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1  Research Introduction  

1.1 Overview 

This two phase study investigated the role of Educational Psychologists (EPs), in supporting 

school staff to transfer learning, from training about attachment and resilience into their 

practice. Of the various types of action research, this study focused on practical action 

research, using a responsive model design (Schmuck, 2006). Therefore findings from paper 1 

informed the actions in paper 2. The researcher adopted a process consultancy role 

(Kemmis, 2007), which supported staff to identify and address concerns related to training 

transfer. The two papers view knowledge in terms of its usefulness for developing practice 

and therefore operate on the principles of a pragmatic approach.  

 

Using a mixed methods approach, the first paper and phase of the research examined the 

views of staff working in schools on their experiences of how training transfers to practice. 

In particular, paper 1 aims were to: 

1) Determine if (and how) staff have changed their practice following the Multi Agency 

Attachment and Resilience Group (MAARG) training.  

2) Identify what the supporting factors and barriers are perceived to be relevant to 

implementing or transferring the knowledge gained from the MAARG training, in their 

daily practice with children and young people.    

 

Key findings showed workplace factors such as communication and staff support, to 

influence staff’s experiences of training transfer. Barriers to implementation were also 

identified by staff (e.g. time constraints). These findings informed the second phase of the 

research, where staff were supported to develop capacity, and plan and implement actions 

to facilitate change. A case study approach was used to develop and evaluate a group 

intervention for school staff in two schools. This phase had three main aims:  

1) To develop a programme which would further support staff to apply relevant knowledge 

learnt through training, to solve real life problems in their work. 

2) To evaluate the processes of the programme of support, in terms of the fidelity of 

implementation, knowledge use, staff engagement and method acceptability (i.e. the 
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degree to which staff perceive the structure and processes of the programme to be 

suitable).  

3) To evaluate the effectiveness of the programme of support, in terms of immediate 

outcomes. 

 

Process and outcome evaluations were carried out using a mixed methods approach. Key 

findings showed staff benefited from the intervention programme. The structured group 

consultation process enabled staff to work efficiently, share responsibilities whilst problem 

solving, and agree and implement actions with colleagues. Staff applied practical and 

experiential knowledge when solving problems, with little explicit links to training or 

research knowledge.  

 

Both papers reflect on the role of EPs within the contexts of training implementation. 

Sections 4 and 5 draw on the findings from both papers, and discuss implications for EP 

practice.   
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1.2 Overview of Action Research 
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1.3 Context of research 

Educational Psychologists play an integral role in promoting inclusion and equal 

opportunities for children and young people with Special Educational Needs (Equality Act, 

2010; Disability Discrimination Act, 1995). Supporting schools through In-Service Training 

(INSET) is one way in which EPs work at an organisational level with schools, to promote 

inclusive practice and support staff to meet the needs of children and young people 

(Cameron, 2006; Farrell et al., 2006).   

 

The local authority and Educational Psychology Service (EPS), in which this research is based, 

deliver INSET on attachment and resilience theories (called MAARG training) to school staff 

across the county. This supports schools to identify and appropriately support vulnerable 

pupils.  

 

With recent legislation under review, with schools having more autonomy, and with the 

future direction of the role of the EP moving towards commissioning services, there is an 

increasing demand for EPs to demonstrate their unique contribution (Cameron, 2006; DfE, 

2011). Consequently, investigating the impact of EP contributions within this context of 

INSET is of great importance for developing practice and ensuring effective outcomes. 

 

As a Trainee Educational Psychologist on placement within the service, it was agreed that 

investigating the implementation of this training would be beneficial both for informing 

future practice within the service, and as a contribution to this field of research.  

 

1.4 Definitions of terms 

‘Training transfer’ has been described as ‘the extent to which the learning that results from 

a training experience transfers to the job and leads to meaningful changes in work 

performance’ (Blume, Ford, Baldwin, & Huang, 2010, p. 1066). Similarly, ‘knowledge 

translation’ or ‘transference’ is concerned with the process of ‘putting knowledge into 

action’ (Straus, Tetroe, & Graham, 2009, p. 165) and ‘implementation science’ is concerned 

with bridging the gaps between knowledge (what we know) and practice (what we do about 
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what we know) (Fixsen, Naoom, Blase, Friedman, & Wallace, 2005). Though each of these 

terms and areas of research are distinct, they all aim to support behaviour change following 

training and the maintenance of this knowledge or skill. The terms training transfer, 

transference and implementation will be used throughout the two papers. Other key terms 

used in this research are marked with an asterisk and explained further in the Glossary 

(appendix 1). 
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2 Perceptions of School Staff about their Transfer Experiences following In 

Service Training on Attachment and Resilience. 

2.1 Abstract 

As part of one of their core functions, EPs deliver training (about attachment and resilience 

theories) to school staff within a local authority. However, the gap between knowledge and 

skills acquired through INSET and their application within practice continues to widen 

(Baldwin, Ford, & Blume, 2009; Fixsen et al., 2009; Graham et al., 2006). In order to close 

this knowledge to action gap, and achieve better outcomes for children and young people, it 

is essential to look at how school staff view their experiences of training transfer.   

A mixed methods design using questionnaires and focus groups investigated the perceptions 

of school based staff on their training transfer experiences. 62 members of staff from 10 

schools completed questionnaires and 18 members of staff from 4 schools participated in 

focus group discussions. Quantitative data gathered from questionnaires were analysed 

using descriptive statistics and written responses were analysed using content analysis. 

Focus group interviews were analysed using thematic analysis.  

 

Findings showed that varying levels of transfer were reported including conceptual, 

behavioural and strategic changes. Conceptual understanding of theories in relation to 

pupils’ behaviour was the most frequently reported change.  

 

A range of supporting factors and barriers to training transfer were identified by staff 

including forgetting, and workplace factors such as staff roles and responsibilities, staff 

support and communication systems within the schools. External factors such as additional 

training and support from other professionals were also identified.  

 

Factors which could be targeted by the Educational Psychology Service to support schools 

(such as developing transfer climates) are highlighted.  
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2.2 Paper 1 Summary of Tables and Figures 
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2.3 Introduction  

2.3.1 Research problem 

Much research has argued that training alone does not support effective implementation of 

the training to practice (Fixsen, Blase, Naoom & Wallace, 2009; Joyce & Showers, 2002). This 

so called ‘transfer problem’ has been researched extensively, particularly within the fields of 

human resource development and personnel psychology (Blume et al., 2010). A number of 

models have been developed including Baldwin and Ford’s (1988) model of the transfer 

process, Graham et al’s (2006) knowledge to action framework and Fixsen et al’s (2009) core 

implementation components. These give insight into the factors influencing training transfer 

and offer guidance to practitioners who deliver training. Though research within the fields 

of training transfer is growing in clinical and health care research which informs policy and 

practice (Graham et al., 2006), there is limited research which explores these areas within 

educational psychology.  

 

Educational Psychology Services are commissioned to run INSET to schools, as is the service 

in which this research is being carried out. One of the training packages they offer is on 

attachment and resilience (also known as the MAARG training). The main aims of this 

training are to: 

 Raise awareness about attachment and resilience theories.  

 Challenge staff attitudes about challenging behaviour and provide staff with 

alternative hypotheses for understanding behaviour. 

 Support staff to respond to vulnerable individuals in order to help them to develop 

secure relationships and build resilience.  

 

Currently evaluations are carried out immediately before and after training, to assess the 

impact of the training. Kirkpatrick’s (1967) typologies of outcomes following educational 

programmes, identify such evaluations as measuring trainees’ reactions following training 

and only one level of outcome (level 1).  Further outcome levels in this model refer to the 

acquisition of knowledge, skills and attitudes (level 2), changes in behaviour (level 3) and 

changes in organisational practice (level 4). There is little information about how/whether 
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staff transfer the knowledge gained within the MAARG training, into their daily practice 

(levels 3 and 4). Furthermore, exploration is needed of whether the training has an impact 

on the vulnerable children and young people that staff work with. Exploration of outcomes 

at this level, (changes or benefits to children and young people), is recognised in Barr et al’s 

(2000) model, which extends the work of Kirkpatrick (1967).  

 

Research that does exist (Joyce & Showers, 2002; Kelly, 2012), suggests that in order to 

maximise the impact of training on staff performance and pupils’ outcomes, strategies need 

to be put in place (e.g. within the school environment) in order to aid implementation. This 

supports the national initiative Achievement for All (DfE, 2011), with one of its key strands 

focusing on developing whole school strategies to support the wider outcomes for children 

and young people with special educational needs. EPs are well placed to work 

collaboratively with schools to achieve this. It is essential in doing so, that they utilise 

psychological knowledge to inform the content of training and facilitate the processes of 

transfer within schools, with a focus on outcomes for children and young people.   

 

2.3.2 Purpose 

This research aims to support the Educational Psychology Service to develop new insights 

and ways of working with schools within the context of the MAARG training. The 

perceptions and experiences of staff in schools are explored in order to determine how EPs 

can further support the transfer of knowledge and skills from training to practice.  

 

2.3.3 Selected literature 

Psychological research and theories, which explain the processes involved in training 

transfer, can help to inform training delivery and the support given to schools, with the aim 

of maximising outcomes for children and young people.  

 

A prominent model developed by Baldwin and Ford (1988) provides a useful framework for 

understanding the factors which influence training transfer. The three key areas identified in 

the model are a) training design and delivery, b) trainee characteristics and c) the work 
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environment. The following review of the literature draws upon existing research and 

theories which are relevant to these areas. A more detailed review of the literature can be 

found in appendix 2.  

 

a) Training design and delivery  

A wealth of research investigates effective approaches used to deliver training; for example, 

the use of behaviour modelling, opportunities to practice, and setting learning goals or 

objectives (Burke & Hutchins, 2007; Joyce & Showers, 2002).  

 

Blume et al. (2010) emphasise the need to explore the differences between training 

objectives which promote ‘open skills’*, which allow trainees to make decisions about how 

they can apply the knowledge, concepts and skills acquired (as in the MAARG training), or 

‘closed skills’*, which are more directive and comparable to structured interventions such as 

precision teaching (Roberts & Norwich, 2010).  

 

Whilst there is a body of research and literature which gives insight into the transfer 

processes of training which promotes closed skills (Fixsen et al., 2005), there is a shortage of 

research on training which promotes open skills. There has been some research 

investigating the influence of INSET within educational contexts; however these have 

focused more on closed designs (English, 1995; Joyce & Showers, 2002; Veenman, Van 

Tulder, & Voeten, 1994). Therefore there is a need for further investigation of the transfer 

processes following open skill designs of training within education. For example, 

investigating the factors which influence staff decisions when applying training, would add 

value to research in this field (Blume et al., 2010). This will better enable trainers such as EPs 

to work with schools to address barriers and promote supporting factors.   

 

The relevance of the content of training has been identified as a significant factor which 

affects its transfer. Content relevance is related to the degree to which the content (of the 

training) is linked to responsibilities and tasks within the workplace (Burke & Hutchins, 

2007).  Knowles’ (2012) adult learning theory identifies relevancy as a key principle, arguing 

that in order to support adults to learn, the learning content and experiences must be 

purposeful, problem centred and contextual. Graham et al’s (2006) knowledge to action 
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model, which is informed by planned action theories, supports this idea that knowledge 

needs to be refined and contextualised, before it can transfer into actions. In their model, 

they suggest a series of stages which support the process of translating knowledge into 

actions. One of these stages recommends that barriers to knowledge use within the work 

environment should be explored.   

 

b) Trainee characteristics 

Trainee characteristics such as self efficacy, motivation and cognitive ability have been 

researched extensively, indicating an influence on the process of training transfer (Baldwin 

et al., 2009).  Perceived utility* or value of training by trainees has also been identified as a 

factor that can influence transfer (Burke & Hutchins, 2007). Perceived utility relates to the 

degree to which trainees believe that the knowledge and skills acquired through training, 

will support work performance and outcomes. In their meta analysis of training transfer, 

Alliger, Tannenbaum, Bennett, Traver and Shotland (1997) distinguish between evaluations 

which measure trainees’ affective reactions (i.e. their response to the training 

delivery/experience) and utility reactions (i.e. the degree to which the content and 

experience has been relevant) following training. Findings revealed that trainees’ utility 

reactions were more strongly related to transfer than their affective reactions. 

Consequently, implications for selecting training criteria to increase its utility for trainees 

were highlighted.   Burke and Hutchins (2007) also emphasise the need to carry out needs 

assessments prior to training, in order to ensure that training content addresses utility 

factors. Identifying how staff perceive the utility of the MAARG training could provide useful 

insights for developing the design and delivery of the training and could inform future 

transfer support for school staff. 

 

Much research suggests that trainee characteristics, such as trainee attitudes, are not the 

only influence on whether individuals change their behaviour. For example, the Theory of 

Planned Behaviour (Ajzen, 1991) demonstrates how attitudes (and beliefs), subjective 

norms (what we believe is acceptable, supported by significant others) and perceived 

behavioural control (how much we believe we can influence/control a situation) all 

influence our intentions and together are predictive factors of behaviour. Therefore, change 

in ones attitudes following INSET may not necessarily facilitate behaviour change, which will 
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also depend on these other influencing factors. In support of this, English (1995) stresses the 

need to provide supportive environments for staff, in order to promote change following 

INSET, as individual characteristics such as motivation, desire and intent can be constrained 

by external influences. For example, the National Curriculum and examination boards have 

been found to influence changes within practice far greater than INSET.    

 

c) Work environment  

Research in this area also recognises the influence of the work environment (or transfer 

climate) on the transfer process.  Transfer climate can ‘inhibit or facilitate the use of what 

has been learned in training back on the job’ (Burke & Hutchins, 2007, p. 280).  

 

Georgiades and Phillimore (1975) stress that the use of training as a strategy for change is a 

psychological fallacy, as this approach assumes that training individuals can help to change 

an organisation. Instead, they argue that behaviour change is influenced and shaped by the 

ethos and relationships that exist within organisations – therefore to train individuals with 

new knowledge is not enough to facilitate change. In support of this, the roles of 

management, supervisory and peer support in particular, have been identified as essential 

supporting factors for transfer (Burke & Hutchins, 2007; Fixsen, et al., 2009).  

 

Much research has adopted quantitative measures to investigate correlations between 

transfer climate variables and perceived transfer (Burke & Hutchins, 2007). Although these 

provide an insight into a range of transfer climate variables, they provide limited detail 

about trainees’ actual experiences of their work environments in relation to the actual 

training. Lim and Johnson (2002) however use case studies and adopt multiple data 

collection methods to explore trainees’ perceptions about transfer climates in relation to 

their perceived level of transfer. Although the context of this study varies significantly to the 

context in which this research is based (i.e. Human Resource Development training within a 

Korean organisation), the study gives insight into key factors which affected trainees’ 

experiences of transfer, relevant to the training and organisation being studied.  
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In the light of this research, it seems that EPs should be working to inform and support 

schools to create supportive transfer climates. Consequently, there is a need to understand 

the transfer climates in schools within the context of the MAARG training.  

2.3.4 Reflections on research and implications for practice 

Meta analytic studies on factors that affect training transfer have studied correlations 

(Alliger et al, 1997; Blume, et al., 2010). However such generalisations are not applicable to 

the specific context in which this research is based, especially as there are limited studies 

which explore transfer within the context of staff practices in schools.  

There are many challenges with measuring the transfer of training, as much research carried 

out in this area is based on self report measures reflecting perceived (not actual) transfer or 

behaviour change following training. Often, measures used have involved quantitative 

inventories (e.g. measuring a trainee’s motivation to transfer), which have had a limited 

contribution to exploring how these variables relate to outcomes (Burke & Hutchins, 2007). 

Kirkpatrick’s (1967) typologies of outcomes following educational programmes, offer a 

useful insight as it distinguishes between trainees’ reactions following training (level 1), 

acquisition of knowledge, skills and attitudes (level 2), changes in behaviour (level 3) and  

changes in organisational practice (level 4). Exploring measures which focus on outcome 

levels 3 and 4 can provide more useful insights into transfer outcomes within practice (Saks 

& Burke, 2012).   A mixed methodological approach using both quantitative and qualitative 

measures, as demonstrated by Lim and Johnson (2002), could also help to explore the 

contexts surrounding training and transfer, providing more valuable insights for developing 

practice.  

 

Research on training transfer is prevalent within other fields (e.g. personnel psychology). 

Knowledge, skills, and work environments within these areas differ hugely from those in 

educational contexts and thus, there is a need to explore transfer climates specifically within 

schools, following INSET such as MAARG training.  
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2.3.5 Research aims 

This paper aims to examine the perceptions of school staff within one local authority, about 

their transfer experiences following the MAARG training. More specific aims are to: 

 Determine if (and how) teachers have changed their practice following the MAARG 

training. 

 Identify what the supporting factors and barriers are perceived to be relevant to 

implementing or transferring the knowledge gained from the MAARG training, in 

their daily practice with children and young people.    

 

Findings will be used to inform how the EPS can work with schools, to sustain training 

knowledge and build capacity within practice.  

 

2.3.6 Research questions 

To meet the research aims, this paper addresses the following research questions: 

1. What aspects of the MAARG training do staff see as relevant, and try to apply within 

practice? 

2. What changes to their own practice do staff report following the MAARG training? 

3. What factors do staff perceive as supporting factors and barriers to implementation, 

following the MAARG training?  

4. How do staff describe the relevance and impact of the MAARG training in relation to 

individual pupils? 

 

2.4 Methodology 

2.4.1 Orientation and research design 

Both papers take the form of practical action research, where the researcher adopts a 

‘process consultancy’ role (Kemmis, 2007, p. 177). In this role the researcher supports 

participants to identify areas of concern in order to plan actions for change. A pragmatic 

approach is therefore adopted, which views knowledge in terms of its purpose to resolve 

problems and to inform action (Tashakkori & Teddlie, 2002). This stance supports the idea 
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of pluralism and consequently, a mixed methods design is used to address the research 

questions (Teddlie & Tashakkori, 2008).  

A responsive action research design (Schmuck, 2006) is adopted, where evaluation and 

reflection stages precede and inform the action stage.  Phase 1 of the research which is 

reported in this paper, embarks on the evaluation stage of the action research cycle, 

whereby staff perceptions of their transfer experiences of the MAARG training are explored. 

Data collection takes place in two stages, using both qualitative and quantitative methods as 

shown in table 1. Appendix 3 shows a detailed timeline of the research methods and data 

collection in relation to each stage of the action research cycle.   

Table 1: Summary of paper 1 data collection methods 

 Method Participants Data collected 

Stage 1 Questionnaire 62 members of school staff 
from 10 mainstream schools 
in the County.  

Quantitative and qualitative 
data focusing on the four 
research questions.  

Stage 2 Focus group 18 members of school staff 
from four mainstream 
schools in the County 
(infant, primary and 
secondary schools).  

Qualitative data focusing on 
the four research questions.  

 

2.4.2 Participants  

Between September 2008 and July 2011, 61 schools received the MAARG training which was 

delivered by the Educational Psychology Service. In order to seek participation and adhere 

to the service policies for contacting schools, Headteachers and Special Educational Needs 

Coordinators (SENCOs) from all of these schools were initially contacted via a letter/email 

and a phone call (appendix 4).  

  

All participants approached worked within a mainstream school in the county and were 

recruited entirely on a voluntary basis. Staff working in early years settings, special schools, 

or specialist units who also received the MAARG training, were not approached for this 

study as the MAARG training package was different for these audiences.   
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Table 2 presents the overall sampling figures in relation to the three academic years in 

which the MAARG training was delivered.  Note: Figures in table 2 exclude both pilot 

schools.  

Table 2: Summary of participant figures  

 Overall target population Participant figures for the study 

Academic 
year training 
was received 

Number of 
schools 

that 
attended 
training 

Number of 
staff that 
attended 
training 

Number of 
schools who 

agreed to 
participate  

(% in relation to 
overall target  
population)  

Total 
number of 
staff from 

participating 
schools  

(*Approx) 

Number of staff 
who completed 
questionnaire 
(% in relation to 

overall target 
population) 

Number of staff 
who 

participated in 
focus group 

(% in relation to 
overall target 
population) 

2008 – 2009 20 371 3 15% 46 5 1.3%  0 0% 

2009 – 2010 16 244 4 25% 113 26 10.7% 8 3.3% 

2010 – 2011 25 492 6 24% 181 31 6.3% 10 2% 

Total: 61 1107 13  340 62  18  

 
 
*Definite participant figures from each school were not recorded during training - therefore 

an approximate figure has been generated based on discussions with school staff. 

All 61 schools were approached to take part in the study, of which 13 (21%) agreed to 

participate. A total of 11 (18%) schools chose not to participate and 37 (61%) did not 

respond. In addition, three of the schools who agreed to participate in stage 1 did not return 

their questionnaires and seven members of staff who had agreed to participate in stage 2 

did not attend the focus group. 

Of those who responded but chose not to participate in the study, there were three reasons 

for their non-participation. 1) Limited capacity to provide time/commitment to the project 

(n=8 schools) 2) staff being unable to remember the content of the training (n=2 schools) 

and 3) Staff who attended the MAARG training no longer worked at the school (n=1). 
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Table 3: Summary of participant details for each stage of the study  
 

 Stage 1: 
Questionnaire  

Stage 2: 
Focus Group 

Participants n = 62 n = 18 

School type First (n=13)  
Primary (n=17)  
Middle (n=1)  
Secondary (n=31)  

First (n=6) 
Primary (n=2) 
Middle (n=0) 
Secondary (n=10) 

Gender Male (n=10) 
Female (n=51) 
Missing (n=1) 

Male (n=2) 
Female (n=16) 

Main roles in 
school 

Deputy/Headteacher (n=7) 
SENCO (n=8) 
Teacher (including specialist teacher) (n=15) 
TA/LSA (including senior LSA) (n=27) 
Head/Lead of department/ curriculum subject (n=5) 

Deputy/Headteacher (n= 1) 
SENCO (n=2) 
Teacher (n=5) 
LSA/TA (n=10) 

 

2.4.3 Measures 

a) Questionnaire development 

In order to address the research questions of the study, a questionnaire was developed 

which gathered quantitative and qualitative information through the use of demographic 

questions, Likert scales, closed and open-ended questions (appendix 5 shows how each 

question developed relates to the main research questions). The use of Likert scale 

questions were used in order increase participant response rate. Procedures were taken to 

avoid participant response bias, by providing staff with a detailed brief, emphasising the 

purpose of the study to inform future action and work with staff (see appendix 6). 

 

To increase the appropriateness of the questionnaires, pilots were carried out on staff who 

previously attended the MAARG training in two different schools (school 1, n=5, school 2, 

n=12). Amendments were made following this pilot, ensuring that the questions were more 

accessible. Appendix 6 shows the revised version of the questionnaire, following this pilot.   

 

b) Focus group 

A semi structured interview schedule was developed for the focus groups in order to 

provide further qualitative information in relation to each research question. The structure 

of this interview schedule for the focus groups was developed using a hierarchical focusing 
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approach (Tomlinson, 1989) and this schedule was also piloted with staff in one school. As a 

result of the pilot, a list of prompts and a more detailed guide was developed for the 

researcher to facilitate the focus group discussions. Participants were provided with a brief, 

outlining the process and key ground rules e.g. ensuring confidentiality is maintained 

(appendix 7).  

 

Focus groups were carried out in 4 schools, representing the views of 18 members of staff 

who had previously attended the MAARG training. Group sizes ranged from 2 to 6 members 

of staff in each group.  

 

Table 4: Summary of focus group participants 
  

 School type Number of 
participants 

Participant roles 

School A First n=4 Teachers 
n=2 TAs 

School B Primary n=2 Teachers 

School C Secondary n=4 SENCO and LSAs 

School D Secondary n=6 SENCO and LSAs 
  
 

2.4.4 Procedures 

a) Stage 1 

Once consent from the Headteacher/SENCO was given to approach members of staff within 

their schools, a range of approaches were adopted to administer questionnaires – all of 

which were negotiated with the Headteacher/SENCO. These included sending 

questionnaires in the post, via email and administering them to staff during team meetings 

(see appendix 8). Although these procedures were not standardised, written briefs and 

debriefs were presented with the questionnaire, in order to provide consistency. These 

informed all participants about the nature of the research and gave instructions for 

completing the questionnaire (appendix 6).  
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b) Stage 2 

Focus groups were carried out in schools with staff who volunteered to participate following 

stage 1 (questionnaires). In one school, two focus groups took place which allowed the 

views of teaching staff and teaching assistants to be gathered separately. This was for two 

reasons – for practical purposes and also to provide equal opportunities for staff to share 

their views amongst others of an equal status, as recommended by Alasuutari, Bickman and 

Brannen (2008).  

 

Initial contact was made with Headteachers/SENCOs to organise a date and time for focus 

groups. All participants were emailed with the focus group key questions in advance to 

allow them to gather their thoughts before the discussion. Each focus group began with an 

introduction, covering key points about the process and study, and ended with a debrief and 

opportunity for participants to ask questions (appendix 7). All focus groups were recorded 

using a Dictaphone and lasted for approximately 30 minutes.  

