice with others. He should be fair with everyone.”  (John p.12)
 The quotes have a resounding theme that they desire to be treated fairly in the relationship but have not received it. JJ's statement reveals a profound awareness of the contrast between his values and the treatment he receives from some teachers. This comment demonstrates JJ's genuine desire for reciprocal treatment aligned with his values. He values the idea of being treated with kindness, empathy, and fairness. Yet he experiences a disconnect between his expectations and the reality of how teachers treat him. JJ's opinions align with those of the research, which found students believed equal power could be achieved by teachers demonstrating to their pupils they value their opinions, listen, and act respectfully (Cefai and Cooper, 2010). Further research reveals students want to be treated fairly, with respect and allowed to speak up if they feel they are being subjected to unfair treatment (Jahnukainen, 2001). Fairness is reported to be essential for the growth of positive STR, which is supported by Frymier & Houser (2000) as the skill students believed was most crucial for effective teaching. This desire to be perceived differently by the teacher is also reflected in the statements by John:
“Yeah, I’m not that badder student, I don’t think but it just seems that he sees me like that…. he’s an absolute wanker [sighs]”. (John p.10)

“I don’t understand why he can’t wish for me to do well too, like the others…. you know.” (John p.4)

In John's statements, he expresses his perception that his teacher views him in a negative light, which results in a sense of unfairness. Despite not considering himself a particularly bad student, John feels the teacher sees him in a different, unfavourable way. This comment and sigh convey John's disappointment and longing for the teacher to hold a more positive opinion of him. This discrepancy between his self-perception and the teacher's perception contributes to a disheartening experience for John, where he wishes for a more favourable view from the teacher. During the interview with John, he spoke in depth about his experiences with one teacher where there was a recognisable power imbalance within their interactions through the use of sanctions: 

	“I said, sir do you go to the gym, and he said that’s your comment. If someone else asked that he have a laugh back and go, does it look like I go to the gym. But if I ask it, I get a comment. He didn’t give me it in the end cos I went…. what is your problem with me, cos I just feel like he doesn’t like me at all.” (John p.9)

When John spoke about how the teacher revoked a sanction against him after being challenged, I interpreted John must have felt hurt and rejected, indicating a lack of liking or acceptance. John continued: 

“I was just looking at the board and he goes, Matt*, stop talking, and I said isn’t that a verbal and he looked at me dead in the eye and said if I do that it’s a verbal.” (John p.11)

*[This name has been changed as part of the anonymisation process]

John speaks about his unfair treatment by the teacher and uses the phrase "he looked me dead in the eye," which illustrates an emotional dynamic within their relationship. John perceives this as the teacher asserting their dominance over him by stating he will use sanctions to control John's actions. For children to learn, they must be free to take social and intellectual risks, which calls for a sense of safety and belonging (Buyse et al., 2009). As a result, there are arguments against the use of sanctions in school settings. YP who develop close relationships with their teachers tend to be more prosocial, take part in extracurricular activities more, and perform better in school (Birch & Ladd, 1997). Whereas YP who frequently argue with teachers are more likely to have strained relationships with educators throughout their academic experiences (Jerome et al., 2009). Additionally, they have a higher propensity to lose interest in learning (Portilla et al., 2014) and to develop negative attitudes towards education (Hamre and Pianta, 2005). Moreover, punishment creates an ‘emotionally insecure environment’, which makes it unlikely it will improve the STR (McNally and Slutsky, 2020), which may cause students to cooperate less. This implies punishment does not always result in learning for students, which interferes with the internalisation process and may instead cause the issue to worsen (Lewis et al., 2011).

During Jess’s interview, she expressed her experience of anxiety and worry caused by the varying expectations different teachers in the school have of her, which can feel unfair at times: 

“And I worry about like, either gonna be nice, and they're gonna be unfair, or they're gonna shout all the time, and they're gonna make you answer questions if you don't feel comfortable to. And I always think about all that through my head.” (Jess p.15)

In this passage, Jess expresses her worries about the ‘fairness’ of the treatment she may experience from teachers, which has an impact on her wellbeing. These concerns reflect her apprehensions about negative social interactions and the potential challenges they may pose. See reflective log 1 Appendix 1 for further reflections linked to this point.  
Disempowerment 
The following section will look at the second subtheme of this GET. As a result of the power imbalance and feelings of unfairness, I believe students began to feel disempowered within relationships, and the feelings of unfairness led them to feel the power had been leeched from them. The quote from Sarah candidly reveals the emotions she experienced during her interactions with her teacher. Her expressed feelings of embarrassment, humiliation, and heightened anxiousness shed light on the power dynamics within their STR:

“Like if I didn't understand the work, he would be like oh, well, Sarah has not done her work or listened, and he would like announce it to the whole class. I just wanted to run away, I just wanted to get out.” (Sarah p.12)

I feel this statement by Sarah demonstrates a level of interpersonal power that can be seen within the Power Threat Meaning Framework (PTMF). Interpersonal power is defined as “the power to look after, not look after, or protect someone; to help or abandon or leave them; to give, withdraw, or withhold love and care; to undermine or support others in the development of their beliefs and identities” (BPS, 2018, p. 35). The quote, I feel, makes Sarah feel there is a lack of care from the teacher and a lack of support. The school may find it helpful to view issues through the PTMF to understand the meaning-making that has taken place and the ‘what has happened’ to a person rather than a focus on behaviours from a ‘within child’ position. 

The power dynamics within their STR have created an environment where Sarah is left feeling disempowered and voiceless. The public humiliation and embarrassment she experienced when her shortcomings were announced exacerbated her feelings of disempowerment as the power was leeched away from Sarah. The teacher's actions, whether intentional or not, reinforce the perception that power is concentrated solely in the hands of the teacher, and Sarah's agency and autonomy are diminished. By publicly highlighting Sarah's lack of understanding, the teacher not only exhibits a disregard for her feelings but also reinforces a hierarchical dynamic wherein the teacher's power is asserted at the expense of Sarah's self-esteem. Consequently, Sarah is left feeling disempowered in her relationship with the teacher. A similar vein of a sense of powerlessness is also presented through Jess’s quote: 

“You just got to sit there. Do it, cope.” (Jess p.21)

During the interview, Jess spoke about when the teacher shouted at her and she had to “cope” with it, highlighting the limited choice or power she had in the situation. I interpreted this to mean she felt helpless within the STR. 

John refers to the way he is treated concerning learning and how this can leave him feeling dismissed and invalidated:

“Sometimes they treat you like you’re thick if you don’t understand it. Stuff like that”.   (John p.12)

I interpret that this experience diminishes John's confidence and invalidates his knowledge and perspective. Which may have a significant impact on John's self-esteem and engagement in the learning process. Feeling belittled and invalidated, John may have felt disheartened, leading to decreased motivation and a reluctance to participate actively in the classroom. 

“.. I did nothing wrong, so I didn't deserve to get exclusion. I got excluded for two days because of that teacher and I thought there is no point even coming to this school.” (JJ p.2)

JJ’s comment makes me think about the sense of rejection and hopelessness he was feeling about his exclusion from school, which resulted in him disengaging. A similar idea is present in research by Cefai and Cooper (2010), who reported many students’ responses to challenging teachers' use of sanctions as leaving them with no choice but to resist the system or disengage from it. I had further reflections linking to this quote see reflective log 2, Appendix 1. 

Sarah and John also reflect on how they feel teachers use sanctions unfairly: 

“That's like a big thing in our school because of the discipline and everything. They can say it how it is, but as soon as you want to, or if you want.... say you get a comment, and you don’t accept it, and you could say it, and then they'll go home and ring your parents.” (Sarah p.14)

“cos I just feel like he doesn’t like me at all. He gives me the most comments.” (John p.9)

I interpret Sarah's feeling that there is a whole school approach to discipline that teachers follow in the school, which leaves her feeling unheard and frustrated, resulting in a sense of powerlessness. From John’s comment, I interpret a sense of hopelessness he experiences because whatever he does, he feels the teacher is going to give him sanctions anyway, so he has abandoned any hope things will change. This theme of teachers not listening is present in other quotes:

“And I’ve got iso*for it because the teacher won’t hear them out.” (JJ p.15)
*[isolation]

“Because they think the relationship is all on discipline, and they don't want to hear you out on it.” (Sarah p.14)

I interpret the comments from JJ and Sarah as expressing a sense of frustration at the lack of opportunity to feel heard by the teachers. It could be argued students are attempting to make sense of a 'school paradigm' in which teachers set boundaries, which can lead to feelings of disempowerment in YP, and the inability to feel heard can contribute to this.

Just as it is important to listen to the views of YP, it is also important for teachers to reflect on the power imbalances that exist in STR. I interpret Sarah’s comments to demonstrate that the teacher holds the power within their interactions, as there is an inconsistency that is likely to feel confusing.

“Like she would give me the side eye and everything. I was like, I don't need that. But then she's like my best pal now. Like she'll come up to me and talk to me all the time. She’s like contradicting herself and her that’s choosing when we are ok or not.” (Sarah p.16)

“It’s up to them when they want to be your best pal and everything. Like, it's up to them if you need them; its if they're ok with it.” (Sarah p.17)

[bookmark: _Hlk155690223]The two quotes by Sarah add further depth to the power difference in the STR. In the first quote, Sarah shared that the teacher gives her negative attention in the form of “a side-eye” which I feel asserts a position of authority over Sarah, which creates a sense of intimidation or discomfort for her. The power imbalance in this context is evident in the teacher's ability to control the dynamics of the relationship. The teacher decides when to be approachable and when to be distant, influencing Sarah's feelings of acceptance and belonging. This highlights the asymmetric nature of the relationship, with the teacher having the authority to dictate the level of closeness and support given to Sarah. In the second quote, Sarah further highlights how, at times, the interaction with the teacher can feel like friendship, yet this is done on their terms rather than based on her needs. Again, I feel this demonstrates a sense of disempowerment in the relationship because, as the student, she doesn’t feel she can challenge or change the dynamic of the relationship.

Discussion of theme 2:  Power and STR 
When considering this theme, a variety of research and theory can be linked to the GETS theme, power, and STR, which will be addressed in this section, as well as its relationship to the research objectives: What are the lived experiences of the STR for YP attending a mainstream secondary school.
 
Unfairness 
Power imbalances in STR literature have long been linked to student satisfaction and learning (Jamieson and Thomas, 1974). Analysis of the data revealed the themes of 'unfairness' and 'powerlessness,' which are reflected in relevant theory and research, contributing to the research objectives.

There are several ways to view power in STR; one is that proposed by Gordon and Foucault (1980). According to Gordon and Foucault (1980), “power is employed and exercised through a net-like organisation. And not only do individuals circulate between the threads; they are always undergoing and exercising this power” (p. 98). In the context of schools, Foucault's quote suggests power is distributed through a complex and interconnected network rather than by a single authority figure or institution. Individuals are both subjected to and exercising power within this net-like organisation, so power is not static but dynamic. This idea is reflected in the quote by Sarah, p. 14, who highlights how the power imbalance is present at a whole school level as she refers to discipline being “a big thing in our school”. 
Viewing the power dynamic in an STR through the Typology of Relational Power (French et al., 1959) sees teachers as authority figures who use five relational power bases (reward, coercive, legitimate, referent, and expert power). Some of these are relevant to the participants' experiences. For instance, when John mentions, "They treat you like you're thick," it could be linked to 'expert power' as the teacher's subject knowledge gives them power over John, making him feel academically inadequate. As John explains, "I said isn't that a verbal, and he looked at me dead in the eye and said if I do that, it's a verbal" (John p. 11). In my interpretation, this leaves John feeling unfairly treated because he believes the sanction would not be applied to his peers for the same behaviour. These sanctions could be categorised as 'coercive power' within the Typology of Relational Power, aligning with other definitions of power, such as the capacity to influence the actions of others (Fiske and Berdahl, 2007; Thibaut & Kelley, 1959).
Considering social interactions as power struggles, where individuals seek to assert control and influence, presents an alternative perspective on classroom power imbalances. Guinote (2007) delineates a clear power division in education, with teachers wielding greater control and authority while students depend on them. This power dynamic is vividly demonstrated in Sarah's quote:

“Like if I didn't understand the work, he would be like oh, well, Sarah has not done her work or listened, and he would like announce it to the whole class. I just wanted to run away, I just wanted to get out.” Sarah p.12

The students in this research desired power equality, in line with previous findings, believed to enhance their sense of belonging and foster positive social interactions, which in turn can boost academic performance which is pertinent on a broad level to all students. According to the students, achieving equal power requires teachers to demonstrate value for their views, pay attention to them, and treat them with decency (Cefai and Cooper 2010). Both JJ and Sarah expressed their desire to be 'heard' by their teachers, stating they want teachers to "hear you out on it" (Sarah, p. 14).

[bookmark: _Hlk155694852]In recent years, there has been a growing focus on injustice in educational settings, positioning fairness as a critical issue in schools (Donat et al., 2012). Despite universal acknowledgement of the need for fairness in the classroom, numerous studies reveal that students often feel unfairly treated (Israeshvili, 1997). Their research indicates that students perceive their teachers as dispensing unfair punishments and rewards. In addition, it is recognised that those with SEMH needs are the most likely group to be excluded from school (Condcliffe, 2023), this means it is pertinent to the cohort in this research.Gouveia-Pereira et al. (2003) and Schmidt et al. (2003) found that students who perceive fair treatment from their teachers are more likely to accept and adhere to school rules and norms.

Student-teacher conflict situations resulting from unfairness can lead to increased indirect interpersonal aggression and hostility within the STR (Chory-Assad & Paulsel, 2004). Furthermore, students who have been treated unfairly are more likely to engage in bullying behaviours towards their peers (Donat et al., 2012). The experience of justice contributes to the development of an equitable worldview (Dalbert & Stoeber, 2006) and has a positive impact on the classroom climate and students' trust in each other (Correia & Dalbert, 2007). Conflicts over procedural, distributive, and interpersonal fairness at school, however, may worsen school distress (Correia & Dalbert, 2007).

Disempowerment 
The second subtheme emerged: a sense of disempowerment for the participants within their STR. It is recognised in the literature students can take a ‘powerless’ position due to the hierarchy that exists in schools and their influence over grades and sanctions (Aruta et al., 2019). One could contend that in the classroom, the teacher has more power and influence while the student is more reliant and in a helpless position (French et al., 1959). Further support by Cefai and Cooper (2010) also notes feelings of ‘powerlessness’ for students in their research. The main way the students in this research defined a feeling of powerlessness or disempowerment was from a feeling their voice had not been heard. Students who are given the chance to voice their ideas are better equipped to comprehend how their choices impact both their connections with others and their ability to learn. As a result, they are more equipped to take charge of their behaviour and behavioural change, which lessens their sense of hopelessness and alienation (Hapner and Imel, 2002; Kroeger et al. 2004; Norwich and Kelly 2006). Including the student's point of view promotes more effective learning and positive classroom behaviour, which is beneficial for both students and staff. The following quote, I feel, could be used to reflect this situation and highlight the importance of listening to the views of YP:  

“In so many ways, adults determine the boundaries of children's social worlds . . . Recognising children as social beings should lead us to shift our scholarly analysis, our politics, and our practice in ways that respond to children's rights and interests and to listen to what children can teach us about being a child in the world”.  (Dumas & Nelson, 2016, p. 33)

This quote emphasises the significant influence adults, especially in schools, have on shaping children's social experiences and interactions. The authors argue that recognising children as social beings should lead to changes in how we approach education and interact with children in educational settings. This can be achieved by empowering and respecting children's rights, viewing them as social beings, and acknowledging their agency, voices, and rights. Schools should aim to empower students, involve them in decision-making, and respect their perspectives and opinions.

Research has suggested ways that schools can level out power imbalances. 
[bookmark: _Hlk155695033]Humphrey (2008) emphasises involving all students in decision-making for classroom and school rules. Moreover, Jones et al. (2013) advocate replacing corporal punishment with positive reinforcement and teaching teachers about discipline instead of punishment. Furthermore, McHugh et al. (2013) propose mutual respect and guiding principles to balance the teacher-student power dynamic. Cook-Sather (2006) promotes gathering student input to influence school change through methods like student councils and open discussions.

Shifting from adult-centric to child-centric approaches and accommodating children's needs, interests, and developmental stages is recommended. These changes involve altering perspectives and power structures (Cook-Sather, 2006; Mayes et al., 2018). To establish a positive STR, a balanced power dynamic with respect, care, and reciprocity is essential within all STR but will also be pertinent to the students with SEMH needs included in this research (El Zaatar, 2011).

Just as within the quotes, students wanted to feel shared power, which is reflected in the quote: 

“By sharing power with students, listening to them and seeking to follow their advice, we have learned that educators, researchers and policymakers are more likely to promote contexts through which the voiceless have a voice, the powerless have power and from such spaces, hope can emerge” (Freire and Freire, 1994) (p. 491).

In conclusion, this quote urges a paradigm shift in schools' approach to children's social development. Recognising children as social beings with rights and interests can foster a nurturing, inclusive, and empowering educational environment that values each child's contributions and perspectives. Actively listening to their experiences and voices provides valuable insights for improving the school environment and educational practices.
















