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[bookmark: _Toc235024309]Abstract
Literature emphasises the importance of positive relationships in educational settings (Cramond, 2021; Bomber, 2011), particularly given the increase in mental health difficulties for students and staff (NHS, 2021; Young Minds, 2023; NASUWT, 2024) and increases in school attendance difficulties (Children’s Commissioner, 2023). 
Trauma-informed and relational approaches (TIRA) offer an alternative culture and ethos for schools, recognised to improve staff and student wellbeing and academic achievement. However, literature recognises that more research is needed to understand how TIRAs are conceptualised in mainstream secondary schools. This research intends to contribute towards filling this gap. 
Situated within a critical realist ontology, contextualist epistemology and relational paradigm, the research explores the views of staff and students within one mainstream secondary school (Spen Valley High School, SVHS) situated in the Yorkshire and Humber region, who have been embedding TIRAs over the past five years. The research explored what TIRAs look like, impacts of the approach and facilitators and barriers. 
Two World Cafés (WC) took place, one with staff members and another with students. This process facilitated collaborative discussions, knowledge sharing and developed collective insights about TIRA at the case study school. 
Through Reflexive Thematic Analysis (RTA), five themes were developed: ‘relational safety as the foundation of school life’, ‘A place where support and wellbeing are prioritised and sustained over time’, ‘A shared approach that fosters identity, belonging and fulfilment’, “We can’t pour from an empty cup” and ‘Systemic conditions that shape a TIRA ethos’. 
The findings are critically discussed alongside existing literature. These key findings reflect how TIRAs have been conceptualised at SVHS and the impacts of this culture experienced by staff and students. The findings present key facilitators including emotional warmth and attunement from staff, co-constructed co-regulation and prioritising staff wellbeing and key barriers including the lack of time and systemic constraints. 








Table of Contents
Acknowledgements	2
Abstract	3
List of Figures	8
List of Tables	10
Table of Abbreviations	11
1.0 Introduction	12
1.1 Why this research?	12
1.2 Context for the research	12
1.3 Thesis chapters	13
2.0 Literature Review	14
2.1 The need for ‘something different’?	14
2.2 What are trauma-informed and relational approaches?	16
2.3 Theoretical principles underpinning trauma-informed and relational practice	19
2.3.1 Neurosequential Model	19
2.3.2 Humanist Principles	20
2.3.3 Eco-systemic perspective	22
2.4 Trauma-informed and relational approaches as a whole-school approach	23
2.4.1 Conceptualising trauma-informed and relational approaches	23
2.4.2 Embedding and sustaining trauma-informed and relational approaches	27
2.5 Impact of trauma-informed and relational approaches	28
2.6 Facilitators and barriers to embedding trauma-informed and relational approaches	30
2.6.1 Leadership	31
2.6.2 Whole school training	32
2.6.3 Staff	32
2.6.4 Time and Cost	33
2.6.5 Systemic influences	33
2.7 Trauma-informed and relational approaches within the context of UK mainstream secondary schools	34
2.8 Rationale for the current research	35
2.9 Conclusion	36
3.0 Methodology	38
3.1 Research aims	38
3.2 Methodological orientation	38
3.2.1 Ontological and epistemological position	38
3.2.2 Quantitative and qualitative research	40
3.2.3 Position statement	41
3.3. Design	43
3.3.1 Purpose and approach: rationale for qualitative case study design	43
3.3.2 World Café as a research methodology	44
3.3.3 World Café design and procedure	47
3.3.4 Data collection	51
3.4 Recruitment and participants	52
3.4.1 Recruitment of a school	52
3.4.2 Details of the participating school	52
3.4.3 Recruitment of staff participants	53
3.4.4 Recruitment of student participants	53
3.4.5 Overview of participants	54
3.5 Ethics	55
3.6 Data Analysis	55
3.6.1 Familiarisation	56
3.6.2 Coding	56
3.6.3 Generating initial themes	57
3.6.4 Developing and reviewing themes	58
3.6.5 Refining, defining and naming themes	58
3.6.6 Write up	58
4.0 Findings	59
4.1 Research themes	59
Theme 1 - Relational safety as the foundation of school life	61
Subtheme 1.1 - Students’ experiences are anchored in relational safety, co-created through staff interactions	61
Subtheme 1.2 - School as a safe, familiar base – “we’re all in it together”	64
Theme 2 - A place where support and wellbeing are prioritised and sustained over time	68
Subtheme 2.1 – Emotional regulation experiences are varied	68
Subtheme 2.2 – Practice is individualised and responsive	71
Subtheme 2.3 – Essential support systems exist	74
Theme 3 - A shared approach that fosters identity, belonging and fulfilment	75
Theme 4 - “We can’t pour from an empty cup”	78
Theme 5 - Systemic conditions that shape a TIRA ethos	79
4.2 Summary of Findings	81
5.0 Discussion	83
5.1 Introduction	83
5.2 Discussion of the themes in relation to literature	83
5.2.1 Ethos and environment	83
5.2.2 Staff development, health and wellbeing	85
5.2.3 Leadership and management	88
5.2.4 Targeted support and intervention	90
5.3 Evaluation of current study	93
5.3.1 Critical Evaluation of World Café methodology	93
5.3.2 Quality of Research Summary	94
5.3.3 Implications for Educational Psychologists	94
5.3.4 Contributions of the current research	95
5.3.5 Limitations	96
5.4 Considerations for Future Research	97
5.5 Dissemination of Research	97
6.0 Conclusion	99
References	101
Appendices	125
Appendix A: Critical consideration of additional theories	125
Appendix B: Souers and Hall (2019) Spectrum of Trauma Savvy Practices	127
Appendix C: Reflections on Governor positionality	132
Appendix D: Other approaches considered	133
Appendix E: World Café ground rules	133
Appendix F: World Café environment	134
Appendix G: World Café resources	135
	135
	135
Appendix H: Visual of World Café process	136
Appendix I: Reflections following the World Café	136
Appendix J: Table Host briefing and prompt sheets	136
Appendix K: World Café introduction overview	137
Appendix L: Debrief following the World Café	138
Appendix M: Written and visual artefacts	139
Appendix N: Table Host transcripts	154
Appendix N: Invitation to participate – staff	158
Appendix P: Information sheet – staff	159
Appendix Q: Consent form – staff	160
Appendix R: Invitation to participate – student	161
Appendix S: Information sheet – students	162
Appendix T: Consent form – students	163
Appendix U: Information sheet – parent/carer	164
Appendix V: Consent form – parent/carer	165
Appendix W: Ethical approval	166
Appendix X: Ethical principles and considerations	167
Appendix Y: Reflexivity journal excerpts	169
Appendix Z: Reflexive excerpts for codes and themes	173
Appendix AA: Coding	175
	177
Appendix BB: Generating initial themes	177
Appendix CC: Generating initial themes	179
Appendix DD: Generating initial themes – identifying links	181
Appendix EE: Developing and reviewing themes	182
Appendix FF: Refining, defining and naming themes	186
Appendix GG: Reflexivity whilst refining and reviewing themes	188
Appendix HH: Students celebrate successes with staff	188
Appendix II: Safeguarding team availability	188
Appendix JJ: Students value peer relationships	189
Appendix KK: Students confidence and self-esteem improve	189
Appendix LL: Additional ways co-regulation and safety is facilitated for students	190
Appendix MM: Boundaries might be difficult for students to understand	191
Appendix NN: Learning is adapted through a trauma-informed and relational lens	192
Appendix OO: Additional systems that facilitate trauma-informed and relational approaches	192









[bookmark: _Toc235024310]List of Figures

Figure 1 - How pedagogy approaches are informed by Perry's Neurosequential Model (McCaleb & Mikaere-Wallis, 2005)
Figure 2 - Maslow's Hierarchy of Need (1943)
Figure 3 - Relationship Window (Vaandering, 2013)
Figure 4 - Bronfenbrenner's Ecological Systems Model (1979)
Figure 5 - Babcock (2020) illustration of ‘The Relational Approach’
Figure 6 - Sharples, Easton and Boughelaf (2024) framework for implementing change in schools
Figure 7 - Cherry and Froustis (2022) Sustainable Model for Change when embedding TIRA
Figure 8 - Relational orientation in practice (Vasilic, 2022, p. 385)
Figure 9 - A reflection of my personal influences
Figure 10 - WC Principles (Brown & Isaac, 2005, p. 40)
Figure 11 - WC conversation leading to large-scale change (Adapted from Newton, 2025, p. 85)
Figure 12 - WC discussion points for students
Figure 13 - WC discussion points for staff
Figure 14 - Six steps to Reflexive Thematic Analysis (Braun & Clarke, 2022)
Figure 15 - Data analysis process
Figure 16 - Thematic map, providing an overview of the key themes that emerged from the RTA process
Figure 17 - An overview of Theme 1
Figure 18 - Extracts from Tablecloth B reflecting a student’s perception of how it feels when they engage with staff
Figure 19 - Extract from Tablecloth 1 which reflect staffs’ perspective of how they go “above and beyond” to support students
Figure 20 - Extract from Tablecloth E, demonstrating the perception developed by students due to the support offered at SVHS
Figure 21 - Extract from Tablecloth B reflecting a student’s experiences of staff that is conceptualised through ‘friendship’
Figure 22 - Extract from Tablecloth A demonstrating a students’ conceptualisation of ‘family’
Figure 23 - Extract from Tablecloth E demonstrating how students position staff members as ‘protectors’
Figure 24 - Drawing from Tablecloth E, reflecting how a student perceives the school to feel, using a dove to depict feelings of peace and calm
Figure 25 - Drawing from Tablecloth E, reflecting how a student uses the metaphor of a hurricane to position their experiences in school as calm
Figure 26 - An overview of Theme 2
Figure 27 - Extract from Tablecloth A demonstrating the variety of options for students
Figure 28 - Extract from Tablecloth 5 which acknowledges the impact of the ZoR curriculum
Figure 29 - Extracts from Tablecloth A which highlights the impact of the ZoR curriculum from a students’ perspective
Figure 30 - Extract from Tablecloth C, students’ desire to have more autonomy with regulation strategies
Figure 31 - Extract from Tablecloth B which highlights student’s recognition of an individual approach to support
Figure 32 - Extract from Tablecloth 4, positioning TIRA as the ‘right’ approach, but not the ‘easy’ approach
Figure 33 - Extract from Tablecloth 3, recognising the importance of healthy challenge for students
Figure 34 - Extracts from Tablecloth 4, giving an example of the conflict of opinions with regards to boundaries of the approach
Figure 35 - Extracts from Tablecloth B which highlights the function and value of coaching groups
Figure 36 - Extracts from Tablecloth 2 that highlight the value of the staff team for some staff members
Figure 37 - Extract from Tablecloth 3, capturing how a TIRA is embodied by staff
Figure 38 - Extract from Tablecloth 5 reflecting a staff members feeling empowered by being a coach
Figure 39 - Staffs’ contributing contextualising the enjoyment they get from their role (Tablecloth 2)
Figure 40 - Extract from Tablecloth 2 that highlights the perceived care and support between staff
Figure 41 - Extract from Tablecloth 5, highlighting environmental changes








[bookmark: _Toc235024311]List of Tables

Table 1 – Overview of the terminology used in each research paper 
Table 2 - A summary of the four components of a TIRA following a systematic literature review (Watson & Astor, 2025)
Table 3 - Dimension of adaptive implementation (De Grauwe & Haas, 2022)























[bookmark: _Toc235024312]Table of Abbreviations

	Abbreviation
	Full

	AsEP
	Assistant Educational Psychologist 

	CAMHS
	Child and Adolescent Mental Health Services 

	CC
	Conversational Café 

	CG
	Coaching Group

	CoP
	Communities of Practice

	CPD
	Continuous Professional Development

	CYP
	Children and Young People

	DfE
	Department for Education

	ECT
	Early Career Teacher

	EP
	Educational Psychologist

	EPS
	Educational Psychology Service 

	LA
	Local Authority 

	MAT
	Multi-Academy Trust 

	RC 
	Restorative Conversation

	RTA
	Reflexive Thematic Analysis 

	SEND
	Special Educational Needs and Disabilities

	SLT
	Senior Leadership Team

	SVHS
	Spen Valley High School 

	TEP
	Trainee Educational Psychologist 

	TI
	Trauma Informed 

	TIRA
	Trauma Informed and Relational Approaches

	WC
	World Café 




	











[bookmark: _Toc235024313]1.0 Introduction
[bookmark: _Toc226038199][bookmark: _Toc235024314]1.1 Why this research?  
My interest in Trauma-Informed and Relational Approaches (TIRA) developed through a range of experiences (Figure 9) including a primary teacher in a specialist social, emotional and mental health setting, where relationships with children and families were central to practice. 
Later, as an Assistant Educational Psychologist (AsEP), I observed that such relational practice was not always possible in mainstream settings because of systemic pressures, outcome-driven agendas and exclusionary responses. This shaped my interest in understanding more about TIRAs. 
The Department for Education ([DfE]; 2026) acknowledge that “we do not truly have an inclusive mainstream system” (pg. 40). There has been a significant decline in Children and Young People’s (CYP) mental health (NHS, 2021; Young Minds, 2020; Young Minds, 2023) with suicide attempts increasing (Young Minds, 2023). Attendance data for CYP is poor (Children’s Commissioner, 2023; DfE, 2026), which significantly impacts academic achievement (UK Parliament, 2025). Additionally, school staff experience poor emotional wellbeing (NASUWT, 2024), contributing towards a recruitment crisis (DfE, 2024a). 
I acknowledge that something must change in the school system in order to make it fit for purpose and to meet the needs of staff and students (DfE, 2026). It is this broader context that cemented my decision to complete my research within this area. 

[bookmark: _Toc235024315]1.2 Context for the research 
This research uses a single case study of Spen Valley High School (SVHS), a mainstream secondary school in Kirklees, West Yorkshire, which has embedded a TIRA culture over five years. My role as a Governor is important to acknowledge (Biggerstaff & Thompson, 2008). This experience and additional contributing experiences that shape my positionality are discussed in section 3.2.3. A reflexive diary was also kept throughout the process to capture my thoughts, feelings and experiences (Appendices C, G, X and EE). 

[bookmark: _Toc226038201][bookmark: _Toc235024316]1.3 Thesis chapters 
This thesis has six chapters that reflect the research process. 
Chapter two is a literature review that provides an overview of the theoretical foundations and conceptual frameworks associated with TIRAs, whole-school approaches and mainstream secondary schools. This chapter also provides rationale for the research and identifies the gaps that the research intends to address. 
Chapter three is the research methodology. A rationale for the chosen methodology and a comprehensive account of the steps taken for data collection and data analysis processes are discussed. 
Chapter four is the findings chapter which presents the research findings from interpretative analysis, including themes and sub-themes that emerged from the data. Extracts from the data including tablecloth excerpts and table host transcripts will be included to improve transparency. 
Chapter five critically discusses the findings in relation to the literature and evaluates the research. Implications for practice as well as considerations for future research are also suggested. 











[bookmark: _Toc235024317]2.0 Literature Review
This chapter reviews literature on TIRAs, including definitions, theoretical foundations, impacts, whole-school implementation and the specific context of mainstream secondary schools, before concluding with the importance of the research within Educational Psychology (EP). 
To identify relevant literature, the following databases were searched: EBSCO, PsychInfo, ERIC, Web of Science and Scopus. Google scholar was then used to identify any additional studies. To determine the relevant literature referred to throughout this research, an inclusion and exclusion criteria was developed and adhered to where possible. It was acknowledged that the volume of literature in the field varies significantly and therefore this criteria was interpreted flexibly. For example, there is substantial research on theoretical principles of TIRAs and less literature on the impact of TIRAs and whole-school approaches, particularly within secondary school contexts. The search criteria included: 
· Literature from 2020 onwards
· Literature specifically within an education context 
· Literature within the context of secondary schools 
· Literature/research in England
[bookmark: _Toc226038203][bookmark: _Toc235024318]2.1 The need for ‘something different’?  
Increasing attention is being paid to the impact of positive relationships in educational settings (DfE, 2016; 2026). Despite academic outcomes still arguably being the primary measure of school success, relationships are increasingly being depicted as being as important as the context for learning (Bomber, 2011; Cramond, 2021). Evidence points to increasing mental health need, persistent absence and poverty among CYP, particularly since the COVID pandemic. These pressures provide a critical context for considering whether schools and CYP require more relational and inclusive approaches. 
The number of CYP experiencing mental health difficulties has increased over the years (NHS, 2021; Young Minds, 2023). This was compounded by the COVID pandemic, particularly impacting vulnerable groups including children in care and those with Special Educational Needs and Disabilities (SEND) (Cherry & Froustis, 2022). In 2022, there were more than 66,000 recorded referrals to Child and Adolescent Mental Health Services (CAMHS), with 25% attempting suicide whilst waiting for support (Young Minds, 2023). Additionally, there are at least eight CYP in a class of 30 living in poverty (Department for Work and Pensions, 2022). School attendance concerns have grown, which is starting to be understood as both a symptom and cause of disengagement (DfE, 2026). Research highlights how CYP’s mental health and wellbeing influences their school attendance. Those who experience fewer emotional difficulties are more likely to be better able to attend school consistently, linked to feelings of belonging, connection and trust (Cheng et al., 2026). The school absence rate is around 7.5%, compared to 4.7% pre-pandemic and nearly one quarter of CYP were persistently absent (missing 10%+) in the academic year 2022-2023 (DfE, 2024b). Absence rates are also recognised to be higher in secondary schools by 3% (DfE, 2026b). These factors significantly impact CYP’s academic achievement (UK Parliament, 2025) and reduce access to extracurricular and enrichment activities (Cribb et al., 2022). 
It has been argued that punitive and disciplinary approaches that are predominantly adopted within the UK education system negatively impact CYP’s mental health (Children & Young People Mental Health Coalition & Centre for Mental Health, 2023; Jones et al., 2023; Ijaz et al., 2024). This is largely associated with the increased numbers of consequences, suspensions and permanent exclusions CYP experience (Jones et al., 2023; Ijaz et al., 2024). Research suggests that CYP who receive frequent exclusions experience a reduced sense of belonging (Graham et al., 2019), associated with poorer wellbeing (National Children’s Bureau, 2024). 
Compounding this, school staffs’ emotional wellbeing is reported to be at an all-time low. The majority of teachers feel their job adversely affects their mental health (NASUWT,2024), associated with organisational cultures and a lack of support (Education Support, 2024). These factors contribute towards the current recruitment crisis (DfE, 2024a), with only two thirds of teachers remaining in service five years post qualification (DfE, 2026a). This context is important to note, given that models of care, such as TIRAs, cannot be embedded in environments with high levels of staff churn and recruitment difficulties (Emsley et al., 2022). 
A TIRA is often positioned against authoritarian models that emphasise obedience and compliance (Reay, 2022; Paglayan, 2025). While policy language has shifted from ‘managing’ behaviour towards ‘responding’ to behaviour (DfE, 2014; DfE, 2024c), tensions remain between relational practice and highly regulated school cultures (Hyman, 2012; Harvest, 2018). Researchers suggest that CYP learn best when they have positive relationships with their teachers (Teven & McCroskey, 1997; Sterrett, 2012; Lavis & Robson, 2015), which acts as a protective factor for pupil success (DfE, 2016; DfE, 2018). However, it is important to acknowledge that this is just one ideology (Chambers & Rost, 2020). 
Comparatively, some research suggests that TIRAs have a wealth of positive impacts (section 2.5). Considered an alternative approach to education and a systemic and ecological endeavour (Hopkins, 2021), research on TIRAs is growing, providing a rationale for schools to embed TIRAs (Cherry & Froustis, 2022). Additionally, the most recent White Paper (DfE, 2026a) reports that “children achieve most when they feel safe and connected to their school environment” (pg. 60) and aspires for every school to be a “safe, calm and supportive place where every child feels they belong…” (pg. 60). Key messages from the White Paper (DfE, 2026a) align with a TIRA ethos (section 2.6.5), centred around CYP needing to feel safe and connected to achieve, with belonging driving engagement. 

[bookmark: _Toc226038204][bookmark: _Toc235024319]2.2 What are trauma-informed and relational approaches?
There is no consensus on a definition of ‘trauma-informed approaches’ (Maynard et al., 2019; Avery et al., 2021) and various terminology within research is used. This includes nurturing, relational inclusion, attachment-aware, school-based relationships, school safety and strengths-based approaches (Thomas et al., 2019; Jones et al., 2024; Watson & Astor, 2025). The Attachment Research Community (ARC, n.d., pg. 4) offer definitions of both attachment and trauma, acknowledging them as distinct yet overlapping concepts: 
[image: ]
These definitions have been chosen because they are positioned within education, pertinent to the focus of this research. However, I am mindful that they do not reflect how attachment and trauma interact with systemic influences including poverty, marginalisation, school environments (Perfect et al., 2016).  
Additionally, ‘relational approaches’ is a term that lacks a shared understanding (Royle, 2025). A ‘relational approach’ is informed by the idea that all behaviour is communicating an unmet need that adults need to identify so that the child can be supported appropriately (Rutledge, 2011). Georgiou & Cartmell (2025) explored how this term is conceptualised by school staff. Four key characteristics were identified: compassion, authenticity, personalisation and engagement. In addition, traits of staff who adopt ‘relational approaches’ included being caring, honest, enthusiastic, encouraging and reliable (Georgiou & Cartmell, 2025). The use of this term is growing within the field of education (Alaimo & Kelly, 2025) and frequently referred to by educational professionals (Georgiou & Cartmell, 2025). However, how ‘relational approaches’ are enacted by individuals varies, adding to the ambiguity within the field. 
For the purpose of this research, the phrase ‘Trauma-Informed and Relational Approaches’ (TIRA) has been coined. This encompasses the collective understanding that although trauma-informed approaches are situated within the specific context of ‘trauma’, the approaches operationalise relational values as identified above (Office for Health Improvement and Disparities, 2022). Billington et al. (2022) alludes to the idea that language from clinical contexts does not fit the ecological realities of schools, therefore risking applying trauma-concepts without contextual nuance. Consequently, the term ‘TIRA’ aims to acknowledge that trauma-experienced individuals are embedded within school systems, while attending to the ecological conditions, relational dynamics and unique characteristics of each school community (Georgiou & Cartmell, 2025). This is fundamental to effective practices within education settings (Georgiou & Cartmell, 2025). Additionally, Alaimo and Kelly (2025) highlight the need for context-sensitive approaches that emphasise relational fidelity and ecological validity, tailored to each school’s distinct context. Given that ‘TIRA’ aligns with the language used by the case study school to describe their approach (section 3.4.2) this further justifies the decision with regards to this term. 
It is essential to note that through combining ‘trauma’ and ‘relational’, this research does not seek to undermine the experiences and impact of trauma-experienced CYP who are more likely to be excluded or leave education early (Perfect et al., 2016; Bellis et al., 2018). These terms have been grouped together to orienteer towards a philosophy of genuine and universal inclusion (Venet, 2021). 
Across the literature a range of overlapping terms are used. This reflects the conceptual ambiguity surrounding ‘trauma-informed’ and ‘relational’ terminology (Georgiou & Cartmell, 2025) and the tendency for trauma-informed principles to be embedded implicitly within relational frameworks. To support clarity and coherence, throughout this research I refer to these approaches collectively as ‘Trauma-Informed and Relational Approaches’ (TIRA). This does not imply that all authors explicitly adopt the same language; rather, it reflects shared principles evident across their work. Table 1 provides an overview of the literature, with each research paper’s terminology to ensure transparency for readers. 
2

	Authors (Year) 
	Terminology used 
	
	Authors (Year) 
	Terminology used 
	
	Authors (Year) 
	Terminology used 

	ARC (n.d.) 
	Attachment 
Trauma-Aware 
	
	Gehris (2014)
	Relationships 
	
	Smith (2024)
	Trauma-Informed Practices 

	Avery et al. (2021)
	School-wide Trauma Informed Approaches
	
	Hanson & Lang (2016)
	Trauma-Informed Care
	
	Souers & Hall (2019)
	Trauma-Aware 
Trauma-Invested 

	Babcock (2020)
	Relational Approach/Practice
	
	Harrison & Brown (2022)
	Attachment-Aware
	
	Thomas et al. (2019)
	Trauma-Informed Practices 

	Bargeman et al. (2021)
	Trauma-Informed Care
	
	Jones et al. (2024)
	Relational-Based Approaches
	
	Trivedi (2022)
	Attachment 
Trauma-Aware

	Cherry & Froustis (2022)
	Trauma Informed Education
	
	Kataoka et al. (2018)
	Trauma-Informed School Systems
	
	Watson & Astor (2025) 
	Trauma-Informed Approaches 

	de Stigter et al. (2024)
	School-Wide Trauma Informed Education
	
	March et al. (2022)
	School-Based Mental Health and Wellbeing Intervention
	
	Weare (2015) 
	Social and Emotional Wellbeing 

	Dodds (2023)
	Whole-school Relational Approaches
	
	Maynard et al. (2019)
	Trauma-Informed Approaches
	
	Youth Endowment Fund (2023)
	Trauma-Informed Schools 

	Education Scotland (2021)
	Relational Approach
	
	McKay & Macomber (2023)
	Relationships 
	
	

	Enfield Council (2023)
	Trauma-Informed Practice 
	
	O’Neill et al. (2022)
	Trauma-Informed Practice
	
	

	Garcia-Moya et al. (2019)
	Relationships 
Relationship Building
	
	Ruttledge (2022)
	Whole-school Approach Building Relationships 
	
	


Table 1 – An overview of the terminology used in each research paper 
[bookmark: _Toc226038205][bookmark: _Toc235024320]2.3 Theoretical principles underpinning trauma-informed and relational practice 
Neurosequential model, humanist principles and eco-systemic theory have been drawn upon to synthesise some of the core theoretical concepts that collectively contribute to and underpin a TIRA. These theories holistically consider how development, relationships and contextual influences interact, shaping the experiences of school members, relevant to the focus of the research. Additional theory such as Bowlby’s attachment theory (1969) and Relational-Cultural theory (Gergen, 2009) were considered. However, they were not incorporated into the chapter. My reflections on these supplementary readings can be found in Appendix A.  

[bookmark: _Toc226038206][bookmark: _Toc235024321]2.3.1 Neurosequential Model 
The Neurosequential model (Perry, 2006) provides a framework and lens for understanding CYP’s functioning, integrating core concepts from developmental psychology and neurobiology (Bomber, 2020). It recognises how the brain develops and functions hierarchically (McCaleb & Mikaere-Wallis, 2005) and provides a way to view interactions and interventions. Perry’s model is commonly summarised as ‘regulate, relate, reason’ (Figure 1): adults support regulation before expecting relational engagement or cognitive problem-solving (Perry & Alblon, 2019).  
[image: A diagram of a brain and pedagogy
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[bookmark: _Toc226902635]Figure 1 - How pedagogy approaches are informed by Perry's Neurosequential Model (McCaleb & Mikaere-Wallis, 2005) 
Whilst Perry’s original Neurosequential model emphasises the sequence of ‘regulate-relate-reason’, more recent adaptations have introduced ‘repair/restore’ as a fourth stage (Bomber, 2020; Education Scotland, 2021). Repair/restore is a restorative opportunity (Bomber, 2020) intended to re-establish trust, safety and reaffirm connection, which enables healing, growth and resilience (Bomber, 2020). This should include adults modelling humility and mutual respect through apologising for their actions (Bomber, 2020). Without this stage, attachment security may be compromised, which could lead to ruptured relationships (Hughes, 2009).   
The quality and permanence of relationships significantly influence the experiences of the interactions (Perry, 2020). Adults are understood as “relationship shapers” (McCaleb & Mikaere-Wallis, 2005, pg. 5), who help foster resilience, self-perception and relationship skills in CYP (Gellert, 2002; McCaleb & Mikaere-Wallis, 2005). Additionally, creating rich relational contexts for CYP through working with parents/carers is important (Perry & Albon, 2019). 
Despite Perry’s model being underpinned by strong theoretical grounding, there are few empirical or peer-reviewed studies that validate this perspective (Howard-Jones, 2014). The model aligns closely with practice-informed theory (Thomas et al., 2019) which risks being shaped by assumptions and oversimplifying complex neuroscience (Howard-Jones, 2014). 