 

2.4.5 Ethical considerations  

In order to communicate the nature of the research to participants, a detailed brief was 

provided with a consent form to get informed consent from participants, for each stage of 

the study (appendix 6 and 7). An honest and transparent approach was used with 

participants, with open access and communication channels between the researcher and 

participants throughout the process. Participant details and contributions were anonymised 

in all written work, and audio files recording the focus group discussions were deleted 

following transcription. A detailed record of the ethical considerations relating to this study 

can be found in appendix 9, which includes the approval from the University of Exeter’s 

ethics committee. 
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2.5 Analysis 

2.5.1 Stage 1: analysis of questionnaires 

Descriptive statistics and frequencies were calculated in order to examine the data in 

relation to Research Questions 1, 2 and 4 (appendix 10). Questionnaire written responses 

were analysed using a content analysis approach (Miles & Huberman, 1994; Weber, 1990), 

allowing a large data set (from 62 questionnaires) to be systematically analysed. Written 

responses were grouped under each of the questions from the questionnaire and analysed 

separately. The coding process involved examining the text at word and sentence levels, and 

then categorising them using both descriptive and latent codes (Miles & Huberman, 1994; 

Robson, 2002). Coding rules allowed data to be coded in more than one category 

simultaneously if applicable within each data set.  

 

Data was initially coded by the researcher and then checked by two other coders to assess 

for inter-rater reliability. This involved providing each coder with different sections of the 

data and a list of codes already generated. Coders were asked to match the data to the 

codes provided independently, and make note of data which they felt did not fit under the 

codes provided. A set of coding rules was provided to the coders to ensure consistency in 

their approach to coding (appendix 11).  

 

Coders responses were compared to identify discrepancies. Final decisions about how data 

should be coded were made as a result of in depth discussions with each coder separately, 

and involved resolving the disagreements identified (appendix 11).  

 

Frequency of codes was calculated, however as argued by Joffe and Yardley (2003), the 

frequency of information does not necessarily reflect its degree of importance. 

Consequently the results section reports both high frequency codes and codes which 

specifically provide relevant information in relation to the research questions.  

2.5.2  Stage 2: analysis of focus groups 

A thematic analysis approach was systematically used to analyse the data, involving 6 stages 

(Braun & Clarke, 2006). This approach allowed flexibility, allowing both deductive and 



26 

inductive analysis of data, and provided rich data to inform the subsequent action research 

stage. Although Braun and Clarke’s phases appear as a linear process, the process was 

iterative.  Codes and themes generated were examined repeatedly, using NVIVO and mind 

maps. The researcher’s supervisor also checked analysis at various stages (stages 3, 4 and 6) 

for consensus replication (see appendix 12).  

 

As shown in table 5, both deductive and inductive approaches were used for analysis. Initial 

codes were guided by focus group questions and therefore the research questions of this 

paper (deductive approach). Data, once sorted within each of these initial codes, were 

further analysed using an inductive approach to generate additional codes and themes. 

Analysis of the data was semantic as the process explored interpretations and meaning 

within the data in order to answer the research questions.  

 

Table 5: Overview of thematic analysis stages with illustrative examples 
 
Stage Details of steps taken Illustrative examples 

1 Transcription of data (imported into NVIVO) See appendix 13 for an extract of an 
interview transcript 

2 Deductive approach: broad codes were used 
as a template for analysis. Transcripts were 
methodically searched to identify data which 
fit under each of these codes. 

Broad codes which formed the template for 
further analysis:  

 Relevance and applicability of knowledge 
to practice 

 Change 

 Supporting factors 

 Barriers 

3 Inductive approach: generation of additional 
codes (sub codes) within the template of 
broad codes.   

E.g. within the broad code ‘change’ – sub 
codes such as ‘thinking’ and ‘actions’ were 
derived. 

4 Generation of themes by merging similar sub 
codes. 

E.g. Sub codes such as ‘management 
support’ and ‘systems of communication’ 
were merged to form the theme of ‘staff 
support’. 

5 Original data within each theme was 
checked to ensure that it remained suitable 
to each emergent theme. 

 

6 Each theme was defined and subsequently 
data was re-analysed, to ensure that the 
theme and definition was representative of 
the raw data. Themes, definitions and 
examples of data were recorded in tabular 
format in preparation for reporting the 
results.   

Appendix 14/15/16/17 
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2.6 Results 

This section presents the key findings generated from the questionnaires and focus groups 

in relation to each of the research questions. Figure 1 reports the statistical data analysed 

from the questionnaire responses. Rating scale responses ranged from 0 – 6, with 0 

indicating ‘not so much’ and 6 being ‘very much’. Appendix 10 details frequencies and 

descriptive statistics for each question.  

Figure 1: Summary of quantitative data from questionnaire 
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2.6.1  Perceived utility 

Research question 1: What aspects of the MAARG training do staff see as 

relevant, and try to apply within practice? 

 

As shown in figure 1, overall staff ratings suggest a relatively high perceived utility of 

attachment and resilience theories to practice (median = 4, mode = 5). However, the range 

(5) indicates a varied response from participants which can be further understood from their 

qualitative responses in the questionnaire. For example, some staff (n=11) reported that the 

degree to which the knowledge or theories explored in the training is applicable to their 

work, was dependent on their roles and the needs of the students they work with.  

 

Evidence of low perceived utility  

Of the responses which suggested a perceived low relevance to pupils and staff roles, 

findings suggest that the MAARG training was not successful in demonstrating how the 

principles can apply to all children. For example, statements such as ‘working with slightly 

older children I struggle to remember what the key theories were and how I would apply 

them in everyday practice’ and  ‘school catchment – low SA (School Action)*’, indicating a 

low level of students with identified special educational needs within the school, are 

examples of this.  

 

Many responses also revealed that participants were unable to remember the content or 

key principles taught on the course, suggesting low utility. Some (n=4) identified a need for 

further training or application of the principles in practice:  ‘Further training would be 

beneficial’. 

 

Evidence of high perceived utility 

High perceived relevance in relation to pupils and staff roles was identified by staff (n=7). 

Two responses identified the significance of the theories for all children e.g. (e.g. ‘because 

all students/children are affected to some extent’) and others (n=5) reported the training to 

be applicable specifically for vulnerable students or for those displaying challenging 

behaviour. 
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Both questionnaire and focus group responses indicated that the principles of attachment 

and resilience theories enabled staff to have a greater awareness and understanding of the 

factors influencing pupils’ behaviours. In particular, having awareness of the factors 

affecting pupils’ development and learning were perceived as relevant and significant in 

enabling greater empathy and identifying appropriate support for them: 

 

“The training has brought awareness about ‘baggage’ students carry with them – I

  am constantly aware of what ‘else’ I may be dealing with when supporting 

  someone’s school work.” 

 

Many participants also reported that the training reinforced ideas and practice, allowing 

them to make connections with existing knowledge and experiences:  

 

“…I don’t know if Maslow’s hierarchy of needs came up at that training… but the top

  and bottom of it is – you have to be nurtured and supported and feel loved and 

  nourished and get what you need in order to do your best.”   

 

The use of practical knowledge and strategies obtained from the training were also 

perceived as relevant. These supported staff to build relationships and provide emotional 

support for pupils. For example, staff from one school referred to ‘the idea of time in rather 

than time out’ being significant for supporting students to reflect and feel supported. In 

addition, staff from two schools, reported the PLACE principles (Hughes, 2006), introduced 

during the MAARG training, to be relevant for supporting pupils. 

  

Some staff reported that the application of knowledge and principles gained through 

training happened naturally and unconsciously within practice, and to some extent reflected 

common sense knowledge; ‘I don’t generally think about the principles as it has become a 

way of life and is coming naturally’. This could suggest that staff value these ideas, and also 

that the principles may have become embedded within their practice. It is unclear however, 

which ideas specifically, staff perceive as relevant. 
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2.6.2 Perceived change/transfer 

Research question 2: What changes to their own practice do staff report 

following the MAARG training? 

 

Questionnaire data shown in figure 1 suggests that staff made few changes to their own 

ideas, interests and actions following training (median = 3, mode = 1, 2 and 3) and brought 

about little change with others that they work with (median = 2, mode= 2), using the Likert 

scale. Overall, staff reported a low impact of the MAARG training on practice (median = 2, 

mode = 1).  

 

Table 6 illustrates responses, gathered through the questionnaires, which give insight into 

participant explanations of perceived change and impact following the training. It shows the 

merging themes for questions 4, 6 and 8 (appendix 6). The frequency of each theme is 

shown in brackets.  
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Table 6: Summary of questionnaire data in relation to questions 4, 6 and 8.   

 No changes made Changes made 
to ideas and thinking to actions 

In
d

iv
id

u
al

ly
 

Ideas/practice already 
established (18) 
I was already using the ideas in 
practice 
 
Forgetting (9) 
I can’t remember aspects of the 
training so this is difficult to 
judge. 
 
Intuition and experience 
informs practice (3) 
I feel I have ‘soaked’ up most 
info by actually working with 
students over many years. As a 
mother it seems to come 
naturally.  

Updated and reinforced existing 
knowledge and thinking (20) 
I came away with some thoughts 
pushed back to the top of my head  
 

Greater awareness and understanding 
of behaviour as needs (12)* 
Helped me understand some 
behaviours and needs better.  
 

Increased awareness of children and 
their situations/contexts (8) 
Bigger understanding of the child and 
family life and school life. 
 

Increased awareness– not specified (3) 
I don’t think I’ve changed much in the 
way I act I just may be a little bit more 
aware.  
 

Increased confidence (2) 
I feel that great importance has already 
been instilled upon us regarding a 
child’s welfare and vulnerability, has 
made me feel more confident. 
 

Self awareness and reflection (2) 
Much more aware of what I do and say 
in front of whole class.     

Communication and approach with 
pupils (9)* 
Not to have unrealistic expectations. 
Moved away from confrontations. 
 
 

Practical changes (3) 
Approaches, layout of classroom  
 
 

Inclusive (2) 
I am more inclusive now. I differentiate 
more. I use TA differently to work with 
groups.  
 
Undertaken further reading (2) 
Have taken interest in ideas and 
undertaken extra reading around 
attachment theory.  
 
Communication with colleagues about 
pupils (2) 
Reminders were given to staff on the 
reverse of student IEP.  

 No Changes made Changes made to ideas, thinking and/or actions 

W
it

h
 o

th
e

rs
 

Limited opportunities to work 
with others/colleagues as part 
of a team (6) 
We have not had time to share 
ideas with other members of 
staff.  
 
Not able to remember training 
or any changes (5) 
 
Further/complete training 
needed (4) 
As didn’t complete training felt 
unconfident to share with others 
at time.  
 
Attended training with others – 
no reference made to change 
(3) 

Discussions with colleagues re. students (8) 
We have discussions about line management of behaviour issues within much 
more understanding.  
 
Staff support -sharing ideas and practice with colleagues (7)* 
Sharing ideas – seeing what works for other colleagues, sharing good practice.  
 
Whole school approach, priorities and ethos (4) 
As a school we have done even more to ensure that the children these issues on a 
weekly basis. Put nurture this year as a high priority.  
 
Team approach to supporting pupils (3) 
Team meeting discuss vulnerable students. ‘Top Tips’ – passes on to entire 
teaching staff.  
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Where staff made changes with others they work with, sharing information, ideas and 

strategies was commonly reported. Where no change was reported, staff reported a need 

for further training, opportunities to use or apply knowledge and skills in practice and 

opportunities to work with others.   

More detailed responses regarding changes made were provided by staff who gave case 

examples of pupils they work to support. Table 7 illustrates the main codes generated from 

responses to question 10 in section 2 of the questionnaire (appendix 6). The frequency of 

each code is shown in brackets.  

 

Table 7: Summary of questionnaire data in relation to question 10, giving details of changes 

made by staff to ideas and actions following the MAARG training.  

 
Code Illustrative data 

 1. Consistent approaches/regular 
contact with student (6) 

 Move group support. Remain steady and same every day.  

C
h

an
ge

s 
to

 a
ct

io
n

s 

2. Support from other professionals 
(6) 

 Support from my EP and discussion on support from 
MAARG.  

3. Language/questions used to 
communicate with students (4) 

 The way I phrased certain questions – more aware of the 
situation at home.  

4. Nurture and group support (4)  Started nurture group involving this child.  

5. Approaches used to build trust and 
relationship with pupil (4)* 

 To let student have personal things of mine for use in 
school, building trust, not to push away, always listen and 
take interest.  

6. Positive approaches (3)  keeping positive  

7. Additional support with learning/in 
classes (3) 

 Provided an extra adult in the classroom to work 1:1 to 
accelerate Literacy skills - 3 times a week. 

8. Response to child’s home situation 
(3) 

 

 Breakfast Club to make the bridge between home and 
school, Family Learning Day, sharing learning with a 
parent, empowered the child and parent.  

9. Support and opportunities for 
pupil to talk (2) 

 To meet each day and talk about problems/work 

10. Boundaries (2)  More boundaries given clearly 

C
h

an
ge

s 
to

 id
e

as
 

an
d

 t
h

in
ki

n
g 

11. Greater understanding influenced 
approach/response to students 
(3)* 

 Greater understanding among wider staff. Difficult to 
detail individuals as the ideas form part of the way you 
approach all vulnerable students.  

12. Acceptance and understanding of 
pupil (2) 

 Greater understanding of how the child came to be how 
he/she is now.  

13. Staff more confident  (2)  More confident of my skills 

 

Themes generated from the focus groups which support questionnaire data findings are 

marked with an asterisk (*) in the tables above. For example, staff reported having a better 
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understanding of pupils’ needs by reflecting on their behaviours. Having a greater 

awareness supported some staff to reflect on their roles, showing a shift in their 

expectations of pupils from an academic focus towards a greater priority to meet pupils’ 

social and emotional needs: 

 

“we try and change our ideas to think what’s more important – to build a child’s

 confidence or to make them whizzy at maths or make them better … if that’s not in

  place, that social and emotional aspect, they’re not going to learn anyway. So that’s

  got to be the priority around the school really.” 

 

Focus group discussions also suggest that changes to ideas and thinking, following the 

MAARG training, enabled staff to understand and respond differently to students in terms 

of their general approach. Some felt that these changes happened unconsciously: “And 

almost unconsciously, you start to change your practice. Because you’re suddenly thinking 

gosh.” Others were able to provide specific examples of changes made to their actions when 

reflecting on individual cases (as shown in table 8).  

 

A full breakdown of the themes with descriptions and illustrative data, from focus group 

discussions is shown in appendix 15.   

 

2.6.3 Perceived transfer climates 

Research question 3: What factors do staff perceive as supporting factors and 

barriers to implementation, following the MAARG training?  

 

Table 8 shows the key themes generated from focus group discussions, related to 

supporting factors and barriers to implementation. For a full breakdown of the themes with 

descriptions and illustrative data see appendix 16 and 17.  

 

Where an asterisk (*) is placed, a comparative relationship between the supporting factors 

and barriers has emerged and been identified.   
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Table 8: Summary of key themes from focus groups, reflecting staff perceptions of 

supporting factors and barriers to implementation. 

 
Supporting factors Definition  Barriers Definition 

Staff support 
o Management 

support 
o Systems of 

communication  
 

Supportive structured and 
unstructured systems of 
communication between staff, 
which enables information 
sharing, problem solving, 
decision making and emotional 
support. 

* Communication 
and staff support 

 
 

 
Emotional 

implications for 
staff 

Limited formal opportunities 
for staff to communicate, share 
information and develop 
practice with colleagues.  
 
Staff showed awareness of the 
impact of their emotions on 
their ability to work effectively.  

Consistency 
 

Consistency amongst staff 
through shared understandings, 
expectations and approaches 
was a supportive factor. 

* Challenges with 
differentiation 

 
 

Staff made reference to the 
challenges faced when 
differentiating for pupils’ needs 
in group and classroom 
contexts. Factors such as 
others’ perceptions and 
differing approaches to meet 
needs were referred to as main 
challenges. 

Reinforcement Systems which remind or 
reinforce the principles of the 
training within practice. 

* Forgetting/ 
knowledge decay 

Staff reported forgetting the 
content of the MAARG training. 

School ethos 
 

Whole school or team cultures 
created by individuals who are 
empathic and genuine in their 
interactions with pupils.     

 Staffing Limited resources in terms of 
staffing capacity were 
identified as barriers. Factors 
such as workload, time and 
competence were explored.  

Other relevant 
training 

 
 
 
 

Staff reported examples of 
other relevant training 
experiences which supported 
them to make changes to 
practice. 

 Organisation of the 
MAARG training 

Staff shared their views about 
potential barriers related to 
the organisation of the MAARG 
training.   

External support 
 

Support from professionals 
external to the school.  

   

Awareness and 

identification of 

needs 

 

Needs of children and families 
heightened/identified through 
staff training and 
communication between staff 
and families. 

   

 
 

As shown in table 8, participants made reference to a range of workplace factors and 

pressures when reflecting on supporting factors/barriers to the implementation of the 

training.  These were also evident in questionnaire responses as shown below.   
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Table 9: Key codes generated from questionnaire responses, reflecting staff perceptions of 

the supporting factors and barriers to the implementation of the MAARG training. The 

frequency of each code is shown in brackets. 

 

Supporting factors 
Barriers 

(or factors currently lacking that would be beneficial) 
Code Description of code/ 

Examples of data 
Code Description of code/ 

Examples of data 

C
o

m
m

u
n

ic
a

ti
o

n
 

Discussions with 
others/team 
(13) 

Discussions with others within 
the workplace 

Tr
ai

n
in

g 

Further training/ 
refresher (14) 

Ongoing training opportunities.  
Little and often recap training. 

Sharing 
information of 
students and 
their needs (5) 

Communication with others in 
the workplace about student 
information and needs. 

Training for new/ 
inexperienced  staff 
(4) 

Updated training for new staff.  
Extra training for inexperienced 
new staff. 

Staff  support (11) Support and advice from staff, 
team and management within 
school. 

Communication: time/ 
opportunities to discuss 
students/ problem and 
share ideas with others 
(11) 

More regular staff discussions 
around vulnerable pupils.  
 

Further relevant 
training/input (7) 

Completing training from other 
agencies that back up those 
theories  

Money/resources/time 
(8) 
 

Generic reference made about 
money, time and resources as 
factors that would help. 

School ethos and 
organisational 
approach (6) 

Organisational factors within the 
workplace which support staff 
to implement training. 

Support and changes 
within workplace (6) 

Changes to physical environment 
(e.g. space) and/or organisation in 
the school. 

Use of training 
materials/ resources 
(4) 

Book and resources. Support from external 
agencies/ professionals 
(6) 

Regular contact with professionals 
who have expertise in this area i.e. 
Ed Psych.  
Signposting for parents to find 
additional support beyond all that 
the school can provide. 

Approaches with 
pupils that are 
helpful (4) 

Strategies and approaches 
which staff have found helpful 
with students. 

Further opportunities 
to work with students 
(3) 

More time one to one to build a 
stronger relationship with them. 

Changed attitudes 
(4) 

Raising awareness and 
understanding changed staff 
attitudes and approaches 
towards pupils. 

Evidence based 
practices and 
approaches (2) 

It would be more effective to 
explore ideas about how to 
support students with 
attachment/resilience difficulties – 
proven support strategies and 
positive outcome examples.  

Quality of training 
(3) 

Factors about the training which 
helped. 

Support from other 
professionals (2) 

1:1 discussions with 
bereavement counsellor helped 
when I had a child facing loss. 

  

Specific 
interventions  (2) 
 

Time to focus on specific 
intervention when vulnerable 
students are too distressed to 
make progress with their 
learning.  

  

Reassurance (2)  Training confirmed existing 
practice 
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2.6.4 Perceived outcomes 

Research question 4: How do staff describe the relevance and impact of the 

MAARG training in relation to individual pupils? 

 

As described under RQ1, questionnaire responses suggested that the perceived relevance of 

the training to pupils varied amongst participants. The degree of relevance ranged from 

broad relevance (e.g. relevant for all children) to specific groups of children (e.g. children in 

care).  

 

35 (56.5%) participants reported that they felt that the training supported or contributed to 

making a positive difference for the pupils they work with. 12 (19.4%) reported no 

difference and the remaining 15 (24.1%) participants did not provide data. 

 

Case examples provided by staff who reported a positive contribution of the training on 

pupils (56.5%), identified behavioural, emotional and social difficulties (BESD) as main needs 

or areas of concern.   

 

Table 10: Key codes obtained from questionnaires, reporting outcomes for pupils as a result 

of changes made by staff following the MAARG training. The frequency of each code is 

shown in brackets. 

 

Code Examples of data 

Student more communicative (5) 
 

 He will also approach me and talk to me in the playground – 
whereas he didn’t before.  

Improvements with emotional 
state/development (5) 

 Developed child’s emotional literacy.  

Increased participation/ attendance 
(4) 

 Seems happier, going to more lessons.  

Improvements/support for student 
at home (4) 

 Care support has transformed his home life.  

Student has built trust in other/s (3)  The student trusts me, and is more open and honest with me. 

More settled within classes (3)  Calmer in the class – mostly! 

Student enjoyment/happiness (3)  Enjoys sessions and becoming more positive.  

Improved behaviour (2)  Behaviour improved.  

Improvements within social 
development/ interaction (2) 

 Increasing confidence. Taking turns. Improve social skills.  

Little/limited impact on student (1)  Limited – student extremely complex 
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2.7 Discussion 

The following sections reflect on the key findings of the research in relation to each of the 

research questions and transfer components explored. Implications for paper 2 are 

considered.  

2.7.1 Perceived utility/value of training (RQ1) 

Research demonstrates that perceived utility is crucial in order for transfer to occur (Alliger, 

et al., 1997).  Staff responses indicated that the MAARG training had a relatively high 

perceived utility. In particular, staff valued its contribution in helping them to become aware 

of factors influencing development and learning, enabling them to better understand 

children’s behaviour. Similarly, Lacey and Porter’s (1998) study, highlighted the importance 

of having this understanding in order to consider and plan appropriate interventions. In 

addition, many staff perceived the knowledge gained within the MAARG training to be 

relevant, as it reinforced their existing ideas and practice. Despite this evidence, results also 

showed that many participants were unable to remember the content of the training, 

suggesting a low perceived utility. This could also indicate a need to improve and develop 

the design and delivery of the training.  

 

Training utility appears to be affected by the degree to which knowledge and skills were 

applicable to the job (Burke & Hutchins, 2007). For example, perceived utility was associated 

with staff roles and the pupils they work to support. For some staff (n=4), a low utility of the 

training was reported due to the age and educational needs of the children in their schools. 

These findings suggest that perhaps the relevance of the MAARG training, to all pupils, was 

not made clear during the delivery. This issue will be addressed in paper 2 of the research.  

 

Staff valued practical knowledge gained through training (Lacey & Porter, 1998; Lamb, 

1995), particularly strategies which supported them to build relationships with, and provide 

emotional support for, students. For example, ideas which encouraged ‘time in’ with 

students, were valued, as was the PLACE approach (Hughes, 2006).   
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2.7.2 Perceived change or transfer (RQ2) 

Questionnaire data showed perceived transfer and impact of the training, to be relatively 

low for staff. This may have been because some staff had a low perceived utility and/or 

alternatively, because some staff forgot training knowledge, in the interval between training 

and participation in the study. Knowledge and skills derived from the training may not have 

been retained due to decay ‘after a period of nonuse’ (Arthur, Bennett, Stanush, & McNelly, 

1998, p. 58). The later finding suggests a need for schools to develop systems, which provide 

staff with ongoing opportunities to practice and apply the knowledge and skills taught in 

training (Joyce & Showers, 2002). Another possible explanation for the low transfer 

reported, could have been, that the training reinforced staff’s existing ideas and practice. If 

staff believed that they were already applying the ideas delivered during the training, they 

may have reported little or no change to their practice. Furthermore, some staff reported to 

have applied knowledge to practice unconsciously, suggesting that there is limited 

awareness about degree of transfer. This poses significant challenges for researchers, when 

trying to establish whether training leads to change. Blume et al. (2010) imply that change 

cannot occur unconsciously, because according to them, a higher level of thinking (a 

conscious level), is required in order for transfer to take place. Exploring factors which 

influence decision making, at a conscious level, may help to identify ways in which transfer 

can be supported.  