Theme 3: Security and Protection

Table 4: GETS Security and Protection 



	GETS
	Subtheme 

	[bookmark: _heading=h.2s8eyo1]Security and protection
	A sense of security and protection in the Student Teacher Relationship  (STR)

	
	Feeling a lack of security and protection in STR


This Group Experiential Theme (GETS) theme emphasises the significance of experiencing security and protection in Student Teacher Relationship (STR), comprising two contrasting subthemes: 'a sense of security and protection in the STR' and 'a lack of security and protection in the STR.' Participants consistently shared experiences related to both subthemes, recalling instances where teachers provided them with a sense of security and protection, as well as instances where they felt the opposite.
As highlighted in the literature review, STR significantly influences students' academic and emotional development. Cultivating feelings of security and protection in these relationships is essential for creating a positive learning environment that fosters student growth. When students experience a sense of safety and support, they are more likely to engage actively in their education and realise their full potential, as evident in the shared experiences. Participants discussed how trust and a nurturing atmosphere contributed to their sense of security and protection within STR, making them feel cared for, acknowledged, supported, encouraged, and comforted. Conversely, they also described feelings of discomfort, unpredictability, a lack of care and empathy, and a loss of trust in their relationships with certain teachers, resulting in a lack of security and protection within the STR.


A sense of security and protection in the STR
In this subtheme, all participants shared their experiences of feeling protected and secure in some STR. This aligns with existing theory and research on the importance of trust and emotional security in healthy relationships, particularly in the student-teacher context. They expressed how certain teachers made them feel emotionally safe, allowing them to freely express their thoughts, opinions, and concerns without apprehension of criticism or mockery. This trust played a pivotal role in establishing a sense of safety and security, as illustrated in the following quotes:

“Obviously, she's going to tell Ms Silver and my mum. But yeah, other than that, she she wouldn’t go in the staffroom and say you will never guess what I've heard. Blah, blah, blah. I don't think she’d ever do that.” (Ben p.19)
Ben talks about his experience with a teacher whom he feels he can trust, but there is also a sense of trust shared both ways within the relationship. As Ben experienced trust in the relationship, it built further feelings of trust between them:
“But when she told me…. I wasn't going to spread it.” (Ben p.18)

“…and then because I got talking, I got like a stronger bond and stuff, that I could trust them with anything. Because I have to trust them now because they know so much about me, I can't not trust them.” Ben (p.5)

Ben explains sharing personal information with someone has strengthened their bond, creating a deeper connection and a sense of trust. This is because the person already knows a lot about him through their previous conversations, making it difficult for him not to trust them. The act of sharing personal details creates a sense of intimacy and vulnerability, making the bond stronger and more likely for Ben to confide in them further. Jess also talks about her experiences of trust in relationships and how it helped to reduce her feelings of anxiety as the relationship developed: 

“So they didn't really know who I was to start off with. But then I started to just get like a close relationship with them. And like, they kind of know who I am now they know my worries, they know what I struggle in. So they kind of just they understand now.” (Jess p.5)

As shown in the quote, when students trust their teachers, they can openly express their thoughts and concerns without fear of judgement. Teachers build trust through empathy, active listening, and respecting boundaries. Research confirms that emotionally safe classrooms encourage academic risk-taking and seeking assistance for all students (Pianta & Hamre, 2009).
Another way that participants experienced feelings of security and protection was through a supportive classroom environment through the creation of an inclusive and accepting space where they felt valued and respected, enhancing their sense of security. Rebecca’s quotes demonstrate how this was done concerning academic work:
“Because I felt good around her, she really brings my love out for English.  and like made me enjoy English a lot more.” (Rebecca p.4)

“Like you could, if you have an issue with anything, or like you're struggling with something you can go to them for, like advice on the next step. And like what you could do better.” (Rebecca p.1)

I interpret Rebecca's feeling that the teacher fosters a warm and supportive classroom atmosphere, allowing her to feel secure, which has fostered a deeper connection with the subject and the teacher, ultimately leading to a more positive and enriching educational experience for her. Rebecca mentions how she "felt good around" her teacher, demonstrating a level of comfort in the teacher's company. This is likely because she feels a sense of security in the STR, which contributes to her overall sense of safety while learning. The second quote by Rebecca suggests she could ask for support and take risks in the teacher's company. The need for security in STR, which supports positive academic outcomes, is also supported by research in this area conducted by Rimm-Kauffman et al. (2015). Jess also refers to feeling "good" in the teacher's company.

“Well, with Mr Red, like, I feel really, I just feel really good. That he’s there for me. Like, it just feels really nice. And, like, it's so nice.” (Jess p.7)
Teachers can also contribute to students' feelings of security by promptly and effectively communicating with them about their emotional and academic needs (Reyes, 2012). This is accomplished by offering constructive and positive feedback, as illustrated by the following quotes from Jess and Rebecca:
“My maths teacher sometimes that, like, I'm struggling because usually on a Monday, I struggled quite a bit. And I say to him, can you like, come and check on me in the lesson, and he will like, kind of walk around and just kind of like, give me a thumbs up to see how I’m doing.” (Jess p.2)

“And like she'd always come and see like she's always like, come and check my work and give me feedback. And now I do more by myself.” (Rebecca p.3)

I interpreted that when John felt teachers genuinely cared about and were interested in his well-being, he felt more secure in the relationship. This is demonstrated by the passage that follows:

“And she sees how you’re actually doing, and I can say how I am feeling and stuff like that.”  (John p.14)

“Yeah…. like last week I was very annoyed about something in history, and I slammed my hand on the table and that and she took me outside and talked to me for a bit, let me calm down. And I were ok when I came back in. It’s just little stuff like that she makes it alright. I feel like she’s kind to me and gives me time.” (John p.2)

This level of care is also present in Ben’s quote: 

“So she's just helped with that and then just like talking to me and like, giving me like little postcards coz at parents evening we get postcards for how well we've done she'd put like, it normally just says, well done, your child has done well in this subject, this subject. Whereas she put like a meaningful note on the back which said about my strengths.” (Ben p.5)

In Ben's quote, he expressed feelings of care from the teacher towards him because the note offered individualised attention and acknowledged his strengths. Research has also shown recognising students' strengths by teachers is an effective technique for fostering strong STR (Hattie, 2009).

In the following quote, Sarah recounts a moment when she experienced care following a panic attack at school: 

“I remember one time about a panic attack. And she literally saw me in the corridor, and she came over to me, and hugged me until I had calmed down. And then she let me go talk to her, so I was like, so overwhelmed and everything. And she just calmed me down.” (Sarah p.6)

Sarah experienced a panic attack, and her teacher intervened by offering comfort and allowing her to express herself. This empathetic response, coupled with supportive actions during the panic attack, had a profound impact on Sarah, demonstrating a strong sense of emotional support and understanding in their STR. 
This same level of emotional reassurance at times of heightened emotion is present in JJ and Jess’s quotes: 

“He like he he knows like so many techniques to calm me down if I’m really stressed out, cos I’m like doing a load of revising for my exams for like a year’s time. Like he calms me down proper easy.” (JJ p.4)
	
‘If they think I'm like finding it difficult. And then they might be looking out for me and some lessons. Like if I look a bit flustered. Yeah, yeah, they're just like, they like to comfort me.” (Jess p.15)

The use of the phrase "looking out for me" in Jess's quote, which I believe implies a level of care and protection on the part of the STR towards Jess, demonstrates how she felt a sense of safety from her teacher. As well as this, Jess experiences a balance between feeling protected by her teacher and being encouraged to take risks and challenge her boundaries at school: 

“Like, so it helps when he is encouraging me because it kind of gives me more of that push. But as well I'm like, what if I don't want to go? I don't want to go. So sometimes he's like, well, I'm never gonna say to you can't come into the bridge, I just want to encourage you. Yeah, so if I do, if I don't really want to go, then I am allowed to stay in there. He just encourages me to obviously go.” (Jess p.7)
The experience of Jess evoked a mental picture of the balance between independence and protection, such as the cycles of protection within a primary carer relationship or the idea of ‘holding’ a young child (Winnicott, 1979). As children develop, adults respond to their needs for protection or exploration of the world, knowing there is a secure base to return to when needed. In this example, the teacher takes on the role of protector but also a facilitator to allow the student to adapt to the world around them, similar to the idea referenced in ‘Circle of Security’ (Cooper et al., 2011).
Jess's statements suggest a strong sense of partnership within the STR, which contributes to feelings of security at school. These are illustrated by the quotes that follow:

“I feel like I've gotten really close to them over like the last two weeks, because they've been there for me.” (Jess P.8)

“And I was just thinking to myself, like, why were they even panicking when Ms White when I've got these two lovely teachers here to help me? So I just feel like really happy that, you know, that they are there to support me and I'm not on my own.” (Jess p.7)
Jess's expressions, such as "they've been there for me" and "I'm not on my own," strongly imply feelings of support, companionship, and a teacher-student partnership, reminiscent of an attachment and secure base dynamic. In terms of AT, Jess's statements reflect an emotional connection to her teachers, particularly Ms White. This emotional bond aligns with Attachment Theory (AT) core principles, where individuals seek reliable figures for emotional support and security. Jess also views her teachers as her secure base, a concept in AT symbolising a source of safety and support that enables individuals to confidently explore the world. In Jess's case, her teachers fulfil this pivotal role, assuring her she is not alone and providing support and guidance. This secure base empowers Jess to navigate school challenges with confidence and emotional well-being.
I was interested in the literature around partnership in STR, as I feel this approach challenges the traditionally hierarchical and authoritative STR dynamics, offering a different perspective and identifying the dynamics of these relationships. Giving students the chance to actively engage in all facets of their education and their learning can be used to define partnerships in educational settings (Harrington et al., 2014). A partnership-based approach draws attention to the quality of the STR, where students assume more responsibility and autonomy. This challenges the presumptive roles that define what it means to be a student and a teacher (Matthews, 2017).
It is also important to the participants, John, Sarah, and Ben, to have a relational space where they feel comforted and secure with the teacher. This is demonstrated in the following quote:
“She sat with me for a long time and for ages I dint want to talk but she just sat there with me and waited until I could do something.” (John p.7)
I feel John has experienced a compassionate response from a teacher as she sat alongside him creating a space that contributed to feelings of security. What struck me from the quote was the level of emotional attunement and understanding between them, which allowed John time to feel supported. This sense of security and protection through a ‘relational space’ that is created by the teacher is also present in Sarah and Ben’s quotes:
	
“Because I know since Ms Teal, it's been easier to come in and everything. and I know when I'm in school I have a safe space with her.” (Sarah p.21)

“It just, I don't know, it was just it felt like homely. Like I could talk to her. But it didn't feel like I was pressured to say anything that I wasn't comfortable with.” (Ben p.7)

“But I couldn't breathe. I didn't want to talk about it. So we just sat alongside each other in the office and then the bridge.” (Ben p.15)

Sarah's interaction with Ms Teal has made attending school easier, indicating her presence positively impacts her willingness to attend. She feels comfortable and safe in her company, creating a 'relational space'. Sarah feels the teacher has created a safe environment where she feels secure and supported, enhancing her engagement in her studies and social interactions. 

 Ben describes his positive experience with Ms Teal as a "homely" environment, which I interpret to mean he feels security and comfort when talking to her. Using the term homely is a strong metaphor that suggests a strong sense of belonging, comfort, safety, and nurturing when talking to Ms Teal. It signifies an informal and personal relationship, emphasising the depth of their connection beyond a typical teacher-student dynamic. This is demonstrated in the second quote by Ben, where he felt overwhelmed and Ms Teal sat alongside him, creating a nurturing space where he felt safe and secure. When the teacher is supportive, it offers a powerful sense of reassurance and comfort, which builds a sense of security in the relationship, as represented in the following quote: 

“And I have this like one teacher that I just go to, like, whenever she just like, has a door open for me. It’s like no matter what she will let me just go speak to her. And I can speak to her about anything and everything. She just helps you out with it.” (Sarah p.2)

According to my interpretation, Ben felt the teacher created a space where he felt ‘heard’, adding to his sense of security in the relationship:

“Well, Ms Black. I talked to her about a lot of my issues. Yes, because I struggle with issues at home and at school.” (Ben p.2)
Within STR, whether and how students are encouraged to ‘feel heard’ can be a crucial factor for determining the success of interactions with teachers. Research suggests teachers themselves require help to develop these connections: support from the school institution as a whole, support from the community, and support from society at large (Murdoch et al., 2020). In the discussion section, the idea of ‘feeling heard’ will be covered in more detail.
A lack of security and protection in STR
There was convergence amongst participants in this subtheme. Through the interviews, the participants shared that feelings of security and protection were lacking in some STRs, which contrasted with the previous subtheme. According to my interpretation, the participants experienced this lack of security and protection as feelings of apprehension, unease, challenges with emotional connection, and occasionally feeling on guard in the relationship. Additionally, there were instances of relationship ruptures without repair. 
JJ talked about how he felt the need to be cautious and vigilant when being in one classroom due to his relationship with the teacher, which suggests a need to protect himself emotionally:
‘‘And then I feel I have to be ready……. on my guard when I go into that class.” (JJ p.8)

The quote, in my opinion, captures JJ's need to defend himself and the lack of security and protection that can be found in the STR. His ability to feel at ease, open, and involved in the learning process can be hampered by this sense of being on guard. This theme is also present in John’s quote: 

“And now when I think about his lessons I don’t want to go, or I know I have to be ready for what might happen next time.” (John p.11)

John’s quote indicates a lack of security in the STR, which I feel is apparent from his use of the term “be ready”. This term, I feel, points to an experience of self-protection in the STR. Sarah noted a similar feeling of struggling to let down her emotional barrier in the teacher’s company:
“I find it really difficult to let down the barrier when if you've had them as a teacher before and it’s not been ok.” (Sarah p.17)

Sarah uses the metaphor of “let down the barrier" which I feel she uses to explain the emotional or psychological defences she has put in place to protect herself from potential harm or negative experiences in the STR. Just like a physical barrier, such as a wall or a fence, can be erected to create a boundary and keep things out, an emotional barrier serves a similar purpose in protecting oneself from emotional vulnerability. I interpret Ben also felt the need to protect himself in one STR: 

“I wouldn't open up because I felt vulnerable, but not like, in a positive way. I'd feel like I don't know. I feel like I was an easy target if I opened up to him.” (Ben p.10)

This quote from Ben indicates he feels the need to protect himself in the STR as he can feel vulnerable, which means he has reservations about being emotionally open and expressing his feelings to the teacher. Ben is hesitant to open up due to a fear of being taken advantage of or hurt. The line "I feel like I was an easy target if I opened up to him" further illustrates Ben's fear of being emotionally exposed which I feel is due to the lack of security he feels in the STR. He feels that if he were to share his inner thoughts and emotions with this person, he might become an "easy target" for potential emotional harm. This made me wonder if this fear may be rooted in past experiences or a lack of trust in this STR. 