[bookmark: _Toc226038207][bookmark: _Toc235024322]2.3.2 Humanist Principles 
The humanist perspective suggests that every child has inherent worth and potential that should be valued regardless of their behaviour, emotions or difficulties - underpinned by unconditional positive regard (Rogers, 1957). This aligns with a person-orientated climate (Rogers, 1951), fostered through non-threatening relationships, collaboration and psychological safety. 
Containment (Bion, 1962) is an example of how humanism is enacted. Adults create the conditions that allow CYP to explore their emotions safely, making this experience feel more manageable and less overwhelming. Additionally, Winnicott’s (1960) notion of the ‘holding environment’ emphasises the importance of environments and relationships being predictable. This is created by an emotionally available caregiver who is present and attuned to the CYP. Humanistic psychology centres around the theoretical foundations of Maslow’s Hierarchy of need (Mustofa, 2022; Figure 2). This hierarchy suggests that CYP’s safety and belonging needs must be met in order for their esteem needs and self-fulfilment needs to develop (Woolfolk, 2019). Whilst the hierarchy is criticised for being too linear and hierarchical (Tay & Diener, 2011), humanists position growth as fluid, emphasising the importance of subjective experiences and relational conditions that enable individuals to reach their potential. 
[image: A diagram of a pyramid with Mediterranean Sea in the background
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[bookmark: _Toc226902636]Figure 2 - Maslow's Hierarchy of Need (1943)
[image: ]It is argued that humanistic approaches reduce the need to impose order through discipline and conformity (Porter, 1996). Behaviour is understood as a symptom of a problem and not the problem itself, which informs how adults respond, offering guidance as opposed to control (Gordon, 1991). This is termed the ‘relationships window’ (Vaandering, 2013; Figure 3). Although at first glance this may seem simplistic, it acknowledges the eco-systemic influences around CYP (Bronfenbrenner, 1979; section 2.3.3), encouraging adults to be curious about what behaviour is communicating (Bomber, 2020).









[bookmark: _Toc226902637]Figure 3 - Relationship Window (Vaandering, 2013) 
However, concerns exist with regards to the time required to implement and embed a humanist pedagogy that requires relational habits and a culture shift (Duke & Meckel, 1984; Aloni, 2011; Bojesen, 2023). Additionally, there are risks associated with humanism becoming procedural, compounding outcome-driven practice when embedded into practice (Osler & Starkey, 2020).

[bookmark: _Toc226038208][bookmark: _Toc235024323]2.3.3 Eco-systemic perspective 
Bronfenbrenner’s ecological systems theory (Figure 4; 1979) considers the influence of family, school and socio-political systems on CYP. School is one of the most influential systems a CYP is situated within (Hanley et al., 2020), meaning it is valuable to reflect on how the culture and ethos shapes CYP’s development. Through this lens, practitioners may consider targeted interventions for CYP, as well as universal preventative approaches that promote the social and emotional development (Chafouleas et al., 2016). This moves away from pathologising, limiting narratives to describe individuals, towards offering alternative stories that facilitate growth, voice and empowerment (Whiting, 2024). 
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[bookmark: _Toc226902638]Figure 4 - Bronfenbrenner's Ecological Systems Model (1979) 
[bookmark: _Toc226038210][bookmark: _Toc235024324]2.4 Trauma-informed and relational approaches as a whole-school approach 
A ’whole-school approach’ is recommended as the best way to create an ideal learning context (DfE 2021) and to promote CYP’s mental health and wellbeing (Department for Education & Public Health, 2021). The Department for Education and Public Health (2021) recommend that this includes: 
· Leadership and management
· Ethos and environment
· Curriculum, teaching and learning
· Student voice
· Staff development, health and wellbeing
· Identifying need and monitoring impact
· Targeted support and intervention
· Working with parents/carers and families
For the purpose of this research, ‘working with parents/carers and families’ has been expanded to be ‘working with parents/carers, families and the wider system’. This aligns with Brighton and Hove Council (2018) recommendations with regards to a whole-school approach and recognises that TIRAs are shaped by exosystem and macrosystemic influences as well as microsystem family relationships. For TIRAs to be impactful, this must be an organisational paradigm shift, encompassing all practices, interactions, transactions and relationships (Maynard et al., 2019; Venet, 2021; Watson & Astor, 2025) that are committed to core values of inclusivity and understanding (Bateman et al., 2013; Cole et al., 2013; Sanctuary Institute, 2022). This is also encouraged by the DfE (2026a) who recognise that the mainstream system is not truly inclusive and propose reforms that consider all aspects of the school system. 

[bookmark: _Toc226038211][bookmark: _Toc235024325]2.4.1 Conceptualising trauma-informed and relational approaches  
Given there is no clear consensus on how TIRAs are defined (section 2.2), the conceptualisation in schools varies (Hanson & Lang, 2016; Maynard et al., 2019; Bargeman et al., 2021). This section summarises key literature to explore these variations. Due to the limited research focused specifically on mainstream secondary schools (section 2.4), studies on whole‑school approaches more broadly were also included.
Watson and Astor (2025) conducted the most recent conceptual and theoretical review consisting of 14 articles from the United Kingdom, Australia and America. These articles included frameworks such as ‘Trauma-Sensitive Schools’ (Cole et al., 2013) and ‘The Sanctuary Model’ (Bloom, 1995; Sanctuary Institute, 2022) and articles that discussed elements of TIRAs, without explicit reference to ‘trauma’. This meant articles that addressed school-based relationships more broadly were included, differing to previous systematic literature reviews (Maynard et al., 2019; Avery et al., 2021). From these papers, the review summarised several components essential to a whole-school TIRA. Caution should be taken when interpreting this review, given the lack of long-term research on TIRAs, meaning it is reliant on anecdotal and unmeasured outcomes. Four key components were identified, which are presented in Table 2, with examples from the literature about how this might look in practice.



















	


[image: ]Table 2 – A summary of the four components of a TIRA following a systematic literature review (Watson & Astor, 2025) 	
It could be argued that these components are elements of best practice within an inclusive and equitable school environment, which may reflect tensions between aspiration and evidence. I am curious as to whether by adding terms such as ‘trauma’ into the conversation, we now view every day caring interactions as extraordinary rather than ordinary. I wonder whether this is associated with schools being positioned as distressing environments that negatively impact mental health and wellbeing (section 2.1) – illuminating a need for this to be made explicit through research.   
Another framework that aims to conceptualise TIRAs for schools is Babcock (2020; Figure 5). This framework is predominantly informed by government guidelines and research (DfE, 2018; DfE 2019; Education Endowment Foundation [EEF], 2019) as opposed to empirical research used in Watson and Astor (2025). Similarly to Watson and Astor (2025), it emphasises an ethos of positivity, child-centredness and inclusivity. There are three core components of the model, which closely align with Perry’s (2006) Neurosequential Model (section 2.3.1): 
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[bookmark: _Toc226902639]
Figure 5 - Babcock (2020) illustration of ‘The Relational Approach’
Overall, the literature provides a comprehensive, multi-dimensional conceptualisation of what TIRAs might look like as a whole-school approach. Reflecting on these models, there appears to be a strong focus on behaviour and pastoral aspects in comparison to teaching and learning. This is corroborated by the literature that identifies empirical research on TIRAs and teaching and learning to be underdeveloped (Thomas et al., 2019). 

[bookmark: _Toc226038212][bookmark: _Toc235024326]2.4.2 Embedding and sustaining trauma-informed and relational approaches
It is recognised that there is a persistent policy-practice gap (Benavides et al., 2025), affecting implementation of reforms (section 2.6.5). De Grauwe and Haas (2022) suggest that credibility and opportunity for change are reduced if implementation is not thorough. It is therefore essential that consideration is given to how schools embed new approaches to promote sustainable change. There are a range of frameworks and models that exist. Two examples are discussed below, which conceptually align with the research aims and address change as a systemic, relational and multi-level process. 
Four key dimension of adaptive implementation (De Grauwe & Haas, 2022) include:  
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Table 3 – Dimensions of adaptive implementation (De Grauwe & Haas, 2022) 
Additionally, Sharples, Easton and Boughelaf (2024) framework for implementing change (Figure 6) enhances De Grauwe and Haas (2022) four dimensions by situating change within the context of education. The model draws attention to behaviours that drive effective implementation, acknowledging change as being collaborative and social through engaging, uniting and reflecting. 
To contextualise embedding and sustaining change from a TIRA lens, Souers and Hall (2019) developed a spectrum of TIRA, constructed as a developmental journey (Appendix B). This considers aspects of the whole school and positions TIRA as a continuum. Regardless of where a school or individuals considers themselves to be on the spectrum, adaptation, reflection and refinement should always take place to evolve with the everchanging dynamics of the school community (Edelman, 2023). 
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[bookmark: _Toc226902640]Figure 6 - Sharples, Easton and Boughelaf (2024) framework for implementing change in schools
Contextual diversity is recognised in the frameworks above as being important to consider to generate resilient and meaningful change (Benavides et al., 2025). Change is specific to local realities, meaning paths for implementation are different for everyone (Benavides et al., 2025). Sharples et al. (2024) suggest this includes taking into consideration within school factors (e.g. structures such as timetables or logistical processes) as well as socioeconomic and political factors including funding, resources, national policies and wider influences. 

[bookmark: _Toc226038209][bookmark: _Toc235024327]2.5 Impact of trauma-informed and relational approaches  
The literature deemed most recent and relevant to the research aims that captures current debates and developments in the field is discussed below. Overall, there is a lack of literature about TIRAs in mainstream secondary schools. Given that the current research is situated within the context of a mainstream secondary school, careful consideration should be given to the interpretation of this literature.
de Stigter et al. (2024) completed one of the first longitudinal evaluations in Europe that explored the impacts of embedding TIRAs as a whole-school approach in primary schools. After one year, the findings suggested improved wellbeing of CYP, increased participation in lessons and improved teacher confidence to respond to CYP’s needs. They concluded that TIRAs benefit all CYP, not just those who have experienced trauma. This study is valuable given it is the first of its kind. However, the sample of Dutch schools reduces the transferability to UK schools given education systems are context-specific (Benavides et al., 2025). Additionally, findings only reflect the first year of implementation. As March et al. (2022) acknowledges, sustaining TIRA can be a significant barrier due to aspects such as staff turnover and shifting priorities (section 2.4.2).   
Jones et al. (2024) used virtual semi-structured interviews with fifteen school staff in three mainstream primary schools to explore the impact of TIRAs. They concluded that TIRAs facilitate positive behaviour changes and improvements in emotional wellbeing, relationships and feelings of safety for CYP. Staff described how although authoritarian approaches may reduce behaviour that challenges in the moment, long-term change was less likely due to CYP not being taught emotional literacy skills. Whilst this research provides valuable insights, interpretation of the research should be done cautiously. The data includes school staffs’ interpretations of CYP’s experiences, rather than being direct accounts from CYP themselves. Their accounts are likely to be influenced by subjective judgements or “norm” biases which may not fully represent the CYP’s perspectives.
McKay and Macomber’s (2023) research with thirty-five school teachers in America found TIRAs to improve motivation, attitudes towards school and feelings of being cared for. Teaching staff attributed this to knowing the students better, enabling them to ‘connect before correcting’ (Siegal, 2020). However, these findings may reflect a positivity bias due to the purposive sampling technique, in advertently excluding participants who may have contradictory perspectives. Additionally, they did not collect demographic data to accurately report what year groups the teachers experiences were from.  
The impact of TIRAs have also been explored for school staff. Research suggests that TIRAs can promote teacher’s well-being, as they meet a teacher’s need for relatedness (Klassen, Perry & Frenzel, 2012), increase job satisfaction (Garcia-Moya et al., 2019) and enjoyment of work (Gehris, 2014). Consequently, there is often better retention of school staff due to a culture of positivity and nurture (ARC, n.d.), improving academic outcomes for pupils (Gibson & Carroll, 2021). 
For families of children who attend a school with a TIRA ethos, initial qualitative data from research with mainstream secondary schools suggests improved relationships with parents (Youth Endowment Fund, [YEF], 2023). Additionally, ARC (n.d.) suggests TIRAs can facilitate trust, improving how schools support families.
Despite the literature outlined above, to the best of my knowledge, the three wide-scale systematic reviews that have taken place have all highlighted the lack of empirical evidence within the field (Maynard et al., 2019; Avery et al., 2021; Watson & Astor, 2025). Whilst acknowledging this sparsity, Maynard et al. (2019) promote “healthy scepticism” (pg. 3). They encourage schools who are embedding TIRA to evaluate their progress and provide clear descriptions of what they are doing to add to the evolving evidence base. 

[bookmark: _Toc226038213][bookmark: _Toc235024328]2.6 Facilitators and barriers to embedding trauma-informed and relational approaches 
Understanding the facilitators and barriers when embedding TIRAs is important to promote sustainability (Cherry & Froustis, 2022). Cherry and Froustis (2022) ‘Sustainable Model for Change’ (Figure 7) identifies key factors to consider. The model is particularly relevant as it is underpinned by interview and survey data collected from schools in West Yorkshire, evaluating TI programmes that were embedded in local schools, including the case study school used in this research. It was commissioned by West Yorkshire Health and Care Partnership and Violence Reduction Unit and so it is important to acknowledge the agenda of the research which may have influenced and skewed the presentation of the findings. Each part of the model will be explored in turn, drawing on additional literature where relevant.  
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[bookmark: _Toc226902641]Figure 7 - Cherry and Froustis (2022) Sustainable Model for Change when embedding TIRA
[bookmark: _Toc226038214]
[bookmark: _Toc235024329]2.6.1 Leadership
The role of the Senior Leadership Team (SLT) is the foundation of sustainable change (Cherry & Froustis, 2022). Recent research further stresses the importance of visible and sustained commitment from SLT (Trivedi & Harrison, 2022; de Stigter et al., 2024), who should model what they expect from staff (Trivedi & Harrison, 2022). Without SLT commitment, the sustainability and impact of the approach is significantly reduced (Coleman, 2020; Oxley, 2021). However, half of SLT report spending too much time on admin tasks (DfE, 2026a), reducing their capacity to model approaches. Pre-intervention with SLT is recommended to explore a schools’ readiness to change and level of change required (Avery et al., 2021) to ensure approaches are “woven into the fabric of the school” (Cole et al., 2005, p. 48).

[bookmark: _Toc226038215][bookmark: _Toc235024330]2.6.2 Whole school training 
Quality and bespoke whole-school training and Continuous Professional Development (CPD) that fosters collaborative and empowering ways of working (Jones et al., 2024) is also important. Such training provides the theoretical foundations needed to understand TIRAs (Harrison & Brown, 2022) and how it shapes staff practice. It also provides a space for staff to explore their own beliefs and values (Avery et al., 2021), which is pivotal, particularly if their core beliefs conflict with TIRAs (Ruttledge, 2022). 
Additionally, coaching, supervision and frequent check ins (Chidley & Stringer, 2020) are recognised to be facilitating factors, supporting with the translation from training to practice (Avery et al., 2021). 

[bookmark: _Toc226038216][bookmark: _Toc235024331]2.6.3 Staff 
Staff are fundamental to sustainable change (Jones et al., 2018) given that the approach is a cultural shift that must be embodied and enacted to be maintained. TIRAs are positioned as a way of being, infiltrated into “every interaction, action and decision” (Enfield Council, 2023, p.14). Additionally, TIRA relies on a unified approach, with staff having shared values, language and theoretical foundations (Education Scotland, 2021) that promotes coherence and consistency (Perry, 2020). 
One aspect not considered in Cherry and Froustis (2022) model is the emotional impact of TIRA on staff. Smith (2024) found that staff were often exhausted and lacked energy due to the emotional labour of embedding these approaches, which can impact staffs’ capacity to respond relationally (Harding et al., 2019). This is particularly the case if there is a lack of adequate support (Smith, 2024). Examples of support might include emotionally containing supervision sessions, reflective spaces, opportunities to process emotional load and support for their own regulation and wellbeing (Trauma Informed Schools UK, n.d.). 
Staff turnover, recruitment and retention interfere with maintaining TIRAs (Trivedi, 2022). Recommendations focus on ensuring that training is continual, induction packages prioritise TIRA and that TIRA is embedded within recruitment exercises (Trivedi, 2022).

[bookmark: _Toc226038217][bookmark: _Toc235024332]2.6.4 Time and Cost 
There are significant academic pressures and systemic demands that exist in the current educational context, impacting the implementation and embedding of TIRAs (Jones et al., 2024). Time is frequently referenced as a barrier within the literature (Cherry & Froustis, 2022; de Stigter et al., 2024; Jones et al., 2024). Staff need time to get to know CYP, support with de-escalation and respond relationally, flexibly and individually to student’s needs, which conflicts with other classroom pressures (McCluskey et al., 2019; O’Neill et al., 2022; Jones et al., 2024). Despite this, Jones et al. (2024) suggests that long-term, the time required reduces as CYP are better equipped to manage their own emotions as they have developed regulation strategies, which also reduces the funding needed to support behaviour. 
Lack of funding is also recognised to make it more challenging to embed TIRA required to provide training, supervision and additional staffing to increase capacity (Cherry & Froustis, 2022; O’Neill et al., 2022). 

[bookmark: _Toc226038218][bookmark: _Toc235024333]2.6.5 Systemic influences
Parents/carers and the wider community influence the sustainability of TIRA and are recognised to be one of the core domains of implementation (Kataoka et al., 2018). Engaging families contributes towards consistent and coherent relational environments (Blitz et al., 2016) that support regulation for CYP (Chafouleas et al., 2016). Incorporating the wider community ensures that schools are culturally responsive and can meet the needs of the specific context (Bellamy et al., 2022). 
Beyond Cherry and Froustis (2016) model, it is also important to consider the impact of external bodies such as the DfE and Ofsted. Weare (2015) acknowledges that guidance from Department of Health and DfE does not sufficiently support TIRAs and Ofsted agendas have led to schools prioritising academic attainment (Brearty, 2025). In the DfE (2024c) permanent exclusions guidance, scant regard is given to ‘relationships’ with a single reference to CYP accessing a “calm, safe and supportive environment” (pg.8) in the context of aspiring toward high behaviour expectations. However, the White Paper (DfE, 2026a) implicitly maps a sequence that recognises: 
· Childhood has changed, 
· Schools must engage children intellectually, 
· Mainstream schools must become inclusive, 
· Belonging drives engagement, 
· Teachers and leaders need support, 
· Schools must collaborate and share expertise,
· Innovation spreads improvement across the system.  
This orienteers much more closely with TIRAs in comparison to previous policy (Ambition Community Trust, 2026). Additionally, the Education Secretary advises that CYP need to have a sense of power, purpose and belonging, moving away from a sole focus on academic achievement (Wood, 2024). This indicates a possible shift in agendas, aligning closely with the principles of TIRAs.  

[bookmark: _Toc226038219][bookmark: _Toc235024334]2.7 Trauma-informed and relational approaches within the context of UK mainstream secondary schools 
Secondary schools have typically prioritised academic demands, reducing the focus on mental health, wellbeing and belonging (Jessiman et al., 2022; Jones et al., 2023; Hinze, 2024). Secondary school students describe their connectedness with teachers as uncommon (Garcia-Moya et al., 2019) and concerns have been raised about the consistency and quality of student-adult relationships (Murray-Harvey, 2010; Cramond, 2021). It is widely recognised in the literature, that the attainment-driven agenda has shaped the development of secondary school systems in recent years (Andrews, 2025). This has made it increasingly difficult for schools to prioritise relationships, connection and inclusion for students (Greany, Higham & Nelson, 2023). Recent data on permanent exclusions and suspensions illuminates the difficulties secondary schools face, reflecting a reliance on reactive, punitive approaches rather than addressing unmet needs and the root causes (YEF, 2023; Ijaz et al., 2024) which would align with a TIRA. Permanent exclusions and suspensions for the academic year 2023-2024 rose by about 21% compared to the year before, with over 10,000 permanent exclusions and over 900,000 instances of suspensions (Department for Education, 2025). This has life-long impacts for CYP, with permanent exclusion being one of the strongest predictors of becoming NEET (not in education, employment or training) (Joseph & Crenna-Jennings, 2024) and increasing vulnerability within criminality (Isherwood, 2023).  It is therefore pivotal that secondary schools consider how they can reduce these statistics and contribute towards the holistic development of their CYP. 
Teachers in secondary schools are under significant pressure associated with these attainment-driven agendas (Wilson, 2025), impacting mental health and wellbeing (Education Support, 2024; National Education Union, 2024) and relationships with student (Greaney et al., 2023). Despite this, Childs (2025) recent research found that secondary school staff identify relationships with colleagues, students and parents as being a protective factor against the wider systemic pressures (including rising workloads, heightened expectations and emotional intensity).  

[bookmark: _Toc226038220][bookmark: _Toc235024335]2.8 Rationale for the current research 
Creswell (2014) emphasises the importance of identifying a research gap to provide the rationale, significance and original contribution of the study. Literature cites the need for more research on TIRAs within the context of LA secondary schools and student voice (Dodds, 2023). Prioritising student voice in research is fundamental to inclusive education (Tabor & Lomibao, 2024) and evaluating system-wide processes and procedures (Byrnes & Rickards, 2011). However, Bragg (2021) speaks of student voice “falling out of favour” (pg. 42), particularly within governing circles. Additionally, Edwards and Brown (2020) and Gillett-Swan and Baroutsis (2024) highlight how student voice is often mis-interpreted as ‘having a say’, rather than being included as part of a process of change. Gillett-Swan and Baroutsis (2024) conducted a systematic literature review consisting of 61 articles focused on student voice and staff voice. They concluded by identifying very few research papers that seek or describe the perspectives of both students and staff. Where this is documented, it is positioned in a consultative role, rather than one that places both groups in an empowered participatory position. It is this identified gap, specifically in relation to student voice, that the current research intends on addressing. 
Additionally, Jones et al. (2024) recommends research exploring the thoughts and reflections of secondary school staff and students in relation to TIRA using participatory inquiry methods and Maynard et al. (2019) identifies a need for research to understand what is being implemented in the name of ‘trauma-informed’ approaches. Addressing these gaps in the literature is paramount given the pressures in secondary schools making it extremely difficult to embed and enact TIRAs (section 2.7). Rising exclusions and suspensions illustrates that schools continue to rely on reactive responses, rather than co-regulation, attunement and relational values. Without addressing this, secondary schools lack a conceptual and practical understanding of ways in which they can reduce exclusion, strengthen relationships and support the long-term holistic development of all school members. 

[bookmark: _Toc226038221][bookmark: _Toc235024336]2.9 Conclusion 
This literature review offers a summary of what TIRAs are and why schools may consider it as a culture and ethos. The literature consistently reflects the need for schools to do something differently to meet the needs of all school community members, associated with increases in mental health difficulties for staff and students, soaring school absence rates and difficulties with staff retention. 
Although there are difficulties conceptualising TIRAs (Bargeman et al., 2021), Watson and Astor’s (2025) four key components provide an overview of how this has been interpreted within recent literature (section 2.4.1). Alongside Babcock (2020), this provides an insight into how TIRAs may be embedded as a culture and ethos with educational settings. However, the literature within this area remains sparce. Watson and Astor (2025) conclude by identifying the need for more qualitative case studies exploring TIRA whole-school approaches to provide schools with guidance about what TIRA looks like in practice. This gap in the literature underpinned the development of RQ1, to develop an understanding about what TIRAs looks like as a whole-school approach (section 3.1). 
Research indicates that when TIRAs are embedded within a school environment, improvements are seen in student engagement and motivation, CYP wellbeing, safety and connection, confidence in teachers to meet the needs of students, improved teacher wellbeing and better teacher retention. Having said this, the majority of the research is conducted in primary school settings. Furthermore, the literature generally captures the views of one population, rather than staff and students together. This informed RQ2, exploring the impacts of TIRAs from the perspective of staff and students within a secondary school context (section 3.1). 
Embedding TIRAs as part of a whole-school approach is fundamental to create an ideal learning context (DfE, 2021) and to promote CYP’s mental health and wellbeing (Department for Education & Public Health, 2021). Primarily, the importance of ensuring that any frameworks drawn on as part of a TIRA are flexible and contextual, given the needs of the school, is emphasised in the literature. For sustainable change to be possible, implementation must be thorough (De Grauwe & Haas, 2022) and consider the system and structures that support or hinder implementation (Sharples et al., 2024). Some of the influencing factors identified in the literature include leadership, whole-school training, staff, time, cost, parent/carers and systemic influences (Cherry & Froustis, 2022). Therefore, RQ3 (section 3.1) intends to address the facilitators and barriers that exist for the case study school to provide a comprehensive understanding of how these are acknowledged and addressed to sustain a TIRA. 
Throughout the entire literature review, the scarcity of literature focusing on mainstream secondary schools is evident, which is important to note given the difficulties secondary schools experience with increasing numbers of permanent exclusions and mental health difficulties. This helped shape the research aim and guided the methodological choices made when recruiting the case study school.





















[bookmark: _Toc226204170][bookmark: _Toc235024337]3.0 Methodology 
The purpose of this chapter is to outline my epistemological and ontological position and critically discuss the research design, data collection and data analysis. Reference will be made to the ethical considerations and reflexive practice that underpinned the entirety of the research. How trustworthiness was established through credibility and reliability (Ahmed, 2024) is also included.

[bookmark: _Toc226204171][bookmark: _Toc235024338]3.1 Research aims 
Informed by my personal ontological and epistemological positioning (section 3.2.1), the research aimed to explore the experiences of staff and students attending a mainstream secondary school that embed a TIRA culture as a whole-school approach. The research sought to understand how TIRAs are conceptualised, the impact of the ethos and the facilitators and barriers to sustaining a TIRA culture across the whole school.
The research intends to address a gap in the literature (section 2.8) and provide a case study example for other secondary mainstream schools who may be interested in TIRAs.
The research questions (RQs) are: 
1. What do trauma-informed and relational approaches look like from the perspectives of staff and students who attend a mainstream secondary school that adopt a whole school approach to trauma-informed and relational approaches?
2. What do school staff/children and young people see as the impact of trauma-informed and relational approaches for any aspect of the individual, school system or wider community?
3. What are the facilitators and barriers to adopting a trauma-informed and relational approach across aspects of the whole school?

[bookmark: _Toc226204172][bookmark: _Toc235024339]3.2 Methodological orientation
[bookmark: _Toc226204173][bookmark: _Toc235024340]3.2.1 Ontological and epistemological position
The research is situated within a critical realist ontology, contextualist epistemology and relational paradigm. This enabled a nuanced exploration of TIRAs, acknowledging that structural and institutional realities exist, yet the knowledge which constructs these realities is shaped by context and relational engagement.
Epistemology is the relationship between the researcher and reality (Punch, 2014). This is underpinned by ontology, concerning the form and nature of reality and what can be known about it (Punch, 2014). These philosophical foundations shape my conceptualisation of reality, knowledge and the methods used in the research (Daniels & Alston, 2024). Acknowledging and understanding these assumptions is essential as they influence how I chose to explore knowledge (Tomlinson, 2023). 
The research is situated within a critical realist ontology, understanding reality as stratified, acknowledging that causal mechanisms and structures exist independently of our knowledge (Bhaskar, 2013). Therefore, this research explored the underlying mechanisms that shaped the observable practice within the school context. The intention of this was to acknowledge the observable phenomena of TIRAs and the subjective experiences of participants as components of a layered reality. This ontology complements the relational paradigm (see below), giving a philosophical foundation for researcher-participant relationality and acknowledging ‘what could be’ through emphasising co-construction, mutuality and reciprocity. 
The epistemological grounding for the research is in contextualism. This suggests that knowledge is understood within certain contexts. Meanings made from these are shaped by contextual factors including cultural, societal and historical influences (McKenna, 2015). Contextualism is associated with the decision making around qualitative methods and data analysis processes. This includes the reflexivity required to consider the data within the context of the specific case study setting and the recognition of meaning being co-constructed between researcher and participants.  
The relational paradigm and relational constructivism (whereby meaning is constructed with others; McNamee & Hosking, 2011) underpins the methodological and ethical orientation. Definitions of ‘relational paradigm’ are subjective and based on individual’s own constructions (Brigg, 2024). For this research, the relational paradigm emphasises the interconnectedness of individuals, the co-construction of meaning and the importance of dialogic engagement in educational settings (Noddings, 2012; Berg & Seeber, 2016). The research is positioned in the argument for the fundamental importance of the relational paradigm within the context of mainstream secondary education. This is described by Vasilic (2022) as “relationally attentive practice” (pg. 385; Figure 8). It is acknowledged that first and foremost relational practice orientation is a conceptual positioning tool. Therefore, in this research, innovation within practice is viewed as being valuable and critical to our understanding of such orientations. 
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[bookmark: _Toc226902642]Figure 8 - Relational orientation in practice (Vasilic, 2022, p. 385)

[bookmark: _Toc226204174][bookmark: _Toc235024341]3.2.2 Quantitative and qualitative research 
In positioning this research, I critically reflected on its purpose – to understand the perspectives and experiences of staff and students – and used this to guide my assumptions about social reality, the choice of design and methods and the interpretation of data (Punch, 2014). Research can orientate towards a quantitative or qualitative positioning (Braun & Clarke, 2013). The alignment of quantitative research with “objective facts and established truths” (Gray, 2018, p. 23) felt uncomfortable because of the subjective nature of the research. The qualitative paradigm was determined to be more suitable given the exploratory and evolving nature which prioritises individuals own framing around issues. This also offers the ability to develop a deeper understanding of a phenomenon (Braun & Clarke, 2013) through embracing the messiness (Shaw et al., 2008). It was also deemed that the research met the three criteria for using qualitative methods (Rist, 1982): 
1. The research must lend itself to seeking “a holistic understanding of the event/situation/phenomenon” (p. 441),
2. Use inductive logic meaning “the task is to study the specific and build towards the general” (p. 441),  
3. Conduct the research in a natural setting, as opposed to an artificial environment. 
As reliability and validity are not easy to assume in qualitative research (Seale, 1999), careful planning is needed to ensure methodological rigour and trustworthiness (Braun & Clarke, 2013). Consideration was given to the pillars of trustworthiness (Ahmed, 2024): 
· Credibility 
· Transferability 
· Dependability 
· Confirmability 
Throughout this chapter, how trustworthiness was achieved is demonstrated through examples and justifications for decision making. 