 

Despite evidence to suggest that changes to actions are not always made, there is evidence 

to suggest that MAARG training does influence change. Having a greater awareness of 

attachment and resilience theories allowed staff to better understand children’s behaviour, 

reflecting conceptual use of knowledge following the training (Graham et al., 2006). This 

enabled them to have greater empathy, and in some cases, feel more confident in 

supporting students. These findings reflect level 2 (acquisition of knowledge, skills and 

attitudes) within Kirkpatrick’s (1967) model of outcomes following educational programmes; 

and relate to Barr et al’s (2000) modified version of outcomes. Both acknowledge the 

importance of acquisition of knowledge and changes in attitude, since these can prompt 

behaviour change.  
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Furthermore, staff did report changes to their actions (level 3) following the training (Barr, 

et al., 2000; Kirkpatrick, 1967), when they were asked to reflect on the ways in which they 

supported individuals or groups of pupils. For example, some participants changed their 

approach and communication with pupils, helping them to build trusting relationships. 

There is also evidence of changes in organisational practice following the training, reflecting 

level 4 within Kirkpatrick (1967) and Barr et al’s (2000) models. For example, in one school, 

‘time in’ with students was adopted as a whole school strategy instead of ‘time out’.  

 

2.7.3 Perceived transfer climate (RQ3) 

There were many key factors, relating to climates, which were reported to influence 

transfer. Barriers included limited money, resources and time. Staff also reported a need for 

additional training opportunities e.g. in order to prevent knowledge and skill decay, and 

support from external agencies and professionals. This has implications for EP practice.  Lack 

of communication and staff support within the workplace were also identified as barriers 

(Baldwin, et al., 2009). This supports Georgiades and Phillimore’s (1975) view, that change is 

influenced by the ethos and relationships that exist within organisations.  

 

Other findings relate to Ajzen’s (1991) Theory of Planned Behaviour. When perceived 

behavioural control was low, transfer was restricted e.g. one Learning Support Assistant 

shared concerns about undermining the approaches adopted by teachers. In addition, staff 

reported the challenges of differentiating for vulnerable pupils within group and classroom 

contexts. This was affected by differences in subjective norms e.g. staff’s perceptions and 

expectations of, and consequently their approaches to, challenging behaviour. Thus it is 

clear, that in order to support staff to change their behaviour in practice, there needs to be 

consistency within schools. Some staff reported having a consistent approach, which was 

influenced by support from managers and collaboration within teams. In addition, staff 

reported that the MAARG training helped support consistency. In these cases, the training 

had been delivered to all staff in the school. 
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2.7.4 Perceived transfer outcomes (RQ4)  

Changes or benefits to children and young people, is represented as the final level of 

outcomes in Barr et al’s (2000) model. Over 50% of participants who completed the 

questionnaires reported that changes made following the MAARG training, contributed to 

making a positive difference for children and young people they work with. Pupil outcomes 

included increased participation, improved behaviour, increased communication, trust and 

happiness – many of which relate to protective factors of resilience (Luthar, Cicchetti, & 

Becker, 2000). However, it is important to acknowledge that measures of outcomes are 

based on the observations and experience of staff, which may not be entirely valid. Some 

participants, for example, noted the challenges in determining the influences on pupil 

outcomes and felt that changes to outcomes were not directly attributable to the MAARG 

training, but reflected a combination of influences.    

 

2.7.5 Methodological considerations 

The target population in this study, consisted of school staff who had received the MAARG 

training (n=1107). However, the sample used was small (questionnaires n=62, focus groups 

n=18) and therefore findings cannot be generalised to the population. Furthermore, as 

participants were recruited on a voluntary basis the sample could be biased e.g. 

representative of only those staff who had positive reactions and learning outcomes 

following the training (Kirkpatrick, 1967). Also, within the sample, there was a limited 

contribution from teachers in secondary schools (n=2), making the sample unrepresentative 

and mainly primary based.  

 

There are a number of participant variables which may have confounded the results. For 

example, trainee characteristics (e.g. motivation), experiences and roles, could have 

affected their response to, and transfer of the training. Other factors, which could have 

influenced responses, include the interval between training and participation in the study, 

and training delivery factors (e.g. different trainers). The effects of these variables on staff’s 

perceptions of the training and transfer, were not explored in this study.  
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There were also limitations with the methods used. Lack of standardisation, in the way in 

which questionnaires were administered and collected, may have affected staff responses. 

In addition, during focus group discussions, participants may have been influenced by group 

dynamics (Krueger, 1997). For example, those who had a managerial role may have been 

more dominant, and thus, views of all members may not have been equally represented. In 

order to get responses which were more representative and internally valid, three of the 

five focus groups, consisted of staff with the same roles/status. It was not possible to do this 

with all of the focus groups for practical reasons. Additionally, all participants were provided 

with a record sheet, giving them further opportunity to comment.   

 

Although an alternative design (e.g. experimental) could have been adopted, a mixed 

methods, responsive action research design, was considered more appropriate for 

informing practice. This study has provided a useful platform for exploring the views and 

experiences of school staff, and identifying supporting factors and barriers to transfer (e.g. 

transfer climates). This has implications for EPs in terms of the design and delivery of 

MAARG training, and developing capacity within schools.  

 

2.7.6 Implications for phase 2 of the project 

Continued consideration of the many influences on training transfer will further develop 

research and practice (Blume et al., 2010), and ultimately facilitate the role of the EP.   

 

The findings from this study were used to design an intervention which is described in paper 

2. The following criteria were considered when planning the intervention. 
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Table 11: Criteria informing the design of the paper 2 intervention  
 

Key finding/theme Criteria to consider 
Forgetting 

 
 Provide staff with a recap/refresher of the MAARG training, to prompt 

and reinforce knowledge and strategies learnt. 

Utility  Support staff to see the relevance of the training for all children and for 
all roles. 

 Give staff opportunities to explore and develop practical strategies. 

Opportunities to 
practice  

 Provide staff with opportunities to practice applying knowledge and skills 
in context to support transfer.  

Decision making  Create opportunities for staff to problem solve and make decisions about 
actions, in order to encourage behaviour change.  

Time constraints 
 

 Consider time constraints and ensure that the length of each session is 
practical for school staff.  

Consistency  Encourage consistency among staff with regards to their perceptions, 
expectations and approaches, with the help of managers. 

Staff support   Provide staff with opportunities to share information and ideas with 
colleagues. 

 Encourage communication and collaboration between staff.  

 Provide staff with support from other external agencies and 
professionals. 

 

Paper 2 presents details of the intervention programme, its evaluation and results.  
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3 Development and evaluation of a group intervention, targeting school 

staff: An opportunity to build capacity and transfer training. 

 

3.1 Abstract 

Facilitating change within practice following open skill* design training, requires supportive 

transfer climates within the workplace (Blume et al., 2010). Educational Psychologists are 

well placed to work with schools at group and organisational levels to develop capacity to 

facilitate change (Cameron, 2006).  

 

In response to paper 1, this paper develops and evaluates an intervention promoting group 

consultation within teams in two schools. A mixed methods design using questionnaires, 

observations, written records and semi structured interviews, evaluates the processes and 

outcomes of the intervention. Descriptive statistics were calculated from quantitative data 

gathered using questionnaires and observations. Qualitative data gathered through written 

minutes, questionnaires and observations were analysed using content analysis. Semi 

structured interviews were analysed using a thematic analysis. 

  

Findings showed staff benefitted from the structured group consultation process, enabling 

them to work efficiently, share responsibilities whilst problem solving, and agree and 

implement actions with colleagues. The role of a coach* was significant to support staff to 

apply the process with fidelity. Process evaluation identified staff to apply practical and 

experiential knowledge in order to plan actions, with little specific reference to theoretical 

knowledge acquired through training. Small changes in progress or outcomes for some 

pupils were reported.  

 

Implications for EPs in facilitating change through staff development are considered, 

identifying the significant contribution of implementation support following open skill 

training such as MAARG, in order to facilitate behaviour change in practice.  
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3.2 Paper 2 Summary of Tables 

Number  Table Page 
1 Research questions relevant to the evaluation of processes and 

outcomes of the intervention programme 
45 

2 Summary of participant figures for each stage of the study 46 

3 Broad codes used during stage 2 of the thematic analysis 52 

4 Summary of themes from semi structured interviews, reflecting staff 
perceptions about the structure and process of the intervention 
programme.   

56 

5 Median and mode scores of staff responses to questionnaire 
statements (using a 6 point Likert scale ranging from 0-5).  

57 

6 Summary of changes made to staff behaviour and actions following 
the programme 

60 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



45 

3.3 Introduction 

3.3.1 Research Problem 

With recent legislative changes, schools have increasing autonomy in relation to the services 

they commission or access, in order to support children and young people (Children and 

Families Bill, 2013). For this reason, amongst others, there is an increasing pressure for EPs 

to justify the decisions they make and demonstrate that their contribution has been 

effective in implementing change (DFE, 2011; Farrell et al., 2006). Since delivering training 

has been identified as one of their core functions (Scottish Executive, 2002), it is essential 

that EPs continue to utilise psychological models, theories and research, in order to better 

understand the processes influencing implementation, in order to successfully support 

schools. 

 

Open skill design In Service Training (INSET), such as the MAARG training, requires more 

supportive transfer climates in order to prevent knowledge decay (Blume et al., 2010). 

Paper 1 demonstrates a degree of knowledge decay over time and highlights the need for 

supportive interventions or systems within the workplace which support transfer. EPs 

should be working to inform schools about the key components which promote transfer, 

and provide appropriate support to facilitate these.  

 

There is a lack of research investigating how transfer for open skill design training can be 

supported (Blume et al., 2010), particularly within schools. Therefore in order to further 

research and practice in this area, there is a need to develop and evaluate transfer support 

interventions.  

 

3.3.2 Purpose 

The researcher and Educational Psychologists, working within the local authority, have 

developed an intervention targeting staff teams in two schools. The aim of the programme 

was to support school staff to apply relevant knowledge gained through training (such as 

the MAARG training), to solve problems and plan actions to support children and young 

people. It is designed to address some of the issues identified in phase 1 of the research, as 

reported by school staff, in addition to drawing upon other areas of research within the field 
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of educational psychology that is applicable to supporting training transfer. Evaluations of 

the programme in relation to immediate outcomes, as reported by staff, will be used to 

further explore the best ways to provide training transfer support. Findings will also be used 

to reflect on the role of the EP in promoting change within schools. 

 

3.3.3 Selected literature  

Psychological research and theories which investigate the processes involved in the transfer 

of open skill design training, can help to identify future directions in terms of supporting 

schools to develop systems which maximise INSET outcomes following the MAARG training.  

The following review draws upon existing research within these areas and reflects on the 

role of the EP, in supporting school staff to apply relevant knowledge to solve problems and 

plan actions. A more detailed review of the literature can be found in appendix 2.  

 

a) Factors influencing the implementation of open skill training 

One of the key aims of the MAARG training is to challenge the way staff attribute and 

consequently respond to pupils’ behaviour by providing them with new knowledge. For 

example, the training introduces the PLACE (Playfulness, Liking, Acceptance, Curiosity and 

Empathy) approach (Hughes, 2006) as a key learning principle, which aims to support staff 

to build positive relationships with pupils. The training objectives can be described as ‘open 

skills’ as they are ‘tied to learning principles’ as opposed to ‘closed skills’, which are ‘tied to 

learning specific skills that are to be produced identically in the transfer environment as in 

the learning context’ (Blume et al., 2010, p. 1072). Consequently, trainees have autonomy 

and can choose how they apply the knowledge and skills taught within the training. 

According to Blume et al. (2010), trainees require more supportive transfer climates in order 

to make decisions to transfer following open skill training. In their meta analysis of training 

transfer, a stronger correlation between variables (e.g. supervisory support) on transfer 

were found for training which was open skill, than for closed skill training. This research 

therefore suggests that these factors have a stronger influence on transfer following open 

skill training (such as MAARG), and therefore greater efforts to maximise support systems in 

relation to these variables should be made.  
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Phase 1 of this research, reports staff’s perceptions of the factors influencing MAARG 

training implementation. In support of other research, management and peer support were 

highlighted (Baldwin et al., 2009). Systems which allowed staff to communicate with 

colleagues were crucial for enabling staff to make decisions, and apply appropriate actions 

to support pupils. Therefore systems which facilitate information sharing, communication 

and problem solving between colleagues could support implementation.   

 

Barriers to implementation, identified within the first phase of the study, include work 

pressures and limited opportunities to use and share knowledge within practice. In addition, 

some staff reported the challenges that differing perceptions and approaches by other staff 

and parents can have on their ability to apply the principles learnt during the MAARG 

training. Non action in response to such challenges could be explained by social 

psychological theories such as conformity of approaches used, in order to sustain social 

norms within that environment. Alternatively, staff may lack confidence, be uncertain of 

goals/outcomes or lack autonomy to implement certain actions within their role 

(Weisweiler, Nikitopoulos, Netzel, & Frey, 2013).   

 

Blume et al. (2010) report the limited research within this area of open skilled design 

training implementation, suggesting the need for interventions to be ‘action oriented’  in 

order to support training transfer (p. 1096). Conducting research, particularly within the 

context of open skill design training, will enable EPs to develop more evidence based 

practices, and develop supportive transfer climates which can help to address the transfer 

problem. 

 

b) The role of the Educational Psychologist in supporting transfer following open 

skilled design training 

One of the unique contributions of the EP is their ability to use psychological problem 

solving frameworks which provide a holistic approach to solving complex problems across 

three different levels: the individual, the group and the organisation (Boyle & Lauchlan, 

2009; Cameron, 2006; Kelly, Woolfson, & Boyle, 2008).  
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In order to promote facilitative administrative support systems as recommended in Fixsen 

et al’s (2009) core implementation components model, the EP is well placed to work 

collaboratively with decision makers (i.e. headteachers and SENCOs) in addition to staff 

teams within schools, to develop structures and procedures in schools which manage, 

motivate and support staff to achieve the desired outcomes following training. Poulou 

(2005) identifies the significant contribution that EPs can make by working collaboratively 

with teachers to develop their knowledge, practice, skills and efficacy to support the 

wellbeing of pupils.  

 

Consultation has been identified as one of the core functions of an EP (Boyle & Lauchlan, 

2009) and as a core component which facilitates training transfer (Fixsen et al., 2009; Joyce 

& Showers, 2002). The process of collaborative problem solving can guide those working 

directly with children to apply what they have learnt through training and find their own 

solutions to problems; ‘when consultation works as it is intended, a greater capacity 

develops in the system for developing solutions’ (Wagner, 2000, p. 12). 

 

The use of interventions following INSET which promote knowledge transfer and problem 

solving is limited within educational psychology and requires further exploration. The 

development of interventions and evaluation of these, in order to determine its 

effectiveness, is therefore required. 

 

c) Why problem solving in teams?  

The use of group models for problem solving, e.g. Farouk’s (2004) process consultation 

model, can support schools to develop capacity, giving staff opportunities to apply training 

knowledge to explore problem dimensions. This can also support staff to make decisions 

and form action plans which can be monitored and evaluated. Working in teams can 

address key factors identified in training transfer research and literature as discussed above 

including; identifying problems within context (Graham et al., 2006), goal setting, 

opportunities to use knowledge and skills, and peer and supervisory support (Baldwin, et al., 

2009). 
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Approaches used by EPs, to support schools to develop problem solving in teams, are 

limited because they are often time consuming (Gill & Monsen, 1996; Newton, 1995). De 

Bono’s (2000) ‘6 thinking hats’ approach to group problem solving however has been 

recognised for its efficient and time limiting methods and could offer school staff a more 

pragmatic framework for solving problems. Acknowledging these time constraints and other 

limitations is essential in order to offer appropriate and reasonable support. 

 

3.3.4 Research Aims 

 To develop a programme which will further support staff to apply (or transfer) relevant 

knowledge learnt through training, to solve real life problems in their work. 

 To evaluate the processes of the programme of support, in terms of the fidelity of 

implementation, knowledge use, staff engagement and method acceptability. 

 To evaluate the effectiveness of the programme of support, in terms of immediate 

outcomes. 

 

In order to evaluate the processes and outcomes of the intervention programme, a series of 

questions were explored. 

 

Table 1: Research questions relevant to the evaluation of processes and outcomes of the 

intervention programme. 

Process 
domain 

questions 
 

a) To what extent was the planned programme implemented fully over the 
sessions and in keeping with the programme aims? 

b) What knowledge do participating staff use when exploring hypotheses and 
considering planned actions?      

c) How engaged were participating staff in the 3 session programme? 

d) To what extent are the methods used in the programme acceptable to 
participating staff? 

Outcome 
domain 

questions 

a) In what ways have participating staff benefitted from the programme? 

b) To what extent do participants feel the programme is relevant to their usual 
roles and responsibilities? 

c) How have participating staff changed their behaviour and actions since 
undertaking the programme? 

d) In what ways have staff reported changes in children’s progress or outcomes 
since undertaking the programme? 

e) To what extent do participating staff see what they have gained as likely to 
have future usefulness in their role?  
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3.4 Methodology 

3.4.1 Orientation and research Design 

This second study explores how EPs can facilitate the application of training knowledge and 

changes to actions and practice, within schools. This study follows phase 1, and adopts a 

responsive action research design (Schmuck, 2006), focusing on reflection, re-planning, 

action and evaluation, within the action research cycle (appendix 3). A case study design is 

adopted as part of this action research, involving two staff teams, from different schools 

within the County.  

 

As with paper 1, paper 2 is informed by a pragmatic position about the status of knowledge 

in research. As such, the knowledge produced by this research is judged in terms of its 

usefulness for developing the practice of school staff and EPs.  

 

A mixed methods approach (Teddlie & Tashakkori, 2008) was used to collect information, 

including structured and descriptive observations, questionnaires, semi structured 

interviews and written records from sessions in schools (see appendix 18 for matrix).  

Implications for the role of the EP, in terms of supporting staff development and training 

transfer, were considered.  

 

3.4.2 Participants 

Staff from 2 schools, from the same local authority, participated in the study – one first 

school and one secondary school. All participants took part in the study on a voluntary basis 

and were recruited from the first study (paper 1).  
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 Table 2: Summary of participant figures for each stage of the study  

 
 Session 1 Session 2 Session 3 Session 4 

MAARG 
 Refresher 

Group  
consultation 1 

Review and Group 
consultation 2 

Review and Group 
consultation 3 

School A 
(First 

School) 

n=17 (85%) n=8 (40%) n=6 (30%) n=6 (30%) 

SENCO (n=1) SENCO (n=1) SENCO (n=1) SENCO (n=1) 

Teachers (n=6) Teachers (n=6) Teachers (n=4) Teachers (n=4) 

TAs (n=10) Headteacher (n=1) Headteacher (n=1) Headteacher (n=1) 

School B 
(Secondary 

School) 

n=11 (73%) n=11 (73%) n=7 (47%) n=6 (40%) 

SENCO (n=1) SENCO (n=1) SENCO (n=1) SENCO (n=1) 

TAs (n=8) TAs (n=8) TAs (n=6) TAs (n=5) 

Project worker 
(n=1) 

Project worker 
(n=1) 

  

SEN Business 
Admin Apprentice  
(n=1) 

SEN Business 
Admin Apprentice  
(n=1) 

  

Note: sessions 1 and 2 took place on the same day in each school. Also, percentage of participants in 
each school is in relation to staff who attended the original MAARG training.  
 

As shown in the table above, not all staff were present at each stage of the programme. 

Reasons for non participation included absence due to sickness (n=1), absence due to 

teaching commitments (n=2) and staff changes within the school (n=3). In once case the 

reason for absence was unknown.  

  

3.4.3 The intervention programme  

Aim 1:  To develop a programme which will further support staff to apply (or transfer) 

relevant knowledge learnt through training, to solve real life problems in their work. 

 

In order to meet this aim, a programme was designed which took place over 3 sessions in 

each school (appendix 19). The following gives a summary of the intervention programme.   

 

a) MAARG Refresher 

As a result of participant feedback in phase 1 of the research, session 1 involved a 30 minute 

presentation which aimed to give participants a refresher of the original MAARG training 

(appendix 20).  
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The MAARG refresher was developed by the researcher, and a Senior Educational 

Psychologist who has a key role within the Multi Agency Attachment and Resilience Group 

(MAARG), to support the delivery of the MAARG training countywide.  

 

b) The group consultation framework 

This process involved 8 stages and took 33 minutes to complete if followed precisely. Each 

stage was timed, and encouraged staff to 1) identify the problem, 2) explore hypotheses 

relating to the problem, 3) gather facts/information, 4) reflect on emotions, 5) explore 

challenges, 6) explore positives, 7) generate ideas and 8) plan actions (appendix 22 details 

the framework with guidance notes for the facilitator and group members).  

 

As detailed in paper 1, key criteria considered when developing the framework included; 

ensuring the framework provided opportunities for staff to share information, knowledge 

and experiences (staff support), and supported staff to solve problems and agree actions 

(decision making),  in a time limited, practical and efficient manner (time constraints).  

 

There were challenges in recruiting school staff to pilot the group consultation framework. 

Instead, a pilot was carried out on a group of Trainee Educational Psychologists (TEPs) in 

November 2012 (n=4). Discussions with the TEPs following the pilot focused on making the 

process accessible for school staff, and resulted in a number of amendments to the 

framework (appendix 21).  

 

The group consultation took place with staff in two schools, over four sessions. Actions 

agreed during a session were reviewed in subsequent sessions, following a plan-do-review* 

cycle. Each session lasted approximately one hour. The first session (session 2) in each 

school was led by the researcher and the school’s EP. In this session, they acted as models 

for subsequent sessions (3 and 4), which were led by members of staff within the teams. 

Appendix 23 shows the PowerPoint presentation delivered to staff, during session 2.  
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3.4.4 Psychological approaches informing the intervention programme 

The design, structure, content and processes of the intervention programme were informed 

by a range of psychological theories and processes.  

 

a) Refresher 

Phase 1 findings, supported by other studies, demonstrated that teachers reported valuing 

the contribution of practical strategies (Lacey & Porter, 1998; Lamb, 1995). As such, the 

refresher revisited the key aspects of the MAARG training which focused on practical 

knowledge - strategies that can be used to support vulnerable pupils. Case studies of pupils 

from the participating schools were used to support staff to explore how the PLACE 

approach could be implemented in practice. Working in this way supports Graham et al’s 

(2006) model, which highlights the importance of considering problems within context in 

order to transfer knowledge to action. The refresher also aimed to address feedback from 

staff, in phase 1 of the study, that the training was not applicable to all students (appendix 

20).  

 

b) Group consultation   

The group consultation framework followed the four key training components 

recommended by Joyce and Showers (2002); 1) exploration of knowledge and theory, 2) 

modelling and demonstration of new skills, 3) opportunities to practice and 4) peer 

coaching. See appendix 24 for a breakdown of each of the sessions. Furthermore, it was 

informed by a range of existing problem solving frameworks, with De Bono’s (2000) ‘6 

thinking hats’ and Woolfson, Whaling, Stewart and Monsen’s (2003) integrated framework 

being central influences.  

 

In order to address the issue of time constraints, which has been frequently reported as a 

barrier by school staff (in paper 1), the group consultation framework adopted De Bono’s 

(2000) ‘6 thinking hats’ approach to group problem solving. With its focus on maximising 

group productivity (e.g. through efficient decision making), this approach promotes parallel 

thinking - cooperation between group members, shared understandings, and group 

cohesion.   
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Woolfson et al’s (2003) integrated framework emphasises the importance of viewing 

problems at an eco-systemic* level and exploring hypotheses holistically. This is reflected in 

the group consultation process, where staff are encouraged to explore a range of factors 

which may influence a child’s behaviour. Viewing problems holistically, can support staff to 

apply a range of knowledge whilst problem solving, enabling them to generate a range of 

possible actions.  

 

Appendix 25 gives a detailed breakdown of the 8 stages, and the underlying principles 

informing the framework. 

   

3.4.5 Data collection  

Appendix 18 gives an overview of the data collection methods used for this study and how 

they relate to the main aims of the study.  

 

a) Observation 

Observations were carried out by the researcher during the group consultation sessions. The 

role of a ‘participant as observer’ was adopted, which involved the observer participating 

during the sessions (Robson, 2002).  

 

The degree of observer participation reduced greatly throughout the process. In session 2, 

the observer took a leading facilitator’s role. In sessions 3 and 4 however, the schools’ 

Educational Psychologists supported the group, by taking on the role of a coach. In these 

sessions the researcher did not actively participate, taking on a ‘observer as participant’ 

role.  This said, it should be noted that during session 3 in school A, the Educational 

Psychologist was unable to attend – consequently, the observer once more became a 

‘participant as observer’. Roles and the observer’s status were disclosed to participants.   

 

A structured observation schedule was devised, where information was recorded in detail 

during sessions 3 and 4. The information gathered focused on event coding (e.g. how many 
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times members of the group deviated from the rules in the process) as well as additional 

field notes involving descriptive and reflective observations (appendix 26).  

 

The structured observation schedule was piloted on a group of Trainee Educational 

Psychologists (n=4) who followed the group problem solving framework. Amendments were 

made to the schedule following the pilot (appendix 21). 

 

b) Written records 

Each group consultation session was recorded in the form of written minutes (appendix 27). 

