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Abstract 

 

National data shows declining staff wellbeing (SEND Digest, 2025) and difficulties with staff 

retention (McLean et al., 2024), suggesting a need to further explore ways in which staff can 

be supported. Previous research suggests that supervision in schools has capacity building 

potential through by building on strengths and support (Bainbridge, 2020) and school-wide 

strategic support (Carroll et al., 2020) as well as overcoming challenges such as protecting 

time, staff shortages, finding a safe space and cost (Lawrence, 2020). 

This research used a critical realist lens to explore the implementation of supervision within a 

local authority in the North of England, taking into consideration perceived enabling factors 

and barriers to implementation. A mixed methods design was used to explore the views of 

Special Educational Needs Coordinators (SENDCos), Designated Safeguarding Leads 

(DSLs) and Senior Leaders across mainstream and specialist primary and secondary 

schools within one local authority. Quantitative data was collected through an online survey 

which received 29 participant responses and qualitative data was collected through semi-

structured interviews with 7 participants.  

Reflexive Thematic Analysis (RTA, Braun & Clarke, 2021) was used to draw out themes 

across all interviews. Four key themes were identified across the data: Structure, Purpose, 

Enabling Factors and Barriers. Enabling Factors and Barriers were explored within the 

subthemes of Personal Factors, Relational Factors, Systemic Factors and Awareness. Key 

findings suggested that supervision is still an emerging practice within educational settings in 

this local authority and has perceived benefits when implemented consistently.   

Using the Theoretical Domains Framework (Cane et al., 2012), the study explores naturally 

occurring implementation of supervision and identifies recommendations and considerations 

for local authorities, schools and Educational Psychologists. This research adds to the 

current literature around supervisory practices in schools and argues that supervision should 

be considered as a mechanism for supporting staff wellbeing and professional development. 
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Chapter 1 Introduction 

 

1.1 Chapter Overview 

This chapter will provide an overview of my own background and context in relation to 

the research topic. I will then consider the research rationale and aims in relation to my 

background and the wider context. Finally, I will provide a short overview of how the thesis is 

presented to the reader.  

1.2 Background and Context 

Within my previous roles as Special Educational Needs Coordinator (SENDCo), 

Assistant Headteacher and Deputy Designated Safeguarding Lead, I encountered 

challenging situations daily. I regularly supported young people with complex needs and, 

although working with a supportive mainstream primary school, felt that I was often making 

decisions in isolation with little opportunity to reflect within a protected space. On starting the 

Educational Psychology Doctorate, I had heard little about supervision and had limited 

understanding of the theory, models or benefits that it could have within any role. As I began 

to experience supervision, I began to reflect on and observe how beneficial it would have 

been to me in my previous roles.  

From speaking to colleagues, it appeared that Educational Psychologists were keen to 

offer supervision to schools and had some take up on their supervision training offer, but 

there appeared to be limited experience across the local authority. The more conversations I 

had with SENDCos and Senior Leaders in school, the more I felt supervision may be 

beneficial to support them in managing the complexities they were facing. National data 

shows declining staff wellbeing (Evans et al., 2018, SEND Digest, 2025) and difficulties with 

staff retention (McLean et al., 2024, NFER, 2024), suggesting a need to further explore ways 

in which staff can be supported. 

The literature presents varying definitions of supervision but, for the purpose of this 

study, Morrisonôs adapted (2005) definition (Sturt & Rowe, 2018) was used within the data 

collection process to ensure participant understanding of supervision (see Chapter 2 for full 

definition). Currently, there is no formalised government guidance or policy on supervision in 

educational settings. While the Department for Education (DfE, 2023a) makes reference to 

supervision to support the role of Designated Safeguarding Leads, there is no expansion on 

how or what this should look like. Local authorities have begun to produce documentation in 

relation to this, but this is inconsistent across authorities. The literature suggests that 
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supervision in schools improves wellbeing and confidence (Reid & Soan, 2019), enhances 

practice and decision making (McGhee & Stark, 2021) and allows for prioritisation of 

emotional needs (Hurry & Russell, 2022; Forrest, 2024). Barriers identified often mirror those 

noted in other professions such as lack of time and space, poor supervision leading to 

negative experiences and systemic constraints such as funding (Dunsmuir & Leadbetter, 

2010; Lawrence, 2020).  

While the literature is beginning to create a picture of why supervision may be beneficial 

in schools, I feel there is still further need for greater clarity around how this may look in 

educational settings. 

 

1.3 Research Rationale and Aims 

Much of the research around supervision in schools has stemmed from evaluations 

of researcher-led supervision which has been purposely introduced to schools as part of the 

research itself (Forrest, 2024). The current research aimed to explore the current 

experiences of supervision within educational settings in a local authority in the North of 

England, taking into account familiarity, regularity and structure of supervision. It also aimed 

to explore ways that schools have been able to implement supervision and draw out 

examples of how barriers have been able to be overcome. The research hoped to draw out 

practical recommendations for policy makers, School Leaders and Educational 

Psychologists with the hope that supervision will be implemented more widely within the 

local authority as a mechanism to support educational staff fulfil their roles and manage their 

wellbeing.  

The research explored the following research questions:  

ǒ What is the current picture of supervision in schools across the local authority? 

ǒ Is there a discrepancy between the desire for and the actual implementation of 

supervision in schools? 

ǒ What has helped schools to be able to implement supervision? 

ǒ How have barriers to implementing supervision been overcome? 

The challenges educational staff face is of direct relevance to the Educational 

Psychologists who are supporting these staff. Therefore, this research is particularly relevant 

to Educational Psychologists to increase awareness of how supervision may look within the 

schools they are supporting and whether they have a role to play in implementing this 
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process. The local authority in this research offers a training package on supervision as part 

of their traded offer. Despite Educational Psychologists reporting that SENDCos are 

describing increasing challenges, there has been limited uptake on the training. Therefore, it 

would be beneficial to understand adaptations that may be needed to make the training 

more accessible to schools.  

Since starting this thesis, the government has also released a white paper addressing 

the support for pupils with Special Educational Needs (DfE, 2026). Although this does not 

mention supervision, óChapter 5: Support and investment in high-quality staffô highlights the 

need to address reasons why many leave the profession because of increased workload 

pressures which mirrors the suggestion that staff are facing increased complexities within 

their role.  

The limitations of the research are considered, and it is acknowledged that, as the 

findings are from one local authority, caution should be applied when generalising the 

findings and may not represent the views and experiences of educational staff in other local 

authorities. It is also acknowledged that this data captures the views of only a small 

proportion of the schools across the local authority.  

 

1.4 Outline of Thesis 

This thesis will begin by exploring the previous literature relating to supervision in 

schools and the helping professions, considering theory, research and current policy. It will 

then outline the chosen methodology followed by details of the procedures relating to data 

collection. Both quantitative and qualitative findings will then be presented within the findings 

chapter. These findings are then discussed in the Interpretation and Discussion in light of 

previous literature and current context. Finally, implications of the research will be 

considered regarding local authorities, school settings and Educational Psychologists 

specifically. 

 

1.5 Reflective Boxes 

Shaw (2010) suggests that, as researchers, there is great responsibility in how we 

make sense of stories and experiences in order to effect change. Reflexivity allows 

researchers to recognise their own thoughts and feelings and consider how these may 

interact with the research process. 
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In order to embed a reflexive process within this research, I made use of supervision 

with my research supervisor and fieldwork supervisor, peer supervision with other trainee 

Educational Psychologists and through making note of my reflections within a research 

diary. I have incorporated extracts from my diary throughout the thesis as well as including 

comments on the analysis as a way of sharing how my own experiences and views may 

have influenced the research. 
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Chapter 2 Literature Review 

         In this chapter, I will aim to situate supervision in schools within the current context of 

education and current understanding of supervision in education. To do this, I will explore 

the definitions, functions and models of supervision and their application within helping 

professions. I will then consider current policy and guidance around supervision in schools 

and research relating to experiences of supervision to date. I will explore research around 

the perceived benefits and barriers to supervision in schools and consider the role of the 

supervisor within this and the part Educational Psychologists play. Finally, I will consider how 

the current research aims to add to the existing literature on supervision in school. 

 

2.2 Current Context 

The demands of teachers and staff in school are ever-increasing, and the challenges 

faced on a day-to-day basis become increasingly complex and emotionally taxing (Hanley et 

al., 2019).From my experience in schools, school staff are operating within a wider socio-

cultural context of high levels of accountability, increased complexity regarding individual 

pupil need and whole school need as well as significant emotional labour. School staff are 

required to evidence progress and impact across all areas of a challenging curriculum, 

ensure statutory and safeguarding responsibilities are met and adapt resources and ways of 

working to support a greater breadth of need due to limited resources in specialist settings. 

As a result, this can often lead to additional responsibilities, increased workload and 

increased emotional pressures which, in turn, can affect their own capacity to stay reflective 

and responsive. 

School staff experience great responsibility and make hundreds of decisions in 

relative isolation. They are at the forefront of supporting the most vulnerable children and 

young people within local authorities, but unlike other professionals supporting the education 

and wider wellbeing of children and young people such as Social Workers, Educational 

Psychologists, Counsellors and Nurses, there is no agreed or formalised supervision in 

schools. Some teachers and other staff in schools are noticing that they have no structured 

framework for emotional support (Sturt & Rowe, 2018) and are recognising a need for 

change. 

The literature suggests that the United Kingdom is currently facing increased difficulty 

recruiting and keeping teachers and leaders in post with 44 per cent more teachers having 
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intentions to leave teaching in 2022/23 compared to 2021/22 (McLean et al., 2024). Findings 

from the Wellbeing in Secondary Education (WISE) pilot study found that, among a sample 

of 555 secondary school teachers, scores on the 70-point Warwick Edinburgh Mental 

Wellbeing Scale were approximately four points below the average of the general working 

population, (Evans et al., 2018). The Teacher Wellbeing Index (Education Support, 2024) 

found that 77% of all staff experience symptoms of poor mental health due to work and 50% 

of staff consider that their organisationôs culture has a negative effect on their wellbeing. 

SENDCo surveys suggest that more than 78% of SENDCos are considering leaving their 

role, highlighting workload challenges and concerns about mental health as a key driver for 

leaving (SEND Digest, 2025). 

Research suggests that working with pupils who display challenging needs can lead 

to feelings of helplessness and anger (Greenhalgh, 1994) and impacts confidence and 

agency (Hanko, 2003). Early childhood special educators have talked about the anger and 

disbelief they feel when confronted with child maltreatment and how this can lead to isolation 

and withdrawal from others (DuBois, 2010). As schools are often best placed to offer support 

within communities, their offer of support often extends beyond the pupils they teach and 

into the families and communities in which they serve, increasing demands further. 

Concerns have been raised over the impact of poor wellbeing on the supply of school 

leadership (NAHT, 2021) and additional responsibilities negatively impacting mental health 

(Education Support, 2023). Blick (2019) suggests that changes need to be made at a 

systemic level within mission statements and policies to encourage support for the emotional 

nature of the experiences of teachers. 

Based on this current picture, it is important to consider what is to be learned from 

others within the helping professions. UK psychologists have previously placed supervision 

as one of the top continuing professional development needs and key in, not only attracting 

them to jobs, but also keeping them in their jobs (Lavender & Thompson, 2000). In medical 

and allied health professionals, supervision was associated with increased job satisfaction, 

improved emotional wellbeing and less burnout (Dawson et al., 2013). Within education, 

workplace social support can provide a protective resource for teacher wellbeing (Kinman et 

al., 2011) and is positively impacted by supportive school communities and safe 

environments (Roffey, 2012). 

Research suggests that there is a need for teachers to have opportunities for 

reflective practice to understand values and work through tensions (Blick, 2019) and are 

better equipped to attend to the needs of others if they have time to attend to their own 

needs Forrest (2024). While supervision alone cannot solve systemic issues such as 
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workload and funding, it can offer a space for school staff to reflect and problem solve away 

from the classroom. 

 

2.3 What is Supervision? 

2.3.1 Definitions of supervision 

Even within professions with established supervision protocols, there is still variation 

in the definition of supervision, in part a result of it needing to reflect the context and role with 

which it is in. Within education, it is important to differentiate supervision from common 

professional development activities such as coaching and mentoring, as often educators will 

experience all such roles at times or even simultaneously throughout their careers.  

It is important to acknowledge that there is likely to be overlap within schools with 

other professional supportive practices which includes consultation, coaching and mentoring. 

Consultation has been defined by Wagner (2000) as: 

a voluntary collaborative nonsupervisory approach established to aid the functioning 

of a system and its inter-related systems (p.11). 

Hymans (2018) suggests that: 

Mentoring is a more structured, sustained relationship for supporting professional 

learners at the early stages of their career, through a career transition or when facing 

a particular challenge. For example, newly qualified teachers, supply and returning 

teachers or recently appointed headteachers can benefit from a mentor. The mentor 

is normally a more experienced colleague with knowledge of the needs and 

professional context of the other person. The process is usually time defined and has 

a significant emphasis on developing the less experienced colleagueôs instructional 

skills and classroom practice (p. 14). 

Coaching is a more structured and sustained relationship to help develop a particular 

aspect of the professional learnerôs practice. It enables professional learners to 

review and define existing practice, to develop and extend skills, and to explore and 

introduce alternative strategies. It is of benefit to practitioners at any stage of their 

career. The coach is normally a professional who has particular expertise, but does 

not need specific subject knowledge, as the process focuses on the agenda of the 

person being coached (p. 14). 
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Although there are similar features across the different processes and likely that 

school staff may be experiencing a combination of these processes within their settings, they 

are not explored in detail within this literature review as it was felt that the focus should 

remain on the implementation of supervision specifically, in line with the research questions. 

Within educational psychology, supervision is considered by many to be a 

psychological process focusing on personal and professional development (Dunsmuir & 

Leadbetter, 2010; Scaife, 2001) and improving quality of work (Hawkins & McMahon, 2020). 

Morrisonôs (2005) adapted definition (Sturt & Rowe, 2018) is drawn upon for the purpose of 

this research.  

Supervision is a process by which one member of staff is given responsibility by the 

school to work with another staff member in order to meet certain organisational, 

professional and personal objectives, which together promote the best outcomes for 

students. These objectives and functions are:  

1. Competent accountable performance (managerial function) 

2. Continuing professional development (developmental/formative function) 

3. Personal support (supportive/restorative function) 

4. Engaging the staff member with the school (mediation function). (P10). 

Morrisonôs adapted definition was chosen for this research as it was felt to give the most 

comprehensive account of the broad nature of supervision and provide enough detail for 

those who were hearing of supervision for the first time. However, it is recognised that the 

definition could be critiqued for its possible emphasis on the managerial function of 

supervision and organisational accountability which may not allow enough space to consider 

the deeper, reflective nature of supervision. It is also acknowledged that the definition does 

not emphasise the relational nature of supervision or highlight the importance of containment 

and psychological safety within the process. Hawkins and Shohetôs (2012) definition states: 

Supervision is a joint endeavour in which a practitioner, with the help of a supervisor, 

attends to their clients, themselves as part of their client-practitioner relationships and 

the wider systemic context, and by doing so improves the quality of their work, 

transforms their client relationships, continuously develops themselves, their practice 

and the wider profession (p.60). 

Although this definition places a stronger emphasis on the supervisory relationship 

and the interaction between the supervisor and supervisee, it was felt that the use of 
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terminology such as óclientô could be misleading and lacked the clarity needed for those who 

were unfamiliar with supervisory practices in educational settings. For similar reasons, 

Hawkins and McMahonôs (2020) definition was also not chosen. 

A joint endeavour in which a practitioner, with the help of a supervisor, attends to 

their clients, themselves as part of their client-practitioner relationships and the wider 

systemic and ecological contexts, and by so doing improves the quality of their work, 

transforms their client relationships, continuously develops themselves, their practice 

and the wider profession (p.66). 

Without a definitive definition of supervision, there is increased difficulty in developing 

school understanding of the process. Rae et al., (2017) aimed to determine how teachers in 

special schools understood and experienced supervision and explore the role of the 

Educational Psychologist in providing this. Using semi-structured interviews, they found that 

there appeared to be a lack of agreement in relation to what supervision looked like in their 

day-to-day practice and there was little understanding of the role Educational Psychologists 

could play in promoting wellbeing within supervision. Teachers were keen for supervision to 

be objective, solution-focused and confidential with opportunities to reflect, offload and feel 

contained whereas Educational Psychologists were less clear on their perceptions of what 

supervision provision should entail. This suggests that there is still work to be done in 

aligning a common expectation of supervision between schools and Educational 

Psychologists and this may be different on an individual basis. 

 

2.3.2 Functions of Supervision 

The British Psychological Society Supervision Guidelines for Psychologists (BPS, 

2024) and Practice Guidelines (BPS, 2017) outline the role supervision has in maintaining 

quality standards of service delivery, suggesting that supervision supports the professional 

development and wellbeing of the supervisee as well as the children and young people they 

are working with.  

Hawkins and Shohet (2007) found there to be three functions of supervision: 

developing supervisee skills and competence (educative); safeguarding (improving the 

quality of work) (managerial); sustaining and supporting the supervisee (supportive). The 

Proctor Model of supervision (Proctor, 1986) also focused on three primary functions of 

supervision: Normative, Formative and Restorative. The normative function of supervision 

provides accountability and adherence to professional standards, guidelines and policies 

while the formative function focuses on the development of knowledge and skills. The 
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restorative function is arguably the function missing within current education systems and 

provides space for addressing the emotional wellbeing of practitioners.  

Where Educational Psychologists are supervising other professionals, the perceived 

functions of supervision have included providing opportunities to talk through cases, as well 

as receiving guidance and advice in regard to next steps (Callicott & Leadbetter, 2013). 

More recent evaluation documents around supervision for schools suggests: 

The purpose of professional supervision is broadly to support teachers in dealing with 

their own wellbeing (restorative/supportive) and that of their pupils (formative/educative) 

through interaction with the supervisor and reflection on their practice from a psychological 

perspective. (Hurry & Russell, 2022, p2).  

Although the purpose and benefits of supervision for the supervisee appear to be a 

key focus, Carrington (2004) challenged whether supervision offers just as many benefits to 

the supervisor themselves, with the consideration that having the dedicated time for 

supervision of trainees allowed her to reflect on her own habitual practices. Supervision can 

help supervisors recognise the effectiveness of their own work (Rae et al., 2017) as well as 

strengthening teacherôs competencies in being able to teach and care for children with 

challenging behaviour and emotions (Pfeifer, 2011).  

 

2.3.3 Models of supervision 

Models of supervision have been developed to offer structure and guidance to the 

professional conversations within supervision (Hawkins & Shohet, 2007; Scaife, 2001; 

Hawkins & Smith, 2013). Many of these models build on the work of Hankoôs 1990 Model of 

Process Consultation (Hanko, 1990), who emphasised the importance of asking answerable 

questions which empower and lead recipients to draw on their own resources, knowledge 

and experience. Although, historically, supervision has taken the form of one-to-one 

conversations, there are now multiple forms being used as part of everyday practice such as 

peer supervision, group supervision and multi-agency supervision. Sturt and Roweôs (2018) 

integrated model of supervision places the 4Ss; students, staff, school and stakeholders as 

central to the cyclical process of experience, reflection, analysis and action planning. They 

argue that, for supervision to be truly effective, the cornerstones of the model; supervision 

policy, agreement between supervisor and supervisee, recording of supervision and its 

review must be embedded in the foundations of the process. 
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Reflecting Team (Andersen, 1987) is a method of group consultation which stems 

from family therapy in which the case presenter is not actively involved in the group 

discussion but instead listens without contributing. It has been found to be an effective 

intervention within GPs for opening-up new perspectives and feeling validated (Shah, 2019) 

and has more recently been applied as a process of peer reflection in teaching (Hansen & 

Mendzheritskaya, 2024). Multi-disciplinary and multi-agency supervision is a growing area 

and provides benefits to the supervisor such as enhancement of skills and opportunities to 

help professionals from a range of backgrounds develop their ability to work reflectively 

(Dunsmuir & Leadbetter, 2010). 

 

2.3.4 Psychological underpinnings of supervision 

Supervision, when delivered effectively, allows apace for individuals to reflect and 

make sense of their experiences rather than being focused solely on gaining advice or 

practical steps to overcome a challenge or problem. Bionôs concept of containment (1959; 

1984) is said to be achieved when a sense of psychological safety has been facilitated for 

the supervisee and is recognised as a function of supervision (Hawkins & Shohet, 2000). It 

has also been recognised that psychodynamic principles of transference and 

countertransference may be experienced (Wood, 2016) and may be particularly relevant 

when considering that staff responses may be influenced by feelings evoked by pupils, 

parents or colleagues. This suggests that supervision provides a mechanism to reflect on the 

emotional and relational impact of their work. 

Evidence for the psychological nature of supervision can also be seen in the 

importance given to the supervisory relationship (Beinart & Clohessy, 2017). Scaife (2009) 

identifies the importance of creating feelings of safety and this is emphasised within the 

Supervision in Education: Quality Standards Framework (SIE, 2025) by setting out qualities 

of what a skilled supervisor should look like. This also highlights that supervision is not just a 

process for improving practice but also a relational process which allows staff to feel heard 

and valued. In order for the supervisor to supervise effectively, Morrison (2006) suggests 

that the emotionally intelligent supervisor can demonstrate self-awareness of their own 

emotional state whilst also being alert to how the supervisee is feeling and able to use these 

aspects to manage the relationship between them.   

The Supervision in Education: Quality Standards Framework (SIE, 2025) also 

highlights the importance of contracting at the start of implementing supervision. This follows 

on from Sturt and Roweôs (2024) suggestion that a supervision agreement is essential for 
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supervision to be effective and that the process of producing the agreement itself, facilitates 

the development of the supervisory relationship. 

 

2.3.5 Drawing on Research from Supervision within the Helping Professions 

Due to policy guidelines, supervision in the helping professions has been established 

for a significant period (HCPC, 2024) leading to a larger body of research around the 

experiences of supervision in the helping professions than within schools specifically. The 

evidence base appears to be mixed in regard to the overall effectiveness of supervision but 

there are aspects to be drawn upon that bring an insight into the role supervision has to play 

in supporting individuals in their role. The benefits of supervision appear to be linked more 

with the details of how supervision is implemented and what it involves rather than the 

process as a whole; when supervision is done well, there are benefits identified but it 

appears that when it is not there is a risk of damage being caused. Although it is difficult to 

make direct links between supervision received and the impact on practice, good supervision 

is likely to increase confidence and offer new perspectives and ideas which, in turn, would 

lead to improved practice (Osborne & Burton, 2014). 

Rothwell et al. (2021) identified the following enablers to clinical supervision 

effectiveness in a healthcare setting: regularity, within protected time, in a private space and 

delivered flexibly. Barriers identified focused around: lack of time, space and trust, lack of 

shared understanding of purpose and a lack of on-going support and engagement from 

leadership. Within social care, a lack of adequate supervision has been identified as being a 

factor in studies of child deaths in the UK (Saltiel, 2017) and was seen as an important 

space for evaluating practitioner accounts and informing decisions. Within Educational 

Psychology Services, supervision is deemed to play a role in assuring the quality and 

standards of service delivery as well as serving both wellbeing and professional 

development with a link to support work with children and young people (Dunsmuir & 

Leadbetter, 2010). 

Research within the helping professions suggests benefits are to be had from regular 

supervision. Within counselling and psychotherapy practice, supervision is considered 

essential for continuing professional development and delivering ethical and effective 

therapy (Wheeler & Richards, 2007) and effective clinical supervision is associated with 

lower burnout and greater staff retention in social work healthcare organisations (Martin et 

al., 2021; Warwick et al., 2023). Supervision in health visitors has also been associated with 
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reduced burnout and stress and increased thinking capacity (Wallbank, 2013) and has been 

found to reduce staff sick days in hospital staff (Hyrkäs et al., 2001).  

Although, to date, there is little research into the benefits of supervision to the pupils 

themselves, Bambling et al. (2006) found that the clients of supervised therapists did 

significantly better in terms of reduced symptoms of depression, less treatment drop out and 

greater satisfaction with both their treatment and their working alliance with their therapist. 

However, this was not the case in research relating to nurses who had received year-long 

supervision, with no improvement of satisfaction for patients found (White & Winstanley, 

2010). As the limited research on client impact stems from areas outside of education, we 

need to be mindful in assuming that the same impact would be seen within pupil impact 

because of supervision. 

 

2.4 Supervision within Education Settings 

Although it is useful to consider the experiences of supervision from other 

professions where it is already embedded, it needs to be acknowledged that schools are 

working within their own standards and policies which may impact how supervision may be 

implemented in education systems. While there may be similarities in experience, it is 

difficult to generalise. This section will consider the current context of supervision in schools 

specifically and the research to date. 