The following quote from Jess demonstrates how she worries about the interactions she might have with teachers: 

“Because sometimes I'm on a night like, on a night, I'm speaking to my mum. And I'm like thinking about, what my teacher says that about this and, and I kind of go over it and I'm thinking, how is that teacher gonna react?” (Jess p.14)
I interpret Jess’s quote as experiencing a sense of worry about her interactions with one teacher, meaning she doesn’t feel secure within the STR. This same level of guardedness or emotional distance in the STR made it difficult for the participants to have emotional security, as demonstrated in the quotes:
“So then I just sit there, and then I end up crying there. Then they have been like, well, why are you crying? And I'm like, they don't understand it.” (Sarah p.8)

“It’s like they can’t go there…. with supporting because they don’t have the time.” (Jess p.10)

“Like today I just feel not the best, but I put on my fake smile as usual because I can’t tell them, and no other teachers question you.”  (John p.15)
I interpret John’s quote as demonstrating he doesn’t feel emotionally secure in his relationships with most teachers; therefore, he is not able to express himself emotionally and covers up his true feelings when with his teachers. Sarah’s comments demonstrate a lack of understanding or empathy from teachers towards her emotional needs, which makes it difficult for a secure relationship to form.
“Like, you know, you might cry, and then someone asks you loads and loads of questions at once. And it just overwhelms, and it puts you off. Like most teachers do that. I don't, I don't need that. I just need to sit down. I need to talk to you. But not ask me questions.” (Sarah p.19)

“I don’t think they understand that part of the relationships. Like empathy for our situation.” (Sarah p.15)

Sarah identifies teachers who fail to recognise that demonstrating empathy towards learners is an important part of building feelings of security in the STR. This is also reflected in Ben’s comment: 

“Just treat it like a normal person, like you're having a normal conversation. If you treat it like that, then they're more likely to open up. So they're not like, oh, what’s going on? Tell me why your sister's crying? Who has done this? Why have they done this? And why it's like, kind of like an interrogation when you're at stage one, which isn't how it should be.” (Ben p.14)

Ben's statement indicates a lack of empathy in the STR. The teacher's well-intentioned actions made him perceive an agenda, leading to feelings of a lack of empathy. Ben believes the teacher views his emotions as problematic rather than something to be understood, creating a sense of insecurity in the STR. The importance of emotional availability from teachers in establishing STR security is recognised by students, as demonstrated in Jess's quote:

“But sometimes, if the like they teaching are there in a lesson, they can't always be there for you for your emotions like 100%.” (Jess p.9)
I feel Jess’s quote recognises the challenges the teachers face in meeting the emotional needs of YP while balancing this with their teaching responsibilities, which I feel is reflective of the challenges teachers face. This difficulty in meeting the emotional needs of YP is also recognised in research by Nekhorosheva & Nekhorosheva (2020), who report there are aspects of the teaching role that hinder emotional connection and care. For example, teachers find it difficult to spend time with each student during the day and find it difficult to provide personalised care for children.
The interviews revealed feelings of unpredictability and uncertainty, which I interpret as causing difficulty feeling secure in STR. These two quotes by JJ illustrate this:

“Because they don't know me and maybe I don't know how they're going to act.” (JJ p.17)

“When I’m in that lesson I don’t feel good about it…. like wondering what will happen next and if the teacher is off with me that day.” (JJ p.10)
This quote indicates JJ experiences a sense of unpredictability and uncertainty in his relationship with the teacher, which I feel exacerbates the lack of security and protection in the STR. I interpret this as being characterised by uncertainty leading to discomfort and anxiety. This uncertainty affects JJ's comfort and confidence in the learning environment. During a lesson, JJ feels uneasy due to uncertainty about the class structure and perceived inconsistencies in the teacher's behaviour. These emotions can be distressing and negatively impact JJ's overall well-being and learning experience. JJ uses the term the teacher is "off with him" on that day. I feel this suggests JJ perceives an unpredictability in the teacher's behaviour, contributing to a lack of security and protection in the STR.
As previously recognised in the literature review, a sense of care in STR is valued by students to help develop strong connections (Cefai & Cooper, 2010). However, Sarah’s quote demonstrates she experienced a lack of care from the teacher around the recognition of her needs: 

“He got emails about it so many times. But he's, he's like, I don’t know if he didn't care. But it seemed like he didn’t care.” (Sarah p.14)

The following quotes from Sarah demonstrate an experience of ‘rupture’ she had with the teacher which has not been ‘repaired’ and has continued to have a detrimental impact on their relationship and her mental health: 

“So, you can just write it in for me and he started screaming. It literally got to the point where a teacher had to come and sit in the lesson with me, so I didn’t have to talk to him.” (Sarah p.12)

“It was really overwhelming for me, and I could never have a relationship with him for that.” (Sarah p.13)

I interpret Sarah experienced a deep sense of rupture within the relationship that has not been repaired, causing her to feel a lack of security in the STR. This notion of rupture and repair in STR is also present in previous research by Fitzimmonds (2021), who states for empathic repair to take place, teachers must be a part of a warm, relational environment. The research by Fitzimmonds bears particular value as it centres on students with SEMH needs which aligns with the cohort under examination in this thesis. According to Miller-Bottome (2018), rupture is the result of an inability to accurately respond to another person's needs, which is referred to by Greene (2000, p. 295) as the "inability to achieve mutual intersubjectivity,” which could explain Sarah’s experience with the teacher. According to Raider-Roth et al. (2012), repair is defined in educational literature as "a reconnection between the learning partners." If repair is successful, the post-rupture learning relationship is thought to have improved because more mutual knowledge and understanding were attained during the repair process (Gilligan, 2003).
This quote demonstrates how Rebecca feels insecure around her teacher which prevents her from asking for support with her work as well as spending time thinking about the situation. I feel her doubt and hesitation demonstrate a level of insecurity in the STR: 

“I'm a bit like, do I, do it?  And then I'm like, I don't want to. I don't want to keep asking what I'm doing.” (Rebecca p.11)

Jess and John also spoke about their experiences of finding it difficult to ask for support from the teacher, when they have not developed a secure STR: 

“I do struggle, and I think, or I don't remember to ask my teacher for help. And sometimes worrying might stop me asking.” (Jess p.16)

“So that means I don’t feel ok to ask that teacher for help in the lesson because I feel unsure of the reaction I’ll get back.” (John p.5)

[bookmark: _heading=h.17dp8vu]I interpret John’s quote as pointing to an experience where he has not felt secure in the relationship to ask for support and a level of apprehension around the teacher’s response, which leads him to hold back from asking. Teachers can foster trust by demonstrating empathy, active listening, and respecting students' boundaries. This is important because students who feel emotionally secure in the classroom are more willing to take academic risks and ask for help when needed (Pianta & Hamre, 2009).
Discussion of Theme 3: Security and protection in STR 
From the analysis, the theme of security and protection in STR emerged, rooted in trust, emotional safety, reassurance, creating a relational space, and feeling heard. Conversely, students felt a lack of security and protection when they perceived guardedness, lacked empathy, encountered unpredictability, or received inadequate care in STR. In some cases, this absence of security and protection followed relational ruptures in STR. These subthemes will be explored concerning relevant theories and research.

The term security in STR refers to a concept viewed from various perspectives. One perspective emphasises the teacher's crucial role in creating a safe, protected atmosphere for a student's personality development. The need for protection and security in STR is represented in the literature by Nekhorosheva & Nekhorosheva (2020, p. 654), who states that students "need, on the one hand, protection, space, support, and, on the other hand, intimacy, time, and interaction to form a sense of security." Pianta (1999) further supports the idea that teachers contribute to students' sense of security at school, suggesting that an attuned STR helps develop feelings of security and support for students (Pianta, 1999). The research by Pianta is applicable to the broad range of STR as well as being pertinent for those with SEMH needs.

In contrast, the quotes revealed the participants' experiences of needing to protect or guard themselves in the STR due to a lack of security and protection. This has been linked to unfavourable outcomes for young individuals. Research indicates that emotionally unsafe STRs create a school climate in which students feel unsafe, leading to increased stress, reduced school attendance, and hindered participation in learning (Shean & Mander, 2020). Furthermore, students who experience relationships where the teacher is in a reactive state and struggles with personal connections experience uncertainty and insecurity. Consequently, the teacher is unable to offer help, provide safety, care for a student, or establish an atmosphere of closeness (Skinner & Beers, 2016). According to Klassen and Kim (2019), this will result in students experiencing threats and insecurity in the STR and the overall environment.

When students experience emotionally secure STR, it provides a more secure learning environment, resulting in positive identity development, better learning experiences, and higher feelings of value (Shean and Mander, 2000). There are identified advantages to having a sense of security in an STR. If safe and secure circumstances exist, it may improve a student's academic success and personal growth in educational connections (Nekhoroshevea & Nekhoroshevea, 2020). These advantages are emphasised by quotes such as this one from Rebecca, highlighting improved academic enjoyment due to the STR:

“Because I felt good around her, she really brings my love out for English.  and like made me enjoy English a lot more.” (Rebecca p.4)

Längle (2013) offers another definition of security in STR, stating that security is a blend of space and intimacy, meaning 'being able to be here' while experiencing closeness. Security combines a sensation of protection (acceptance) with personal care (engaging in a connection with oneself and others, giving and receiving care).

When discussing security, it's crucial to consider the concept of secure attachments, initially introduced in AT (Bowlby 1969). Attachment theorists argue that when parents provide children with emotional support and a predictable, consistent, and safe environment, children become more self-reliant and willing to take risks as they explore the world, knowing that an adult will be there to help if needed (Ainsworth, 1978; Bowlby, 1969). This theory has been widely adopted and demonstrated in educational settings (Pianta, 1999). The idea that a sense of security in an STR can promote independence is reflected in the quote by Rebecca, who has experienced close support from the teacher, fostering her confidence:

“And like she'd always come and see like she's always like, come and check my work and give me feedback. And now I do more by myself.” (Rebecca p.3)

The quotations revealed the students experienced a level of sensitivity in the STR, which contributed to feelings of security and protection. This was done as teachers created environments in which students felt safe and free to explore and learn through consistent, timely, and responsive interactions (Pianta & Stuhlman, 2004). This supports Pianta's (1999) research, which reveals sensitive teachers can assist students in feeling secure in exploring their surroundings and coping with the challenges of school, influencing students' learning behaviours and development (Pianta, 1999). The research by Pianta is applicable to the broad range of STR as well as being pertinent for those with SEMH needs.

The importance of STRs is emphasised in this theme, as they are crucial for the holistic development and success of students. These relationships foster trust, respect, and emotional safety, enabling students to engage in the learning process with confidence and enthusiasm. A secure and protective relationship not only enhances academic achievement but also contributes to the social and emotional well-being of students, providing a safe space for personal growth and critical thinking.

[bookmark: _heading=h.3rdcrjn]This research indicates to build and maintain such relationships, teachers must demonstrate professionalism, empathy, and commitment to their students' welfare. Educational institutions and policymakers also play a role in fostering an environment that prioritises secure and protective STR through supportive policies and resources. The significance of security and protection in STR cannot be overstated, as they shape not only the educational journey but also the lives of students, leaving a lasting impact beyond the classroom. 
Findings and Discussion Conclusion 
This chapter has presented three themes and linked them to theory and research through the three discussion sections. In essence, the theme “She means the world to me'” emphasises the remarkable significance of special STRs in mainstream secondary schools. These connections, marked by profound closeness and emotional support, go beyond traditional dynamics. Rooted in Gergen's relational theory and attachment theory, and emphasising authenticity and intuitive understanding, this exploration highlights the pivotal role teachers play in shaping students' well-being. Whether mirroring family or friendships, these unique bonds offer crucial emotional support, emphasising the need to nurture and support such relationships for the holistic growth and well-being of students in mainstream secondary education.

The second theme highlights power dynamics in STRs, revealing subthemes of 'unfairness' and 'disempowerment.' Unfair treatment and unequal power structures affect students' sense of belonging. Disempowerment stems from students feeling unheard, emphasising the need for shared power in STR. The analysis advocates for a paradigm shift, recognising students as social beings, involving them in decision-making, and fostering balanced power dynamics for an empowering educational environment. Listening to students' voices is crucial for a positive shift in educational practices.

Security and protection in STR is a critical theme, focusing on trust, emotional safety, and their impact on students' overall development. Teachers play a key role in creating a secure atmosphere, contributing to well-being and academic success. Conversely, a lack of security can lead to negative outcomes. Secure STRs positively influence learning experiences and identity development. Attachment theory aligns with this theme, emphasising emotional support. The research underscores the importance of professionalism, empathy, and commitment from teachers in fostering secure relationships. Policymakers and institutions are urged to prioritise and support an environment that values secure and protective STRs, recognising their lasting impact beyond the classroom.



Chapter 5: Key Findings, Returning to the Research Questions, Strengths, Limitations, Reflections, Recommendations and Future Research 

Key findings 
The theme "She means the world to me" explores the unique and profound connections students form with specific teachers in mainstream secondary schools, emphasising the exceptional nature of these relationships. Drawing on theories such as Attachment Theory (AT), Gergen's relational theory, and Self-Determination Theory (SDT), the findings highlight the significant impact of special Student-Teacher Relationships (STR) on students' well-being. Participants consistently described these connections as resembling family or best friendships, emphasising their co-constructed and therapeutic nature. The study underscores the crucial role of intuitive understanding in fostering emotional support and a profound sense of connection. Overall, special STRs contribute significantly to students' lives, providing essential emotional support during challenging times. The research advocates for raising awareness about the importance of nurturing strong STRs in educational settings.

The research explores power dynamics and STR in mainstream secondary schools, uncovering the themes of 'unfairness' and 'disempowerment.' Drawing on Gordon and Foucault's notion of power as a net-like organisation and the typology of relational power, the study highlights the complex and dynamic nature of power in STR. Students express a desire for equal power, emphasising the need for teachers to value their views and treat them fairly. Unfairness in discipline and sanctions contributes to students feeling disempowered and marginalised. The findings underscore the importance of fairness and student participation in decision-making to balance power dynamics and foster positive STR. The research calls for a paradigm shift towards child-centric approaches, recognising children as social beings with rights and empowering their voices in educational settings.

The analysis reveals the central theme of ‘security and protection’ in STR, encompassing trust, emotional safety, reassurance, the creation of a relational space, and the feeling of being heard. Students expressed the need for protection and support in STR, emphasising the teacher's role in creating a secure atmosphere for personality development. Conversely, a lack of security leads to guardedness, a perceived lack of empathy, unpredictability, and insufficient care, resulting in adverse outcomes for students. The concept of secure attachments, rooted in AT, highlights the importance of consistent and safe environments in fostering independence and confidence. Sensitivity in STR, demonstrated through consistent and responsive interactions, contributes to students' feelings of security. Overall, the findings underscore the pivotal role of security and protection in STR, impacting academic success and holistic student development. Teachers, educational institutions, and policymakers are urged to prioritise and cultivate an environment that fosters secure and protective STR, recognising their profound and lasting impact on students' lives.

The research findings unveil the extensive scope, deep significance, and diverse range of young people's experiences. This exploration led me to reconsider the tendency of previous research to oversimplify and crudely depict STR. The complexities of these relationships have come to light, showcasing their multifaceted and profound influence on young individuals. It is profoundly moving to witness the crucial role these relationships play in their lives.

Development of a conceptual model 
In the initial phase of the research, during the literature review, I extensively delved into various theories, including Attachment theory, Sociocultural theory, Humanist principles, Gergen’s relational theory, Self-determination theory by Deci and Ryan, and Wentzel's work on Relatedness. These theories served as a theoretical foundation to comprehend and analyse STR.
Throughout the phases of findings and discussion, existing theories were recurrently referenced to shed light on specific facets of the STR. However, the culmination of this research led to a crucial observation, none of these theories singularly encapsulated the intricate complexity of the STR. Dissatisfaction with the existing theoretical explanations prompted the adoption of a metaphorical approach. The theories were employed not as comprehensive frameworks but rather as tools to illuminate distinct aspects of the relationship.
In the metaphorical context of light refracting through a prism, the STR is likened to pure, white light, with the theories serving as analytical instruments. The prism, functioning as an interpretive tool, dissects and examines the STR, revealing different facets through various theoretical perspectives. Each theory acts as a unique wavelength of light, contributing specific insights into different dimensions of the relationship.
Exposing the STR to these theoretical perspectives is akin to shining a spotlight on distinct facets of this multifaceted phenomenon. The recognition of the inherent complexity of the student-teacher relationship is highlighted, acknowledging that no single theory comprehensively captures its entirety. 
After completing my analysis, I delved into the unique features of each theory to deepen my understanding of their various facets and how they contribute to our comprehension of STR. I critically viewed the theories using different headings, which assisted my comparison of the theories. I employed key headings to critically assess psychological theories relevant to student-teacher relationships see Appendix 21. This structured approach facilitated a comprehensive and critical evaluation of the theories in question. This process included examining the intersections among these theories, as evidenced in the table (Appendix 22). This table integrates multiple psychological theories, providing a comprehensive framework for understanding student-teacher relationships. It recognises the diverse influences of attachment, sociocultural dynamics, humanistic principles, self-determination, and relational processes, contributing to the complex and multifaceted nature of educational interactions. Researchers and educators can use this framework to guide their understanding and practices, fostering positive and effective student-teacher relationships.
Whenever these theories resonated with a relevant quote or theme that emerged, I integrated them into the discussion section of the thesis. However, I couldn't shake a sense of dissatisfaction, feeling that none of the theories adequately captured the impact and importance of these special relationships. This recognition of a theoretical gap prompts the exploration of a conceptual model that goes beyond the existing frameworks. Instead of relying solely on established theories, the research suggests the need for a more integrative and comprehensive conceptual model that considers the intricate dynamics of the STR. This conceptual model should aim to capture the profound importance and impact of these relationships on students, teachers, and the broader school community, acknowledging the need for a nuanced understanding that transcends the limitations of existing theories.
Moving forward, the research calls for a more integrated approach that encompasses the themes underscored throughout the study: the significance of STR, acknowledgment of power imbalances inherent in relationships, and the critical importance of fostering a sense of security and protection within the STR. The conceptual model should emphasise the foundational role of relationship building, the importance of emotional well-being, the need for collaboration and social interaction, a student-centered approach, the dynamic and dialogical nature of the relationship, and cultural sensitivity.
Additionally, the model should incorporate findings from this research, recognising the importance of special, stand-out STR that acts as a protective factor for young people. It should also acknowledge power imbalances in relationships that can lead to feelings of unfairness and disempowerment. Furthermore, recognising the importance of a sense of security and protection in STR should be integral to the model. This evolving conceptualisation is an area that will require further thought and development, which I intend to pursue as part of my continued interest in the field of STR.
Returning to the Research Questions (RQ)
RQ1: What are the lived experiences of the STR for students attending mainstream secondary school? 
The findings from this research underscore the significance of nurturing a positive and secure Student-Teacher Relationships (STR) within this context. What struck me profoundly when delving into the data was the vast breadth and depth of experiences shared by the students, underscoring just how pivotal these relationships are in their lives. This significance becomes evident through the recurring themes that emerged, such as "She means the world to me," the dynamics of power within the STR, and the fundamental sense of security and protection these relationships offer. What stands out most is the realisation that much of the existing theory and research on STR often falls short in acknowledging the intricate complexity and profound depth of these relationships, aspects that this research has successfully captured and illuminated. It underscores the unique and multi-dimensional nature of these experiences, shedding light on dimensions that prior research may have overlooked.