The first session in each school was recorded by the Educational Psychologist. The second 

and third sessions were recorded by staff members.  

 

Notes were taken by the researcher during the review stages, where actions agreed in prior 

sessions were revisited.   

 

c) Questionnaires 

A questionnaire was developed and distributed to participants immediately after the 

intervention, in order to evaluate the outcomes of the intervention, relating to the third aim 

of the study. The questionnaire consisted of Likert scale questions to gather quantitative 

information. Qualitative data was also generated by giving participants the opportunity to 

explain their responses (appendix 28).  A total of 15 questionnaires were completed (School 

A, n=7; School B, n=8).  

 

d) Semi-structured interviews 

Semi structured interviews were carried out with staff, in each of the schools, between one 

and two months after the intervention (n=3, school A; n=4, School B). The interview 

schedule was devised using a hierarchical focusing structure (Tomlinson, 1989), evaluating 

the outcomes of the intervention programme. The questions were presented as open-

ended, but supporting sub questions and probes were used to help participants explore all 

key areas (appendix 29). Interviews were audio taped and were later transcribed for 

analysis. Each interview lasted between 15 and 25 minutes.  
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3.4.6 Procedures 

Participants for paper 2 were recruited during phase 1 of the research. All staff who 

completed questionnaires in phase 1 were asked to participate (appendix 19 shows details 

provided to participants about the second phase of the research). Staff from 4 schools 

initially agreed to take part, but in the end, only two of these schools were able to commit 

to the research.   

 

The designated EPs for participating schools were contacted and asked to assume a key role 

in delivering the research intervention. Consent was sought and obtained from the EPS.  

Meetings to plan delivery and clarify roles took place. 

 

Arrangements for the four sessions in each school, were made through the Headteacher 

and/or SENCO. Prior to, and in preparation for the first session, they were asked to share 

the design of the research phase with participating school staff, and complete an activity all 

together (appendix 30).  

 

During the group consultation, staff attendance and personal details (e.g. email addresses) 

were recorded on a register. All staff were provided with record sheets (appendix 31) giving 

them further opportunity and means to comment. Minutes were also taken, subsequently 

typed up, and emailed.  

 

 

3.4.7 Ethical considerations  

An intervention brief was read out to all staff at the beginning of session 1. This clarified the 

researcher’s role as a participant and observer in the process, and outlined the ethical 

considerations associated with the research (appendix 32). 

 

An honest and transparent approach was used with participants, with open access and 

communication channels between the researcher and participants throughout the process.  
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Participant details and contributions have been anonymised in all written work. A detailed 

record of the ethical considerations relating to this study can be found in appendix 9, which 

includes the approval from the University of Exeter’s ethics committee. 

 

3.5 Analysis 

Quantitative data, generated from structured observations and questionnaires, were 

inputted into SPSS in order to calculate descriptive statistics and carry out cross tabulations 

(appendix 33 and 34). 

 

Qualitative data, obtained from observations (including the observers’ notes and minutes) 

and questionnaires, were transcribed and analysed using content analysis (see appendix 35 

for an example).   

 

Semi structured interviews were analysed using a thematic analysis approach (Braun & 

Clarke, 2006), following 6 stages. Interviews were first transcribed (stage 1; appendix 36). A 

deductive approach was then used to methodically sort data into the following 6 broad 

codes (stage 2): 

 

Table 3: Broad codes used during stage 2 of the thematic analysis 

 

Evaluation stage Broad codes: 

Process 
 

1. Knowledge use 

2. Programme structure and process 

Outcome 
 

3. Changes in staff behaviour/actions 
4. Progress or outcomes for pupils 

5. Usefulness/benefits of programme 

6. Usefulness of programme for future work 

 
Data within each of the broad codes were analysed further, using an inductive approach, to 

generate additional codes (stage 3). These codes were later merged to form themes (stage 

4), and were checked against the original data (stage 5), before theme definitions were 

generated (stage 6; appendix 37 and 39). 
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3.6 Results 

Results for each school are presented in two sections, relating to research aims two and 

three.  

 

3.6.1 Research Aim 2 

To evaluate the processes of the programme of support, in terms of the fidelity of 

implementation, knowledge use, staff engagement and method acceptability. 

 

a) To what extent was the planned programme implemented fully over the 

sessions and in keeping with the programme aims? 

 

Session’s 1 and 2 were facilitated and led by the researcher and EP. Therefore data collated 

through observations, exploring fidelity of implementation, are reported for sessions 3 and 

4 only.   

 

All staff followed the linear structure of the group problem solving process. The use of 

prompts varied between facilitators; however staff frequently excluded the recap of the 

rules during stage 1 of the process (blue hat). It is possible that staff assumed that all 

members knew the rules and therefore did not see the value in repeating them.  

 

Deviations from the rules were calculated within each of the 8 stages of the group problem 

solving process. In addition, the degree to which the facilitators and coaches attempted to 

refocus members during sessions was calculated (appendix 33). Most deviations from the 

rules occurred during stages 2 (‘green hat’- exploring hypotheses) and 8 (‘blue hat’ – 

planning actions) for both schools. Staff often returned to stage 2 (‘white hat’) during these 

times, where contextual information was discussed. In 45% of the cases where participants 

deviated from the framework, group members were refocused by the coach or the 

participant observer in each school. This highlights the significant contribution and role of 

the coach during this process, in supporting other group members to follow the process 

with fidelity.  
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Overall, 43.8% of the time, participants adhered to the recommended time frames during 

the group consultation process. Stages which went beyond the allocated time (25%), were 

prolonged by anywhere between 30 seconds and 6 minutes. The longest ‘time extension’ 

was to stage 8 (‘blue hat’, when planning actions),  suggesting that staff either needed more 

time to plan actions, or needed more support in order to be able to finish within the 

allocated time frame. Stages which used less than the allocated time (31.2%) were shorter 

by between 30 seconds and 2 minutes. See appendix 33. 

 

Observations made during the group consultations, identified a need for more support 

and/or guidance for the facilitator, from the coach, at times when they contributed to 

problem solving. At these times, facilitators became distracted by the issues, causing them 

to abandon their main role and deviate from the rules. Additional support would serve to 

overcome this problem.   

 

b) What knowledge do participating staff use when problem solving and planning 

actions?  

Content analysis of the minutes taken in each session indicated that staff mostly applied 

local knowledge, including knowledge about situations, experiences and practical ideas 

within the context. Conceptual knowledge, used by staff to formulate hypotheses about 

situations, was analysed and categorised into three main areas:  

a. Common sense knowledge related to local knowledge and information 

b. Concepts which indicated a loose link to theory and research 

c. Concepts which indicated a specific and clear link to theory and research 

 

Appendix 35 gives a more detailed breakdown of the content analysis themes with 

illustrative data.  

 

Semi structured interviews with staff reflected on the types of knowledge they felt they 

applied when solving problems (appendix 37). These reflections corroborate the 

aforementioned findings, in that staff reported relying predominantly on contextual/local 

knowledge. Staff also reported that knowledge could have come from a combination of 
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sources, making it difficult to establish origins: “…It’s difficult to assess what has impacted 

on what.  So, it’s just an amalgamation isn’t it of all those things that have been flung at 

you...” (P1, school A). 

 

Some staff reported using theoretical knowledge during problem solving. This was more 

frequently reported by staff from school A, than by staff from school B:  

 

“…Maslow’s an every day word now… but I think having a really good revision of that 

right from the beginning and then constant reminders of those children, where they 

are; I think that really helps us to understand what’s missing and why.” (P3, school 

A). 

 

Staff from school B reported using experiential knowledge (informed by experience), more 

than conceptual knowledge, to inform problem solving: 

 

“Just knowledge, experience – knowledge of the student; the time you’ve spent with 

the student getting to know them, that connection, that’s the knowledge that you 

use when you’re sharing with the other people.” (P2, school B). 

 

c) How engaged were participating staff in the 3 session programme?  

A different member of staff took on the role of the facilitator and minute keeper in sessions 

3 and 4 in each school. In order to assess the degree to which different group members 

contributed during discussions and problem solving, event coding was used. On average, 

over half of the group members in each session contributed during the group consultation 

process (appendix 33). Observations revealed that fewest verbal contributions were from 

members taking on the role of minute keeper. This highlights that participation during the 

process did not necessarily require group members to make a verbal contribution to the 

problem being discussed, in order to contribute.   
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d) To what extent are the methods used in the programme acceptable to 

participating staff? 

Questionnaire findings showed that staff in both schools perceived the structure and 

process of the programme to be very suitable and applicable to their work (median=5, 

mode=5, on the 6 point Likert scale ranging from 0-5) (appendix 34). 

 

Similarly, content analysis of the qualitative responses given in questionnaires revealed that 

the programme supported staff to work more efficiently. The two main reasons for this 

were that it helped save time, and supported staff in having more focused discussions 

(appendix 38). One member of staff in school A, commented that they found the process 

difficult and so, probably would not use it in practice; ‘not sure if TA (Teaching Assistant) 

would use it – hard enough for teachers’. Interviews revealed similar findings, as illustrated 

in the table 5 below.  

 

Table 4: Summary of themes from semi structured interviews, reflecting staff’s perceptions 

about the structure and process of the intervention programme.   

Common themes identified for schools A and B, reflecting staff perceptions about the 
structure and process of the intervention programme. 

Focus 
The stages and timing elements of the group consultation framework enabled staff to remain focused 
and have constructive discussions.   

Finding solutions and planning actions 
The structure supported staff to think about solutions and plan actions.  

Discrete themes identified for each school, reflecting staff perceptions about the structure 
and process of the intervention programme. 

School A School B 
MAARG Refresher 
The refresher session felt rushed and staff would 
have valued more time to recap on the original 
MAARG training.  

MAARG Refresher  
Staff reported that the refresher session was a 
useful reminder which prompted their thinking.   

Practice 
Staff valued having 3 sessions to practice and 
become familiar with the group consultation 
process. 

Team support 
The structure of the group consultation process 
supported staff to work collaboratively and 
efficiently within teams. 

Unnatural 
Staff reported the group consultation process to 
feel unnatural and ‘awkward’ at first.  

Review 
The review process enabled staff to clarify their 
responsibilities and reflect on whether the 
actions/strategies were successful.  
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3.6.2 Research Aim 3 

To evaluate the effectiveness of the programme of support, in terms of immediate 

outcomes 

 

Quantitative data from the questionnaires, for each school, are presented below. More 

detailed descriptive statistics are in appendix 34.  

 

Table 5: Median and mode scores of staff responses to questionnaire statements (using a 6 

point Likert scale ranging from 0-5).  

 

 School A 
(n=7 ) 

School B 
(n=8) 

 
Questionnaire statements 

 
Median 

 
Mode 

 
Median 

 
Mode 

1. Benefited from programme. 4 4 4.5 5 

2. Changed your behaviour and approach with 
pupils. 

3 2 3 3 

3. Noticed progress or improved outcomes for 
pupils. 

2 2 2 2 

4. The programme offers support to your role and 
responsibilities in school. 

4 4 4 4 

5. You will use what you have gained in your 
future work.  

5 5 5 5 

 
The following sections will report findings in relation to each of the outcome domain 

questions. 

 

a) Relevance and benefit of the programme 

As shown in table 5, overall, participants reported the benefits of the programme and its 

contribution to staff roles and responsibilities in school to be high. Written responses for 

questions 1 and 4 of the questionnaire were combined and analysed using a content 

analysis approach (appendix 38). Findings showed that staff in both schools reported 

benefits from the programme in two main areas which; 

1. Enabled team meetings and discussions with colleagues to be focused and productive -

‘Useful to keep discussion focused and on track’  
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2. Enabled staff to focus on the problem and find solutions - ‘Group problem solving for a 

specific student has improved – we now arrive at a workable solution within 30 mins.’ 

 

Semi structured interview findings corroborated these two key themes. In addition, they 

showed that the programme supported staff in both schools to work collaboratively with 

colleagues. They worked together to share and develop practice; “I think we are working 

together much more as an actual school; all of the staff in school….” (P2, school A), and 

reported to be sharing responsibilities and ownership of problems by working in this way; 

 

“It means that everybody’s involved, you know.  If I was just having a discussion with, 

say, XXXX, about what we could do, you’ve then got to cascade it to everybody else 

and they don’t really take ownership of it, but if it’s the whole team involved and 

they’ve all been involved in the suggestions of the solution, then you know, you buy 

into a bit more, don’t you, and you understand it more” (P1, school B). 

 

Furthermore staff from both schools commented that working collaboratively with others to 

solve problems, supported staff’s wellbeing:  

 

“...this whole thing of the staff’s wellbeing, it’s really helped with that because, I 

think, we are just much more open about things… that sort of sense of failing when 

you’re trying everything you can think of with a child and you just can’t think of  

anything else to help…and you feel like you’re getting support from everybody else, 

so you’re all concerned …. you’re getting suggestions from other members of staff 

whereas before I would never have done that, I would just be thinking ‘I don’t know 

what to do next with this child’ and kind of feeling a little bit of a failure, but I think 

that’s been the best, you know, the best thing on a personal level.” (P2, school A). 

 

For some members of staff in school B, the process developed staff confidence and 

motivation in their work with colleagues and individual students: “It’s enabled members of 

the team who are often quite quiet to come to the fore and say, ‘oh yes, I can do that’ …. so 

it’s been really good for individuals.” (P1, school B). 
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School B staff also reported improvements to how team meetings were managed: “like I 

loved the meeting  process, I think that’s so good.  And that’s really been for me the most 

benefit to this department.  It’s been brilliant.” (P2, school B). 

 
Although staff from each school responded differently to the MAARG refresher (as shown in 

table 4 above), both perceived the training to be relevant for supporting pupils. However, 

when reporting the benefits of the programme, few staff made reference to the MAARG 

refresher. Instead, benefits reported related to the processes of problem solving. 

  

 

b) Change to staff behaviour and actions since undertaking the programme 
 

Notes taken during the review following sessions 1 and 2 of the group consultations in each 

school, showed the degree to which staff implemented actions within their work. Examples 

of actions implemented included gathering information (e.g. through classroom 

observations), practical enquiries (e.g. testing of ICT software) and changes to staff’s 

individual approach, and communication with students (e.g. when introducing a task to a 

student). Staff also reflected on actions taken which they felt did not work, resulting in the 

planning of further actions.  

 

Post programme questionnaire findings revealed changes in staff behaviour towards pupils, 

since undertaking the programme, to be relatively low in both schools (table 5). During 

review sessions, staff identified a number of challenges where actions were not 

implemented. These included practical barriers such as changes in staffing, and limited 

opportunities or time. The review process did however prompt staff to follow up on planned 

actions which had not been implemented.   

 

Staff views about changes made, one to two months following the intervention programme 

were gathered through semi structured interviews.  Key findings are summarised in table 6 

below, with further detail and illustrative data in appendix 39.   
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Table 6: Summary of changes made to staff behaviour and actions following the programme 

School A School B 

Response to child 
A member of staff gave an example of how ‘time 
in’ was used to support a child to self regulate.   

Continued application of the group 
consultation framework in team meetings 
 

Communication systems 
Systems and procedures were set up to support 
communication between teaching staff and 
teaching assistants.  

Changes made for individual pupils  
Staff gave examples of specific changes made for 
individual students, achieved by applying the 
group consultation process in team meetings.  

 Provision map  
A provision map for vulnerable learners was 
developed which formed part of the schools policy 
(appendix 40). 

Management support 
A manager reflected on their role in supporting 
staff to implement learning to practice.  
 

Unconscious application of new ideas and 
strategies  
A member of staff reported to unconsciously 
apply ideas and strategies explored during the 
intervention programme to her own classroom 
practice.  

General approach  
Staff reported to have changed their general 
approach to supporting students, by reflecting and 
having a better understanding of situations.  

 Individual care plan for child 
An individualised support plan was developed, 
targeting support for a child in the school.  

  

 
 

c) Changes in children’s progress or outcomes since undertaking the programme 

Questionnaire findings show the perceived impact on children’s progress or outcomes, 

following the programme, were low (table 5). A key theme to emerge from the 

questionnaires, related to timing issues. Some staff felt that it was too soon, since 

undertaking the programme, to notice progress or changes in outcomes for pupils,  and that 

more opportunities were needed to implement and review actions. Staff also said that any 

noticeable progress will take time, especially for students who are ‘high tariff’. 

 

Staff from school B noted that small improvements had been noticed for students however, 

for the most part, no further details were provided. One member of staff noted ‘students 

more relaxed’.  

 

Notes taken during reviews following sessions 1 and 2 of the group consultation, report 

some changes identified by staff, in terms of pupil progress and outcomes. For example, a 

member of staff from school B reported the case of a student who felt more enthusiastic 
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with his work when tasks were broken down into small steps, and when the member of staff 

working with him took the pressure off.  

 

Semi structured interviews also reflected on staff’s perception of changes in progress or 

outcomes for pupils, since the programme.  Staff in school A reflected on specific changes 

made to support children, noting progress in their behaviour;  

 

“…So, I think there’s been progress regarding behaviour.  I couldn’t say there’s 

progress regarding academic levels yet… It’s going to have to go on a little bit longer, 

but yes, managing the behaviour, yes, there’s progress.” (P1, school A).  

 

One member of staff in school B reported improvements for one student in terms of their 

engagement with learning. This was a result of changes made by staff following a team 

meeting, where the group consultation framework was applied: 

 

“…he actually now earns computer time which has made a bit of a difference to him 

getting more of his literacy done and numeracy done.  So it’s had an effect on the 

whole of his time he spends here which has been really positive.” (P2, school B).  

 

Staff in both schools commented on the challenges of determining the reasons for changes 

in pupil outcomes. They reflected on a range of possible influencing factors, including the 

approaches they adopted prior to the training, the contribution of the MAARG training and 

support from other professionals: 

 

“…the impact of the MAARG stuff that we started a long time ago, but I think that 

including that update, all the time it just improves outcomes of children…We’ve got 

the Emotional health worker now working with us so we’ve got a few children for 

whom that is making a significant difference…some CAMHS (Children and Adolescent 

Mental Health Service)* involvement and again that is making a difference…But 

again, you don’t know; I can’t say it was one particular thing.” (P3, school A).  

 

 



67 

d) Future application of programme  

Overall, as shown in table 5 very high ratings were given by staff reflecting their intentions 

to use the programme in future work (median = 5, mode = 5). Contexts in which the 

programme would be applied included during team or staff meetings.  

 

Semi structured interviews provided more detail about the future use of the programme. 

For school A, staff reported the group consultation framework to be a useful tool, which 

could be applied in response to identified issues, relating to individual pupils, staff and the 

organisation. However, staff thought that they would need to re-familiarise themselves with 

the approach and make a conscious decision to apply it; “but I think it would take a 

conscious effort to use it again.” (P1, school A). For school B, staff reported to have already 

applied the framework to their team meetings, and therefore for them, future application 

meant continuing to use this to support individual students: “it’ll just become a way of, you 

know, if we want to talk about a student, this is the structure we will use.” (P1, school B).  

 

Staff from both schools reported their intention to share the group consultation framework 

with other members of staff within the school, however staff in school A said that they 

would require further support or practice to apply it;  “…I think I’d probably need to be bit a 

bit more accomplished with it….” (P3, school A). 

 

Both schools reflected on issues relating to the implementation of the programme. A 

member of staff from school A reflected on the importance of having systems in place which 

enabled staff to monitor and review strategies: 

 

 “...so what I want to try and do is build in a regular opportunity for us to say, ‘are we

  making sure we are ticking all the boxes’ and that PLACE stuff that you looked at.”

  (P3, school A).   

 

Staff from school B shared specific concerns relating to maintaining fidelity and 

implementation of the group consultation process within their team meetings. They 

identified that a review will be needed in order to sustain implementation:  
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“…it works great, you think ‘wonderful’ and then about a year later you think ‘Wait a 

minute. We’re not doing that anymore’ so maybe it’s … we’re going to need a review 

or something.” (P4, school B).  

 

3.7 Discussion 

This study investigated the implementation of an intervention programme, devised by the 

researcher and educational psychologists. The purpose of the intervention was to support 

staff, in two schools, learn how to use relevant knowledge to plan actions, which support 

children and young people. The main aim was to reflect on the processes and outcomes of 

such an intervention, to inform future EP practice in building capacity within schools to 

support the transfer of training.  

 

The role of the coach, and the opportunity given to practice problem solving skills during the 

three sessions, were significant in supporting staff to follow the process with fidelity. This 

finding supports Joyce and Shower’s (2002) research, which highlight how these key 

components support training and subsequent implementation.  

 

Overall, staff perceived the structure and process of the group consultation to be 

constructive and positive, as it enabled them to work efficiently. In addition, the group 

consultation framework supported the two teams to build capacity through peer support. 

This enabled them to work collaboratively, by sharing ideas and responsibilities, in order to 

make decisions and plan actions. Some staff reported that these peer support factors, 

promoted their wellbeing, and enabled them to feel more motivated and confident in 

supporting students. Similarly, Kruger’s (1997) study demonstrated the significant role of 

social support on teaching assistants’ self efficacy in problem solving. Social support factors 

included reliable alliance (e.g. shared responsibilities), reassurance of worth (where staff 

skills are appreciated by others) and guidance. The benefits of the aforementioned 

outcomes (e.g. increased motivation) were demonstrated by Blume et al’s (2010) meta 

analytic review of transfer within the context of open skill training. They identified 

motivation and self efficacy to learn, as predictors for transfer and decision making. 
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Research also suggests that systems which review or evaluate knowledge or skill use within 

the workplace, are significant in supporting implementation (Fixsen et al., 2009; Graham et 

al., 2006). The use of a plan-do-review approach during the intervention, gave staff the 

opportunity to reflect on the effectiveness of their actions, resulting in the planning of 

further actions. Staff were also prompted to implement actions which had not been applied. 

Following the programme, management in both schools reflected on their own roles. Both 

recognised the importance of providing school staff with opportunities to practice, monitor 

and review skills and strategies acquired through training.  

 

In post programme interviews, staff in school A reported that they felt the MAARG refresher 

was rushed. This unfavourable reaction (Kirkpatrick, 1967) could reflect a need to develop 

the content, design and delivery of the MAARG refresher itself. Alternatively, school A’s 

response could have been due to their lack of readiness for the session - staff had not 

completed the pre training task prior to the refresher. This highlights the potentially 

important role of administrative support systems in the delivery and implementation of 

training (Fixsen, et al., 2009). Interestingly, the MAARG refresher did influence this school to 

develop a provision map for vulnerable learners. This suggests that despite their 

unfavourable reactions to this element of the programme, staff believed the MAARG 

refresher to have utility.  

 

During the group consultation process, few members of staff made explicit reference to 

research knowledge learned through the MAARG training. Instead, staff predominantly 

applied local knowledge when problem solving. This finding supports Knowles’ (2012) adult 

learning theory, which highlights the significant role of prior experiences on adults’ learning 

experiences. Despite this, some of ideas raised by staff could be linked to theory. For 

example, when staff were exploring problem dimensions, they discussed one case of a 

student who was not engaging in class. They hypothesised that, amongst other possibilities, 

the student may have had a fear of failure. This idea could be linked to attachment theory 

(Bombèr, 2007), and therefore it could be suggested that knowledge acquired through 

training did inform staff’s ideas. Without explicit reference to the research or theory 

however, it is difficult to determine whether these ideas were actually informed by the 
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training, or through other experiences e.g. from working directly with students or from 

working with colleagues.   

 

It is interesting to note the differing outcomes, reported by staff, following the programme. 

School A, considered the group consultation framework to be a useful tool, which they 

would apply in response to a range of problems.  In addition, in response to the MAARG 

refresher, school A developed a provision map to support vulnerable learners within the 

school, which formed part of a whole school policy. School B continued to use the group 

consultation framework in team meetings, when discussing individual students. These 

different outcomes could be explained by the differing roles, capacities and priorities of the 

members of staff within each of the school teams. For example, school B staff consisted of a 

SENCO and Learning Support Assistants, who are responsible for supporting vulnerable 

students. It is not surprising therefore, that their application of the programme was aimed 

at individuals. Furthermore, managers in both schools influenced the aforementioned 

changes, demonstrating the importance and influence of management support systems 

(Fixsen et al., 2009). 

 

Overall perceived impact of the programme on pupils’ progress, was low. However, the 

outcomes were difficult for staff to determine, due to the short time interval between the 

intervention and the post-intervention measures. Some staff reported that any 

improvements for pupils with complex needs, as a result of training and subsequent 

changes, will only be measurable in the long term. Furthermore, even in cases when 

improvements were identified, staff could not be sure that these were a direct result of the 

training and changes implemented. Other variables such as the involvement of other 

professional agencies, could have affected outcomes.  