 

2.4.1 Policy and Guidelines 

2.4.1.1 Supervision for Designated Safeguarding Leads 

Following the introduction of óDesignated Senior Leads for Mental Healthô, (DfE, 

2017) concerns were expressed regarding time pressures and strain on staff without 

appropriate support and limited guidance on what support would look like. Reference to 

supervision is lacking within Teachersô Standards (DfE, 2011) but is referenced as a 

requirement within Designated Safeguarding Lead roles (DfE, 2023a) which states, ñLead 

practitioners should have access to high quality supervision,ò (p61) and ñThe postholder 

should be given the additional time, funding, training, resources and support needed to carry 

out the role,ò (DfE, 2025, p31). It also recognises the role supervision has to play in regard to 

line management requirements to support ongoing professional development but gives no 

further guidance on what this supervision should look like or how it should be implemented.  
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Subsequently, local authorities have begun to devise their own guidance. My current 

local authorityôs Childrenôs Safeguarding Partnership offers Safeguarding Supervision 

Guidance primarily focused on safeguarding in the Early Years but with some specificity over 

regularity. Some Multi-Academy Trusts have begun to develop Supervision Policy which 

suggest appropriate safeguarding provision for DSLs and specify termly supervision 

sessions (Co-op Academy Leeds, 2025). Within some local authorities, standards have been 

stipulated within safeguarding supervision policies which identify the importance of having a 

written policy, having appropriately experienced supervisors, regular, planned, protected 

time and space that is given priority, a written agreement or contract and clearly defined 

roles of supervisor and supervisee (Cumberland Safeguarding Children Partnership, 2025). 

 

2.4.1.2 Supervision for Teachers and Leaders 

Many schools are yet to have policies in place for supervision with teaching staff 

other than in the Early Years. Supervision may have a role to play in supporting teachers to 

meet Teachersô Standard 8 ñFulfil wider professional responsibilities,ò (DfE, 2011, p13) with 

particular reference to the part ñtake responsibility for improving teaching through 

appropriate professional development, responding to advice and feedback from colleagues,ò 

(p13). It could be argued that teachers require protected and timetabled time for such 

opportunities and it is unclear in the standards how this should be delivered. Sturt and Rowe 

(2024) have begun to consider this further and have aligned the different purposes of 

supervision with the Teachersô Standards, particularly acknowledging the managerial aspect 

of supervision (See appendix 1 for table of reference). Senior leaders are responsible for 

ensuring staff performance in relation to the teachersô standards (DfE, 2011). Supervision 

could provide time and space for teachers to reflect, develop skills and problem solve in an 

environment that, although rewarding, can be incredibly challenging and emotionally 

exhausting. There is a need for staff to be able to offload while also allowing leadership an 

opportunity to observe the effects of the job on wellbeing (Sturt & Rowe, 2024). 

Since 2014, academics and practitioners in the Faculty of Education at Canterbury 

Christ Church University have been researching and developing a model of supervision for 

education professionals (Bainbridge, 2020), which identifies the capacity building potential of 

supervision and its role in building on strengths and support. Bainbridge (2020) suggests 

that, by not providing supervision, schools are limiting opportunities to expand practice and 

could be impacting on the future learning experiences of young people and hindering the 

social and emotional wellbeing of the professionals. In 2019, Barnadoôs Scotland published a 

discussion paper calling for ña national conversation about the support available for the 
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mental health and wellbeing of teaching staff and consideration of the role of Professional or 

Reflective Supervision within Education,ò (Lawrence, 2020, p3). The previous discussion 

paper had argued that, for teachers to be able to provide effective ñpositive educational, 

social and therapeutic relationships to children who have experienced trauma and adversityò, 

a care infrastructure needs to be in place (Burley, 2019, p2). Through Barnadoôs ongoing 

work with practitioners in schools, it was highlighted that there was a lack of professional 

supervision or specified time for reflection in relation to their own mental health and 

wellbeing and argued that professional supervision is essential for all professionals 

supporting children and young people with complex needs and vulnerabilities. Professionals 

at the UCL: Institute of Education, have also begun to produce guidance in regard to how 

supervision can support staff in schools (Carroll et al, 2020). This began with a focus on 

SENDCos, as they are responsible for a very wide area and the acknowledgement that 

many will not have experienced supervision themselves and do not have a model for how it 

can work. 

The Supervision in Education Network (2025) has recently devised a standards 

framework to support the quality assurance of supervision in education. This recommends 

that Senior Leaders in education settings receive supervision from external supervision 

organisations which is delivered individually or in groups, face-to-face or remotely. It 

suggests that it should be regular and there should be a written contract between the 

commissioner and the supervisor. It also calls for a Register of Approved Supervisors in 

Education from 2027/2028 for supervisors from an education background to address the lack 

of guidance on the qualifications or training required to deliver supervision in educational 

settings and limited training routes available. The Department for Educationôs proposed 

reforms to the schools and SEND systems in England (DfE, 2026) suggests a need to 

support and invest in high quality staff to address reasons why many leave the profession. 

The paper does not identify specific strategies which will be used to ñempower and invest in 

expert leaders, teachers and support staffô,ò (p79) but there is a suggestion that leaders will 

be provided with ñsafe and confidential space to develop new strategies to manage their 

resilience and capacity to thrive in their role.ò (p86) At this time, there is no expansion on 

how this will be done but offers the idea that there may be space available to consider 

changes to current practice and systems.  
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2.4.2 Current Experiences of Supervision in Schools 

2.4.2.1 Staff Perceptions of Supervision 

Overall, the research suggests that supervision is still an emerging practice, but that 

supervision is becoming a talking point for discussions around supporting teachers (Hood, 

2024). As policies and standards have begun to emerge, so has the research regarding 

experiences of supervision in schools. Sturt and Rowe (2024) suggest that the model of 

supervision currently seen within schools may be a more informal approach which is not 

necessarily built on any theoretical base but relies mainly on ad hoc conversations regarding 

current concerns. Historically, supervision has been erratic and infrequent and difficult for 

school managers to organise (Newton, 1995) and Reid & Soan (2015) suggest that the 

wellbeing of staff working with high needs children is largely ignored. 

Research suggests that teacher wellbeing impacts on their ability to cope with the 

profession and the stresses that arise from it; therefore, having a critical impact on providing 

a stable environment for the students in their care (Roffey, 2012). Groom and Rose (2005) 

found that Teaching Assistants (TAs) played a crucial role in the ñeffective inclusion of pupils 

with SEBD in mainstream classrooms,ò (p20) with an increasing occurrence of Teaching 

Assistants being deployed to support children with social, emotional and behavioural 

problems (SEMH, SEND Code of Practice, 2014) and played a significant role in supporting 

teachers to manage behaviour within the classroom. There is now increased acceptance 

that teachers are not immune from associated emotional risks of being exposed to student 

adversity and trauma (Briggs, 2020) and Parker et al. (2012) suggest that supervision 

sessions can help individuals reflect and re-evaluate personal values and professional 

identities.  

Barnadoôs Scotland (Lawrence, 2020) used a Survey Monkey questionnaire to 

distribute a consultation designed to engage those working directly in education to explore 

their views and experiences of supervision. It should be noted that a self-selecting sample 

was used which may suggest that those who responded had particularly strong views 

regarding supervision and is therefore not necessarily representative of those in education. 

The results found that 90 of the 402 respondents had experienced supervision in education. 

Of these respondents, 44% had received supervision from a Senior Leadership member, 

16% from an external organisation and 14% from an Educational Psychologist and 77% of 

experiences were on a one-to-one basis.  

Using Q-methodology to explore perceptions of supervision amongst school staff, 

Beech et al. (2023) identified two varying viewpoints to supervision. Viewpoint 1 being that 
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supervision was perceived to be necessary and achievable with viewpoint two offering a 

more cautious stance that, although important, there were barriers to implementation. From 

this, it seems that there is still further research needed to explore the existence of 

supervision within school settings and how far the understanding and implementation of 

supervision has managed to reach. 

 

2.4.2.2 ELSA Supervision 

Much of the literature regarding supervision in schoolsô centres around group 

supervision, with the most established appearing to focus on the work of Emotional Literacy 

Support Assistants (ELSAs) and the functions and impact of their group supervision 

sessions which are included as a requirement for the role (ELSA Network, 2017). The 

functions of group supervision have been found to marry up with those of individual 

supervision, with ELSAs using the sessions to explore their skills, understanding and 

knowledge linked to the casework they were being faced with as well as using the sessions 

as a space for seeking and receiving emotional support (Ridley, 2017). Supervisees also 

report benefits in regard to wellbeing, team relationships and direct work with families 

(Anderson & Hayes, 2023) and feeling better able to support pupils (Osborne & Burton, 

2014). France & Billington (2020) found that ELSAs valued supervision and gave reference 

to; valuing advice, gaining new ideas and benefiting from the support of a group, sharing 

resources and updates. Benefits to wellbeing were identified such as; reassurance, 

offloading concerns and increasing confidence and reported that the impact had extended to 

other school staff, with ELSAs becoming more solution focused in their conversations with 

school staff.  

 

2.4.2.3 Group Problem Solving 

Within some schools, although there is an absence of supervision, they have a 

system in place that offers a form of group consultation which allows staff to share stuck 

situations and look for solutions as a group. When trained to facilitate their own staff 

consultation groups, teachers have valued having time to discuss problems free from 

interruption, within a space of trust and concern and valued the sense of community despite 

noting barriers of time and prioritisation (Stringer et al., 1992). Positive outcomes associated 

with problem solving groups were linked to the environment, preparation and planning 

(Muchenje & Kelly, 2021). 
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2.4.2.4 Group Reflective Processes 

Research suggests that more recent studies have focused on the reflective aspect of 

supervision in group supervision in schools. Teachers have been found to benefit from using 

reflective processes to consider personal and professional experiences that influence their 

reactions and modifying their responses/behaviour/reactions/practice to work more 

effectively with students (Southall, 2019). Similarly, reflective practices have been found to 

generate mutual support, awareness of other perspectives and strategies and build 

confidence and capacity to seek change (Gardner et al., 2022) and learn from daily 

experiences (Daniels et al., 2023). As these studies were not conducted in the UK, 

generalisations need to be made with caution, but it is useful to consider the role that 

reflection more generally may have in supporting teachers. 

 

2.4.2.5 Group Supervision 

Within the UK, Headteachers have reported that group supervision sessions with 

peers are useful and something that they would be willing to set time aside for (McBlain, 

2010). Within specialist settings, group supervision was found to offer opportunities to foster 

camaraderie with colleagues and address stress through offloading, sharing and validating 

emotions and experiences (Willis & Baines, 2018). It is important to acknowledge that these 

findings are from a case study of one school and therefore it is difficult to generalise the 

benefits found to beyond this setting.  

 

2.4.3 Perceived Benefits 

Where supervision has been implemented, research has begun to suggest there are 

benefits to be gained, however as most studies to date have been small scale; caution 

needs to be given to making broad generalisations.  

Directive supervision is positively related to teachersô performance and attitudes 

(Hoque et al., 2020). Senior Leaders and SENDCos have suggested that supervision can be 

invaluable for monitoring staff wellbeing and maintaining effective practice (Rae et al., 2017). 

Leaders have identified benefits such as having a structured process, gaining new 

perspectives and having a safe space which allows for recognition of areas of expertise and 

areas in need of development (Reid & Soan, 2019).  They valued the emotional support 

provided by supervision, the priority it gives to their development needs and how it enables 

them to do their job more effectively and used supervision as a method for ensuring 

adherence to codes of conduct and promoting safe cultures. Solution-focused strategies 
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have been perceived to promote reflection, conversation and empowerment of student 

teachers (McGhee & Stark, 2021) despite participants acknowledging that this required a 

change in thinking and did not necessarily find the use of solution focused strategies easy. 

Although these findings are considered with caution as they relate to student teachers, it is 

likely that established teachers may experience similar challenges when taking part in 

reflective processes. 

Designated Safeguarding Leads and Deputy Designated Safeguarding Leads who 

set up their own form of supervision within their own schools identified the benefit of having 

their emotional needs recognised and highlighted the impact of being the person in school 

who knows most about the childrenôs lives (Sturt and Rowe, 2018). DSLs and all the staff 

they supervised reported a development in knowledge and skills and a clearer 

understanding of their roles in safeguarding students. Supervision had worked well where 

senior leadership teams had made a commitment to it and prioritised time for it.  

From a survey completed by 402 respondents, participants reported positive 

experiences of supervision in education with wider benefits including reducing burnout, 

improving professional practice through self-evaluation and being better able to support 

children and families (Lawrence, 2020). Hurry and Russell (2022) reported on a small-scale 

evaluation of professional supervision within four primary schools over a 6-month period to 

explore the extent to which teachers found the process useful and how supervision informed 

future practice. Teachers reported that the groups were refreshing and sometimes uplifting 

and building support networks and learning from each other were frequently mentioned, they 

increased self-awareness about their own emotional state/needs and had led them to 

become less critical in regard to their daily work. It is important to acknowledge that the 

schools within the study were self-selecting, as were the individual participants who took part 

in the interviews, so may not be representative of the views of the participants as a whole. 

Bainbridge et al.ôs (2022) supervision project with school leaders, which took place 

over a five-year period, found that supervision had a positive impact on professional 

learning, health and wellbeing and wider school culture, arguing that it supports virtuosity of 

school leadership as well as supporting the care of school leaders and those they care for.  

As part of the COVID-19 recovery plan for the education sector, the School Leader 

Mental Health and Wellbeing Service were commissioned by the Department for Education. 

Within this, one of the aims was ñTo increase the evidence base on professional supervision 

and wellbeing support for school leaders and learn lessons to inform future policy and 

interventions,ò (DfE, 2023b, p5). The evaluation suggested that feelings of overwhelm, stress 
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or isolation led to school leaders applying to the service along with hopes that they would 

gain protected time to discuss challenges and manage workload and 79% of respondents 

stated that they would want to continue to access supervision in the future (DfE, 2023b). 

Wider school level benefits included improving their communication and relationships with 

colleagues, sharing ideas, tools, and strategies learnt through the sessions with other staff, 

and introducing wellbeing initiatives or support at their school. Further benefits included 

supervisors providing appropriate challenges in a safe, reflective space and a good 

understanding of educational contexts. 

Feedback from a small pilot in the West of Scotland showed that Headteachers 

suggested that supervision allowed them to do something that supports themselves so that 

they can ensure they are able to support others around them (Forrest, 2024). Bamford 

(2025) suggests that staff wellbeing is influenced by the impact of leadership, having a 

shared goal and understanding, supportive structures being in place and a person-centred 

approach and found that simple timetable alterations allowed staff opportunities to problem-

solve with other team members and impacted staff happiness as a result. This mirrors Boujut 

et al.ôs (2016) findings that support from within an organisation is deemed more important 

than support from friends and family.  

 

2.4.4 Barriers to implementation 

Despite the benefits found from supervision, the literature suggests that there are still 

barriers remaining. Amongst Educational Psychologists, there is a concern that supervision 

can be considered a luxury when economic and time demands are at play (Dunsmuir & 

Leadbetter, 2010) and similar conclusions have been drawn amongst school-based 

research. It has been suggested that, within school staff, there is a lack of awareness of the 

potential benefits of supervision but also misunderstandings about its purpose being more of 

a monitoring function (Westergaard & Bainbridge, 2014).  

Much of the research to date comes from studies where the supervision has been 

provided by the researchers and therefore not drawing from existing resources of the school. 

Reid and Soan (2019) provided senior leaders and SENDCos with an opportunity to reflect 

on, air and discuss professional practice issues. Using qualitative questionnaires, Reid and 

Soan found that participants viewed supervision as a ñpowerful and restorative experience, 

professionally, personally and emotionally,ò (p59) but concluded that, despite this, 

supervision ñcannot solve the wider constraints that schools operate within linked to funding 

regimes, policy imperatives and the impact of socio-economic disadvantage,ò (p70) and is 
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reliant on being given high enough priority for funding. As the supervision within this study 

was provided by supervisors external to the school and without cost, there are implications 

to replicating such findings within schools where internal staff and school budget are 

required to enable the process. Examples of negative experiences of supervision are linked 

to poorly implemented supervision or a feeling that it did not bring any benefits. Challenges 

that arose were linked to practical issues around protecting time, staff shortages, finding a 

safe space and cost (Lawrence 2020). As Hawkins and McMahon (2020) suggest, ñresearch 

evidence is becoming increasingly essential to ensure that the allocation of time and 

resources to supervision continues to grow in a time of greater demand, higher expectations 

and less resources in the public services,ò (p299). 

Even when a need for supervision has been recognised, evidence has suggested 

that busy schedules, lack of understanding of benefits and perceived stigma around leaders 

seeking help, hindered school leaders from accessing supervision support (DfE, 2023b). In 

addition, participants identified funding as a key barrier and feelings of guilt around using the 

school budget to pay for support. Hansen & Mendzheritskaya (2024) suggest that, due to the 

demands in place during the teaching process, it is difficult for teachers to engage in any 

reflection within the lesson and therefore reflection is better placed after the event as a 

guided peer activity. Therefore, supervision needs to take place at a time and place away 

from the classroom, ultimately creating a barrier in regard to where that time is taken from 

and the resources needed to provide it.  

In addition to this, there are currently limited training options for in-house supervisors. 

Carroll and Esposito (2020) argue that if supervision is going to be financially sustainable 

and become embedded in everyday practice in schools, more educators need to be trained 

to become supervisors. The Centre for Inclusion Education at UCL Institute of Education has 

tried to address this through their delivery of a Supervision Skills for SENDCos course, 

aiming to improve understanding and develop their own skills in delivering supervision within 

their own settings and led to the development of the guidance document óProfessional 

Supervision: Guidance for SENDCOs and Senior Leadersô (Carroll et al., 2020). 

There is research to suggest that, even when systemic barriers are overcome, 

supervisees can feel uncomfortable with the process itself, disliking the inevitable silences or 

the lack of problem-solving advice in more reflective supervision experiences (Hurry & 

Russell, 2022). Within ELSA supervision, barriers centred round a lack of trust in the process 

and perceived the process to being a check on their practice while others had confusion in 

regard to the purpose and felt that the time away from school to attend supervision had a 

negative impact on the children they supported (Callicott & Leadbetter, 2013) suggesting 
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that, for support to be meaningful to teachers, supervision should not be imposed on them 

and relies on genuine engagement (Reid and Soan, 2019). 

 

2.5 The Role of the Supervisor 

The role of the supervisor is explored as this links to an understanding of how 

schools may be limited at offering supervision. 

Educational psychologists in England regularly provide consultation as a support 

mechanism within education, with a number of local authorities beginning to shift towards a 

consultation model of delivery. As skilled professionals, Educational Psychologists are able 

to provide discrete support to teachers in coping with the demands of school life (Gibbs & 

Miller, 2014) and Educational Psychologist interventions which promote daily positive 

reflection, have been found to improve teacherôs sense of self-efficacy (Critchley & Gibbs, 

2012). It is commonplace for Educational Psychologists to offer group problem solving 

opportunities (Circle of Adults, Newton and Wilson, 1999; The Reflecting Team, Andersen, 

1987; Solution Circles, Forrest & Pearpoint, 1996) and this seems to be the closest to a 

model of supervision that schools are receiving on a regular basis. 

Currently, the main provision of supervision within school staff appears to be through 

that of ELSA supervision delivered by Educational Psychologists. Educational psychologists 

are able to bring in-depth knowledge of schools and the understanding that behaviour offers 

an insight into emotional wellbeing (Rae et al., 2017) which places them in a suitable 

position to support through supervision. Roffey (2012) suggests that Educational 

Psychologists are well-placed to be able to offer systemic, preventative support to staff in 

schools, particularly in regard to teacher wellbeing which in turn would reduce the need for 

expensive, intensive support and increase the capacity of schools to meet the needs of their 

diverse populations. As the pressure and changes within school continue, many schools are 

beginning to seek supervision as a means of supporting staff with the emotional demands 

they face (Sturt & Rowe, 2018).  

There is limited research around the role of the supervisor in supervision in 

education, but Willis and Baines (2018) noted that ensuring all supervisees were given a 

voice during group supervision was an important part of a supervisorôs role. The Supervision 

in Education Network (2025) suggests that the supervisor should hold skills in facilitation, 

self-awareness, relationship awareness and systemic awareness. France and Billingtonôs 

(2020) research into the experiences of ELSAôs within group supervision suggests that 

supervisors provided both emotional and practical support and were approachable and 
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knowledgeable. The research highlighted that the supervisorôs ability to view cases 

impartially placed Educational Psychologists in a positive position for offering supervision 

within a multi-agency context. Teachers place importance on the expertise of the supervisor 

themselves to be able to enable a beneficial and constructive supervisory environment (Reid 

and Soan, 2019). This builds on the finding that Educational Psychologist interventions 

which promote daily positive reflection, have been found to improve teacherôs sense of self-

efficacy (Critchley and Gibbs, 2012). 

The impact on supervisors themself is one that requires careful consideration. As 

Reid and Soan (2019) pointed out, the responsibility of dealing with troubling issues during 

supervision of staff can be problematic for senior managers in schools if they are not 

receiving specialist óclinicalô supervisory support themselves. Antonio (2019) explored the 

professional support strategies planned by the head teacher to assist supervisors and 

teachers to carry out their professional duties. Findings showed that there were inadequate 

training and induction given to supervisors and therefore their supervisory skills extended 

little beyond observational checklists and conferencing.  

As Educational Psychologist roles shift and change in line with traded models, 

Callicott and Leadbetter (2015) suggest, ñSupervision is one way in which EPs can work 

creatively towards enabling better outcomes for children,ò (p383). However, with a current 

national shortage of Educational Psychologists (DfE, 2023c) and the cost implication of 

providing external supervision in schools, this may limit the chances of supervision being 

embedded. 

 

2.6 Overcoming resistance to change 

Despite an increase in the use of consultation models in school and the development 

of guidance for SENDCos and senior leaders for implementing supervision, experience to 

date has shown that supervision is still yet to be seen as a priority or a regular feature in 

school processes for supporting staff.  

In the context of this thesis, organisational change is explored to consider the factors 

at play when schools are making alterations to their structures, practices, culture or ways of 

working to offer greater depth of understanding to the enabling factors and the 

implementation of supervision. Organisational change theories consider how likely 

organisations can make changes, while also taking in to account the relational and 

psychological underpinnings of change. Lewinôs (1951) model for understanding how change 

happens encompasses the three stages of óunfreeze, change, refreezeô. The model 
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suggests that, before change can occur, individuals need to recognise the need to change. 

New practices can then be implemented or trialled before becoming part of the 

organisational culture. Finally, changes are then reinforced and developed until they become 

the normal way of working. 

Health research has demonstrated that leadership, resource support, 

communication/shared decision making and individual self-efficacy skills are factors that 

influence implementation (Clarke et al., 2010). The Theoretical Domains Framework (TDF) 

(Cane et al., 2012) was initially developed for implementation research to identify influences 

on health professional behaviour related to implementation of evidence-based 

recommendations and provides a theoretical lens through which to view the cognitive, 

affective, social and environmental influences on behaviour (Atkins et al., 2017). Through 

exploration of the 14 domains (see table 1 below) the theory enables researchers to 

understand why behaviours occur and within this research, may help to understand the 

behaviours present in school staff and supervisors which enable the implementation of 

supervision within a school system.  To date, there has been limited research that has 

applied the TDF to understanding implementation of practices within schools, but where it 

has been applied, it has provided a systematic approach to improving implementation 

(Weatherson et al., 2017). Richardson et al.ôs (2019) systematic review of TDF research also 

suggests that the framework can be a useful approach to bring together quantitative and 

qualitative evidence and identify interventions that target the likely determinants of change. 

The TDF domains may provide novel insight when considering themes and questions 

relating to the experience of the process of implementing supervision as well as providing a 

framework for drawing out barriers and enabling factors from within these domains.  

The Theoretical Domains Framework was adopted for this research as it provided a 

more comprehensive structure for addressing enabling factors and barriers to implementing 

supervision. It offers a clear and systematic framework for exploring factors such as 

knowledge, skills, beliefs about capabilities, emotions, social influences and environmental 

context, all of which were felt to be relevant to understanding the implementation of 

supervision in schools. Although Lewinôs (1951) model offers a broad understanding of 

change, the TDF allows for exploration of the cognitive, emotional, social and contextual 

factors that shape behaviour and which are likely to be relevant in the context of educational 

settings. Although The Consolidated Framework for Implementation Research (CFIR, 

Reardon et al. 2025) can be used to predict or explain barriers and facilitators to 

implementation success, this is best applied to research whereby the intervention is 

designed and delivered as part of the research itself, whereas this research focused on the 

exploration of existing processes. 
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Table 1  

Theoretical Domains Framework domains and constructs table taken from Cane et al., 2012. 