RQ2: What can educationalists learn from the lived experiences of STR for secondary school students? 
The lived experiences of the Young People (YP) in this research highlight the importance of these relationships and how much they matter to them. It would be important for teachers to recognise they can make a difference to the YP they work with by spending time with them to create spaces where YP feel the relationship is special. The theme name “she means the world to me” can be used to highlight how the YP hold these relationships in great importance in their lives and can make a difference. Educationalists can learn students want to feel security and protection in their STR by building authentic, supportive, and emotionally connected relationships with them. These relationships go beyond academics, providing emotional support, trust, and a sense of significance. Consistency, authenticity, and individualised attention matter. Recognising the impact of these bonds can help teachers create a positive learning environment where students thrive. Educationalists can learn power imbalances exist in the STR, which can lead to feelings of disempowerment for YP. By following the recommendations below, educationists can learn how to better support students, address their needs, and create an environment that fosters meaningful connections and well-being.

RQ3: What could policymakers learn from the lived experience of STR for secondary school students? 
The recommendations emphasise the importance of clear school policies, teacher development, classroom environments, and awareness of students' needs. These recommendations offer actionable insights for policymakers to develop policies and initiatives that enhance the educational experience by promoting secure and protective STRs. This includes allocating resources, providing teacher education, and creating an inclusive and supportive school culture.

In summary, the recommendations and points provided are directly related to addressing the research questions by offering practical guidance for educationists, policymakers, and other stakeholders to better understand, support, and enhance the lived experiences of STR in secondary school settings. The study's implications are specific to the school, and the school's SLT is keen to use the findings for policy and practice improvements. However, they contribute to the overall knowledge and awareness of the complex dynamics of STR and how they impact students' well-being and educational outcomes.
Strengths of research 
The research has notable strengths. While substantial theory and research emphasise STR's importance in education, a literature gap exists regarding secondary school students' experiences of STR. This study aims to fill this gap by exploring how these students experience STR, not only to inform changes within a specific school but also to potentially influence educational policy and Educational Psychology (EP) practices. The primary strength lies in its innovative approach, which recognises the need for students to voice their perspectives in school settings, in line with Trotman et al., (2019). This study is significant as it is the first to focus on students in these year groups regarding their STR experiences, enhancing its relevance and potential contributions to the existing knowledge base.

The use of Interpretive Phenomenological Analysis (IPA) underscores my commitment to a robust and systematic data collection and analysis process. IPA is well-regarded for its ability to delve deeply into participants' lived experiences, as noted by Willig (2013).

The research gathered a substantial amount of data and subjected it to rigorous analysis. The research findings are consistent with prior research on the importance of STR concerning well-being, mental health, and learning. This consistency allows for the potential theoretical transferability of the research findings, integrating them into existing literature, as suggested by Tindall et al. (2009).

Revisiting Yardley's (2015) 'Principles for Demonstrating Excellence in Qualitative Research,' my research brings an innovative and highly relevant perspective to the field, adding to its impact and importance. I employed an in-depth research methodology, spotlighting unique student perspectives to provide educators with direct insights. The literature review highlighted a significant gap in understanding young people's experiences in STR. In the introduction, I shared my personal connection to the topic as a teacher, motivated by the profound impact a teacher can have on a student's life. These personal insights, complemented by research findings, emphasise the study's relevance and practical significance. Focusing on STR holds practical value for EPs and education professionals. The research findings illuminate the vast expanse, profound depth, and rich diversity of YP experiences. It prompted me to reevaluate how past research has often oversimplified and crudely portrayed STR. These relationships have revealed a multifaceted and profound impact on YP, making it incredibly poignant to witness just how crucial they are in their lives. 

In my research, I have demonstrated transparency by representing each research stage, ensuring the reader can trace the findings to the transcript data. I have offered a clear justification of my methodology, which aligns with my ontology, epistemology, and research aims. 

I have demonstrated sensitivity to context, through careful consideration of the participants' experiences and perspectives. I've strived to be sensitive to the well-being and rights of the participants. This entails framing the participant group with care, maintaining a clear understanding of my role as a researcher, and ensuring that the findings are presented in a way that respects their experiences and continues to have a positive impact. I've demonstrated this sensitivity by establishing strong connections between theory and prior research in both the literature review and the discussion of findings. This approach serves to anchor the study within a broader context while respecting the richness of the participants' experiences.
Limitations 
This study has several limitations. First, the sample size was constrained due to the extensive time required for Interpretive Phenomenological Analysis (IPA). However, the research successfully gathered and analysed detailed data regarding young individuals' experiences with STR. It is essential to acknowledge that the experiences of these six participants are unique, limiting the generalisability of the findings, as noted by Tateo (2015).

Since this study primarily emphasises an idiographic approach rather than seeking an objective 'truth,' its findings may not readily apply to a larger student population. The interpretation of data was influenced by my experiences and efforts to make sense of the participants' lives. Different interviewers may have elicited more detailed narratives or different aspects from the participants, as meaning is co-constructed. While a smaller sample size may seem to affirm the ideographic core of IPA research, the objective here was not to conduct nomothetic research aimed at generalisability.

Throughout the analysis section, I carefully considered the convergence and divergence of the participants' experiences, creating an unfolding interpretive narrative supported by direct quotes from each individual. While the findings may not be broadly applicable to a larger group of students, this limitation aligns with the established premise of qualitative approaches, especially in the context of IPA (Larkin et al., 2021).

Within the framework of IPA investigations, which favour the double hermeneutic procedure as emphasised by Larkin et al. (2021), it's essential to acknowledge the interpretations derived from the interviews are inherently influenced by perspectives. Therefore, fully 'bracketing out' all personal preconceptions becomes an impossible task. I have grappled with 'bracketing' in relation to my own experiences and have noted some reflections in the reflective log (Appendix 1). IPA demanded my active participation during the process of interpretive analysis, despite sincere efforts to mitigate bias through reflective and reflexive practices and maintaining transparency.

To ensure transparency regarding the rigorous analytical process, examples illustrating the various stages of analysis have been included in the appendix. This inclusion provides insight into the steps taken during the interpretive journey, allowing readers to better understand the process and potential sources of influence on the interpretations.

Upon careful consideration, it becomes evident that 'member checking' can be challenging when using IPA. This challenge arises because my interpretation of the participants' experiences takes precedence, with no direct avenue to solicit the participants' feedback on the identified themes. Nevertheless, this is essentially the inherent purpose of IPA. Given more time or an opportunity to convey the findings to them, their insights could have enriched the research further. Furthermore, because this study represents an innovative approach, there is a clear need for additional research to deepen our understanding and gather more evidence of its practical application and feasibility.

When employing IPA, the focus revolves around what holds significance for the participants. It's important to acknowledge that one constraint to consider is the potential divergence in expectations and perceptions between the participants and myself. These differences in perspectives and expectations could introduce challenges, especially in managing the dynamics of this type of interview (Potter & Hepburn, 2005).

To address this potential challenge, I took steps to establish a connection with the participants and dedicated time to building rapport at the outset of the interview process. While I endeavoured to keep the interview questions as open-ended as possible, it's worth noting that the interview schedule might have inadvertently emphasised specific areas as I probed further based on the participants' responses.

In response to this concern, I maintained a research diary to reflect on each interview session. This practice revealed that with each interview, I became more adept at formulating questions in line with the IPA approach, thus minimising the risk of unintentional bias or influence on the participants' narratives.

Reflections 
During my journey with IPA, I've realised the pivotal role I play as an ‘interpretive tool’ in this research process. I must acknowledge I bring my own context and a unique perspective, especially regarding STR, stemming from my previous roles as both a teacher and a student. This positionality as an embodied human researcher inevitably introduces an element of bias, as my experiences, beliefs, and values saturate the research process.

Furthermore, as I conducted interviews and analysed the data, I became acutely aware of a co-construction taking place. It was impossible to separate myself from this process, as I brought my history and understanding to the table, making it challenging to escape the influence of my own subjectivity.

In contemplating the participants' responses, I also recognised their reactions during the interviews were influenced by their perception of me and their interpretation of my role and motivations in the research. Despite my best efforts to be transparent and provide them with a one-page profile outlining my background and intentions, they may have come into the interviews with preconceived notions about me. Their responses might have been filtered through the lens of what they believed I wanted to hear or my presumed expectations, given that I was an adult with a prior teaching background.

I also considered how the participants' responses might differ if they were discussing STR in a more casual, personal context, such as at home with a sibling or a friend. This reflection highlighted the potential for inherent bias in their responses based on the unique nature of the interview setting. Recognising these complexities and potential sources of bias, I navigated the research process with sensitivity and awareness, understanding the co-construction of meaning was a multifaceted and intricate endeavour.

This research upholds Yardley's (2015) principles of rigour and commitment as demonstrated by the connection between all Personal Experiential Themes (PETs) and Group Experiential Themes (GETs) to the quotes from the transcripts, exploring both individual and overarching themes in their experiences of STR. Rigorous tracking of these themes is supported by evidence in the appendices as well as a commitment to following the IPA methodology.  

Reflections of using IPA
Reflecting on my experience with the process of IPA, I find both significant benefits and limitations worth acknowledging. One notable advantage of IPA is its ability to provide an emotive and empathetic portrayal of participants' experiences, constructing a compelling narrative for each individual. The power of the quotes extracted during analysis left a lasting impact on me, fostering reflection and meaning-making throughout the write-up and analysis stages. A key strength lies in the transparency of results, grounded in the data, enhancing trustworthiness for readers who are invited to engage in the hermeneutic circle and make sense of both participant and researcher sense-making endeavours (Nizza et al., 2021).

However, the labour-intensive nature of IPA's analysis stage posed a notable challenge, necessitating adjustments to my research timelines. The interpretive cycle, crucial for nuanced analysis, required an iterative approach, leading to revisits of transcripts and earlier analysis stages. This commitment to exhaustive analysis, while essential for reaching saturation point, contributed to delays in thesis completion. In future research, I recognise the need to balance this depth of analysis with the practicalities of project timelines, especially when considering larger sample sizes and diverse age groups.

One limitation of my IPA methodology was the absence of ‘member checking’, a step I now recognise could have added value to the research. Going back to participants for a post-analysis discussion could have validated interpretations and explored further the sense-making that occurred during and after the interviews. Although not conventionally part of IPA, member checking aligns with the ethos of rigour and could enhance the study's credibility.

Another consideration that surfaced during the research was the tension surrounding the notion of a homogenous participant group. The challenge of labelling and categorising young people within the school cohort prompted deliberation. Upon reflection, I question the true homogeneity of my group, as the inclusion criteria, framed as receiving 'additional to and different from provision for behaviour' and being on the schools Special Educational Needs register for Social, Emotional, and Mental Health needs, remained broad. I reflected that future research endeavours should carefully navigate the balance between homogeneity and heterogeneity, ensuring coherence with research aims and open resources.

In conclusion, while IPA offered a rich and insightful exploration of participants' experiences, its demands and limitations influenced the trajectory of my research. Balancing the depth of analysis with practical timelines, considering member checking, and critically assessing the homogeneity of participant groups are areas for refinement in future research endeavours.

Barriers to relational practice and the role of the educational psychologist 
Overcoming barriers to the adoption of relational practices in schools necessitates a comprehensive approach, acknowledging potential challenges and fostering systemic change. One notable barrier may stem from the perception of a 'within-teacher' position, where blame for challenges in developing positive student-teacher relationships is solely attributed to teachers. Addressing this barrier requires recognising the need for teachers to operate within an empathetic and supportive environment in line with findings from Fitzsimmons (2021).

A crucial aspect of dismantling these barriers involves systemic changes within schools. Members of senior leadership in schools should revise policies to offer practical guidance, promoting the creation of a classroom environment conducive to positive student-teacher relationships. This could include explicit examples of power-sharing dynamics in the classroom and descriptions of what characterises an environment of 'security and protection.'

Additionally, a shift in mindset at the systemic level involves prioritising training linked to key theories and research on student-teacher relationships. This training not only emphasises the profound impact of such relationships on student’s lives but also empowers teachers to recognise their role in influencing positive change. Building confidence among teachers contributes to the overall effectiveness of relational practices.

Educational Psychologists (EPs) play a vital role in supporting schools systemically this could be done through offering training linked to key theories and research. EPs have skills that can support schools to engage in systemic consultation to enhance student-teacher relationships. For instance, employing approaches like appreciative inquiry can guide schools in adopting positive and collaborative techniques for leadership and organisational change related to student-teacher relationships. The expertise of EPs in consultation and systemic psychology positions them well to provide valuable support in this regard.

To amplify student voice, participation, and shared power, schools can turn to frameworks such as Lundy's (2007) model. This model, encompassing components like Space, Voice, Audience, and Influence, has gained global recognition and adoption. It serves as a catalyst for redefining child participation, encouraging a paradigm shift in integrating child rights-based participation into both policy and practice. By embracing these frameworks, schools can remove barriers, and create environments that genuinely prioritise the voices of young people, fostering a culture of participation and shared power.
Recommendations 
These recommendations outline strategies through which teachers can cultivate ‘special STR’:
Inclusive classrooms benefit from the integral role of Educational Psychologists in translating research into actionable strategies, emphasising the profound connection between STR and inclusiveness, as highlighted by Weare (2015). Recognising the protective factor of special STR, schools should create relational spaces, enhance teacher availability, and ensure consistency in interactions with secondary school students, addressing current system gaps (Bernstein-Yamashiro & Noam, 2013; Wilkins, 2014).

To foster positive STR, educational institutions can promote care, warmth, and empathy, encouraging educators to engage in interactive experiences with students for meaningful connections. Simultaneously, strategies should be implemented to nurture a sense of school community, instilling a feeling of belonging within classrooms and the overall school environment. Prioritising time and space for young people to express themselves and empowering educators with emotional connection skills are crucial steps in building relationships that enhance the educational experience for students.


The ethos of the school should acknowledge and address power imbalances in relationships in the following ways: 
School ethos for addressing power imbalances in STR, particularly concerning sanctions, is crucial for fostering an inclusive environment. Proactive measures must be implemented to ensure students' voices are not only heard but also valued. This involves mitigating power imbalances through clear school policies that emphasise the importance of fair and respectful STR. Providing opportunities for young people to express themselves within these relationships is essential, with school policies outlining methods to share power and recognise children's rights and agency. Empowering students in decision-making processes and employing participatory frameworks like Hart's (2008) Ladder of Participation fosters a sense of agency. Additionally, embracing restorative practices and critically examining teacher language using reflective questions can repair strained relationships. Adopting models like Lundy's (2007) framework, encompassing Space, Voice, Audience, and Influence, allows schools to amplify student voices, encouraging a paradigm shift towards child rights-based participation in both policy and practice, ultimately creating environments that prioritise young people's voices and foster a culture of shared power.

To improve feelings of security and protection the recommendations are: 
Clear and supportive school policies play a pivotal role in enhancing security and protection in educational environments, emphasising the importance of nurturing spaces for YP and actively involving teachers and students. Continuous professional development programs are essential for teachers to appreciate the positive influence of secure and protective strong STR on educational outcomes. Striking a balance between creating a secure environment and encouraging students' independence is crucial for their growth, emphasising a sense of partnership between students and teachers. Addressing the lack of emotional security and teacher empathy through awareness and support is vital for effective resolution, with school leaders recognising the challenges teachers face in nurturing positive relationships. Mitigating unpredictability and uncertainty in STR requires empathy, active listening, and respect, fostering a nurturing atmosphere that improves the overall educational experience. Additionally, incorporating a greater focus on STR theory in initial teacher education and involving Educational Psychologist services in ongoing dialogue about YPs' experiences with STR can further enhance support and understanding, particularly in unique local, regional, or sociocultural settings.
Future research directions 
Future research endeavours should aim to enhance the robustness of the findings by employing larger sample sizes, while also taking into consideration homogeneous inclusion criteria. By expanding the pool of participants to encompass a more diverse range of students, factors contributing to successful STR, and its sustainability can be examined among students of varying ages, genders, and ethnic backgrounds.

Furthermore, it would be advantageous to conduct additional IPA research utilising a purposeful sample of students drawn from secondary schools of differing sizes and geographical locations. This approach would not only contribute to a broader and more comprehensive understanding of the subject but also has the potential to identify novel areas of investigation within this field, rather than merely building upon existing research. 
Chapter summary 
In conclusion, this research, anchored in IPA, has uncovered the profound and intricate lived experiences of secondary school students within STR. The findings, addressing the research questions and underscored by robust methodological choices, emphasise the pivotal role of positive and secure STR in students' lives. The study contributes to existing literature by filling a notable gap in understanding the nuanced dynamics of STR for secondary school students. Recommendations derived from the research provide practical insights for educators, policymakers, and educational psychologists, emphasising the need for systemic changes, teacher training, and inclusive practices. Despite the study's strengths, including its innovative approach and commitment to IPA methodology, limitations such as difficulties with identifying a homogenous group, constrained sample size and inherent biases are acknowledged. The conclusions highlight the significance of fostering inclusive classrooms, addressing power imbalances, and prioritising security and protection within STR. Finally, future research directions propose expanding sample sizes and exploring diverse student backgrounds to enhance the depth and breadth of understanding in this critical area.
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Appendix

Appendix 1: Reflective log examples 

Reflective log 1: This statement by Jess allowed me to reflect on my own experiences of being a secondary high school teacher and how unaware I was that students might be experiencing such difficult internal struggles that are created for the YP within the small decisions and actions of the teacher. It made me think back to the YP I taught and how I may have misinterpreted their behaviours, as I hadn’t thought about how my actions could have been experienced by a student.  I don’t think I had the ‘space in my mind’ for the student. This prompted me to look at approaches that would encourage teachers to consider things from a student’s perspective. I took a closer look at ‘mentalising’. “Mentalising is the ability to perceive and comprehend oneself and others in terms of mental states (emotions, beliefs, intentions, and desires)” (Fonagy et al. 1998, p.6). Mentalising is said to promote secure relationships (Fonagy et al., 1998; Sadler et al., 2006) and can promote coregulation by helping children understand their emotions by responding to and reflecting them to them. It is a concept connected to and intertwined with empathy (particularly cognitive empathy). One possible action point for schools and teachers could be to use an approach such as mentalising to promote active thinking around the students to better understand their experiences thus encouraging more thoughtful interactions towards relational approaches in schools. 