[bookmark: _Toc226204175][bookmark: _Toc235024342]3.2.3 Position statement
Explicitly acknowledging my values, beliefs and ethics and prioritising reflexivity is paramount to ensure the research is credible and transparent, improving trustworthiness (Biggerstaff & Thompson, 2008; Ahmed, 2024). I orienteer towards the relational paradigm in all aspects of my life and regularly reflect on experiences I have had that shape my ontological and epistemological positioning (Figure 9). 
In my role as a TEP, I often see the negative impact behaviourist and authoritarian approaches have on CYP, families and school staff. Consequently, I am curious as to whether TIRA is an alternative ethos staff could enact and embed to offer CYP, school staff and parents/carers a way to feel valued and supported. I hope that this research will inform the conversations I have with school leaders in the future. 
I am also a Governor at SVHS and have been for the last three years. This means I have a prior understanding of the school’s approach and operational systems. Within this role I provide a critical lens to support and challenge the school’s decision making. This positionality gives me a different perspective, which I recognise will influence the way I write about the school, analyse and interpret the data. Choosing to be a governor at this setting, highlights my alignment with TIRAs, also impacting my positionality as a researcher. Throughout the research I held a commitment to ethical and reflexive practice and used my reflexive diary and research supervision to critically reflect on my decision making and influence of this role (Appendix C). 



[bookmark: _Toc226902643][bookmark: _Toc226204176][image: ]Figure 9 - A reflection of my personal influences
[bookmark: _Toc235024343]3.3. Design 
[bookmark: _Toc226204177][bookmark: _Toc235024344]3.3.1 Purpose and approach: rationale for qualitative case study design
There are varying definitions of a ‘case study’. For the purpose of this research, MacDonald and Walker’s (1975, p. 2) definition “the examination of an instance in action” was deemed most suitable given the research aims. However, the word ‘examination’ did not sit comfortably with me and so I replaced it with ‘inquiry’, making it more appropriate to the current context. Therefore, the definition of ‘case study’ is ‘an inquiry of an instance in action’, with ‘instance’ implying a goal of generalisation (MacDonald & Walker, 1975). The ‘case’ explored refers to the single bounded system (Smith, 1978) of the identified school community (section 3.4.2). Ethnography is recommended when studying cultures, practices and routines (Pang, 2018). However, the time required to immerse myself (Ritchie, 2019) felt unrealistic for this research. Adopting a case study design aligned closely with the qualitative orientation and philosophical underpinnings of this research, intending to build an intensive, thick description of TIRAs at SVHS. When making the decision to adopt a case study design, careful consideration was also given to the limitations of this (section 5.2.6). 
Patton (1980) recommends that writing of the case study context should transport the reader into the case situation. It was agreed with the Head Teacher that the school would be identifiable within the research. This enabled me to provide a comprehensive context (sections 3.4.1 and 3.4.2). A context-sensitive ethical approach was used (Christensen & Eriksen, 2020) whereby this ethical judgement was responsive to context rather than being procedural.
Other approaches considered included Appreciative Inquiry and Realist Evaluation. Appreciative Inquiry focuses on strengths-based perspectives. The RQs in this research aimed to explore the impact, facilitators and barriers of embedding and enacting TIRAs. It therefore became apparent that it was necessary to address the difficulties and issues faced by the case study school and therefore Appreciative Inquiry was deemed not appropriate. Additionally, although Realist Evaluation would have helped explore the contexts and mechanisms for change, this approach typically addresses explicit programmes (Graham & McAleer, 2018) and would therefore not have allowed for exploration of the complex nuances of TIRAs. Additional information and detail in relation to these decisions is outlined in Appendix D. 

[bookmark: _Toc226204178][bookmark: _Toc235024345]3.3.2 World Café as a research methodology  
World Café (WC) was developed by Brown and Isaac (2005) and is defined as “evolving rounds of dialogue…intimate conversations link and build on each other as people move between groups, cross-pollinate ideas and discover new insights…” (Brown & Isaac, 2005, pg. 4). The priority on intimate exchanges and development of collective wisdom facilitates constructive dialogue that builds personal relationships, fosters mutual learning and emphasises community voice (Fouché & Light, 2010; Balata, 2018; McGrath et al., 2023). Rich, contextual, qualitative data was needed to explore the RQs focusing on what TIRAs look like, the impacts and any facilitators or barriers experienced by participants. Qualitative discussions provide greater opportunity to capture insights into the micro-interactions, contextual nuances and meaning making in relation to the RQs that could not necessarily be captured or measured through quantitative means. Additionally, the overlapping nature of the RQs (e.g. how TIRAs are enacted, influences the impact) could be captured through intimate exchanges, where these interconnected dimensions could surface organically. It was hoped that by gathering this type of data, the meaning, experiences and relational processes discussed by participants could be interpreted, fundamental to addressing all of the RQs. 
Two separate WCs took place to gather the data for the research (section 3.3.3), one for students and one for staff. The student WC consisted of 23 participants, and the staff WC involved 25 participants (section 3.4.5). 
There are seven integrated design principles that guide WCs (Figure 10; Brown & Isaac, 2005). WC has been used across a range of sectors and for varying purposes (Löhr et al., 2020), including some educational contexts (Fullarton & Palermo, 2008; Kimber, 2024; Newton, 2025). 
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[bookmark: _Toc226902644]Figure 10 - WC Principles (Brown & Isaac, 2005, p. 40)
The WC consists of small café-style tables that seat four to six individuals. Participants change tables and form new discussions to build on each other’s ideas, knowledge and experiences (Schiele et al., 2022). Visual data is collected by participants recording their thoughts and feelings on tablecloths (Brown & Isaac, 2005). The tablecloths remain on the same table throughout the WC and overtime capture the trail and evolving conversations that occur. On each table there is a ‘table host’ facilitator who remains on the same table throughout (section 3.3.4). 
Participants at WCs should feel welcome and valued (Brown & Isaac, 2005), facilitated by an informal environment. This could include a café name, use of creative methods (e.g. music, greenery) and considering the socio-relational dimensions of the environment, for example choice of language, dress attired and personal-touches (Brown & Isaac, 2005; Estacio & Karic, 2016). 
Deciding to use the WC as a research methodology was complex and non-linear. Initially, I planned to use focus groups of up to twelve participants (Morgan, 1988). However, I was concerned about the unnatural setting of these (Cohen et al., 2018). I also disliked positioning myself as a ‘moderator’ (Cohen et al., 2018), impacting the relational experience for participants (Cohen et al., 2018) and distancing from the philosophical alignment of the research. Time constraints were also considered given the large number of participants I was keen to reach. The WC methodology addressed these concerns as it provided a way to create an informal and relaxed environment for participants, enabled me to take a ‘hosting’ role, focusing on the procedural running of the WC (e.g. time keeping) rather than having a ‘moderator’ role and enabled me to reach a large number of participants within a short period of time. 
I discovered two theses that has used a WC methodology (Kimber, 2024; Newton, 2025) which provided methodological insights and helped me develop a critical understanding into how this method could be applied in educational contexts. I also drew on Löhr et al.’s (2020) work that recognises WC as an inclusionary research method. Additionally, I organised and facilitated a WC session at an Association of Educational Psychologists Local Representatives Conference in June 2025 to trial this participatory methodology (Kindon et al., 2007) and to ensure I fully understood the process (Estacio & Karic, 2016). The decision to use the WC methodology, and its alignment with the study’s philosophical orientation and aims, was informed by several factors. Its time‑efficiency, combined with its capacity to support collaboration and knowledge‑sharing in large groups (Löhr et al., 2020; Schiele et al., 2022). Additionally, the non‑hierarchical structure of WC (Monforte, Netherway & Smith, 2023) and its emphasis on drawing solutions from participants rather than external experts (Lagrosen, 2019). This positioned participants as capable and knowledgeable, reflecting the principle of ‘co‑action’ in which meaning is constructed collectively (Gergen, 2009). Finally, WC’s traditional use in generating conversations that act as catalysts for large‑scale change (Brown & Isaacs, 2005) aligned closely with the intentions of this research (Figure 11).











[bookmark: _Toc226902645]
Figure 11 - WC conversation leading to large-scale change (Adapted from Newton, 2025, p. 85)

[bookmark: _Toc226204179][bookmark: _Toc235024346]3.3.3 World Café design and procedure
During the event, the WC was referred to as ‘conversational café’ (CC) to increase transparency and make the intentions of the research clearer (Brown & Isaac, 2005). For clarity and consistency, the CCs will continue to be referred to as WCs. To collect the data, two separate WC’s took place on the same day (one for students and one for staff). Each WC was 90 minutes. Participants were encouraged to sit where they felt comfortable and ground rules were set at the start (Appendix E). 
The café-style environment was created using themed décor, music and refreshments (Appendix F). Each table had large paper tablecloths, with a discussion question and stationery to record their thoughts and insights (Appendix G). 
For the student WC there were no more than 4 participants on a table and for the staff WC groups were no larger than 6 in line with Löhr et al.’s (2020) recommendations. In total, there were five tables that participants moved between, spending around 10 minutes on each table (see Appendix H) with a 10-minute comfort break halfway through. 
The discussion points for each table aligned with the RQs and were underpinned by simplicity, mattering, possibility and promoting evocative inquiry (Brown & Isaac, 2005). Developing the discussion points took time, critical reflection and curiosity to ensure that they were relevant to the research and accessible for participants. Each discussion point was informed by the literature on TIRAs and the RQs. I ensured that each discussion point addressed each of the RQs to develop rich data, relevant to the aim of the research. Once I had developed a draft of the discussion points, I took these to the EP TIRA working group at the Educational Psychology Service (EPS) where I am a Trainee Educational Psychologist (TEP). I facilitated a reflective session, whereby the working group discussed each of the discussion points and how they interpreted them. Additionally, time was given to critically reflect on how the discussion points and terminology used may be interpreted by participants. Gaining different perspectives was invaluable to inform my thinking and development of discussion points. Following this session, terminology was amended, for example use of the term ‘belonging’ rather than ‘connection’ to try and ensure language was accessible for CYP. Additionally, discussion points were amended to avoid questions being leading. For example, ‘what helps you to feel valued at school?’ was amended to ‘What does belonging and feeling safe at Spen Valley mean to you?’. We also discussed how to increase engagement and provide different ways to contribute, which informed how some of the discussion points were delivered (e.g. using wooden jigsaw pieces for CYP to draw or paint on and a ‘road map’ visual for staff). This experience was invaluable to ensure that the discussion points were rigorous, appropriate, free from judgement and offered participants an open invitation to explore (Brown & Isaac, 2005). It was acknowledged that “one can never tell once the questions have been brought to life in the room, how participants will respond” (Prewitt, 2011, p. 360-361) and therefore I remained open-minded and flexible throughout the process. The discussion points can be found in Figures 12 and 13. I also captured some of my reflections following the WCs (Appendix I). 
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Figure 12 - WC discussion points for students
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[bookmark: _Toc226902647]Figure 13 - WC discussion points for staff

Each table was hosted by an AsEP from the Local Authority (LA) EPS where I am currently a TEP. Research recommends training for table hosts (Kitzie et al., 2020) given the pivotal role they have in shaping the quality of discussions and depth of data collected (Klatt et al., 2025). However, Newton (2025) acknowledges that EPs have skills in facilitating and so this may not always be necessary. I recognised this debate and sought the preferences of the AsEPs. It was agreed that we would have a one hour briefing the week prior to the WC to ensure they were clear on their role and involvement. This briefing included pre-event orientation and role-specific instructions (Klatt et al., 2025). Each table host had a briefing and prompt sheet to refer to during the WCs (Appendix J). Table hosts served as a connector for the discussion rounds, providing a summary of the previous discussions to the new participants at the start of each round (Brown & Isaac, 2005; Schiele et al., 2022). These summaries were audio recorded using a voice recorder to form part of the data set. 
At the start of the WC, a briefing took place for all participants (Appendix K), which shaped the way the WC took place for meanings to emerge (Brown & Isaac, 2005). I aimed to ensure this was a welcoming, calming and valuable introduction underpinned by appreciating the individuals who attended. At the end of the WC, a debrief was given (Appendix L). 
It was important to acknowledge the small research base for using WC with CYP, meaning careful consideration and reflexivity was required to ensure ethical considerations were central (section 3.5). WCs can be successful with CYP to foster open dialogue, reduce power imbalances and ensure CYP’s perspectives are genuinely valued (Page & Temple-Malt, 2018). Brown and Isaac (2005) also promote reflection about ‘who is likely to be affected by the outcomes of the WC conversation?’. When considering this, CYP are central, which further emphasised the need for student participation (Brown & Isaac, 2005). 

[bookmark: _Toc226204180][bookmark: _Toc235024347]3.3.4 Data collection 
There were two sources of data used in the research. This included written and visual artefacts from the paper cloths, which were photographed and annotated for data analysis (see Appendix M). Additionally, table hosts summaries were recorded and transcribed (Appendix N). As recommended, only table host summaries were recorded as opposed to the ephemeral talk from discussions (MacFarlane et al., 2017; Löhr et al., 2020; Kimber, 2024; Newton, 2025). There were concerns that if participants knew they were being recorded, it may impede the atmosphere and culture of trust (Höpfner & Promberger, 2023), distancing from the relational values. Authentic conversations were also a priority which recording may have impacted, associated with the notion of the observer paradox (Labov, 1972). 

[bookmark: _Toc226204181][bookmark: _Toc235024348]3.4 Recruitment and participants
[bookmark: _Toc226204182][bookmark: _Toc235024349]3.4.1 Recruitment of a school
One case study school, named Spen Valley High School (SVHS), was recruited through purposive sampling. Trivedi and Harrison (2022) discuss the difficulties when researching TIRA with regards to there being no universal benchmark that schools can use to identify as being ‘trauma-informed’. Therefore, the decision to approach SVHS was based on judgement associated with their involvement with the Alex Timpson Programme (national TI initiative), as well as being recipients of The Attachment Research Community (ARC) award in 2021. Additionally, the school continues to be an ‘ARC Learning Hub’ to provide a platform to advocate for TIRA. It was therefore decided that SVHS would be an appropriate setting to explore the RQs.  
The Head Teacher was the key contact for the research, facilitating access and supporting recruitment (Tsindos, 2023), consistent with best practices in school-based research (Taghap & Boyonas, 2023).

[bookmark: _Toc226204183][bookmark: _Toc235024350]3.4.2 Details of the participating school 
SVHS is situated in Kirklees LA and has around 960 students and 140 staff members. The LA is amongst the highest in the UK for child poverty, with more than 1 in 2 children growing up in poverty (End Child Poverty Coalition, 2025). The school has been implementing and embedding TIRA since 2019, which they describe as informing all aspects of school (SVHS, n.d.). They articulate that the aim of this approach is to develop strong relationships and provide a safe and trusting environment so students will attend, be able to regulate their emotions, improve their behaviour, achieve in lessons and be successful and happy adults in the world (SVHS, n.d.). All policies are underpinned by a TIRA lens, and a relationship policy exists rather than a behaviour policy. Staff receive training and CPD with a focus on TIRAs, particularly during inductions and access additional training on areas related to the needs of the school community. Recruitment processes embed TIRAs, which is specifically spoken about during these processes. The TIRAs informs safeguarding, with a focus on inclusion rather than exclusion. Student mental health and wellbeing is prioritised, and students are explicitly encouraged to share emotional responses in safe and secure environments. Neurodiversity is supported by increasing the understanding that every student has individual needs who require different adaptations and support to thrive and reach their potential. Curriculum intent is in response to the current local context, addressing social imbalances faced by students, enabling students to learn beyond their current experiences, yet allowing students to be proud of who they are, their background and local community. Community connections are valued and the school actively participates in local events as well as prioritising relationship building with families through frequent contact and regular school events. 

[bookmark: _Toc226204184][bookmark: _Toc235024351]3.4.3 Recruitment of staff participants
Purposive sampling was used to recruit staff participants because of its flexibility to consider a range of staff roles and its alignment with the constructivist paradigm (Ahmad & Wilkins, 2024). Two meetings were held with the Head Teacher to discuss the recruitment process for staff and students. This aimed to ensure that recruitment was ethical and fair. In accordance with WC guidelines (Isaac & Brown, 2005) the maximum number of staff participants was 40. Given the aim of the research, all members of school staff received an invitation to participate (see Appendix O) to provide the greatest possibility of representing the whole staff body. Staff members who expressed an interest were provided with an information sheet (Appendix P) and consent form (Appendix Q).  A summary of the cohort is provided in section 3.4.5. 

[bookmark: _Toc226204185][bookmark: _Toc235024352]3.4.4 Recruitment of student participants
The process of recruiting student participants prioritised sensitivity, safety and wellbeing (NSPCC, 2023). I referred to the Department for Education CYP in research guidance (DfE, 2023) and worked closely with the Head Teacher to ensure the recruitment strategy was age-appropriate (NSPCC, 2023), prioritised diversity and was considerate of student’s individual needs. A recruitment approach was agreed in advance with the Head Teacher to minimise bias and support inclusive participation, drawing on Garnett and Northwood’s (2022) ‘referral partners’ work. My existing relationship with the Head Teacher supported trust in their commitment to student voice and inclusion. The recruitment processes aimed to ensure that students clearly understood the research purpose (NSPCC, 2023; DfE, 2023). Two meetings were held prior to recruiting students to make sure that recruitment was age-appropriate and sensitive to individual needs. Additionally, this minimised the risk of any gatekeeping by making the recruitment process as transparent and reflexive as possible. An agreed criteria was used to identify and approach potential participants that prioritised a diverse sample. This included (but was not limited to) age, year group, ethnicity, special educational needs and disabilities, pupil premium and looked after children. Furthermore, a plan was agreed about how students would be approached. The original plan to invite all students was reconsidered due to concerns about social and peer pressure (Bartholomay & Sifers, 2016). Instead, it was agreed that the Head Teacher would invite a broad group of students (informed by the agreed criteria) to a session to introduce the research. There was also an additional designated staff member who supported with processes, procedures and any student or parental concerns. This reduced the reliance on a single gatekeeper, distributing the decision-making across multiple adults and ensuring as much as possible that no one individual could unintentionally filter access to a representative student voice sample. At the introductory session, the project was explained and students received the invitation to participate (Appendix R) and information sheet (Appendix S). Following this, there was an opportunity to ask questions or clarify concerns. Students were then able to opt in and provide consent (Appendix T) if they wished to participate. It was made clear to students during the session that they could leave at any point and there would be no impact or consequences if they did not want to be involved. This was done to ensure participation was voluntary and students did not feel obliged to participate. Although not without limitations, this method was judged most likely to produce a diverse and representative sample while prioritising students’ welfare. 
Parents/carers were also given information (Appendix U) and consent forms (Appendix V).

[bookmark: _Toc235024353]3.4.5 Overview of participants 
To ensure participant anonymity given the identification of the case study school (section 3.3.1), a summary of the cohort is provided. 
A total of 25 staff members participated. There were 16 female and 9 male staff members who work in a range of departments including teaching and learning, business and finance, pastoral and safeguarding and site management. Participants were aged between 26 and 52. The years working at SVHS varied between 6 months to 25 years.
A total of 23 student participants took part in the research, which consisted of 14 female and 9 male participants. Across year groups there were 6 year 7 students, 5 year 8 students, 4 year 9 students and 8 year 10 students. There was a range of male and female participants from each year group. No year 11s were included in the research due to the research taking place after they had left SVHS. 

[bookmark: _Toc226204186][bookmark: _Toc235024354]3.5 Ethics
The research was granted ethical approval by the University of Sheffield (Appendix W). The ethical decision making was underpinned by the British Psychological Society Code of Ethics and Conduct (BPS, 2021) and Health and Care Professions Council Standards of Conduct, Performance and Ethics (HCPC, 2024), as well as the University of Sheffield’s (2024) ethical guidance. Reflexivity was critical when considering aspects such as researcher competence and responsibility (BPS, 2021; HCPC, 2024). Appendix X outlines the ongoing consideration of ethical dilemmas throughout the research process. 

[bookmark: _Toc225615041][bookmark: _Toc226204187][bookmark: _Toc235024355]3.6 Data Analysis 
RTA was used to analyse the data, due to its inherent association with qualitative data and the qualitative paradigm (Braun & Clarke, 2022). Additionally, RTA values researchers taking a subjective stance and reflexive position (Braun & Clarke, 2022). 
The process of RTA involved six phases (Figure 14). The term ‘phases’ as opposed to ‘steps’ was adopted to acknowledge the bidirectional process (Cohen et al., 2018) that is progressive, yet recursive (Braun & Clarke, 2020; Braun & Clarke, 2022). 
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[bookmark: _Toc226902648]Figure 14 - Six steps to Reflexive Thematic Analysis (Braun & Clarke, 2022)
Recognising the role of myself as an instrument for analysis was fundamental to the RTA process (Nowell et al., 2017; Braun & Clarke, 2020) and to be a consciously curious researcher (Trainor & Bundon, 2020). I strived to own my perspectives (Elliott et al., 1999) and interrogate my subjectivity (Braun & Clarke, 2022). I reflected on my own assumptions, expectations, choices and actions, recorded in a reflexive diary and excerpts (Appendices Y, AA and GG; Braun & Clarke, 2022). A “practice-first approach” (Braun & Clarke, 2022, p. xxix) was adopted, acknowledging the RTA process as being one of learning by doing. 

[bookmark: _Toc210117004][bookmark: _Toc225615042][bookmark: _Toc226204188][bookmark: _Toc235024356]3.6.1 Familiarisation
The familiarisation phase helped to develop a deep and intimate understanding of my data set (Cohen et al., 2018; Braun & Clarke, 2022). I looked beyond the initial understanding of the data (Braun & Clarke, 2013) through immersion and critical engagement (Braun & Clarke, 2022). Data was engaged with at least twice and transcription helped enhance my familiarity. 

[bookmark: _Toc210117005][bookmark: _Toc225615043][bookmark: _Toc226204189][bookmark: _Toc235024357]3.6.2 Coding
Codes are defined as “the building blocks of analysis” (Braun & Clarke, 2022, p. 52). The coding phase aligned with an inductive approach (Harding & Whitehead, 2013), which ensured that themes were grounded in and developed directly from participants contributions. I was cautious not to capture multiple meanings through a single code (Braun & Clarke, 2022). Semantic and latent codes were identified (Javadi & Zarea, 2016), taking into consideration surface level meanings as well as implied meanings. 
I used NVIVO coding software to facilitate this process given the large data set (Harding & Whitehead, 2013). A total of 355 initial codes were identified across the entire data set (Appendices Z and AA).  
The data for each table (inclusive of one tablecloth and one transcript) was analysed for both the staff WC and the student WC. At this point, the staff and student data were analysed separately to ensure an engaged and systematic process (Braun & Clarke, 2022). The analysis alternated between staff and students which allowed for tables discussing the same RQs to be analysed closed together to start to identify any similarities or differences (Figure 15). 
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[bookmark: _Toc226902649]Figure 15 - Data analysis process
I decided to stop seeking additional codes once I had analysed the data set twice, refined and finalised the coding labels (Braun & Clarke, 2022). 
After the coding process, data from student and staff participants were combined to align with the WC value of generating knowledge collectively (Brown & Isaac, 2005; McKenna, 2015). Therefore, the term ‘participants’ refers collectively to both staff and student participants. Where either group is referred to, this is stated clearly. 

[bookmark: _Toc210117006][bookmark: _Toc225615044][bookmark: _Toc226204190][bookmark: _Toc235024358]3.6.3 Generating initial themes
Using computer software for coding risks focusing on volume and breadth rather than depth and meaning (St John & Johnson, 2000) and can lead to fatigue (Braun & Clarke, 2022). Therefore, the 355 codes were printed and organised into initial themes manually (see Appendix BB). Themes were defined as patterns of “shared meaning, organised around a central concept” (Braun & Clarke, 2022, p. 77) that could be semantic, concrete or conceptual and latent. 
Following this, I returned to computer software to create subthemes (Appendix CC) and identify links between the data (Appendix DD). This was enhanced through using thematic maps. At this point, I felt I had engaged in a robust and rigorous analytical process to produce a compelling story about the data (Braun & Clarke, 2022), indicting I should move onto phase four (Braun & Clarke, 2022). 

[bookmark: _Toc210117007][bookmark: _Toc225615045][bookmark: _Toc226204191][bookmark: _Toc235024359]3.6.4 Developing and reviewing themes
Phase four involved re-engaging with the coded data and entire data set to consider if themes could still be evolved to develop a rich and nuanced analysis that addressed the RQs (Appendix EE; Braun & Clarke, 2022). I drew on Braun and Clarke’ (2022) criteria for this, ensuring the process was recursive and thorough (Braun & Clarke, 2022):
· Focused on a single central idea or argument, not topic summaries
· Rich and diverse in the manifestation of the specific idea within the data set
· Not fragmented or multi-layered
· Distinctive with its own individual focus and boundaries 

[bookmark: _Toc210117008][bookmark: _Toc225615046][bookmark: _Toc226204192][bookmark: _Toc235024360]3.6.5 Refining, defining and naming themes
The process of theme definition in phase five enabled me to test the quality of the themes and led to spending more time in phase four to further refine and review the themes. I explored with presenting my themes in a range of different ways (Appendix FF) which facilitated further refinement. Frequent supervision with my academic supervisors helped me critically engage in this phase. I utilised my reflective diary to record my feelings and frustrations (see Appendix GG). 

[bookmark: _Toc225615047][bookmark: _Toc226204193][bookmark: _Toc235024361]3.6.6 Write up 
As I started writing up, I remained open-minded to the possibility of still making big changes to my themes (Trainor & Bundon, 2020). Initially, RQs were separated into distinct entities. However, due to the qualitative nature of inquiry, it became apparent that the RQs were hard to distinguish into separate phenomena and were inherently interwoven as participants describe the whole of their living and lived experiences. I therefore decided to combine the RQs where appropriate within the themes to improve the coherence and clarity of findings (Braun & Clarke, 2006). 

[bookmark: _Toc235024362]4.0 Findings 
In this chapter, the data analysis process and findings developed through RTA are presented. To ensure coherence and avoid fragmented meaning, all data is addressed as a whole. The RQs are outlined in section 3.1.  