 Domain (definition)  Constructs 

Knowledge 

An awareness of an existence of something 

Knowledge (including knowledge of condition 

/scientific rationale), procedural knowledge, 

knowledge of task environment  

Skills  

An ability or proficiency acquired through practice 

Skills, skills development, competence, ability, 

interpersonal skills, practice, skill assessment  

Social/Professional Role and Identity  

A coherent set of behaviours and displayed 

personal qualities of an individual in a social or 

work setting 

Professional identity, professional role, social 

identity, identity, professional boundaries, 

professional confidence, group identity, 

leadership, organisational commitment  

Beliefs about Capabilities 

Acceptance of the truth, reality, or validity about 

an ability, talent, or facility that a person can put 

to constructive use 

Self-confidence, perceived competence, self-

efficacy, perceived behavioural control, beliefs, 

self-esteem, empowerment, professional 

confidence  

Optimism  

The confidence that things will happen for the 

best or that desired goals will be attained 

Optimism, pessimism, unrealistic optimism, 

identity  

Beliefs about Consequences  

Acceptance of the truth, reality, or validity about 

outcomes of a behaviour in a given situation 

Beliefs, outcome expectancies, characteristics of 

outcome expectancies, anticipated regret, 

consequents  

Reinforcement  

Increasing the probability of a response by 

arranging a dependent relationship, or 

contingency, between the response and a given 

stimulus 

Rewards (proximal / distal, valued / not valued, 

probable / improbable), incentives, punishment, 

consequents, reinforcement, contingencies, 

sanctions  

Intentions  

A conscious decision to perform a behaviour or a 

resolve to act in a certain way 

Stability of intentions, stages of change model, 

transtheoretical model and stages of change  

Goals  

Mental representations of outcomes or end states 

that an individual wants to achieve 

Goals (distal / proximal), goal priority, goal / target 

setting, goals (autonomous / controlled), action 

planning, implementation intention  

Memory, Attention and Decision Processes  

The ability to retain information, focus selectively 

on aspects of the environment and choose 

between two or more alternatives 

Memory, attention, attention control, decision 

making, cognitive overload / tiredness  

Environmental Context and Resources  

Any circumstance of a person's situation or 

Environmental stressors, resources / material 

resources, organisational culture /climate, salient 
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environment that discourages or encourages the 

development of skills and abilities, independence, 

social competence, and adaptive behaviour 

events / critical incidents, person x environment 

interaction, barriers and facilitators  

Social influences 

Those interpersonal processes that can cause 

individuals to change their thoughts, feelings, or 

behaviours 

Social pressure, social norms, group conformity, 

social comparisons, group norms, social support, 

power, intergroup conflict, alienation, group 

identity, modelling  

Emotion  

A complex reaction pattern, involving experiential, 

behavioural, and physiological elements, by 

which the individual attempts to deal with a 

personally significant matter or event 

Fear, anxiety, affect, stress, depression, positive / 

negative affect, burn-out  

Behavioural Regulation  

Anything aimed at managing or changing 

objectively observed or measured actions 

Self-monitoring, breaking habit, action planning  

 

Hawkins et al. (2020) suggest that, even with clear processes of change, change can 

still create resistance which is usually fuelled by fear of the unknown, lack of or 

misinformation, threat to status or power, no perceived benefits, reluctance to experiment, 

and a strong peer group norm. They suggest that resistance can often be traced back to 

systemic issues such as structural pressures and organisational culture meaning that efforts 

are more likely to be unsuccessful when the focus of change falls at an individual level. In 

order to overcome this in the context of supervision, there needs to be a clear statement of 

policy (Hawkins et al., 2020).  

Self-Determination Theory (Ryan and Deci, 2017) suggests that when the basic 

psychological needs of autonomy (the need to self-regulate oneôs experiences and actions), 

competence (the need to feel effectance and mastery) and relatedness (a sense of 

belonging and being integral to a social group) are met, individuals experience greater 

motivation and increased contribution to society. With this in mind, this theory can provide an 

understanding for leaders of factors that influence the likelihood that school staff will engage 

with changes. For the purpose of this research, it suggests that, for supervision to be 

successfully implemented in educational settings, an individualôs basic psychological needs 

will need to be met.  

 



36 
 

2.7 Contribution of this Research 

The literature outlines studies across multiple professions where supervision has 

been perceived as a beneficial process and can lead to positive impact on children and 

young people. The literature also demonstrates both organisational and relationship-based 

barriers to how successful supervision is implemented. From the research, and my own 

experience within practice, there appears to be a want and a need for supervision in schools 

but yet a limit in the number of settings where this is actually being put into practice and 

much of the research so far around supervision in schools focuses on supervision facilitated 

by the researcher. This therefore makes it hard to gain an accurate picture of what 

supervision practices provide on a day-to-day basis. Supervision forms a compulsory part of 

the ELSA training within schools and is seen as a beneficial process so, with the increased 

challenges around wellbeing, staff retention and increased complex needs in educational 

settings, there is an increased need for recommendations and strategies to support schools 

to implement supervision for all school staff effectively. Thus, the current research seeks to 

address this gap by establishing a clearer understanding of supervision in schools and how 

effective supervision practices are being implemented. It aims to identify the barriers they 

have overcome to make this happen with the hope of drawing on this to offer strategies and 

recommendations to educational settings, local authorities and Educational Psychologists. 



37 
 

Chapter 3 Methodology 

3.1 Overview 

In this chapter I will justify my ontological and epistemological positionality and reflect 

on how my research methods aligned with this. I will explain my reasons for my chosen 

methodology as well as briefly exploring other methodologies. This section will also outline 

my ethical considerations and how the quality of the research was maintained in order to 

provide reliable and trustworthy research. As there is currently little insight into how 

supervision strategies have been successfully implemented within schools in the UK, this 

research aimed to explore how schools are implementing supervision in the hope of drawing 

out recommendations for local authorities, educational settings and Educational 

Psychologists. 

The following research questions were explored: 

ǒ What is the current picture of supervision in schools across the chosen local 

authority? 

ǒ Is there a discrepancy between the desire for and the actual implementation of 

supervision in schools? 

ǒ What has helped schools to be able to implement supervision? 

ǒ How have barriers to implementing supervision been overcome? 

 

3.2 Ontological and Epistemological Positionality 

My research is framed within critical realist ontology, in that I make assumptions that 

supervision practices within schools are influenced by real structures such as policy, 

resources, power and leadership and would exist outside of an individualôs own perceptions. 

I aimed to explore these while recognising that the accounts of these experiences are 

influenced and shaped by an individual's own social contexts. I was conscious that I was 

entering into this research with my own previously formed perceptions on supervision and 

that my reasoning for exploring the topic stemmed from my own reflective realisation that 

supervision would have been beneficial in my previous role as SENDCo, Assistant 

Headteacher and Deputy Designated Safeguarding Lead. A mixed methods design was 

chosen in line with a critical realist approach. The quantitative methods, the survey, was 

used to offer insight into the reality of what is happening within schools within the chosen 
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local authority and the qualitative methods, the semi-structured interviews, were used to 

understand and gather the individual perspectives of this reality. 

Within my research, the voices of one or two individuals from a school were 

captured. I think it is important to recognise that this represents just one viewpoint of the 

experience of supervision within that setting and that it is not necessarily the same 

experience for all or remembered in the same way. Supervision can be a personal 

experience which is open to much interpretation (Hawkins & Shohet, 2007). The critical 

realist lens allowed me to acknowledge that there may be a difference between the actual 

individual experiences of supervision and an individualôs perceived experience of supervision 

that may be impacted by other factors such as power dynamics, overall ethos and school 

environment as well as the impact of sharing experiences within an interview in front of a 

researcher. The experiences of supervision are impacted by each individualôs own previous 

experiences and perspectives, and my interpretation of what participants say is impacted by 

my own experiences and perspectives. 

As Willig (2013) suggests, qualitative research methods can be used to gain a picture 

of the social world by seeking to capture, as truthfully as possible, something that is 

happening in the real world. Although I expected that my data would offer insight into 

practices and policies regarding supervision within schools, I acknowledge that this may not 

be a direct reflection and that the data will need to be interpreted in order to further 

understand how supervision is implemented and understand underlying themes relating to 

supervision implementation. A quantitative survey was used in the hope of gathering broader 

data from across multiple schools around the structure and practicalities of supervision. 

Qualitative semi-structured interviews were used to explore individual experiences and draw 

out facilitators and barriers. By using mixed methods within critical realist ontology, I aimed 

to be able to combine empirical observations and findings across a broader data set with 

deeper individual experiences and reflections to explore how supervision was implemented 

within educational settings. 

 

3.3 Local Authority Context 

The research focused on a Local Authority in the North of England. Within this Local 

Authority, the Educational Psychology Service currently operates under a traded model to 

schools which incorporates opportunities for systemic work including training. The 

supervision training package on offer to schools is within this offer and includes theory as 

well as opportunity to practice Solution Circles (Forrest & Pearpoint, 1996 and Reflective 
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Teams (Anderson, 1987) and draws on Resilience Based Clinical Supervision (Gilbert 2010) 

and Outsider Witness Supervision (Fox & Tench, 2002). As a result, these models were 

drawn upon in the survey when exploring experiences (see appendix 2). 

 

3.4 Methodological Considerations 

3.4.1 Selecting a Research Design 

When selecting methodology, I recognised that I had mixed feelings regarding the 

overall aims of the research. Firstly, I was keen to gain a broad understanding of what the 

most current picture of supervision was across the local authority. I had had several 

conversations with Educational Psychologists and SENDCos previously to ascertain whether 

supervision existed in their school but recognised that this was not necessarily 

representative of the whole of the local authority. Conversations regarding examples of 

supervision, tended to link back to specialist settings, suggesting a need to explore whether 

this was just incidental or an accurate reflection. Secondly, I saw value in exploring individual 

experiences deeper and approaching the research from an appreciative perspective by 

drawing on the successful implementation experiences that may already be happening to 

inform future thinking. For this reason, a mixed methods approach was adopted which would 

provide both a broad, quantitative context while also allowing the use of qualitative methods 

to explore experiences further.  

Considering that the research aimed to provide possible recommendations to 

educational settings, it was important that participant voices were captured from a range of 

situations and experiences. Participant voice needed to be an accurate reflection of the 

views of those currently in challenging roles within education and, although consideration 

was given to my own presence during qualitative data collection and the role of facilitation 

during the conversation, I was careful not to project my own views on to the participants. 

Quantitative data alone would limit the participant responses and would not necessarily allow 

for the participant to be portrayed in the way they intended (Watts & Stenner, 2005) and 

therefore the mixed methods approach would allow for this to be counteracted. Foucault 

(1997) suggests that it can be naive to accept a truth without questioning or critiquing it as 

this can lead to other truths being silenced. For this reason, as many ótruthsô as possible 

were collected within the research by ensuring that participants were chosen to represent a 

range of views.  

Within my practice as a Trainee Educational Psychologist, much of my work 

orientates around a strengths-based approach to stuck situations and this ethos also aligned 



40 
 

with my approach to research. As a result of this, an Appreciative Inquiry process could have 

been considered as a method of data collection and a way of working with a setting to draw 

out what was already working well in regard to the implementation of supervision. 

Appreciative Inquiry as a process is used to elicit organisational change (Cooperrider and 

Whitney, 2005) and follows four stages (discover, dream, design and destiny) which allows 

participants to consider the in-depth structure of processes within a setting. Although there 

are benefits of such an in-depth method of data collection, initial scoping of the research 

suggested that there would be limited schools within the local authority that would be in the 

position to offer such in-depth insights as a team. Although Appreciative Inquiry as the data 

collection method was deemed inappropriate, appreciative questioning was used within 

interviews to draw out how educational settings had been able to implement change (see 

Appendix 3). 

As Bazeley (2022) states, ñTo clearly define and set boundaries for mixed methods 

as an approach to research is difficult, if not impossible, and any attempt to do so is bound to 

be disputed,ò (p20). Following a review of 19 definitions of mixed methods, Johnson et al. 

(2007) produced the following definition: 

Mixed methods research is the type of research in which a researcher or team of 

researchers combines elements of qualitative and quantitative research 

approaches (e.g., use of qualitative and quantitative viewpoints, data collection, 

analysis, inference techniques) for the purposes of breadth and depth of 

understanding and corroboration (Johnson et al., 2007, p123). 

The approach to mixed methods methodology in this research aligned with Yin (2006) in 

that it strived for the methods to be genuinely integrated. The methods influenced each 

other throughout the whole process of the research and data and analyses were 

integrated before drawing final conclusions and each individual method served a clear 

purpose within the research (Bazeley, 2022).  

These ideas aligned with the aims of the research and the overall approach to data 

collection. 

 

3.4.2 Selecting Data Collection Methods 

This research followed a mixed methods design in which a structured on-line survey 

was used to collect participant demographic data and identify patterns and trends in 
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supervision implementation. Semi-structured interviews were used to gather qualitative data 

regarding participantôs experiences and perspectives. In line with a critical realist stance, 

surveys were used to identify patterns in how supervision was being delivered, who was 

accessing supervision and how supervision was being implemented. Semi-structured 

interviews were conducted to uncover the ówhyô, the causal mechanisms and values behind 

them and individualôs interpretations of this. 

    

3.4.2.1 Quantitative Data Considerations 

By incorporating the quantitative survey, the research aimed to gain a broader 

understanding of the current picture of supervision across the local authority as current 

views were based on one-off conversations and limited previous experience. As there are 

over 170 schools within the local authority, all of which employ SENDCos and at least one 

senior leader, there was opportunity to gain a rich picture. As Watkins (2015) suggests, 

quantitative research ñcan generate a broad understanding of a phenomenon,ò (p5) as well 

as being able to be conducted faster which is beneficial when working within course time 

constraints. Although the research strived to reach all possible participants on multiple 

occasions, the uptake was lower than anticipated (see Appendix 2 4: Recruitment Timeline 

for further details). Although disappointing, this in itself offered some insight into the level of 

priority that supervision currently had within school and led to reflection on assumptions 

made that leaders would value supervision as a supportive process. The use of the survey 

also provided clarity around the understanding range of experience of supervision across the 

local authority and the range of experience which would then influence how the semi-

structured interview questions were approached.  

The quantitative data was used to identify possible participants for follow-up 

interviews based on their willingness to be considered, their previous experience of 

supervision and their current setting. The breadth of data was important, so this would allow 

identification of participants from a range of settings if there were more participants than 

needed. The survey on its own would not have provided the depth of understanding being 

sought by the research. Although more qualitative questions could have been included within 

the survey, this would have been restrictive and would not have allowed for the depth that 

comes from conversations.  
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3.4.2.2 Qualitative Data Considerations 

Qualitative data was initially planned to be captured through the use of focus groups 

which would have enabled insights to be captured through group interaction and how 

participants responded to each other (Lobe et al., 2022). Relational approaches are valuable 

within educational psychology practice and face-to-face focus groups would have provided a 

way of creating this. However, it was anticipated that there may potentially be logistical 

difficulties that would arise from trying to organise focus groups with those working in 

schools, managing busy diaries, and therefore the possibility of online focus groups or 

individual interviews was included within the original ethics submission (see Appendix 5). 

Conducting interviews face-to-face would have been preferable in order to enable a stronger 

rapport and promote richer conversation (Irvine, 2011), however, it was important to 

appreciate the time constraints participants were working within and offer as much flexibility 

as possible in order to make the process more convenient (Archibald et al., 2019). 

Follow up interviews were used to explore the ñhowò of supervision implementation 

(Watkins & Gioia, 2015). Morse and Richards (2002) suggest that qualitative methods are 

beneficial when little is known about a topic and where there is interest in studying 

responses to natural settings or processes in order to understand experience. Although 

there is existing literature around the benefits of supervision, particularly in the field of social 

work, there is little exploration around how supervision has been implemented with school 

settings. Qualitative data collection allows flexibility meaning that when it was not possible to 

gather multiple participants within a focus group, it was still possible to allow the responses 

from previous interviews to inform questioning in later interviews.  

As Willig (2013) identifies, it is important for researchers to reflect on both the 

interviewer and the intervieweeôs experiences and avoid the assumption that all words 

provide a direct reflection of what may be thought or felt. This approach to data collection 

suited the research question as, although researcher assumptions around the 

implementation of supervision had been identified, the research aimed to generate novel 

insights too. The use of semi-structured interviews (see Appendix 3 for interview question 

prompts) allowed for flexibility within the question schedule and the opportunity for follow-up 

questions as deemed appropriate (Thomas, 2017). Having multiple participants spaced over 

time also brought the benefit of being able to reflect in between interviews. Consideration 

was given to how the questions had been interpreted by the participants and the aspects 

they had chosen to share and consider whether questions needed adapting or reframing for 

the following interviews.  
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As with any research method, there are always limitations to consider. Due to the in-

depth nature of the findings and the small sample size used as a result, it can be challenging 

to generalise beyond the specific sample. In addition, although every effort was made to 

reduce researcher bias, the influence of me as the researcher cannot be ignored and it is 

acknowledged that this may have had influence within both the data collection and the 

interpretation of the findings. 

 

3.4.3 Selecting a Method of Analysis 

As the quantitative data was being used to inform questioning within the semi-

structured interviews, this was analysed using descriptive statistics to help identify patterns, 

similarities and differences in supervision practices across schools.  

Thematic analysis was initially planned to analyse qualitative data but, as the process 

evolved, I reflected and recognised that reflexive thematic analysis aligned more closely with 

my approach and ethos as a researcher. I noted how it was impossible to reflect back on any 

of the process of data collection without considering my active role and impact within all 

stages of the research. Thematic analysis is considered to be a data analysis tool which can 

be used to identify, analyse and report patterns or themes within given data (Braun & Clarke, 

2006) and, as there was currently little existing research regarding how supervision is 

implemented, the research used complete coding (DeJonckheere et al., 2024). 

Willig (2013) suggests that a potential limitation of thematic analysis is that the 

researcher is at risk of being overly focused on themes that have emerged from existing 

literature that they do not allow new insights to emerge from the data. To ensure this was 

addressed within this research, I consciously checked in with myself and my supervisors at 

points during the analysis. Reflexive thematic analysis allowed me to do this even further 

and prevented assumptions and previous experiences from influencing the interpretation. 

Braun and Clarkeôs six-phase approach (Braun & Clarke, 2022) was used for this and 

themes represented deeper structures, values or causal mechanisms that influence 

supervision practices. Reflexive thematic analysis reflects the researcherôs own 

interpretative analysis of the data (Byrne, 2022) and as a result, although possible, there is 

no expectation that two researchers would always align in their interpretations however, as 

Braun & Clarke (2019) suggest, it can be useful to sense check ideas and therefore 

supervisors were used within the analysis stage to offer their own individual perspectives. 

Reflexive Thematic Analysis aligned with the underpinning theoretical assumptions of the 

research and allowed reflection on participantôs experiences in their truest form. It allowed 
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for respect of the subjectivity of individual accounts while taking into account and embracing 

individual interpretations as the researcher.  

The flexibility of thematic analysis can also be seen as a criticism by some, with the 

suggestion that it follows the same anything goes critique as qualitative research does as a 

whole (Antaki et al., 2002) and therefore lacks systematic data analysis more aligned with 

quantitative research. However, Braun and Clarkeôs 6 phase process has offered some 

structure to the process while retaining flexibility in how it is used (Braun & Clarke, 2006).  

Interpretative Phenomenological Analysis (IPA) could have also been considered as 

a method of data analysis with semi-structured interviews however IPA aligns best with a 

constructionist or interpretivist viewpoint (Braun & Clarke, 2022) and therefore did not align 

with the critical realist lens. Within this research, the focus was on the codes that came up 

from across the data set rather than the individual accounts themselves. The research was 

interested in the impact of the wider social context when considering how supervision had 

been implemented which aligned more with Reflexive Thematic Analysis. 

Narrative analysis is often considered within qualitative research and offers a deeper 

understanding of experiences which, although would have given greater opportunity to 

explore individual experiences, it may not have revealed some of the causal mechanisms or 

processes within schools that the research was hoping to find. Narrative analysis explores 

the ñtoldò, the words shared, and ñthe tellingò, the meaning beneath the words, (Tolman and 

Head, 2021) which, although interesting, did not align with the research aims of this study. 

 

3.5 Quality in Research 

Quality in research is important to ensure the credibility and reliability of findings, and 

particularly in relation to this research, to produce meaningful results and recommendations 

that can be used within practice. In this section, I will outline the steps taken to ensure 

quality of research across the mixed-methods design. 

 

3.5.1 Quality within Quantitative Research 

Within quantitative research, it is generally agreed that reliability and validity underpin 

the quality of the research (Howell, 2016). It was important to consider the face validity of the 

questionnaire to ensure that the questions were measuring what they aimed to measure and 

were clearly understood by participants. Prior to sharing the questionnaire, the online survey 
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questions were piloted by the research supervisors to allow for refinement of questions, 

clarification of phrasing and consideration of the definitions used.  

 

3.5.2 Quality within Qualitative Research 

Within research, reliability relates to the possibility of research generating the same 

results when the same procedure is used with a different group of participants (Yardley, 

2008). As Braun and Clarke (2013) note, the presence and skill of the researcher within 

qualitative data collection impacts the things said by the participant and thus suggesting that 

reliability is unable to be applied in the same way. Lincoln and Guba (1985) suggest 

establishing trustworthiness instead within qualitative research which includes, credibility, 

transferability, dependability and confirmability. 

In order to be able to generalise the findings and be able to offer applicability to other 

schools within the local authority, the research strived to collect a representative sample. As 

one of the aims of the research was to be able to create a set of recommendations for 

education settings, it was important that the data represented the input of a range of 

education settings across the local authority and, therefore, the survey was opened up to all 

schools across the local authority and the initial questionnaire was shared as widely as 

possible. 

The semi-structured interview schedule was shared with research supervisors and 

additional question prompts were added into the questioning in case participants needed 

further guidance. This process also supported the interview approach and allowed there to 

be something consistent and considered to refer to during questioning. The first interview 

was used as a pilot interview, and questions were reflected on with supervisors to ensure 

they aligned with the research aims. It was important that, in order to maintain the credibility 

of the research, interviewer responses remained neutral within the interview schedule and 

therefore open-ended, appreciative questioning was used to elicit the views of the 

participants.  

As participants needed to be contacted for a follow up focus group, their survey 

responses were not anonymous and therefore participants may have felt reluctant to 

respond honestly. It is also acknowledged that, as I previously worked in the local authority 

as a SENDCo, there may be some participants who have met me in this previous role and 

therefore this may place me in an óin-groupô position which may influence participants. 

However, as I have now shifted roles within the service, for some participants I will be 

positioned in the óout-groupô.  
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3.5.3 Integration 

A mixed methods design was used, with quantitative data collected first via the 

survey and used to identify interview participants and lines of questioning, ensuring that both 

datasets worked together to add richness to the findings. This integration of data also allows 

for added validity as it allows validation or challenge of initial findings and strengthens the 

credibility of my conclusions as a researcher. Henwood and Pidgeon (1992) proposed seven 

attributes of good quality research, including ñtheoretical sampling and negative case 

analysis,ò (p107) which suggests that the research should strive to include cases that do not 

necessarily fit as well as those which hope to generate novel insights. Therefore, the 

research sought to interview participants who had not experienced supervision as well as a 

participant who had chosen to stop accessing supervision in order to challenge the data.  

 

3.5.4 Reflexivity within Research 

According to Willig (2013) validity in research can be defined as ñThe extent to which 

our research describes, measures or explains what it aims to describe, measure or explain,ò 

(p53). Due to the open nature of qualitative research, it can be left exposed to the question 

of validity. It is therefore considered important to maintain reflexivity throughout and 

scrutinise my own role within the research to try and maintain validity. As Willig (2013) notes, 

"Reflexivity is important in qualitative research because it encourages us to foreground, and 

reflect upon, the ways in which the person of the researcher is implicated in the research 

and its findings,ò (p55). Within the research process, it was important that I regularly paused 

to reflect on my role and how this may impact participant recruitment. I was aware that as it 

became challenging to recruit participants, I was in conflict between maintaining my own 

deadlines and ability to stay on track and identifying the broadest range of participants 

possible. My reflections on the research also led me to make the shift from Thematic 

Analysis to Reflexive Thematic Analysis. 

 

3.6 Ethical Considerations 

The research was completed in line with the British Psychological Societyôs Code of 

Ethics and Conduct (BPS, 2018) and was subjected to an ethical review in compliance with 

The University of Sheffieldôs ethical principles and policies (see appendix 5 for Ethics 

Application, Appendix 6 for Data Management Plan and Appendix 7 for Ethical Approval 

Letter).  
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3.6.1 Consent 

In order to ensure participants were able to give informed consent; participants were 

given an information sheet which outlined the purpose of the research and what their 

participation would entail prior to completing an online consent form (see Appendix 8). The 

information sheet made it clear that participants had the right to withdraw their questionnaire 

responses at any point prior to them being analysed. Participants who agreed to take part in 

the follow up interview were then required to complete a second consent form to ensure that 

they understood what their participation entailed and confirm that they were willing to be 

recorded (see Appendix 9). As there were days or weeks in some instances between 

completion of consent forms and dates of interview, I felt it was particularly important to 

ensure that the participant information sheet and consent questions were re-shared at the 

beginning of the interviews and participants had the opportunity to ask any questions.   

 

3.6.2 Confidentiality 

In order to maintain confidentiality, all data was anonymised after collection, ensuring 

that names were changed to participant numbers and any use of names of people or places 

were anonymised within the transcripts.  

 

3.6.3 Data Protection 

In line with The University of Sheffield ethics policy, all data was saved on the 

University storage (U:Drive) after recording and transferred to the X:Drive as soon as 

possible (see Appendix 6: Data Management Plan for further details). 
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Chapter 4 Procedure 

4.1 Overview 

The following chapter will outline the research procedure including how participants 

were selected and recruited and how the data was collected for both the quantitative survey 

and the qualitative interviews. The research was conducted in two phases; phase 1 involved 

the distribution and collection of quantitative data from an online survey and phase 2 was the 

collection of qualitative data through semi-structured interviews. Participants were required 

to have completed phase 1 of the research in order to take part in phase 2.  