Reflective log 2: JJ’s comment made me reflect on the process of exclusion within a power, threat, and meaning framework (BPS, 2018) and the act of school exclusion through a ‘relational' lens. The act of exclusion can be considered a 'relational threat’ due to the disrupted attachments between students and teachers and a sense of abandonment, betrayal, isolation, shaming, or humiliation from the act of exclusion. I feel this fits well with JJ’s example, as it leads him to feel powerless and hopeless in the situation.
Reflective log 3- bracketing and my experiences 
As a researcher, I found it challenging to completely set aside my personal experiences and biases related to student-teacher relationships. I recognised that my prior experiences as a student, a teacher, and a parent significantly shaped my perspective on this topic  and I viewed myself as the interpretive tool during this research. As a child, I had a particularly positive experience with a teacher who was exceptionally supportive and caring, and this undoubtedly influenced my belief in the significance of strong student-teacher relationships.

During my time as a teacher, I encountered various challenges in building these relationships with my students, which further piqued my interest in the subject. Additionally, witnessing my own son's struggles to connect with his teacher prompted me to explore this topic more deeply. These experiences provided me with valuable insights into the complexities of student-teacher relationships, but they also presented a potential bias in my analysis.

To address this, I decided to follow the approach suggested by Larkin et al. (2006). Rather than attempting to completely eliminate my personal knowledge and presumptions, I embraced them as a valuable part of the data interpretation process. By acknowledging my unique perspective and the impact of my experiences, I aimed to ensure that my research remained transparent and self-aware. This approach allowed me to incorporate my personal insights into my analysis while maintaining a commitment to objectivity and integrity in my research.

To maintain a reflective and transparent approach I maintained a high level of self-awareness during the research, which is important to maintaining the credibility and validity of the study which allowed me to manage potential biases.

Reflective log 4- Reflective Log:
During the course of my research journey, I found myself grappling with the ontological and epistemological positions that underpin the study. It was crucial for me to critically examine these positions to ensure that they aligned with the essence of my research. While considering various perspectives, I contemplated both critical realism and social constructivism, but ultimately, I have chosen an interpretive phenomenological approach as my ontological and epistemological position for this research. Here are my reasons for this choice and why it differs from critical realism and social constructivism:

	Critical Realism
	Social Constructionism


	Critical realism posits that there is an underlying reality, although we may not fully comprehend it, and our understanding is limited. Researchers adhering to critical realism do not believe in a complete separation between themselves and the subject of study. They aim for objectivity but acknowledge their influence on interpretation. However, they do not seek an ultimate truth, but rather emphasise how historical and cultural factors shape our perception of reality. While I appreciate the nuanced perspective of critical realism, I differ in that I do not believe in the existence of an ultimate truth to be discovered in my research. 

	Social constructionism challenges the notion of uncovering a single, unchanging truth about reality. It posits that reality is flexible and ever-changing, shaped by language, relationships, and cultural context. Social constructionists see knowledge as a product of social interactions, emphasising how our views of reality are constructed by society and language. While I acknowledge the value of this perspective in understanding the role of language and social interactions in shaping our perception of reality, I found that it did not entirely align with my research aims.











Appendix 2: Reflective and reflexive questions 
1. What is the essence of the experience?
   - What are participants describing as the core of their experience?
   - What seems most salient or meaningful to them?

2. What are the participants' lived experiences?
   - How do participants describe their experiences in their own words?
   - What is the context in which these experiences occurred?

3. How do participants make sense of their experiences?
   - What meaning or interpretations do participants attribute to their experiences?
   - Are there underlying beliefs or values that shape their understanding?

4. What emotions and affective responses are present?
   - How do participants express their feelings and emotions about their experiences?
   - How do these emotions influence their perceptions and actions?

5. **What are the key themes and patterns in the data?
   - What recurrent themes or patterns emerge as you analyse the transcripts?
   - Are there commonalities or differences in participants' experiences?

6. What are the individual variations and uniqueness among participants?
   - How do participants' experiences differ from one another?
   - Are there distinct features or contexts that set each participant apart?

7. What are the challenges, contradictions, or ambiguities in the data?
   - Are there conflicting or contradictory elements in participants' accounts?
   - How do participants navigate and make sense of these challenges?

8. What external factors or context influence the experiences?
   - What external factors or contexts are mentioned by participants that impact their experiences?
   - How do these external elements intersect with their personal experiences?

9. What implications and insights can be drawn from the analysis?
    - What can we learn from participants' experiences that may have broader implications?
    - How might these insights inform our understanding of the phenomenon under investigation?

10. What questions or ambiguities remain unanswered?
    - Are there aspects of the data that require further exploration or clarification?
    - What questions or areas of uncertainty persist in your analysis?
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Appendix 4: Ethics approval letter
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Appendix 5: School information sheet  
Research information sheet for participating school
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Appendix 6: Parent/ carer information sheet 
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Appendix 7: Student information sheet 
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Appendix 8: School consent form 
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Appendix 9: Parent/Carer consent form
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Appendix 10: Student consent form 
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Appendix 11: About me profile 
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Appendix 12: Email sent to schools 
Dear xxxx
Your school is invited to take part in a research project
My name is Emily Forde, and I am a Trainee Educational Psychologist at the University of Sheffield currently on placement in Kirklees. 
I am conducting research that aims to explore students’ experiences of student-teacher relationships in one mainstream secondary high school. 
· I require one school to take part in the research. 
· I am hoping to interview 4-6 students in years 9 and 10. 
 I have focused on this area because there is evidence that the student-teacher relationship fundamentally impacts educational experiences. As well as this, research indicates that effective student-teacher relationships can support young people to reduce disruptive behaviour in school, reduce exclusions, improve attainment, and progress, and improve wellbeing. 
I hope this research will add to the current discussion of relational practice and policy in schools and help educationalists learn from viewing relationships through a young person’s lens. The research aims to gain an understanding of the richness of student experiences by enabling the voice and perspective of the students. 
 I hope to carry out this research in the first half of the Autumn term, so I may send a reminder email in September. 
 
Please reply to this email if you would like further information or feel free to get in touch if you have any questions regarding the research. 
Kind regards
Emily Forde
Eforde2@sheffield.ac.uk
Trainee Educational Psychologist, 
The University of Sheffield, Western Bank, Sheffield, S10 2TN, 0114 222 2000




Appendix 13: IPA method overview 
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Appendix 14: Overview of participants 
Table 5:  Participant overview 
	Pseudonym
	Year group
	Gender 
	Reflections following interview

	John
	10
	Male 
	John was the first participant I interviewed. His interview lasted a little less than 25 minutes in total. When John was speaking, he seemed confident and interesting, and I held the perception that he had a refreshing wit and humour, which helped the interview run smoothly. I feel that John shared his experiences of his relationship with one teacher at school and that this relationship had significance and purpose for him even in trying circumstances. I say this because I got the impression that John thought highly of his relationship with this teacher. There were instances when John provided shorter responses, which meant that I felt I needed to provide some suggestions to investigate the interview questions in greater depth. John was able to provide instances that linked to experiences, bringing depth and richness to his account.

	JJ

	10
	Male 
	JJ was the second participant that I spoke with as part of the interviews. The entirety of his interview ran for a little under thirty minutes in total. When JJ talked about his experiences, I had the impression that he was engaging, interesting, and humorous. JJ appeared to feel strongly about the significance of having a positive STR, which should include the teacher’s understanding of inclusion. When JJ discussed his thoughts of injustice and unfairness within STR, he did it with a great deal of passion. He was able to demonstrate his capacity for reflection by giving useful examples drawn from his experiences and by being able to conduct in-depth analyses of those experiences.

	Sarah 
	10
	Female 
	Sarah spoke in depth about her experiences of relationships with her teachers, which focused on contrast in her experiences with both negative and positive examples. Sarah provided a clear and unwavering perspective on positive STR, as well as shared ways in which this may be accomplished by other educators. When Sarah spoke, she did so in a manner that was in-depth and included a great deal of detail. I had the impression that Sarah was quite confident in her abilities to convey her thoughts, feelings, and the most important parts of her experiences with STR. Sarah talked readily about her experiences, which made it possible for me to investigate and pursue specific crucial areas relating to the research questions.

	Jess
	9
	Female 
	The interview that I had with Jess lasted for 41 minutes. Jess was articulate, displayed deliberate consideration in her comments, and reacted with self-assurance. Jess gave a lengthy response linking to one positive STR that has affected the way she views her education. Jess often spoke about the close bonds she shared with each of her teachers. Through her thoughtful comments, Jess provided me with a lot of thought. Jess gave me the impression that she was comfortable conversing with me and was able to give some in-depth responses to the key areas that I brought to her, with little need for me to prompt her. Jess seemed highly reflective about some of her experiences at school, which are central to the findings of this research.

	Ben
	10
	Male 
	It was a pleasure to speak with Ben, as his delivery of responses during the interview was animated and engaging to listen to. Quickly into the interview, he built up a good rapport and engaged well when responding to the interview questions. Ben was able to speak for 43 minutes; from this, there was a large amount of data as he talked quickly at times. Ben offered a mix of shorter responses but some in-depth ones when he was into the flow of explaining his experiences. Ben exhibited a high level of engagement in conversation and showed a reflective approach while discussing his experiences.

	Rebecca 
	9
	Female 
	Rebecca conducted the longest interview, lasting 44 minutes. Initially, she gave shorter answers, so I had to encourage her to extend them. After this, Rebecca seemed more secure in her comments as the interview progressed and gave longer answers, which gave the data more depth and richness. Rebecca talked warmly about one particular relationship that stood out and had a great effect on her time in school. Rebecca shared thoughtful reflections about her experiences, which left me with a lot to consider. When Rebecca was speaking, she was animated and engaging.










Appendix 15: Transcript example 
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Appendix 16: Example of stage 2 IPA  
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Appendix 17: Example of stage 3 IPA 
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Appendix 18: Example of PETS  
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Appendix 19: Example of exploring experiential statements 
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Appendix 20: Example of the GETS 
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Appendix 21: Critical review of theories 
Table 6: Critical review of theories 

	
	Attachment Theory
	Sociocultural Theory 
	Humanist Theory
	Self-Determination Theory
	Relational Theory 
	Relatedness Theory

	Information 
	Attachment Theory (Bowlby, 1988)

	Sociocultural Theory (Vygotsky and Cole, 1978)
	Humanist Principles (Carl Rogers, 1951, 1979)
	Self-Determination Theory (Deci and Ryan, 2004)
.

	Gergen's Relational Theory (Gergen, 2009):

	Wentzel's Theory of Relatedness


	Variable 
	Student and teacher attachment styles.
Emotional bonds and impacts on relationships.
	Social interaction as a catalyst for learning.
Zone of Proximal Development (ZPD) emphasizing student-teacher collaboration
	Importance of empathy, understanding, warmth, and sincerity.
Humanistic values of honesty, justice, care, and respect.

	Autonomy, competence, and relatedness as psychological needs.
Positive impact on academic performance and engagement
	Relational process as dynamic interplay.
Reciprocal influence, negotiation, and co-construction of meaning.

	Teacher involvement and emotional support.
Cultivation of a perception of affiliation and interconnectedness.


	Relationship
	Secure attachment leading to trust and responsiveness.

	Social interaction as a source of society and culture.
Collaborative learning in ZPD.

	Teacher as a learning facilitator in a caring environment.

	Fulfillment of fundamental psychological needs through teacher-student interactions.
	STR as a co-constructed entity shaped by ongoing interactions.

	Expressing care for students' well-being.
Providing emotional support and ensuring personal safety.


	Mechanism
	Impact of early attachment on emotional health and future relationships.
Theoretical emphasis on comfort and security seeking.
	Learning as both inter-psychological and intra-psychological.
Impact of social interaction on cognitive development.
	Seeing the world through the eyes of students.
Promoting diversity and individual culture.
	Correlation between autonomy, competence, and relatedness and academic success.
The role of relatedness in intrinsic motivation.
	Emphasis on dialogical approach.
Active contribution to building shared understanding.
	Development of a constructive self-concept and aspirational goals.
Improved motivational aspects such as self-efficacy, intrinsic value, and academic aspirations.

	Interaction
	Attachment theory influences the emotional foundation of the relationship.

	Sociocultural theory emphasises the collaborative learning process.

	Humanist principles guide teacher-student interactions based on empathy and respect.

	Self-Determination Theory highlights the importance of fulfilling psychological needs.

	Gergen's relational theory encourages a dialogical and co-constructed understanding.
	Wentzel's theory of relatedness focuses on teacher involvement, emotional support, and the cultivation of a positive self-concept.


	Outcome 
	Positive emotional well-being and secure attachment from Attachment Theory.

	Collaborative and culturally sensitive learning environments influenced by Sociocultural Theory
	Student adjustment and growth through Humanist Principles.

	Enhanced motivation and academic success from Self-Determination Theory.

	Improved motivational aspects and positive outcomes from Wentzel's Theory of Relatedness.

	Improved motivational aspects and positive outcomes from Wentzel's Theory of Relatedness.




Variables: Aspects or factors that can vary and have an impact on the student-teacher relationship within the framework of attachment theory.
Relationships: The nature and characteristics of the bond formed between students and teachers based on attachment styles.
Mechanisms: The underlying processes and dynamics that explain how attachment influences emotional health and future relationships.
Interaction: This section emphasizes the interconnectedness and collaborative aspects among the various psychological theories discussed
Outcome : This section focuses on the expected results or impacts of applying the theories to student-teacher relationships.



Appendix 22: Overlapping facets of theories

Table 7: Overlapping facets of theories 
	Overlapping facets of the theories

	This table summarises the key themes and emphases of each theory in different aspects of student-teacher relationships.

	Emphasise the importance of relationships in education

	All theories
All theories emphasise the importance of relationships in the educational context. Self-Determination Theory (SDT) and Wentzel's Theory of Relatedness further stress the role of supportive relationships in fostering intrinsic motivation and engagement.


	Emphasis on Emotional Well-being

	· Attachment theory
· Humanistic principles
· Self-Determination Theory (SDT)
· Wentzel's Theory of Relatedness
Attachment theory, humanistic principles, SDT, and Wentzel's theory all recognize the importance of emotional connections for overall well-being and motivation. SDT, in particular, emphasises autonomy, competence, and relatedness as fundamental psychological needs.


	Collaboration and Social Interaction

	· Sociocultural theory
· Relational theory
· SDT
Sociocultural theory, relational theory, and SDT all highlight the significance of collaboration and social interaction. SDT emphasises the role of relatedness in fostering intrinsic motivation and engagement.


	Student-Centered Approach

	· Humanistic principles
· Vygotsky's Sociocultural Theory
· SDT
Humanistic principles, Vygotsky's sociocultural theory, and SDT promote a student-centered approach. SDT specifically underscores the importance of autonomy and competence, aligning with humanistic principles and Vygotsky's emphasis on the ZPD.


	Dynamic and Dialogical Nature:


	· Relational theory
· Humanistic principles
· SDT
Relational theory, humanistic principles, and aspects of SDT emphasise the dynamic and dialogical nature of the teacher-student relationship. SDT's focus on autonomy aligns with the dialogical approach, emphasising the importance of choice and self-regulation.


	Cultural Sensitivity


	· Sociocultural theory
· Relational theory
· SDT
Sociocultural theory, relational theory, and SDT consider cultural factors. SDT, while not explicitly focusing on cultural aspects, recognises the importance of the socio-cultural context in supporting autonomy and relatedness.


	Intrinsic Motivation and Autonomy


	· SDT
SDT uniquely contributes by emphasising intrinsic motivation and the role of autonomy, competence, and relatedness in fostering a sense of volition and engagement in learning.


	Relatedness


	· Wentzel's Theory of Relatedness
Wentzel's Theory of Relatedness contributes by emphasising the importance of positive social connections, peer relationships, and teacher-student relationships in academic motivation and achievement.
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Emily Forde

Registration number: 200112758

School of Education

Programme: Doctorate in Educational and Child Psychology

Dear Emily

PROJECT TITLE: An exploration of the lived experience of the student-teacher relationships for students that attend a
mainstream secondary school.
APPLICATION: Reference Number 046253

On behalf of the University ethics reviewers who reviewed your project, | am pleased to inform you that on 21/07/2022 the
above-named project was approved on ethics grounds, on the basis that you will adhere to the following documentation
that you submitted for ethics review:

« University research ethics application form 046253 (form submission date: 03/07/2022); (expected project end date:
30/07/2023).

f during the course of the project you need to deviate sianificantly from the above-approved documentationplease inform
me since written approval will be required.