 

3.7.1 Methodological considerations 

A case study approach was adopted involving staff teams within two schools, to gather data 

which was contextually based.  Since staff were recruited on a voluntary basis, their views 

may not be representative e.g. may only reflect the views of school staff who consider this 

area to be significant and relevant to their roles.   
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In order to develop a robust intervention, the researcher worked collaboratively with three 

EPs, to plan and deliver the programme. As the researcher also took on the role of 

participant observer, it must be acknowledged that they may have affected staff responses 

in some way, e.g. social desirability bias (Robson, 2002). Efforts to encourage honest 

responses were made – participants were informed that the findings of the research would 

have implications for practice within the EPS, and as such, open and honest reflections of 

experiences were essential.  

 

A range of methods was used to collect data to add rigour to the process. However, there 

were some issues with the ways in which data was collected. Written minutes during 

intervention sessions did not allow for all information shared during sessions to be 

captured, and relied on the researcher and participants to accurately summarise and record 

key points. This method of data collection was subjective, and relied on the trustworthiness 

of participants. In addition, the study would have benefited from inter-observer agreement 

procedures (Robson, 2002), although this would have been difficult to coordinate. However, 

the pilot carried out prior to the intervention, enabled the researcher to practice and reflect 

on this process of data collection.  

 

Analysis of data measuring the processes of the intervention (e.g. data obtained from 

written minutes of the sessions), were shared and examined by the researcher’s supervisor 

to assess inter-coder reliability. This involved communication via email, using track 

comment threads to discuss differences and possible codes and themes (see appendix 12). 

Due to time constraints, analysis of semi structured interview data was carried out 

independently by the researcher. This analysis would have benefitted from a test for inter-

rater reliability.  

 

As discussed above, there are many implications for future research, particularly relating to 

developing more robust methods for data collection. In addition, future research would 

benefit from exploring how school staff apply knowledge during problem solving, if taught 

(and specifically coached) to transfer training related knowledge, as opposed to being 

guided to follow the group consultation framework.  



72 

4 Research conclusions  

Paper 1 aimed to determine if (and how) staff changed their practice following the MAARG 

training. In addition, it examined staff’s views on supportive factors and barriers to training 

implementation. A key finding showed that for many staff, the training influenced their 

attitudes and conceptual understanding of children’s behaviour. Since participating in the 

training however, few staff reported that they applied the principles learnt, to make 

changes within their practice. Many also reported to have forgotten the training. The paper 

identified a range of factors affecting staff’s transfer climates, which supported existing 

findings in training transfer research. The need to address these factors, to create 

supportive transfer climates within schools was highlighted. This suggested several courses 

of action for paper 2 of the research.  

  

Paper 2 aimed to support staff to apply knowledge learnt through training, to solve 

problems, make decisions and plan support for students. Informed by paper 1 findings, an 

intervention programme was designed, targeting school staff, and subsequently evaluated. 

Process and outcome evaluations following the intervention, revealed that staff benefitted 

from the group consultation framework. It enabled them to plan and implement actions, 

targeting support for students. However, decisions made were influenced predominantly by 

practical and experiential knowledge, therefore the intervention failed to support staff to 

explicitly apply theoretical knowledge acquired in training. That is not to say however, that 

the training was entirely ineffective as practical knowledge could have still been informed by 

the research.  

 

5 Future implications for EP practice 

The research findings suggest that imposing theoretical knowledge, through INSET, can have 

a limited impact on facilitating change in practice. Instead, supporting schools to build 

capacity through structured systems which enable peer support, and opportunities to apply 

experiential and practical knowledge to solve problems, can enable change. However, as 

shown in paper 1, the contribution of theoretical knowledge, remains significant in 

establishing positive and alternative attitudes towards challenging behaviour. It could be 

argued that without understanding of these theories, staff’s ideas could reflect a limited, 
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within-child view of behaviour, as opposed to a more ecological view (Bronfenbrenner, 

1994). From this, it is clear that both the training and the group consultation contributed to 

staff development; despite being at varying levels of outcomes. As such, in order to achieve 

behaviour change within practice, it is vital that EPs work with school staff beyond INSET. In 

addition, it is important to make staff aware of the different objectives and varying levels of 

intended outcomes. By doing so, schools/staff will be better able to plan appropriate 

continuing professional development (CPD). 

 

To maximise the utility of open skill design training, such as the MAARG training, staff roles 

and working contexts should be considered. In other words, training should be tailored to its 

audience. Furthermore, in order to implement change, beyond the conceptual level, EPs 

should work closely with managers, who can make a significant contribution to the creation 

of supportive transfer climates. EPs should also apply an implementation plan (devised in 

collaboration with schools), which goes beyond the initial training. This is to ensure that a 

wider strategy is in place to achieve desired outcomes. Providing implementation support is 

essential in order to deliver high quality and high value services to schools, which focus on 

facilitating positive change. 
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Appendix 1: Glossary of Terms 

 

Term* Explanation 

CAMHS  
(Child and Adolescent 
Mental Health Services) 

CAMHS are part of the National Health Service (NHS) and work to support 
and help young people and their families. The service specialise in 
providing help and treatment for children and young people aged 0-18 
years with emotional, behavioural and mental health difficulties. 

Closed skill design 
training 

Training which is directive and teaches the trainee knowledge and skills 
which can be directly applied within the workplace, is defined as a having 
a closed skill design. This type of training is structured and does not 
require the trainee to make decisions about how to adapt the knowledge 
and skills within context. An example of training which is closed skill is 
Precision Teaching.  

Coach The term ‘coach’ within this thesis refers to the role adopted by 
Educational Psychologists as part of the intervention within the second 
study. This role involves working together with school staff members who 
took a facilitators role during the group consultations, by offering them 
with support and guidance to facilitate the process with fidelity.  

Ecosysystemic An ecosystemic perspective of a situation or problem, considers the 
influencing and interacting factors in a range of environmental systems. 
These include the influences within a a child’s school, home and 
community.  These ideas derive from Bronfenbrenner’s (1979) ecological 
systems theory. 

Open skill design training Training which teaches learning principles, as opposed to specific skills or 
behaviours, is open skilled in design. This type of training requires the 
trainee to make decisions about whether to (and how to), apply the 
knowledge and skills taught, within the workplace. The MAARG training is 
an example of an open skill design training.  

PDR (Plan-Do-Review) A ‘Plan-Do-Review model’ is adopted by the Educational Psychology 
Service in which this research is based. The essential focus of this model 
involves a collaborative approach between the Educational Psychologist, 
school staff and parents, involving the stages of Planning, Doing and 
Reviewing:  

 Planning: involves exploring issues and drawing up an action plan 
with agreed outcomes. 

 Doing: involves implementing the intervention plan by those key 
individuals having agreed to participate. 

 Reviewing: establishes progress made towards the agreed 
outcomes.  It provides either an opportunity for a further 
intervention plan to be agreed or involvement to be discontinued.   

Perceived utility This term refers to the degree to which staff perceive training to be 
relevant and useful.  In order to perceive the knowledge and skills 
acquired through training to have utility, it will need to support work 
performance and outcomes.  

SA (School Action) The Special Educational Needs Code of Practice (2001), states that 
children’s needs should be met using a graduated response. The first 
stage is School Action (SA), which requires the school to make adaptations 
to the provision provided within school, to meet a child’s additional 
needs.  
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Appendix 2: Literature Review  

This literature review has been marked and examined separately from the examination of 
this thesis. It is appended here for completeness and to give coherence to the whole thesis.  

 
 

Implementing Change in Practice Following Staff In-Service Training on 

Attachment and Resilience: An Action Research Study 

 

Introduction 

A considerable amount of money, time and effort is spent on In-Service Training (INSET) in 

schools, as a method for continuing professional development for staff. The effectiveness of 

such training interventions, is mainly evaluated in terms of the programme itself and less 

attention is paid to how the core components from the training are implemented in practice 

(English, 1995; Veenman, Van Tulder, & Voeten, 1994). Growing fields of research known as 

implementation science and knowledge translation explore a range of components which 

support the implementation of training and evidence based interventions (Fixsen, Naoom, 

Blase, Friedman, & Wallace, 2005; Straus, Tetroe, & Graham, 2009). Whilst these areas of 

research have focused on staff performance as a component of implementation, there is 

little research investigating how changes in staff performance relate to student outcomes. 

An Educational Psychology Service (EPS) deliver attachment and resilience training 

(called MAARG training) to school staff across the county. The present study aims to explore 

effective ways of implementing the knowledge gained from this training to staff’s practice 

with children and young people. Implications for this delivery model of training within the 

service, as well as the role of Educational Psychologists (EPs) when working at group and 

organisational levels will also be explored.  
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The following review of the literature draws upon existing research on the impact of 

INSET and different conceptual models of implementation, which can be examined within 

the context of staff development through INSET.   

An initial search was made for published journal articles, journal editions; doctoral 

theses and books in each of the related areas of INSET, its impact and implementation. Sub-

searches were carried out from the references listed in key sources which appeared 

frequently and from the most recently published work in the areas of interest.  Searches 

were made using EBSCO, Science Direct, PsychInfo and Google Scholar using combinations 

of the following keywords and search terms: INSET, implementation science, knowledge 

translation, knowledge transference, knowledge to action theory, impact of INSET on 

behaviour/change/outcomes, transfer of learning, and the role of the EP. Other approaches 

to searching literature included contacting authors directly e.g. Dean Fixsen, who has 

published work through the National Implementation Research Network Group (NIRN, 

2008). 

 

The Impact of In-Service Training (INSET)  

Delivering INSET for staff in schools is one way in which Educational Psychologists work at 

an organisational level with schools (Cameron, 2006; Farrell et al., 2006).  The purpose of 

INSET is to develop knowledge and skills which can be transferred to their practice 

(Henderson, 1978). 

Evaluation of INSET has become customary in the UK, to determine how 

participating staff perceive the effectiveness of its delivery, content and application in 
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practice.  Methods that have been typically used to gather this information include the use 

of self evaluations, questionnaires and attitude measures (Burgess, 1993; Henderson, 1978).  

Much research and literature has demonstrated changes in teachers’ attitudes, self 

efficacy, confidence and motivation following INSET (Avramidis, Bayliss, & Burden, 2000; 

Avramidis & Norwich, 2002; Chazan, 1994; Fallon, Woods, & Rooney, 2010; Guskey, 1988; 

Sari, 2007). With regard to many of these studies, they provide limited evidence of the 

impact of INSET on staff’s actual behaviour and changes to their practice. The assumption 

that changes in attitudes will lead to behaviour change has been criticised by many (Ajzen, 

1991; Guskey, 1989, 2002; Kennedy & Kennedy, 1996). 

Ajzen (1991) describes a theory of planned behaviour which distinguishes attitudes 

from behavioural intentions. According to this theory, our attitudes (and beliefs), subjective 

norms (what we believe is acceptable/supported by significant others) and perceived 

behavioural control (how much we believe we can influence/control a situation) are key 

factors that influence our intentions and are therefore predictive factors of our behaviour. 

Kennedy and Kennedy (1996) explore this theory of planned behaviour in the 

context of teachers’ attitudes and the implementation of change. Using these ideas, we will 

explore the theory within the context of the MAARG training delivered to school staff in the 

county. Assuming that the MAARG training alters staff’s attitudes (e.g. about challenging 

behaviour), other factors such as perceived behavioural control (e.g. the degree to which 

one may have influence over a school’s behaviour policy) and subjective norms (e.g. the 

accepted/traditional approach to managing behaviour by colleagues) can act as barriers for 

that individual to form behavioural intentions that are consistent with their attitude. This 

example illustrates some of the complexities that exist within school systems that could 

influence the change process.  
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In support of this notion of change as a complex process, Georgiades and Phillimore 

(1975) highlight the influences of factors within the systems and organisation of schools, 

which affect the change process. Georgiades and Phillimore (1975) argue that the use of 

training as a strategy for change is a psychological fallacy as this approach assumes that 

training individuals can help to change an organisation. They argue that behaviour change is 

influenced and shaped by the ethos and relationships that exist within organisations – 

therefore to train individuals within an organisation carries the myth that these individuals 

will be able to implement change themselves and with others.   

Over the years, there has been an enormous body of research and literature which 

has explored effective approaches to delivering in-service training in schools (Bradley, 

Conner, & Southworth, 1994; Easen, 1985; English, 1995; Huberman & Guskey, 1995; Joyce 

& Showers, 1995, 2002; Lamb, 1995). Some of the most commonly cited authors in this field 

are Joyce and Showers (1995, 2002) – their books discuss a wealth of research on factors 

influencing INSET delivery and outcomes. Some of these factors include the duration of 

training, types of training activities, staff experiences and attitudes. Joyce and Showers 

(2002) distinguish between different training designs, according to their purposes. Training 

programmes which aim to provide knowledge, theory and understanding, have a purpose to 

raise awareness. However, training which aims to develop skills within the particular context 

of the programme, has behaviour change and implementation as its aim.  Given these 

different training designs, Henderson (1978) would argue that the purpose of all INSET is 

‘exclusively or primarily, to improve professional performance’ (p. 14). According to Joyce 

and Showers (2002), in order to improve and change practice through effective training, 

four key components must be utilised within the process. These components are: 

exploration of knowledge and theory, modelling and demonstration of new skills, 
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opportunities to practice and peer coaching. Joyce and Showers (2002) argue that INSET 

used alone faces many challenges in creating behaviour change in practice.  There is limited 

research investigating changes in behaviour following INSET – and thus the following section 

will draw upon studies relating to behaviour change following INSET in order to further 

understand the factors influencing the transfer of training.   

 

Behaviour change following INSET 

An attempt to explore the impact of INSET on teachers’ behaviour was made by Veenman, 

Van Tulder and Voeten (1994). Using questionnaires and interviews, Veenman et al (1994) 

explored the influence of  different features of INSET programmes (e.g. duration of INSET, 

use of theory, demonstration and practice, teachers’ degree of satisfaction of the INSET), 

school characteristics (e.g. number of pupils in school, level of experience of staff) , 

implementation characteristics (e.g. available support materials, support within school, 

action plan for change) and types of INSET activities (e.g. individual based and school based 

INSET) on teachers’ behaviour. Teachers’ behaviour was measured in terms of levels of 

impact within the context of the classroom, the school and their general utilisation of 

knowledge and skills acquired.  

Veenman et al (1994) found that features of INSET programmes and implementation 

characteristics were particularly significant variables relating to the three levels of impact. 

Furthermore, the degree to which training features incorporated the components 

recommended by Joyce and Showers (2002) were positively related to the impact variables. 

In terms of implementation characteristics, classroom impact and knowledge-use impact 

were influenced by the degree to which staff reflected and shared information related to 

the training with colleagues.   
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Veenman et al (1994) offer insight into a range of independent variables which can 

influence change following INSET. In particular, they contribute to an overlooked area of 

research, which  investigates the influence of implementation characteristics following 

INSET. The study highlights implications for INSET programme trainers and school principals 

(or headteachers) and their vital roles in facilitating the training transfer process.  

Although this study claims to explore the impact of INSET on teachers’ behaviour, 

the methods of interviews and questionnaires used limit the data they gathered to self 

report measures, which represent teachers’ subjective views about their own behaviour 

following INSET. Therefore findings from the study must be interpreted with caution, as self 

reports about behaviour change may present as more favourable, in order to achieve social 

desirability (Martella, Nelson, & Marchand-Martella, 1999). 

Another limitation of the study involves the sample used. Although a large sample 

(410 teachers and 204 principals), the study does not consider INSET experiences of other 

members of staff in schools such as teaching assistants. Moreover, in addition to the dated 

period of Veenman et al’s (1994) published paper, it appears that the research took place 

much earlier - as teachers and principals attended the INSET programmes between 1986 

and 1987. The authors do not make clear reference to the methods of the research with 

regard to these timescales, which can cause us to question the reliability of the research.  

Finally, it is important to note that the study took place in primary schools in the 

Netherlands, where the model of INSET for staff was organised on a voluntary basis through 

teacher education institutions.  The findings are therefore not entirely representative of the 

education system and practices in the UK.  

Despite these limitations, Veenman et al’s (1994) contributions are valuable, within 

an area where there seems to be a limited field of research. They introduce the notion of 
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more alterable variables  (e.g. features of INSET and implementation characteristics) and 

less alterable variables (e.g. school characteristics), to illustrate that professionals can 

influence change in many areas – not just within the delivery of the INSET itself.  

 

A study which also looked at changes in teachers’ behaviour following INSET was carried out 

by Leach and Conto (1999). Using more objective methods for measuring behaviour than 

Veenman et al (1994), Leech and Conto observed teachers before and after they attended 

INSET. Observations have their limitations as they provide a snap shot of the situation and 

environment with the observer potentially influencing the teacher’s behaviour. However, 

this approach is a more objective measure of behaviour than self report questionnaires 

which have been used most frequently in this field. 

Leach and Conto (1999) found temporary changes in teachers’ behaviour following 

INSET however; these changes were not sustained unless performance feedback was 

provided.  Their study highlights the importance for follow up work, and in particular, the 

role of performance feedback in order to sustain any changes to practice following INSET.    

With the studies described above and for many others exploring changes following 

INSET, the designs of INSET that have been explored relate to curriculum subjects (English, 

1995; Joyce & Showers, 2002; Veenman, et al., 1994). There is little research exploring 

changes following INSET which is designed to change practice by raising awareness of 

specific theories (e.g. attachment and resilience).  

In support of the studies explored above, many have argued that INSET alone does 

not change behaviour or professional performance (Fixsen, Blase, Naoom, & Wallace, 2009; 

Fixsen, et al., 2005; Joyce & Showers, 2002; Lamb, 1995; Leach & Conto, 1999). Despite the 

limited evidence of actual and sustained change in teachers’ behaviour and practice 
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following INSET when introduced in isolation, this approach is used widely by educational 

professionals and organisations (Farrell, et al., 2006; Kelly & Gray, 2000). 

The following section will outline the context of the MAARG INSET programme that 

is delivered to staff in schools across a county by Educational Psychologists. Following this, 

research and models exploring the implementation of this INSET will be discussed. 

 

The Multi Agency Attachment and Resilience Group Training (MAARG) 

An Educational Psychology Service (EPS) offer a training package to school staff on 

attachment and resilience (also known as the MAARG training). Three different levels of 

training are offered. In order to attend higher levels of training, staff need to have 

completed earlier levels. Due to changes in service delivery with commissioning services, 

schools are required to purchase a package of training through the EPS in order to attend 

the MAARG training. Of the three different levels of training on offer to schools, a smaller 

proportion of schools purchase the highest level (level 3) of training.  

Between September 2010 and July 2011, 201 members of staff attended level 1, 667 

attended level 2 and 108 members of staff attended level 3.  As level 2 of the MAARG model 

of training is the most prevalent within schools in the county, this model will be the focus in 

this study.   

Currently evaluations before and after training are carried out to assess staff 

perceptions of the effectiveness of the training, however there is little information about 

how/whether staff transfer the knowledge gained into their daily practice. Furthermore, 

exploration of whether the training has an impact on the vulnerable children and young 

people that staff work with is needed.   
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Level 2 MAARG training 

The main aims of the MAARG training are to: 

 Raise awareness about attachment and resilience theories.  

 Challenge staff’s attitudes about challenging behaviour and provide staff with 

alternative hypotheses for understanding behaviour. 

 Support staff to respond to individuals with attachment needs in order to help them 

to develop secure relationships and build resilience.  

 

The MAARG training design is in keeping with three of the four main training components 

identified by Joyce and Showers (2002). These components are outlined below within the 

context of the MAARG training.  

 

1. Opportunities to develop knowledge by exploring theories - The MAARG training is 

underpinned by the theories of attachment and resilience. The significance of these 

theories and their application in practice will now be explored.  

 

Attachment theory in practice 

Attachment theory was first introduced by Bowlby (1969, 1973) who stressed the 

importance of a child’s early experiences and relationships with their parent(s) or primary 

caregiver. Subsequently a considerable amount of literature has been published which 

illustrates how attachment principles (e.g. attunement and consistency of care) apply to, 

and influence developmental processes such as; development of the brain, self esteem, self 
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efficacy, personality, empathy, social competence, the ability to regulate emotions, to 

problem solve, and form positive relationships with others (Bombèr, 2007; Geddes, 2006; 

Hughes, 1997; Sroufe, 2005). The literature indicates that securely attached children are 

more likely to develop these attributes, which enable them to be more resilient.  

The school environment can provide positive experiences for vulnerable pupils and 

act as a secure base where secondary attachments can be formed with key adults (Gilligan, 

2000; Gilligan, 2007; Jackson & Martin, 1998; Riley, 2009).  Dent and Cameron (2003) argue 

that: 

 

‘What should not be overlooked also is the influence of the school context as a 

formative living and learning environment that has the potential to exert  major 

influences on the personal and social (as well as academic) development of a pupil’ 

(p. 11).  

 

Thus, to effectively support vulnerable pupils, it is crucial that attachment types and 

behaviours are understood and used to inform and guide school staff to respond 

appropriately to the needs of the children and to build positive relationships (Dent & 

Cameron, 2003; Egeland, Carlson, & Sroufe, 1993; Phillips, 2007).  

 

Resilience theory in practice 

Resilience has been given many definitions, one of which describes it as “good outcomes in 

spite of serious threats to adaptation or development” (Masten, 2001, p. 228). Although 

there are various definitions of resilience, a common theme in the literature is that in order 
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to be resilient, one needs to have had experiences of adversity or risk factors (Haggerty, 

Garmezy, & Rutter, 1996; Howard, Dryden, & Johnson, 1999). Risk factors refer to any 

event/s or processes that hinder one’s developmental pathway. For example, experiences of 

abuse, neglect, poverty, divorce, loss, bereavement or being in care can all be classed as risk 

factors, causing the child or young person to become vulnerable.  

The ability to bounce back, cope or be resilient despite experiencing adversity has 

been researched extensively for over 50 years, with a focus on investigating the protective 

factors and processes that are believed to play a supportive role in children’s adaptations 

and development (Dent & Cameron, 2003; Luthar, Cicchetti, & Becker, 2000; Masten, et al., 

1990).   

The contribution that schools can make to promote resilience in children and young 

people is recognised widely. Examples of protective factors which have been identified that 

can be promoted within the school environment include: literacy skills, friendships, hobbies, 

significant adults’ interest, secure attachments and activities to develop self esteem (Baker, 

Dilly, Aupperlee, & Patil, 2003; Dent & Cameron, 2003; Masten & Coatsworth, 1998; 

Morrison & Allen, 2007; Stewart, Sun, Patterson, Lemerle, & Hardie, 2004).  

Having a holistic view of a child and an awareness of the risk and protective factors 

around them, can allow school staff to recognise areas of vulnerabilities and plan 

appropriate support for that child to build their resilience (Henderson & Milstein, 2003). 

  

2. Demonstration and modelling of skills 

The MAARG training particularly draws upon the work of Daniel Hughes and the PLACE 

approach (Hughes, 1997, 2006). The PLACE approach is underpinned by attachment theory 
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principles (Playfulness, Love, Acceptance, Curiosity and Empathy), which provide certain 

principles to follow, rather than a defined set of instructions and strategies.   

Modelling of skills during the MAARG training involves the use of  role play which 

demonstrates examples of language and responses to situations, using the guiding principles 

of the PLACE approach. Teachers have been reported to value the contribution of practical 

strategies and tools during INSET (Lacey & Porter, 1998; Lamb, 1995). Although the PLACE 

approach offers guidelines, it relies on practitioners to select and use the principles they feel 

are most appropriate in a situation, rather than providing a tool or defined set of skills to 

follow. According to Joyce and Showers (2002), it is particularly essential that the following 

component (opportunities to practice) is available when new knowledge and skills are 

introduced. 

 

3. Opportunities to practice the skills 

Although the MAARG training provides staff with opportunities to practice some skills (e.g. 

use of scenarios and the resiliency checklist for pupils), the time in which they can do this is 

limited and outside of the context in which they would need to use them. Garet, Porter, 

Desimone, Birman and Yoon (2001) highlight the importance of time for professional 

development activities, in order to allow teachers to reflect and practice applying the 

content and skills within their working context.  As a result of its brief nature and out of 

context design and delivery, the MAARG training does appear to be limited in this respect. 
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4. Peer Coaching 

The fourth key component of training that is recommended by Joyce and Showers (2002) is 

the opportunity for peer coaching which the MAARG training model does not provide. There 

is a body of research which highlights the significance of coaching as a factor which 

facilitates the transfer of learning from the training context to practice (Joyce & Showers, 

2002; Kise, 2006; Olivero, Bane, & Kopelman, 1997). 

 

The Role of the Educational Psychologist (EP) in delivering INSET. 

A key dilemma that seems to exist is the lack of money and time from schools, to commit to 

longer term INSET and professional development activities for staff.  There is also an 

increasing pressure for Educational Psychologists to justify the decisions they make and 

demonstrate that their contribution has been effective in implementing change (DFE, 2011). 

As delivering training has been highlighted as one of their core functions (Scottish Executive, 

2002), it is essential that they continue to utilise psychological models, theories and 

frameworks to inform not only the content of the training, but the processes involved 

during implementation.  