 

4.2 Quantitative Data Collection 

Quantitative data was collected through the use of an online survey (see Appendix 

2). 

 

4.2.1 Survey Design 

The survey was created using Google Forms and consisted of two parts; a section 

containing questions regarding consent and a section containing questions exploring 

knowledge and experience of supervision. Before answering the questions regarding 

supervision, a definition of supervision was provided to support those who may be unfamiliar 

with the term (see Appendix 10). The survey collected demographic information relating to 

the participantôs role in school and the type of educational setting in which they worked. 11 

questions, using a mix of multiple-choice and Likert-scale responses explored participant 

experiences of supervision, including regularity, supervisors and models of supervision. The 

final question explored possible challenges to implementing supervision. The survey 

remained accessible for a total of 4 months (see Appendix 4 for Recruitment Timeline) and 

there were 29 responses. The Theoretical Domain Framework (Cane et al., 2012) was 

referred to when reflecting on questions asked to support future recommendations. Table 2 

below outlines how each question is linked to a domain. 

 

 

 

 



49 
 

Table 2  

Survey questions linked to The Theoretical Domain Framework domains. 

Question Domain 

Before today, were you familiar with the term 

'supervision' as a supportive process within 

school? 

Knowledge 

Do you currently or have you ever experienced 

supervision within school? 

Skills 

How regularly did/do you receive supervision? Environmental Context and Resources 

Did this supervision take place on a 1:1 or group 

basis? 

Environmental Context and Resources 

What is the role of the person who usually 

facilitates or delivers this supervision? 

Environmental Context and Resources 

Which of the following models of group 

supervision are you familiar with? 

Skills 

Based on the definition given above on a scale of 

1-5, how similar is this to the supervision you 

currently receive in school. (Please leave blank if 

you don't receive supervision in school) 

Optimism 

Beliefs about Consequences 

Based on the definition above, on a scale of 1-5, 

how beneficial do you think supervision would be 

to you in your current role? 

Beliefs about Consequences 

Have you or anyone in your school received 

training from the Local Authority Educational 

Psychology Service on supervision? 

Knowledge 

Skills 

If yes, on a scale of 1-5, how beneficial has this 

been to practice within your school? 

Beliefs about Consequences 

Please add any extra information to describe 

current supervision processes within school. 

Environmental Context and Resources 

Are there any specific aspects of supervision that 

you feel have made/would make it challenging to 

implement in your school? 

Environmental Context and Resources 

Social Influences 

Emotion 
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4.2.2 Survey Recruitment 

As the aim of the research was to explore how supervision had been implemented in 

schools, participants within the role of SENDCo or within other senior leader roles within 

school were prioritised as I felt these roles would hold the greatest insight into how 

supervision processes had been introduced and the considerations that had been at play. 

Although I was also interested in how supervision existed for teachers and teaching 

assistants, I felt that this would have been too broad a participant sample to explore within 

this current research.  

The survey was launched at a presentation slot within a Local Authority Wide 

SENDCo Briefing at which there were over 65 participants attending (see Appendix 11) for 

presentation). Despite allowing time within the briefing for completion of the survey, only 12 

responses were received at this point. As a result, contacts within the Educational 

Psychology Service were used to share the survey further with SENDCos and senior leaders 

to gain more participants. An introductory paragraph and the poster containing the QR code 

link were then emailed out to these contacts. 

 

4.2.3 Survey Participant Demographics 

The survey was completed by 29 participants in total and included participants 

across 10 different roles within school (see figure 1 in Chapter 5) and 4 different types of 

educational setting. These demographics are explored further in Chapter 5. 

 

Reflective Point 

To be transparent about my research, it was necessary for me to include all the relevant 

ethical information and details of the study in the participant information sheet which, in 

turn, created a rather lengthy document. I wondered if this had an impact on participants' 

willingness to complete the survey as it would have taken time to read all the details 

thoroughly. I also wondered if those that hadnôt heard of supervision were disinterested 

as they didnôt think it applied to them. 
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4.3 Qualitative Data Collection 

4.3.1 Semi-structured Interview Participant Recruitment 

Within the survey consent form, participants were given the option to take part in a 

follow-up focus group or interview. Participants were then contacted via email with the aim to 

select participants from a mix of setting types (e.g. specialist, primary, secondary) and a mix 

of supervision experience. I had initially attempted to organise two focus groups; one for 

those who had experience of supervision and one for those who did not. Unfortunately, it 

proved very challenging to find dates and times where multiple participants were available, 

and after conversations with my supervisors, it was deemed appropriate to pursue individual 

interviews instead. In total, I conducted 6 interviews with 7 participants (2 participants from 

the same setting took part in the sixth interview) across a three-week period. I had hoped for 

5 interviews but, after completing the fifth interview, I received interest from two participants 

within a secondary setting who had not experienced supervision and felt that, as this 

viewpoint had not already been covered in the previous interviews, it was important to 

ensure this was captured. 

The 6 semi-structured interviews took place virtually, lasted approximately 30 

minutes and were arranged at times that suited the participants. The participants included 

SENDCos, Headteachers, Deputy Safeguarding Leads and Deputy Heads and represented 

two mainstream primary schools, a secondary school, a primary special school and a 

specialist hospital school (see Chapter 5 for more detailed information relating to participant 

demographics). 

Previous informal conversations and scoping of the research area had suggested 

that supervision practices may be more prevalent in specialist settings than in mainstream 

settings. For this reason, I planned to include specialist settings within my research in the 

hope of drawing on more established supervision practices and any factors that may also 

relate to mainstream policies and practices. It was important that I was able to speak to 

participants who had experience of supervision as I wanted to be able to apply an 

appreciative questioning approach to exploring what was working well and how this had 

been made possible. I also included participants who had not experienced supervision, to 

enable exploration of some of the reasons behind the lack of supervision. I also wanted to 

explore how this then contrasted with those settings where it was in place and consider how 

barriers had been overcome. 
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4.3.2 Semi-structured Interview Design 

Semi-structured interviews were used to allow for flexibility in the conversation. I 

anticipated that within the interviews there would be aspects to the implementation of 

supervision that would be unique to individual participants and settings and not within my 

own assumptions and wanted to be able to explore these as they arose. Equally, I was 

conscious that without some structure, some participants may be unsure of relevant 

information or experiences to share, and I wanted the conversation to flow as naturally as 

possible to allow participants to feel safe and comfortable with me as a researcher. Virtual 

interviews can be useful as an alternative to in-person interviews (Deakin & Wakefield, 2014) 

and I felt that, as it had previously been difficult to organise dates and times regarding a 

focus group, virtual interviews offered more flexibility. 

The semi-structured interviews followed a 6-question interview schedule (See 

Appendix 3: Interview Question Prompts). All 6 questions were asked but the flexibility of 

semi-structured interviews allowed for additional follow-up questions to be asked when 

deemed appropriate within each individual interview. The interview schedule for the final 

interview contained only 5 questions due to the participants having not previously 

experienced supervision. The Theoretical Domain Framework (Cane et al., 2012) was drawn 

upon to consider how key factors of influencing change were covered (see Table 3 below). 

The 4D Model of Appreciative Inquiry: Discovery, Dream, Design, Destiny (Cooperrider and 

Whitney, 2005) was drawn upon to consider how the questions could be framed to draw out 

strengths-based responses. The questions were reviewed with the research supervisors and 

prompts added to ensure clarity for the interviewee if needed. 

Table 3 

Interview question links to The Theoretical Domains Framework domains. 

Question Domain 
Tell me about how supervision has been 

implemented in schools. (Discovery) 

Environmental Context and Resources 

Tell me about times when supervision is most 

effective or successful. (Discovery) 

Beliefs about Capabilities 

Optimism 

Beliefs about Consequences 

Tell me about how schools overcame any barriers 

to introducing or engaging with supervision. 

(Discovery) 

Reinforcement 

Intentions 

Goals 

What have you valued most about supervision 

experiences? (Dream) 

Emotion 

What would the ideal future of supervision look Environmental Context and Resources 
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like in schools? (Dream) Behavioural Regulation 

Social Influences 

Goals 

How could this ideal future be created? (Design) Environmental Context and Resources 

Behavioural Regulation 

Social Influences 

Reinforcement 

 

The first five interviews were with participants who had previous experience of 

supervision and followed the same semi-structured questioning. However, the follow-up 

questions within the interview were bespoke to the conversation. The sixth interview was 

with two participants, who were interviewed together, from the same setting who had not 

previously experienced supervision and therefore the questions used varied slightly to 

account for this. 

At the beginning of all interviews, the participants were reminded of the ethical 

considerations outlined in the participant information sheet and the aims of the research and 

participants confirmed they were happy to continue.  

 

 

4.3.3 Semi-structured Interview Participant Demographics 

Out of the 29 survey participants, 20 agreed to be contacted to take part in follow up 

focus groups or interviews. Following contact, there were then 7 participants who completed 

the interviews. Of the 7 interview participants, 5 had experienced supervision and 2 had no 

previous experience. 2 participants were from the same primary school but interviewed 

separately and another participant was from a separate primary school. 1 participant was 

from a medical specialist setting and 1 from a communication and interaction specialist 
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setting. The 2 final participants were from a secondary setting and interviewed together. See 

Chapter 5 for further exploration of participant demographics. 

 

4.4 Transcription 

All interviews were recorded using Google Meet and stored on the University of 

Sheffield secure storage (U:Drive) before being transferred to X:Drive, in line with the ethical 

approval of the research (see Appendix 5: Ethics Application and Appendix 4 6: Data 

Management Plan). Interviews were initially transcribed during recording, and then manual 

transcription was used to check for accuracy and incorporate verbal fillers and dysfluency in 

line with recommendations from Braun and Clarke (2006). Reflexive thematic analysis does 

not require the detail needed in other methods such as discourse analysis, but I was keen to 

ensure that the transcript offered a true representation of the conversations. All 

transcriptions were anonymised and names were replaced with participant numbers.  

 

4.5 Analysis 

Ahmed et al. (2025) suggest that in order to ensure the credibility and meaning of 

findings, thematic analysis needs to be conducted systematically, and interpretive decisions 

need to be carefully documented. Therefore, using Reflexive Thematic Analysis, following 

Braun and Clarkeôs (2021) six phase approach outlined below in Table 4, allowed me to add 

rigour and structure to my analysis: 

Table 4 

Braun & Clarkeôs (2021) Six Phases of Reflexive Thematic Analysis 

Stage Process 

1. Familiarisation of the data 

 

Reading and re-reading, noting initial ideas. 

2. Generating initial codes Systematically coding interesting features across 

the dataset. 

3. Generating initial themes from codes 

 

Collating codes into potential themes 

4. Reviewing and developing themes Checking if themes work in relation to coded 

extracts and the entire dataset. 

5. Refining, defining and naming themes Refining specifics of each theme and generating 

clear definitions. 

6. Producing the report Final analysis and write-up of the report. 
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4.5.1 Phase 1: Familiarisation with the data 

Following each interview, I made notes of my initial feelings and reflections from my 

own experience of being part of the interview as I wanted to ensure that these thoughts were 

not lost once I began transcribing and acknowledged that my own thoughts and feelings 

would not be present in the words I said and so not part of the transcription analysis. Before 

transcription, I then listened back to each interview recording with a focus on active listening 

and focusing solely on the content of the transcription and reflected on overall feelings or 

themes that arose from listening to the data. I tried to ensure I transcribed each interview 

straight after this play-back so that I had time to be fully immersed in the data and enabled 

myself to become ñintimately familiarò (p204) the data (Braun & Clarke, 2013). The time 

spent transcribing allowed me additional opportunity to familiarise myself with the data 

before I began reading and re-reading the data set which is necessary to ensure that I 

selected relevant information appropriately (Byrne, 2022). Orthographic transcriptions (see 

Appendix 12) were used to ensure breaks and pauses were included (Braun & Clarke, 

2013). Once all the interviews had been transcribed, I read each transcription individually 

numerous times, ensuring that I observed my own thoughts and reflections at each point and 

recorded these within a reflexive journal as advised by Ahmed et al (2025).  

 

4.5.2 Phase 2: Generating Initial Codes 

The process of coding involves identifying which aspects of the data are relevant to 

your research question and tend to involve either selective coding or complete coding (Braun 

& Clarke, 2013). Selective coding focuses on collecting instances of a certain phenomenon 

whereas complete coding involves identifying anything that is of interest in relation to the 

research question (Braun & Clarke, 2013). Complete coding was used to ensure I did not 

miss anything that I had not previously considered (see Appendix 13). The dataset was 

coded using words and phrases and multiple codes were applied as necessary in line with 

Braun and Clarkeôs (2013) guidance. I chose to do this manually using Microsoft Word as I 

felt that this enabled me to strengthen my relationship with the data further and allowed me 

to become entrenched in the data. Initially, I worked through each individual transcript, 

assigning initial codes to sections of the text and using the highlighting tool to ensure my 

labels were clear. I made use of the óadd commentô tool within Microsoft Word as a way of 

tracking my thought process at this point and documenting my reflections. I was then able to 

share these comments and reflections with my supervisors during supervision. I then went 

back through my initial codes checking for consistency of wording in my labels used. As 

there was a large amount of data to assign codes to, I ensured that, within each coding 

session, I was responsive to my own feelings of fatigue and ensured appropriated breaks 
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were given to ensure that I was applying the same level of thoroughness and attention to all 

parts of the transcripts (Braun & Clarke, 2021).  

 

4.5.3 Phase 3: Generating Initial Themes from Codes 

Pattern-based analysis is based on the presumption that any ideas which recur 

across a data set capture something that is either psychologically or socially meaningful 

(Braun & Clarke, 2013) and therefore, in the case of this research, captures themes around 

the implementation of supervision that recur across participants or settings. In order to 

generate themes, the codes from all six transcripts were merged together in order to ensure 

any similar codes were worded consistently. From here, I began generating themes and 

grouping codes and transcription quotes from across all six transcripts into one table on 

Microsoft Word. An inductive coding approach was used in that codes given were based on 

what was found in the data rather than predetermined codes. However, as the codes were 

combined and explored in greater depth, it could be argued that a deductive approach was 

taken in relation to some codes as links were made to pre-existing theories around the 

functions of supervision and enabling factors and barriers.  

During this phase, I chose to continue to keep the transcription quotes with the codes 

at all times to ensure that I did not lose touch with the raw data and run the risk of codes 

becoming misinterpreted within the analysis. For ease of viewing, I then transferred my initial 

themes and corresponding codes into a simplified table in order to have a clearer overview 

and check for overlapping codes and themes (see Appendix 14: Table of Codes and 

Themes and Appendix 15: Table of Codes and Themes Revised).   

 

4.5.4 Phase 4: Reviewing and Developing Themes 

The themes were then reviewed by linking back to both the raw data and my initial 

research questions. During this stage, it became apparent that there were sometimes 

multiple ways of interpreting both the raw data and the grouped codes and so it was 

important for me to keep reviewing my initial codes and themes. I used the ótrack changesô 
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tool on Microsoft Word to record the changes I was making to document the process I was 

going through and ensure clarity and transparency. At this point, I felt that some codes had 

been grouped too broadly and therefore introduced new themes in their own right, as well as 

considering how some themes actually felt more like subthemes. Again, I made use of the 

óinsert commentô function to be able to note my reasoning for changes to support my 

reflections and analysis (See Appendix 16: Reorganisation of Themes). 

 

4.5.5 Phase 5: Reviewing, Defining and Naming Themes 

As Braun and Clarke (2013) suggest, at this point in my analysis I ensured that I was 

able to clearly define the themes I had produced in order to help me identify whether the 

scope of each theme was clear. I used thematic maps to help consolidate my understanding 

of the themes and as a visual method of exploring how my themes interacted with each 

other. At this point, I introduced clearer subthemes which incorporated individual codes from 

the initial coding stage, and I continued to check back with my raw data and transcription 

quotes to ensure that I was continuing to interpret the data appropriately.  

 

 

4.5.6 Phase 6: Producing the Report 

I then considered extracts from the transcript that would illustrate the theme and the 

facets around it, taking into consideration the breadth of the quotes I was using to ensure 

views from a range of participants were drawn upon. Chapter 5 will consider the findings of 

the RTA. 
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Chapter 5 Findings 

5.1 Chapter Overview 

This chapter will consider the findings drawn from the demographic data from the 

quantitative survey and then consider the survey responses relating to supervision 

experiences. The qualitative data will then be discussed and structured around the four 

themes identified. Quantitative descriptive data was drawn from the 29 survey responses. 

Reflexive Thematic Analysis (RTA) was used to analyse qualitative data. As this research 

followed a mixed methods design, with the quantitative data being used to both inform the 

researcher of potential interview participants and also offer a broader scope of data 

regarding supervision experiences, the quantitative findings will be explored first but then 

drawn upon when considering the findings from the thematic analysis. There were four main 

thematic areas and these all contained subthemes within them.  

 

5.2 Overview of Quantitative Findings 

5.2.1 Survey Participant Demographics 

The survey was completed by 29 participants in total and included participants 

across 10 different roles within school (see Table 5) and 5 different types of educational 

setting (see Table 6). The majority of participants who completed the survey were in a 

SENDCo role which could be as a result of the survey initially being launched at the 

SENDCo Network Briefing. However, the survey was then also shared with Headteachers 

and other senior leaders. The limited number of responses from these participants may also 

indicate lack of knowledge or interest in the subject of supervision. The complete survey can 

be found in Appendix 2.  

The majority of the survey participants were from mainstream primary settings. This 

is likely to be reflective of the fact that there are significantly more primary settings than 

secondary settings across the local authority rather than representative of interest. 

Interestingly, there are only seven secondary specialist settings in the local authority and two 

of these chose to take part in the survey. This could suggest that there is more interest or 

understanding in supervision from those in specialist settings. 
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Table 5 

Participant Roles 

Role in School No. of Participants 

Deputy/Assistant Headteacher and SENDCo 4 

SENDCo 13 

Consultant SEN Teacher 1 

Executive SENDCo 1 

Deputy/Assistant Headteacher 3 

Head of School 1 

Headteacher 3 

Head of Year 1 

Designated Safeguarding Lead 1 

Deputy SENDCo 1 

 

Table 6 

Participant settings 

Educational Setting by Types No. of Participants 

Mainstream Primary 19 

Mainstream Secondary 5 

Primary Specialist 1 

Secondary Specialist 2 

Other 2 

 

Table 7 provides an overview of roles across the different settings. The participants 

who responded to the survey from the specialist settings included a Deputy Headteacher 

and a Designated Safeguarding Lead. The literature around supervision in schools suggests 

that Designated Safeguarding Leads have been the primary focus of supervision so far, with 

small scale studies beginning to extend to senior leaders. 

 



60 
 

Table 7 

Participant role distribution across settings 

 Mainstream 
Primary 

Mainstream 
Secondary 

Specialist 
Primary 

Specialist 
Secondary 

Other Total 

Deputy/Assistant 
Headteacher and SENDCo 

4 
 

0 0 0 0 4 

SENDCo 9 
 

3 0 1 0 13 

Consultant SEN 
Teacher 

0 0 0 0 1 1 

Executive SENDCo 0 
 

0 0 0 1 1 

Deputy/Assistant 
Headteacher 

2 0 1 0 0 3 

Head of School 1 
 

0 0 0 0 1 

Headteacher 3 
 

0 0 0 0 3 

Head of Year 0 
 

1 0 0 0 1 

Designated 
Safeguarding Lead 

0 0 0 1 0 1 

Deputy SENDCo 0 
 

1 0 0 0 1 

Total 19 5 1 2 2 29 

 

5.2.2 Survey Participant Experiences 

Although supervision experiences are explored within the themes, it is useful to 

consider the broader picture of supervision experience that the survey provides. Questions 

3-14 asked about experiences of supervision (see Appendix 2). Where appropriate, the 

responses to each of these questions are presented by setting type, and by role and each of 

the questions will be considered in turn. 

Of the 29 participants who completed the survey, 25 had heard of the term 

ósupervisionô suggesting that supervision may still be an emerging practice and not yet 

embedded in schools. Considering that the survey was completed by predominantly 

SENDCos and leaders in schools, this could suggest that beyond this cohort of staff there 

may be limited knowledge. It should also be taken into consideration that there is a 

possibility that some participants did not complete the survey initially due to being unfamiliar 

with the term and therefore the high percentage may not be truly representative of SENDCos 

and leaders as a whole.  

 

 Question 3: Before today were you familiar with the term ósupervisionô as a 

supportive process in school? (yes/no) 
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Figure 1 below shows how familiar participants were with supervision. Table 8 

demonstrates that while mainstream primaries are familiar with supervision, there is less 

familiarity across secondary schools. As these are only small sample numbers no further 

generalisations can be made but suggest that familiarity is not consistent across settings. 

Table 9 demonstrates that there are still SENDCos within the local authority that are 

unfamiliar with supervision. Again, as it is a small sample size it is difficult to generalise but 

suggests that there is still a lack of awareness.  

 

Figure 1 

Response to question 3 (N=29) 

 

 

 

Table 8 

Response to question 3 reported by setting (N-29) 

Educational Setting Type Familiar Not Familiar Total 

Mainstream Primary 18 1 19 

Mainstream Secondary 3 3 6 

Primary Specialist 1 0 1 

Secondary Specialist 1 0 1 

Other 2 0 2 
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Table 9 

Response to question 3 reported by role (N=29) 

Role Familiar Not Familiar Total 

Deputy/Assistant Headteacher and SENDCo 4 0 4 

SENDCo 10 3 13 

Consultant SEN Teacher 1 0 1 

Executive SENDCo 1 0 1 

Deputy/Assistant Headteacher 3 0 3 

Head of School 1 0 1 

Headteacher 3 0 3 

Head of Year 0 1 1 

Deputy Safeguarding Lead 1 0 1 

Deputy SENDCo 1 0 1 

 

Question 4: Do you currently or have you ever experienced supervision within 

school? (yes/no). 

Only 17 participants had experienced supervision themselves (see Figure 2). Taking 

into consideration that those who have experienced supervision may be more likely to 

participate in the first place, the overall picture across the local authority could be much 

lower. 

Figure 2 

Response to question 4 (N=29) 

 

The findings shown in Table 10 suggest that there does not appear to be a consistent 

pattern of where supervision may be more likely to occur. 
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Table 10 

Responses to question 4 reported by setting (N=29) 

Educational Setting Type Experienced 
Supervision 

Not Experienced 
Supervision 

Total 

Mainstream Primary 12 7 19 

Mainstream Secondary 3 3 6 

Primary Specialist  1 0 1 

Secondary Specialist 1 1 2 

Other 2 0 2 

 

The findings shown in Table 11 suggest that supervision is currently being 

experienced by those in senior leadership roles as opposed to SENDCo roles alone.  

Table 11 

Response to question 4 reported by role (N=29) 

Role Experienced 
Supervision 

Not Experienced 
Supervision 

Total 

Deputy/Assistant Headteacher and SENDCo 4 0 4 

SENDCo 5 8 13 

Consultant SEN Teacher 1 0 1 

Executive SENDCo 1 0 1 

Deputy/Assistant Headteacher 2 1 3 

Head of School 1 0 1 

Headteacher 2 1 3 

Head of Year 0 1 1 

Deputy Safeguarding Lead 1 0 1 

Deputy SENDCo 0 1 1 

 

Question 5: How regularly did/do you receive supervision? (Multiple Choice) 

The survey results shown in Figure 3 demonstrate that the regularity of supervision 

ranged from óneverô to óweeklyô. 
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Figure 3 

Response to question 5 (N=29) 

 

Question 6: Did this supervision take place on a 1:1 or group basis? (Multiple 

Choice) 

Figure 4 below shows that, of the participants that had experienced supervision, 14 

had experienced 1:1 supervision and 6 had experienced group supervision.  

Figure 4 

Response to question 6 (N=29) 

 

Question 7: What is the role of the person who usually facilitates or delivers 

this supervision? (short answer response) 

Table 12 below shows that of those who had experienced supervision, had received 

this from several roles with the most common being an externally paid supervisor.  



65 
 

Table 12 

Response to question 7 (N=15) 

Role Number of Participants 

Trauma Informed Practitioner 1 

SLT 1 

Deputy Head 2 

Locality SENDCo 1 

Supervisor (Paid External Agency) 4 

Director of Safeguarding Lead 2 

Trust Lead 2 

Social Worker 1 

Executive Headteacher 1 

 

Question 8: Which of the following models of group supervision are you most 

familiar with? (multiple choice) 

Question 8 was included to try and explore the models of supervision being used 

across schools and highlighted solution circles as the most prominent model (see Figure 5).  

Figure 5 

Response to question 8 (N=29) 

 

Question 9: Based on the definition above, on a scale of 1-5, how similar is this 

to the supervision you currently receive in school? (Likert scale from 1-5, 1 being not 

at all beneficial, 5 being very beneficial) 
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Responses to question 9 suggested that the definition of supervision given within the 

survey mostly aligned with the supervision participants had experienced (see Figure 6). 

Figure 6 

Response to question 9 (N=23) 

 

Responses to question 9 suggested that the definition of supervision given within the 

survey mostly aligned with the supervision participants had experienced. 