[bookmark: _Toc225758117][bookmark: _Toc235024363]4.1 Research themes 
A thematic map illustrates each theme and the relationships between them (Figure 16; Braun & Clarke, 2006). The themes are layered, reflecting an analytical story to provide a coherent and meaningful narrative about the data. Theme 1.2.1 ‘Relational safety as the foundation for school life’ is positioned as a central theme (Braun & Clarke, 2006), underpinning theme 1.2.2 ‘A place where support and wellbeing are prioritised and sustained over time’ and theme 1.2.3 ‘A shared approach that fosters identity, belonging and fulfilment’. Themes 1.2.4 “We can’t pour from an empty cup” and 1.2.5 ‘Systemic conditions that shape a TIRA ethos’ reflect distinctive ideas that largely addressed RQ3. Sub-themes within each of these themes are also presented.
Data extracts (tablecloth notes and table host summaries) are provided to evidence analytical claims (Braun & Clarke, 2006) and to ensure clear interpretations of participants’ voices. Student voice is identifiable through red text, staff voice in green and table host in blue. This decision was made to value all contributions, whilst orienteering towards collective sense-making (Brown & Isaac, 2005). The entire visual of each tablecloth and table host transcripts can be found in Appendices M and N, which “document and display collective knowledge” (Brown & Isaac, 2005, p.14). 
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[bookmark: _Toc226902650]Figure 16 - Thematic map, providing an overview of the key themes that emerged from the RTA process
[bookmark: _Toc225758118][bookmark: _Toc235024364]Theme 1 - Relational safety as the foundation of school life    
This theme emerged as the central organising theme, shaping how participants experience support, safety and connection at SVHS. Participants consistently implied that staff are emotionally available and adopt care values, contributing towards school being experienced as peaceful and calm. Staff prioritise connecting with students, facilitating reciprocity and collaborative problem solving. This theme consists of two sub-themes (Figure 17): 
· Subtheme 1.1 – Students experiences are anchored in relational safety, co-created through staff interactions  
· Subtheme 1.2 – School as a safe, familiar base - “we’re all in it together” 
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[bookmark: _Toc226902651]Figure 17 - An overview of Theme 1 

[bookmark: _Toc225758119][bookmark: _Toc235024365]Subtheme 1.1 - Students’ experiences are anchored in relational safety, co-created through staff interactions     
This subtheme conveys how staff and students constructed meaning around ‘relational safety’. It illuminates the characteristics of relational practice and the ways these relational processes shape their experiences and outcomes. 
Emotional availability from staff was attributed by students, who described interactions as “kind” (Tablecloth B), “supportive” (Tablecloth B) and “understanding”, using “humour” (Tablecloth B) and “nicknames” (Tablecloth A). Staff “ask how you are…” (Table A host summary), “always get to know you” (Tablecloth A) and have a “botheredness” (Tablecloth 1). Students spoke about staff being “patient, who never get tired of explaining” (Tablecloth A) and experienced staff as “wanting to” and “choosing to” listen as opposed to “having to” (Figure 18). These small every day human acts are referred to as “ordinary magic” (Tablecloth 2), considered as primary human goods that individuals need to survive, thrive and flourish. Student experiences of attuned adult interactions, helped to create the conditions in which they feel safe, valued and connected to adults in school. As a result, students also enjoy celebrating successes with staff (Appendix HH). Staff associated their approaches with internal motivation and genuine investment in CYP. They described “…Actually liking and spending their time with children… being genuinely interested” (Table 1 host summary). When students experience primary human goods such as relatedness and safety, it shapes how they feel and experience relationships. Students see the adult as a person with feelings and respond to them with mutual recognition and empathy, internalising the adult’s interactions:   
“…students will also notice if you’re having an off day, if you’re not yourself, then they notice that because they know you as people, and they’ll have empathy for that and check in on you.”
(Table 1 Host Summary) 

[image: A close up of a paper
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Transcription – “The teachers are always there, choosing to listen instead of having to” 


Transcription – “Knowing I can talk to people who want to listen instead of having to listen”



[bookmark: _Toc226902652]Figure 18 - Extracts from Tablecloth B reflecting a student’s perception of how it feels when they engage with staff
For others (including both staff and students), trust was developed through collaboratively navigating difficulties. Students described how staff “help... instead of ignore” (Tablecloth B) and “make sure you’re not alone…” (Tablecloth A). Staff “make time for them [students] later in the day if they are not available” (Table A host summary), which was understood to “build trust” (Table A host summary) and dependability through “always being someone they can go back to” (Table A host summary). Students experience staff as secure bases: “when a child feels they can trust you and start to share their emotions or feel confident to ask for help” (Tablecloth 2), grounded in unconditional positive regard. It was acknowledged that investing in safeguarding support is important, as safeguarding disclosures are common due to the relational safety students experience (Appendix II). Students describe staff support as “trying as hard as they can to help us” (Tablecloth B) and staff talked about “going above and beyond” (Tablecloth 1; Figure 19). The impact of this enables school to “keep them [students], know them and value them” (Table 2 host summary). Staff are guided by care values that offer compassion, empathy and connection, positioning themselves alongside students. This alludes to values of sustained commitment and perseverance to unconditionally maintain support for students.  
[image: A close-up of a note
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Transcription – “People going above + beyond / go extra mile as they care”



[bookmark: _Toc226902653]Figure 19 - Extract from Tablecloth 1 which reflect staffs’ perspective of how they go “above and beyond” to support students
Staff dialogue reflects the impact of being approachable and open for students (Table A host summary below), as opposed to feeling “shut down” (Table 1 host summary). However, one participant expressed that “sometimes the teacher listens but does not hear what they are saying…” (Table D, host summary). This suggests that when mentalisation is experienced, connections in these moments do not appear to be contingent on full understanding, rather, staff staying in the encounter with students, through holding them in mind and being curious. 
“Teachers follow through on what they’ve spoken about and solving those problems… it makes a difference… builds that trust for them [students] to then be able to go back to that person in the future”
(Table A Host Summary)
“There's students that approach staff for support and they feel validated in those, and they're not shut down”
(Table 1 Host Summary)
Some students reflected on previous relationships to conceptualise their experiences at SVHS: 
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Transcription – “At primary a teacher said that I was either ‘stupid or lazy’ because I struggled with reading and writing whereas here, they offered support”


[bookmark: _Toc226902654]Figure 20 - Extract from Tablecloth E, demonstrating the perception developed by students due to the support offered at SVHS
In this example, the participant contrasts past interactions that elicited shame, with relational understanding, experienced as containment and compassion. Another participant expressed that “she felt like all other professionals apart from school had given up on her” (Tablecloth 2), highlighting their sustained belief in a student’s potential. These narratives distinguish CYP’s inherent worth from their difficulties. Responding with attunement as opposed to blame, contributes to students reframing their internal beliefs about themselves. There was a reoccurring sense that student’s sense of worth and capability is developed through these interactions.

[bookmark: _Toc225758120][bookmark: _Toc235024366]Subtheme 1.2 - School as a safe, familiar base – “we’re all in it together”     
This sub-theme reflects dialogue that alluded to SVHS feeling like a family and a home. Connotations were associated with feelings of safety, familiarity, calmness and shared joy. Relationships between staff and students are reciprocal, experienced as mutual exchanges that foster cooperation and positive relations. This contributes towards students’ feeling safe enough to step out of their comfort zone, growing their confidence.  
For staff members, emotional and psychological safety was conceptualised through language such as “family” (Tablecloth 1), “second home” (Table 5 host summary) and “referring to student as ‘ours’…” (Tablecloth 3). Some positioned TIRAs as being “how they would treat their own child. It’s human nature, and common sense” (Table 1 host summary). This belonging discourse implies an emotionally invested staff body and conveys a sense of responsibility and ownership for relationally orientated care. School is perceived as a familial space, shaped by staff who embody protective, care-giving roles, which could be conceptualised as ‘emotional warmth’ (Cameron & Maginn, 2008). Staff spoke of “picking each other [staff and students] up on the bad days” (Tablecloth 3) and reminding each other to “take care at the weekend” (Tablecloth 3). These gestures foster relational consistency and contribute towards sustaining a relational culture. 
“The family aspect that you have in this school, that you're all a team and that as a team, you support one another”
(Table 2 Host Summary)
Staffs’ conceptualisation of ‘power’ reinforced this familial pattern. Staff framed their experiences as “being someone’s person in school, helping them to make small steps of progress” (Tablecloth 2), through “sharing experiences” (Tablecloth 2). Student voice mirrors this, through engagements that create shared enjoyment and collaboration:  
“…Teacher pantomime and the kids love that because it feels like they're all equal, that the teachers perform and make themselves look silly… the kids feel like they're not just doing shows, but the teachers are playing parts as well.”
(Table B Host Summary)
This creates a collective identity, with staff and students being co-participants rather than adults being separate observers. A sense of belonging is created through these experiences that emphasise a mutual exchange of respect, trust and safety, referred to as ‘reciprocity’. Relationships are understood as cultivated ‘with’ students, as opposed to ‘to’ them. Staff position themselves as “role models” (Tablecloth 2), and “helpers” (Tablecloth 2), hinting towards how they support CYP to experience security. Emphasis was placed on elements of compassionate-focused pedagogy whereby students are given voice, agency and shared ownership through these interactions. 
For students, they positioned their relationships with staff as “being in it together” (Table B host summary) and “going through it with us” (Figure 21). Some described how “we can disagree but always come back together” (Figure 22). Students do not describe staffs’ functional roles, rather, they position staff within their social worlds, describing relational patterns that construct staff as support systems and emotional allies. Staff engagement is experienced as dependable and protective (Figure 23), associated with unconditional positive regard. However, students did metaphorically describe staff as “friends” (Tablecloth B). This may be an area for consideration, given the importance of staff taking charge when necessary (Cooper, Hoffman & Powell, 2018) to support CYP to feel secure. Students also discussed the importance of peer relationships (Appendix JJ). 
“They're [staff] are like their friends and they feel like they're all in it together…” 
(Table B Host Summary)
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Transcription – “Come to school to see the teachers – they’re like my friends – they are trying as hard as they can to help us – they’re going through it with us” 



[bookmark: _Toc226902655][image: Close-up of a table with writing on it

AI-generated content may be incorrect.]Figure 21 - Extract from Tablecloth B reflecting a student’s experiences of staff that is conceptualised through ‘friendship’



Transcription – “Like 1 big family, we can disagree but can always come together”



[bookmark: _Toc226902656]Figure 22 - Extract from Tablecloth A demonstrating a students’ conceptualisation of ‘family’
[image: A paper with drawings on it
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Transcription – “We can protect you”




[bookmark: _Toc226902657]Figure 23 - Extract from Tablecloth E demonstrating how students position staff members as ‘protectors’
Some students experienced school as peaceful and calm. This was depicted through a drawing of a dove and an accompanying quote (Figure 24). A hurricane metaphor was also used to illustrate how “they [staff] keep you in the eye of the hurricane not the storm” (Figure 25). Other students described school as an alternative to home: “A trauma-informed and relational school is like a calm environment when you don’t want to be at home or something has happened…” (Tablecloth E). This articulates how staff help keep students in the calm as opposed to the external chaos. Staff are experienced as stabilising, anchoring bodies, which creates a safe, calm and peaceful environment where CYP want to be when they experience difficulties. 
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Transcription – “A calming space where you can feel good and build good connection with teachers”



[bookmark: _Toc226902658][image: A wooden sign with writing on it

AI-generated content may be incorrect.]Figure 24 - Drawing from Tablecloth E, reflecting how a student perceives the school to feel, using a dove to depict feelings of peace and calm




Transcription – “Hurricane – they keep you in the eye of a hurricane not the storm”



[bookmark: _Toc226902659]Figure 25 - Drawing from Tablecloth E, reflecting how a student uses the metaphor of a hurricane to position their experiences in school as calm
The impact of the familial environment was captured in examples where students had felt confident and safe enough to explore their understanding of events around them (Appendix KK).

[bookmark: _Toc225758121][bookmark: _Toc235024367]Theme 2 - A place where support and wellbeing are prioritised and sustained over time
This theme centres around the support and wellbeing offer at SVHS. It reflects dialogue about the importance of person-centred planning and differentiation. Participants discussed emotional support at SVHS, as well as an individual and bespoke approach to education. Dialogue also identified the relational infrastructure that exists, positioned as enabling TIRAs. This theme consists of three subthemes (Figure 26):  
· Subtheme 2.1 – Emotional regulation experiences are varied 
· Subtheme 2.2 – Practice is individualised and responsive
· Subtheme 2.3 – Essential support systems exist 
[image: ]







[bookmark: _Toc226902661]

Figure 26 - An overview of Theme 2

[bookmark: _Toc225758122][bookmark: _Toc235024368]Subtheme 2.1 – Emotional regulation experiences are varied 
Students are supported to co-regulate through a range of experiences. Developing emotional literacy skills was positioned as a relational process, through co-regulation alongside an attuned key adult. Importance is placed on staff modelling emotional regulation skills that create the conditions for students to develop healthy emotional expression and regulation. Frameworks including a whole-school emotional literacy curriculum foster a shared relational language that facilitates understanding.  
Participants spoke of the range of experiences available for co-regulation (Figure 27) that helped students to feel empowered to find a way to calm, settle, connect and feel held. This included: therapy animals, sensory rooms, access to outdoor spaces and a Personalised Learning Provision (PLP). The PLP was described as a relational environment that “meets personal needs for students not accessing learning” (Tablecloth 5). This space is supported by attuned adults who can mentalise and hold the emotional needs of CYP, as well as engage in co-constructed emotional wellbeing experiences (e.g. colouring or somatic activities). Co-regulating experiences were described as responding to physiological and sensory needs, recognising that a sense of calm must be established before cognitive engagement.
“We've spoken a lot about the dogs as well and the tortoise that help some people to feel calm”
“PLP, so that came up a lot, and that's a space that pupils can go to and spend time away from lessons, maybe with the digital board, with board games, with teddys and weighted blankets, there's food and drinks available”
(Table A Host Summary)
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Transcription – “Different places to go if you are feeling over stimulated”



[bookmark: _Toc226902662]Figure 27 - Extract from Tablecloth A demonstrating the variety of options for students
“…there is lots of different choices of places that you can go to if you need to”
(Table A Host Summary)
Staff and students spoke of the ‘Zones of Regulation’ (ZoR) curriculum enabling co-regulation opportunities. Students saw ZoR as a framework for staff and students to co-construct meaning around their emotional states (Figure 28, Figure 29). This helps cultivate the relational conditions required for emotional understanding to develop. Students recognised this through commenting that co-regulation is non-judgemental and non-shaming. 
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Transcription – “Zones of regulation – teach children how to self-regulate”



[bookmark: _Toc226902663]Figure 28 - Extract from Tablecloth 5 which acknowledges the impact of the ZoR curriculum
[image: A yellow paper with black writing
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Transcription – “Zones of regulation makes me feel understood and it means I don’t have to always explain why I feel the way I do”




[bookmark: _Toc226902664]Figure 29 - Extracts from Tablecloth A which highlights the impact of the ZoR curriculum from a students’ perspective
“Zones of regulation being used as like a code system, so that somebody can set a feeling red or feeling yellow, and they don't have to explain that because they find it maybe more difficult to use language…” 
(Table A Host Summary)
“Students started to understand their own behaviour, so they're able to do that reflective practice.”
(Table 5 Host Summary)
Additionally, staff “showing emotions and modelling regulation strategies” (Table 3 host summary) contributes to the relational field that shapes students’ understanding of emotional literacy. Staff framed emotional transparency as co‑creating the conditions and shared understanding that CYP need to develop emotional literacy rather than oversharing aspects of their internal worlds. In this sense, emotional literacy was understood as an evolving relational process that is nurtured, facilitated by connections, interactions and coherent understanding. Additional structures that facilitate safety and co-regulation for students are discussed in Appendix LL. 
Whilst students experienced co-regulation as empowering and valuable, some expressed a desire to have greater agency in the decision making when experiencing emotional overwhelm (Figure 30). This was positioned as a call for greater collaboration and trust around the setting of boundaries (Table B host summary below). This highlights the importance of quality support available for CYP to co-regulate, capturing how students have a desire to explore independently, whilst knowing they can return to a safe base if required. 
[image: A piece of paper with writing on it

AI-generated content may be incorrect.]Transcription – “I think if students feel stressed and want a fidget they have to tell them why but I think they should be able to just get them”

[bookmark: _Toc226902665]Figure 30 - Extract from Tablecloth C, students’ desire to have more autonomy with regulation strategies
“…If you feel like you need it, you should be able to access that…you shouldn't have to have a card… because you've all got good relationships with the teachers, if you feel like you need to take time out or go for a move break, you should just be able to do that.”
(Table B Host Summary)

[bookmark: _Toc225758123][bookmark: _Toc235024369]Subtheme 2.2 – Practice is individualised and responsive  
This subtheme captures how staff tailor their interactions to students’ individual needs, guided by curiosity, including how they establish and maintain boundaries. Staff recognised how the relational conditions in which learning takes place, contribute towards knowledge production, emphasising that students’ experiences matter. 
Both staff and students articulated how support to overcome difficulties is needs-led, underpinned by relational values of curiosity, active listening and empathy. Students are supported with “things they need” (Figure 31) and staff “adapt.. approaches” (Table 1 host summary), even when this is not the easiest option (Figure 32). Support to navigate challenges is viewed as being fluid, dynamic and adaptive, as opposed to a being uniformly delivered, predetermined by school policy. Students recognised that staff ask, “if everything is ok, instead of getting mad” (Tablecloth B). This implies that staff seek to understand rather than assume they know to create the conditions for CYP to co-construct the support they need. 
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Transcription – “Everyone is helped with the things they need instead of being ignored”



[bookmark: _Toc226902666]Figure 31 - Extract from Tablecloth B which highlights student’s recognition of an individual approach to support
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Transcription – “Proud of us – it’s tough! It’s not the easy way  but it’s the right way!”



[bookmark: _Toc226902667]Figure 32 - Extract from Tablecloth 4, positioning TIRA as the ‘right’ approach, but not the ‘easy’ approach
[image: A heart shaped note with writing

AI-generated content may be incorrect.]Staff acknowledge that a TIRA includes offering support and high challenge, viewed as a relational process that occurs within a safe context. The word “healthy” (Figure 33) suggests that the intensity of challenge is considerate of student’s needs, intended to be a supportive and confidence-affirming experience.  
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Transcription – “Being able to hold a healthy debate”

Transcription – “Support and healthy challenge!”


[bookmark: _Toc226902668]Figure 33 - Extract from Tablecloth 3, recognising the importance of healthy challenge for students
Tensions arose with regards to how staff respond to individual needs (Table 4 Host summary below). Some staff were uncertain about “where to draw the line” (Tablecloth 4). It was identified that this may also be confusing for students (Appendix MM). A “top down” (Table 4 Host Summary) approach, indicating stronger direction from leadership, was proposed to provide reassurance and containment (Table 4 host summary below). This implies that staff interpret boundaries not only as guidelines for supporting emotional wellbeing of students, but also as professional security. 
“Consistency… in terms of like everybody [students] being treated the same, but people having different needs. And so that means being consistent is a bit difficult.”
(Table 4 Host Summary)
Others constructed boundaries as a concept that was collaboratively sustained rather than imposed. Emphasis was placed on the idea of a ‘shared understanding’: “singing from the same hymn sheet” (Tablecloth 4, Figure 34) and “trusting the process” (Tablecloth 1). Some appreciated having “ownership” (Tablecloth 2) and being able to “utilise all my skills to benefit the students I work with” (Tablecloth 1). Consistency was viewed as coherence in values and understanding values flexibly, whilst maintaining fairness. This tension could be understood to reflect the distinction between staff who are trauma informed and trauma invested (Souers & Hall, 2018).
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Transcription – “Where is the line between trauma informed and a behaviour choice. How do we teach them the difference and accountability?”
“There is a line we just need to all sing from the same hymn sheet” 






[bookmark: _Toc226902669]Figure 34 - Extracts from Tablecloth 4, giving an example of the conflict of opinions with regards to boundaries of the approach
Staff also spoke about how they adapt the curriculum, taking into account students’ personal experiences as well as the local context (Appendix NN). 

[bookmark: _Toc225758124][bookmark: _Toc235024370]Subtheme 2.3 – Essential support systems exist 
Discussions highlighted the support systems in place at SVHS that were positioned as facilitating a relational school climate. This differs to subtheme 2.1, which explores data that was interpreted as specifically focusing on emotional literacy skills. 
Coaching groups (CGs) were seen by students as “a really important part of your day” (Table B host summary). Students described how “everyone gets a coach to talk to about anything” (Tablecloth B) and that they meet with CGs “everyday” (Tablecloth B). Students experienced them as places where you “share with friends and teachers” (Tablecloth B) and talk about “how you feel” (Tablecloth B), “without judgement” (Table B host summary). CGs were constructed as “places you feel heard” (Table B host summary), which “brings people closer” (Tablecloth A). The impact of this for students is captured in Figure 35. 
CGs were described as having a safe, relational and emotional purpose, that elicited feelings of belonging and inclusion for students, rather than for administrations (e.g. attendance monitoring). However, it was implied that coaching is dependent upon the relationship between staff member and student. Some students talked about coaches as “someone who is there to help” (Tablecloth A), who “listens” (Tablecloth A), “asks about my morning” (Tablecloth A) and “checks up on me” (Tablecloth B). Conversely, others described how “coaching doesn’t work because I don’t like my coach” (Tablecloth A) and staff recognised that the impact of support is “dependent on relationship and trust” (Tablecloth 1). This offers an insight into how CGs are experienced, with their interpretations being grounded in the relational dynamics with their coach. These perceptions may reflect the attunement from the coach, skill set or the way power is used within the relationship. Such factors shape feelings of connection and safety, which influence how CGs are received and made sense of. 
Coaches are available outside of CGs through “class charts” (Table 1 host summary). This means students can contact their coach at any time using technology. Outside of CGs, coaches become relational containers, creating holding environments for students. This relational availability through providing predictability and attunement, contributes towards students feeling safe, secure and valued.  
“coaching is a really important part of your day because you get to feel heard, you get to say how you've been feeling and there's no judgement.”
(Table B Host Summary)
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Transcription – “Coaching helps by asking how I feel every day and if I’m not okay they check up on me” 
Transcription – “I look forward to coming to school because in the morning my form tutor asks how my morning has been and what I look forward to in the day. It makes me feel heard and comforted”




[bookmark: _Toc226902670]Figure 35 - Extracts from Tablecloth B which highlights the function and value of coaching groups
Additional systems and policies that facilitate a TIRA being embedded and sustained included: ‘restorative conversations’, a ‘kindness and respect charter’, having a ‘TI teacher’, ‘Reflect Manager’ and an alternative provision space (see Appendix OO). 

[bookmark: _Toc225758125][bookmark: _Toc235024371]Theme 3 - A shared approach that fosters identity, belonging and fulfilment     
This theme offers an insight into how staff support and collaboration is central to upholding a TIRA ethos and culture. Staff recognise the influence of their emotional presence on their relationships with students. They seek to support each other’s emotional wellbeing needs and work collaboratively to enhance their practice and experience mutual regard and shared purpose. Staff enjoy working within a TIRA ethos and are committed to sustaining this culture. 
Staff described the staff body as a ‘team’ who support and have each other’s backs (Figure 36), pick each other up on the bad days” (Tablecloth 3) and “working collectively – not individual departments” (Tablecloth 1). They spoke about “sharing strategies to build their own toolkits…” (Tablecloth 1) and “never being too busy” (Tablecloth 2). They acknowledged that their happiness and job satisfaction influences the way they interact and engage with students (Figure 36). Staff alluded to relational interactions being influenced by their own emotional capacity, associated with their window of tolerance (Theme 2).  
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Transcription – “We are a TEAM! We all support each other and have each other’s backs  Happy and enjoy work  Better people/teachers for students”

Transcription – “Some of my colleagues have actually saved my life”



[bookmark: _Toc226902671]Figure 36 - Extracts from Tablecloth 2 that highlight the value of the staff team for some staff members
As a result of these experiences, some staff felt that “nobody feels undermined” (Table 5 host summary) and it is “safe to ask for help” (Tablecloth 3), “learning.. to be better together” (Tablecloth 3). For some, this had an existential dimension (Figure 36), suggesting that presence and availability of colleagues can feel life-preserving in moments of emotional overwhelm. 
Whilst some perceived seeking help as valuable and constructive, others spoke about “a fear of asking for help… feeling like they should know it, but might not…” (Table B Host Summary). This elicited discomfort and a sense of reduced emotional safety, linked to worries about being incompetent.   
Embedding and sustaining TIRAs was discussed as a collective endeavour. Staff used phrases like “one in, all in” (Tablecloth 2) and “DNA of the school” (Figure 37). Recruitment was identified as important for sustaining a TIRA: “making the right recruitment choices so that staff fit the school” (Tablecloth 3). This included additional support for new staff “particularly if they came from a C1 C2 C3 system[footnoteRef:1], it’s a bit of a culture shock” (Table 4 host summary).  [1:  C1, C2, C3 system refers to a staged behaviour management framework that is frequently used in secondary schools in England. It typically follows the structure of C1 = warning, C2 = consequence, C3= removal.  
] 
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[bookmark: _Toc226902672]Figure 37 - Extract from Tablecloth 3, capturing how a TIRA is embodied by staff
Additionally, narratives were revealed about inclusivity and belonging for staff members. All staff being responsible for a CG, facilitates feelings of being important, valued and included (Figure 38). Staff felt “no divide… there’s no real hierarchy between staff, everybody like heads of departments, work alongside everybody else and there’s no sense of you are more important than me…” (Table 2 host summary). Through this relational culture, staff experience mutual regard and a shared purpose, contributing towards feelings of belonging, respect and a climate of inclusivity. 
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Transcription – “Support staff feel an equal part of the school becoming coaches. All staff feel empowered!”



[bookmark: _Toc226902673]Figure 38 - Extract from Tablecloth 5 reflecting a staff members feeling empowered by being a coach
Staff spoke about “fulfilment” (Table 2 host summary) and “enjoying coming to work every day” (Table 2 host summary) as a result of the TIRA ethos (Figure 36, Figure 39). There appeared to be a reciprocal relationship in which personal fulfilment fuelled staffs’ contribution to sustaining the shared TIRA ethos, while belonging to that shared ethos further reinforced their sense of fulfilment. Participants described how they “don’t want to work anywhere else” (Table 2 Host Summary) and “want to stay [at SVHS] … to see out their whole career” (Table 1 Host Summary). Staff conveyed a cultural commitment and emotional investment, shaped through their experiences working within - and part of – the TIRA culture. The term ‘fulfilment’ was understood as having an “impact on lives” (Tablecloth 2) and not “giving up on [on students]” (Tablecloth 2). By comparing previous experiences, staff indicated how much more motivated and fulfilled they felt, contributing towards sustaining a TIRA culture: 
“…they [students] go to a secondary school, and they are got rid of fairly quickly… but you keep them here and you do a good job at keeping them here…which fed into what contributed to you coming to work, wanting to come to work.”
(Table 2 Host Summary)
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Transcription – “Knowing that I make a difference to the students and they look forward to spending time with me as I do with them. I genuinely enjoy my job”




[bookmark: _Toc226902674]Figure 39 - Staffs’ contributing contextualising the enjoyment they get from their role (Tablecloth 2)
There is a collective and shared identity between staff, which positions them as a cohesive team and alludes towards a strong sense of professional solidarity. Where these relational conditions are experienced, this contributes towards a sustained commitment to the school. Overall, this illustrates how organisational structures and shared values typically co-produce a culture grounded in relationality that is committed to sustaining the practice. 

[bookmark: _Toc225758126][bookmark: _Toc235024372]Theme 4 - “We can’t pour from an empty cup” 
Staffs’ emotional wellbeing needs must be met for them to actively uphold and sustain a TIRA culture and ethos. Their accounts spoke about the emotional toll of TIRAs, illuminating the need to support their wellbeing. The quality of relationships with students depends on the emotional resources available to the adults who support them.
Staff “can’t pour from an empty cup” (Tablecloth 4) and experience difficulties “regulating ourselves when trying to be there for the children all the time” (Table 1 host summary). Staff recognised that “closer relationships = they [students] can take it out on you” (Tablecloth 4), which “hits harder… so the highs are highs and the lows are lows.” (Table 4 Host Summary). This implies that there is an increased emotional burden from embedding TIRAs. Staff acknowledge that they need to be regulated to support the students best, emphasising the importance of protecting their own emotional capacity.
Staff discussed the emotional support available that helps them navigate difficulties: “its overwhelming, but there is support” (Tablecloth 1) and “there’s a lot of support to deal with the challenges” (Table 1 host summary; Figure 40). Activities included “counselling”, “cuppa at three”, “hyrox exercise groups” (Tablecloth 2), and informal opportunities for connection: “listening” (Tablecloth 2) and “checking in” (Tablecloth 2), which lighten the load to prevent staff from feeling depleted. This gives an insight into how ‘support’ attends to the needs of staff, helping increase staffs’ emotional capacity to manage the demands of working in a TIRA culture.  
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Transcription – “Personal care between staff – looking after each other. So well supported” 



[bookmark: _Toc226902675]Figure 40 - Extract from Tablecloth 2 that highlights the perceived care and support between staff
Whilst staff valued existing support, they also expressed a desire for more opportunities to sustain their own emotional capacity: “…people talked about maybe having rewards for staff, having well-being time days, more time for staff building activities.” (Table 4 host summary). This reflects the value staff place on these opportunities and the need for time to be protected for staff wellbeing. 