The reconstructing educational psychology movement placed emphasis on EPs to 

utilise opportunities to work at group and organisational levels in order to increase the 

impact of their work (Gillham, 1978). Whilst delivering training to school staff demonstrates 

that EPs are working at this level, the impact of this work on children and young people is 

unclear, unless they follow up to support and monitor the implementation of the training in 

practice.  

The following sections will explore two specific models of implementation within the 

context of the MAARG training. Implications for the role of the EP in applying 
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implementation models when working with schools to develop professional practice will 

also be discussed.  

 

Core Implementation Components – A Conceptual Framework  

There has been an increasing interest in the field of implementation science across the 

world, particularly in the United States (NIRN, 2008). The interest is driven by the discovery 

of large gaps between knowledge (what we know) and practice (what we do about what we 

know) (Bero et al., 1998; Davis et al., 2003). Implementation science has been defined as: 

 

‘a specified set of activities designed to put into practice an activity or program of 

known dimensions. According to this definition, implementation processes are 

purposeful and are described in sufficient detail such that independent observers 

can detect the presence and strength of the “specific set of activities” related to 

implementation’ (Fixsen, et al., 2005, p. 5). 

 

Thus research on implementation predominantly looks at structured training programmes 

and evidence based interventions (Domitrovich et al., 2008; Fixsen, et al., 2005). Examples 

of such programmes would include social skills training, precision teaching and reading 

recovery (Roberts & Norwich, 2010; Shanahan & Barr, 1995).  

The purpose of studying the ‘science’ or process of implementation is primarily to 

ensure that effective outcomes are achieved. The State Implementation and Scaling-Up of 

Evidence-Based Practices Centre (SISEP, 2012) refer to a formula to demonstrate how this 

can be accomplished (see figure 1 below).   
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Figure 1: as cited in (SISEP, 2012). 

 

Therefore, in order to achieve positive outcomes for children, effective intervention and 

implementation need to occur. The multiplication sign in the formula represents that 

without one (effective intervention or effective implementation), positive outcomes cannot 

be achieved.  

Fixsen et al (2009) identify 7 core components which support the process of 

implementation (See Figure 2 below).  This model illustrates that the components are 

integrated and compensatory in nature. Therefore they recognise the limitations in applying 

all implementation components in actual practice, and suggest that application of some 

components could compensate for ones that are missing. 

Figure 2: ‘Core Components That Work Together to Implement and Sustain the Effective Use of 
Human Service Innovations Such as Evidence-Based Programs’ (as cited in Fixsen, et al., 2009, p. 
534). 
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MAARG training represents one of the core components (training) in Fixsen et al’s (2009) 

model.  As discussed earlier, many have argued that training alone does not support 

effective implementation (Adey & Hewitt, 2004; Fixsen, et al., 2009). Furthermore, the 

design of the MAARG training (to raise awareness) is believed to be less effective in terms of 

implementation than other forms of training such as structured and practical intervention 

programs (Fixsen, et al., 2005; Sterling-Turner, Watson, & Moore, 2002). 

Although this design of training is not what implementation science researchers 

would advocate (as it is not a structured, evidence based intervention), the content is 

informed by theory and research. Furthermore, this design of INSET is widely used and 

delivered in the county, as well as in other Educational Psychology Services across the UK. 

Exploring how the knowledge gained from this type of training can be transferred to 

improve and change practice is an area that needs further exploration.  

The following sections will look at each of the remaining 6 implementation 

components identified in Fixsen et al’s (2009) model. Relevant research and literature 

relating to the role of the EP will also be explored within each component.  

 

Consultation and Coaching: Consultation has been identified as one of the core functions of 

an EP (Boyle & Lauchlan, 2009; Scottish Executive, 2002). This process of collaborative 

problem solving can be applied across all levels of EP work (individual, group and 

organisational levels) and “when consultation works as it is intended, a greater capacity 

develops in the system for developing solutions” (Wagner, 2000, p. 12). This process can 

allow EPs to guide others working directly with children, in becoming more aware of the 

protective factors of resilience, whilst empowering them to apply what they have learnt 

through training and find their own solutions to the problem. In addition, consultation can 
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inform the process of Personal Education Plans for identified vulnerable pupils in schools 

(Dent & Cameron, 2003).  

As discussed earlier, there is a body of research which shows that coaching in 

addition to INSET supports implementation (Gray, 2006; Joyce & Showers, 2002; Olivero, et 

al., 1997). Furthermore, research has shown positive outcomes for both teachers and 

students when coaching support has been available for teachers (Cantrell & Hughes, 2008; 

Kohler, Crilley, Shearer, & Good, 1997; Ross, 1992). Poulou (2005) identifies the significant 

contribution that EPs can make by working collaboratively with teachers to develop their 

knowledge, practice, skills and efficacy to support the wellbeing of pupils.  

A challenge of applying consultation and coaching in practice is the vast level of 

commitment it requires from school staff in terms of their time. The use of group models for 

problem solving e.g. Farouk’s (2004) group consultation process, may seem more 

appropriate in such situations, which can be facilitated by EPs. 

 

Staff Performance Evaluation: Fixsen et al (2009) refer to fidelity measures as a way of 

measuring staff performance following training. Fidelity measures consist of three main 

components: context (pre-requisite factors such as staff qualifications), compliance (the 

degree to which staff comply with the specified instructions/approaches from the training) 

and competence (the level of skill members of staff have to implement the training). In the 

context of the MAARG training, it would be difficult to obtain such fidelity measures to 

evaluate staff performance, as the training does not offer structured and specified skills and 

activities for staff to adhere to.  

According to Joyce and Showers (1995) monitoring or evaluating the implementation 

of training enables the ‘interpretation of their impact on students’ (p. 127). In order to do 
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this, they argue that we need to be clear about defining what we would like this change to 

look like. Therefore INSET which aims to raise awareness (as does the MAARG training), 

must be able to identify precisely what the purpose of raising awareness is and in what way 

raising awareness may enhance professional performance and student outcomes.  

One of the key aims of the MAARG training is to challenge the way staff attribute 

behaviour, by providing them with new knowledge which will allow them to make a range of 

hypotheses when trying to understand and respond to children’s behaviour. Therefore 

measuring staff attributions about challenging behaviour, for example using the Challenging 

Behaviour Attribution Scale (Hastings, 1997), can be a potential outcome measure for this 

particular aim. 

In addition to challenging staff attitudes, the MAARG training aims to provide staff 

with key principles (e.g. the PLACE approach) and frameworks (e.g. the resiliency matrix) 

which enables them to support vulnerable pupils in their schools. Measuring compliance of 

these principles and frameworks would require close monitoring and observation of staff. 

However in order to measure whether any changes have had an impact on pupils outcomes, 

alternative measures which explore the protective factors of resilience, would need to be 

explored. Such outcome measures within the context of MAARG will be explored in more 

detail later. A brief outline of the remaining four components will now be given, followed by 

more detailed reflections concerning the relevance and application of these components in 

practice.  

 

Decision Support Data System: This component incorporates the staff evaluation 

component, as it seeks to gather data related to outcome measures in order to inform 

decision making.  In a model of teacher change proposed by Guskey (2002), the importance 
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of evidencing pupils’ outcomes is highlighted, in order to support changes to staff’s 

attitudes and practice.  

 

Facilitative Administrative Supports: This component requires leadership and management 

of the implementation process. In order to facilitate administration, the decision makers of 

policies, structures and procedures in schools are required to manage, motivate and support 

staff to achieve the desired outcomes from the training/intervention.  

 

Systems Interventions: This component refers to the planning of strategies which consider 

external factors such as the availability of funding and resources, and the organisation of 

staff to support the implementation of the training. These factors are crucial for supporting 

staff in the setting, to provide them with appropriate working conditions that enable them 

to implement the training.    

 

Recruitment and Selection: The staff selection component in the model seeks to identify the 

best person/s to implement the intervention or training. According to this model, these 

decisions should be made before offering any training. As the MAARG training is applicable 

to and offered to all staff in schools, it is essential to clarify the different roles within the 

school and carefully select and allocate different responsibilities to members of staff to 

implement the training in practice. For example, teaching assistants (TAs) and mentors have 

different roles and responsibilities than class teachers within schools, and therefore the 

degree to which they can implement the MAARG training is likely to differ.  

Implementation science research refers to the role of purveyors, which refers to “an 

individual or group of individuals representing a program or practice who actively work to 
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implement that practice or program with fidelity and good effect” (Fixsen, et al., 2005, p. 

14). Within the organisation of schools, this purveyor role would require members of staff in 

positions of power such as the Special Educational Needs Coordinator (SENCO) and 

Headteacher, who are able to make decisions to support and maintain change. 

 

The former four components described (decision support data system, facilitative 

administrative supports, systems intervention and recruitment and selection) are 

organisational level implementation components (Fixsen, et al., 2009), which require 

commitment and planning from the decision makers in an organisation. One of the unique 

contributions of the EP is their ability to use psychological problem solving frameworks 

which provide a holistic approach to solving complex problems across three different levels: 

the individual, group and organisational level (Boyle & Lauchlan, 2009; Cameron, 2006; 

Kelly, Woolfson, & Boyle, 2008; Woolfson, Whaling, Stewart, & Monsen, 2003), enabling 

them to contribute to organisational level problems. In order to support headteachers and 

SENCOs with the implementation of training, the EP can raise their awareness of these 

implementation components and support them to problem solve around these (e.g. by 

using psychological consultation and problem solving frameworks) to facilitate 

implementation.  

 

Knowledge Translation – A Conceptual Framework 

Similar to implementation science, the term knowledge translation refers to the process of 

‘putting knowledge into action’ (Straus et al., 2009, p. 165). A huge body of research into 

knowledge translation is prevailing in health care research which has played a significant 
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role in decision making for change (Davis, et al., 2003; Heyland, Cahill, & Dhaliwal, 2010; 

Sudsawad, 2007).   

Knowledge translation is underpinned by a range of theories, of which planned 

action theories are primarily referred to (Graham, Harrison, & Logan, 2005; Graham & 

Tetroe, 2007). Using the common features of planned action theories, Graham et al (2006) 

devised a conceptual framework to illustrate the knowledge to action process. Figure 3 

shows how this framework considers both knowledge creation and knowledge application 

as processes which contribute to the entire knowledge to action process. 

Figure 3: The knowledge-to-action process (as cited in I. D. Graham, et al., 2006, p. 19). 

 

 

 

 

 

 

 

 

 

 

 

Knowledge creation consists of 3 stages; knowledge inquiry, knowledge synthesis and 

knowledge tools/materials. Graham et al (2006) refer to these 3 types of knowledge as 

existing in a funnel, which become more refined, useful and relevant for the user at the 

bottom of the funnel. The knowledge creation process and these knowledge types are 
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referred to in the context of health care knowledge and therefore the nature of knowledge 

is considerably different from knowledge in education. However, the idea of refining 

knowledge to make it relevant and applicable for the users, demonstrates a pragmatic 

approach to knowledge creation, which teachers have reported to value in INSET (Joyce & 

Showers, 2002; Lacey & Porter, 1998). Therefore whilst there are differences between the 

nature of knowledge in the health care profession and in education, there are pertinent 

features of the knowledge translation process, which can support decision making and the 

implementation of knowledge following educational training.  

 

Knowledge Application (ACTION) consists of 7 stages which are all informed by planned 

action theories. These sequential and simultaneous stages can be seen in Figure 3. Once 

school staff have attended the MAARG training, there is no further involvement from the 

Educational Psychology Service to support the implementation of the knowledge learnt, into 

practice. The following sections will draw upon the 7 stages of the knowledge application 

process, and explore how EPs can support school staff to implement the knowledge they 

have learnt through the training to their practice.  

As briefly mentioned earlier, EPs draw upon psychological models for problem 

solving – these provide a framework which help to clarify the problem, explore hypotheses 

and to work with others to find solutions (Kelly, Woolfson, & Boyle, 2008). Examples of such 

frameworks include the Interactive Factors Framework (Fredrickson & Cline, 2002), Monson 

et al’s Problem Solving Framework (Monsen, Graham, Frederickson, & Cameron, 1998) and 

the Integrated Framework (Woolfson, Whaling, Stewart, & Monsen, 2003). The Integrated 

Framework (Woolfson, et al., 2003) in particular can be a useful model, as it considers the 

views of other people involved and the wider, interdisciplinary systems. Using these 
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frameworks alongside consultation, the EP can work with others to identify the problems, 

review and select the relevant knowledge from the MAARG training and adapt the 

knowledge to the context of the school and individual pupils.   

This consultation process can also provide staff with opportunities to voice their 

concerns or perceived barriers to implementing the knowledge, giving them the ownership 

of the problem and implementation process. As stated by Wagner (Wagner, 2000), 

consultation  

 

‘aims to bring about difference at the level of the individual child, the group/class or 

the organisational/whole-school level. It involves a process in which concerns are 

raised, and a collaborative and recursive process is initiated that combines joint 

exploration, assessment, intervention and review’ (p. 11). 

 

Therefore, through this process of collaborative problem solving, actions are agreed 

between members present, which form the intervention. These actions are monitored and 

reviewed as part of a plan-do-review cycle. As part of the review process, progress and 

outcomes can be evaluated. In addition, EPs can use processes such as Target-Monitor-

Evaluate and Goal Attainment Scaling with schools to plan, monitor and evaluate outcomes 

(Dunsmuir, Brown, Iyadurai, & Monsen, 2009). As described in Fixsen et al’s (2009) model, 

the organisational level components are crucial for sustaining implementation, and 

therefore systems which monitor knowledge use/implementation need to be in place.  

In addition to monitoring knowledge use or staff performance, desired outcomes for 

pupils need to be clarified during the consultation process and evaluated in the review. 

These outcomes would need to be associated with the training knowledge that staff have 
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agreed to apply in their practice. Within the context of the MAARG training for example, the 

following outcome measures shown in table 1 may be applicable.  

 

Table 1:  Desired outcomes for pupils following the MAARG training and possible outcome 

measures 

Desired outcomes for pupils Possible outcome measure 

Reduction in number of: 

 Exclusions 

 Time outs 

 Detentions 

 Incidents 

 School records 

Formation of: 

 Secondary attachments 

 Positive relationships with 
others 

 Observation 

 Gathering pupil’s views  

 Student and school 
relationships (Libbey, 
2004).  

Increased resilience  Evidence of success in 
developing protective 
factors (e.g. as presented 
in the resiliency matrix).  

 The Resiliency Scale for 
Children and Adolescents 
(RSCA) (Prince-Embury, 
2007).  

 

In addition to supporting schools to plan, implement and monitor the knowledge 

translation/implementation process following INSET, the EP can work with staff in schools to 

build capacity, systems and structures which allow them to continue to apply frameworks of 

problem solving and thus, continue to sustain the knowledge gained from the INSET.  

Examples of such work include the development of Staff Sharing Schemes (Gill & Monsen, 

1996) and teacher support teams (Norwich & Daniels, 1997) in schools.  
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Reflections of the Models and Implications for Practice 

The two models discussed offer alternative approaches to supporting the implementation of 

INSET in practice. They expand from Joyce and Shower’s (2002) proposed four components 

of effective training and emphasise the influence of organisational level factors on 

implementation, which can often be overlooked (Georgiades & Phillimore, 1975).  

A strength in Fixsen et al’s (2009) model, is its flexibility due to the compensatory 

nature of the implementation components.  The model acknowledges constraints in actual 

practice and therefore the challenges faced with implementation. Graham et al (2006) also 

recognise the complexities within the knowledge to action process, and consequently, 

accepts that stages within the knowledge to action cycle can ‘occur sequentially or 

simultaneously, and the knowledge phases may influence the action phases’ (p. 18). 

Other strengths of the two models are that they are both supported by well 

established theories (e.g. planned action theories, theory of planned behaviour and theories 

of change) and a body of empirical research (Fixsen, et al., 2005;  Graham & Tetroe, 2007). 

Although these models originated in differing disciplines (e.g. in health care and clinical 

evidence based practices), there is much that can be applied and learnt from these within 

the context of education and professional development (Domitrovich, et al., 2008). 

Both Fixsen et al’s (2009) and Graham et al’s (2006) models have a positivist view by 

searching for the implementation of scientific and evidence based programmes and 

interventions. Therefore INSET programmes such as the MAARG training are not directly 

applicable to the models. However whilst knowledge, policies and practice in health care 

and clinical settings adhere to this positivist position, the context and purpose of 

professional development within education is concerned with the interpretation and 

understanding of knowledge in order to inform action. World truths within this context 
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therefore consider both realist and relativist notions, and thus fit within a pragmatist 

orientation.  

The role of the EP in supporting the implementation of INSET has not been 

investigated; however their significant contribution in providing support following training 

has been recognised (Cameron & Monsen, 1998; Lacey & Porter, 1998). Future research 

exploring the effectiveness of implementation models following INSET would contribute to 

the developing role of educational psychologists, and the degree to which they work at an 

organisational level.     

The contribution EPs can make in research to develop practice is yet another core 

function of their role (Farrell, et al., 2006). The Educational Psychology Service in which this 

research is based, follow a plan-do-review model of service delivery – a process similar to 

the action research cycle (Kemmis, 2007) which could be applied to their work beyond the 

individual level of casework, and to group and organisational level issues such as the 

implementation of training in practice.  

It is vital that EPs continue to apply research and problem solving frameworks which 

are underpinned by psychological theory, to inform their actions. The Constructionist Model 

of Informed and Reasoned Action (COMOIRA; Gameson & Rhydderch, 2008) in particular, 

emphasises the need to make explicit reference to the psychology and evidence which 

relates to decision making. The application of implementation frameworks and processes is 

therefore pivotal to ensure that decision making specifically considers planned change.   

 

6537 words 
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Appendix 3: Overview of research design stages and methods   

 

 Paper 1 Paper 2 

Research 
aims: 

 Determine if (and how) teachers 
have changed their practice 
following the MAARG training. 

 Identify what the supporting factors 
and barriers are perceived to be 
relevant to implementing or 
transferring the knowledge gained 
from the MAARG training, in their 
daily practice with children and 
young people.    

 To develop a programme which will further support staff to apply 
(or transfer) relevant knowledge learnt through training, to solve 
real life problems in their work. 

 To evaluate the processes of the programme of support, in terms 
of the fidelity of implementation, knowledge use, staff 
engagement and method acceptability. 

 To evaluate the effectiveness of the programme of support, in 
terms of immediate outcomes. 

Action 
research 

cycle stages: 
Evaluation stage 

Reflection 
stage 

Reflection 
stage 

Re-
planning 

Action stage Evaluation stage 

 
Methods 
used to 

collect data: 

Stage 1: 
 

Questionnaires 

Stage 2: 
 

Focus 
groups 

    Intervention 
minutes 

 Session 
observations 

 End of 
programme 
questionnaire 

 Semi 
structured 
interviews 

Stages 
reflected in 

papers: 

Methods and 
results 

Methods 
and 

results 

Results 
and 

discussion 

Review of 
literature 

 
Planning 

intervention 

Methods 
 

 

3 session 
intervention 

Results and 
discussion 

Time line 
 
 
 

January-March 
2012 

April-July 
2012 

July-Sept 
2012 

Aug-Nov 2012 Nov-Dec 2012 Dec 2012-Feb 2013 
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Appendix 4:  Email/letter to Headteachers and Special Educational Needs Coordinators  

Multi Agency Attachment and Resilience Group (MAARG) training 
A Research Project and Opportunity to Extend Learning and Implementation 

 
Dear XXXX 

I am currently working on an exciting research project which you may find interesting and useful. 

The research involves a number of XXXX schools and staff who attended the Multi Agency 

Attachment and Resilience Group (MAARG) training between September 2008 and July 2011.  

The project will explore how school staff feel that they have changed their practice following their 

attendance to the MAARG training and gather their views about what they feel would support them 

further. It will also explore whether the training has been useful for achieving better outcomes for 

children and young people.  

My role as a Trainee Educational Psychologist working with XXX Educational Psychology Service 

involves carrying out this research project which explores ways of developing practice, providing 

opportunities for me to work more closely with staff to further implement the training to their daily 

practice with children and young people.  

The main aim of the research is to explore how Educational Psychologists can work to better 

support school staff to implement what they learn in this training, to their daily practice.  

The research project consists of 2 phases, in which require 3 different levels of staff involvement. 

Staff participation in this research is entirely voluntary at each of these levels, however the greater 

the level of participation, the better the quality of the research and implications for developing 

practice.   

Please see the table on the next page, which outlines the design of the study and the involvement 

that would be required from staff at each level.  

I would be very grateful for your cooperation and participation in this project and hope you see the 

value in this piece of research.  

If you are happy for me to contact staff in the school to introduce the project and invite them to 

participate, please could you respond to me using the contact details provided below. If you wish to 

learn more about the project or discuss this further, please do get in contact.  

I hope to hear from you soon. 

Many thanks and best wishes 

Shin Patel 
Trainee Educational Psychologist 
XXX Educational Psychology Service 
University of Exeter  

Email: SPatel@XXX.gov.uk or sp368@exeter.ac.uk 
Telephone: XXX XX  (XX Educational Psychology Service) or XXXX (work mobile number) 

 

mailto:SPatel@XXX.gov.uk
mailto:sp368@exeter.ac.uk
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Outline of Action Research Project 

Phase 1 Phase 2 

1st  level of 

involvement 

2nd level of 

involvement 

3rd  level of involvement 

Staff to complete a 

short questionnaire 

Staff to take part in a 

focus group 

discussion with the 

researcher 

 This stage will involve sharing and reflecting the 
key themes from the staff questionnaires and 
interviews 

 An intervention will be developed which will 
involve working with school staff to further 
support the implementation of the training in 
practice, to support children and young people. 

 Evaluations of the intervention programme will 
be carried out.   

When?  
Feb/March 2012 
 
 
How long?  
Approximately 10-15 
minutes 

When? 
April/May/June 2012 
 
 
How long? 
No longer than 30 
minutes 

When? 
Starting in September 2012, until February/March 
2013 
 
How long? 
Approximately 4 meetings 
 

 
Shin Patel 

Trainee Educational Psychologist 
XXX Educational Psychology Service 

University of Exeter 
Email: SPatel@XXX.gov.uk or sp368@exeter.ac.uk 

Telephone: XXXX (XX Educational Psychology Service) or XXXX (work mobile number) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

mailto:SPatel@XXX.gov.uk
mailto:sp368@exeter.ac.uk
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Appendix 5:  Questionnaire questions and research questions  

 
 Research questions 

 

Questionnaire Question 

RQ1 
What aspects of 
the MAARG 
training do staff 
see as relevant, 
and try to apply 
within practice? 

RQ2 
What changes to 
their own practice 
do staff report 
following the 
MAARG training? 

RQ3 
What factors do 
staff perceive as 
supporting factors 
and barriers to 
implementation, 
following the 
MAARG training?  

RQ3 
How do staff 
describe the 
relevance and 
impact of the 
MAARG training in 
relation to 
individual pupils? 

Section 1 
Includes demographic questions e.g. 

name, gender, job title/role.  

    

Section 2     

1. To what degree do you feel you 
apply principles of attachment and 
resilience theories to your daily 
practice?  

*    

2. To what degree do you feel you 
have changed your ideas, interests 
and actions following the MAARG 
training?  

 *   

3. To what degree do you feel you 
have brought about change with 
others that you work with, to 
ideas, interests and actions 
following the MAARG training?  

 *   

4. To what degree did the MAARG 
training impact on your practice? 

 *   

5. What factors do you feel have 
helped or would help to change 
your practice following the 
MAARG training to further support 
vulnerable children and young 
people?  

  *  

6. Do you think that the MAARG 
training supported/contributed to 
making a positive difference for 
any children/pupils that you work 
with?  

a) Main concern/are of 
need 

b) Details about changes 
made to your ideas, 
interests and/or actions 
following MAARG training 

c) In what way did these 
changes make a positive 
difference for that 
child/pupil?  

 
 
 
 
 

  * 

 
 
 

  * 

 
 

 
*   

   * 
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Appendix 6:  Phase 1 Questionnaire  

 
Multi Agency Attachment and Resilience Group (MAARG) training 

A Research Project and Opportunity to Extend Learning and Implementation 
 

Hello my name is Shin Patel and I am a Trainee Educational Psychologist working on an exciting 

research project which you may find interesting and useful. The project involves a number of XXXX 

schools and staff who attended the Multi Agency Attachment and Resilience Group (MAARG) 

training between September 2008 and July 2011. 

The project aims to explore how you feel you have changed your practice following your attendance 

to the MAARG training and also what you feel would support you further in your role to support 

children and young people to achieve better outcomes.  

The main aim of the research is to explore how Educational Psychologists can work to better 
support school staff to implement what they learn in this training, to their daily practice. 
 