Your responsibilties in delivering this research project are set out at the end of this letter.

Yours sincerely

Anna Weighall
Ethics Administrator
School of Education

Please note the following responsibi

ies of the researcher in delivering the research project:

« The project must abide by the University's Research Ethics Policy:
hitps:/fwew.she ukirslethi it licy/approval e

« The project must abide by the University's Good Research & Innovation Practices Policy:
hitps://www.sheffield.ac ukipolopoly_fs/1.671066/fle/GRIPPolic

« The researcher must inform their supervisor (in the case of a student) or Etl
of staff) of any significant changes to the project or the approved documenta

« The researcher must comply with the requirements of the law and relevant guidelines relating to security and
confidentiality of personal data.

« The researcher is responsible for effectively managing the data collected both during and after the end of the project
inline with best practice, and any relevant legislative, regulatory or contractual requirements.
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Research Title: Secondary school students’ experiences of student-teacher relationships.

Vour schaol is being inited o take partin areseareh projec. Bafore you decide yhethSS 7.0 tis
is pproprate or your chaol, it mportant for you t understand why theresearch s being cone
nd st it il nvolve. Pl tske Sim £ read the following information crefully nd discus t
it others 7 you wish. Ask me fthera s anyzhing that s not lea or fyou would i more
information. Take time to dcide yhthet .10t this s approprite or your school. Thak you for
reading s

Whats the purpose of the research?

My nams is iy Forde, nd | am = Trins EducationalPeyehologist currntly workingfor the
Educationsl Psychology Senice n 3 Local Authoriy,whilst completing doctoral stuies 2 Sheffield
Universiy. Tisresearch will contribute towards my educationsl qualfcation n Educations!
Psyenology.

My research sims o explore studants’ experiencesof studentteacher relationshps in one
mainstream secondary high school. | require ane scho o take pare i the research. | have focused
o ths res for th research s there i avidenca tht th student.teacher reationship.
fundamentally impacts educationsl experiences. As well 2 i, research ndicate that sffecive
Studentteacher reationships Gan sUpROTt young pepl to reduce disruptive behaviour i school.

1 hops this research il act o the currant discusson ofrationl prctice snd poiiy inschaols and
elp educationalss (School taf, schol eaders, governors, educationsl psychologists et.) learn
from iewingreltionships through 2 young person'slens. Th research aims to gain an
understanding oftherchness ofstudent experiences by using an approach tha enables the voice
nd perspactive ofthe paripsnt

The expected durston of the praject will be 23 months. This time could vary depending on how
Quickly we can coordinata responses from parents/carers and students_and organise and carry Ut
the ntenviews. Each student participant wil oy be Interviewed once.

‘Why hasthe school been approached?

Your school has been invited to participate s you are  maistrsam secondary high school n he
North of England. 1 am lookingfor one school o ake part i the research. s up 10 you, along with
other relevant membersof school staf (.5, SENDCo, Seior Leadership Team) o decide yheihecor.
oo hisis ppropriate or yourschool.

Do have to take part?

185 up 0 you 0 decide WhRHhRE OT.1GK o take prtIyou do decide o take partyou willbe iven ths
information sheet <o keep (and be asked o sign 3 consent form). Padicpation in his research is
Voluntary and fyou do not want 1o take pat here will b no negative consequences. The schoolcan
withdraw st sny point up unt the ntervews have taken piace (spproximtely between October-
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Decamber 2022]. You da not have togive  resson fyou want to withdraw. f yau wish to withdraw
from theresearch,please contact Emily Forde 2t emalsforde @shefficldac .

What will b involved?

With your support, | 3m haping o interiew 4-6 students n yasr 3 o 10 wh raquie provision that
is additonal o or iffrent rom that made genrally for cther children r young people o the
Same 35 (Department for Education and Department of Health, 2015)for behaviour. Defiing who
this participant group s may dipend on the ways you monitor and record provision and behaviour
‘vents st school for example, provsion mapping, comments, points,or report crds. | woul e 1o
idareiy, though thei experiences what students value i student-tescher elstionships. The semi-
Structured interiews il inclus exploratory,open-ended questions for studns to develop 3 ich
picture of their experiences

Interview woul ke pisce n schao rounc st a sgreedtime and would b no longer than 70
minutes. Yoursupportvill e required inthe recruftment of participants, correspandnce with
arentsand orgaisation o time and space. | propose tht ance datahasbeen gthered and
ansiysed il dseminateth resus 03 group of shool saf,incluing members o the Seior
Lesdersnp Team, i theform f an executiv summary. The anlss wil gk 3t common themes
between th paricipants which thescheolmay want o consicervhen dvelopng des round
fretationa ractic! nschos. Theschool saff may wihdraw hei onsent ¢ any time up 1o and
uring the scio ianning stsge. They il ot have to gve a reason snd thre il b o negative
Consaquences.Parents and student will ave b informed of my reeareh itantons bfore
S5reeing o take part,and sudents il v consented o thir Gt beng hared with you

Whatare the possble benefis of aking part?

Whist thera are no immediite benefits for those people particpating in the project, s hoped that
en workwill 0 to the ongoingdiscussion sround the importance of Sudenttescher relationshis.

‘Whatare the potentialrisks and benefis of aking part?

1 do notanvissge any potentil iss o the school and saff aking pat i the resasrch. Wy sim s
that the nformation provided by students will Jsd to 3 better understanding of their experisnces of
Student eacher reationships. | hop that this research can add to the current discussion around the
importance ofstudent.teacher rlationships and nform dacisons in educational polcy.

Al paticipsing staf will receive sn information sheet and cansent form tasgn, which they may
kesp a copy of.

Many thanks or taking the ime to ead this.Plase fe freeto contact me or further dataisor any.
questions you may hate.

Kind regercs,
iy Exete (rinee Esueationsi Paychologs). (01/08/22)
Etorda2@hetrsd scuk

The following pages include information which énsures thot my research s GDPR comliant Student
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porticioants ond thelrparents will o eceive ths informatioa

Wil my taking part inthi projec be kept confidential?

Al the nformation tht | calec sbout the schaol,schoal stafor students AUT0R.he Sau38.2E e
esearch vill b kept sricly confidental and wil oy be sccessbl to me. You wil not be sble o be
idertifiedinany reporesor publications unes you have given your expit consent for tis. Ifyou
3gre to me sharing th informstion you provide with athe resesrchers (e, by making it avaisble
in' cata srchive] then your persons! detss will nt b incuded unlessyou Expcty request i

What s the legal basis fo processing my personal data?

‘According o data protection legslaton, | am required toinform you that the legalbasis | am
‘Sppiing in arter.ta process your persons) dta i that processing i necassaryfor the parfarmance
of  task carmied out nthe public intrest [Artice 5(1)(e)). Further information can be found inthe

Universiy's Privcy Notice htos:fuuu sheffield ac.uk/zovern/data-protection/orivacy/general

What will happen tothe data collected, and the resutsof the research project?
Stucent interiews il b 3w recorded and transcribad. Auci racordings wil b calsted ster

ranscipion. Only (e main researcher) will sten to the recording for the purpose of analysi.The
recordings will ot beshared with snyons ele. In ranscrptions pudonyms il bs usad instead of
names o sudents and members of taf. A genaricterm will b used rather thanthe rea nama of the
School Dta willbestorad securlyfor the duraton of the rasearch prject. Al data will be astnyad

immediately sfer completon of the poject. Al identiabla parsonal dats (e, your consent form]
il b destroyed as soon as possible once ¢ .garthat this will et affect he research purpose.

The results from the rasearch will b the basi ofmy university thesis s writte raport]. Tis will ot
contin the names of any students orthe school.

Who is organising and funding theresearch?

13m planning and conducting the research myself under the guidance of the Uriversiy o Sheffield
There i no funding attached tothis rasearch project.

Who i the Data Controller?

The Universty of Sheffeld wilact s the Data Controller for this study. This means thit the
Universiy s rasponsilefor looking aftr yourinformation and using i propery

Who has thicalyreviewed the project?
This projec has been etnically approved i the University of Sheffied's Ethics Reviaw Procedure, 32
‘amiisterad by the Education department.

What f something goes wrong and 1 wish to complain about the research?
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Participants should contact me fthey wish to complain bout any et o therasearch,including
thei traatmen during the research o something that happened 352 Esulof paricipation.Student
participants may wish tainform 3 mamber oftaf or thei parents who should contact me.
participants ee!that ther complant has not besn handled to thelr satsaction then they should
Cantact Anthony Willams,Programme Director, Doctorate in Educationsl snd Child Payehalogy, who
il then sscaate the complsnt through the sppropriste channsls. (Tel 0114 222 8115,

anthon wiliams @sheffeld ac ue) o The Head of the School of Education, Professor Rebecca
Laahag, Universty ofSheffeld, Sehool of ducsion, Edgar Allen House 241 Glossop Rosd,
Shefield $10 26W_Email clsuthom@sheffisd sc k.

<he complantraates o how the paricipants personsl daa has been handled, nformation sbout

ot torase 3 ompling can be found i the University'sPrivacy Notice:

tts: s sheffisd ac k/govern) data-orotsction/orivacy/geners!

1fyou wish to make  raportof 3 concern o ncident relting £ potentil explotation, abuse or
Rarm rasufing from yourinvalvement i this project,please contact the project's Designated
Safeguarding Contact Sahaja Davs; sdavs @sheffisld ac u I the concern o Incident reltes o the
Designated Ssfeguarding Contac, or f you es! a raport you have mads to this Contact has not been
handied in 3 satisfactory way,pless contac ths rogramme Dirctor for the Dactarate in
Educational and Chid Psychology, Antony Willams; snthony willams @shefild ac uk andfor the
Uriversiy' Research Ecics & Intagrity Managr; Lindsay Unwin Lu.unin @sheffield.ac .

Contact forfurther informaior

Main rasearcher:Emily Forde
etorge2@shefied scuk

Research Supervisor: Sahala Davis

Tei:0124 2228125

s dnis@enetmsldsc
Suggested scip for use when contacting parents of potential paticpants:

“A Trsinee Educationslpsychologist has offerad us an excing apportuniy o take partin a research
projac. The research sims o explore pupl experisnces ofstudent-teacher elstonships in 5chcol.
The research involves intaruewing students. IF s i something tha you and your child would be.
interested in it your parmisson the tringe will amsilyou t gve you more details,or | can
arrang to speal with you on the phane, i you prefer.
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Pparticipant information sheet- parents/carers.

Research Title: Secondary school students’ xperiences of student-teacher relationships.

Vour cid s baing nvited to take partn  research project. Befora you decide YAGHARE BEAGL YU
iould ke them to participate, i s Important for you 10 understand why the research i being dons
st it il nvolve. Plsse tske Sime £ read the following information carefully nd discus t
it others 7 you wish. Ask me fthera s anyzhing that s not lea or fyou would i more
information

Whats the purpose of the research?

My nams is iy Forde, nd | am = Trine EducationalPeyehologist currently working for an
Educationa Psychology Senice in Local Authoriy,whist completing doctoral stucies 3 Shefield
Universiy. Tisresearch will contribute to my educationl qualifcation in Educationa Psychology.

My research sms o explore studants’ experiencesof studentteacher relationshps in one
mainstream secondary high school. | Rave focused o this ares for the research asthare s evidence
thatthe student.tescher elstionship fundamentally impacts eductions! experiences. As wel s
s resasrch indicates that ffectivestudent.teachr rlstionshps can suppor young pEogle to
diuce disruptive behaviourin schoal | am interesta i viewing elstionships from 2 young.
person's perspective. The research ims o gan an understanding of student experiences by
intervieving students o collect thei voice”.

Wh has my childben nvited to take part?

1 am lcking to nterview chidren inyear § or 10 who receive addtonsl provisions n school from
teachers to suppartthei behaviour. Your chld hs been selscted because they are an the schoal's
‘Specil Educations! Neds SEN) regster and receve scditons! support r pravision i school o
support theicbehaviour. We think hearing your chlds experiences of student.teachr relationshps
[ie—

Does my chld have totake part?

Particpation intis stuy i otaly voluntary an your chid i under no obligation to take par. fyou
2gres totheic paricipation, your child will hen be given information about the research and vl be
asked i they would like o take part. They may withdrau from the research at any time pror o or
during theinterview, without ghing a reason and without any negative consaquences. They may.
150 decide afer the ntariew that they do not wish for theirdata to beinluded, i which case they
Should inform me within on week of the nterview tking lace.

What will happen i my child akes pare?

1£you and your child agree t take part they will ake part inan ndiidual interiew vith me on
School pramises. This will 5t sbout an hour. T resuts from the rasearch il b the bass of my
university thsis (s writtn report. Thi il notcontainthe names o any tudents, st or the
Schol. fyou would ke ta find utsbaut the outcomes o t sty please ssk me and twil b




image20.png
=]

arrangad. The nly time | wil share something thatan ndiidual has told me, s thy say
Something wich makes me tink they might ba unsaf. I tis instance, | would follow he schaals
safeguarcing procedures.

‘Whatare the potentialrisks and benefis of aking part?

15 experienced nworking with young peopi inmy s ey work, nd do ot evissge tht e
inteviu will caus sny discomfort,However, | il b let o sy flings ofdisres andwil
respond in 3 rsisuring way,pausig o togping th nteviw | ercaive 2 be necessay
Fartcipants il b sble t paus o stop the nenview st any ime 3nd vl make s clsr t e
FPacipans il b bl o acces the schoo' pasora support st olowing he e
hey wieh. | haps thattis esearch can e o th currentciscusion raund the impartance of
susent.eacher relstonships ang nform decisons i educationsl polcy.

Many thanks for takingthe im to rad this. You can keep this informstion shest and 3 igned
consent form.

Kind rogaras,

iy Exete [rinee Esueationsi Payhologs) (01/08/22)

The following pages include information which ensures thot my research s GDPR compinnt

Wil my chid aking part i tis project be kept confidential?

Al the nformation colleted sbout your hid AUTIDE NG 59513%.01the resesreh will e keptsricty
confdential and vl only be ccessible to me. Your chld will o be able o be dentified i any
raports or publicaions unes they have iven explict consent for Shis. I you/ your chid agres o
me sharingthe information they provide with other researchers (s, by making it avaiiable in 3 dsta
archive) then heieparsanl cetal il ot be included unless your chid expicly request tis.

What s the legal basis fo processing my/ my childs personal data”

‘According o data protection leglaton, | am required toInform you that the legalbasis | am
=ppiing In arter.ta process your/ your s personal data i that processing s necessaryfo the
performance of 2 taskcarisd ot the publicnterest (Aricl S(1{e]. Further information can be
found inthe University s rivacy Notice

What will happen to the data collected, and the results of the esearch project?

il acord the interiews on s voice recorder, and sftarwards Pl listen 2o them and type them up.
Once e typed up theintenvisus Il delets the recording and no one eise will sten o them. When |
type them up,  wor'tuse your i’ name or anyone @lse’. will se pseudonyms (notreal
names]. Data will b stored securely fo the duration of therasearch prajec. All data will be
destroyed immediately aeer completon ofthe project. Al identfiabe personal data (o8, consent.
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forms] will e destroyed a5 soon as possible once i Iear Ahak s wilnotaffectthe research
purpose.

Who is organising and funding theresearch?

13m planning and conducting th rasearch myself under the gudance o the Universiy o Sheffld.
There i no funding ttached tothis rasearch project.

Who is the Data Controlle? The Urivarsiy o Sheffild will act 25 the Data Controler for his stdy.
This mans that the Universiy i responsioe for laaking ater your child's nformation snd using it
property.

Who has thicalyreviewed the project?

This projac has baen stically spproved vi the University of Sheffiee'sEcics Review Procedure, 5
amiisterad by the Education department.

What f something goes wrong and 1 wish to complain about the research?

You/ your hid snould contact me fyou/ they wish to complan about any aspect o the rasearch,
including your ther trestment during the rsearch or something that happened 25 T3SV Your
chile's paricipation. I you your childdo not wish to contact me direcly you caninform 2 member
of school staff who wil contact me. 1 you{ your child el that the complain has not been handlied
0 your their satisfactionthen yeu shauld contact Anthony Willams,Programme Director,
Doctoratein Educationsl and Chid Psychology, who will then escalate the complaint through the
2ppropriste channels. Tel: 0114 222 8118 anthony.willams @shefield ac ui or The Head of the
Schoolof Education, Pofessor Rebecca Laxthssm, University of Shefeld, Schoolof Education, Edgar
Allen Housa 261 Glossop Road,Sheffeld, 10 2GW. Emai: - authom @shefield ac ik

17he complaint reltes to How the participants’personal dat has been handied, information about
oo rase 3 compling can be found i the University'sPrivacy Notice:
ttpe: /s sheffisd sc. i govern) dats-protection/privacy/geners!