[bookmark: _Toc225758127][bookmark: _Toc235024373]Theme 5 - Systemic conditions that shape a TIRA ethos   
This theme brings together the systemic conditions that surround a TIRA. Time, parent/carer collaboration, governing body influences and macro-level influences were all discussed in relation to sustaining TIRAs.   
Participants discussed the time needed for relationship building: “…it does take time to build those relationships, but it is worth it in the long run” (Table 1 Host Summary) and to “not gloss over things” (Tablecloth 4). Staff acknowledge that embedding TIRAs is a gradual process that requires depth and attentiveness, facilitated by time and sustained efforts. 
Parents/carers were described as an important part of the schools’ ecology. Relationships with parents/carers are formed and sustained through frequent communication, parents’ evenings and supportive sessions on emotional literacy and mental health:   
“…parents have been helped with understanding teenagers brains, how to respond to the children. There’s been a big uptake of that…”
(Table 5 Host Summary)
Coaches are fundamental to parent/carer engagement: “…really positive relationships between coaches and parents… has changed parental engagement” (Table 5 host summary). Coaches “actively work with families so we [staff] can work together to support their child” (Tablecloth 1). Ensuring experiences for parents/carers are “accessible” (Table 3 host summary) was important to sustain relationships and engagement. Staff viewed these collaborative relationships as being fundamental to understanding students holistically, enabling staff to “take the entire context into account” (Table 3 host summary) and support CYP’s development (Table 1 host summary). Staff understood school and home as interacting systems and placed value on being able to understand student’s full context. Students lived experiences of these relationships developed a sense of reassurance that “you always have support” (Tablecloth C). 
Additionally, appointing governors who “approve of the approach and get it” (Table 5 host summary) was identified as being important to sustain a TIRA. This emphasises the importance of all areas of the school system being aligned with the culture and ethos for it to be sustained.  
Staff identified macro-level constraints to embedding a TIRA culture and ethos including policies, OFSTED, funding restrictions and difficulties accessing support from external agencies (Tablecloth 4). This impacts how SVHS can “deliver provision” (Tablecloth 4), illuminating some of the obstacles that exist within the wider system, impacting SVHS ability to sustain TIRAs. 
Additionally, staff expressed a wish for more mainstream secondary schools to embed a TIRA. This was associated with a desire to improve collaboration across school settings to sustain and develop a TIRA: 
“…in terms of your development, you don't have a lot of other places to go that are mainstream. You might be able to go to special provisions and see what they're doing, but in terms of mainstream settings, you've no one else to look up to…” 
(Table 4 host summary)
Whilst macro-level constraints were discussed, staff spoke about other ways they sustain a TIRA culture and ethos. This included “CPD” (Tablecloth 3) and making changes to the aesthetics of the school environment (Figure 41). Changing the physical environment alludes to the idea that a TIRA culture goes beyond interpersonal interactions, recognising how the physical environment can facilitate CYP’s experiences of safety.  
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[bookmark: _Toc226902676]Figure 41 - Extract from Tablecloth 5, highlighting environmental changes

[bookmark: _Toc225758128][bookmark: _Toc235024374]4.2 Summary of Findings 
In summary, the findings provide one example of how a TIRA ethos and culture is conceptualised, embedded and sustained in a mainstream secondary school. The RQs are addressed throughout each theme, to provide a coherent understanding of staff and students experiences. 
Fundamental to TIRAs is how staff and students experience relational safety. This is a cultivated climate in which staff and students enact values as part of a relational ecosystem. Emotional availability from staff shapes how students understand relationships and engage in these interactions. Staff are attuned to students needs and respond with care values such as attunement, empathy and emotional warmth. This fosters relational consistency and the conditions students need to feel safe, valued, connected and included. In turn, students internalise these every day human acts and respond with mutual recognition, enhancing meaningful connections between staff and students. School is a metaphorical home and family for some, underpinned by collaboration and a collective identity. Students predominantly experience relationships as safe and metaphorically associated staff with friendship qualities. This should be carefully considered given that adults need to be stronger and wiser in order for CYP to feel safe and secure (section 5.1). 
Person-centred planning, differentiation of emotional wellbeing support and co-regulation from attuned key adults, shapes how students’ experience emotional expression in school. Co-regulatory experiences prioritise basic needs as the foundation for connection, regulation and learning. A whole-school emotional literacy curriculum facilitates a shared relational language that co-constructs understanding between staff and students. Emotional literacy skills are viewed as a co-created relational process, fostered through needs-led connection and interaction. Staff cohesion is important to embed boundaries and consistency. However, this was not universally agreed upon, with some staff wanting clearer direction from leadership while others viewed boundaries as being collaboratively sustained. CGs and relationships with coaches enable CYP to experience relationships as emotionally containing, holding environments. However, these experiences are grounded in the differential relational dynamics between student and coach.  
Emotional wellbeing support for staff is essential to sustaining a TIRA. Staff recognise the influence of their emotional presence on their relationships with CYP and value experiences to replenish their own emotional capacities. There is a desire for more time for wellbeing experiences, illuminating the value of these on staffs’ wellbeing. Staff seek to provide emotionally containing spaces for each other, increasing their capacity to respond with emotional warmth and genuine care. Inclusivity and belonging for staff are experienced through staff having their own CGs. Staff view creating a relational culture as being a collective endeavour, underpinned by professional solidarity and a reciprocal relationship between personal fulfilment and a shared relational ethos.
Embedding and sustaining a TIRA was understood to extend beyond the remit of SVHS. Prioritising and protecting time to embody relational practice and working collaboratively with parents/carers (facilitated by coaches) were highlighted as important systemic considerations. Macro-level constraints including Ofsted, funding restrictions and difficulties accessing support from external agencies and other schools are barriers that impact the sustainability of a TIRA culture.
How these findings contribute to the wider literature, and how they may inform other schools considering TIRAs, is discussed in section 5.2.5.








[bookmark: _Toc235024375]5.0 Discussion 
[bookmark: _Toc235024376]5.1 Introduction
This chapter intends to collate and discuss the findings, building on existing literature, to answer the RQs outlined in section 3.1. 
As discussed in Chapter 4, five main themes were developed concerning these RQs (Figure 16). See section 4.2 for a summary of the findings. The findings will be contextualised in the literature, and an evaluation of the research will also be presented. 

[bookmark: _Toc226038984][bookmark: _Toc235024377]5.2 Discussion of the themes in relation to literature
Due to the complexities when researching phenomena such as TIRA (Maynard, 2019) and following rigorous data analysis (Braun & Clarke, 2022), it was recognised that some of the themes coincide with each other. The majority of the literature was discussed in Chapter 2. However, some unforeseeable topics emerged from the staff and students’ experiences. Consequently, new literature is introduced where appropriate to discuss these findings and what it means for praxis. 
An integrative, whole-school approach is recommended when embedding a new culture or ethos (DfE, 2021; DfE, 2026a) – discussed in section 2.4. This discussion is therefore structured by mapping the findings onto the relevant areas of a whole-school approach. This intends to illustrate how change must operate across interconnected layers to meaningfully support the enactment and embedding of TIRAs. At the start of each section, there is an introductory paragraph to outline how each section relates to one or more of the RQs. 

[bookmark: _Toc235024378]5.2.1 Ethos and environment
The themes addressed within this section of whole-school approach include Themes 1, 2 and 4.  Addressing RQ1, the findings highlight how relationships are underpinned by trust, collaboration and empowerment. Staff embody and enact humanistic and care values through perspective-taking and empathy. Linked to RQ2, when staff enact these values and embody this way of working, they are meeting the primary human needs of students, supporting them to process emotions and make sense of their experiences. Consequently, an emotionally safe school ethos is created. In relation to RQ3, to sustain this way of working, schools cannot rely on the innate skills of staff. Training and wellbeing support (e.g. supervision) is a pivotal facilitating factor to upskill staff and mitigate staff burnout. Furthermore, CGs provide an insight into how schools may develop a structure to enable TIRAs to be sustained, addressing RQ1. Facilitating this (RQ3) is the pivotal role of upskilling staff to ensure they understand the pastoral and emotional function of these spaces. The information below provides greater detail for each of the areas mentioned in this paragraph, linking findings to the relevant literature and theoretical frameworks. 
Central to TIRAs is trust-based, collaborative and empowering relationships (Watson & Astor, 2025), experienced through safety, security, protection, connection, warmth, care, mutuality and transparency (Babcock, 2020; Watson & Astor, 2025). The experiences of participants at SVHS corroborates this, emerging as a central organising theme (Theme 1). Through a humanistic lens, staff meet primary human needs (Greater Good Science Centre [GGSC], n.d.). This includes relatedness, inner peace and community for students by embodying humanistic and care values (Rogers, 1957; Vaandering, 2013). Containment (Bion, 1962) is experienced through staff who are attuned to students, absorbing unprocessed feelings and providing a calm and manageable way to make sense of these. This is facilitated by holding environments (Winnicott, 1960). Participants described providing and receiving attuned and empathetic engagement, which resonates with mentalisation processes. Derived from and integrating object relations, attachment and theory of mind research, mentalisation acknowledges that we cannot know another’s mind directly but are curious to learn through co-construction (Luyten et al., 2024). It involves perspective-taking and acting with empathy, intuition and reflection (Asen & Fonagy, 2020). These concepts are reflective of Perry’s (2006) ‘reason’ stage in the Neurosequential model, that enable staff and students to co-construct appropriate support and problem solve together.  
Containment, mentalisation and holding environments have therapeutic purposes, nurturing students’ capacity to thrive (Theme 1). They act as protective factors that support students’ emotional wellbeing, resilience, ability to maintain connection and remain engaged with school (GGSC n.d.; Split & Koomen, 2022) even on occasions when they experience distress. Therefore, when these relational practices are embodied by staff, it shapes the relational conditions and climate students experience, creating an emotionally safe school ethos. Acknowledging this is pivotal to sustain TIRAs. Working relationally and enacting these practices is skilled work. It is important that schools do not rely on the innate skills of staff. They need to actively invest in developing and sustaining TIRAs, to mitigate staff burnout (Brown & Biddle, 2023) and facilitate staff resilience and compassion satisfaction (Brown & Biddle, 2023) (Theme 4). Providing supervision for staff to process emotional labour as well as training (Jones et al., 2024) to enhance their understanding of psychological concepts are valuable ways this could be achieved. By doing this, there becomes an intentional shift to move beyond the general notions of kindness, into the realm of skilled, intentional and professional practice. 
CGs (Theme 2) offer an insight into how schools may embed a framework to enact ‘ensuring physical, emotional and psychological safety for all school members’ (Watson & Astor, 2025). They are experienced as micro-communities where students feel known, held and supported. It is essential that schools attend to the relational conditions in which frameworks such as CGs exist (Cramond, 2021; Di Lisio et al., 2025). Coaches are fundamental to student experiences, described as “relationship shapes” (McCaleb & Mikaere-Wallis, 2005, pg. 5). Additionally, ensuring the framework aligns with a TIRA ethos is important (Sharples et al., 2024). ‘Coaching’ can be assumed to be an information giving process, with an academic focus (Abdulla, 2017). This research offers an alternative understanding, conceptualising CGs as collaborative, shared and reflective spaces, aligning with a pastoral model of practice (Best, 2014). It emphasises the importance of upskilling staff to understand and enact the pastoral function of these groups. However, this should be interpreted cautiously by other settings given that approaches are significantly influenced by environmental conditions and contextual diversity (De Grauwe & Haas, 2022; Sharples et al., 2024; Benavides et al., 2025). Although not discussed in the WC data, schools must consider when CGs will take place and their make-up of students that influence their effectiveness (Celaya et al., 2025). The research and literature focusing on CGs for students appears to be limited. Additional research may be valuable exploring this model of practice in secondary schools to gather a greater understanding of their functions, purposes and impacts in relation to enacting and embedding TIRAs. 

[bookmark: _Toc235024379]5.2.2 Staff development, health and wellbeing 
Themes addressed within this section include Themes 1, 3, 4 and 5. The findings relevant to RQ1 highlight that upholding and sustaining TIRAs is a collective responsibility, viewed as a whole-school endeavour. Additionally, a whole-school TIRA culture involves carefully tailoring recruitment, ensuring the school culture and ethos is made explicit within these processes. For RQ2, the impact of this is that sustainability of a TIRAs ethos and culture is improved. Additionally, staff feel a sense of belonging because of the collective responsibility, enhancing job satisfaction and increasing their commitment to the approach. Focused on RQ3, facilitating TIRAs is a view that staff wellbeing is an institutional responsibility and part of the organisational infrastructure to maintain the positive job satisfaction staff spoke of. Also related to RQ3, facilitating a TIRA, is regular CPD opportunities that keep staff abreast of changes and developments within the field. The discussion below builds on each of the areas introduced in this paragraph, linking findings to the relevant literature and theoretical frameworks. 
It is extremely difficult to embed a new model or system within school environments that have high levels of staff turnover and difficulties recruiting (Smith & Monteux, 2023). This impacts investment, shared commitment, sustainability (Jones et al., 2024) and student learning (Nguyen et al., 2023). Staff experience TIRAs at SVHS as a whole-school endeavour (Theme 3). There is a sense of collective responsibility for upholding and sustaining TIRA values that aligns closely with the components central to staff retention of ‘building relational trust’ and ‘improving working conditions’ (Nguyen et al., 2023). Staff described increased job satisfaction, enjoyment and a sense of professional alignment when working relationally, echoed in the literature (Klassen et al., 2012; Garcia‑Moya et al., 2019). Staff expressed a commitment to SVHS and a TIRA ethos, associated with them feeling able to work inclusively. These findings suggest that a TIRA culture acts as a protective organisational experience that enhances staff stability—an essential condition for sustaining TIRAs. Two ways this is facilitated at SVHS are through staff wellbeing and staff recruitment – discussed below.  
With regards to staff wellbeing (Theme 4), how staff engage with a TIRA is dependent upon their own emotional capacity (Harding et al., 2019). Staff acknowledged that enacting humanistic values (including attunement and empathy) and co-regulating with students impacts on their own emotional wellbeing and capacity to respond relationally (Harding et al., 2019; Stoll & McLeod, 2020; Smith 2024; Trauma Informed Schools UK, n.d.). Comprehensive staff wellbeing support can create the conditions to minimise emotional strain and fatigue (Smith, 2024). This also reduces the risk of blocked care (Hughes & Baylin, 2012) and compassion fatigue (Stamm, 2012). These spaces must create opportunities to process the emotional intensity of their work to broaden their window of tolerance (Siegal, 1999). Consequently, the quality of connection and support for students is enhanced (Harding et al., 2019). Freedman et al. (2025) research draws our attention to a global decline in emotional intelligence, impacting organisations abilities to retain staff, increased rates of burnout and reduced resilience. It is important to consider this macro-level context that emphasises that we are expecting staff members to embed TIRAs within contexts of depleting emotional resources and strained relational capacities. Schools must intentionally cultivate emotional wisdom at an organisation level in order to sustain TIRAs. This shifts our understanding of staff wellbeing from one of individual responsibility that risks eliciting feelings of blame and shame, to an exosystemic and macrosystemic responsibility that must provide systemic containment and a culture of emotional wisdom. This is particularly tricky to achieve given societal norms that individualise resilience. Alternatively, staff wellbeing and resilience should be viewed as organisational infrastructure, achieved through leadership practices, team norms and cultural systems (which participants referred to as “DNA of the school”). 
Schools have an institutional responsibility to protect staff wellbeing (DfE, 2020). It is acknowledged that the expectations on school staff as outlined in the White Paper (DfE, 2026), does not match the wider structural challenges schools face, particularly in relation to staff wellbeing (NEU, 2025; NASUWT, 2026). Purposeful consideration (Brunzell et al., 2021), commitment from SLT and a proactive approach to staff wellbeing is fundamental (DfE, 2019). For staff to co-create containing relational spaces for students, they need to experience containment and holding environments themselves (Winnicott, 1960; Oakes, 2018). Encroaching on the realms of organisational psychology, Vali (2025) proposes that the emotional intelligence of leadership is fundamental to a positive culture that improves staff engagement with their roles and job satisfaction (Hendra et al., 2021). Specifically, transformational leadership whereby leaders’ express empathy, social awareness and connect with employees (Vali, 2025) is noted to be valuable with regards to staff wellbeing and organisational performance (Wilson Heenan et al., 2023; Vali, 2025). The value of reflective supervision, colleague relational support and organised activities (e.g. exercise groups) were discussed in this research. Staff also expressed the need for more time and opportunities for wellbeing experiences. When considering ways to support staff wellbeing, efforts must be made to authentically gather staff voice to inform these decisions (Alisic et al., 2012; Benavides et al., 2025). This would ensure support is specific to staffs’ needs, including their own emotional wellbeing needs (Floman et al., 2024). One example of how wellbeing, empowerment, self-determination and belonging can be fostered is through creative opportunities such as Communities of Practice (CoP) groups. CoP create opportunities for collaborative problem solving instead of leadership enforcing clarity through top-down training (Wenger, 1998). The groups meet regularly, reflect on practice and support each other’s development, facilitating high support and high challenge (Vaandering, 2013). This strengthens collaboration, shared problem solving and fosters recognition, togetherness and shared identity (Pocock & Haines, 2024). Professional learning communities are an important component to nurture collective learning and sustainability (Koh et al., 2023). This aligns closely with a TIRA ethos through empowering individuals by promoting autonomy and control (Watson & Astor, 2025). They also help build self-determination for staff through enhancing relatedness, autonomy and competence (Dong et al., 2024). Giving staff space to explore their own beliefs and values is important within a TIRA culture (Avery et al., 2021). 
In relation to staff retention (Theme 3), the importance of carefully considering recruitment was acknowledge by staff as being essential to upholding values to sustain TIRAs (Trivedi, 2022; Koh et al., 2023). This is associated with the quality and permanence of relationships shaping students’ experiences of interactions (Perry, 2020). Importance was also placed on continued professional development for staff, reflected in the literature that emphasises the need for balance between targeted staff recruitment and professional education for existing staff (Koh et al., 2023). This must be a multilevel endeavour (Fullan, 2006). Details about how SVHS incorporate TIRAs within their recruitment processes were not captured within the WC data. However, Avery et al. (2021) recommends that this process is used as an opportunity to discuss the schools’ culture and ethos, giving interviewees opportunities to ask specific questions to ensure this way of working aligns with their own epistemology and ontology (Ruttledge, 2022). This is pivotal given that when staffs’ perspectives significantly contrast with a TIRA, it can be tricky to navigate within a culture of TIRA (Ruttledge, 2022). Having said this, no quantitative data was gathered to improve the credibility of this (section 5.2.6).

[bookmark: _Toc235024380]5.2.3 Leadership and management
Themes that addressed ‘leadership and management’ were Themes 2 and 5. This section focuses primarily on RQ3 (facilitators and barriers). It acknowledges that a facilitating factor to embedding and sustaining TIRAs is the leadership team modelling and supporting staff to embed boundaries consistently, whilst prioritising connecting with students. Additionally, leadership prioritising and protecting time for staff to form and sustain relationships with students was recognised to be a facilitating factor. This linked to RQ2, as it was recognised that when there is not enough time, this impacts students’ emotional regulation experiences as staff are less available to co-regulate alongside them. The information below expands on each of these areas, linking findings to the relevant literature and theoretical frameworks and discussing ways in which these barriers could be addressed.
Feelings of safety and predictability for students (Powell et al., 2014), are enhanced when kindness and connection are experienced alongside confident limit setting and taking charge when needed. The findings indicated less dialogue about staff being experienced as firm and directive. For schools exploring TIRAs, boundaries and emotional warmth should be understood as intentionally cultivated practices that are mutually reinforcing. Negotiating how boundaries and consistency are sustained with emotional warmth was greatly debated in the findings (Theme 2). Babcock (2020) describes boundaries as something that should be set and maintained with empathy through shared understanding and logical consequences (Bomber, 2020). For most, this is how boundaries were conceptualised. However, greater direction from leadership was identified as important, corresponding with the literature that identifies leadership as the foundation for sustainable change (Cherry & Froustis, 2022; Trivedi & Harrison, 2022; de Stigter et al., 2024). As SVHS is five years into their journey, it may be reasonable to assume that some staff have internalised practices to a comfortable point of autonomy, while others require clear direction and scaffolding from leadership. Souers and Hall (2019) describe this as the difference between those who are ‘trauma informed’ and ‘trauma invested’ (Appendix B). Benavides et al. (2025) suggests that paths for implementation are different for everyone, with contexts influencing how TIRAs are operationalised in educational settings (Hanson & Lang, 2016; Maynard et al., 2019; Bargeman et al., 2021). Assuming that all staff members are at different points in their own TIRA practice, a CoP approach (Wenger, 2000) may be valuable. Given that CoP can empower all agents, leadership becomes a co-production of knowledge (Harrison, 2008) rather than a position of authority (Koh et al., 2023). Described by Harrison (2008) as ‘distributed leadership’, this shapes staffs’ experiences to be one of collective ability, improving organisational learning and sustainability (Harrison, 2008; Koh et al., 2023). One aspect not discussed in the findings was the experiences of Early Career Teachers (ECTs). Kim (2019) notes that ECTs retention within teaching is significantly influenced by the style of leadership, which included teachers’ involvement in decision-making and consistency and appropriateness of teacher evaluation. CoP may facilitate this by creating spaces for ECTs to feel valued and authentically included, improving belonging and emotional wellbeing. This may contribute to increasing the chances of them remaining within the profession and therefore sustaining a TIRA culture and ethos. 
Findings reveal tensions with regards to the values-driven idealistic approach to TIRAs, alongside the resource-intensive associations and structural realities (Theme 5). The concept of ‘time’ was a barrier to forming, maintaining and repairing relationships with students, which is thoroughly noted in the literature (McCluskey et al., 2019; O’Neill, Guenette & Kitchenham, 2022; Jones et al., 2024). Interestingly, this was positioned through a lens of nurturing and building relationships, rather than managing and disciplining behaviour, despite reports illuminating higher workloads as a result of behaviour management (McLean & Worth, 2025). This emphasises how staff within a TIRA culture understand time as a necessary condition for building trust, connection and attunement rather than enforcing compliance. Considering this through a cost-benefit lens may be helpful (Woodhall, 2004). If efforts and investments are sustained in relationship building with CYP in the first instance, over time emotional literacy skills are more likely to develop (Jones et al., 2024). Therefore, the frequency and intensity of co-regulatory experiences is likely to lessen (Jones et al., 2024; Mullin, Sharkey & Barnett, 2024) and so the resources required reduce. This emphasises the need to sustain TIRAs to support with long-term change (Sharples et al., 2024). SLT are well placed to protect and prioritise time (Cherry & Froustis, 2022) in order to make space for TIRAs. For this to be possible, it is acknowledged that the wider macrosystem that consists of policies and curriculum demands must shift, prioritising CYP’s wellbeing needs in order to support them to achieve their potential (Jessiman et al., 2022; Jones et al., 2023; Hinze, 2024). 
A discussion that was not captured in the WCs was how the policies at SVHS enable TIRAs to be sustained. Literature highlights system-level and policy changes as essential facilitators when embedding TIRAs (Watson & Astor, 2025). Staff could rely on intuitive, practice-informed knowledge to help with decision-making, implying that formal policies do not shape their lived experience of embedding TIRAs, or they may understand TIRAs as a relational endeavour not a compliance or procedural exercise. Alternatively, it could suggest a disconnect between how policies are co-constructed and infiltrated into everyday practice. Plaku and Leka (2025) emphasise the responsibilities of leadership to shape a school culture. They propose that mission statements and policies only influence culture when leaders actively embody, operationalise and reinforce them – aligning with ‘transformational leadership’ (section 5.2.2). Elbot and Fulton (2008) argue that we should move away from procedural compliance, toward intentional culture building that enables us to translate values into lived experiences. The impacts of this are observed in how staff and students feel within the school community. At SVHS, staff and students report experiencing inclusion, belonging, safety and attunement. Wenner and Campbell (2017) demonstrate that empowered teacher leadership (where educators experience agency to enact the school’s mission) strengthens school climates and relational cultures – as described by participants. Having said this, as discussed above, it is important to acknowledge where an individual is in their own journey of TIRAs (Souers & Hall, 2019) as this may influence how they would like to be supported. Leaders must consider how they keep everyone “singing from the same hymn sheet”, whilst also honouring and encouraging autonomy and self-determination that increases motivation to sustain a TIRA. This literature suggests that relational policies shape cultures, which requires active leadership, teacher agency and value‑practice alignment to meaningfully sustain TIRAs.

[bookmark: _Toc235024381]5.2.4 Targeted support and intervention
This section of the discussion addresses Theme 2. With respect to RQ1, support to regulate emotions prioritises activities and opportunities that calm the brain stem and meet basic needs. Additionally, students are encouraged to use regulation strategies that they know help them, creating feelings of empowerment for students (RQ2). However, these findings connect to RQ3, as CYP reflected on how this could be done with greater consistency, so that students can always be autonomous to support their own emotional wellbeing (rather than only on occasions when the school system allowed for this, associated with factors such as capacity/time of staff). The rest of this section provides greater detail of these points, alongside critically considering the relevant literature within the field. 
Participants spoke of co-regulation experiences being individualised, child-centred and flexible (Theme 2). This closely aligns with ‘responding and calming’ (Babcock, 2020) through developing skills and plans to manage escalation or crisis (Babcock, 2020). At SVHS, co-regulation experiences reflect a Neurosequential approach (Perry, 2006), prioritising calming the brain stem and ensuring basic needs are met (Maslow, 1943) before cognitive tasks (McCaleb & Mikaere-Wallis, 2005). Findings from students’ discussions highlight belonging to be enhanced through empowerment (Watson & Astor, 2025), for example, by developing coping strategies (Watson & Astor, 2025). Consequently, students seek greater collaboration and autonomy for co-regulatory opportunities, reflected in the literature as a long-term consequence of TIRAs (Jones et al. 2024). For schools considering a TIRA, how this is facilitated in mainstream secondary schools must be carefully considered. There appears to be a tension between the emotional literacy skills students are developing and the constraints of the school system they are situated within. Examples of school system constraints include curriculum demands that prioritise maximising students’ time in the classroom, hindering opportunities for them to access separate spaces to support emotional regulation. Safeguarding requirements also restrict freer movement, as CYP must be continuously accounted for when transitioning between classrooms and regulation spaces. This emphasises the need for schools to not only attend to developing the emotional literacy skills of CYP, but also the organisational conditions that enable CYP to use the skills. Such organisational conditions may consider factors such as how CYP who require frequent emotional regulation support do not develop gaps in their learning and how CYP are accounted for in different areas of the school. In doing so, CYP would be better able to apply the emotional literacy skills that they develop more meaningfully within their school setting. Without this, the efforts to build CYP’s emotional literacy skills risk becoming superficial or disconnected from their lived experiences. 

5.2.5 Working with parents/carers, families and the wider system
This section primarily addresses Theme 5. Addressing RQ1, TIRAs are embedded more systemically by having all staff members as coaches that parents/carers can get in touch with if they have any questions or concerns. The impact of this (RQ2) is increased reliability in home-school communication as capacity is increased across the school, improving trust and frequency of communication with parents/carers (from the perspective of school staff). An additional factor identified associated with the wider system and addressing RQ3 is the barriers that are created as a result of OFSTED pressures/expectations, DfE guidance and availability of external services. Each of these areas is addressed below in greater detail, linking the findings to relevant literature, policy and theory. 
At the micro-system layer, relationships with parents/carers were discussed as a valuable aspect of sustaining TIRAs at SVHS (Theme 5). They enable staff to develop holistic understandings of their students, aligning with Bronfenbrenner’s (1979) ecological systems theory. ARC (n.d.), YEF (2023) and Cherry and Froustis (2016) echo these findings. The findings stress the importance of schools considering how the systems and structures are developed to enable parent/carer relationships to be formed and maintained (Sharples et al., 2024). At SVHS, every staff member being a coach facilitates this, creating experiences for families built on trust and availability. This is one way a school may consider building the capacity to sustain parent/carer relationships that contribute towards the holistic development of CYP. Having said this, parent/carer contributions were not sought as part of the research. Additional research should seek to explore parent/carers experiences given their instrumental influence on relational environments (Blitz, Anderson & Saastamoinen, 2016) and to enhance the credibility of these findings.
Sharples et al. (2024) and De Grauwe and Haas (2022) explain that sustainability is dependent upon adapting to contexts, aligning with policies, local realities and government structures. Within the macrosystem, barriers associated with DfE and Ofsted were acknowledged by participants (Theme 5). Staffs’ desire to access more support from external agencies as well as collaborate with more schools embedding TIRAs is echoed in the DfE (2026) White Paper. This convergence between participants lived experiences and the top-down policy direction, suggests that this is a recognised national need as well as a local issue. This alignment strengthens the argument that enhancing inter-school collaboration and improving access to specialist services are not only desirable, but necessary conditions for embedding and sustaining TIRAs within mainstream school settings. Despite this, the type of collaboration is not made clear in the White Paper (DfE, 2026). Staff expressed a need to collaborate with mainstream secondary schools who have similar cultures and values. This distinction is important to acknowledge with regards to how to make collaboration most meaningful. The absence of this nuance within the White Paper (DfE, 2026) identifies a gap between national priorities and practical realities of embedding TIRA within a mainstream secondary school. This mirrors Benavides et al. (2025) perspective that there is a persistent policy-practice gap, affecting the implementation of reforms that must be considered to affect change. 
Although the most recent SEND White Paper (DfE, 2026) proposes reforms more closely aligned with TIRA principles, there is currently no acknowledgement about legislative changes such as the SEND Code of Practice. Coherence across these macro-level influences is important to ensure long-term sustainable change (Sharples et al., 2024). Therefore, additional consideration should be given to how professional teams and departments will work together within the mesosystem level to facilitate effective and sustainable change. This is recommended by Association of School and College Leaders (2025) who advise there is a need for cross-governmental, strategic and joined up working, specific to the contexts of a local area to facilitate sustainability within education. If this were to be the case in England, this may encourage and support schools to enact and embed TIRAs as a whole-school approach. Consequently, collaboration between schools would be easier to facilitate – a hope for participants at SVHS. 

[bookmark: _Toc226038990][bookmark: _Toc235024382]5.3 Evaluation of current study 
This section provides a critical evaluation of the research study. It will consider the WC methodology, conceptualising and measuring impact of TIRAs, contributions to the field, limitations and implications for practice. A reflection on the quality of the research will be included as well as considerations for future research and dissemination strategies. 