 Question 10: Based on the definition above, on a scale of 1-5, how beneficial 

do you think supervision would be to you in your current role? (Likert scale from 1-5, 

1 being not at all beneficial, 5 being very beneficial) 

Figure 7 and Table 13 below shows that 26 of the 29 survey participants gave a 

score of 4 or more in regard to how beneficial they thought supervision would be, suggesting 

that there is a perceived need. 

Figure 7 

Response to question 10 (N=29) 

 

Table 13 

Response to question 10 reported by setting (N=29) 
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Educational Setting Type Average Score 

Mainstream Primary 4.6 

Mainstream Secondary 3.4 

Primary Specialist  5 

Secondary Specialist 5 

Other 4.5 

 

Table 14 demonstrates that most roles agreed that supervision would be beneficial. 

The lowest score came from Head of Year, but it should be noted that this was only 1 

participant. Mainstream Secondary settings perceived supervision to be the least beneficial 

in comparison to other settings but this could also be linked to the fact that this setting was 

also the least familiar with supervision.  

 

Table 14 

Response to question 10 reported by role (N=29) 

Role Average Score 

Deputy/Assistant Headteacher and SENDCo 5 

SENDCo 4.3 

Consultant SEN Teacher 5 

Executive SENDCo 5 

Deputy/Assistant Headteacher 4.7 

Head of School 5 

Headteacher 4 

Head of Year 3 

Deputy Safeguarding Lead 5 

Deputy SENDCo 4 

 

Table 15 demonstrates that those who were familiar with supervision perceived 

supervision as more beneficial to their role than those who were unfamiliar with supervision. 

This was the same for experience of supervision in contrast to those who had not 

experienced supervision. 
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Table 15 

Response to question 10 reported by familiarity and experience of supervision (N=29) 

Familiar with 
Supervision 

Not Familiar with 
Supervision 

Experience of 
Supervision 

No Experience of 
Supervision 

4.5 4.1 4.5 4.25 

 

Question 11: Have you or anyone in your school received training from the 

Local Authority Educational Psychology Service on supervision? (Yes/No/Unsure). 

Figure 8 below shows that only 5 survey participants had accessed training from the 

Educational Psychology Service despite there being a training package available for schools 

to consider. 

 

Figure 8 

Response to question 11 (N=29) 

 

 

Question 12: If yes, on a scale of 1-5, how beneficial has this been to practice 

within your school? (Likert scale from 1-5, 1 being not at all beneficial, 5 being very 

beneficial). 

Figure 9 below shows that the majority of participants had felt that supervision 

training had been at least somewhat beneficial but a number of participants felt that it had 

not been beneficial to their practice. 
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Figure 9 

Response to question 12 (N=17) 

 

Question 13: Please add any extra information to describe current supervision 

processes within school (Long answer response). 

Table 16 below shows that participants identified additional details highlighting 

processes in place; mentioning ELSA supervision, the needs for a planning phase or training 

and some of the approaches already being used in schools. 

Table 16 

Response to question 13 (N=10) 

Summary of Response 

Planning phase 

Private mental health support provider 

Timetable in but never happened and not responsive to need 

Setting would benefit from training 

I am the only person in school who accesses supervision 

Supervision is currently informal 

We have used solution circles to support pupils but not to reflect on professional or organisational 

outcomes 

ELSA supervision 

Layered approach in school involving EP support and external support 

Opportunity to articulate thought processes and decision-making processes can provide clarity of 

thought for heads 
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Question 14: Are there any specific aspects of supervision that you feel have 

made/would make it challenging to implement in your school? (Long answer 

response). 

Table 17 below demonstrates that participants identified time as a key aspect that 

may make it challenging to implement supervision. 

 

Table 17 

Response to question 14 (N=5) 

Response 

Cost and time 

Time and release time 

Time 

Time and releasing staff 

Time and capacity and staff willingness to participate/lead 

 

5.2.3 Overview of Quantitative Findings 

The survey data suggests that there are mixed experiences of supervision across the 

local authority, with participants in this research experiencing variation in regard to regularity, 

structure and designated supervisors and with Solutions Circles being the most widely used 

model. Participants felt that supervision would be beneficial but had more mixed views in 

response to training experiences. These findings will be integrated with qualitative data in 

the following sections.  

 

5.3 Semi-structured Interview Demographics 

Participants were contacted following completion of the initial survey. As Table 18 

below shows, of the 7 interview participants, 5 had experienced supervision and 2 had no 

previous experience. 2 participants were from the same primary school but interviewed 

separately and another participant was from a separate primary school. 1 participant was 

from a medical specialist setting and 1 from a communication and interaction specialist 

setting. The 2 final participants were from a secondary setting and interviewed together.  
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Table 18 

Interview participant demographics 

Participant Educational Setting Role Supervision 
Experience 

1 Specialist Primary 
 

Deputy Headteacher Yes 

2 Mainstream Primary Deputy Headteacher & 
SENDCo 

Yes 

3 Specialist Secondary Designated 
Safeguarding Lead 

Yes 

4 Mainstream Primary 
 

Headteacher Yes 

5 Mainstream Primary Deputy Headteacher & 
SENDCo 

Yes 

6 Mainstream 
Secondary 

SENDCo No 

7 Mainstream 
Secondary 

Deputy SENDCo No 

 

 

5.4 Introduction to Themes 

The following research questions were explored in this research: 

ǒ What is the current picture of supervision in schools across the local authority? 

ǒ Is there a discrepancy between the desire for and the actual implementation of 

supervision in schools? 

ǒ What has helped schools to be able to implement supervision? 

ǒ How have barriers to implementing supervision been overcome? 

Both the survey and the semi-structured interview questions had been designed with 

these research questions in mind, however, as a complete coding approach was used in the 

RTA, all themes from the data were considered in the findings. Participantôs perception of 

the purpose of supervision was not something that was originally set out to be explored but 

was deemed to be an important theme emerging from the data which helped build a picture 

of the enabling factors and barriers which were relevant dependent on the purpose of 

supervision the individual was seeking. This will be explored further in Chapter 6. Using 

RTA, codes were drawn out from the data and grouped into subthemes. These subthemes 

were then grouped into 4 overall themes: Structure, Purpose, Enabling Factors and Barriers 

(see Figure 10). 
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Figure 10 

Main theme map 

 

 

 

 

5.5 Theme 1: Structure of Supervision 

Theme 1 encompasses data from the quantitative survey and the six participant 

interviews. There are 3 subthemes representing the different aspects involved in the 

organisation of supervision within schools (see Figure 11).  
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Figure 11 

Thematic map of Theme 1 

 

 

 

 

 

 

 

 

 

 

 

 

There were three subthemes which came out from the qualitative and quantitative 

data: Varying approaches, Range of supervisees and Use of External Agencies.  

 

5.5.1 Varying approaches 

The quantitative data showed that there are varying approaches to supervision being 

implemented, with schools adopting a mix of 1:1 and group supervision, varying regularity, a 

mix of peer supervision and more expert-led supervision and varying levels of structure 

within the sessions themselves.  

 

1:1 / Group 

The quantitative data showed that, of the participants that had experienced 

supervision, 14 had experienced 1:1 supervision and 6 had experienced group supervision.  



74 
 

Qualitative data also reflected this pattern. Participants interviewed talked about both 

individual and group supervision with participant 3 experiencing both in an alternating 

pattern, ñone half term itôs an individual supervision session and the next half term itôs a 

group supervision sessionò. Benefits of having group supervision included being able to draw 

on multiple perspectives in regard to complex situations: 

ñI do think there's kind of a place for both...and I think it depending on the complexity 

of the case or kind of whatever it is you want to talk about, if you feel like you've 

exhausted all options having more people's voices can be quite helpful.ò (P2). 

Reasons for accessing 1:1 or group supervision tended to stem from the offer 

available to individuals at the time. Some participants specified preferences for 1:1 

supervision, stating that it was ñmore about meò (P4) or feeling that they were able to share 

more but all participants recognised that there was a use to both 1:1 and group. 

 

Regularity  

The survey results showed that the regularity of supervision ranged from óneverô to 

óweeklyô. 2 of the interview participants had never experienced supervision and the 

remaining 5 had varied from one a month to 3 times a year. Participant 4 appeared to be 

having the most consistent experience of supervision: ñso itôs once a month and itôs an hour-

long sessionéitôs on Zoom and itôs itôs the same person every single timeô. 

 

Peer/Expert 

Participants talked of a mixture of peer supervision from perceived óexpertsô. 

Participant 3 talked about how peer supervision took the form of those with the same role 

meeting as a support network: 

ñIt's almost like DSL's getting together saying what emerging issues are what their 

priorities are so itôs almost like er a I'm not sure informal is the right way to describe it 

but it's less structured than say a solution circle would be.ò (P3) 

Participants also talked about supervision being provided by social workers, external 

supervision services and Educational Psychologists. 
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Structured/Unstructured 

The survey responses showed that solution circles appeared to be the model most 

widely used across schools. Within the interview data, participants highlighted a mixture of 

structured and unstructured approaches with participants appearing to have personal 

preferences on what they found most beneficial. Participant 5 shared that: ñI kind of felt that 

the safeguarding supervision was probably a little bit more beneficial erm because it had 

structure to it so I knew what I was talking aboutò. Participant 1 talked about how they were 

using the solution circles structure alongside other processes that they already had: 

ñSo using solution circles and part of our MDT processeséso we can improve the 

erm improve how we support some of our more complex children within the 

classroom.ò (P1) 

Participant 7 recognised that a flexible approach to supervision may be needed and 

that there was not necessarily a óone-size-fits-allô solution:  

ñéit's almost like a drop in session. That's how I think it should roll within schools 

because some weeks you don't need it and that's the reality. Some months you don't 

need it but there might be a particular difficult day or situation or whatever that looks 

like and I think having that having that allocated time would be beneficial.ò (P7) 

 

5.5.2 Supervisees 

Both the quantitative and qualitative data showed that supervision was experienced 

by staff in a range of roles but most prominently those in leadership roles. Safeguarding 

leads talked of accessing supervision from safeguarding partners and social workers and 

SENDCos and Headteachers had accessed supervision via a Department for Education 

scheme highlighted to them by other leaders.  

ñand then the trust made us aware that the education support they're an 

organisationéerm the education support were offering free I think it was through the 

DfE I think there was like a joint kind of a joint thing where the DfE were funding them 

I think.ò (P4) 

Participants also shared that Emotional Literacy Support Assistants (ELSAs) were 

accessing supervision via the Educational Psychology Service.  
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ñtwo people now that have supervision built in are our learning mentors because they 

have it through they deliver ELSAò (P4) 

 

5.5.3 Use of External Agencies 

Training 

The data highlighted that schools were drawing on external agencies to support the 

implementation of supervision either through training or for supervision sessions directly. 

Participant 1 talked about how their school had sought support from their link Educational 

Psychologists to plan their journey and up-skill staff:  

ñwe were lucky to have erm two EPs working with school who were able to tell us a 

lot of information to help us outline the journey that we wanted to takeéat XXX 

School we have we have just completed a series of training sessions with our middle 

leaders to widen their awareness of supervision.ò (P1) 

 

Session Delivery 

Although not formalised supervision, Participant 2 talked about how they used their 

link Educational Psychologist to discuss challenging cases:  

ñSo I've done it more so with whoever my link EP was, whoever my link autism team 

teacher waséAnd had sort of supervision in that sense about the more challenging 

tricky cases erm and kind of use that allocated time for that.ò (P2) 

 

5.5.4 Summary of Findings for Theme 1 

Theme 1 demonstrated that, across schools in the local authority, there is currently a 

mixed picture of the implementation of supervision. Some individuals are accessing 

supervision on a 1:1 basis, whereas some attend group supervision. Solution Circles is the 

most talked about structure being used in schools but equally, unstructured, more 

conversational, supervision is in place. Supervision is supported by peers and experts and is 

being accessed with varying regularity. Schools are seeking support from external agencies 

for both training and the delivering of sessions themselves. Those that access supervision 

are usually in leadership roles and in particular SENDCos, Headteachers and Safeguarding 

Leads. 
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5.6 Theme 2: Purpose of Supervision 

Theme 2 explored the purpose of supervision across schools. As I used a complete 

coding approach in my analysis, this theme was drawn out unexpectedly from the data set 

and was not focused on within the interview questions directly. It felt important to include, as 

consideration of the data overall suggested that what participants are seeking from 

supervision will impact what they need their supervision to look like, and therefore feeds into 

the enabling factors and barriers to implementation. 26 of the 29 survey participants gave a 

score of 4 or more in regard to how beneficial they thought supervision would be, suggesting 

that there is a perceived need. The qualitative data analysis was then able to offer insight 

into what purpose this perceived need would bring. 

Purpose of supervision aligned with the 3 functions of supervision as suggested by 

Proctor (1986) and, as such Restorative, Formative and Normative formed the 3 subthemes. 

The three subthemes can be seen in the thematic map below (see Figure 12). 

Figure 12 

Thematic map of Theme 2 
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5.6.1 Restorative 

In regard to serving a restorative purpose, participants talked about aspects relating 

to overall wellbeing, space for self-reflection, managing complexities and providing a 

confidential space. 

 

Wellbeing 

Participants highlighted that supervision, when done well, provided a space which 

supported overall wellbeing through offering reassurance: 

ñI think when I used to talk to my member of staff at my other school it was almost 

like he didn't need to take things home and worry about things he'd discussed it he'd 

kind of shared what he'd done to make sure you don't go home and second guess 

yourself and then start worrying about had you done something to if you followed all 

the processesò (P6). 

It also provided a space for consideration of work-life balance:  

ñéwe'll touch on things like work-life balance and my home life and like healthy 

relationships and that sort of thing.ò (P4). 

Personalisation impacted how well they felt supported: 

ñwhat I really like this is it's so specific to my to my context you know it's about It's not 

about me but it's about specific issues and problems that I'm having at this particular 

school and it can be anything.ò (P4) 

It also provided a space to consider the impact of the job and provided protected time 

to offload: 
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ñSupervision where you talk through those complex cases but also you talk through 

the impact it's having on you. I think that is growing now and I think that is sort of an 

area that probably is needing to be developed.ò (P2) 

It was also deemed as a safe space to manage emotions which came about through 

aspects of their role:  

ñéso there was a case that was particularly tricky erm it was quite emotionally 

draining erm as well as such and erm being able to being able to have the 

opportunities to discuss this erm with the safeguarding advisor.ò (P5) 

These aspects seemed to add to participantôs sense of value and appreciation: 

ñI think staff value erm that as a school we were investing in supervision and 

supervision practices erm so they maybe felt heard.ò (P5)  

ñJust having time feeling valued that actually you're valued and here's some time for 

you because you're important too because we do that second nature for everybody 

else that's part of our role isn't it we don't think twice about dropping everything for a 

kid or dropping everything for a parent.ò (P7) 

Participant 1 concluded that:  

ñéto talk to somebody in a in a different way from your friends and family or your 

work colleagues. I think it's hugely important and if more people accessed it the world 

would be a better placeéI think even when your world is going really well I think 

supervision is something that we should all if I could access it once a week for the 

rest of my life I would do.ò (P1) 

This highlights the perception that supervision supports on-going wellbeing and not 

just response to challenge or crisis in a way that is not achievable from family and friends.  

 

Self-reflection 

Participants discussed supervision as a space for self-reflection on a personal level:  

ñthat was a choice I made to not go with somebody that was an education person 

that was just looking at me as a humanérather than me as a teacher I was just a 

leader of a company rather than being a a school leader if that made sense.ò (P1)  
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While also appreciating professional reflection: 

óéme and myself and my leadership skills and my own perception of things and and 

then more kind of erm like school priorities and kind of how as a team we might sort 

of approach things and improve things It's kind of that mix between the personal 

development and they I suppose it's personal and professional development.ò (P4)  

Participant 2 talked about how supervision was used to offer alternative perspectives: 

ñyou know if I've just not looked at something the right way and someone's gone, but 

have you looked at it from this angle? And you're like, no. So then it almost opens up 

a whole new sort of route to go down to maybe unpickô. (P2) 

 

Managing Complexities 

Supervision was discussed as a space to manage complexities around individual 

roles and pressures as well as regarding individual cases and seemed to stem from an 

overall feeling that the complexities and pressures within school had increased over time.  

ñThey have sought separately just to support them erm externally with the the 

pressures of er their their leadership role within school.ò (P1) 

 

Confidential Space 

 

Supervision was perceived as providing a confidential space which appeared to then 

serve a restorative purpose as it ensured a safe, protected space.  

ñShe's based really far down south so I think they try and pair you up so that it's not 

somebody that kind of knows the school and knows anybody that you'll know and 
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that kind of thingébut it's also like that protected space to be able to just have a 

confidential hour with somebody.ò (P4) 

Confidential space seemed to link with ótrustô which came out as an enabling factor or 

a barrier and will be discussed within theme 3 and 4. 

5.6.2 Formative 

Participants perceived supervision as having a formative purpose in that it supported 

skill development through advice seeking and problem-solving and had a role within 

continuous professional development.  

 

Continuous Professional Development (CPD) 

Supervision as CPD was mentioned by multiple participants with participant 4 

describing is as ñsome of the best CPD that I've had for a headteacher,ò and other schools 

implementing it as part of ñtheir cycle of CPDò  in which ñevery I think fourth or fifth week 

there's a group a protected group supervision slot for themò, (P3). Other participants 

recognised that they then applied the skills gained through supervision within their everyday 

practice, ñI'm able to use the skills what we've discussed moving forwards.ò (P5) 

 

Problem Solving 

Problem solving as a function of supervision was mentioned repeatedly by 

participants and seemed to be the most dominant purpose being sought by individuals. 

Participants talked about working through óstuck situationsô: 

ñThey provided me with safeguarding supervision and again that was working 

through erm any stuck cases erm any issues that I had and how we could resolve 

those moving forwards.ò (P5) 

While some participants expressed strongly that, in order for supervision to be 

deemed successful, they need to leave with solutions: 

ñéwhereas I didn't come away with any sort of like practical strategies or practical 

solutions which I think for me if I I am going into supervision that's the kind of thing I 
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want and it's because I'm stuck on something and I want somebody to be able to 

maybe help me think that through or offer things that I don't know.ò (P2) 

Advice 

In addition to problem solving, participants also perceived supervision as a place to 

seek advice from someone they perceived as having knowledge or experience relevant to 

their role and situation: 

ñWhereas you know when I've spoken to the other person having theirs they've got 

someone who's in such a similar background and so in tune with oh and ah and had 

that real life experience themselves the advice has been really really successful.ò 

(P2) 

As well as an opportunity to share good practice: 

ñAnd also discussing if you need advice and things like okay, we've got this situation, 

what would you do? It's like sharing good practice, isn't it? as well.ò (P7) 

 

5.6.3 Normative 

Participants perceived supervision as having a normative function in that it 

contributed to the effectiveness of their practice and offered accountability to supervisees by 

offering strategic support, opportunity for review and addressing the increasing complexities 

school staff are facing. 

 

Strategic Support 

Participants saw value in supervision to support them strategically as leaders: 

ñéstrategically it did help talk through certain I don't know like difficulties challenges 

erm and talked about you know me as a leaderébecause I felt yeah it gave me 

some food for thought and it gave me some ideas of how to as a leader to think and 

plan.ò (P2) 

Participant 4 reflected that supervision supported wider whole school improvement: 
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ñIt might be about whole bigger school issues so it might be erm about I don't know 

I'm thinking of introducing this but I'm not quite sure how to do it because these are 

all the barriers and I think it's really important but I don't quite know how I'm going to 

do itéSo it really helps with school improvement I think.ò (P4) 

In other settings, although not currently happening, leaders were striving to use 

supervision as a way of improving whole-school practices: 

ñI think there's a place that I'd like to get to where we're using solution circles as a 

team of staff to solve a erm more teaching and learning based issues.ò (P3) 

 

Review 

Participants talked about the incorporation of óreviewô within supervision in some 

instances and perceived this as an effective way of revisiting problems and making progress 

towards solutions. 

ñFor somebody to then come back and say right so we've done this how did that go. 

What what went well? What didnôt? What what do we need to change? So that 

review cycle part of it has been the most effective.ò (P2) 

 

Increased Complexities 

The data demonstrated an overall feeling that supervision had become more 

important as a response to the increasing complexities and challenges that schools felt they 

were facing. This applied particularly in relation to increasing special educational needs 

complexities:  

ñémy specific role is a very different starting point from when I started it because I 

didn't walk into a really sort of complex system of special needs. I didn't walk into the 

challenges that we have now. So for me it would be being mindful of the person then 

stepping into MY role that they're not going to grow with the school. They're coming 

in at the point where it's at its most complex.ò (P2) 
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5.6.4 Summary of Findings for Theme 2 

Theme 2 highlights three overarching purposes of supervision: Restorative, 

Formative and Normative. Although those experiencing more restorative supervision 

seemed to engage with supervision longer, a formative purpose seemed to be the most 

dominant within the data. Restorative supervision encompassed opportunities for self-

reflection and managing complexities and provided a confidential space for individuals to be 

able to share. These factors combined, contributed to serve a wellbeing function of 

supervision. Within the formative purpose, participants were heavily seeking space for 

problem solving and advice which would then, in turn, provided CPD and moved their 

practice forward. The normative purpose was the least talked about but offered an 

opportunity for more strategic thinking with the consideration that being able to review 

actions enabled more accountability for oneself. The normative purpose seemed to be being 

driven by a need to address increasing complexities within educational settings. 

 

5.7 Interconnectedness of Theme 3 and Theme 4 

Although Theme 3 and 4 are discussed separately in this chapter, Figure 13 

demonstrates the interconnectedness of enabling factors and barriers. A number of 

subthemes were discussed by participants both in terms of being an enabling factor or a 

barrier dependent on the other conditions present and research analysis of the codes was 

needed to determine where the individual participant was placing it. This will be unpicked 

further in Chapter 6. 

Figure 13 

Thematic Map of Interconnectedness of Theme 3 and Theme 4 
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5.8 Theme 3: Enabling Factors to the Implementation of Supervision 

This theme explores the factors that participants discussed that had enabled them to 

implement and maintain supervision practices within school. Within the interviews, 

participants were encouraged to talk about a time when supervision had been successful to 

help try and draw out enabling factors. These factors were grouped into the four subthemes: 

Personal, Relational, Awareness and Systemic. Figure 14 shows the thematic map for 

theme 3. These factors are considered further in relation to The Theoretical Domain 

Framework (Cane et al., 2012) in Chapter 6. 

 

Figure 14 

Thematic Map of Theme 3 

 

5.8.1 Personal 

There were two aspects of personal factors enabling supervision which came out 

from the data: Choice and Self-reflection.  

 

Choice 
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Participants felt that having their own choice of supervisor increased the success of 

the supervision sessions and increased the likelihood of them continuing to engage with the 

sessions. 

ñéand that was a choice I made to not go with somebody that was an education 

person that was just looking at me as a humanéWhereas erm the supervision I've 

got at the moment you didn't have a choice you just got allocated somebody.ò (P1) 

ñI definitely would have continued it if I kind of felt like I had the right supervisor.ò (P2) 

 

Self-reflection 

The willingness and openness of individuals to reflect on themselves was talked 

about as an aspect that had enabled participants to get the most from supervision. 

Participant 1 shared, ñI think itôs really good for a person to allow yourself that time to reflectò 

and, as such, had continued to access supervision for a sustained period of time. Participant 

2 valued being supported to consider alternative perspectives: ñyou know if Iôve just not 

looked at something the right way and someoneôs gone, but have you looked at it from this 

angle?ò which aligned with participant 4ôs views that ñshe kind of helped me to number 1 

reframe how I was thinking about them so it was about a little bit about me and kind of how I 

was viewing themò. In turn, the success that supervisees felt they gained from supervision 

then made them more likely to continue. 