Your involvement in this research is entirely voluntary. It will be very helpful for the school and for 

XXX Educational Psychology Service if you are able to offer your time and support. I would 

appreciate it if you could offer no more than 15 minutes to complete the following questionnaire. 

Please read the following points before continuing:  

 The questionnaire responses will be kept completely confidential and anonymous 

(school/personal names will be coded to protect your anonymity).  

 You have the right to withdraw your involvement at any stage. Should you wish to withdraw 

your data following completion of the questionnaire, please contact me using the details 

below, and I will destroy any records/data collected.   

 If you wish to find out more information or ask any further questions about the research, 
please contact me using the details below. 

 

 
 
 
 
 
 
 
 
 
 
 

Shin Patel (Trainee Educational Psychologist) 
SPatel@XXXX.gov.uk or sp368@exeter.ac.uk 

XXXX (XX Educational Psychology Service) or XXXXX (work mobile) 

 

mailto:SPatel@XXXX.gov.uk
mailto:sp368@exeter.ac.uk
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Multi Agency Attachment and Resilience Group (MAARG) Training Questionnaire 

The MAARG training was delivered to you by Educational Psychologists who work for XXX 

Educational Psychology Service. The training involved exploring psychological theories of attachment 

and resilience, in order to help understand and respond to children’s behaviour and needs in 

different situations.  

I understand that it has been a while since you attended the training. Please note that the primary 

focus of this questionnaire is for you to reflect on your current practice, and then is to see whether 

you can make links to what you had learnt through the training.    

  Section 1: Background and Information 

1. Name (optional) ……………………… ………………………. 2. Gender (please circle):      Male/Female 

3. Job title/role in school: 
……………………………………… 

5. How much experience do you have working 
with children and young people? (Please state 
in months/years) 

…………………………………………………………………………. 

4. School name:  

……………………………………………………………………. 

6. Type of establishment   
(e.g. primary/secondary school) 
 
………………………………………………………………………… 

7. How old are the children/young people that you work to support? (please state their ages in years below) 

…………………………………………………………………………………………………………………………………………………………… 

8. Currently, how many children/young people do you work with that are identified as vulnerable (e.g. 
having Special Educational Needs (SA, SA+ or statement), have English as an additional language, 
experiencing loss/bereavement or any other crisis).  

Please state a precise or approximate number below for each category: 

Direct work with vulnerable pupils:  

………………………………… 

In contact with vulnerable pupils outside of direct 
teaching/work: 

…………………………………    

9. Have you attended any other relevant training in the past 12 months? (please circle)  YES/NO 

If YES, please can you complete the table below: 

Title of training Length/duration of 
training (e.g. hours/days) 

Timing of the training – 
e.g. did you get release 
time from your role to 

attend the training or did 
you attend a twighlight 

session? 

How were decisions 
made for you to attend 

the training? E.g. Did you 
volunteer/ seek the 

opportunity or was it a 
requirement? 
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10. Please list any other relevant training experience that you feel is relevant to supporting vulnerable 

children/young people: 

…………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………… 

 

11. a) Which of the training programs you have done have had the most impact on your practice? 

…………………………………………………………………………………………………………………………………………………………… 

b) and why?  

…………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………… 

 

 

Please turn the page for section 2 
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Section 2: Implementation of the MAARG Training.  

Please think about your practice and experiences in your setting now 

1. To what degree do you feel you apply principles of attachment and resilience theories to your daily 

practice? Please circle one number on the scale to rate your response.  

Not very applicable and relevant                                                                                                  Very applicable and 

relevant  

0                        1                        2                        3                        4                        5                         6                

2. Please explain why you have chosen this particular rating. 

………………………………………………………………………………………………………………………………………………………………………… 

………………………………………………………………………………………………………………………………………………………………………… 

………………………………………………………………………………………………………………………………………………………………………… 

3. To what degree do you feel you have changed your ideas, interests and actions following the MAARG 

training? Please circle one number on the scale to rate your response.   

  Not very much                                                                                                                                                              Very much  

                     0                         1                         2                         3                         4                         5                          6                

4. Please explain why you have chosen this particular rating. 

…………………………………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………………………………… 

5. To what degree do you feel you have brought about change with others that you work with, to ideas, 
interests and actions following the MAARG training? Please circle one number on the scale to rate your 
response.  

 
Not very much                                                                                                                                                              Very much  

0                         1                         2                         3                         4                         5                          6                

6. Please explain why you have chosen this particular rating. 

…………………………………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………………………………………………………………………… 
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7. To what degree did the MAARG training impact on your practice? 

  Not very much                                                                                                                                                              Very much  

                     0                         1                         2                         3                         4                         5                          6                

8. Please explain why you have chosen this particular rating. 

……………………………………………………………………………………………………………………………………………………………. 
 

……………………………………………………………………………………………………………………………………………………………. 
 
……………………………………………………………………………………………………………………………………………………………. 
 

 
9. Please think about your practice and experiences in your setting now.  

 What factors do you feel have helped OR would help to change your practice following the MAARG 
training to further support vulnerable children and young people? (E.g. discussions with and support from 
staff, time, resources). Be as specific as you can.  
 
Factors that have helped:  
 
……………………………………………………………………………………………………………………………………………………………. 
 
……………………………………………………………………………………………………………………………………………………………. 
 
……………………………………………………………………………………………………………………………………………………………. 

 
Factors that would help: 
 
……………………………………………………………………………………………………………………………………………………………. 
 
……………………………………………………………………………………………………………………………………………………………. 

 
…………………………………………………………………………………………………………………………………………………………… 

 

10. Do you think that the MAARG training supported/contributed to making a positive difference for any 

children/pupils that you work with? (please circle)  

YES/NO 
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If YES, please give details (without naming any child/young person).  

Age of 
child 

Main 
concern/area of 
need e.g. Social 
and emotional, 
language) 

Please give details about 
changes to your ideas, interests 
and/or actions following the 
MAARG training.  

In what way did these changes 
make a positive difference for 
that child/pupil? Please give 
details. 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

  

 

 

  

  

 

 

 

 

 

Please use separate sheet for more detail if needed. 

 

Please Turn Over…..  
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Thank you for your time and support in completing this questionnaire. 

The research project has two other stages. These involve:  

1. A focus group discussion (no longer than 30 minutes) – to gather more detailed views. This 

will take place in the summer term.  

2. Action research – this stage will involve working together to plan and implement an 

intervention to further support any identified vulnerable children and young people that 

you work with. This will take place from September 2012.    

I would be very grateful for your cooperation and participation in this project and hope you see the 
value in this piece of research.  

 
If you would like to participate further as part of this action research project, please read and 

complete this final section of the form.  

 I give my consent to participate in the FOCUS GROUP STAGE and/or ACTION RESEARCH 

STAGE of the study (please circle stage/s).  

 I understand that I have the right to withdraw my participation in the study or my data at 

any time. I have the researchers contact information, if I wish to withdraw.  

  I understand that all information gathered throughout the process will be kept anonymous 

and confidential – only Shin Patel (the researcher) will have access to the original data, 

which will be stored securely.  

 I understand that any information shared or reported will keep school, staff and children’s 

identities anonymous and confidential.   

 I understand that if I have any further queries about the research and my involvement, I can 

contact Shin Patel using the contact details that have been provided.  

 

Name: …………………………………… School: …………………………………. Role in school: ……………………. 

Email: ………………………………………. School Telephone number: ………………………… 

Pseudonym: (this is a coded name which will be used to protect your anonymity and to identify your 

data, if you wish to withdraw at any point in the study): …………………..................... Please mark this 

Pseudonym on your questionnaire response sheet. 

 

Thank you for your support and I look forward to working with you! 

Shin Patel (Trainee Educational Psychologist) 
SPatel@XXXX.gov.uk or sp368@exeter.ac.uk 

XXXXX (Educational Psychology Service) or XXXXX (work mobile) 
 

mailto:SPatel@XXXX.gov.uk
mailto:sp368@exeter.ac.uk


129 

Appendix 7:  Focus group interview schedule  

Focus group introduction – prompts for researcher 

 Purpose of this focus group is to gather more of your views about the implementation of the 

MAARG training.  

 The findings from this and the questionnaires will inform the work that we do together next 

term.  

 

o My role is to facilitate and guide the discussion today 

o Ask participants for consent to tape record discussion (they will have been informed about 

this prior to the focus group also) - so that I can focus on facilitating the discussion and look 

for themes later. Only I will have access to the tape recordings and once I have transcribed 

and analysed the data, the recording will be deleted.  

o No names will be used in any reports – it will be kept completely anonymous.  I have asked 

you to record your names on this sheet so that I can withdraw any of your data at a later 

stage if you wish to.  

o Focus group will be no longer than 30 mins 

o Structure – 5 key questions to explore. Questions in blue are probing Qs which are for me to 

draw upon to guide the discussion.   

 

Ground rules 

o One of the limitations of using focus groups to gather peoples views, is that it does not allow 

me to gather everyone’s views in as much detail as I would be able to if I met with you 

individually.  

o Each of you have a sheet to make notes – if you have any points/comment to contribute but 

have not had the chance to voice it during the discussion, please jot it down as all of your 

views are really valuable. 

o There are no right or wrong answers – only differing points of view. Please do share all of 

your thoughts – all ideas are valuable and valid.  

o Any information/details relating to specific students or individuals must remain anonymous 

and matters discussed relating to these must be kept confidential and follow the school’s 

policy and procedures.  

o I will leave my email address if any of you want to add any comments after this session or 

ask me any further questions. 

o Names – go around in circle for quick introductions.  

o First Q -  

 

 
 
 
 

 
 
 



130 

 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

1. What aspects of the MAARG training do you see as useable/applicable in practice? 

 

Sub Questions: 

 Can you think about how learning about attachment and resilience theory is relevant for supporting 

children and young people?  

 In what way is this knowledge (of attachment and resilience) relevant to the context of your school? 

 In what way is this knowledge (of attachment and resilience) applicable to different people in the 

school? 

 Does raising awareness of these issues promote practice/effect how you behave?  

 Can you give me an example?  

2. Can you think of any changes you have made individually, with others or as a school 

following the MAARG training? 

 

Sub Questions: 

 What affected your decision to make these changes? 

 Has it helped you to develop your practice? If so, how? 

 Can you give me an example of any changes?  

3. What supported you to implement what you 

learnt in the training, to your practice? 

 

Sub Questions: 

 How did you/and others do it? 

 What helped you to make changes? 

 What was the context?  

 Can you give me an example? 

 

 

4. What were the barriers to implementing what 

you learnt in the training, to your practice? 

 

Sub Questions: 

 What made it difficult?  What inhibited you?  

 What have been the challenges to 

applying/implementing training in practice?  

 What has been the most challenging? 

 In a perfect world, what would good 

implementation of the training look like?   

 What might have made it possible?  

 What in school, could help staff and the school 

to implement the training to practice? 

5. Have you done any training that has made a difference?  

 

Sub Questions: 

 What was it about the training, the content, the context?  

 How do you know that it made a difference?  

Is there anything else you want to say about the MAARG training? 

Do you want to tell me anything else? 

If YES…. If NO…. 
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Focus Group – additional comments sheet 

Name: ………………………………………..   School: ………………………………………..    Date: ……………………………………….. 

Key Questions Additional thoughts/comments or notes to add 

1. What aspects of the MAARG 

training do you see as 

useable/applicable in practice? 

 

 

 
2. Can you think of any changes 

you have made individually, with 

others or as a school following 

the MAARG training? 

 

 
3. What supported you to 

implement what you learnt in 

the training, to your practice? 

 

 
4. What were the barriers to 

implementing what you learnt in 

the training, to your practice? 

 

 
5. Have you done any training that 

has made a difference?  

 

 

Any other comments - please use other side of page. 
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Appendix 8: Table illustrating the range of approaches used to collect questionnaire data 

 
The table below illustrates the range of approaches used to recruit participants and collect 
data using the questionnaire. The approach adopted was in response to the preference of 
the Headteacher/SENCO within each school.  

 

Approaches used for data 
collection 

Number of schools 
that agreed to take 

part in Phase 1 of the 
study  

Number of 
participants from 

schools who 
attended the 

MAARG training 

Total number of 
participant responses 

Administered by researcher 
during staff meeting 

4 schools n = 71 n = 43 

Emailed questionnaire to 
Headteacher/SENCO in each 
school who circulated to 
school staff  
 
(Questionnaires returned via 
email or in the post) 

8 schools 
 

n = 194 n = 6 
 
 

Administered by SENCO 
during staff meeting 

1 school n = 15 n = 9 

Posted questionnaires in staff 
pigeon holes 

1 school n = 60 n = 4 

TOTAL:  13 schools n = 340 n = 62 
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Appendix 9:  Certificate of ethical research approval from the University of Exeter 

 
 

 

 

Graduate School of Education 
Certificate of ethical research approval 

DISSERTATION/THESIS 

 

To activate this certificate you need to first sign it yourself, and then have it signed by your 

supervisor and finally by the Chair of the School’s Ethics Committee.   

For further information on ethical educational research access the guidelines on the BERA web site: 

http://www.bera.ac.uk/publications/guidelines/ and view the School’s statement on the GSE 

student access on-line documents.  

Your name: SHINEL PATEL   Your student no: 600039311 

Return address for this certificate:   

Degree/Programme of Study:    

DOCTORATE IN EDUCATIONAL CHILD AND COMMUNITY PSYCHOLOGY 

Project Supervisor(s):   BRAHM NORWICH and SHIRLEY LARKIN 

Your email address:        Tel: 
    
I hereby certify that I will abide by the details given overleaf and that I undertake in my 

dissertation / thesis (delete whichever is inappropriate) to respect the dignity and privacy of those 

participating in this research. 

I confirm that if my research should change radically, I will complete a further form. 

Signed:……………………………………………………………………..date:……………………….. 
 

NB  For Masters dissertations, which are marked blind, this first page must not be included in your 

work. It can be kept for your records.

STUDENT HIGHER-LEVEL RESEARCH 

DISSERTATION/THESIS 

http://www.bera.ac.uk/publications/guidelines/
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Certificate of ethical research approval 

Your student no: 600039311 

Title of your project: Implementing Change in Practice Following Staff INSET on Attachment and 

Resilience: An Action Research Study 

Brief description of your research project:    

X Educational Psychology Service (EPS) deliver attachment and resilience training (MAARG) to school 
staff across the county. The present study aims to explore effective ways of implementing the 
knowledge gained from this training to staffs’ practice with children and young people. The 
evaluation stages of the research will be used to highlight implications for the delivery model of 
training in X, as well as the role of Educational Psychologists (EPs). 

Give details of the participants in this research (giving ages of any children and/or young people 
involved):    

 The participants in this research are members of school staff who work in mainstream 
primary and secondary schools in the county, who have attended the Multi Agency 
Attachment and Resilience (MAARG) Training between September 2008 and July 2011.  
 

Give details (with special reference to any children or those with special needs) regarding the 
ethical issues of:  
 
The Code of Ethics and Conduct set out by the British Psychological Society (BPS, 2009), the British 
Educational Research Association (BERA, 2011) and the University of Exeter will be followed.  Issues 
regarding informed consent, anonymity and confidentiality will be carefully considered as detailed 
below.  
 

a) Informed consent:  Where children in schools are involved this includes both headteachers 
and parents).  Copy(ies) of your consent form(s) you will be using must accompany this 
document.   a blank consent form can be downloaded from the GSE student access on-line documents:   

 
Informed consent 

 Staff participation in this study is entirely voluntary during both stages 1 (questionnaires and 
focus groups) and stage 2 (reflecting, re-planning and action stages). The researcher will 
therefore take steps to ensure that participants are fully aware of the process of the research 
and their involvement. 
 

 Before school staff are approached, the researcher will contact Headteachers of schools whose 
staff have received the MAARG training, outlining the research and seeking consent to approach 
staff for their involvement (see Appendix A attached).   

 

 During stage 1 of the study, participants (school staff) will be presented with a consent form 
outlining the nature of the study, their role within this phase (completing a questionnaire) and 
information about their right to withdraw their participation or data during the study (see 
Appendix B attached). Following completion of the questionnaire, staff will be provided with a 
debrief, which will give further information about the study detailing the focus group phase and 
stage 2 of the research. An additional consent form will also be attached, should they wish to 
volunteer to continue their participation for this stage of the research (see Appendix C).    
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 All participants will be provided with contact information, if they wish to find out more about 
the study, ask questions, or withdraw their participation or data.   

b) anonymity and confidentiality  
 School, staff and child information will be anonymised and coded – therefore records of 

information gathered (e.g. through questionnaires, focus groups, interviews) will be kept where 
names will be matched to codes/numbers/pseudonyms. This is to protect the anonymity and 
confidentiality of all participants and to allow trace of the children, staff or school, if one wishes 
to withdraw from the research. This will also allow the researcher to make comparisons 
between data across the different research phases.  
 

 During phase 1 (questionnaires and focus groups) staff will be briefed that any children they 
refer to or discuss, will need to remain anonymous and be referred to as ‘child X’ or under coded 
pseudonyms.   
 

 All data reported will be fully anonymous - during the reflection stage in phase 2 of the study, 
findings and data that are reported from phase 1 will keep school, staff and child names 
anonymised.  

 

 Records of data gathered by the research including the questionnaires, meeting notes, and 
interview transcripts will keep school, staff and child information anonymised using 
pseudonyms. These will only be shared with two tutors from the University of Exeter who are 
supervising the researcher.    

 

 Confidentiality will only be breached if the researcher is concerned that there is a safeguarding 
issue. In order to follow appropriate safeguarding procedures, the researcher will need to be 
aware of the named safeguarding person in each school in addition to the safeguarding lead 
within the Educational Psychology Service.  

 

 School staff will be given a summary of the research and its findings at the end of the action 
research project – this summary will ensure that information remains anonymous.  
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Give details of the methods to be used for data collection and analysis and how you would ensure 
they do not cause any harm, detriment or unreasonable stress:    
 

Methods of Data 

Collection: 

Details of the methods to be used for data collection and analysis and how you would 

ensure they do not cause any harm, detriment or unreasonable stress: 

Questionnaires to 

staff 

 

 The researcher will read out the research brief to staff and provide them with a written 
copy for their information. The brief will outline the nature of the study, explain what the 
staff’s involvement will be at this stage and describe how the information will be used.  

 The following points will be explicitly outlined in the questionnaire brief: 
- Participation is voluntary and not obligatory  
- Data gathered will be kept confidential and anonymous – only the researcher will be 

able to view this information.  
- Participants views are important for this research – there are no right or wrong 

answers and staff should not feel obligated to respond in a way that is favourable to 
the training.  

- Any names or reference to children should be kept anonymous.  
- Staff have the right to withdraw their participation or data at any time during the 

process of the study. 
- Researcher contact information will be provided should any participants wish to find 

out more information, share any concerns or withdraw their participation.  

Focus groups/semi 
structured 
interviews with 
staff 

 

 Use of Dictaphone – researcher will explain to staff that this will help in gathering all 
information accurately; however staff will have the option to not be recorded if they are 
not comfortable with this. If staff choose not to use a Dictaphone during the interview, the 
researcher will explain that they will need to make notes during the interview to record the 
information. The researcher will ensure that they explain that all information from these 
interviews will be kept confidential and anonymous.  

 Sensitive questioning – interviewer to be aware of staff responses to the process and act 
accordingly e.g. if staff display distress, interviewer to give staff option to opt out/continue. 

 Explaining to staff that their identities and data will be kept anonymous and confidential.  

 Openness – ensuring that I communicate to staff that the key aim of the research is to 
work collaboratively with them to improve practice. There is no hidden agenda to gather 
evidence about the MAARG training.  

 If any issues are raised during the interviews which cause stress to any individual, a number 
of people (e.g. the researcher, senior member of staff) will be made available to offer 
support for that person. 

Action/intervention 
stage 
(with staff) 

 This stage will involve staff implementing the agreed actions.  

 The researcher and school staff will need to communicate with and inform parents/carers 
about the actions agreed if the actions relate to any specific and/or direct changes to the 
support that is provided for their child.  

 The researcher will need to ensure that they are easily available to staff during this period 
(e.g. via email or phone), if they have any problems during this stage.  

 The researcher will need to be open with staff that any conversations via phone/email or in 
person during this time, will need to be noted in the research diary.   

 Should any serious concerns be raised during this stage which is causing distress or harm to 
a member of staff or the child/young person involved, the researcher must act accordingly 
by revisiting the reflection, re-planning and action stages; by seeking supervision and 
support for making any decisions and reminding participants about their right to withdraw. 

A diary will be kept 

which will record 

 Ensuring that information about the full process of the action research study is made 
explicit to staff; detailing their involvement, the methods used to collect data and 
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information from 

meetings, email 

exchanges and 

telephone 

conversations with 

staff. 

approaches used to analyse and report findings. 
 

 Communicating to staff that they have the right to withdraw their involvement and/data 
from the study at any stage during the research process.  

 
 

 

Give details of any other ethical issues which may arise from this project (e.g. secure storage of 

videos/recorded interviews/photos/completed questionnaires or special arrangements made for 

participants with special needs etc.):    

 Records of data gathered such as the research diary, meeting notes, transcripts and audio 
recordings will be stored securely. All original information will be destroyed at the end of the 
study, or if participants withdraw their involvement in the study. 

 All personal information and data will be held only by the researcher – therefore no 
individual schools, staff or children will be identifiable except to the researcher.  

 Interviews will be recorded on a Dictaphone and be stored on a secure encrypted laptop by 
the researcher. Original recordings will be destroyed once the data has been transcribed – 
interview transcripts will also be stored securely. When the research has been completed, all 
transcripts, questionnaires will be destroyed.  

Give details of any exceptional factors, which may raise ethical issues (e.g. potential political or 
ideological conflicts which may pose danger or harm to participants):    

 As a Trainee Educational Psychologist (TEP) working with X Educational Psychology Service, it 
may be anticipated by participants that my views about the quality of the MAARG training 
are favourable. I will need to ensure that I communicate openly with participants about the 
nature of my dual role as a TEP and researcher, which is ultimately to focus on working 
collaboratively with school staff to evaluate practice in order to inform change.  

 It is also essential that I communicate openly with key colleagues who are involved in 
delivering the MAARG training in the County, about the nature and design of the study, my 
role as the researcher and how the findings will be reported. It is essential that the principles 
of anonymity and confidentiality are adhered to when reporting findings, and that this is 
shared with the service.  
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This form should now be printed out, signed by you on the first page and sent to your supervisor to 

sign. Your supervisor will forward this document to the School’s Research Support Office for the 

Chair of the School’s Ethics Committee to countersign.  A unique approval reference will be added 

and this certificate will be returned to you to be included at the back of your dissertation/thesis. 

 
N.B. You should not start the fieldwork part of the project until you have the signature of 
your supervisor 

 

 

This project has been approved for the period:                                     until:                                       

 

 

By (above mentioned supervisor’s signature):   ……………………………………………….…date:…………………………… 

 
N.B.  To Supervisor:   Please ensure that ethical issues are addressed annually in your report 
and if any changes in the research occur a further form is completed. 

 

 

GSE unique approval reference:………………………………………………. 

 

 

Signed:……………………………………………………………………..date:……………………….. 
Chair of the School’s Ethics Committee 
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Appendix 10:  Descriptive statistics and frequencies for Phase 1 questionnaire data  

 

Questionnaire Question  Research 
Q 

Mean Median Mode Range SD 

1. To what degree do you feel 
you apply principles of 
attachment and resilience 
theories to your daily practice? 

 1 3.73 4 5 5 1.494 

2. To what degree do you feel 
you have changed your ideas, 
interests and actions following 
the MAARG training?  

2 2.33 3 1, 2 and 
3 
 

5 1.504 

3. To what degree do you feel 
you have brought about 
change with others that you 
work with, to ideas, interests 
and actions following the 
MAARG training?  

2 2.04 2 2 5 1.361 

4. To what degree did the 
MAARG training impact on 
your practice? 

2 2.47  2 1 6 1.4937 

 
 

Questionnaire question 6: Do you think that the MAARG training 
supported/contributed to making a positive difference for any 
children/pupils that you work with? 

 Frequency Percentage 

Yes 35 74.5% 

No 12 25.5% 

Total 47 100% 
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Appendix 11:  Inter-rater reliability of coding for phase 1 questionnaire data 

This process was carried out with two coders. Both coders have previously completed an 
undergraduate degree in Psychology and have undertaken research within the field of 
psychology at this level. Each coder was provided with data sets relating to two of the 
questionnaire questions. In total, data for four of the questionnaire questions were checked 
using this process: 
1. To what degree do you feel you apply principles of attachment and resilience theories to your 

daily practice? 
2. To what degree do you feel you have changed your ideas, interests and actions following the 

MAARG training? 
3. What factors do you feel have helped OR would help to change your practice following the 

MAARG training to further support vulnerable children and young people?  
a. Factors that have helped 
b. Factors that would help 

 
Instructions and coding rules (rules were communicated in writing and verbally)  

 Please could you have a look at all the statements in the right hand column of the 
table and decide which code listed in the left hand column it best fits with.  