[bookmark: _Toc226038991][bookmark: _Toc235024383]5.3.1 Critical Evaluation of World Café methodology 
The WC prioritises intimate exchanges and collective wisdom, through a participatory approach (Fouche & Light, 2010; Lohr et al., 2020). This allowed for co-construction of meaning through collaborative discussions (Berg & Seeber, 2016), aligning with the aim of the research and the contextualist epistemology (McKenna, 2015). The café-style environment and use of circular tables enabled me to create a community of care, aligning with relationally attentive practice (Vasilic, 2022, pg. 385), valuing innovative contributions. 
Although WCs foster a non-judgemental and safe atmosphere (Brown & Isaac, 2005; Lohr et al., 2020), this method presented some limitations to the data analysis. The depth of the data did not always provide enough information to decipher and interpret participants experiences critically. For example, it would have been valuable to explore staffs’ experiences of school policies in greater detail through additional questions and prompts. This meant that reliance was placed on the table hosts’ interpretations of the discussions. It is possible that these did not accurately reflect the full extent of the rich discussions that took place throughout the WCs. For some table hosts, their transcripts were repetitive, capturing the entire discussion each time, as opposed to identifying and describing any further nuances or debates that took place throughout the WCs. Short briefings took place prior to the WC event (Klatt et al., 2025) that clarified facilitation skills (Newton, 2024). However, placing greater emphasis on the research aims and RQs may have been helpful to improve the confidence of table hosts and add additional credibility to the findings. In order to address the specific RQs, I also set the discussion points and parameters of the WCs. However, WCs can also be led entirely by the participants, leading to discussions on topics they are especially passionate about. It is important to acknowledge the influence that this positionality and agenda had on the nature of conversations that evolved. 

[bookmark: _Toc226038993][bookmark: _Toc235024384]5.3.2 Quality of Research Summary 
Reflexivity was continuously prioritised throughout the entirety of the research, captured in my reflexive journal, to ensure I always orienteered towards a critical realist ontology. As detailed in section 3.2.3 and Figure 9, it is recognised that my own biases and experiences will have shaped my approach to data collection and analysis. Methodological rigour was always prioritised (Braun & Clarke, 2013) with considerable consideration about how I could achieve trustworthiness. Examples and justification of the four pillars of trustworthiness (Ahmed, 2024) are demonstrated through engaging in frequent supervision, extended involvement in the data set, rigorous documentation and reflexive journalling (Tong, Sainsbury & Craig, 2007; Ahmed, 2024).  

[bookmark: _Toc235024385][bookmark: _Toc226038994]5.3.3 Implications for Educational Psychologists 
There are a growing number of Educational Psychology Services who are developing guidance on whole-school TIRAs (Wakefield Council EPS, 2025; Babcock, 2020). EPs often support schools by working systemically (Boyle & Mackay, 2007; Russell, 2019), viewing CYPs wellbeing through an ecological lens (Hanley et al., 2020). Given that embedding a TIRA culture should be a whole-school approach (Brighton & Hove Council, 2018; DfE, 2021; section 2.4), EPs are well placed to facilitate this work in schools. Consultative intervention is also central to EP practice (Scottish Executive Education Department, 2022; Royle & Atkinson, 2025). EP consultation is relationally orientated, underpinned by collaborative relationships that value individuals as equal (Guiney et al., 2014). The HCPC Standards of Proficiency also emphasise relational and systemic competence, requiring EPs to practice within a holistic and contextualised understanding of individuals and adapt practices across settings and systems (HCPC, 2024). This is conducive to encouraging a paradigm shift, which is further fuelled by the ‘experts at hand’ framework in the recent White Paper (DfE, 2026). Therefore, it is hoped that EPs will have greater capacity to be able to contribute to relationally orientated, consultative and system-wide support in the future. 
In light of the research findings, considerations of the implications for Educational Psychologists are outlined below: 
· Supporting schools to reflect on where they are in their steps towards embedding and enacting TIRAs. This would ensure that the support offered is appropriate and tailored to their individual contexts (Sharples et al., 2024; Benavides et al., 2025). EPs are well placed to support schools to reflect on frameworks such as Sharples et al. (2024) implementing change model and Souers and Hall (2019) to critically consider their next steps. This helps ensure that embedding TIRAs is not a tokenistic activity, rather an organisational paradigm shift (Maynard et al., 2019; Venet, 2021; Watson & Astor, 2025) that is a meaningful path to sustainable change. Psychological consultation tools such as Planning Alternative Tomorrows with Hope (PATH) and Appreciative Inquiry may help schools consider where they are at through a strengths-based lens. 
· EPs can provide safe and reflective spaces for SLT to critically consider their decision-making. Through using solution-focused and strengths-based psychology, EPs are well placed to ask challenging questions that encourage SLT to think differently about their approaches. 
· Facilitate reflective conversations with school members focusing on ecological systems theory (Bronfenbrenner, 1979). EPs are well placed to facilitate and encourage collaborative working across systems (e.g. social care, family hubs and support services). 
· Opportunities such as CoP groups can be facilitated by EPs in the first instance. EPs can model the expectations of these groups and facilitate conversations to encourage collaborative conversations between staff members. Over time, EPs may work to upskill and empower staff members who then feel able to lead on these groups themselves. 

[bookmark: _Toc226038995][bookmark: _Toc235024386]5.3.4 Contributions of the current research 
This research presents a case study example for other school settings to learn from if they are interested in TIRAs. The research highlights five key questions (based on the themes develop from analysis). These could be used by schools to inform discussions for schools considering or already embedding a TIRA: 
· How do we create experiences for CYP to experience relational safety? 
· How do we prioritise and sustain the emotional support and wellbeing experiences for students?
· How do we foster identity, belonging and fulfilment for all members of our school community?
· How do we authentically incorporate staff wellbeing within our priorities as a school?  
· What are the systemic conditions that influence our ability to sustain TIRAS and how can we manage these?  
To the best of my knowledge, WC as a research methodology is a relatively new concept in the EP field, with only two other EPs having used it in research (Kimber, 2024; Newton, 2025). It would be valuable for more research to take place using the WC to develop a better understanding of its applications as a research methodology specifically within educational psychology. 

[bookmark: _Toc226038996][bookmark: _Toc235024387]5.3.5 Limitations 
The research focused on one case study school. Although there was a sample size of 48 participants, the findings are specific to this unique context. Therefore, the transferability of these findings should be decided by the individual who is applying the findings to their specific context (Patton, 2002). A case study approach was important to this research given the critical realist ontology and contextualist epistemology, emphasising that there is no such thing as ‘one size fits all’ (Pellegrini & Vivanet, 2021). This challenges the idea of a “recipe book approach” (Pellegrini & Vivanet, 2021, pg. 35) to pedagogy, prioritising human-centred approaches.  
The recruitment process used for the student sample was at risk of positivity bias given the decision making by the Head Teacher (section 3.4.4). This could have led to participants who may have offered different perspectives not being included. However, the aims and philosophical orientations of the research did not focus on the ‘success’ of TIRAs which was made clear with the Head Teacher. Additionally, further measures were put in place to reduce the risk of positivity bias (section 3.4.4). 
The RTA phases aimed to always be systematic, robust (Clarke & Braun, 2021) and reflexive (Braun & Clarke, 2022). Regular supervision also took place with other TEP researchers and academic supervisors to discuss the data set and ensure the interpretations of data were grounded in the participants’ accounts (Braun & Clarke, 2022). Despite this, I was the sole researcher who analysed the entirety of the data set. Roy et al. (2011) and Elo et al. (2014) note that having more than one researcher is preferred given the multiple interpretations of the data that occur, increasing the likelihood of developing more accurate and rich descriptions of the phenomenon being explored. Due to the boundaries and context of this research, it was not realistic for multiple researchers to engage with the data. However, clear threads of the decision making with regards to data analysis were logical and document (as described in section 3.6) to capture the iterative and contextual decisions (Pearson et al., 2025), improving the dependability.  

[bookmark: _Toc226038997][bookmark: _Toc235024388]5.4 Considerations for Future Research
Based on the findings and considering that this research was based on a case study school (Pellegrini & Vivanet, 2021), future research may consider: 
· Collaborative inquiries into gathering the views and experiences of school members in other mainstream secondary schools who have embedded a TIRA culture and ethos. Watson and Astor (2025) emphasise that researching TIRAs in multiple ways is important to understand multidimensional concepts such as TIRAs. 
· Exploring the experiences and perspectives of parents/carers whose children attend a school that embeds a TIRA culture and ethos. 
· Understanding how a TIRA culture is infiltrated and shapes teaching and learning as part of a whole-school approach to TIRAs (Brighton & Hove, 2018; DfE, 2021). 
· A narrative enquiry into staffs’ experiences of working with a TIRA ethos to develop a comprehensive interpretation of the impact of a TIRA on staffs’ mental health and wellbeing. 
· Participatory research to explore and understand what coaching groups are and how they can facilitate a sense of safety and belonging for CYP.  
· An action research approach to exploring how TIRAs are embedded within the macro-systems of a school to facilitate connection and collaboration between outside agencies and support networks. 

[bookmark: _Toc226038998][bookmark: _Toc235024389]5.5 Dissemination of Research 
Considering how the gap between research and practice can be narrowed is important (Sedgwick & Stothard, 2021), informing the dissemination strategy. Harmsworth and Turpin (2002) identify three dissemination purposes: awareness, understanding and action which informed my decision making.  
In line with BERA (2024) ethical guidelines, I acknowledge my ethical responsibility to present the findings to SVHS. Before any wider dissemination occurs, I will present the findings to governors and SLT to continue this collaboration and gather feedback (Boardman, Cont & Davey, 2024). 
To develop EPs understanding of TIRAs in mainstream secondary schools, I also intend on presenting the findings within my EPS and hopefully to a TIRA regional working group. I intend on facilitating discussions within this, focusing on how the findings might inform our future practice and approaches with secondary schools.  
As a TEP, I am motivated to contribute to the experiences of other TEPS. I will present my research to the TEPs at University of Sheffield towards the end of the academic year as well as explore opportunities through the British Psychological Society and strategic working groups. 
I also hope to publish the research in a peer-reviewed journal article to aid further dissemination.














[bookmark: _Toc235024390]6.0 Conclusion
It is acknowledged that this research did not aim to evaluate the success of embedding TIRAs, rather to explore the experiences of staff and students attending SVHS - a mainstream secondary school that embed a TIRA culture. The research intended to develop an understanding of how TIRAs could be conceptualised, the impact of the culture and the facilitators and barriers to sustaining it. Using a WC methodology to gather the perspectives of staff and students, the research hoped to address a gap in the literature, providing a mainstream secondary school case study example that other schools could refer to who may be interested in TIRAs. 
Each RQ has been addressed to provide a comprehensive case study example of how a mainstream secondary school has enacted and embedded TIRAs. When considering ‘What do trauma-informed and relational approaches look like from the perspectives of staff and students who attend a mainstream secondary school that adopt a whole school approach to trauma-informed and relational approaches?’ (RQ1), primarily this centred around staff adopting values of care, emotional warmth and attunement. Staff are emotionally available, actively listen to students and connect with them to understand them as individuals. CYP are supported to develop their emotional literacy skills through a range of opportunities that are flexible and individualised. Additionally, CGs provide emotionally containing spaces, supporting students as well as enhancing connections with parents/carers. TIRAs are seen as a collective endeavour, underpinned by professional solidarity, where staff work collectively to uphold and sustain a TIRA culture and ethos. Staff wellbeing is also an important and valued aspect of a TIRA. This is embedded through exercise groups, counselling, informal catch ups and emotional containment from colleagues. 
In relation to RQ2 ‘What do school staff/children and young people see as the impact of trauma-informed and relational approaches for any aspect of the individual, school system or wider community?’, CYP and staff describe feeling safe, valued, respected and connected, with there being a mutual recognition and empathy between staff and students, co-creating relational safety. Participants describe the impact of this as viewing school as a metaphorical ‘home’, associated with a culture of belonging and inclusion. CYP also develop their emotional literacy skills, enabling them to be better able to manage their emotions. Discussions highlighted how CYP have a positive sense of self, linked to TIRAs being non-blaming. The impact of TIRAs in relation to job satisfaction were also captured. Staff enjoy coming to work and consequently are committed to the TIRA ethos, facilitating the sustainability of the approach. Having said this, TIRAs can be emotionally draining, illuminating the need for staff wellbeing support to be prioritised (addressed in RQs 1 and 3). Furthermore, the impact of coaches having relationships with parents enables them to understand their CYP holistically, meaning the support put in place for them is better able to meet their individual needs. 
RQ3 focused on ‘What are the facilitators and barriers to adopting a trauma-informed and relational approach across aspects of the whole school?’. Key findings highlighted difficulties that occur with embedding boundaries consistently whilst prioritising relationships and connections; ensuring there is enough time protected to prioritise relationship building and emotional support; and macro-level constraints (including OFSTED, DfE guidance and access to external services) which impact schools’ ability to deliver the provision needed to meet the needs of CYP.
The research did not seek to establish a single truth with regards to conceptualising TIRAs in mainstream secondary schools, rather provide an insight into one schools individual and unique journey, contributing to the literature with regards to how TIRAs could be conceptualised. Therefore, other schools interested in this research should determine the transferability of these findings in line with their specific context. 
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[bookmark: _Toc235024393]Appendix A: Critical consideration of additional theories 

Attachment theory in the context of the classroom
Attachment is described as a “lasting psychological connectedness between human beings” (Bowlby, 1969, p. 194), which enable proximity-seeking behaviours for the purpose of safety, security and stability (Meadows, 2012; Bomber, 2020). The divert focus of attachment theory from individuals to the child-parent relational dynamic facilitates a shift in narrative from ‘what is wrong with you’ to ‘what has happened to or for you’ (Golding, 2007; Perry & Winfrey, 2021). This thinking applies to the child-teacher relationship within the classroom (Parker, 2022) and can be exceptionally powerful in shifting the conversation and widening considerations about how we can re-establish feelings of love and security. 
The key role of consistent school staff is acknowledged through the lens of attachment theory (Bergin & Bergin, 2009; Cramond, 2021), recognising that nurturing relationships that provide safety and stability can be created beyond the family context (Robinson et al., 2016). Bomber (2007) describes attachment as our own patterns of relating to others who hold significance, which is variable amongst educators depending upon a CYP’s attachment style (Main & Solomon, 1986). This is also influenced by their internal working models which shape the development of future relationships (Holmes, 2014). It is understood such nurturing relationships may mitigate some of the potential negative outcomes CYP may be exposed to if they have not experienced positive relationships in other contexts (Driscoll & Pianta, 2010). Having said this, particularly in secondary schools, CYP experience daily changes in staff which is likely to impact the consistency and quality of student-adult relationships (Murray-Harvey, 2010; Cramond, 2021). This is compounded by the pressures on school staff, impacting the time they have to prioritise relationship building (Roustique-Forrester, 2005).
This theoretical understanding reflects whole-school approaches that are centred around safety, reliability and predictability (Crouch, 2015). By CYP feeling safe in their environment, they are more able to explore their difficulties and barriers to learning, which in turn, enables them to thrive (Geddes, 2006).
When considering this theory, it is however important to acknowledge the western-based notions that rely heavily on the notion of love and warmth from primary and secondary attachment figures. This is questioned in other cultures, whereby community and cultural attachments are the norm and children are supported in their early development by a range of adults from within that group (Quinn & Mageo, 2013). Not only does this provide support for biological parents, but the child’s development also encompasses a sense of sociability, community and belonging (Cliffe & Solvason, 2022). How this informs educational practice and the implementation of TIRA in schools is something that needs to continue to be explored.

Relational-Cultural Theory 
Relational-Cultural theory is underpinned by Gergen’s research that describes education as a set of processes that intend to enhance relationships (Gergen, 2009). This contrasts significantly from the current UK mainstream education approach that is designed to enhance individual minds (Wortham & Jackson, 2011). Additionally, it conflicts with some of the historical psychological theories that placed emphasis on a universal human individual whose psychology can be definitively modelled (Wortham & Jackson, 2011). Gergen’s theory is underpinned by social constructionist thinking, emphasising that human knowledge, self and behaviour are constructed through relationships and dialogue, moving beyond individualist explanations (Westerman, 2013). Despite criticism as a result of introducing such a different lens through which to view human behaviour, 
This focus on relationships and social interactions shaping an individuals’ character, meant Gergen believed that “all psychological processes can be reconstructed as relational processes” (Gergen, 2011, p.208). Where attachment theory describes ‘relationships’ as the coming together of two separate entities, which becomes one entity once they have formed a relationship, Gergen challenges the notion of ‘entities’ and proposes that there is a relational process that stands before entities emerging. This relational process is generated through conversation and relational dynamics that convey a range of meanings and is co-constructed between teachers, students and peers within an education context. 
To offer a critical perspective, I continue to grapple with the fact that it almost entirely dismisses all other contributions made within the subarea of the discipline (Westerman, 2013) including the natural world and historical culture. I am uncertain whether this approach can be seen as the only explanation for individual interaction, particularly with the influence of culture, religion and traditions (Slife and Richardson, 2011) playing a crucial role in the development of an individual. I am also cautious that within the context of education, whilst the theory offers a philosophical foundation, this may be somewhat abstract and hard to operationalise within the school setting. In light of this, I am keen to ensure I remain curious and open minded to continue to explore alternative perspectives critically.















[bookmark: _Toc235024394]Appendix B: Souers and Hall (2019) Spectrum of Trauma Savvy Practices 
The Spectrum of Trauma Savvy Practices.  Adapted from Relationship, Responsibility and Regulation. Trauma –Invested Practices for
Fostering Resilient Learners (Souers & Hall, 2019). 





	Definition
	A setting that not only lacks safety but also is actively unsafe for students and/or adults
	A setting that does not take childhood trauma into consideration in policies and practices
	A setting where stakeholders have acquired some knowledge about childhood trauma and are versed in related strategies /responses
	A setting where stakeholders have consented to act  on their knowledge truly working together to enhance safety across the board

	Behavioural focus
	Sudents are publically shamed for “misbehaviours”, triggered intentionally to prompt removal, isolation, physical restraint  and are
embarrassed in their inability to
conform
	Discipline practices address behaviours only, without acknowledging what might be causing disruptions
	Trauma based responses/ strategies are used intermittently across the settings, including positive reinforcement, safe social emotional learning (SEL) opportunities/ curriculum
	Expectations are clear and adults collaborate with students to help them navigate ways to experience success, notice their own strengths and attempts

	Academic focus
	Grading is punitive, students are not given multiple chances to show their growth and students are neither engaged or challenged
	Teachers display a lack of flexibility in connecting with individual students and the academic focus overwhelms the whole child approach
	The whole child tenets – healthy, safe, engaged, supported and challenged – are taken into consideration fairly consistently.
	Staff are flexible and adaptable, ensuring opportunities for each and every child to be successful as a learner through personalised, whole child approaches


[image: ]

	Attendance focus
	There is no effort to encourage students to come to school / provision. Their absence is not the schools problem
	Student attendance is recorded
	Student attendance is monitored and students are encouraged to attend school
	Adults partner with students, families /carers to welcome and where necessary other agencies to invite them to school. All commit to increasing attendance

	Relationship focus
	Staff overtly show distain or indifference to students as human beings (i.e are not mind minded) verbally and /or non-verbally. Minimal effort is made toward building relationships with sudents
	The focus is on academics, test scores and the “business of education” to the detriment of building relationships
	Many staff members value relationships and understand the important of connecting with students on a personal level
	Adults ensure that every child has a meaningful champion/advocate in the setting emphasising relationships as a conduit for learning and instilling feelings of belonging

	Responsibility focus
	Student behaviours are viewed through the lends of “will/ won’t” rather than” can/ can’t (as yet)” Staff base determinations about sudents’ potential to learn and succeed on preconceived ideas and are not motivated to discover exceptions that disconfirms bias. Staff take students’ responses to events personally and interact in ways that may contribute to their lack of self-worth.
	Student behaviours are often viewed through the lends of “will/ won’t” rather than” can/ can’t (as yet)” Staff jump in to rescue children at the slightest sign of struggle (doing their thinking and feeling for them). Adults typically see 70% of students as having potential and do not view themselves as a resource for the remaining 30%. Staff see their roles as solely academic and view the development of responsibility as the students’ job.
	Many students view challenges as opportunities for growth and skill development. The growth mindset is prevalent among both staff and students. Staff encourage students to try new things, own their own successes and struggles. Staff believe all children / young people have potential and work to help them achieve their best. Mistakes
/missteps  are seen as a natural part of learning
	Adults create safe spaces where students can learn, struggle, fail, persevere and eventually succeed. Staff embolden and encourage students to tackle any task they desire, take proactive steps to support aspirations. Staff work hard to help improve self-worth, self-belief and understand that resilience is strengthened through rupture and repair. Non shaming, restorative approaches are used consistently to address differences, conflict.
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	Regulation focus
	Staff react to dysregulated students with frustration, anger and irritation. It is not safe for students to show their true emotions so they may try and hide them from adults.
	Students have no safe outlet for their emotional responses to life’s uncertainties. Staff act according to the belief that students should “pull themselves together and just get on with things”.
	Staff understand the need for brain / sensory breaks and choice yet still feel they have trouble being available for students and at the same time hold them accountable for their behaviours. Staff recognise that students can’t learn well if they are not regulated and work toward creating safe environments that support learning
	Students have many opportunities for practicing regulation by adults offering co-regulation experiences/ activities. Staff notice and respond to early signs of distress or upset,, teach students appropriate times and ways of accessing soothing experiences  Students have been taught and given opportunities to practice how to communicate their needs effectively  and healthy ways to regulate so they can learn. All stakeholders agree to foster a safe environment to help students and adults remain in a calm, alert state (upstairs brain) and not feel overwhelmed with stress, fear or terror (downstairs brain).

	Other descriptors
	Adults rely on the exit strategy (isolation, exclusions) and are not committed to the whole child
	Adults may or may not know important information about individual students  e.g. name, history of school experiences interests, goals, aspirations
	There is an appetite for and systems set up to learn more about childhood trauma and what can be done to help students become successful
	The whole school / team is committed to incorporating trauma
informed practices  into the workplace for every pupil
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	Words and phrases you might hear
	●
●
●
●
●
●
●
●
●
●
	Failure
Lost cause
Worthless
Waste of time
Not my responsibility Why bother?
I’m not interested
Chaos
Punishment
Never, always
	●
●
●
●
●
●
●
●
	Results first I have to cover the curriculum Don’t have time
It’s not my job This is what we have always done
It works for most students
We can’t make exceptions
Sometimes
	●
●
●
●
●
●
●
●
●
●
●
●
	Childhood adversity / developmental trauma
At risk / vulnerability
Regulation
Relationships
Responsibility
Potential
Possibility
Strengths / assets
Competing demands
Goals
Social emotional learning
(SEL)
Safe enough, healthy enough
	●
●
●
●
●
●
●
●
●
●
●
●
●
●
●
	Whole child
Differentiation
Enabling environments
Celebrating success and  attempts
Building skills
Enjoying / savouring the moment
Let’s work together
Let’s think  - curiosity / reflection
I’m here for you
Co- regulation
Disconfirming experiences
Flexibility
Collaboration / partnerships
Secure  base /safety net
Predictable, consistent

	
	
	
	
	
	
	
	●
	Relentless care / warmth

	
	
	
	
	
	
	
	●
	Resilience

	
	
	
	
	
	
	
	●
	Connecting

	
	
	
	
	
	
	
	●
	Restoring and repairing

	
	
	
	
	
	
	
	●
	Reducing shame

	
	
	
	
	
	
	
	●
	Recovery journey

	
	
	
	
	
	
	
	●
	Optimistic



	Mindset needed to move forward
	First, do no harm
	Gain awareness and do as much as you can
	Be intentional and implement knowledge
	Collaborate often and refine your practices
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Throughout the research process, I have been acutely aware of the dual role I have as both a researcher and a governor at SVHS. This positionality has shaped my thinking, my decision‑making, and the way I have interpreted the data. Being a governor has given me an insider perspective on the school’s culture, priorities, and challenges, which has enriched my understanding of the context in which the research took place. I have experienced the ‘relational feeling’ of being in the school, observing first hand how staff respond to CYP with emotional warmth and attunement. Baring this in mind, it has required ongoing reflexivity to ensure that my interpretations remained grounded in the data rather than influenced by my existing knowledge and assumptions.  
My governor role meant I entered the research with a pre‑existing commitment to the school’s development and wellbeing. This created a tension between wanting to highlight strengths and needing to critically examine areas for growth. I found myself questioning whether I was interpreting participants’ comments too generously, or conversely, being overly critical because I was already aware of certain organisational pressures. This awareness prompted me to continually check my reactions, ask myself whose voice I was prioritising, and revisit the data with fresh eyes to ensure I was not allowing my governance responsibilities to overshadow the research aims. It has been helpful for me to think about my role as a governor as a ‘critical friend’, reducing the loyalty I feel towards the school to find certain things or interpret things too positively. I have reminded myself that where barriers or debates arise in the data, this is helpful to feedback to school within the role of a ‘critical friend’.
On occasions, my governor role felt advantageous. For example, I had an awareness of what ‘coaching groups’ are and how they function at the school, which informed my interpretations of participants discussions. I acknowledged the risk of me assuming a shared understanding with participants. However, I constantly reminded myself to remain grounded in the data and be curious about what participants interpretations of these were, documenting my assumptions in my reflexive journal and during the coding process on NVIVO. 
Ethically, I was mindful of the power dynamics. I reflected carefully on how to approach this during the planning of the World Cafes, aware of how participants might perceive me and whether this influenced what they chose to share. I particularly liked the World Café as I was situated separate to the research and was not directly involved, hopefully reducing some of these concerns. Reflecting on the World Cafes, I felt my governor role contributed towards creating an informal environment because of the rapport I already had with some staff and students. I did emphasise confidentiality and voluntary participation numerous times throughout the World Cafes and in the paperwork, to try to reinforce this further. 
To summarise, I have found that being a governor at the case study school has been both a resource and a responsibility. It has deepened my insights but also demanded greater reflexivity. I have had to think critically about positionality, power and interpretation and really valued academic supervision to continuously revisit this. Being a governor has shaped my commitment to presenting the findings with integrity, transparency and respect for the school community. 
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Appreciative Inquiry was explored. This approach promotes partnerships and positivity through “a cooperative search for the best in the people, their organisations and the world around them” (MacCoy, 2014, p.104). This strengths-based perspective, focusing on success (Bushe, 2024), was appealing given the exploratory nature of the research. However, Grieten et al. (2018) suggests that this can prevent participants from acknowledging the deficits and issues. Fitzgerald and Oliver (2006) term this ‘censoring’ whereby experiences or expressions judged not to fit with the norms are ‘censored’. When critically considering the RQs, it became apparent that this was necessary and so this approach was deemed inappropriate. 
Realist Evaluation (Pawson & Tilley, 1997) was also considered. This approach aligned with the research as it explores contexts, mechanisms of change and outcomes. However, recognising the complex nuances of TIRA did not align with the explicit programmes that realist evaluation is most often used for (Graham & McAleer, 2018). It therefore felt inappropriate to use given the philosophical and qualitative orientation of the research.  
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[image: A collage of cards with words

AI-generated content may be incorrect.]Ground rules that were placed on each table. These were discussed at the start of each World Café: 
















The World Café Community Foundation. (2023). Table cards image bank. The World Café. https://theworldcafe.com/tools-store/hosting-tool-kit/image-bank/table-cards/ 
© The World Café Community Foundation. Licensed under CC BY 4.0. https://creativecommons.org/licenses/by/4.0/
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Examples of refreshments and décor used to create a café-like environment
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[bookmark: _Toc235024399]Appendix G: World Café resources 
[image: ]Examples of the variety of resources available to support participants to contribute their thoughts and feelings: 
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[bookmark: _Toc235024402]Appendix H: Visual of World Café process 
Diagram of how the World Café process would happen through four rounds:
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Personal reflections following facilitating the World Café sessions: 
The majority of staff expressed: 
· How valuable the session had been to give them space to reflect on the work they do 
· Some staff were keen to utilise the model/structure in their own team meetings (half-termly/termly) to facilitate conversations and discussions 
Battled with not being able to get quite as much depth through 'narratives', but was pleased to have had so many staff and students eager to participate and give their voice. 
Music really facilitated a calming atmosphere. 
I found it challenging to not engage in conversations/dialogue myself due to wanting to be part of the conversations and share some of my stories. This meant I withdrew myself more from the space and stood on the outskirts. I'm unsure of the impact this may have on how comfortable people felt. I think I was aware of this and so tried to go above and beyond with making the space feel hospitable, calming and safe (e.g. using music, food, drinks and fidgets). It was important to me that my relational values were demonstrated clearly. I thought a lot about how I would feel if I were participating in research and what may support me to feel calmer and more able to express my views/thoughts. 
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Examples of the documentation provided to Table Hosts to refer to during the World Cafes: 
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[bookmark: _Toc235024405]Appendix K: World Café introduction overview 
Introductory slide that welcomes participants and highlighted key information that was discussed: 
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[bookmark: _Toc235024406]Appendix L: Debrief following the World Café 
Information that was provided to all participants during a debrief following their participation in the research:
Staff information 
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[image: ]Student information 


[bookmark: _Toc235024407]Appendix M: Written and visual artefacts 
Images consist of all tablecloths used for data analysis:












Staff tablecloths
Tablecloth 1 – What do you see when you look at trauma informed and relational practice at Spen Valley High School? 
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[image: ]Tablecloth 2 – What have been your best times here at Spen valley and the times you’ve really looked forward to coming to work, what contributed to that? 