1fyou wish to make  raportof 3 concern o ncident relting £ potentil explotation, abuse or
Rarm rasufing from your invalvement i this project,please contact the project's Designated
Safeguarding Contact Sahaja Davs; sdavis @sheffsld.ac u. I the concern orincdent elate 1o the
Designatad Ssfeguarding Contact,or fyou ee! a raport you have mads to this Contact as not been
Handied in 3 satsfacory way,pless contac the rogramme Dirctor for the Dactarate in
Educations and Chid Peychalogy, Antany Willams; znthony willsms @zhefield ac i and/or the
Universiy' Research Ecics & ntagrity Manager; Lindsay Unwin Lu.urin @sheffield.sc .

Contact for furtherinformation:
Main rasearcher:Emily Forde
etorge2@shefied scuk
Research Supervisor: Sahala Davis

Tel:0114 222 8128 sl sdsvis@shefied sc.uk
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ipant information sheet- students

Research Title: Secondary school students’ xperiences of student-teacher relationships.

You arebeing nvited t take part ina research project. Before you decide Yhgher 70Kt
partcpate, it s importantfor you to understand why the resarch i being don and what t wil

involve. Pleasetake ime to read the fllowing information caefuly and discus it with thers fyou
wish. Ask me fthere s anything that s not clear or 1 you would ik more information. Take time to

decide yihsthet a3k vou wish £ take part. Tk you or reading tis
Whats the purpose of the research?

My name s Emily Eacd and 1 ama Trane Educational Psychalogis. Educatonsl psychologists
Support schools t helpstudents who are inding sometning atschool Gffcult.As pat of my
raining, | havA.ta carry out research into an are that carests me. | hinkf would be useful to
listento student experiences of studntteacher relationships bacause schaolstudens spend s large
mount o Gme with thir teachers, 5o these elatonships ae importanc. | would like o hear about
the elationships from a young person's perspective. Th rasearch sims togainan understanding of

Student experiences by ntervining students o colect their eice’
Why have | been asked to take part?

1 3m lookingto intrview young people in yesr S o 10 who rceive sddiionsl upport from teachers
0 support heir behaviour. The schoa! SENCO h dentified that you e nyesr 9 r 10 and receive
Some additonsl uppore i school. We think hesring your views o your experiences of student.

teacher reationships willbe valusble.
Do have to take part?

Itisup 0 you to decde wheher 7105 1o take par. IFyou do decide to take partyou will e gven
s nformation sheet 1o keep (and be asked to sign 3 consent form).You can il withdraw 3t any
me up to o during the nterview. I you wish o withdraw from the research, leass et your
parents or s member of schoo!stff know and they willontact me. f you decid afer the nterview
that you do not wish fo your infarmation o be used, then et your parents or schaolsaff know
within 3 wesk af the interiew tsking place and they il inorm . You do not have to e s

reason and there wilbe no negative consequences.
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‘What will happen f | gree to take part?

1£you sgres, you'l ske partin ons ntervi which il st around on hour This wil take plsce st

School st an sgread time. The ntervi will e sudio recorded. Ater Fve carisd out sl my

o the snalysis, which mesns il look at the things that you'va tod me, to identiy
things thatare important. | might find things that ar simila in yourinerview and those of he ather
partcipants. 5o that schoolstaff canthink 3bout ways that they mightsupport you 3nd other
Students, 1l share the things that e found with them, but | worftuse your nam or anyone ese's.
They wil Know whichscudent e nterviewed, but they won's know who said what, and you
s art gt 1  troubl foranyehing that you've sad. Theinformation will nly be used in 3
pasitve way. The inarviews will e confidental. That mesns | wan't share amyehing that you've told
me and lnkt back t0 you. The ony time | would do tis s f something you told me made me think.

that you wrs unssf. | would then have o el the safeguardingIesd at your chaol.

The results from the rasearch will b the basi ofmy university thesis s writte raport]. Tis will ot
Contin the names of any students orthe schol. I you would ike o ind out ot the outcomes of

the sy please ssk m and it il e arrangad,
‘Wht are the potentialisks and benefits of aking part?

1hope that tis will e posicive experience for you, but thera s 3 chance that talking Sbout your
‘xperiancesof reationships with teachers could make you feel dfferent emotions. W canstop or
pause the nterven st any tm. You can dacide what information you want £ hare with me. | will
make sure that there s 3 member of pastoral staf avalable totalk o you afterthe ntariew fyou
wish. My sim i that the iformation you and other students give me wil be used to make positve

hanges in schools,to banefit you and other students

Many thanks for takingthe im to rad this. You can keep this informstion shest and 3 igned

consent orm.

Kind regards, Emily Forda (Traines Educationsl Psychologit). (01/08/22)

The following pages include information whichénsures thot my research s GDPR comliant: on adult

il ol through ths with you
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Wil my taking part i this project be kept confidential

Al the nformation tht | colect 3bout you GHITNE 02 GaUISR o the research wilbe keptsricty
Confdential and vl only be accessible to me. You wil not be abe o be dentifisd n any reports or
publications uness you have given your explict consent for thi. I you agree to me sharing the
information you provide with ther researchers (s, by making  available i a data archive) then

Your personsldetals il nat be ncluded unless you explici request s
What s the legal basis fo processing my personal data?

‘According o data protection leglaton, | am required toInform you that the legalbasis | am
Sppiing in artarta process your persons) dta i that processing i necassaryfor the parfarmance

of  task carmid out inthe public interest [Artice 51l Further infarmation can be found inthe

Uriversiy' Privacy Notice htos:/uu sheffield ac uk/govern/dat rotection/orivacy/general”
What will happen tothe data collected, and the resutsof the research project?

il acord the interiews on s voice recorder, and sftarwards Pl listen 2o them and type them up.
Once I've typed up theintnvisus Il deletsthe recorcing and no one eise will sten o them. When |
4P them up, won'tuse your name or anyone elses.  willuse pseudanyms not ral names). You
an choose your own pssudonym i you wih. Dsta wil b stored sacurely fo the durstion ofthe
esearch project. Al data will e destroyed immaciately sfer completion of the prject. Al
identifiable personsl data (o5, your consent form) il b destroyed as soon a5 possible onc ..
~Fi85C308 s Wil ot affect the resesrch purpose. Dus £ the nsture f ths research it s very ikely
that other researchers may find the datacollected o be useflin answering uture rsearch

‘questions. il sk for your explict consant fr your s tobe shared in i wy.
Who is organising and funding theresearch?

13m planning and conducting th rasearch myself under the guidance o the Universiy o Sheffld.

There i no funding attached tothis rasearch project.
Who i the Data Controller?

The Universty of Sheffeld wilact s the Data Controller for this study. This means thit the

Universiy s responsilefor looking aftr your information and sing i propery

Who has thicalyreviewed the project?
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‘amiisterad by the Education department.

What f something goes wrong and 1 wish to complain about the research? You should contact me
ifyou wish o complain sbout any aspect of the research,including your reatment during the
research orsomething that happensd 93 A esu.af your particpatin. fyou do not wish to contact
me dircty inform your parents or s memise of schoolstsf who will contact . fyou feelthat
Your complant has not een handled to your satisacton then you or the adult you have Informed
Should contact Anthony Willams,Programm Director, Doctorate n Educational and Cild
Psychology, who wilhen escalata the complaint through the appropriate channels. Anthony
Willams Tel: 0114 222 8119 3nthonyilisms@shefield s i or The Head of the School of
Education, Professor Rebecea Lozhagn, Universty of Sheffied Schoolof Educarion, Edgar Allen
House 241 Glossop Rood, Sheffied 510 26W. Email: £ authom @sheffisld sc k.

17he complaint reltes to How the participants’personal dat has been handied, information about
oo rase s compling can be found i the University'sPrivacy Notice:

ttpe: /s sheffisd sc. i zovern) dats-protection/privacy/gsners!

1fyou wish to make  raportof 3 concern o ncident relting £ potentil explotation, abuse or
Rarm rasufing from yourinvalvement i this project,please contact the project's Designated
Safeguarding Contact Sahaja Davs;sdavis @sheffsldac u. I the concern orincdent elates 1o the
Designated Ssfeguarding Contac, or f you es! a raport you have mads to this Contact has not been
handied in 3 satisfactory way,pless contac ths rogramme Dirctor for the Dactarate in
Educational and Chid Psychology, Antony Willams; snthony willams @sheffild ac uk andfor the
Uriversiy' Research Ecics & Intagrity Managr; Lindsay Unwin Lu.unin @sheffield.ac .

Contact for further information
Cantactforfurther information:

Main researcher: Emily Forde. Email: fords? @shefield ac ik
Research Supervisor: Sahala Davis

Tel:0114 222 8128 Emil sdsvis@shefied scuk
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Secondary school students’ experiences of student-teacher relationships.

Consent Form (school staff)

‘Please tick the appropriate boxes Yes

Taking Part in the Project

T have ead 3nd understood the projtinformmation shest dated /08 22 or the prajactes

been fuly explained o me. (Ifyou il answer No o his uasian plesse do not procesd with
ths consent form until you sre fuly aware o uhat your paricpation nthe projectwil mean.)

Thave baen given T opportunit 1o sk questions 3baut e project

Togres 1o ke part m the prajac. T ondaretend that akng partm e praject il ncude:

oo o

+ Supporting therasearch projectand the practicalimplication of i, i terms ofrecriting
participants and providing the necessary ime and space o therasearcher and particpans.
+ Providing fllow-up emotionsl nd wel-being uppartto prcicipantsflloving the
intervius. Th iformation shared during emotionsl/ welloeing follow-up supportwillnot
e shared with other staff members parents/ people unes thee s cause fo ssfeguarcing
+ Taking pae n the discussion ofresuts and potental acion falowing the analsisof pupil

oo o

Togres 1o taka part m the praject. undarstand that akng part i e praject vl ncue
Students nyears 5 snd 10 participatig nan teriew withth rezesrnar, The udioof e | L1
interviuis will e recorded. Th stuents will e skt sbout ther experiences ofreationships

with teschers.

Tunderstand Tt GHing pat s vouniary and st can withdraw from the study st any ime.
Noreasons will be require or withcrawingfrom the study and there il be no adverse [m]
consequences.

Tundersand hat by chace ng o pariipsts 3 valuntaar i T recearch, i oss ot ceate

= legalybinding agresment nor s t ntended tocreate an amploymant relstionship with the | L1
Universiy of Shefield

How will the information be used during and after the project

Tndertand st e prsonalGetalsof tgent aricpars and tht parenfares s | ]
name, emailadress,datafrom behaviou racording systems etc. will ot b ravesled to people
outside the project.

Tundertand my personal Getalz et of the Ehal Sach 3 name, pans number,

o
[5]

‘ddress and emai adcress stc. wil nat b revesled to people outside the project

TonGersand g Tt s o e eV may e auetd n puatons s, | ]
web pages, nd other research outputs. | understand tha the schoolwilnot b named i these
outputs uless they specifialyrequest i

u]
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Tngersond snd e et othr Suored researchars Al ave scess o s dam oy i | [
they agree topreserve the confdentiality oftheinformation as equested n this form.

TGt 3o 5 ot ot e reserchrs oy v e o e | [
sithin publications, reports, web pages, and other research outputs,only f they agres to
preserve the confdentilty ofthenformation s equested in his form.

S0 that the information you provide can be used legally by the researchers

o758 s T opyTgR 1 1y maters generated s part o s proect o e | 1
Universiy of Shefield

Waree o pariipant [princes] | Postion held nschoal
Sgrare ot
Wars o Exsearzmer Tprmted] | Sgnature ot

Project contact detals or further information:
Researcher: iy Forde. email:Eords? @sheffield ac uk

Research Supervisor: Sahala Dais small 5 davis@shefield ac

Head of Depariment: Aoy Willams email nthony.willams @sheffied ac ik
Universiy Address: The Univrsiy ofSheffield, Westarn Bank,Sheffied, 510 ZTN
Uriversiy phone number: 0114 222 2000

1 you aredissarisfied with ony ospectofth research and wish to make o comloin, please contact
Sohajo Daui; .5 devis@sheffield ac.uk inthefrstinstance. I you fel your compiaint has not been
hanaled in o sotfactony way you can conoct th Programme Diectarforthe Doctorate in
Educationat and Child Psychology, Antony Willoms; anthory willoms @sheffield.c uk o The Heod of
the Scho ofEducation, Professor Rebecca Laughaym, University of Sheffeld, School of Education,
‘Edgar Alen House 241 Glossop Road, Shefield, $10 2GW_Emall awthom @sheffield ac

fthe complaint retotes 2 how your personaldota hos been handled, you can findinformation about
howr o aise @ complant inthe Universiy'sPrivacy Notice:
bitas:/fun sheffed.cc ukovern/data-arotection/privocy/aeneral
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Secondary school students’ experiences of student-teacher relat

Consent Form (Parent/carer)

Flease tck the appropriote boxes

Tating Par I the Project

Thave ead and understoad the projectinformmation shest dated G108 2022 or the prajac e
been fuly explained o me. (Ifyou il answer No o his uasian plesse do not procesd with
ths consent form until you sre fuly aware o uhat your paricpation nthe projectwil mean.)

Thave baen given T opportunit 1o sk questions 3baut e project

Togres that my 2on] Gaughear can take part i the profec ¥ Eney wich. anderstand That Frmy
son/ daughter sgrees to take part n the project this wil nvelve pardcpating inan ntervew 3t
School withthe researcher. The audio (sound) from the iterviews will e ecorded. My son/
daughterwill be sk questions sbout their sxperiences ofstudent teachar relatonships.
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with the main researcher, .5, reports of sanction (negativ point,report cards or comments)

o
u]

Tundersand hat by chace ng o pariipsts 3 valuntaar i T recearch, i oss ot ceate
3 legaly binding agresmnt nor i t ntended tocreats an mployment elsionship it the
Universiy of Shefield

[m]
u]

Tunderstand that GKing pat s vouniary and Tt can raquest for oy son] Gaughier o
withdraw from thestucy at any time. My son/ daughtar may withdraus from the study at any
ime fthey wish befora the esults e publshed inJuly 2023. No reasons wil ba required for
withdrawing from the study and there wilbe no sdverse conseauences

[m]
u]

iow my information will be used during and afte the profact

Tunderstand my personal Gtais Such 3 name, phan number, sadress 3nd emall 33dress s
will no b revesled to people outide the project.

Tunderstand my san'3/aUEnTar' personsl Getals ueh s name, phons numbar, sdiress nd
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Secondary school students’ experiences of student-teacher relationships.
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Project contact detals or further information:
Researcher: iy Forde. email:Eords? @sheffield ac uk

Research Supervisor: Sahala Dais small 5 davis@shefield ac

Head of Depariment: Aoy Willams email nthony.willams @sheffied ac ik
Universiy Address: The Univrsiy ofSheffield, Westarn Bank,Sheffied, 510 ZTN
Uriversiy phone number: 0114 222 2000

1 you aredissarisfied with ony ospectofth research and wish to make o comloin, please contact
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can just call me Emily.

What is an Educational Psychologist?
E H I T work with children and young people to find out their inferests, dreams. what they are good at
w mi y and what they sometimes find hard. My job is called  Trainee Educational Psychologist. but you

This is me What T enjoy

o Acupofte
« Walking my dog
« Being outside

i my name is Emily and T am
looking forward o meeting you.

What T would like to get

better at
« Baking
o Spellings
« Drawing

W8

People describe me

- Caring
o Helpful

o Acrazy scientist
« Fun

[What will happen if T choose the take part?

« Tf you agree. you'l take part in one inferview which will lost around one:

hour.

« The inferview will take place in a quiet space in the school at an agreed
time.

« The interview will be audio recorded. Only T will be able to hear the
recording

« Twill ask you questions about your experiences and relationships with
teachers in school.

« T think it would be useful o listen fo student experiences of student-
teacher relationships because school students spend a large amount of
time with their teachers. so these relationships are important,

Who can support me in school?

Tf you need support or want to falk fo someone in school before or after

‘the inferview, please speak o XXXXX

e,

What happens if you don't want to work with me?

If you do not want to meet me or have changed your mind about the
interview, please let a teacher at your school know.

Tf you have any questions about the research, you can ask XXXX or email

me eforde2@sheffield.ac.uk
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tage Process
Reading and | The process nvolves immersing oneself in the collected data, with
rereading interviews transcribed for a comprehensive understanding. This serves as
an initial exploratory step, enabling the researcher to uncover narratives
and gain initial insights into participants’ experiences
Exploratory | Initial exploratory notes are developed to highlight intriguing areas refated
noting to the participants' experiences. To faciltate this, a structured table or
numbering system can be utiised. While delving into the semantic content
of the data, preliminary comments and themes may start to emerge.
Constnucling_ | The next phase involves selecting data that delves deeply info the
experiential context, aiding in understanding how participants make sense
Statements | of their experiences. This requires dissecting text sections to closely

examine their experiences, potentially focusing on specific segments. At
this stage, the researcher begins to interpret these experiences and infuse
their psychological perspective into the analysis.

Searching for

A system is then developed to interconnect experientil statements. This

connections | allows for the identification of intriguing patterns and avenues for exploring

across participants' experiences. The researcher compiles experiential statements,

experiential | possibly in a table format, to uncover compelling patterns relevant to their

Statements | research areas. Each participant’s table references page numbers and line
numbers to guide the reader to the statements.