 

5.8.2 Relational 

Trust 

Trust was talked about as an enabling factor of supervision in that, trust in the 

supervisor facilitated increased openness and opportunity to move forward with thinking:  

ñactually because I allowed myself to talk openly about that and bought in and trusted 

the person I was talking to we able to we were really able to unpick some things in 

order for me to move forward with that.ò (P1) 

Trust was also important to reduce fear within supervision and create a space where 

ónot knowingô was acceptable: 
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ñI suppose within safeguarding sometimes it can be quite isolating as the DSL within 

school you know people look to you to have all the answers and sometimes I've got 

none so actually knowing that there's somebody else out there who I could reach out 

to without it being erm without it being frowned upon that I didn't know.ò (P3) 

From a leadership perspective, Participant 4 felt that their supervisor's distance from 

the school allowed them to trust that they could talk openly without the supervisor knowing 

the people they were talking about: 

ñShe's based really far down south so I think they try and pair you up so that it's not 

somebody that kind of knows the school and knows anybody that you'll know.ò (P4)  

 

Skilful Supervisor 

Participants described more positive experiences of supervision when they felt they 

had been supported by a skilful supervisor. Participant 3 talked about their supervisors skilful 

questioning as a way of drawing out their own knowledge: 

ñéwhat that person does really skilfully I think probably tells me without knowing that 

you know this that you know this do you know really skilfully just talks it through and 

asks you some really like why is she asking me that? And before I know it I'm like I 

do know this don't I? It's that...ò (P3) 

This was backed up by Participant 4 who felt that supervision is more effective when 

delivered by someone who has been professionally trained: 

ñI think it has to be a professional supervision whoôs that somebody who's been 

trained properly because she's really really skilled the person that I have.ò (P4) 

Knowledge of a superviseeôs role and context appeared to be a personal preference, 

with some participants opting for unfamiliar supervisors with no connection to their work 

place, while others felt that supervisor knowledge of context was an enabling factor which 

allowed more bespoke support: 

ñSomeone who actually is aware of the challenges that you're faced with in such a 

you know such a tricky role was really really beneficial and we were able to I suppose 

manage my erm feelings around the case erm a little bit more effectively.ò (P5) 

Participant 4 also noted how a supervisor's ability to empower them was beneficial. 
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ñShe kind of almost makes you feel like first of all accept that it's actually your fault a 

little bitébut she does that so that then you realize that you've got the power to 

change it as welléSo she empowers you to be like no hold on this is up this is on me 

this is on me so I've got the power to do something.ô (P4) 

 

Positive Relationships 

All participants talked about relationships within the interviews and the impact of 

positive relationships. Participant 3, while reflecting during the interview, came to the 

conclusion that ñmaybe itôs the relationshipò that ñallows that to be as effective it's that 

professionally challenging relationship that's like based on like mutual respect for each 

other's roles and each other's purpose in that momentò. Participant 1 felt that having a 

friendly connection with their supervisor was important: 

ñErm it might have just been a person that I or been a relationship thing a person that 

I would sit and have a cup of coffee with it itôs that sort of that might have had 

something to do with it.ò (P1) 

This was supported by Participant 6 who, although not currently experiencing 

supervision felt that they had not needed to seek supervision because they already had a 

positive working relationship with a colleague: 

 ñébut I think that relies heavily on the fact that we work well together we get on and 

so we're lucky in that factor.ò (P6) 

 

5.8.3 Awareness 

Participants had mixed awareness of supervision but participants suggested that 

increased awareness and understanding of supervision was an enabling factor in 

implementation. 

 

Support from external agencies 

Some schools had sought the support of external agencies to either deliver training 

or deliver supervision sessions directly. Participant 1 talked positively about how the 
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Educational Psychology Service had supported their journey and increased knowledge 

amongst staff: 

ñWe were lucky to have erm two EPs working with school who were able to tell us a 

lot of information to help us outline the journey that we wanted to take.ò (P1) 

Another school had used the Educational Psychology Service to support change in 

school which had led to awareness that supervision may be beneficial: 

ñThat's how we used our Educational Psychologist time last year to work that process 

through with the learning mentor team and what came out of that is that as a group of 

people within school that they would benefit from supervision.ò (P3) 

 

Training and preparation 

Participants felt that for successful implementation, staff needed to have 

adequate training and preparation and opportunity to ask questions before taking part 

in the supervision itself:  

ñéit would be very similar in if we were to introduce whole school supervision it 

would be a process of making staff familiar of it and developing their understanding 

before it actually happenséit's worked well where there's been a lot of developing 

understanding and time to process to question erm to then be ready to take it on 

properly.ò (P2) 

Participant 1 felt that further training would also be beneficial to embed knowledge 

and practices further: 

ñéit would be really lovely if there was a like a full day if the EP teaméso you could 

go and have the training maybe all in one go or sort of a series sometimes you might 

have say three one days over the course of a school year so you could erm find out a 

little bit more.ò (P1) 

Training was also considered as a way of being able to create a whole-school 

approach to supervision: 

ñI think that if leaders were trained and managers erm were trained erm for your 

specific areas, you could maybe drip feed that down erm so that staff are well 
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equipped to be able to run supervision sessions themselves erm rather than having 

to buy in external support if that makes sense.ò (P5) 

Another helpful way of increasing knowledge and preparation before implementation 

was to hear stories from others who have done it and share experience: 

ñIôd probably want to hear some proper student voice so to speak of people who are 

having it and whether they think it's worthy of it or not.ò (P7) 

 

5.8.4 Systemic 

A number of systemic factors came out as being perceived as enabling factors to the 

implementation of supervision. 

 

Protected time 

Participants had experienced success in supervision when either they themselves or 

leaders above them had protected time for sessions and had shown flexibility in 

making this happen: 

ñéit needs protected time and it needs to be either some people do it after school 

and they're happy to have that commitment but other people won't want to do that 

and I think it's that flexibilityéò (P2) 

Participant 3 identified organising lesson cover as a strategy that had enabled them 

to do this despite the conflict of priorities that they sometimes faced: 

ñéI know that I have to prioritise that time and sometimes it means getting a lesson 

covered because it's not always done at a time that's convenient.ò (P3) 

Although not in relation to formalised supervision, Participant 6 and Participant 7 

talked about how having protected time for strategic conversations had enabled them to feel 

supported: 

ñOur vice principal's done our timetable so that we have SEND time seven seven 

hours of SEND time allocated to us which means that we can't be used for anything 

elseéò (P6) 
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Protected time was often achieved through careful timetabling as Participant 3 

explained ñéwe've put it there because it's protected so they've got a protected time once 

every four or five weeks where there's a group supervisionò as well as consideration of how 

the use of the time itself was protected through the use of ñboundariedò approaches such as 

solution circles: 

ñéthat's why we kind of went for the solution circle approach because actually it's 

very boundaried and we've actually adjusted it so it's just five minutes on each of the 

bitséò (P3) 

 

Prioritisation of Roles 

When supervision was in place, it was being prioritised for roles deemed to be facing 

increased pressures or emotional impact such as Headteachers, Safeguarding Leads, 

ELSAs and SENDCos. This seemed to stem from recognition of limited capacity and time 

within school and, despite Participant 4ôs hopes that ñin an ideal world everybody in school 

would have supervision,ò this was not currently possible. Participant 2 felt that prioritisation 

would create a gradual introduction as ñit would have to start with first of all the leaders 

because I think it would have to start with the leaders understanding of it and the leaders 

protecting the time to do it to see the impact of it.ò 

Participant 4 also talked about supervision as a priority for heads as ñyou don't really 

get much headteacher training kind of specifically on how to be a headteacher,ò suggesting it 

was targeting a gap in professional support. 

Other schools had been led by response from staff themselves and offered it out to 

those who felt they needed it:  

ñWe bought in an external company erm who provided staff supervision erm to a 

range of stakeholders erm myself included erm but for any staff members that put 

themselves forward for supervision practice.ò (P5) 

 

Valued by leaders 

In schools where leaders recognised the value of supervision themselves, this was 

then more likely to have prompted supervision to be offered to other leaders within school 

and led to flexible offers: 
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ñéthey just have to refer erm it can be in their own time erm but we're weôre open 

and say, if you do need anything that we can do that within working time within the 

working hours.ò (P5) 

Where Multi Academy Trust leaders had promoted supervision to school leaders, 

those that had valued it had then been able to continue beyond the initial offer: 

ñThe trust made us aware that the education support they're an organisationéErm 

offering free I think it was through the DFE.ôô (P4) 

Trust-wide approaches also appeared to support successful implementation of 

supervision. 

ñYeah every school that's part of this trust the DSL receives that supervision.ò (P3) 

 

5.8.5 Summary of Findings for Theme 3 

Enabling factors fitted into four sub themes: Personal, Relational, Awareness and 

Systemic. In regard to personal factors, participants benefitted from being able to choose 

their supervisors as there were personal preferences in what participants were seeking from 

a supervisor. Greater willingness to self-reflect also resulted in longer term engagement and 

increased openness. The supervisee-supervisor relationship was a dominant enabling factor 

and participants felt that where there was trust, positive relationships and a high-quality 

supervisor, supervision was deemed more successful and participants increased their 

engagement. Where systemic factors such as protected time and value of leaders were 

present, supervision happened more consistently. It was also deemed that leaders were 

overcoming the barrier of time by prioritising key roles in school rather than opting for a 

whole school approach. 

 

5.9 Theme 4: Barriers to the Implementation of Supervision 

This theme explores the factors that were perceived to present a barrier to 

implementing and maintaining supervision practices within school. Within the interviews, 

participants were encouraged to reflect on how they had overcome any barriers to 

implementing supervision with a view of drawing out a solution-focused conversation rather 

than a problem saturated approach which aligned with the appreciative enquiry style 

questioning used to draw out the enabling factors. These factors were found to mirror the 
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subthemes from Theme 3 and so were grouped into the same four subthemes: Personal, 

Relational, Awareness and Systemic (see Figure 15).  

Figure 15 

Thematic Map of Theme 4 

 

5.9.1 Personal 

Perceived Need 

Participants highlighted examples of other staff in school not recognising the need for 

supervision as a barrier to engagement. Participant 2 noted that some staff did not see the 

ñvalueò and therefore this prevented them allocating time to it, whereas Participant 4 

reflected that ñpeople just don't think that they needò and think ñI'm handling things I'm okayò, 

and attributed supervision as meeting a need when things werenôt going well. This linked to 

Participant 4ôs experiences even when offered by leaders: 

ñIôll say to xxxx you know you have a real a really difficult case load and you deal with 

some really difficult families and some really hard situations and it'd be really good for 

you to have that sort of protected space for you to be able to reflect on this she said 

oh I'm fine and I cope with it fine.ò (P4) 
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Participant 1 felt that, in some instances, the perceived need for supervision was 

linked to an individualsô confidence in supervision itself: 

ñéitôs about the confidence of staff to believe in the supervision process that it will 

support conversations and support everybody's journey.ò (P1) 

Whereas Participant 5 suggested that a lack of perceived need led to distrust:  

ñésenior leaders were maybe a little bit guarded erm to be to speak to the supervisor 

I kind of maybe thought that senior leaders thought what's the purpose?ò (P5) 

In situations where staff had engaged, as need reduced over time, this led to reduced 

engagement: 

ñInitially erm it was really well received but then as the years started to go on I think 

staff erm kind of dropped off so the momentum dropped off a little bit and staff maybe 

felt that they've got all what they had they could get out of supervision.ò (P5) 

Participants who were not currently receiving supervision wondered if there had not 

been a need for formalised supervision ñbecause it kind of already happens.ò (P7). 

 

Supervisee Engagement 

Participants shared that some individuals were reluctant to engage with supervision 

and therefore this impacted them, as leaders, being able to implement supervision further: 

"I'd be more than willing for people to try for the six sessions and then for us to pay if 

they found it useful but I think it's that that's a barrier for getting people to getting 

more people to do it. They don't particularly want to.ò (P4) 

Participants suggested that, if participants had been reluctant to engage, then they 

are unlikely to benefit from supervision and therefore there is reduced engagement in the 

future: 

ñéif you're not buying into this and wanting the best outcomes then I don't think 

supervision will work in the same way so for me that was hugely important.ò (P1) 

 

Reluctance to self-reflect 
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Although reluctance to self-reflect was not stated directly by participants, analysis of 

the data suggested that when those seeking more practical, solution focused supervision 

encountered supervisors who encouraged more self-reflection, this posed a barrier to 

continuation. Participant 2 appeared to come to the realisation during the interview that this 

reluctance to self-reflect had potentially impacted their supervision engagement: 

ñéso I went into it probably very sceptical of I don't want to sit and talk about my 

lifeéwhereas I'm a bit more like no no I'll just have the practical side erm so I think 

that's where maybe I didn't engage in the process as wholeheartedly as I could 

because I didn't know what to come what was going to come.ò (P2) 

This was also recognised by participant 4 who felt that some individuals feel 

uncomfortable talking about themselves: 

ñéshe said I'm a little bit nervous because I don't like talking about myselfébut I 

think that is a barrier for some people is they think it's going to just be an hour talking 

about myself.ò (P4) 

 

5.9.2 Relational 

Inexperienced supervisor  

The perceived experience and skills of the supervisor was felt to impact the 

relationship between the supervisor and supervisee and therefore impose a barrier to 

supervision feeling successful: 

ñThe one that I've sought through erm through separately this year isn't as good but I 

think it's down to the quality of the the person leading the supervision rather than 

actually what we're talking about.ò (P1) 
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Those participants who were seeking advice and solutions specific to their context, 

met barriers to supervision when they felt that the supervisor had limited knowledge of their 

context: 

ñI think there's no point in us going to somewhere external that doesn't know the 

setting or about SEN so obviously they'd have toéI got to kind of the end of that year 

and thought I don't feel like I'm actually getting a huge amount of advice but I just put 

it down to the supervisor.ò (P2) 

 

Lack of connection with supervisor 

The data suggested that, even for those who placed high value in supervision, lack of 

connection with their supervisor could impact their engagement with the supervision on a 

long-term basis: 

ñI haven't got that connection with him that I feel that I'm achieving as much from the 

sessionséò (P1) 

 

Trust 

Trust linked back to individuals seeking a confidential space for supervision and was 

deemed to hinder supervisee willingness to engage but also openness within sessions 

themselves. Participant 1 felt that having a supervisor who was in a senior position in school 

could have a negative impact on engagement: 

ñéthere's a number of staff who really bought into it and there's one or two staff who 

still haven't bought into it and maybe they would if it was with somebody that they 

didn't know but I know you know if I sat down to do a session with some people they 

would really engage with it and other people that they would be quite closed.ò (P1) 

Participant 6 talked about how lack of trust in the supervisor understanding what they 

did in their role would decrease their openness. 

ñ...neither would she had been a person I would have gone to have that conversation 

because you do need to have some of that background.ò (P6) 

They also spoke about the importance of trust in the supervisorôs experience. 



97 
 

ñéwe look at external but again it's because I trust her erm experience she's been 

here quite a few times.ò (P6) 

5.9.3 Awareness 

Both the qualitative and quantitative data suggested that supervision is still an 

emerging practice within schools, with some schools having very little or no knowledge of 

what it is or what it involves. 

  

Emerging Practice 

Of the 29 participants who completed the survey, 25 had heard of the term 

ósupervisionô and only 17 had experienced supervision themselves.  

Interview participants agreed that supervision was an emerging practice in schools 

with Participant 2 noting that there is little conversation about supervision: 

ñépeople don't know enough about it and it's not a widely talked about sort of thing 

to do erm I think itôs just that's why there's a gapéò (P2) 

Even those participants who had experienced supervision for over a year described 

supervision as ñin very early daysò (P1) for school as a whole. 

Participant 3 suggested that supervision may be specific to certain schools currently: 

ñIô've been here for three years now and been a DSL for probably about 15 years and 

that's the first time I've ever had supervision.ò (P3) 

There was also evidence that, even when supervision practice was present in one 

school within a Multi-academy Trust, this did not necessarily mean that it was present across 

all schools: 

ñI've just had xxxx who's an exec head in the trustésheôs just signed up for it so 

she's just about to start her first session for the free ones but she was recommended 

it from another head in the trust.ò (P4) 

 

Limited Understanding 

Limited training and understanding appeared to be leading to misconceptions around 

what supervision entails which was posing a barrier to engagement: 
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óéthereôs probably only three of us in school, as in with me, the head and the 

safeguarding lead, who would probably have an understanding of what supervision is 

and what it should be I don't think it's widely known what it should be and what it is 

and what the purpose can be of itéò (P2) 

This was supported by Participant 4 who felt that ñthey see it as more like 

counsellingéand that you've got to dig deep into yourself.ò 

Findings from the quantitative data suggested that those who were familiar with 

supervision or who had experienced supervision were more likely to perceive supervision as 

beneficial in comparison to those who had no experience. This could suggest that lack of 

awareness and training impacts the understanding of the benefits of supervision. 

 

Role of Colleague Support 

Although in schools colleague support would be perceived as a positive factor, in the 

case of implementing supervision it was suggested that having strong relationships with 

colleagues and a supportive ethos had prevented supervision being explored: 

ñéin other schools where they didn't have that relationship possibly with a colleague 

that might that might be trickier to do but I would say we do kind of have it.ò (P7) 

 

5.9.4 Systemic 

 

 Priorities of Leaders Impact Access 

Although not always identified as a direct cause, a number of the barriers to 

implementing supervision were dependent on the message from leaders and the priority they 

gave to supervision themselves. In some cases, this was not just in relation to 

Headteachers, but also in regard to the example set by other leaders in school too: 

ñéwhen your leaders aren't even protecting your time to do itéò (P2) 

Participants talked about more direct barriers from leaders, in respect to it being their 

decision whether supervision was continued and not the decision of the supervisee: 
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ñIôm allowed four sessions and I think I'm waiting for my last erm sessionéI do have 

the option to go back to the the previous person to pay for private sessions but at this 

point with a nine-year-old at home erm then thatôs not something it's very 

expensiveéò (P1) 

 

Time  

Time was mentioned with the quantitative data and across all participants as a factor 

that prevented the consistent implementation of supervision. Participant 1 talked about this 

from the perspective of even being able to find the time for training individuals on supervision 

in the first place. 

ñéschools are so busyéhaving the time to be able to do the training so people feel 

confident to be able to to lead some of these conversations.ò (P1) 

Participant 7 shared that ñthereôs lots of talk about it but erm never seems to be any 

time to do itò whereas Participant 1 noted that even when the desire is there, competing 

priorities can prevent time being available: 

ñI've had to cancel the last three sessions and reschedule them due to work 

commitments coming up and things that were more urgent than my supervision 

which sort of defeats the point of it if that makes sense.ò (P1) 

This was mirrored by Participant 2 who reflected on the complexities and challenges 

of working in school, particularly in a leadership role: 

ñI ended up having to move them at the last minute because something came up and 

I I kept thinking, what should I be prioritizing here? My supervision or I don't know 

some crisis going on.ò (P2) 

Supervisor availability and lack of time available between supervisor and supervisee 

was also raised as a barrier: 

ñéI have to be guided sometimes by that person's availability and if they're only 

available at that time and I'm teaching then I can'téò (P3) 

 

Cost 
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Participants in this research were using external agencies to provide their supervision 

sessions which meant that supervision was a paid for service. As a result, the cost of 

supervision came out as a barrier to supervision. In some situations, individual supervision 

had ended due to lack of funding from school: 

ñI do have the option to go back to the the previous person to pay for private 

sessions.ò (P1) 

In some schools, cost was an implicating factor for supervision being able to be rolled 

out wider in school, beyond school leaders, as not only was there a cost for the service, but 

also a cost to be able to release staff in classrooms: 

ñélots of money that's it because then we could release people we could pay for it 

we could yeah just moneyéand I think that's probably the barriers of really having it 

on a whole school I think it would be really really expensive.ò (P4) 

 

5.9.5 Summary of Findings for Theme 4 

The barriers to supervision were grouped into the four sub themes of Personal, 

Relational, Systemic and Awareness. Personal barriers to supervision being sought 

stemmed from individuals not perceiving a need for it. Once accessing supervision, the 

success of supervision was impacted by individual supervisee engagement as well as a 

reluctance to self-reflect. The relationship between supervisor and supervisee became a 

barrier when individuals did not trust or connect with their supervisor or if they perceived that 

the supervisor did not have the skills or knowledge the individual was seeking. Systemic 

barriers of time and cost were identified as well as the priorities of leaders in school having 

an overall impact on whether supervision was implemented and embedded. Supervision was 

found to still be an emerging practice in schools with limited understanding leading to 

misconceptions. In some cases, supervision had not been implemented due to there already 

being other forms of colleague support in place.  
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Chapter 6 Interpretation and Discussion 

 

6.1 Overview of chapter 

The aim of this research was to explore the implementation of supervision in education 

settings across one local authority. This chapter will interpret and discuss the research 

findings in relation to this aim and the following research questions: 

ǒ What is the current picture of supervision across schools in the chosen local 

authority? 

ǒ Is there a discrepancy between the desire for and the actual implementation of 

supervision in schools? 

ǒ What has helped schools to be able to implement supervision? 

ǒ How have barriers to implementing supervision been overcome? 

Four main themes were identified: Structures of Supervision, Purpose of Supervision, 

Enabling Factors and Barriers to Implementation. The key findings from these themes will be 

discussed in relation to existing literature and policy highlighted in Chapter 2 and in regard to 

existing theories. The current study will then be critically evaluated and limitations of the 

research considered. 

 

6.2 Overview of Key Findings 

6.2.1 Overall Summary 

This research suggests that, while supervision is still deemed to be an emerging 

practice within schools and the structure and experience of supervision varies across school 

settings, school staff are finding ways to overcome barriers and implement supervision 

effectively and extend to roles beyond Designated Safeguarding Leads. Findings suggested 

that there is individual variation in what is deemed to be the purpose of supervision, but 

school staff agree that it serves as a space for problem solving and reflection. Enabling 

factors and barriers to implementing supervision were often interconnected, with the 

relationship often being dependent on systemic practice and the power of leaders and how 

presenting barriers had been addressed.  
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6.2.2 Summary of Findings in Relation to Research Questions 

 

What is the current picture of supervision in schools across the local 

authority? 

The research suggested that supervision is still an emerging practice within schools 

across the chosen local authority, with individuals experiencing both 1:1 and group 

supervision delivered by EPs, social workers and external supervision agencies. 

Is there a discrepancy between the desire for and the actual implementation of 

supervision in schools? 

The research suggested that the perceived need for supervision was greater than the 

experience of supervision currently on offer overall. However, the research also suggested 

that, in some instances, supervision is being offered in educational settings but individuals 

have chosen not to take up the offer. 

What has helped schools to be able to implement supervision? 

The research suggested that schools have been most successful in implementing 

supervision when they have used a clear, gradual approach to implementation and delivered 

training around what supervision is as part of that process. In educational settings where 

leaders value supervision and therefore prioritise time within the timetable, supervision is 

more likely to be maintained. Increased engagement in supervision was evident when 

participants felt that the purpose of the supervision aligned with their needs and a positive 

relationship with the supervisor had been established.  

How have barriers to implementing supervision been overcome? 

The research suggested that barriers to supervision were overcome when thought 

had been given to increasing understanding and addressing misconceptions around what 

supervision is. Prioritisation of time and allocation of budget for providing supervision had 

meant that supervision was able to be delivered regularly. Where flexible approaches to 

supervision and choice of supervisor had been incorporated, participants talked of longer-

term engagement. Individual engagement in supervision relied on skilful supervisors, where 

participants were able to establish trust in the supervisor and a belief that they had the skill 

set needed.  
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6.3 Discussion of Themes in Relation to Literature 

6.3.1 Structure of supervision 

Theme 1 demonstrated the range of supervisory practices currently being used in 

schools and provided evidence for the research question óWhat is the current picture of 

supervision across schools in the chosen local authority.ô As will be discussed further in the 

limitations, this research focused on the experiences of SENDCos and senior leaders within 

school as my own personal experience suggested these were the most likely to be 

experiencing supervision and therefore best placed to offer insight to how supervision can be 

implemented. Participants identified that those roles perceived to be facing most challenges 

had been prioritised for supervision, this included leadership roles, SENDCos, Safeguarding 

Leads and those within pastoral support roles. Barnadoôs Scotlandôs discussion paper calling 

for ña national conversation about the support available for the mental health and well-being 

of teaching staff and consideration of the role of Professional or Reflective Supervision within 

Educationò (Lawrence, 2020, P3) highlighted a lack of professional supervision or specified 

time for reflection. This research aimed to build on this and explore how this had moved on 

in the last 5 years and understand the experiences of staff within one local authority. 

As there is currently no government-wide formalised expectation or policy relating to 

the implementation of supervision, in most cases, an individualôs access to supervision was 

found to be determined by the ethos and culture of leaders and the resources available. This 

meant that offers of supervision were found to be inconsistent and varied across settings 

with participants accessing 1:1 and group supervision as well as structured and unstructured 

models. The findings suggested that Solution Circles is the most prominent solution-focused 

model being applied within schools, with its time-focused approach appearing to be most 

adaptable to busy school settings. Where leaders deem supervision as a priority, they were 

seeking external support to provide training and deliver supervision sessions to staff rather 

than attempting their own facilitation.  

 

6.3.2 The purpose of supervision 

In Chapter 2, it was acknowledged that there are varying definitions of supervision. 

The aim of this research was not to define supervision; however, it is useful to refer back to 

definitions when considering the perceived purpose of supervision. Definitions draw on 

purposes such as improving quality of work and client relationships and development of self, 

practice and the wider profession (Hawkins & McMahon, 2020) and providing best possible 

service to clients (Scaife, 2001). Hawkins and Shohet (2007) refer to the three functions of 
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supervision as: developing supervisee skills and competence (educative); safeguarding 

(improving the quality of work) (managerial); sustaining and supporting the supervisee 

(supportive). Although not too dissimilar, Proctor (1986) presents the three functions of 

supervision as Restorative, Formative and Normative and previous research suggests that 

teachers seek supervision which is objective, solution focused and confidential with 

opportunities to reflect, offload and feel contained (Rae et al., 2017). 

The Department for Education (2015) defines supervision as ña professional 

conversationò and participants within this research aligned with this view, however, Theme 2: 

Purpose of Supervision drew out that the perceived function of supervision was susceptible 

to individual differences, with participants potentially seeking different functions or purposes 

of supervision at different points of practice.  

As mentioned in Chapter 5, the purpose of supervision was drawn out through 

complete coding and not linked directly to an initial research question. It was deemed 

appropriate to include as it offers a foundation for the enabling factors and barriers and 

enables deeper sense making of how participants perceive these factors. This research 

suggests that individuals do not all seek the same purpose of supervision and some seek 

multiple aspects potentially within the same session. As a result of this, the enabling factors 

and barriers to implementation may vary between individuals depending on how much they 

impact the purpose they are seeking. Therefore, it felt impossible to exclude this from the 

interpretation of the data.  