Tablecloth 3 – How do we keep our best trauma-informed and relational practice at Spen Valley High School?
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Tablecloth 4 – What is missing from the picture so far? Where do we need more clarity? 
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Tablecloth 5 – Add to the map of Spen Valley’s journey from 2017 (when trauma informed way of working was introduced) to now. You could include key moments, challenges and achievements. 
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Student tablecloths
Tablecloth A – What does ‘belonging’ and ‘feeling safe’ at Spen Valley mean to you? 
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[image: ]Tablecloth B – What have been your best times at Spen Valley and the times you have looked forward to coming to school? Was there anything that helped make that happen?
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Tablecloth C – What does Spen Valley need to keep doing for students to feel safe and have a sense of belonging? 
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[image: ]Tablecloth D – If you were the Head Teacher for a day and wanted everyone to feel safe and have a sense of belonging, what rules or changes would you make? 







Tablecloth E – A trauma-informed and relational school is like…
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[bookmark: _Toc235024408]Appendix N: Table Host transcripts 
Example extracts from the table host transcripts used for data analysis: 
Staff Table Host transcripts
Table 1 – What do you see when you look at trauma informed and relational practice at Spen Valley High School? 
So this table is focussing on what do you see when you look at trauma informed and relational practice at Spen Valley? And some of the things that the other groups have spoken about are around people being genuinely interested in children and actually liking children and wanting to work with them and to make a difference. Helping them to regulate, but it then being difficult, a bit of a challenge to then regulate ourselves when trying to be there for the children all the time. And then we spoke a little bit as well about the things that are there to help you with that, so the counsellor, HYrox, informal cuppa at 3, different things like that that might be there to support you and how you all support each other as a team and you're all there for each other and understand. We spoke about people, but going above and beyond, and the extra mile, so that might look like, so we spoke about the class charts and how the students access this outside of school time. So it's not just that you've finished the school day, go home and that's it. They've still got that ability to to contact staff and to make any safeguarding disclosures if they need to. Some people spoke about how it seems like common sense and there's not rules just other sake of rules, like detentions of forgetting your pen and things like that, and the relationships with home as well and the consistency between home and school. It was also spoke about how children are proud of the school, so they might be somewhat negative about the school towards you guys, but then if a visitor comes in they are very positive about it and want to show it off. But then we did also speak about how it can be overwhelming and some people can struggle with maybe the lack of boundaries and consistency, but there was some scope for discussion around that, so some were saying that there can actually be boundaries put in place. It's just about how you work with those but yeah. 

Table 2 – What have been your best times here at Spen valley and the times you’ve really looked forward to coming to work, what contributed to that?
Our discussion point is What have been your best times here at Spen Valley and the times you've really looked forward to coming to work? What contributed to that? So the first message that was coming out was making a difference to young people's lives and feeling a sense of fulfilment in doing that. This experience expanded to knowing the children and young people that you work with and really valuing them, creating a safe space for them, and also the family aspect that you have in this school, that you're all a team and that as a team, you support one another and that makes you better people. You have better relationships and then that makes you better for the young people as well and you're happier. And then there was celebrating success that brings some of you to work, not just sporting success, but also aspects of kindness and just celebrating the young people for being who they are. So those were the main messages that have come out so far. Also, school trips was a nice one that everybody mentioned and the teacher Panto that was really enjoyed by all. So I don't know if you want to bring something else to this discussion or if you want to elaborate on that. So that is what have been your best times here at Spend Valley and the times you've really looked forward to coming to work, what contributed to that?

Table 3 – How do we keep our best trauma-informed and relational practice at Spen Valley High School?
How do we keep our best trauma informed and relational practice at Spen Valley? So, some of the key themes that we've seen so far has been around the consistency in our approach, consistency to our CPD. Not breaking promises with the kids, making sure that we're always taking an interest in them, and making them feel valued, understanding, taking that holistic approach you know, understanding the context underpinning their behaviours, using humour, showing our own emotions and actually modelling, you know, regulation strategies, all those things.

Table 4 – What is missing from the picture so far? Where do we need more clarity? 
So this is more about barriers. So it's more about kind of what's missing from what you know, what's already here from the picture. Maybe where do you need more clarity? I do have more prompt questions if you need a bit more kind of ideas.
But basically the general consensus has been kind of like I think what someone summarised really well is that you know its the right approach, but that doesn’t make it easy. It's not the easiest way to do things. A lot of people talked about time, like new staff need sometimes extra time adjusting particularly because they've come from other places where they've used the consequence system.
Because you want to work in this particular way, you know, you're not glossing over problems but that means it takes more time to fix things because you wanted to actually fix things. Um, a lot of things about time and spending more time as a staff members together, and like, then we talked about maybe best practice and the fact that you’re kind of ahead of the game. It means in terms of your development, you don't have a lot of other places to go that are mainstream. You might be able to go to special provisions and see what they're doing, but in terms of mainstream settings, you've no one else to look up to which, like, sometimes is not helpful for your development because you don't know where to look or who to go to kind of thing [someone interjected “I disagree with that”]. 
So, that was the general consensus. Yeah, in terms of, as well, some talked about kind of being mentally draining, particularly for students who are not doing restorative stuff or we talked about you know, where there is a fine line between letting students get away with things but then also being understanding which can feel a bit difficult which affects mental wellbeing. 

Table 5 – Add to the map of Spen Valley’s journey from 2017 (when trauma informed way of working was introduced) to now. You could include key moments, challenges and achievements. 
OK, so we're doing a journey from 2017 to 2025 to the future of how trauma informed practice has made a difference. What can you notice? It might be positive, might have been negative. So… Old culture, like, just around 2017, didn't happen for these students at the start, students came second and no relationships. Students had aggressive behaviours, about physical, broken community. Then 2019, students could be intimidating at times. But then in 2020, it felt like they did everything in COVID very, very well, like, kept the connections with the students, kept their relationships, making them feel important and valued. Then they introduced the wellbeing dogs, Steve and Ralph. The governors appointed had an understanding and they've got that back up all the time. Students started to understand their own behaviour, so they're able to do that reflective practice. Students speak up and challenge other students’ behaviour in class, like protecting the teachers. Professional challenges and accountability. I don't know what that one means... Professional challenge... Oh, it's to professionally challenge, that empowerment to be able to professionally challenge each other and peers in a safe way. Strong relationships with the coaches, parents and carers helps you manage behaviour better because you are working together.  Second home. Kids want to know about you your personal life and your family and it feels safe to do that. Students ask how you are when you meet and greet them. Not black and white sanctions. We know students fully and their families. A strong sense of belonging towards 2025 and restorative conversations, and teachers are able to talk about how they're feeling and reflect on that with the students.

Student Table Host transcripts: 
Tablecloth A – What does ‘belonging’ and ‘feeling safe’ at Spen Valley mean to you? 
OK, so this table is all about what does belonging and feeling safe mean to you. Okay, so some of the discussions we've had already talk about the teachers, maybe making time to talk to you about your interests, finding time for small talk, so it's not just about learning, it's about them getting to know you as a person as well. We've also talked about them making time for you if you're upset and helping you to sort problems, and how at break times there's lots of teachers around to go to and there's a big safeguarding team. So if you don't feel safe, you've got people that you can go to specifically about that. We've also spoken about some things in school that help people to feel calm, so we've spoken about different areas that people can go to if they need to, like PLP, and like the allotment if they want to spend time outside, sensory room, and we've spoken about the therapy dogs as well that help people to feel calm.. And then in terms of belonging, we've spoken about like team sports, like being part of teams, we've spoken about your coaching groups and how you can speak to your coaches and we've spoken as well about like performing arts and how those shows bring everyone together and create a bit of a community in school.

Tablecloth B – What have been your best times at Spen Valley and the times you have looked forward to coming to school? Was there anything that helped make that happen?
Our discussion point is, what have been your best times at Spen Valley and the times that you've looked forward to coming to school? Was there anything that helped make that happen? And the first groups, the main message that's come out is that the friendships that you have, that you feel like you belong, that teachers have an understanding of who you are and that coaching is a really important part of your day because you get to feel heard, you get to say how you've been feeling and there's no judgement. And someone said, you can always tell when someone's not themselves because you all know each other really well. So let's see if we can come up with our own ideas and elaborate on those.

Tablecloth C – What does Spen Valley need to keep doing for students to feel safe and have a sense of belonging? 
OK, so our question is what does Spen Valley need to keep doing for students to feel safe and have a sense of belonging? So we've had lots of really interesting ideas so far. There's been a lot around sort of being made to feel safe by the relationships that you might have with staff members, asking how you are or them being able to identify maybe when you are struggling a little bit or you feeling safe enough to be able to ask for support. We've had quite a few recommendations that students have made in this group as in that are probably a little bit more similar to what you've had on the last page and they've included things around feeling like sometimes things can be a little bit unfair and there might be some injustices, but generally, they feel quite safe. and have that sense of belong here.

Tablecloth D – If you were the Head Teacher for a day and wanted everyone to feel safe and have a sense of belonging, what rules or changes would you make? 
OK so the discussion point for this table is if you were a head teacher for a day and wanted everybody to feel and have a sense of belonging what changes would you make? So the previous groups before you, they seem to talk a lot about being being able to the toilet when you need to. So the toilet would be open all the time and the teacher would use their intuition and let you go if it's obvious you need it. Another one was dealing with, when you report like being bullied, so they were saying, it would better if there were restorative conversations sooner, and maybe looking at separating you from the bullies, like letting you go in different lessons so don't have to see them anymore. The toilets again. In terms of ladies' periods, they were saying it would be better if the sanitary products were in the toilet cubicle instead of on the corridor, because people can see when your collecting things. Another one was the medical room. If you feel faint or you're hungry, they don't actually officially have anything they can give you to eat. So it's a bit better if the medical room had things they could give you. They do apparently but it’s people's personal lunch, like snack. Oh, yeah, yeah. It's like the there's a really nice lady. I don't know her name, but um she's really nice and if you like feel faint or anything, she'll give you something of hers. So they were saying that as a well, that would be better if the kids could do like that. Quicker access to a time out pass or PLP card, but they're also saying that if you feel like you need it, you should be able to access that as and when anyway, you shouldn't have to have a card and they were saying if you, because you've all got good relationships with the teachers, if you feel like you need to take time out or go for a move break, you should just be able to do that.

Tablecloth E – A trauma-informed and relational school is like…
So some of the things that other people have said, is it's very different to other schools. So teachers care about you, teachers are more caring. Some people talked about how you could be a bit more calm here that there's always somebody to go to. Um, some people talk about it being much more personal Um, Some people talked about it being, you know, different to other schools, they've gone to and all about kind of community and there being like a helping hand. So some of the metaphors people have drawn were like this person drew butterflies in their tummy, but then they've drawn a thing called an anxiety killer because coming to school means that they don't have butterflies in their tummy, If that makes sense. Um, someone else drew the big, do you know the big orange guy from inside out two? So he's like, anxiety and worry. So they've said, worry doesn't win when you come to this school, someone else drew a safety net, with the person falling saying coming to a school like this is like a safety net there. Being a safety net. 


[bookmark: _Toc235024409]Appendix N: Invitation to participate – staff 
[image: ]Invitation provided to staff members to request their participation in the research: 













[bookmark: _Toc235024410]Appendix P: Information sheet – staff
[image: ]Information sheet provided to staff members who were interested in participating: 













[bookmark: _Toc235024411]Appendix Q: Consent form – staff 
Consent form that staff were required to complete prior to their involvement in the research: 
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[bookmark: _Toc235024412]Appendix R: Invitation to participate – student 
[image: ]Invitation given to students to request their participation in the research: 












[bookmark: _Toc235024413]Appendix S: Information sheet – students
Information sheet provided to students who were interested in participating: 
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[bookmark: _Toc235024414]Appendix T: Consent form – students
Consent form that students were required to complete prior to their involvement in the research: 
[image: ]



















[bookmark: _Toc235024415]Appendix U: Information sheet – parent/carer
Information sheet provided to parents/carers whose child expressed an interest in participating in the research: 
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[bookmark: _Toc235024416]Appendix V: Consent form – parent/carer
Consent form that parents/carers were required to complete prior to the child’s involvement in the research: 
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[bookmark: _Toc235024417]Appendix W: Ethical approval 
[image: ]Certificate detailing Ethical Approval granted by The University of Sheffield Ethics Department: 





[bookmark: _Toc235024418]Appendix X: Ethical principles and considerations 

	Ethical principal
	Consideration and actions taken 

	Respect for participants
	Informed consent
Information sheets outlined their involvement and were tailored to the audience (staff, students, parents/carer). 
Consent was gained prior to the WCs from all participants and parents/carers. 
Participants were given the opportunity to leave following the initial briefing and reminded they could leave at any point throughout. 

	
	Special care for students 
Students feeling obliged to take part was considered. Students were told there would be no consequences for not participating.  
Students were reminded of their right to withdraw during the initial briefing. 
All documentation was simplified using accessible language and enhanced clarity. 

	
	Treating participants with dignity, fairness and sensitivity
Giving participants the equal opportunity to be involved in the research was sought as much as possible through the recruitment process, further reinforced through prior discussions with the Head Teacher.  
Ways of recording information during the WC were varied and individual preferences were encouraged to ensure equal contribution. 
Data was handled sensitively, ensuring participant anonymity.

	
	Power imbalances
I acknowledged the epistemological power I held as the researcher (Kaaristo, 2022). I abstained from group discussions to encourage the participants to discuss more freely (Löhr et al., 2020; Schiele et al., 2020). 

	
	Equality, Diversity and Inclusion 
I recognised that sampling decisions can reproduce or challenge existing inequities. Discussions with the Head Teacher aimed to ensure equal opportunities for participants. 
The WC was planned to ensure accessibility, psychological safety, comfort and belonging through adaptations to refreshments, stationery and resources. 

	Participant wellbeing 
	Avoiding harm
I acknowledged that staff were giving up time and the possible stress inflicted. An agreement was made with the Head Teacher to ensure staff and students would be supported to manage their workload or commitments if they did participate. 
The University of Sheffield safeguarding policy and SVHS safeguarding policy were followed. All table hosts were briefed on these policies. 
Debriefs gave time for participants to ask questions, sign posted to relevant support and check contributions as once the WC had ended, participants were unable to withdraw their contributions due to the co-constructed nature of the WC. 
Table hosts were also briefed and provided with prompt cards with direction on how to manage difficult conversations. 

	
	Considering those affected 
There were no concerns that the school would act unethically. However, to minimise any risk, discussions were held with the Head Teacher to ensure an ethical recruitment process. 

	Integrity 
	Honest and transparent in research aims, methods and reporting
WC introductions outlined the research intentions. Participants were reminded that once the WC had ended, they would be unable to withdraw their data due to it being anonymous and co-constructed. 

	
	Avoiding deception 
There was no deception. The research projects intentions were made clear and referred to in all paperwork and discussions. 

	
	Declare conflicts of interest 
As I am a governor at the case study school, this conflict of interest was made clear in the paperwork and at the start of the WC to maintain trust and transparency. 

	
	Long-term consequences and sustainability
The long-term implications of the research for organisational sustainability of TIRAs were explored as part of macro-ethical considerations. 

	Confidentiality and data protection 
	Protecting participants privacy 
All GDPR laws were complied with throughout the research. 
Participants were reminded that the school would be named in the research, but participants would remain anonymous. Any identifiable information was redacted during transcription. 
Ground rules were established at the beginning of the WC to mitigate the risk of internal confidentiality, with visuals around the room to reinforce this.



















[bookmark: _Toc235024419]Appendix Y: Reflexivity journal excerpts 
Excerpts taken from my reflexivity journal that was kept throughout the research process. Excerpts provide examples of my thoughts, feelings and reflexivity at each stage of the RTA: 

[image: ]Commencing on RTA:


[image: ]Phase 1: Familiarisation 
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Phase 2: Coding 
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[image: ]Phase 3: Generating initial themes 
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[image: ]Phase 4: Developing and reviewing themes 



[image: ]Phase 5: Refining, defining and naming themes 


[image: ]Phase 6: Write up
[bookmark: _Toc235024420]Appendix Z: Reflexive excerpts for codes and themes 
	Theme 
	Examples of codes from themes (and subthemes) included 
	Theme 
	Examples of codes from themes (and subthemes) included 

	Relational safety as the foundation of school life
	Staff are visible, present and available 
Staff persevere with students 
Staff are patient with students 
Staff are welcoming 
Staff make time for students 
Staff trust students 
Banter between staff and students 
Staff do ‘small things’ 
Reciprocal and equal conversations between staff and students 
Staff are open and honest with students 
Staff and students share experiences together
Events take place that are fun and light-hearted 
Students are happy in school 
Students look forward to coming to school 
Students know staff well 
Students enjoy spending time with staff 
Students come to school to see staff 
Mutual respect between staff and students 
Students achieve more than they thought they could 
Students become more confident to ask for help 
Students develop holistically 
Feelings of belonging in school 
SVHS is like a family 
School feels peaceful 
	A place where support and wellbeing are prioritised and sustained over time 
	Staff model accountability, taking responsibility for their actions 
Support outside of school hours 
Coaches are approachable 
Impact of coaching depends on staff-student relationship 
Restorative conversations are helpful 
Approaches are child-led 
Staff ask questions – behaviour indicates unmet need 
Interventions are bespoke to individual needs 
Reasonable adjustments are made 
Emotional regulation is prioritised over learning 
Different ways to communicate when students need help 
ZoR scripts used to help communication 
Staff greetings start with check ins 
Therapeutic animals facilitate emotional regulation 
Individuality is embraced 
Students feel understood by staff 
Students feel heard in coaching groups 
We need to keep being flexible with rules 
The approach has to be consistent 
Staff don’t always understand 
Students don’t always want to talk about their emotions 
Students don’t want to be questioned all the time if needing to take a time out
Where is the line? 

	A shared approach that fosters identity, belonging and fulfilment 
	Staff listen to each other
Staff professionally challenge each other 
Working across departments or teams 
Autonomy for staff to utilise their own skills 
Staff value each other and know each other well
All departments are one ‘team’ 
Motivation to build an inclusive environment 
Staff look forward to coming to work 
Commitment to long-term careers at SVHS 
Fulfilment experienced by staff 
Staff feel empowered through being coaches 
Staff are committed to showing up for students 
Staff team support each other 
We need to keep a supportive staff team and keep being one staff body 
We need to keep believing in the approach
We need to embody the approach 
Its not the easy option 
	“We can’t pour from an empty cup”
	Emotional wellbeing activities for staff
It helps having council supervision weekly 
It helps having hyrox and cuppa at three 
Staff support students when they feel happy and supported 
Difficult for staff to always stay regulated 
Staff need to be resilient 
Staff care a lot, so it ‘hits harder’ 
Approach can feel exhausting 
More time for team building 
More time for rewards and wellbeing 


	Systemic conditions that shape a TIRA ethos
	Staff have good relationships with parents 
Parental support evenings in the PLP, psychoeducation
Parents show gratitude 
We need to keep being accessible for families 
We need to keep building our knowledge 
We need other schools to work with 
The approach takes a lot of time 
Time is needed to unpick behaviours 
Relationships take time to build 
Staff need to be available to do their jobs (opportunities to work with students) 
Makes it challenging when external services are difficult to access 
Government changes 
Not enough funding to deliver provision 
Want to be able to share ‘best practice’ 




[bookmark: _Toc235024421]Appendix AA: Coding 
Images and excerpts taken from the coding process for RTA that evidence the coding process and reflexivity: 
Screenshot examples of NVivo codes following iterative rounds of coding: 
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[image: ]Examples of reflexivity that was recorded during the coding phase using annotations in NVivo: 
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[bookmark: _Toc235024423]Appendix BB: Generating initial themes 
Images of codes being grouped and organised: 
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[bookmark: _Toc235024424]Appendix CC: Generating initial themes 
Examples of initial themes developed: 
[image: ]Research Question 1: 















[image: ]Research Question 2: 

[image: ]Research Question 3: 

[bookmark: _Toc235024425]Appendix DD: Generating initial themes – identifying links 
An example of where sub-themes have been identified as having links between them and are brought together to understand the data more cohesively: 
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[bookmark: _Toc235024426]Appendix EE: Developing and reviewing themes 
Examples of how the themes generated were refined to develop a rich and nuanced understanding of the data: 
Research Question 1 refined themes
[image: ]

Research Question 1 further refined using thematic maps to facilitate coherence
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Research Question 2 refined themes
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[image: ]Research Question 2 further refined using thematic maps to facilitate coherence
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[image: ]Research Question 3 refined themes


[image: ]Research Question 3 further refined themes using thematic maps to facilitate coherence
[bookmark: _Toc235024427]Appendix FF: Refining, defining and naming themes 
Examples of how different ways to understand and present the data were considered. 
A hierarchical structure was deemed inappropriate due to its oversimplification of complex realities
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A circular framework was trialled. It was decided that there was still some overlap between themes and subthemes. I engaged with further refinement to continue to develop the themes: 
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[bookmark: _Toc235024428]Appendix GG: Reflexivity whilst refining and reviewing themes 
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[bookmark: _Toc235024429]Appendix HH: Students celebrate successes with staff 
Celebrating successes was also described as being important to staff and students. This is understood to be associated with the positive and trusting relationships developed:   
“Pupils seek out staff if they need support, but also if they want to share their successes with them as well.”
(Table 1 Host Summary)
‘Success’ was not only conceptualised through individual achievements (e.g. sporting success) but also captured emotional wisdom by students (Table 2 host summary below). The dialogue captured within these discussions highlights how ‘success’ is operationalised as an everyday, personalised concept that is not only celebrated in academic or extra-curricular contexts but is intentionally recognised in more subtle ways. 
“…not just sporting success, but also aspects of kindness and just celebrating the young people for being who they are.”
(Table 2 Host Summary)

[bookmark: _Toc235024430]Appendix II: Safeguarding team availability 
The safeguarding team was acknowledged to be extensive. Students experienced the safeguarding team as approachable, who were always available. This contributes towards feelings of safety in school as students understand the role of the safeguarding team and have trusting relationships with them. The support was positioned as offering emotional containment for students.   
“there’s a big safeguarding team and that helps some people to feel safe because they know there's someone there that's there for that specific reason.”
(Table A Host Summary)
“…they will respond to the class messages out outside at school time, so that's a big thing with the safeguarding team.”
(Table 1 Host Summary)

[bookmark: _Toc235024431]Appendix JJ: Students value peer relationships 
Students positioned peers as being powerful anchors with regards to their sense of belonging, connection and enjoyment at school: “seeing my friends makes me look forward to coming to school” (WC tablecloth B). Friendships also contributed towards their emotional resilience. 
“…the friendships that you have, help you feel like you belong...”
(Table B Host Summary)
[image: A paper with writing on it
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Transcription – “Making new friends and learning about them as well as my teachers, because it keeps me calm and collected” 



Extract from WC tablecloth B demonstrating how students value making friends 
Peer relationships were described as evolving that are strengthened over time. Students identified teachers as encouraging and supporting friendships: “My friendships have changed since Y7 and I have extra friends” (WC tablecloth B) and “Teachers support our friendships” (WC tablecloth B). 
Although staff participants did not talk about friendships contributing to a sense of belonging. They acknowledged that RCs are essential to support students navigate conflict and repair relationships. 

[bookmark: _Toc235024432]Appendix KK: Students confidence and self-esteem improve 
Staff referred to students “realising they can do it, when it might have taken months to achieve” (Tablecloth 2) and “start to feel confident…” (Tablecloth 2). Others observed confidence through students “feeling able to be who they are” (Table 1 host summary), reflecting characteristics of strength and individuality (Table 1 Host Summary below). These examples closely mirror the DNA-V (discoverer, noticer, advisor and values) model, underpinned by the acceptance and commitment therapy model (Hayes & Ciarrochi, 2015), enabling CYP to flourish within a safe and familiar environment. [image: A yellow note on a wall
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Extract from Tablecloth 2 that gives an example of how students are more confident to experiment and try new things 
“[Students]…aren’t embarrassed to be who they are about their identity and are not embarrassed if they have special needs, they are open about that”
(Table 1 Host Summary) 

[bookmark: _Toc235024433]Appendix LL: Additional ways co-regulation and safety is facilitated for students
Some participants also acknowledged that ‘check ins’ and a clear ‘no shouting’ rule contribute towards creating a safe and calm environment. For students, respect enables them to feel seen, valued and safe (see below). This shapes their sense of self and their capacity to experience relationships as warm, gentle and relaxed. These approaches contribute towards the relational conditions necessary for co-regulation, the development of emotional literacy skills and a sense of belonging. 
“teachers smile at students in the corridor… asking them how they are, by talking about their interests and making that small talk with them”
(Table A Host Summary)
[image: A paper tag with writing on it
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An extract from Tablecloth E which reflects a students’ conceptualisation of a ‘no shouting’ rule and the impact this has on relational engagement with staff 


[bookmark: _Toc235024434]Appendix MM: Boundaries might be difficult for students to understand
Staff felt that different boundaries for different students may lead to confusion and a perceived sense of inequality. Staff described how students’ who work best with structure and consistency may find this difficult to understand. Having said this, students did not make direct reference to this when discussing their experiences. This suggests that this may be associated with staffs’ perceptions of their own experiences. 
“there can sometimes be injustice if there's different sanctions for different pupils, because they don't necessarily understand that there's something else going on behind it that we're not able to share with other pupils”
(Table 1 Host Summary)
“sometimes there can be a bit of a lack of boundaries and that can be difficult for some pupils if they need that structure and consistency there.”
(Table 1 Host Summary)
Staff spoke about managing these difficulties by “explaining to them [students]” (Table 1 host summary) so that “they [students] can trust that the right decision has been made” (Table 1 host summary). Staff felt it was important for students to understand that differentiated boundaries are not illogical and uninformed responses, but responses to the diverse and contextualised needs of students. This dynamic emphasises the need for transparent dialogue between staff and students to enhance students’ understanding of equity. 

[bookmark: _Toc235024435]Appendix NN: Learning is adapted through a trauma-informed and relational lens 
Discussions illuminated how staffs’ insights about students inform how they “consider the curriculum” (Tablecloth 5). For example, “creating the PSHE curriculum to support our specific students” (Tablecloth 2) and “the curriculum considering the local context” (Tablecloth 5). Student’s lived experiences are valued and learning is understood as a relational and identity-based process. Alternative learning opportunities are also offered when there are “trauma triggers” (Tablecloth 5). Some participants discussed how it would be helpful “if they [SLT] shared information more… to link lessons to personal experiences of the students…” (Table B host summary). Staff are keen to ensure that students lived experiences inform the curriculum planning. Learning is a relational and identity-based process that considers students wider ecological systems (e.g. past experiences, cultural and societal influences), reflecting how learning and emotional wellbeing are interconnected. Student voice described the impact of this as learning being “enjoyable”, “welcoming”  (Tablecloth A) and “fun” (Tablecloth E). 
Some students linked the choice of learning, particularly options at GCSE, as eliciting a sense of belonging due to them being of interest. This alludes to the idea that students notice the personalisation in learning that is described by staff (as above) and interpret these adaptations as being meaningful, sensitive to their needs and contributing to a sense of belonging and value within the school. 
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Extracts from Tablecloth A demonstrating how students feel about their learning

[bookmark: _Toc235024436]Appendix OO: Additional systems that facilitate trauma-informed and relational approaches 
‘Restorative conversations’ (RCs) were described as “when a relationship has broken down with a student, talking about both sides/feelings help to understand each other and movements going forward to have a positive impact” (Tablecloth 5; see below). Staff model emotional literacy skills to students, such as accountability: “I’m really sorry about yesterday, I was tired and this has happened” (Table 5 host summary). They use the relational space to “model how it is OK to make mistakes, apologise for that and learn…” (Table 2 host summary) and collaboratively co-construct ways forward (see below). This has a “positive impact” (Tablecloth 5). 
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Extract from Tablecloth 5 that acknowledges the positive impact RCs are positioned as having 
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Extract from WC tablecloth 1 which reflects how staff position themselves as being open and honest with students.
Whilst RCs were explicitly named by staff, students did not label the help they received as ‘restorative conversations’. Students referred to “teachers helping with problems” (Tablecloth A), “listening to what you say” (Tablecloth A) and “helping as much as they can” (Tablecloth B). Having said this, students did refer to the impact of staff support with repairing relationships as “making it less intimidating if/when we come across each other in the future” (Table A host summary). 
Although students did not explicitly refer to RCs, they did express difficulties associated with a RC framework. Some students found “getting questioned about feelings all time” (Table D host summary) as somewhat frustrating and counterproductive if “they don’t want to talk about them” (Table D host summary). They advocated for being able to say, “I don’t want to talk about it” (Tablecloth 2). This could be associated with the timing of RCs, given that RCs are most helpful when participants are emotionally regulated enough to reflect, empathise and engage in meaning-making (Alonso-Rodriguez et al., 2025). Staff also explained how RCs may “make students feel shame and dysregulate them more” (Table 4 host summary), particularly for students who are not “responsive” (Table 4 host summary). This alludes to the need for greater clarity with regards to when it is appropriate for RCs to take place, ensuring conditions of safety, empathy and attunement have been restored (Mas-Exposito et al., 2022). Without this, staff may be attempting to use RCs as a ‘tool’, in a non-relational way. 
Mention was also given to a ‘Kindness and Respect Charter’ that staff can “refer to all the time” (Table 5 host summary) to “thank children for being kind and respectful” (Table 5 host summary). The charter was described as a framework to embed the TIRA culture and ethos. Although, student voice with regards to this was not captured in the data. 
Roles with specific TIRA responsibilities, for example the ‘Trauma-Informed Teacher’ and ‘Reflect Manager’ were recognised as being facilitators to embed and sustain a TIRA. It could be understood that this is associated with their purpose specifically aligning with TIRAs, for example, the ‘reflect manager’ offering “true reflection” (Tablecloth 5).
An additional support system that was briefly mentioned by staff participants was the onsite alternative provision. This was articulated as enabling SVHS to “keep children” (Table 5 host summary) and support them with “emotions… to reintegrate back into class” (Table 5 host summary). The alternative provision was constructed as being a fluid concept, with a focus on reintegration back into mainstream school.  
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Component of TIRA
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Component of TIRA
practice

Examples from the literature

An understanding and
commitment to
trauma across the
organisation

o Understanding the community and
prevalence of trauma; recognising behaviours
associated with trauma; delivering change
across the whole school to meet the needs of
every school member.