Naming "Atable Ts generated for each participant, incorporating noteworthy

personal experiential statements. These tables include references to page numbers

experiential | and line numbers, serving as navigational aids for locating the specific

themes. statements

(PETS)

Continuing | IPA places a strong emphasis on ideography, asseriing that each person's

onto other | experience is inherently distinctive. It necessitates a comprehensive

cases analysis of each individual case, with a consistent approach followed
across all cases in the study. In the context of this research, which includes
six partcipants, this emphasis on individualised analysis is particularly
pertinent. The researcher's task is to abstain from being influenced by or
seeking patters from prior analyses in the data

Developing | The researcher diligently seeks to iluminate both commonaliies and
distinctions within the collected data. One approach to achieving this is by
making comparisons among the participants' experiences, particularly

Themes when it comes to their relationships with pets. Itis possible that overarct

(GETS) themes, sometimes referred to as "master themes,” may emerge during

across cases.

this phase. It crucial to emphasise that while IPA does not aim to identify
norms or general trends across participant groups, the exploration of
individual experiences takes precedence. Nonetheless, delving into
potential patterns can be a valuable aspect of the analysis, offering in
that can be further explored in the research write-up.

hts
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3L I: Okay. 5o, tell me what happens when you see her?

32. P6: She wasn't in yet today, so | didn't do it today. I need to go today. I'll probably go find her at
lunchtime and when my anxiety is high that day, she'll help me calm down.

33. I: Okay. What does it feel ke being around her?

34. P6: Nice

35. I: Nice. Tell me more.

36. P6: 1 calm down a lot. Because | know that I'm not just bottling it all up inside. | know that someone
else then knows what's happened. Yes, yeah. I'mlike, why is my anxiety is high up there.

57,1 What does she do?

38. P6: Just talks to me really. And she’ll say that, people like this, and then you'll be absolutely fine to
come up to me and say you were absolutely

39. 1 gy

40. PG Yeah, ke saying it will be okay.

41, 1 Can you say any more than that?

42. P 1 can't really explain it Just ke  good feeling.

43,1 And 50 when she's not here, like you mentioned, she was off for 2 while. How would you feel then?

44. P6: I'm a bit wobbly. So, I'm thinking. | usually talk to her. And even if sometimes she's not on our
break for lunch, and | don't talk to her I feel better, evenf she's just in school. And just seeing her in
the corridor makes e feel happier.

45,1 Saitis even just seeing her and knowing she's here. Tell me more.

46. P6: Yeah. if 1 do have an isue. | can go talk to her. 1 like having the option.

47. 1 And you said, you use the word wobbly? What do you mean by that?

48. P6:Ljustgota anxious that if | do have a it oflke....or if | am struggling. | don't have the
option to go speak to her.

9. 1: How would you describe your relationship, what words would you use?
50. P6: Close
5L I:close?
52. P6: I'm with her at the minute and like she just helped me so much, and | know that she's

a teacher that | can just go to and talk to whenever I want.

53. 1 Isthere a time that really stands out for you?

54. P6: When she helped me with the change from year 8 to year 9. S0 | were in the lesson. And I just
thought | would just getting really worked up over the timetable thing. So I stood outside room and
she on-called the corridor and she_on-called i. She got one of the teachers to come and
get me. We had a quick chat. But the teacher that | spoke to has gone now. And then she came after
lesson, she then came back for me. Just make sure we're alright. And then introduce e to the other
teachers. 50 1 knew in September, and like in July, when | moved up when we had the following
transition. 1 knew what was going to happen. Yeah, | knew like, where | was going to sit ike, what
teachers what's she like and everything and it just, it just realy helped...jme.

. So we're
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Okay. So, tell me what happens when you see her?
PG She wasn't n yet today, 5o | didn't do it today. | need to go.
today 'l probably go find her at lunchtime and when my anxiety is
high that day, she'll help me calm down.

1: Okay. What does it feel like being around her?

P6: Nice

I: Nice. Tell me more.

P6: I calm down a lot. Because | know that 'm not just bottling it
all up inside. 1 know that someone else then knows what's
happened. Yes, yeah. ' like, why is my anxiety s high up there.

I: What does she do?

P6: Just talks to me really. And she'll ay that, people like this, and
then you'll be absolutely fine to come up to me and say you were
absolutely fine

o

Ps: Yeah, like saying it will be okay.

1: Can you say any more than that?

P6: | can't really explainit. Just ike a good fecling.

11 And so when she's not here, like you mentioned, she was off
for a while. How would you feel then?

P6: 'ma bit wobbly. So, I'm thinking. | usually talk to her. And even
f sometimes she's not on our break for lunch, and | don't talk to
her I feel better, evenif she'sjustin school. And just seeing her in
the comidor makes me feel happier.

I: So itis even just seeing her and knowing she's here. Tell me

P6: Yeah i | do have an issue. | can go talk to her. | like having the
option.

12 And you said, you use the word wabbly? What do you mean by
that?

P6: 1 just gota ltte bit anxious that f | do have a bit of ike.__or f |
‘am struggiing. | don' have the option to go speak to her.

1:How would you describe your reltionship, what words would
you use?

P6: Close

I:close?

P6: Fm with her at the minute and fike she just helped
‘me 50 much, and | know that she's a teacher that | can just go to
‘and talk to whenever | want.

“Need to go today. Leachers awareness
of her needs- support

Rebecca can ely on her. STR feels
reliable.

frequent connection

Borting it up-metaphor th teacher
helps ith he elease?

Close t her~ timate/ attached/ warm
Knows her wel-anicpated what she
Would find difict and hougtof how
osupport her

Aniety high up there-mpies the
teacher brings her back down- hrough
thesupport.

Feeling resssured

Feeling ooked after/ cared for?

Feeling happy-makes me think of oy
Wobbly-not balanceg insecure when
Segnot there.

Feeling- nstabily, uncertainty, or
discomfort?

Reassurance of her being in school

2 source of support when sheisfeeling
unsertied.

Close s this through proximity and
depth tothe STR
Trust and consistency-she can seek out

help when she needs it
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‘A sense of loss and
despair after teacher
that was close to her
left the school.

Aclosenessin the
relationship which
provided feelings of
safety and security at
school.

The sense of loss and
worry was lessened
‘when other teachers
Started to build a

relationship with Jess.

Feelings of secur
some STR

Pa: Well I think I've got quite ke a good relationship with ik, all my teachers, but some
of my teachers ve hdfor ik, three years now. S0 some of them 1 know beter than
others. And | used to have like, a support teacher in schools, you call Ms White. And she
left bout two weeks 3o, S she was kind of ke my man, ke, help teacher, and she was
there i ever needec hr. sl feel ke we il aways b close. But then since she f,
‘two weeks ago, | felt like what if | don't have anybody else to talk to, but then the other
‘two teachers in the bridge, Ms Silver. And Mr. Red, | feel like I've gotten really close to
them over like the last two weeks, because they've been there for me. And, like, they're
always really encouraging and trying to get me to go lessons. And it's just nice to have
‘them there to talk to, because | thought once Ms White went, | wouldn't have anybody.
Bt then  fel ke v kind of gota good elationship withthem now. And 1 fecl
comfortabl ke talkin tothem. And then ke inessons ke my teachersn essons, 5o
my maths teacher, he'sqite supportv, and fee ik  have a good kid ofrelationship
with him. Because he's ke, he tries o encourage me as well. And then my form teacher,
'haven't been going to form just recently because I find it difficult in the moming. So I've
been going to the bridge, but he's also my history teacher. So sometimes | if I'm struggling,
I goin to try and get the work for history. And because my form teacher, well, he, like us
checks up on me. And he's ke, how you doing? Okay, and how are you feeling and
everything. So | feel like he's quite nice teacher. And it's good that | can talk to him,
because, obviously, I'm going to try and start going back to form. And once I do, | know
thathefl be there lik, very momingfor me totalk o. An then also my social scences
teacher. I've had her for three years now. So I've had her in like year seven, eight, or nine.
And she’s likea eall.nic teacher. She's aware of that Fve got ariety. And yeah,she's
2k quite supportve 1 mean, o be honest with you, al theteachers are, but some
teachers are more ik, aware than others about how ' feelng.They Jus know)So ke
some teachers, feel s easier o spesk tothan others. I you know what | mean?

I Yeah, yeah. Let me go back totha teacher that you sad et So what was your
experiznce of your refstsh with her?

Pa: Well 1 didn' see her that much, because she would neverrealy nthe bridee i1 went
up there forlesons. But we used to havelike chats on a Frday. And it was kind ofjust ke
acheckin. Like, | feel like, it was obviously different to the support that I get outside of

Has experience of poSilve relatonships with {zachers
Known them for a long ime:

‘Comparison between how wellsome are known/ athers
Feelings o loss when her ‘mai person It

and she was there | ever needed her-

a sense ofsafety and securiy inth relationhip? Refabilty?
Feeling alone? what | dor have anybody else t talk to-
despair / lone / warrying

Acknowledgement that this feeling was overcome as new
teachers stepped nto the supportive roe n lace ofthe
other teacher.

1 woner i this was a helpful message tosend-a network of
supportrather thenjust one person?

A sense of encouragement from the teacher

A buiding of confidence inthe relationship — checking/
testingfhe vill e thre for her

‘Comparison - some are more supportive than others.

1sshe fecling mor confident/ hopeful due to ther
encoursgement.

‘Some teachers feelsafer to speak 10/.90e U to- feeling of
securiy in the relationship

Valued the time they spent tagether
Other support doesn't compare o this

Feltlistened to

A purpose to the chat- she would be helped to overcome
difficullies /find solutions
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TR helping o overcome.
difficuties.

Teschers have helpad Jess to
overcome soms dificuties.
P

S0 wejus have ke, 0 15-
minute chat, like on a Fiday
ofter schoot. Anditjus kind
ofis ol her how my.
week's gone ond el her ke
whot eszons Im sruggiing
in And i there was ke any.
essons, was e, realy
Strugging. And here was
Something about that lesson
ehat e ke then she.
could e go speaicto the
ceacherabout .

cknowiscgement that
trusting raationships have
developed withotber
teachers which hlped o
reduce fesingsof aniey. PS

Ruique SR

A specialSTR offered 3
comort for Jess. P4

Wil it made me fee ke |
hod somebody inschool and
that wasn's ane. And ke
she was (ealy RATiYE:
and she ws aluays rying to
encourage me. Andshe
ahuays ke just beived in
me and sid tht she knew |
condo it and everything’.

One spacil STR provided 3
sense of support 75

‘sue alking o M W ke,
every Friday, you know, it
Kind of heped, because then |
cout el her about how Im
festing abou .

The perfect it relsionship- it
fetnaturatznd effrtess to
be sround the tescher. P10

Buiing emotional

Jess ot s b besn
listened to and her viswis
have been sortn 3 genuine,
nen-tokenistic way. P6

“And ke he's doing.
everything he con o ry and
support me i them lessons
and stuff. Yeoh. Because he s
like, he asked me. Whathe.
o do anyehing avout the
sson to make me go'.

A sanse ofraliet when Jess
had the opportuniy o alk to
= teacher regulary P3.
“Anwe can ke we'l arrange
oy to have chots.And we'l
do tie every week: So we
did usedto do them on
Tuesdays ke afte school
and it helped me fee berter.

The STR caweesher to worry
and el ansious

Jess has experienced feeings
of worry and anxiety sbout
Raving new teachers. P15,

‘at thestor of every year, ke
yousee your tmetable, and
you think, oh go, Ive gor
these new teochers. And |
worry about ke, eiher gonna
e nic, and they're gonna be
stic, or they're gonna shout
ol tne cime, ond theyre
‘gonna make you answer
questons i you don'feel
comfortabi to. And 1 ahveys
Chink about i tha through
myheag

Awaraness hat the
diferences inseachers
‘expectations and rues can
lesd tofesingz o
amdetyfwarry forJess. P13,
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o they aian' realy know,
who lwos tostart off with.
Bt then | stoced o just get
like & closereationshp with
them. And e, they kind of
know o am now they
Know my worrie, they know
what I strugge in. So they
Kind of jut hey understand.

When Jssfetsupportad by
teschers it can helped to
reduce feslingsof andety
and prassure o do well at
sehool .

and ke, obviousy they
want you to do e, becouse
now I'm nyeor ine, 501 feel
ik theres o e bit more
pressure totry and ge tings
right,because,oviousy,
coming up o GCSE5, and
st but1say that il he
Ceachers or i, supporive
and evenyhing’

The sanse of foss and worry
lessened when other
teachersstated o buid =

eolascnships with Jess. 3.

TSojus ke, 1 eel ke v 3ot
you kncw, the right e for me.
e theright eacher to speak
o1 eetike she understands.
my nsedt ana everythng..

sess had fesings of
anticpation and excitement
0382 the teacher 7.

Wel, with M e, ke, I eel
rea, st feel el aned
Thot i there for . Like, it
Just eels i And, ke,
s s0 nic. Because inthe
moring when he ke when
he'sn he bridge, he s
Calk 0 me, he o ke me.
o talk o anybody ele. And
that caught o me, he aluays
calks 10 me, ke, he ahways
eies to maket fun inthe
morning

Loss

A sanse of s and despic
sfter s tescher thatwss cloze
o herlef the school. 73
A used o have e, @
Support teccher inschools,
colld M White. And she e

Being 5ol 1 spand Gme 11
with the tescherhelped o
build s sense of connaction.
.

5ot bit more elpful o
hove ke o eacer that you
<o hove one on one chats
with them because it et you
feetcosertothem”

Aaraness that ess s
more at ssze with teschers
that are less serious ané
makethe eszons fun. P11
Hes e, ' ust ne's gl
funow Uie iessonice o e
s lesons, because he's
e, s real funny withallof
s and e hos o laugh with us
and i jost ind of makes o
bt ke s, ke sericus ke
e want usto bean tas, bt
e does i he hosfun with
s and he hart out
hocolotes to vz

Jessenjoyed being around
teachers when they are fun
nd lghe hearted. P11

We con ke ometimes we
0 clating n ond ke lessons

1 jus el ke there’s a ot of
pressure from ke some.
ceachers toget everything
right. And hey have e,
some teachers have ke o ot
of e and expectations,
which i obviousty, you know,
what you've go todo. ut
sometimes i ke theres o
ot of stuffto remember. And.
e, there's ot of ways, ke,
some teachers might want
youto actin g certain way or
Something.But sometimes s
ook, emember what
they expect from you. When
you'e got i the other
Ceachers and whot they
expectrom you'.

Jes o pressur to perform
wellin eszons from some
teachers and this mads her
feslworrisc. 12,

“Wel, sometimes I feel ke
English o been quie
aifcu, e, becouse | feel
ke we've Eniish youve got
o be ke, youve gotto be
focused because you've got o
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THE SPECIALNESS OF THE RELATIONSHIP

The refationship i spec

The shared experience has created a specal bond between them. 4 John
‘she’s done ot for e, yeah. | wouldn's ot to b at school I she lftor wasn'e here. 1€ ke she knows me, and my troubles and | fee ke she’s
doing it cosshe wants st

The tescherstands out. P2.ohn
7t scems ke they care about you even when nobody else dass:

ne teschar was  ‘beacon of support during ificut times. S John
She was the ane | could go to when things were har

The relaionship s important. 2 John
She means a ot to e, and i means ot to hove hr herefor me at schoal”

He doesn't eelheard by most teachers excep one PE_lakn
Mo one reaily lsenad o me obout t except M Block”

He s sanse ofpride about onerelaionship.P7 11
S s the one thot stands out and you admit ik your fiends and you show Everyone’.

A strong sense of atachment between them. P21
ke she cares about me. Like | core about hr,and she cores about me. We've got ke ok o string bond...tid fogether so we rust each other”

He feels important t the teacher. PLLI)
She's il e on ke knows 1 you need help. S puts me fse i 'm the only one there”.

Thereltionship fet natural and effotess. P1 Sarah
Yoo just get along with them, Or hey use it o talk t you and have  laugh withthem and evenyting.
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Thereltionship fes are and replacasble. P3 Sarah
“There s’ ancther person lik her.

Thereltionship i of canral impertance. P10 Sarah
“She means the wortd to me".

Enduring closeness despie distance.PS less
She left about two weeks ago. So she was kind of ie my main, ke, helpteacher,and she was there | eve needed her. 1l fee ke we will abways
be close’.

The perfec it ¢ el natural and fforlss o be around the tescher. 1AL lass
5o us ke e e ve o you know, the righ i for me ke the righ teacher t0speclc o1 ee ke she understonds my needs and everyehing’

AuriquesTR. Péless
“Wel, i macle e feel ke | had somebody inschool and tht | wosneclone. A ke she ws ceal SARRQEAYE.

Thereltionship feel natural and efories. P8, Ben
“Bu then when  stared tlking, | don't know, 1jus ke the band clcked. And then st i Ive been apen with her ever sine”.
Recogniton of 2 spacis bond betueen them. P10 Ben

Me and s Black are 5o close. She 5ai, 'm GaGRR el you tis. And when she old me this 1 ws ik, o, we have 5o many close experiences s

unbetievabie’.

The relaionships s special. PLes
74 50y M Block stands out to me the most becauseshe ustknows more which makes eel separate t athers:

Rebecca nas an stachment t the teachr- an Intimate, warm connection has formed. P3 Rebecca
Shats my faverice We e so close”

Thetescher stands out P, Rebscca
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