Theme 2: Purpose of Supervision drew on Proctorôs Functions of Supervision 

(Proctor, 1986) and subsequently produced the subthemes: Restorative, Formative and 

Normative. Despite drawing on Proctorôs Functions of Supervision to support my 

understanding of perceived purpose, I chose to describe the overall theme as ópurposeô as 

this naming appeared to align more closely with the way in which participants talked about 

these areas. For participants in this research, the restorative, formative and normative 

aspects appeared to be more in relation to why supervision was needed rather than the role 

that it performed. This subtle difference again adds to the overall feeling that supervision 

was being implemented at times of increased complexity or emotional impact.  

 

Formative Purpose 

Participants in this research spoke most about the formative aspects of supervision. 

This aligns with previous literature which suggests that supervision in schools offers an 



105 
 

opportunity to develop practice and impact outcomes of young people (Bainbridge, 2020) 

and has a focus on personal and professional development (Dunsmuir and Leadbetter, 

2010). This finding also aligns with research from within Educational Psychologist 

supervision where the perceived purpose was to talk through cases and offer advice and 

guidance (Callicott & Leadbetter, 2013). The data highlighted that participants were in need 

of spaces where they could problem solve and seek next steps with the suggestion that 

there is little time allocated to this within the realms of the usual school day. As suggested by 

the DfEôs findings (2025), supervision may play a role in providing continuous professional 

development for leaders. 

 

Restorative Purpose 

Restorative support came through as the next strongest purpose of supervision. 

Research suggests that supervision sessions can help individuals reflect and re-evaluate 

personal values and professional identities (Parker et al., 2012; Hurry & Russell, 2022; 

Lawrence 2020) and provide powerful restorative experiences (Reid and Sloan, 2019, 

Stringer et al., 1992) and emotionally containing spaces (Hulusi and Maggs, 2015). 

Participants in this study felt that supervision provided a unique space to self-reflect and 

consider other perspectives which might not be ordinarily available in other time or space 

within school. Participants spoke of seeking a restorative purpose of supervision, seeing it as 

beneficial to wellbeing, a place to offload and share complex situations and a space to seek 

reassurance. The need for reassurance in a safe space seemed to highlight the isolation felt 

by staff in certain roles and a sense that they would usually be working things out on their 

own otherwise. The way participants spoke about being empowered and supported to make 

realisations on their own, could potentially add to the reasons why participants then 

continued to engage, suggesting supervision was not just about what they gained from the 

session but about the way the session made them feel. This supports findings from Gardner 

et al. (2022) which identified reflective circles as supporting awareness of other perspectives 

and building confidence to seek change. 

Concerns have been raised over the impact of poor wellbeing on the supply of school 

leadership (NAHT, 2021) and additional responsibilities negatively impacting mental health 

(Education Support, 2023). The literature suggests that there is a retention crisis amongst 

school staff (McLean et al., 2024), the wellbeing of secondary school teachers is below the 

average of the general working population (Evans et al., 2018), and more than 78% of 

SENDCos are considering leaving their role (SEND Digest, 2025). Based on this, providing 



106 
 

processes which support teacher wellbeing seem more important than ever and support 

Forrestôs (2024) suggestion that, by having time out regularly to attend to our own needs, we 

can better attend to the needs of others, and thus support staff retention. The restorative 

purpose of supervision found in this research would also support findings from the DfE 

(2023) that there is a need for supervision to support school leaders manage the pressures 

of their role and may align with future proposed reforms to the schools and SEND systems in 

England (DfE, 2026) which aim to provide ñsafe and confidential space to develop new 

strategies to manage their resilience and capacity to thrive in their role,ò (p86).  

 

Normative Purpose 

The normative purpose of supervision provides accountability and ensures the safety 

and effectiveness of the supervisee's practice (Proctor, 1986). This research suggests that, 

although not sought by all participants, supervision offered a space to seek strategic support, 

manage the increasing complexities of school life effectively and offer a reviewing option 

which enabled participants to be supportively held to account for their practice. This mirrors 

Sturt and Roweôs (2018) suggestion that supervision can be used by leaders to ensure they 

are coping with the demands of the job and supports previous suggestions that supervisory 

discussions influence headteacher practice which, in turn, influences staff practice (Forrest, 

2024) and aids management of workload (DfE, 2023b). It was felt that the normative purpose 

was particularly being driven by the increase in complexity in schools and participants 

recognising a shift over time in the need for supervision in comparison to historically. As 

mentioned previously, staff retention in schools is an ongoing concern often meaning that 

staff roles change frequently. Sturt and Rowe (2018) found that Deputy Safeguarding Leads 

and all the staff they supervised reported a development in knowledge and skills and a 

clearer understanding of their roles in safeguarding students through supervision. The 

normative purpose being sought by participants in this research also suggests that staff 

need a space to seek strategic support to ensure they are completing their role effectively. 
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6.3.3 Enabling Factors to Implementing Supervision 

Sturt and Rowe (2018) suggest that for effective supervision in schools, supervision 

policy, agreement between supervisor and supervisee, recording of supervision and its 

review have to be embedded in the foundations of the process. Within this research, the 

enabling factors that appeared to be supporting the implementation of supervision in schools 

were found to be influenced by personal factors, relational factors, systemic factors and an 

overall awareness of supervision. These align with some of the standards starting to be 

stipulated within local authority safeguarding supervision policies (Cumberland Safeguarding 

Children Partnership, 2025, Leeds City Council, 2020). 

 

Personal Factors 

Within this research, personal factors which enabled supervision were the 

opportunity to make choices regarding supervision and a willingness to self-reflect. This 

theme highlighted the individual differences at play within creating the right supervisory 

environment. Where participants had chosen to take part in supervision, they spoke much 

more positively about the process and had engaged for longer periods of time. Negative 

stories around supervision were linked to participants feeling that they had not had a choice 

in either the structure of the supervision or the supervisor facilitating the session. 

Participants valued having information beforehand about their supervisorôs background to 

support them in making their decision.  

Opportunities for self-reflection are suggested as being needed for teachers to be 

able to work through tensions that may emerge between their values and their roles (Blick, 

2019). Participants in this research, who were willing and able to self-reflect during sessions, 

spoke most passionately about the need for supervision and had the most desire to continue 

and actively promoted others partaking in supervision. Participants felt supervision had been 

successful when they had been skilfully supported to consider their own role within a 

situation and therefore the power that they had to make changes. 

 

Relational Factors 

As anticipated, relational factors influenced the success of supervision and therefore 

how well supervision was maintained. It has been previously suggested that teacherôs 

wellbeing is positively impacted by supported school communities and safe environments 

(Roffey, 2012) and this was supported in this research by the subtheme of trust. Participants 
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felt they needed to be able to trust the supervisor and so often sought external supervisors 

with no connection to the school. Trust also enabled participants to be more vulnerable, 

resulting in deeper reflections and more openness which, in turn, seemed to impact the 

overall success of the supervision. 

Participants talked about the benefit of having a skilful supervisor and reflecting that, 

when supervision was done well, it often involved a supervisor who was able to empower 

individuals as well as encourage self-reflection and problem solving. This research suggests 

that positive supervision happened when supervisors created a safe space where natural 

questioning promoted openness. These soft skills are often associated with Educational 

Psychologists which may support previous research that has found benefits to group 

consultations facilitated by Educational Psychologists (Stringer et al.,1992) and mirrors 

previous research suggesting that the expertise of the supervisor themselves enables a 

constructive supervisory environment (Reid & Sloan, 2019). 

 

Awareness of Supervision 

This research found that participants perceived that the successful implementation of 

supervision across multiple staff members was dependent on how schools had increased 

the understanding of supervision. Where schools had invested time in training and 

conversations around supervision and supervision policy, schools had had greater 

engagement from staff. Reid and Sloan (2019) suggested that supervision should not be 

imposed on teachers, which combined with the findings from this research, suggests that in 

order for supervisory practices to be meaningful and effective; schools need to invest time 

and preparation into the introduction of supervision in schools. This links back to the limited 

availability of local authority policy and guidance around wider implementation of supervision 

in schools. As noted in Chapter 2, where guidance is available, it is predominantly aimed at 

supervision for Designated Safeguarding Leads (Co-op Academy Leeds, 2025) and has yet 

to extend to wider roles. More recent publications (Supervision in Education: Quality 

Standards Framework, 2025 and Professional Supervision: Guidance for SENDCOs and 

School Leaders, 2020) have begun to try and address this but this research would suggest 

that there is still limited impact or knowledge of these. 

 

Systemic Factors 
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Rothwell et al. (2021) identified regularity, within protected time, in a private space 

and delivered flexibly as enabling factors to clinical supervision. Based on this research, 

similar systemic factors were found to enable supervision with a focus on supervision being 

valued by leaders, time being protected and high-pressured roles being prioritised. 

The findings from this research suggested that the value given to supervision by 

leaders influenced not only the success of supervision, but also how supervision was 

implemented. In the most positive examples, leaders proactively encouraged supervision 

practices by offering to pay for external supervisory services and by providing regular, 

protected time for individuals to access this. This supports the idea that leaders having a 

shared goal and understanding and supportive structures being in place influences staff 

wellbeing (Bamford, 2025) and suggests that by protecting space and time for reflective 

practice, staff will feel increasingly supported and valued.  

This research suggested that, in order to manage the competing priorities and budget 

allowance, supervision is initially being aimed at leaders in school. As noted previously, it is 

important to consider that the research itself was targeted at leaders within school so may 

not be a representation of the complete picture, but participants' experiences generally 

appeared to align with this assumption. This mirrors Carroll et al.ôs (2020) work which 

focused on SENDCo supervision and concluded that, in order for their supervision to be 

effective, a school-wide strategic approach and support from the leadership team was 

essential.  

 

6.3.4 Barriers to Implementing Supervision 

Barriers to implementing supervision were focused around the same four key areas 

as enabling factors: Personal factors, Relational factors, Systemic factors and Lack of 

awareness.  

 

Personal Factors 

Personal barriers were centred round lack of perceived need and reluctance to self-

reflect which led to lack of supervisee engagement.  

Opportunities to reflect allow teachers to work through tensions between their values 

and the role they are delivering (Blick, 2019) suggesting providing space in school to reflect 

is key. However, in this study, that space was dependent on the teacherôs willingness to 
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reflect. Although a reluctance to self-reflect did not necessarily lead to unwillingness to 

engage in supervision completely, it was interpreted that those who had engaged more 

reflectively with supervision spoke most passionately about the benefits of supervision. 

Participants who had been seeking more practical advice had then been reluctant to engage 

when reflection had been a focus for the supervisor. This could be reflective of the fast-

paced environment of schools and a need to continuously be moving forwards and therefore 

not allowing time for reflection. Interestingly, one participant seemed to acknowledge this 

within the interview space and questioned whether they had impacted the success of the 

supervision due to them not being willing to open up more. It appeared that even creating 

time and space for thinking within an interview process had been enough to provide some 

level of reflective thinking. Individualôs reluctance to reflect is interesting to consider when we 

take into account the current efforts in school to support mental health and encourage young 

people to explore their own feelings and emotions but yet adults are not necessarily ready to 

do this themselves.  

Participants also suggested that some school staff did not feel there was a need for 

supervision, which although suggests a supportive ethos in school, could also be linked to 

the misconceptions identified by participants around supervision being tot talk about 

problems ñdig deep into yourselfò (Participant 4). It should also be considered that, 

depending on how supervision time is managed, this may be taking time from tasks that staff 

perceive as more of a priority. This suggests that, in order for supervision to be successful, 

careful consideration needs to be taken for individual differences and individuals need to feel 

part of the process without their being an impact on existing workload. 

 

Relational Factors 

Participants' experiences of supervision were heavily influenced by the supervisory 

relationship. Breakdowns or incompatibility in relationships led to disengagement and less 

useful experiences. Participants seeking more formative purposes of supervision were less 

likely to engage if they perceived that their supervisor did not have the appropriate 

knowledge or experience to support them in their role specifically. This suggested that where 

supervisees and supervisors had not been carefully matched, there was likely to be less 

impact gained from the process. There is currently no guidance on the qualifications or 

training required to deliver supervision in educational settings and limited training routes 

available (Supervision in Education Network, 2025) suggesting that there is a need for 
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further exploration into how supervisees can be guaranteed a positive experience when 

entering into supervision in school.  

 

Systemic Factors 

This research found that systemic barriers hindering supervision were lack of 

prioritisation from leaders, lack of time and cost of implementing supervision. This mirrored 

the DfEôs (2023b), Rothwell et al.ôs (2021) and Lawrenceôs (2020) barriers of lack of time, 

cost implications and lack of engagement from leadership. 

Previous literature has identified that systemic level changes are needed when 

considering supporting teacher wellbeing and emotional experience (Blick, 2019; Bamford, 

2025). Although participants talked about timetable adaptations and introduction of training, 

there was only one setting that had considered the policy around supervision implementation 

and as a result seemed to be better placed to offer supervision more widely within their 

setting. In other settings where leaders did prioritise supervision, lack of policy or clear 

processes may have hindered consistent and wider implementation. This aligns with 

Hawkins and McMahon (2020) who suggests that supervision culture can be seen through 

the extent that it is prioritised. In other helping professions, supervision is part of policy as 

well as a stipulation of associated registration agencies (HCPC, 2024) which supports the 

development of practice (Ashby, 2020).  

Availability of time and protection of time in busy school environments is a common 

barrier to implementing change or practice (Stringer et al., 1992) and, as anticipated, was 

spoken about within this research. Interestingly, although present in interviews with all 

participants, whether it became a barrier or not appeared to be linked to how willing leaders 

were to overcome it and how much supervision was prioritised as a beneficial use of time. 

As schools do not currently have the expertise or training needed to implement 

supervision óin houseô, settings are relying on the use of external support to deliver training 

and supervision sessions. In an ever-tightening school budget, this is costly and, 

understandably, difficult for leaders to implement without thorough consideration. Even in 

examples where Educational Psychologist time was being used, this is also at a cost when 

they are operating on a traded model of service delivery. Previous literature suggests that by 

training educators to become supervisors, supervision can become more financially 

sustainable (Carroll & Esposito, 2020) but the current research suggests that internal 

supervisors would not necessarily be welcomed by supervisees seeking confidentiality and 
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anonymity or where there is a personal preference for supervisors who are external to their 

context. Participants spoke about the benefits of DfE funded supervision they had accessed 

but, at the time of writing this, applications to this service are currently paused due to 

increased demand. 

 

Awareness of Supervision 

The findings highlighted that supervision is still an emerging practice within schools 

and, in this local authority, does not appear to have advanced much beyond findings that 

only 90 of 402 respondents had experienced supervision (Lawrence, 2020). Even where 

participants had experienced supervision themselves, there was limited evidence of it 

extending widely within schools. It seems schools still have a limited understanding of 

supervision and what it can bring to a school which, in turn, is leading to misconceptions and 

reluctance to engage even when offered in some cases. This does not appear to have 

moved on much from Westergaard and Bainbridgeôs findings (2014) that supervision is 

perceived to have a monitoring function. Resistance to change can often be fuelled by fear 

of the unknown and lack of information or no perceived benefits (Hawkins et al., 2020) which 

could explain how misconceptions around supervision are preventing supervision being 

developed further in schools.  

Interestingly, supportive colleagues in school could pose a barrier to supervision 

being sought. Participants who felt that they had positive colleague connections did not 

necessarily feel that additional supervision was needed, although there were reflections on 

how this was not always what they had experienced and was also dependent on the time 

they were allocated with those colleagues. Although workplace social support and supportive 

school communities can provide positive support for teacher wellbeing (Kinman et al., 2011; 

Roffey, 2012), it needs to be considered whether this alone is enough to support all three of 

Proctorôs functions of supervision or whether it is solely a restorative support. 

Regarding the psychological underpinnings of supervision, the findings suggested 

that participants placed importance on the supervisory relationship and how this influenced 

how participants experienced supervision. In line with Bionôs (1959) concept of containment, 

findings suggested that participants needed to feel trust and a relational connection with their 

supervisor as well as have an understanding of the purpose of the sessions in order to 

experience psychological safety. This suggests that the initial contracting of supervision will 

play an important part in beginning to lay the path for psychologically safe supervision to 

occur. A clear agreement would allow supervisees to understand the boundaries and 
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expectations of supervision as well as logistical aspects such as frequency, roles and 

responsibilities which would, in turn, reduce uncertainty and feel safer when bringing 

emotionally complexities to supervision. 

The research suggested that, where participants had had negative experiences of 

supervision, they had been unlikely to engage in supervision in the future. Literature around 

harmful supervision has suggested that lack of trust, unresponsiveness and unaddressed 

power imbalances leads to negative experiences (Hutman et al., 2023). This is likely to 

impact supervision implementation due as concerns around judgement and vulnerability are 

likely to lead to lack of engagement.  

The findings suggested that participants experienced conflict in relation to prioritising 

supervision over other duties and responsibilities. The Transactional Theory of Stress and 

Coping (Lazarus & Folkman, 1984) suggests when individuals are experiencing high levels 

of workload, emotional labour or stress, how they perceive the situation will impact whether 

problem-focused coping or emotion-focused coping is deemed the most appropriate at the 

time. This suggests that if the supervision on offer at the time does not match their preferred 

coping strategy, engaging in supervision may be perceived as an additional demand.  

 

6.4 Summary of Discussion in Relation to Existing Theory 

This research suggests that, although there are individual differences in what is 

sought from supervision, implementation of supervision depends not just on resources but 

on autonomy, competence, relatedness, knowledge, skills, beliefs about consequences and 

social influence. Where attention is given to these factors, barriers can be overcome and 

successful implementation achieved.  

Self-Determination Theory (Ryan and Deci, 2017) suggests that social contextual 

factors influence an individual's ability to thrive through the satisfaction of their basic 

psychological need for autonomy, competence and relatedness. In the context of 

supervision, how an individual experiences the implementation of supervision in relation to 

these three factors may influence its impact. It is useful to consider this theory in relation to 

what may influence implementation beyond more practical considerations of policy and cost. 

This research suggested that individuals seek autonomy over who their supervisor is, when 

and how they receive supervision and what the purpose of that supervision session is. 

Individuals want to leave supervision sessions feeling competent in either their general day 

to day practice or with a specific problem situation, whether this is achieved through advice 
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giving and guidance or through a self-reflective approach where oneôs own thinking is 

shaped and empowered. Importantly, participants need to relate to their supervisor and feel 

safe and confident in the supervisory relationship in order to receive the full supervision 

experience and be keen to engage for a sustained period of time. 

This research suggests that schools in this local authority are still on a journey of 

understanding and exploration in regard to implementing supervision. The Theoretical 

Domain Framework (Cane et al., 2012) suggests that human behaviour is influenced by 14 

key domains which can be used to identify barriers and facilitators to change. This theory 

provides a way of viewing the cognitive, affective, social and environmental influences on the 

implementation of change and enables researchers to understand why behaviours occur. To 

date, there has been limited school-based research drawing on the TDF to support or 

explore implementation (Weatherson et al., 2017) but this research offers an opportunity to 

consider how behavioural science frameworks can influence systemic change within schools 

and how Educational Psychologists can be part of this. Within this research, participants 

referred to factors that would align with the domains of knowledge, skills, beliefs about 

capabilities, beliefs about consequences, environmental context and resources, social 

influences, emotion and behavioural regulation and it will be useful to draw on this when 

considering recommendations and implications for practice in Chapter 7.  

Participants in this research talked about a lack of knowledge and skills leading to 

misconceptions and beliefs about capabilities related to participants perceiving they were not 

good at talking about themselves. Beliefs about consequences relate in regard to possible 

implications for owning up to ónot knowingô while environmental context and resources was 

talked about in relation to time, space and competing priorities. Social influences could be 

considered in relation to the school ethos and overall message given by leaders as well as 

there being influence from peers who may not feel the need for supervision. Emotion came 

into play as participants talked about times when they were worried by what to talk about in 

supervision or participants already feeling too overwhelmed to find the time for it. 

Behavioural regulation could apply to the fact that participants talked of inconsistencies in 

the delivery of supervision. 

 

6.5 Evaluation of current study 

This section will critically evaluate the current research by taking into account 

strengths, limitations and future research. This section will particularly focus on ethical 

considerations, critical reflections of the research methodology, and the overall rigour and 
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trustworthiness of the study. These are important considerations in light of the implications 

for future practice which will be considered in Chapter 7.   

 

6.5.1 Ethical considerations 

Ethical guidelines and principles were adhered to throughout the study as set out by 

The University of Sheffield as well as the British Psychological Society Code of Ethics and 

Conduct (2018) and the Health and Care Professionals Council standards of conduct, 

performance and ethics (2024).  

For some participants, there were several weeks between their initial completion of 

the survey and participation in the interview. Although participants had consented to 

participation in the interviews during the initial survey phase, it felt ethically appropriate to 

regain consent at the interview stage. Participants were given the participant information 

sheet again and completed a second consent form to ensure that they fully understood their 

involvement. Participants were also reminded at the start of the interview to ensure 

participants knew they were able to opt out. 

 

6.5.2 Critical Evaluation of Methodology 

Credibility relates to how close the account of the participant matches the 

researcherôs understanding and interpretation (Lincoln & Guba, 1985). In order to achieve 

this in this research, I followed a well-established data gathering and analysis method, 

Reflexive Thematic Analysis (Braun & Clarke, 2021). I ensured that I immersed myself in the 

data prior to analysis and used research supervision to seek feedback on the level of rigour 

used within the coding stage. Codes were revisited multiple times to ensure closeness 

between my own perspectives and those of the interviewee. Initial coding began through an 

inductive lens, with codes being generated from the data rather than using predetermined 

codes. As the analysis was refined and themes were explored and refined, it should be 

acknowledged that a more deductive approach was introduced. In particular, the application 

of Proctorôs Functions of Supervision was used to make sense of the emerging subthemes 

around the purpose of supervision and therefore prior knowledge of supervision theory 

influenced the organisation and naming of themes. While this supported a deeper theoretical 

interpretation of the findings, it also means that the themes were influences by both 

participantsô responses and the researcherôs existing theoretical understanding. 
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In this research, the survey questions and semi-structured interview schedule were 

piloted by the research supervisors. This allowed for comments on clarity and relevance of 

the research tools as well as considerations around wording, sequencing and overall 

alignment with the research aims. However, it is acknowledged that supervisors were 

already fully aware of the research and therefore this may have skewed their perceptions of 

the research tools. It may have been beneficial to pilot the questions with school staff outside 

of the research to gather more accurate feedback in relation to how participants would have 

interpreted or responded to the questions. Therefore, while the piloting process strengthened 

the design of the data collection tools, it did not remove all potential issues relating to 

participant interpretation, accessibility or researcher bias. 

The findings from this research reflect the experiences of staff within one local 

authority and therefore individuals will need to take into consideration that there will be 

differences between local authorities which may make transferability more challenging. The 

implementation of supervision within schools in other local authorities may be impacted by 

the priorities of other services within that authority, for example the Educational Psychology 

Service, and the level of input that has already been offered. Although this research was 

successful in gaining participants from multiple types of educational setting within the local 

authority (primary, secondary, specialist), this only represents the views of a small snapshot 

of settings. The survey had aimed to gather a broader overview of supervision 

implementation in schools but only gained responses from a relatively small proportion of all 

the schools across the local authority. As considered in Chapter 5, it should also be taken 

into consideration that the survey may have been more likely to have been completed by 

those who were familiar with supervision and therefore may not be fully representative of the 

local authority as a whole. A strength of this research is that 7 participants were able to be 

interviewed which is in line with Braun and Clarkeôs (2021) argument that six participants is 

adequate for Reflexive Thematic Analysis research.  

This research chose to focus on SENDCos and leaders within school based on my 

own perceptions of where supervision was most likely to be happening. As this research 

sought to identify how schools had implemented supervision and how barriers had been 

overcome, this felt the most appropriate sample at this point in time. However, it should be 

considered that these are not necessarily the only roles receiving supervision and there may 

be alternative perceptions around who may need supervision most. 

The Theoretical Domain Framework (Cane et al., 2012) was used in this research to 

explore how enabling factors and barriers to implementing supervision mapped on to the 14 

domains proposed as influencing behaviour change in systems. Although this provided a 
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useful structure for identifying actions and recommendations, it is important to recognise the 

limitations of the framework. Mapping of the findings on to the TDF was a subjective process 

and therefore open to individual variation in how findings were interpreted and categorised. 

There were also instances where domains appeared to overlap, meaning that findings 

aligned with more than one of the domains.  

My critical realist positioning recognises that the views of participants are subjective 

and open to interpretation. The findings from this research, therefore, offer my unique 

interpretation of the participants' experiences and therefore individuals should consider their 

own transferability in regard to their settings and context. 

 

6.5.3 Researcher Reflexivity 

Complete Reflexive Thematic Analysis (Braun & Clarke, 2021) was deemed as the 

most appropriate method for exploring experiences of school staff around the 

implementation of supervision. Within this, reflective boxes were used to address my 

positionality, subjectivity and possible researcher bias within the whole of the research 

process as I was playing the part of both researcher and interviewer. Research supervision 

was also used to reflect on my role within the research and the potential impact this may 

have during participant recruitment and data analysis. As a literature review was conducted 

before the interviews took place, it is impossible to claim that my interviews, analysis and 

interpretations were not influenced by prior reading and theory.  