© CPDas a first step to TIRA.

A collaborative approach that is incorporated
into procedures and policies.

Developing and
sustaining trust-based,
collaborative and
empowering
relationships among
administrators and
staff members and
with students, their
families and the
broader community.

o Characteristics of interpersonal relationships
including trust, collaboration, transparency,
warmth, peer support and mutuality.

o Empowering all individuals through promoting
autonomy and control (e.g. involvement in
decision making), minimising power
imbalances and promoting self-mastery,
avoiding shaming or blaming. Recognition that
empowered staff members feel more
comfortable empowering students.

o staff collaboration, modelling appropriate
interpersonal interactions, relationship
competencies and sharing responsibility for all
students.

Ensuring physical,
emotional and
psychological safety
for all school members

o Creating an environment in which any
member of the school or wider community
feels safe in (beyond interpersonal
interactions).

o Welcoming, acknowledging and valuing
personal and cultural identity.

©  Considering safety within the context of
physical, psychological, emotional, social,
moral and academic

‘Adopting a strengths-
based, whole-person
approach toward staff
members, students
and families.

o Valuing school community members as
unique, considering their broader ecology.
Recognising abilities and possibilities ~not
symptoms or deficits.

© Supporting the whole individual (cultural
heritage, traditions, identities), with a drive
for equity. Recognising structural inequalities
and historical marginalisation

©  Developing a sense of belonging through
empowerment, enabling individuals to bolster
protective factors and develop coping
mechanisms.

© Always understanding the whole individual,
being curious about their needs, behaviours
and responses.

Table 1— A summary of the four components of a TIRA following a systematic literature review (Watson & Astor, 2025)
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‘Adapting to context

Strengthening system coherence and aligning polices and
institutions with loca realites and governance structures

Table 2 — Dimensions of adaptive implementation (De Grauwe & Haas, 2022)
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STRUCTURE OF CONVERSATIONAL CAFE

WELCOME
EVERYONE TO THE
TABLE

STATE THE FOCUS
QUESTION FOR THE
TABLE

BRIEFLY SUMMARISE
THE KEY POINTS FROM
THE DISCUSSION

PLEASE mAKE SURE
THIS IS RECORDED

FEACILITATE DISCUSSIONS

« LISTEN CAREFULLY, SUMMARISE
CONTRIBUTIONS

« REFRAIN FROM GIVING YOUR OWN
THOUGHTS

 AVOID LEADING THE CONVERSATION

© DON'T INTERJECT AND RESPECT
PAUSES/THINKING TIME

 USE GENERIC PROMPTS AND
FACILITATOR SKILLS

« BE MINDFUL OF DOMINANT/LESS

HEARD VOICES

REMIND EVERYONE
TO RECORD KEY
IDEAS OR THOUGHTS
(VSING THEIR
PREFERRED
METHOD)

|F YOU ARE UNCERTAIN ABOUT ANYTHING, PLEASE ASK,

If people need to take a quick break, that is ok.
Always bare in mind safeguarding.
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Table 1-*“What do you see when you look at trauma
informed/relational practice at Spen Valley?”

If things feel ‘stuck’:
¢ Could we explore that point a little bit more?
« I'm wondering what you/the contributor might have meant by that?
Is there anything here that captures your interest/youd like to know more about?
I'm curious to know more about..
If you had a wish list, what would be on it?

Specific prompts:

* How do you explain trauma-informed and relational practice at Spen Valley to your
family and friends?

* What do you think about when you reflect on trauma-informed and relational
practice at Spen Valley?

e If you walk through a typical day, how (if at all), does the trauma informed and
relational approach show up?

¢ How else do you hope trauma-informed and relational approaches might look? What
is missing?
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MODEL

Staff

ole School Training

Problem solves according
to individual needs

Consistent communication
and relationship building
Embeds trauma informed
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Prioritises trauma informed approaches
Improves time management to balance
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Builds capacity for emotional management
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AN EXPLORATION INTO YOUR SECONDARY SCHOOL'S JOURNEY
TO EMBEDDING TRAVMA-INFORMED AND RELATIONAL
APPROACHES AS A WHOLE SCHOOL APPROACH

You're invited to participate in research exploring your experiences and perspectives on Spen’s
trauma-informed and relational approaches.

You will have a choice to participate in a ‘Conversational Café where your thoughts and reflections
will be collected during group discussions.

If you are interested in participating, then please read the attached information sheets for further
details.

There is no obligation to participate. If you do choose to participate, your participation will be

voluntary. L/@
WE WILL BE THINKING ABOUT THE IMPACT OF TRAUMA-INFORMED @ 5
AND RELATIONAL APPROACHES ON THINGS LIKE... N @
Curriculum, Families and community ~ School ethos and

teaching and

5 involvement environment
learning

Please feel free to get in touch with any
comments, concerns or questions:
Researcher: jfarnworthi@sheffield.ac.uk
Supervisors: Imackey@sheffield ac.uk /
ALL YOUR VIEWS WILL BE VALVED AND THERE IS A ka.easton@sheffield.ac.uk

COMMITMENT TO HONOURING YOUR CONVERSATIONS! 02.05.2025, version 3
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AN EXPLORATION INTO YOUR SECONDARY SCHOOL'S JOURNEY TO g me
EMBEDDING TRAUMA-INFORMED AND RELATIONAL APPROACHES AS A *
WHOLE SCHOOL APPROACH
s a member of school staff, you have been invited to participate in this research that involves discussing in a Conversational Café

Sheffela

to adopting a whole-school approach to traumarinformed and relational practice.
M-Mmbm-dnanmﬁﬂun-d-d_mﬂpmmmi.mm-_mmﬁm

capturing the experiences of your secondary school who have been across the. fora
number of years.
EQE — WHAT WILL PARTICIPATION INVOLVE?
Sea information overieaf rogarding what a

“Convarsational Café’ is.
The research will be prasented back to school staff

and students through an information postar and
@ PowerPoint presentation. School governors wil also
‘access this. The research may also be published and
shared online. Alldentifiable data will be anonymisad.

WHEN WILL THIS HAPPEN?
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staff Consent Form
g at Spen Valley High School’s trauma-informed and relational
approaches as a whole school approach

Researcher: Jessica Farmworth (farmworthi @sheffield.ac.uk)
Supenvisors: Lynne Mackey (Lmackey@sheffield.ac.ul) and Katherine Easton (k.a.caston@sheffild.ac.uk)

This research is lool

Please tick the appropriate boxes Yes | No

Taking Part in the Project

1 have read and understood the project information sheet or the project has been fully
explained to me. (ifyou answer No to this question please do notfillout the rest of
the form until you understand what taking part n the project will mean.)

I have been given the chance to ask questions about the project.

|understand how to raise a concern or make a complaint.

1 agreeto take partin the project. | understand that taking part n the project il
include participation in a conversationa café discussion.

|understand that by choosing to participate as a volunteer in this research, this does
not create a legally binding agreement noris it intended to create an employment
relationship with the University of Sheffield.

1 understand that | can withdraw from the conversational café discussion at any time.
understand that | do not have to give any reasons for this and there will be no
negative consequences f| choose to withdraw.

1 understand that it will not be possible to remove my data from the project aftr the
conversational café has ended and my data forms part of the data set. | agree to take
part on this basis.

How my information will be used dy

ing and after the project

|understand my personal details such as name, phone number, address and email
address etc. will not be seen by anyone outside the project.

|understand and sgree that my words may be quoted in publications, reports, web
pages, and other research outputs. | understand that | will not be named in these
outputs.

Name of participant [printed] Signature Date

Name of Researcher [printed] Signature Date

JessFarmwortn z 06062025
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APPROACHES
Youre invited to take part in research to talk about your schools traumar-informed and relational
approach.

You will have a choice to be part of a ‘Conversational Café where you can give your voice and talk
‘about your experiences in small groups.

f you are interested, then please read the information sheets for more detals.

There will be o consequences if you do not want to take part If you do choose to take part,you
will be yalunteering. @

WE WILL BE THINKING ABOUT YOUR
EXPERIENCES AT SCHOOL ON THINGS LIKE...
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Student Consent Form
This research is looking at Spen Valley’s trauma-informed and relational approaches
‘a5 whole school approach

Resaarener: Jassia Farmort (famuorthy Gsnefield s

Supensors: Lynne Mackey (LmackeyDshe g ac 1 and Ksthering Esston (k. ssstonshefield k).
Please tick the appropriate boxes ves | mo

QO

‘Taking Part i the Project

 have read and understood the project nformation shest or thsproject hes been fully
explained to me. (1fyou answer No plesse do not continue with the form until you
understand how you will b involved in the project].

1 have been given the chance to ask questions sbout the roject

| understand how o rise s concern or worry.

1 agree to take par nthe project | understand that taking part n the project wil
include partcipating n  conversational café discussion.

understand that by taking part il be s volunteer.

1understand that | can stop taking part inthe conversationsl café discussion st any.
me.  undarstand that | do not have to give any reasons for this and there il be no
negative consequences i choose to leave.

| understand that it will not be possiie to remove my data from the project ater the
Conversationalcafé has ended and my data forms part of the dataset. | agres o take
part on this basis

How my information will be used during and after the project

| understand my personsl datsil such a3 name il not be ssen by anyone outsd the
project

| understand and sgres to my informstion being used nomymously (not using my
name or anything that could dentfy me) inresssrch outputs.

Name of participant [printed] Signsture Dste
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AN EXPLORATION INTO YOUR SECONDARY SCHOOL’S JOURNEY TO
EMBEDDING TRAUMA-INFORMED AND RELATIONAL APPROACHES AS A
WHOLE SCHOOL APPROACH

Hi, my name is Jess Farnworth and | am a governor at Spen Valley. | am also a Trainee Educational Psychologist.
I would like to invite your child to be part of an oppertunity to hear their voice on the trauma informed
‘approaches used at Spen. The research involves group conversations (see additional info).

ol 2 &

xx:-%

More schools are interested in the

approaches Spen uses because of
their benefits on things like mental , , \

health and wellbeing and academic

— o
) _ Please feel free to get in
The research may be published online  tauch with any comments,
for other people to read. The school concerns or questions:
will be named, but student names ; Researcher:
- unidentifiable. School will also be told ~ frmwerth@zheffieldacui

e
about the findings. \maciey@etrerictacildl

ka.caston@sheffield ac.uk
02052025, version 3
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You can also speak to a
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The
University
of
Sheffield.
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Jessica Grace Farmwortn

Registration number: 230108245
School of Education

Programme: Doctorate in Educational and Chid Psychology

Dear Jessica Grace.

PROJECT TITLE: An exploration info a secondary schools journey to embedding rauma-informed and relafional approaches as  whole-
school approach
APPLICATION: Reference Number 057057

On behalfof the University ethics reviewers who reviewed your project, | am pleased 1o inform you that on 21/05/2025 the abovernamed
project was approved on ethics grounds, on the basis that you will adhere to the following documentation that you submitied for ehics review::

Universit research ofhics appiication form 067057 (form subrmission date: 18/05/2025); (expected project end date: 30107/2026).
Partcipant information sheat 1153383 version 1 (18/05/2025)

Participant information sheat 1152045 version 2 (02/05/2025)

Partcipant consent form 1152044 version 1 (22/04/2025),

Participant consent form 1152041 version 1 (22/04/2025),

Participant consent form 1152042 version 1 (22/04/2025).

Participant consent form 1152043 version 1 (22/04/2025),

fduring the course of the project you nead to deviate significantly rom the above-approved documentation please inform me sinc writen
approval willbe required.

Your responsibiles in delivering tis research project are sot out at the end of ths ltter.

Yours sinceraly.

James Bradbury.
Ethics Admin
School of Education

Please noto

following rasponsibifies of the researcher in dalivering the research project

« The projact must abide by the niversit's Research Ethics Policy: ifps:/wwv. sheffeld ac.ukiresearch-services/ethics infegriy/policy

« The project must abide by the Universit's Good Research & Innovation Practices Policy:

« Th researcher must nform their supervisr (in the case of a siudent) or Ethics Admin (in the case of a member of staf) of any
significant changes to the project or the approved documentation.

« Th resoarcher must comply with the requirements of the law and relevant guidelines relating to secury and confidentality of personal
data.

+ The researcher is responsibl for effectively managing the data collected both during and aftr the end of the project inline with best
practice, and any relevant legisiative, regulatory or contractual requirements.
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Starting
Analysis|

| am writing this journal entry as | commence the RTA process in order to analyse my data. | have thought a lot
about the 'reflexive' element of the process and how this should underpin every aspect of the process. | hope that
this journal will help me keep track of some of my thoughts and enable me to think reflexively about the
implications of these. For example:

o 'why did | think about X and not Y?"

o 'what drew me towards X and not Y?',
o 'why might | be having this particular type of response and how might this matter for my research?'

| used the question prompts outlined on pg. 16-18 of the RTA book to build on my current state of reflexivity and

consider areas | had not done already.
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Becoming
familiar with
my data

| have spent around 3 days (27/06/2025, 30/06/2025 and 01/07/2025) familiarising myself with the data set. This
has been an exciting process and has given me the space to start to understand some of the key information that
people noted/spoke about. At the minute, | feel a huge pressure to make sure | do the research justice, | think this
is because of my role as a governor which puts more pressure on me to 'get it right' for the school. I think this is
emphasised even more by my recent frustrations at another high school | work at, which adopts behaviourist
approaches and has led to me having to have some challenging conversations recently. | feel frustrated that the
education system doesn't work relationally, which increases the pressure on me to produce research that other
school settings can use to influence their own practice. Although this is at a systemic level, | am passionate about
making sure every CYP enjoys their school experience and is valued by their setting - making this work feel even
more important.

| am relieved that | have about 10 days off now to relax in Alicante with my family to reflect on some of the initial
ideas that have stood out to me and come back to it at the end of July with a fresh pair of eyes.
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| also felt a slight frustration about the amount of time it took to check the transcripts etc. | was nervous about how
long the process would take, but reminded myself how important it is to immerse myself in the data, which | was
doing through carrying out this task. | was keen to jump straight into using NVIVO to try and understand it and get
my head around the software, but on reflection, | am so glad | took the time to re-immerse myself in the data and
continue to become familiar with it. | feel much more confident to start the next stage of my data analysis as a

result.
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Some of the main things | have noticed on day 2 of coding include:

- Noticing that there is a lot around staff being visible, present, available and genuine. The small/low-key
interactions with staff come through very strongly as being important to the students in fostering safety and
belonging.

- | want to make the process as fluid and flexible as possible, so | have mixed up all the codes (instead of trying
to keep them within each RQ) as there is a lot of overlap. | thought carefully about whether to group each set
of codes for each RQ into different folders to keep them separate (see decision making diary). Decided
against this. As | was analysing the transcript from the second RQ, it became apparent that there was a lot of
crossover between each RQ and that staff had made comments relating to each of the two RQ in both
transcripts. | decided to code all the transcripts as a whole because of this and then separate them out into
the RQ's as | started to come to the end of my coding. | was cautious and open-minded when coding the
information, ensuring | did not 'make do' with the codes | already had from analysing Transcripts 1 and A, and
developed new codes as and where it was appropriate to do so.

- There's almost this idea that staff mention a bit about it being difficult to manage their own emotions and
behaviours, but this isn't seen by students. Students feel staff take a lot of time, are patient and don't rush
their interactions with students. | wonder whether the support put in place to support staff to manage
(which staff refer to regularly) acts as protective factors for the relationships with students? Giving staff the
space to 'empty their cup', giving more space and tolerance to support the children in the way they want to
(trauma informed and relational)

- There's also something about how staff notice that students know them well too, asking them how they are,
checking in with them and caring about them, but this is not something that students themselves seem to
notice/have mentioned. They focus on what staff do for them. | wonder why this might be.

| am starting to feel slightly more confident with coding and more comfortable with being led by the data. | keep
reminding myself this is the first cycle of coding and that there is no 'right'
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- Coming across the occasional query around interpreting the WC notes and transcripts. An example is in Table 3,
RQ facilitators there is a comment about 'staying committed to being part of the community' - unsure whether
this is the high school community and TIRA ethos or whether this is community in the broadest sense (e.g.
commitment to the Spen area and LA). Need to think about how | manage these situations, do | include this

information or not?
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Over the last couple of days, | printed all the 355 codes out and cut them into small strips. | did this to create a
more visual way to try to do the next phase of analysis. | found the words on the page to become blurry when | was
doing my coding, it felt like looking at the same thing for too long. | wanted to ensure | was always analysing my
data accurately and with precision, so decided a more physical way to analyse my data might be helpful.

First | grouped the initial 355 my codes into the different research questions. | found this helpful to make the
process feel more manageable - as having 355 codes in front of me felt very overwhelming!

During this process, | found myself using some more latent codes (as Braun and Clarke anticipate as you go through
the phases of data analysis). An example of this latent coding is - code 'staff receive care packages from school'.
Was in 'looks )like' RQ, but moved to 'facilitating factors' because of the link between the fact that care packages
make staff feel like they belong and are cared for by the school, which means they enjoy coming to work and doing
their best.

| then started with RQ 'looks like' and started to group my codes within this RQ to generate initial themes. | found
Al useful to refer to at points to help me succinctly label a theme - although | was cautious about using this (see my
Al diary for an example of how | used it).

| really enjoyed this part of the process and felt myself getting into more of a rhythm with grouping codes,
identifying similarities and thinking genuinely and authentically about what TIRA does 'look like' at the case study
school. | also found it helpful to take pictures of the codes within each initial theme which | have saved securely, as
well as create a CANVA document with a summary of the initial themes on. | intend on coming back to this RQ at a
later date, with a fresh set of eyes to further analyse and group the initial themes | have developed.

This feeling also stood out to me whilst | was analysing this part of my data:

ISN'T CREATED BY

AMSSHN STATENENT O THE WL

IT'S CREATED BY The

INTERACTIONS, ACTIONS,

- AND RELATIONSHIPS o
EVERYONE WITHIN

THE SCHOOL WALLS.

| am eager to do this phase of analysis for another research question tomorrow!
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It does also feel important to look at WHAT IS NOT SAID. Something | have noticed when exploring the impact, is
that there is no mention of academic results/attainment. The only reference to results is when it has been
mentioned that 'students develop holistically on people' - this really seems to emphasise the importance of
developing the whole child and may possibly reflect how the school positions itself in terms of the importance of
academic results, compared to the importance of developing the whole child and preparing them for society.
Students do talk about learning being fun and lessons being engaging, but no staff talk about the impact on
academic data. | wonder what this is starting to tell me about staffs' understanding of TIRAs, at the minute, this
seems to more typically be understood in relation to interactions and support and less so teaching and learning.
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It is important for me to go back through these themes now and refine them further, bearing in mind the aims of
my research and the RQs. It is also important to address the overlap/connections between the different RQs. | need
to think carefully about how | might present this in the first instance so | can understand the connections better.

From the 'Barriers' RQ, | noticed this more than any other RQ that there is a lot of overlap and connections to other
areas that needs to be further refined and explored.
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Started this process for RQ 1. Found it overwhelming to get the data back out initially and had to spend some time
refamiliarising myself to make sure | was immersed in what the data said. Started to enjoy the process once | found
avisual way to present the data that made sense to me and helped me to see some of the connections.

Really focused on making sure the names of the themes captured the essence of the data and weren't just theme
'titles/topics' (see image saved in file for an example of how | made this change).

Starting to wonder about the first research question which focuses on 'what is available to...' wondering whether
this would be better framed as 'what TIRA looks like..." to really capture the essence of the data and help readers
feel more immersed in the context of the school and the picture the data paints compared to just listing the things
that are available - which feels very tokenistic and wouldn't necessarily capture the richness and depth of the data
(which is very much around the relational aspects that are difficult to quantify/capture with a single word).

| feel like | am nearly ready to start writing, but am very aware that this definitely isn't the end of my theme
refinement. | am sure that as | start writing, | will start to identify further overlaps or distinctions that need
additional thought.
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Started writing up and really resonated with Braun and Clarke's comments around how there is still so much
analysis that takes place when you are writing up your findings. | have found myself questioning why | grouped
areas together and moving chunks (e.g. whole section on 'restorative conversations' has been moved to a different
subtheme) because it just doesn't seem to fit with the subtheme | am describing.

Example of how | have still been making these connections as | go:

Additionaly it seemed that paticipents identifed that staf support them with emotion regulation
vaugh s range of ways nclucing eheck ', clear 0 shouting ol and spemseof ranpareney O @
Jess Famworth 7 &
from staff who model emational regulation srategies. | T ke sbout o re oo
supportieness being a two way/dualprocess
ae

“teachers_greet pupils n the hallways by asking them how they are, by tolking about their interests
‘ond making that small talk with them”

@mention or reply

(Table A Host Summary)
"showing our own emotions and actually modeling, you know, regulation strategies”

(Table 3 Host Summarv)

I had a really valuable supervision today to further unpick my findings as | have started to write them up. It
grounded me in my critical realist ontology and contextualist epistemology, reminding me about how | need to
carefully consider the way | am writing about my findings. | also found it extremelﬂ useful to discuss some different
ways to present my data. We questioned whether a 'traditional’ thematic map would be helpful, or whether a
more circular model would be helpful to aid interpretation. This is something | need to think about further.
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{

Item Content

1 Students refer to the word ‘equal* a lot, but I think that it seems to be that they are making
reference more to the idea that everyone gets what they need which is I think s ‘equity’ rather
than “equality’. | wonder whether students have an understanding of the difference between
equity and equality.
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Annotations

Item
1

Content

Something comes up here about who are restorative conversations for? It feels like staff
benefit from them more (to some extent) than the students do. It seems to be a space for
staff to also take accountability, as well as to support students to reflect on their emotions
and actions.

This is similar to my previous experiences of restorative conversations. | need to remember
to be open and led by the data. Keep an open mind when interpretting student data to
understand more about their experiences.
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Content

Queried putting this within the code "it's the sensible and obvious approach’, but felt that
my biases were highlighted within this interpretation. Although RTA is about enabling my
own subjectivies to be a part of the analysis, | am unsure about how | feel about this for this
example. It brought to the surface my values about how | feel adults should engage with
children in schools, but my experiences of being in schools suggest that this is not always
the case. How can | interpret this data acknowledging the experiences | bring, whilst trying
to understand more about the experiences of staff at SVHS?‘
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= that makes them, helps them to feel like they belong. We spoke as well about there being lot
feachers on duty, so there's lots of people that they can go to. And also that there’s a big

safeguarding team and that helps some people to feel safe because they know there's somec

Annotations
Item  Content

2 I wonder if this is associated with staffs' enjoyment at school, wanting to be out on duty with
the students? | wonder if staff feel supported or not in school to prioritise interactions over
admin demands (lots of literature on this, particularly DfE White Paper) - latent coding?
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1
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An interpretation from the table hosts experiences of time spent in the school. Be careful
how I interpret this.

Also associated with the code about 'students rely on staff to help them identify their
feelings' - when staff know students well, they can do this more. Is this helpful/unhelpful for
students? Think about the literature - is the goal co-regulation or 'regulation'? Do adults even
‘regulate’ independently?
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— Students trustin school staff (e g are confident their needs will be met by them), are open and honest with them and feel
understood by them. Students feel heard through means such as coaching groups and feel appreciated (like staff want them in school)
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Started writing up and really resonated with Braun and Clarke's comments around how there is still so much
analysis that takes place when you are writing up your findings. | have found myself questioning why | grouped
areas together and moving chunks (e.g. whole section on 'restorative conversations' has been moved to a different
subtheme) because it just doesn't seem to fit with the subtheme | am describing.

Example of how I have still been making these connections as | go:

Additionally, it seemed that participants identified that staff support them with emotional regulation

through a range of ways including ‘check ins’, a clear no shouting’ rule and asense of transparen =}
e & v € € k parency © Jess Farnworth 7 &
from staff who model emotional regulation strategies. |

Links to area that talks about mutual care and
“teachers...greet pupils in the hallways by osking them how they are, by talking about their interests supportiveness being a two way/dual process

ond making that small talk with them"”

(Table A Host Summary) 2mention or reply

“showing our own emotions and actually modelling, you know, regulation strategies”

(Table 3 Host Summarv)

I had a really valuable supervision today to further unpick my findings as I have started to write them up. It
grounded me in my critical realist ontology and contextualist epistemology, reminding me about how | need to
carefully consider the way | am writing about my findings. | also found it extremely useful to discuss some different
ways to present my data. We questioned whether a 'traditional' thematic map would be helpful, or whether a
more circular model would be helpful to aid interpretation. This is something | need to think about further. ‘
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* (THESIS WRITE UP, DISSEMINATION & FURTHER RESEARCH,
ONGOING CONVERSATIONS BETWEEN EPS - PRACTICING
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* INDIVIDUAL (RESEARCHER)





image136.jpeg




image137.jpeg




image138.png




image139.png




image16.png
“What does ‘belonging and
“feeling safe’ at Spen Valley
mean to you?"

=tudentworld care table questions.

“Boost box” - what does

“What has been your best
times here at Spen Valley.

What makes you el safe calm ‘Spen need to keep doing for and the times you've really
and supportedin schoal? students to feel safe and looked forward to coming to
have asense of belonging? school. Was there anything
that helped make that
happen?”
Metaphor mapping “A
e s o Pecs e ey
Shar Teacher for a day and
oD wanted everyone to feel
e safe and supported,

what rules or changes
would you make?"

End reflection question: “One thing that is important to Spen Valley being a safe spaces. *
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Staff world cafe table questions.

“What do you see when
youlookat trauma
informedrelational

practice at Spen Valley?”

“Whatis missing from the
picture so far? Where do we
need more clarity?”

e threanyrutines o pors of
SCncattrat ol o 7 e

“How do we keep our best
traumaiinformed/relational
practice?”

“What have been your best

times here at Spen Valley and

the times you've really looked
forward to coming to work,
what contributed to that?”

“Add to the map of our
school's journey from 2017
tonow. You could include
key moments, challenges
and achievements”

‘End reflection question: “What have you heard today that you don't want to forget?”
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Six steps to Reflexive Thematic Analysis
(Braun & Clarke, 2022)

risation

Coding

Generating initial themes
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Theme 1
Relational safety as the
foundation of school life

Theme 2
A place where support and wellbeing
are prioritised and sustained over
time

Theme 3
A shared approach that fosters
identity, belonging and fulfilment

Theme 4
“We can’t pour from an
empty cup”

Theme 5

Systemic conditions that
shape a TIRA ethos
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Theme 1
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Theme 2
A place where support and wellbeing
are prioritised and sustained over
time
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“Attachment — related to a theory of human development which stipulates that early care
provides an evolving foundation for all future relationships and the extent to which these
involve a sense of security, trust and mutuality that enables the child to enjoy learning...
providing a secure base for all members of the school community”

“Trauma — the impact of unresolved occurrences that give rise to fear, helplessness or horror
may have a profound effect on the child’s feelings of physical and emotional safety... which
may shape a child’s response to future stressful situations. These experiences can lead to
recognised mental health issues... and impact on children’s relationships and ability to feel safe
in the school environment”