 

6.5.4 Overall Quality of Research Summary 

This research paid careful attention to ethical considerations throughout the whole of 

the research process and, as a result, participants were considered to be well informed. 

Rigorous analysis ensured that data was accurately interpreted, while taking into account 

researcher subjectivity and bias in line with critical realist ontology. Regular research 

supervision and the use of reflective logs ensured that the research had credibility and 

transferability whilst also being transparent in considerations of variability in contexts.  

 

6.6 Chapter Summary 

This research suggests that supervision within schools is still an emerging practice in 

the chosen local authority. The limited guidance and lack of government policy on 
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supervision means that implementation is dependent on the ethos and culture of school 

leaders. Individual differences suggest that there is not a óone size fits allô approach to 

supervision and that consideration needs to be given to flexibility of approach. School staff 

identified personal, relational and systemic factors and overall awareness of supervision as 

both enabling factors and barriers to implementation dependent on how they were 

addressed within the process. This research suggests that drawing on Self-Determination 

Theory (Ryan & Deci, 2017) and The Theoretical Domain Framework (Cane et al., 2012) is a 

useful approach to help leaders consider the psychological factors that underpin the 

implementation of change and help guide decisions when implementing supervision. 
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Chapter 7 Implications for Practice and Future Research 

7.1 Chapter Overview 

This chapter will explore the practical implications of this research and the 

implications for government and policy makers, educational settings and Educational 

Psychologists. 

 

7.2 Addressing Change 

 Psychological theories of organisational change can be drawn upon to consider the 

findings at a wider system level. Lewinôs (1951) change model suggests that implementation 

involves a process of unfreezing, changing and refreezing. This is relevant to the findings in 

this research as supervision appeared to be more likely to be implemented when schools 

had recognised a need for change and developed a shared understanding. Where schools 

had made changes to allow time for supervision to be prioritised within the existing timetable 

and demonstrated value by leaders, supervision was more likely to be become embedded in 

practice. Where such barriers had not been addressed, supervision had not been embedded 

and continued more of an ad hoc basis. 

The Theoretical Domain Framework (Cane et al., 2012) suggests that human 

behaviour is influenced by 14 key domains which can be used to identify barriers and 

facilitators to change.  This may be beneficial for those wishing to make changes to reflect 

on before considering their approaches, with particular consideration to the domains of 

óknowledgeô, óskillsô, óenvironmental context and resourcesô, óbeliefs and consequencesô and 

ósocial influencesô. The implications and recommendations below relate to addressing the 

domains of knowledge and skills through consideration of appropriate training and 

opportunities for staff to gain experience. By creating psychologically safe supervision 

sessions with skilled supervisors, educational settings can address the domains of óbeliefs 

about consequencesô, óemotionô and óoptimismô. By considering a wider approach to 

supervision through local authority policy and guidelines, óenvironmental context and 

resources and social influencesô may be able to be addressed and create a culture where 

educational staff prioritise opportunities to reflect and seek supervision beyond óstuck 

situationsô. Table 19 below considers how factors identified by participants link to the TDF 

domains (Cane et al., 2012) and possible considerations for practice for government, 
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educational settings and Educational Psychologists. These are then explored further 

throughout this chapter. 

Table 19 

Mapping of participant factors to the TDF domains 

Domain Factors 
highlighted by 
Participants 

Considerations 
for Government 
and Policy 
Makers 

Considerations for 
Educational 
Settings 

Considerations 
for Educational 
Psychologists 

Knowledge Lack of 
understanding 
of what 
supervision is 
 
Lack of 
understanding 
of purpose 

Produce LA 
guidance 
 
Extension of the 
DfE offer 

Access to training  
 
Opportunities for 
experiences 

Training package 
 
Guidance 
documents 
 
Links to wider 
networks 

Skills Limited 
experience 
 
Negative 
supervisor 
experiences 
 

Availability of 
skilled 
supervisors 

Employing skilled 
supervisors 
 
Reflective ethos 
within school 
 

Offer of 
supervisory 
practices within 
school 
 
Modelling skills 

Social 
Professional 
Role and 
Identify 

Leadership 
commitment 
 
Lack of 
perceived need 

LA wide approach 
 
Link to teacher 
standards 
 

Practitioner ethos 
 
School ethos 
 
Flexible approach to 
individual 
differences/needs 
 
Modelling from 
leadership 

Modelling of 
reflective practice 

Optimism Varying 
perceived 
benefits 
 
Varying 
purposes 

Clear guidelines 
and expectations 
for schools 

Clear policy and 
practice 
 
Autonomy of 
practice 

Clear training 
offer 
 
Consistent 
supervision offer 

Beliefs about 
Consequences 

Fear self-
reflection 
 
Fear of 
judgement 

Positive 
promotion of 
supervisory 
practices 

Psychologically safe 
supervision 
sessions/supervisors 
 
Collaborative 
planning 

Offer and external 
link 
 
Supervisor skills 

Environmental 
contexts and 
resources 

Time 
Cost 
Lack of policy 
and guidelines 

Clear guidelines 
and policy for 
schools 
 
Government 
funding 
opportunities 

School policy 
 
Timetabling 
adaptations to 
protect times 
 
Flexible offer 

EP offer to 
schools within 
traded/untraded 
offer 
 
Role of group 
supervision 

Social 
Influences 

Prioritisation 
from leaders 

Locality-wide 
offers 

Modelling of 
engagement by 
leaders 

Sharing positive 
experiences 
within training 
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Use of research 
to support need 

Emotion Fear Clear policy and 
guidelines to 
create 
consistency 

Choice of supervisor 
 
Collaborative 
process of 
implementation 
 
Training 

Sharing of 
experiences 
 
Psychologically 
safe supervisors 

 

In this research, barriers such as limited time, uncertainty about the purpose of 

supervision, concerns about vulnerability and previous negative experiences suggested that 

resistance to supervision was not always a rejection of supervision itself but more of fear or 

uncertainty around risks and lack of psychological safety. As discussed in Chapter 6, Self-

Determination Theory (Ryan & Deci, 2017) suggests that social contextual factors influence 

an individual's ability to thrive through the satisfaction of their basic psychological need for 

autonomy, competence and relatedness. Self-Determination Theory has been applied to the 

findings to consider how change can be implemented at an individual level. The 

recommendations below consider how offering a flexible approach to supervision can ensure 

an individualôs autonomy is addressed. The use of skilled supervisors will ensure individuals 

leave supervision sessions feeling competent and contained as well as creating trusted 

relationships. By considering these elements together, the implementation of supervision 

could be developed to be more impactful and long-lasting. 

 

7.3 Implications for Government and Policy Makers 

7.3.1 Government Guidelines and Policy 

This research identified systemic barriers to the implementation of supervision in 

regard to protected time, cost and prioritisation of leaders. Schools are often juggling 

conflicting priorities and managing very tight financial budgets, making it difficult to create 

protected time for new initiatives. Guidance for Educational Psychologists (Dunsmuir & 

Leadbetter, 2010) suggests that, ñin times of change, when supervision is most necessary, 

supervision may be regarded as a luxury and minimised due to economic and time 

demands,ò (p2). Health and Care Professions Council Standards state that individuals must 

ñUnderstand the need for active participation in training, supervision and mentoring in 

supporting high standards of practice, and personal and professional conduct, and the 

importance of demonstrating this in practice (4.8).ò If difficulty is found in professions where 

supervision is already embedded, it is likely that implementing supervision in school systems 

where there are currently no formalised guidelines is likely to face increased barriers.  
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Currently, within the Teachersô Standards (DfE, 2011) there is no reference to 

supervision or the use of reflective spaces, with the closest references being within standard 

8: Fulfil wider professional responsibilities, where it states: ñtake responsibility for improving 

teaching through appropriate professional development, responding to advice and feedback 

from colleagues,ò (p13). In order to increase prioritisation within schools, the current 

government should consider how teachersô standards may be adapted to incorporate the 

consideration of supervision or at the very least, opportunities for reflective practice. This is 

an important consideration based on current difficulties with teacher retention and a decline 

in the wellbeing of teachers. 

At the time of writing this, The Department for Education has released proposed 

reforms to the schools and SEND systems in England (DfE, 2026). Although this does not 

mention supervision, Chapter 5: Support and investment in high-quality staff highlights the 

need to address reasons why many leave the profession as a result of increased workload 

pressures which mirrors the suggestion that staff are facing increased complexities within 

their role. The paper does not identify specific strategies which will be used to ñempower and 

invest in expert leaders, teachers and support staff,ò (p79) but supervision could offer the 

space for empowerment to occur. There is also a suggestion that leaders will be provided 

with ñsafe and confidential space to develop new strategies to manage their resilience and 

capacity to thrive in their role,ò (p86). There is no expansion on how this will be done but 

previous literature on supervision suggests that leaders have benefited from such spaces 

created by supervision practices. With this in mind, it seems that now would be an 

appropriate time for a more formalised policy around supervision to be created. 

 

7.3.2 Local Authority Guidance for Schools 

Supervision appears to be an emerging area within schools and although local 

authorities are beginning to develop guidance around supervision for Designated 

Safeguarding Leads, there is limited reference to other roles within schools, potentially 

leading to an inconsistent offer across local authorities and schools. More recently, the 

Supervision in Education Network (2025) has produced a óQuality Standards Frameworkô 

which would be of use to schools but was not mentioned by participants in this research. 

This suggests that less formalised guidance is not currently reaching all those intended. 

Therefore, schools would also benefit from further guidance from the local authority around 

how to begin their supervision journey.  
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7.3.3 Resources 

Time and money were identified as significant barriers to implementing supervision, even by 

those who found the sessions highly beneficial. As noted by Hawkins and McMahon (2020), 

at a time when there are greater demand, higher expectations and fewer resources in public 

service, research evidence plays an important part of ensuring the appropriate allocation of 

time and resources. This research adds to the growing body of research around supervision 

in schools to support consideration of how schools can be supported to provide supervision 

sessions without access being dependent on the school's individual budgets or resources. 

Participants spoke positively about a funded Department for Education Supervision 

offer which they had accessed for six sessions. At the time of writing, applications for this 

funded support are ñcurrently closed due to extremely high demandò (Education Support, 

2026) suggesting that there is currently a supply and demand discrepancy for supervision 

amongst school leaders. This research suggests that local authorities need to consider how 

this offer can be extended further across schools. Findings from the evaluation of the 

programme suggest 94% of participants reported ñbetter being able to manage times of 

stress,ò (Education Support, 2025). This supports the current research findings and suggests 

that there is still a need to consider how the supervision offer can be broadened across 

educational settings.  

 

7.4 Implications for Educational Settings 

As the previous section explored the broader picture of supervision and 

acknowledged wider implications of policy and practice in educational settings, this section 

explores considerations individual educational settings will need to take into account when 

deciding on how to implement supervision within their setting.  

 

7.4.1 Preparation and Training 

There are a number of inevitable barriers to be faced when implementing 

supervision, but schools may be able to overcome some of these with careful planning. This 

research suggests that adequate preparation and training was needed before implementing 

supervision within schools. Staff need to have a clear understanding of what supervision is, 

what to expect from the sessions and have had time to consider what they hope to get out of 
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supervision. Staff need to enter into supervision feeling a sense of psychological safety and 

misconceptions need to have been addressed.  

 

7.4.2 Flexible Approach  

This research suggests that there is no one-size-fits-all approach to the function or 

purpose of supervision and the structure of a supervision session. Therefore, educational 

settings should offer flexible approaches to supervision where careful timetabling allows for 

protected time. Staff need to feel valued and that this time is as important as other priorities 

across school. The findings from this research mirror recommendations for Educational 

Psychologists, in that, the format, frequency and duration of supervision should be 

negotiated and reviewed by the supervisors and supervisees to ensure that identified needs 

are met. This research suggests that there are individual differences in what people seek 

from supervision and therefore settings should offer flexibility. This contracting would support 

the need for creating a safe space and reduce concerns from supervisees over judgement. 

 

7.4.3 Skilled Supervisors 

The skills of the supervisor were deemed highly important in this research suggesting 

supervisees need to be supervised by appropriately qualified and experienced supervisors 

and therefore careful consideration should be given if attempting to provide in-house 

supervision with peers or senior members of staff. Educational settings should seek external 

support where possible and should carefully match supervisors to supervisees. Although 

research has found success in delivering training packages to senior leaders for them to 

replicate supervision amongst staff (Carroll & Esposito, 2020), there is not currently any 

outcomes around the longevity of this approach. The current research appeared to suggest 

that using senior leaders within school would pose more barriers than gains, so this needs 

careful consideration by leaders if this approach is used. 

 

7.4.4 Reflective versus Problem Solving 

Currently, educational settings are using óSolution Circlesô (Forrest and Pearpoint, 

1996) to provide time boundaried, problem-solving support to key roles within schools. This 

process utilises a facilitated, group-based approach which follows a clear structure which 
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works through a problem and collaboratively provides solutions. Although definite benefits to 

this were highlighted in this research, it is also important to consider that this does not 

provide opportunities for more reflective, deeper thinking on a 1:1 basis but is best placed as 

part of a catalogue of offers available to school staff. This also links back to the previous 

consideration that individuals are seeking different purposes to supervision and schools 

should give consideration to whether more ósolution focusedô models provide the deeper 

reflection some school staff may seek.  

 

7.5 Implications for Educational Psychologists 

7.5.1 Preparation and Training 

The Behaviour Change Technique Taxonomy (Michie et al., 2013) suggests 

techniques to support behaviour change interventions. Educational psychologists could play 

a key role in supporting the introduction of supervision within schools in a number of areas. 

In order to overcome knowledge barriers, Educational Psychologists should offer instruction 

on how to engage in supervision as well as providing information about the potential benefits 

and impact on wellbeing through clear training and sharing of research. This training should 

incorporate opportunities to practice reflective skills and provide scripts or scaffolds to 

support deeper thinking to overcome skills barriers. Educational Psychologists should also 

draw upon more recent guidance documents when creating and planning information 

sharing with staff. 

 

7.5.2 Delivery of Supervision Sessions 

Educational Psychologists are well-placed to offer supervision to schools and have 

the necessary skills and in-depth knowledge of schools (Rae et al., 2017) to make suitable 

supervisors. Currently, how Educational Psychologists offer supervision to schools is 

dependent on individual service offers. The local authority within which this research took 

place is currently seeking external support to deliver supervision sessions rather than their 

school educational psychologist. Educational psychology services should consider how they 

can offer supervision to senior leaders which meet the requirements identified above.  
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7.5.2 Implementation of the Government White Paper: Every Child Achieving and 

Thriving 

The Department for Educationôs proposed reforms to the schools and SEND systems 

in England (DfE, 2026) suggests a need to support and invest in high quality staff to address 

reasons why many leave the profession. As mentioned previously, there is no specification 

within the document which identifies how staff will be supported but the identification of ñsafe 

and confidential spaceò suggests there may be opportunity to further develop supervision in 

schools. As Educational Psychology Services begin to consider their role within the new 

reforms and any implications this may have on their model of service delivery, it is an 

appropriate time to be considering how supervision is incorporated within this. Educational 

Psychologists should consider how a supervision offer may be delivered to schools, taking in 

to consideration training and preparation as well as direct delivery of supervision sessions.  

However, it is important to acknowledge that there are currently ongoing challenges 

with Educational Psychologist retention and recruitment meaning that Educational 

Psychology Services will need to carefully consider how such support is allocated in order to 

deliver a model that is sustainable and allows for the flexibility and individual differences 

found within participants within this research. 

 

7.6 Dissemination of Research 

Within the research interviews, one participant suggested sharing of other 

experiences would be beneficial when considering implementing supervision. This research 

has captured a snapshot of voices of those who have experienced supervision, and although 

not the original aim of the research, highlighted perceived benefits and purposes of 

supervision. Based on this, the findings would be useful to other senior leaders and 

SENDCos within the local authority to help build an understanding of what supervision is so 

that individuals can make informed decisions on whether there is a place for supervision in 

their role and setting. The research will be shared at the local authority SENDCo Network 

Briefing following completion.  

This research will also be shared with the relevant educational psychology service to 

inform future supervision offers to schools. The findings may support Educational 

Psychologists to reflect on their current training and offer to schools relating to supervision. 
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7.7 Considerations for Future Research 

Supervision in schools still appears to be an emerging offer in educational settings 

and would benefit from further research into the area.  

As previously discussed, a limitation of this research is that it primarily focused on 

SENDCos and senior leaders in school. It would be beneficial to explore supervision beyond 

leadership roles by conducting research with teachers and teaching assistants. As 

complexity has increased, teachers and teaching assistants are often being faced with 

challenging situations on a daily basis, suggesting they may benefit greatly from supervision.  

In order to promote changes in policy and consider changes to teachersô standards to 

incorporate reflective practice, further evidence of the benefits of supervision may be 

beneficial. In particular, a focus on schools where supervision has been implemented 

internally and not through part of a research project would be beneficial. This could include 

longitudinal evaluations of supervision implementation, comparison of internal versus 

external supervision models and exploration of pupil and staff wellbeing outcomes.  

Lastly, it is noted that this research captures the experiences within one local 

authority. Larger multi-authority studies would be beneficial to explore supervision 

experiences across a larger scale in order to make generalisations about supervisory 

experiences in school.  

 

7.8 Conclusion 

This research explored the implementation of supervision within a local authority in 

the North of England. The topic was situated within the broader context of educational 

settings with consideration given to staff retention challenges as well as current educational 

reforms and policy. This research contributes to the emerging evidence base around the role 

supervision has in educational settings. It highlights individuals' perceptions of the purpose 

of supervision and demonstrates the importance of taking these into consideration when 

devising policy and developing supervisory processes. It emphasises the importance of 

creating safe spaces for our school staff to reflect and problem solve, not only to enable 

them to be effective practitioners but also to support emotional wellbeing. Most importantly, 

the research offers clear considerations for how the implementation of supervision can be 

achieved and reaches out to leaders and policy makers to actively promote supervision 

practices as commonplace within educational settings. By drawing on the TDF (Cane et al., 
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2012) the research offers a novel contribution to the field which allows behavioural science 

approaches to be applied from an educational psychology perspective with the aim of 

eliciting systemic change within schools and provides clear recommendations for 

implementing supervision in educational settings.   
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Appendices 

Appendix 1 - Mapping the Teachersô Standards to the functions of supervision (Sturt 

and Rowe, 2023) 

 

Function of Supervision Teacher Standard 

Quality Assurance/Governance 1. Set high expectations 

2. Promote good outcome 

      4.   Well-structured lessons 

Professional Development       3. Good subject curriculum knowledge 

      5. Adapt teaching 

      6. Accurate assessment 

Organisational Engagement       8. Fulfil wider professional responsibility 

      9. Section 2 personal and professional  

          conduct 

Wellbeing      7. Manage behaviour effectively to  

         ensure a good and safe learning   

         environment 
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Appendix 2 - Survey Consent Form and Questions 
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Appendix 3 - Interview Question Prompts 

 

Interview Question Prompts 

 

As my intention for the research is to produce recommendations for schools on what enables 

supervision to be implemented successfully, I have chosen to use an Appreciative Inquiry 

questioning approach linked to the 4D model of Appreciative Inquiry (Discover, Dream, 

Design, Destiny) 

 

1. Tell me about how supervision has been implemented in schools. (Discovery) 

ǒ Who, what, where, when? 

ǒ Regularity? 

2. Tell me about times when supervision is most effective or successful. (Discovery) 

ǒ Can you give an example of a time where you felt it worked well? What did 

that look like? What do you think made it successful? 

ǒ Have you developed any preferences in regards to when, who or how it is 

done? 

3. Tell me about how schools overcame any barriers to introducing or engaging with 

supervision. (Discovery) 

ǒ Were all staff on board? 

ǒ How was time negotiated? 

ǒ Did anyone choose to opt out? 

4. What have you valued most about supervision experiences? (Dream) 

ǒ How did it make you feel? 

ǒ Was there any impact on your practice? 

ǒ What made you continue? 

5. What would the ideal future of supervision look like in schools? (Dream) 

Prompts 

ǒ Group or individual? 

ǒ Internal or external supervisor? 

ǒ Time? 



158 
 

ǒ Place? 

ǒ Priority level? 

ǒ Model or free-flowing? 

6. How could this ideal future be created? (Design) 

ǒ What would need to improve/change? 

ǒ What would you do differently? 

 

For the group who havenôt experienced supervisioné 

 

1. Tell me about your knowledge of supervision. (Discovery) 

ǒ Have you heard of it? 

ǒ What is your understanding? 

ǒ Have you heard of it in relation to other professions? 

ǒ Do you have any assumptions about what it may be like? 

2. Tell me about any processes in schools to support staff development and wellbeing. 

(Discovery) 

ǒ Mentoring/coaching? 

ǒ Year group/subject support? 

ǒ Line management? 

ǒ Informal check ins? 

3. What do you think people would value about supervision? (Dream) 

ǒ What would they get out of it? 

ǒ How would it make them feel? 

ǒ Do you think it would be useful? 

4. What would the ideal future of supervision look like in schools? (Dream) 

ǒ Group or individual? 

ǒ Internal or external supervisor? 

ǒ Time? 

ǒ Place? 
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ǒ Priority level? 

ǒ Model or free-flowing? 

5. How could this ideal future be created? (Design) 

ǒ What would need to improve/change? 

ǒ What would you do differently? 
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Appendix 4 - Recruitment Timeline 

Overview 

This document outlines the timeline for participant recruitment for this research. The 

schedule includes ethics approval processes, school term dates, communication with 

gatekeepers, and participant consent procedures. 

 

March 2025 ï Preparation 

ǒ Finalised research design and recruitment materials, including: 

ƺ Participant information sheets 

ƺ Consent forms 

ƺ Recruitment scripts and email templates 

ǒ Identified target sample ï SENDCos, Headteachers,  Senior Leaders and considered 

how best to reach these 

ǒ Drafted initial contact letters for gatekeepers (e.g., SENDCo network organiser, 

Educational Psychologists). 

ǒ Prepared and submitted ethics application. 

April 2025 ï Ethics Approval 

ǒ Awaited ethics committee review. 
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ǒ Received formal approval to begin recruitment activities. 

May 2025 ï Initial Outreach 

ǒ Contacted Lead Citywide SENDCo and SENDCo Network organiser to request time 

to present research at SENDCo briefing. 

June 2025 ï Participant Recruitment for Phase 1 

ǒ Presented research at SENDCo Network Briefing during a 15 minute virtual slot. 

Talked through the Participant information sheet and shared QR code link to online 

participant information sheet, consent form and survey. 

ǒ Received 12 survey responses during the presentation and received 2 emails from 

participants interested in being involved in the follow-up focus group/interviews. 

ǒ Due to limited response at the network briefing, considered avenues for sharing more 

widely within research supervision. 

ǒ Shared research recruitment documents via EPs to distribute to their link schools. 

Also asked to be shared by Citywide SENDCO to share with SENDCos and Leaders. 

July 2025 ï Continued recruitment for Phase 1 and identification of Participants for      

                    Phase 2 

ǒ Emails sent to participants who had agreed to follow-up phase. 

ǒ 13 more participants completed the survey 

ǒ Due to limited time available in the school calendar, participants opted to be 

contacted in September to arrange dates. 

 August 2025 ï Recruitment Pause 

ǒ Paused recruitment during school holidays but link to survey remained live. 

September 2025 ï Finalising the Sample and Interviews 

ǒ Emails to Educational Psychologists and Citywide SENDCo to request re-sharing of 

recruitment information to try and gain further survey responses. 

ǒ 4 further participants completed survey. 

ǒ Emails sent to participants who had agreed to follow-up phase. 

ǒ Options provided for possible focus group times but unable to find times that multiple 

participants could attend. 

ǒ Reflected in supervision and decided to carry out individual interviews instead. 

ǒ Emailed participants to confirm happy to attend individual interview and arrange time. 
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ǒ Interview consent forms completed by participants and participant information sheet 

re shared due to significant time since initial recruitment. 

ǒ Compiled final participant list for interviews. 

ǒ Began individual interviews. 

October 2025 ï Final Interviews and Closing of survey 

ǒ Final interviews completed 

ǒ Link to survey closed to allow adequate time for analysis. 

November ï Begin Analysis 

ǒ Descriptive statistics gathered from survey. 

ǒ Thematic analysis used for interviews. 

Key Decisions and Considerations 

ǒ There was a pause in data collection in August due to the school holidays and school 

staff being unavailable during this time. I also felt that contacting school staff during 

their holidays conflicted with the overall ethos and long term aims in that their 

protected time was being interrupted with talk of school. 

ǒ The decision was made to keep the survey open even when interview participants 

had been identified in order to gain as many participants as possible. I had also 

hoped that, with it being the start of the school year, school staff may have a little 

more time/thinking space to be able to complete the survey. 
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Appendix 5 - Ethics Application 

 

Application 067687 

 

 



164 
 

 

 



165 
 

 

 

 



166 
 

 

 

 



167 
 

 

 

 



168 
 

 

 

 

 

 

 

 

 

 

 



169 
 

Appendix 6- Data Management Plan 

 

 

 



170 
 

 

 



171 
 

 

 
