 Please either copy and paste the statements under each of the matching codes, or 
label each statement with the equivalent code number.  

 When looking through the statements, if there are parts of the statements which 
you feel fit into more than one code, please copy this into each of the codes or note 
each of the relevant code numbers next to each statement.  

 If there are parts of one statement which you feel fit into different codes, please split 
up the statement and note which part belongs to each code.  

 If you feel that a statement does not fit into any of the preset codes, please highlight 
these and offer any comments or alternative coding ideas.  
 

Resolving disagreement example: 

Questionnaire question: 
What factors do you feel would help to change your practice following the MAARG training to 
further support vulnerable children and young people?  
 
Original codes and numbers provided to coders: 

1. Blank/missing data  
2. Training for new/inexperienced  staff  
3. Further training/refresher  
4. Sharing of information about students  
5. Further opportunities to work with students 
6. Money/resources 
7. Evidence based practices and approaches  
8. Communication: time/opportunities to discuss students/problem and share ideas with 

others 
9. Support from external agencies/professionals 
10. Space/changes to physical environment/organisation in school 
11. Support for parents and families. 
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Resolving disagreement table:  
 

Disagreement/discrepancy  Key points raised to resolve disagreement and decision made 

‘more time to discuss very needy 
students’ 
 
Coded as 2 and 4.  
 

Resolved disagreement and coded as 4. 
 
It was agreed that discussing pupils was more about sharing 
information about pupils than reflecting particular training needs.  

‘Having more knowledge of 
situations children are 
encountering before I work with 
them’ 
 
Coded as 4 and 5 

Debate about whether ‘having more knowledge’ relates to a training 
need or refers to contextual knowledge about students.  
 
Decisions made 

 Amalgamate code 4 – into code 8.  

 To code text under as 5 and 8 
 

 Code 6 ‘Money/resources’ – added ‘time’ to code – as broad 

responses referring to these can go in here.  

‘Discussion time with experts and 
resources that could be 
available.’ 
 
Coded under 9 and 6 – I only 

coded it under 9 

‘resources that could be available’ part of sentence also related to 
resources and has now been coded as 6 as well as 9.  

‘More time to put this into 

practice’ 

Coded as 5 and 8 

It was agreed that this statement is quite broad and does not give 

detail about what exactly time would allow in terms of putting the 

training into practice.  

Decision – code as 6 ‘money/resources/time’.  

‘Time to revisit and also to role 
play, though we would all hate it. 
Needs to be embedded’. 
 

Coded as 3 and 8. 

Discrepancy over whether this related to further training or 

opportunities to communicate, discuss and share ideas from training 

already received.  

Decision – to keep code 8. 

 Debate between training – new/inexperienced staff – and further 

training. LSA training – assuming they have not had training – and 

are therefore new/inexperienced in this area.  

Possibly having more time to 
work 1:1 with my mentor and 
other students.  
 

Coded as 5 and 8 (I only coded as 

5) 

Decision – to code as 5 and 8 as both codes are applicable.  
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Appendix 12:  Evidence of iterative processes used to analyse focus group data, 

including consensus replication checks 

 

Stage Details of steps taken Examples of iterative processes taken for 
analysis at each stage. 

1 Transcription of data (imported into NVIVO)  See appendix 12 for an extract of an 
interview transcript 

2 Deductive approach: broad codes were used 
as a template for analysis. Transcripts were 
methodically searched to identify data which 
fit under each of these codes. 

 Regular meetings were held with my 
supervisors where data analysis was 
checked and discussed.  Exchanges of 
ideas and comments throughout the 
process were also made via email. See 
below for an example.  

3 Inductive approach: generation of additional 
codes (sub codes) within the template of 
broad codes.   

4 Generation of themes by merging similar sub 
codes. 

 Mind maps – see example below  

5 Original data within each theme was 
checked to ensure that it remained suitable 
to each emergent theme. 

 Mind maps – see example below  

6 Each theme was defined and subsequently 
data was re-analysed, to ensure that the 
theme and definition was representative of 
the raw data. Themes, definitions and 
examples of data were recorded in tabular 
format in preparation for reporting the 
results.   

 Supervisor checks via email.  

 Themes were also checked continuously 
whilst writing up the findings. Wording 
of the theme definitions were amended 
at later stages to ensure clarity.  

 

STAGES 2 and 3: Generation of broad codes and sub codes 
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STAGES 4: Generating themes by merging sub codes 

 

 

 

 

 

 

 

 

STAGES 5 and 6: Defining themes and re-analysis of data 
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Workplace factors 

 Staff support 

 Consistency 

 Ethos 
 
 
Good awareness and 
communication with families?  
 
External support  
 
Other relevant training  
 
 
Reinforcement  

Su
p

p
o

rt
in

g 
fa

ct
o

rs
 

 
 

 
Staffs perceptions 
about the factors 

influencing the 
implementation 
of the training 

 
 
 
 
 
 

B
arriers 

Workplace pressures 

 Emotional implications 
for staff 

 Staffing (resources and 
competence) 

 Communication and 
staff support 

 Challenges with 
differentiation  

 
 
Organisation of the MAARG 
training 
 
Forgetting/ knowledge decay 

 

Barriers Definition 
Communication and 
staff support 

Limited formal opportunities for staff to communicate, share 
information and develop practice with colleagues.  

Emotional implications 
for staff 

Staff showed awareness of the impact of their emotions on their ability 
to work effectively. 

Staffing Limited resources in terms of staffing capacity were identified as 
barriers. Factors such as workload, time and competence were 
explored.  

Challenges with 
differentiation  

 
 

Staff made reference to the challenges faced when differentiating for 
pupils needs in group and classroom contexts. Factors such as others 
perceptions and differing approaches to meet needs were referred to 
as main challenges. 

Forgetting/ knowledge 
decay  

Staff reported forgetting the content of the MAARG training. 

Organisation of the 
MAARG training 
 

Staff shared their views about potential barriers related to the 
organisation of the MAARG training.   
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Appendix 13:  Focus group transcript excerpt  

S: Do any of you have any other thoughts about what aspects of the MAARG training you think is 

really applicable to your practice?  

A: I think it’s having understanding therefore being more patient with the students. And spend more 

time sort of talking. Because I would have assumed that they would have got certain things and I 

now realise that they don’t – and you have to keep going over and over.  

B:  I think that if a child’s got faulty attachment like these children who are in care or adopted or 

from separated families –you do see the problems that they have in building successful relationships 

with adults and with other children. I think the training showed us that that’s the damage that’s 

done in the early years… and that you really spend a lifetime repairing that damage for some 

children. You know cos we know the children we talking about – the ones who have had extreme 

cases of damaged, sort of attachment and relationships. And I think that we try to do as much as we 

can- to sort of support them in school.  

S: So having that knowledge or having that awareness of attachment issues, if your relating it to 

particular pupils - how does that affect your practice or how you might behave?  

C: I think it changes your attitude – and I think as well, during the training that even though you’ve 

been working with children for a long time, it reminds you – because you do become a little bit 

numb don’t you – to circumstances and needs. And it wakes you up a little bit and you sort of think a 

little bit more don’t you.  

D: yeah 

C: Hold on a minute – lets go back and start again.  

A: These are the sort of students that let you down – you feel like you got a good relationship and 

then they do something and you think – and it gives you that impetus just to keep going – not to 

take it personally. But just to you know stay there.  

B: That’s a good point actually. It’s a funny way of putting it – but they do let you down. They do 

something – many times as a department when one of a key children does something and we go “oh 

for goodness sake”  - but then you pick yourself up and you go on again don’t you– because that’s 

what you have to do. You cant let them know how much of a blow that’s been to you.  

C: we support each other in the department don’t we?  

B: Yeah yeah – and if you use emotive language with them, by saying that they’ve let you down, for 

them that that’s even more pressure. You can talk about what they did – you could talk about you 

know – “well what did you do that for?” – Sometimes I do it in a very light way – “oh you know-  

what were you thinking about then? Which head did you have on when you did that?” - and then 

talk about it with them. But you mustn’t put that emotional pressure on them where they feel that 

they’ve damaged you in some way through it - because that’s really not fair. They can’t carry that 

burden with them. And I think you can show that your cross – I’ve said to children before “for 
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goodness sake” - you know - but you have to be so careful in what you say to them because you cant 

put them under any more pressure than they are under already.  

A: yeah I think it’s really important to have your school head on…. because I think that there can be a 

temptation to become too close to children and their issues – and you can take it personally. It is a 

job you know and you have to put your work head on – and you have to detach yourself. Because 

you could go home at the end of the day and have a completely rotten weekend because of 

something a student has said to you. You have to put it into perspective-  it’s not personal – il leave 

that here on Friday and pick it up on Monday. You have to detach yourself  

B: I think actually that might be where the team comes in don’t you? Because like there were a 

couple of incidents yesterday around 2 of the team where there was this girl who was making some 

quite unpleasant allegations…. But a few of us had a discussion about it – the 2 team members who 

were involved with the incident and myself and a couple of others. By the end of this discussion – 

after about 10 minutes, we found we were all laughing about it, making light of it, and we decided 

what we were going to do about it. Essentially we put it where it needed to be – not that it was 

getting to you. Because if it starts getting to you like NAME said, your not effective anymore are 

you? 

C: Yeah you’re not - you do have to unload it – and if it means having a laugh or a swearing in a 

closed room – that’s ok! 

B: yes - that room there – that’s where you need to go to swear! (Laughter) 

S: So you’ve talked a lot about doing things as a team and making decisions together …. Is there 

anything in particular after having the MAARG training where you’ve made a decision or made 

changes as a team? Is there any specific example that you can think of?  

B: I don’t know. Well I think we talk about everything don’t we– we do make a point of talking about 

everything – particularly behaviour. Generally in an informal way over a cup of tea or lunch or 

something but quite often, first thing in the morning here, we will have a bit of an exchange about it 

wont we - so that we’re all knowing what’s happened with that child. I think it’s so so important.  

D: It is, and it doesn’t take long either does it? If you think it takes about 5 minutes in the morning 

for everyone to get together.  And that puts everyone on the same boat -we all know, we all know 

what to expect. Otherwise – we’re all..dis – what do you call it? Dis 

B: Disassociated from one another?  

E: Well yeah- we’re all doing our own thing; we’re all making up our own rules. You know you’ve got 

that time. I’ve worked in other schools – where you don’t see anybody else you know, you’re on 

your own.  

D: Id hate that.  

E: you want to be working as a team don’t you.  
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Appendix 14:  Summary of key themes and definitions reflecting the applicability of the 

MAARG training as reported by staff.     

 

Theme Definition Illustrative Data 
Understanding 
behaviour  
(conceptual knowledge)  

The training enabled staff 
to understand pupil’s 
behaviours as needs. Staff 
perceived that having a 
greater understanding 
enabled greater empathy 
towards pupils.  

“It’s another lens through which to see the 
behaviour, what might lie behind the behaviour, 
what the history of the individual child might be – 
such that we’ve got a better understanding, 
perhaps greater empathy with where that child is 
in their situations” 
 
“…but actually that heightened awareness that 
the training actually getting you think there is a 
reason why people do the things the way they do 
things. But just a heightened awareness for that 
individual – there will be a reason for why they do 
things that way. Rather than us sitting 
judgementally looking at children, maybe trying to 
get a little more into, not the mind of the child –
but to appreciate – have a sensitivity I suppose.”  
 
“its helps you to think right – I might not have had 
that experience but I’m beginning to enter a little 
bit more in the world of this child and empathise 
a little bit more with them, be a bit more sensitive 
or structured or supportive.”  

Building relationships 
and providing 
emotional support 
(practical knowledge) 

Staff made reference to 
knowledge gained through 
the training which is 
applicable for building 
relationships and providing 
emotional support for 
pupils e.g. the use of 
language and ‘time-in’ 
with pupils instead of 
‘time-out’. 

“…and in fact that’s the sort of thing we said – 
one of the things we did put in straight away was 
the idea of time in rather than time out – wasn’t 
it. And communicated to the rest of the staff that 
if they send somebody out, then probably the TA 
– if there was one in the room – luckily, the TA 
would be going with them to help them to reflect 
on it and just to say yep yeh – we are still here – 
you have been sent out but you have not been 
ostracised completely.” 

Integration with other 
knowledge and 
experiences  
 

Staff were able to make 
connections with other 
knowledge and 
experiences. Many 
reported that the training 
reinforced existing ideas 
and practice.  

“Because we all know, that they cant access the 
curriculum if they’re not happy… unhappy 
children don’t learn. If you’re not happy if you’re 
needs aren’t being met - I don’t know if Maslow’s 
hierarchy of needs came up at that training – but 
every now and then its been flipping up over the 
last 25 years I’ve been around – but the top and 
bottom of it is – you have to be nurtured and 
supported and feel loved and nourished and get 
what you need in order to do your best. We keep 
harping on about doing your best – you would do 
your best more if… that would be the impact of 
this consistent approach.”   
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Unconscious application 
to practice 
 

Staff reported that 
application of knowledge 
and principles learnt 
through training are 
applied naturally and 
unconsciously within 
practice and to some 
extent reflect common 
sense knowledge.  

“It comes from a sort of a common sense kind of – 
I don’t know, almost a maternal thing. I don’t 
know - it comes naturally”. 
 
“I think that’s the one we do most of all. We do 
have a laugh actually - we do that as well – we 
tease quite a lot – we do don’t we – we tease 
them all the time. We take the micky out of them 
all the time really. And we do like the – you know 
so I do think that we do a lot of this naturally 
which is why I thought I would add this to it – 
because I think we do do it – and I want you to 
feel confident that that fact that we do as a team 
-  definitely”. 

Awareness of factors 
affecting child 
development and 
learning 

Having an awareness and 
understanding of how 
early attachment 
experiences can influence 
child development and 
learning was perceived as 
relevant and applicable 
knowledge for practice.  

“I think you realise how much is missing as well 
from the things they should have had when they 
were younger. I’ve been on another course 
recently as well and that highlighted all these 
things that if they didn’t go through these stages, 
um when they were younger because of the 
attachments of parents and things, that they 
missed out on them and then it really shows up 
later on and they have – cos they got to go 
through these stages of development – with 
maths or literacy or whatever. They are learning 
the words and sounds from the parents and that.” 
 
“and you think you know, cos they’re not 
concentrating in class and its hard – you realise all 
the other things that they have to get over in their 
head – and I don’t think I was aware of all of that, 
you know, all of the things that was going on at 
home. Before that’s going on in their head – 
before they can actually think about work. So I 
think it highlighted that for me a bit – cos you 
often think – ah why cant you…. You get a little bit 
like – why cant they do it? Why have they 
forgotten it the next day? Or you know, but when 
you think about that, it highlighted that for me, 
the course.” 

Relevance to pupils 
 

Knowledge derived from 
the training was perceived 
to be relevant for pupils 
that staff work with. The 
degree of relevance varied 
from broad (all children) to 
specific groups of children 
(e.g. children in care).  

“When we were doing the training, children’s 
names came into our head because obviously you 
think of the ones that it reminds you of” 
 
“I think that if a child’s got faulty attachment like 
these children who are in care or adopted or from 
separated families –you do see the problems that 
they have in building successful relationships with 
adults and with other children.” 
“…we’ve got an awful lot of children with 
attachment difficulties and we’ve just taken it on 
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board as a staff because it’s a big issue in our 
school and in this setting.” 
 
“Umm… this is just a personal view –but I just 
think it’s just really relevant to children – 
especially, obviously the vulnerable ones.”  
 
“Given that we are all human beings, its gona be 
relevant for everybody in a school or outside 
school context – wherever they are. In that the 
way that your early years, or early decades 
experiences that you have in that are crucial – but 
obviously they are informed by those earliest 
experiences and relationships aren’t they.”  
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Appendix 15:  Summary of key themes and definitions reflecting reported changes made 

by staff following the MAARG training.     

 

Theme Definition Illustrative Data 
Changes to ideas and thinking 

Understanding and 
awareness of behaviour 

as needs 

Staff reported having a 
better understanding of 
pupils needs by reflecting 
on pupils behaviours.  

“I think it sort of highlighted for me as well – not 
just those that are like acting out with their 
behaviour but just those really quite children in 
the class as well – which sometimes you – you do 
kind of forget about… and that sort of changed 
the way I thought about the whole class and 
we’ve really gone through each member of the 
class now haven’t we– and had a check through 
and made sure that we’ve provided for what they 
need really.”  

Attitudes 
 
 

Staff reported to show 
greater empathy towards 
pupils and acceptance of 
their behaviours and 
needs.  

“I think it changes your attitude – and I think as 
well, during the training that even though you’ve 
been working with children for a long time, it 
reminds you – because you do become a little bit 
numb don’t you – to circumstances and needs. 
And it wakes you up a little bit and you sort of 
think a little bit more don’t you.” 
 
“Gosh if maybe I’d had these circumstances or 
issues I could see how my behaviour would be like 
that.” 

Reflections about 
priorities 

 

Staff reported to have 
reflected on the priorities 
for pupils. This reflected a 
shift from an academic 
focus towards a greater 
priority to meet social and 
emotional. 

“Like CHILD and that –I think- he’s got this other 
stuff to get over and that before he can actually. 
Then at the end of the day, then, what’s more 
important you know, his emotional wellbeing or 
how much maths he can do. And I think we’ve 
changed our…we try and change our ideas to 
think what’s more important – to build a child’s 
confidence or to make them whizzy at maths or 
make them better. And the thing is, I think - if 
that’s not in place, that social and emotional 
aspect, they’re not going to learn anyway. So 
that’s got to be the priority around the school 
really.”  

Changes to actions 

Approach and 
interaction with pupils 

 Time in 

 Adapting 
expectations – 
flexibility 

 Use of language 

 PLACE 
 

Staff reported to change 
their approach with pupils 
e.g. with their 
expectations, use of 
language and empathy 
towards students.  

“I think I do go out in that sort of situation and in 
at other times when you know when someone is 
in trouble with a member of staff – I just sort of 
take a non judgemental approach of what’s going 
on...um just be there to talk and listen if they are 
prepared to – or just sort of be there even 
without talking if necessary – rather than adding 
to the punishment.”  
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“Yeah that’s right - It’s that accepting bit isn’t it. I 
accept you as a person- I’m still here.”  
 
“But my actual approach to those children is 
different now. On a 1:1 I speak to them 
differently. I prepare better for them – I prepare 
wider range of things and whether a multi sensory 
approach – or which I wouldn’t have necessarily 
have you know done 2 years ago – wouldn’t have 
necessarily thought about that in year 4…but I 
think I’m much more aware of all those different 
things to try with the different children who need 
them.” 

Classroom environment Changes to classroom 
environments were made 
which were also 
influenced by other 
training (Nurture groups).  

“I think the classrooms was the biggest thing 
wasn’t it? Further up the school – you developed 
and STAFF NAME in her classroom as well 
developed – sort of quieter areas with soft 
cushions and…which we hadn’t done in KS2 
because we thought that was a thing for 
KS1…changing the classroom environment was 
probably a big thing that we all looked at again – 
even lower down the school – we made sure we 
got that space for children.” 

Targeted interventions 
 

(Nurture group, talk time 
and story club – all were 

influenced by other 
factors e.g. EP 

involvement and other 
training). 

Interventions targeted 
towards individuals, which 
focus on meeting their 
social and emotional 
needs by providing 
opportunities to develop a 
trusting relationship with 
an adult.  
 

“That was a lunch time club for children who were 
finding playtime difficult – and one of the TAs was 
employed to read stories and be a mum really.”  
 
“And I remember one particular child we had who 
ended up having talk time didn’t he – he had talk 
time in the morning with a teaching assistant and 
talk time in the afternoon at the end – just to talk 
about what had happened at home the night 
before and what had happened over lunch time. 
And just having that opportunity to speak to an 
adult on his own, made so much different.” 

Communication with 
parents 

Staff reported to have 
adapted the way in which 
they communicate with 
parents, as a result of 
having an increased 
awareness of pupil’s 
circumstances and needs.  

“You modulate the way you speak to different 
families don’t you…We got very needy 
parents...perhaps they haven’t had a good 
education themselves. Umm, some of them find it 
hard to express themselves, becoming 
anxious…it’s about getting to know what their 
worries are.” 

Sharing ideas and 
strategies with 

colleagues 

Staff reported to share 
ideas and strategies with 
colleagues through 
discussions and team 
meetings.  

“I also shared a slide from the MAARG training 
actually – I copied it (laughed). The one about we 
expect them to come in -what our expectations 
are – make progress, do the work and so on – but 
they’re coming in with feelings of rage and 
helplessness and so on. So I shared the PACE 
approach with them as well.     And said this is 
how we’re gona be working.” 
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Identifying, monitoring 
and reviewing pupil’s 

needs. 

Staff  reported to carry out 
investigations of pupils 
needs in light of their 
vulnerabilities.  
 

“…and that sort of changed the way I thought 
about the whole class and we’ve really gone 
through each member of the class now haven’t 
we– and had a check through and made sure that 
we’ve provided for what they need really.”  
 
“She’s gone through every person with the matrix 
of – well every child is looked at and what their 
needs are – the whole school are using this. I 
don’t know what its called…the vulnerability 
matrix? …yeah she used that one and she has 
another one – if you get her to show it to you. We 
started with the matrix but then she found a 
better one – but I’m not quite sure where she 
sourced it from.” 

Unconscious application 
of training 

Staff reported that 
application of knowledge 
and principles learnt 
through training are 
applied unconsciously 
within practice.  

“But you can learn all you like about behaviour 
and you can learn a lot about what you see in the 
child’s behaviour. But what we all want to know is 
what they do about it. You could talk about 
examples of challenging behaviour til your blue in 
the face – but what you really want to know is, 
what your gonna do? And how are you gona deal 
with it? I think a lot of us do all of this naturally 
without even thinking about it.”   
 
“And almost unconsciously, you start to change 
your practice. Because you’re suddenly thinking 
gosh.”  
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Appendix 16:  Summary of key themes and definitions reflecting staff perceptions of the 

supporting factors to the implementation of the MAARG training.      

 

Theme Definition Illustrative Data 
Staff support (includes :) 
o Management 

support 
o Systems of 

communication  
 

Supportive structured and 
unstructured systems of 
communication between 
staff, which enables 
information sharing, 
problem solving, decision 
making and emotional 
support.  

“Well I think we talk about everything don’t we– 
we do make a point of talking about everything – 
particularly behaviour. Generally in an informal 
way over a cup of tea or lunch or something but 
quite often, first thing in the morning here, we 
will have a bit of an exchange about it wont we - 
so that we’re all knowing what’s happened with 
that child. I think it’s so so important.” 
 
“It is, and it doesn’t take long either does it? If 
you think it takes about 5 minutes in the morning 
for everyone to get together.  And that puts 
everyone on the same boat -we all know, we all 
know what to expect.”  
 
“I think as a staff we behave corporately quite 
well don’t we? – if someone is coming back and 
saying “can we try this? Or can we do this?” – 
Everyone tends to be positive – so yes let’s try 
rather than say… “that’s a bad idea”. That’s TAs as 
well – we take it to our TAs and say – this is what 
we’re going to try and do and they say “yeah 
great – let’s go with it” 
 
“We support each other in the department don’t 
we? “ 

Reinforcement  
 

Systems which remind or 
reinforce the principles of 
the training within 
practice. 

“Because that’s the thing with training – you 
always need somebody to nudge you. You come 
back and your all enthused and you think ohhh 
this is going to transform my practice. And then…” 
 
“ Then you throw it away yeah” 
 
“It does- it is like that isn’t it. And so it’s really 
good to have someone say – oh MAARG. And your 
like – oh god – what have we done. We’ve all 
forgotten about it – let’s remind ourselves.”  

Awareness and 
identification of needs 
 
 

Needs of children and 
families 
heightened/identified 
through training and 
communication with staff 
and families.  

“I think we do know our children quite well here 
don’t we – and lots of it. We’ve been here a long 
time actually as a staff now –years an years – and 
so we think we know our families, our community 
well, we know the children coming into the school 
- so we have a good awareness of where they’re 
coming in from, what they’re going home to – and 
how that will impact on their behaviour.”  
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Consistency 
- Shared 

understanding 
- Shared 

expectations 

Consistency amongst staff 
through shared 
understandings, 
expectations and 
approaches was a 
supportive factor.  

I think just getting to terms with the MAARG 
training – because we all know what’s going on 
but we all deal with it separate in our classrooms 
– so I thought the training was really good 
because it brought everybody together …..to 
focus on that once aspect of children’s lives. 
That’s why I think the training was good.  
 
“I think another big thing with HEADTEACHER 
NAME is  -and I think she's really good with this – 
She’s taken like your expectation – you know I 
don’t mean that you don’t have that aspiration 
for that child to achieve – but its alright if that 
child just plays that sessions.  If that’s what you 
need – as a teacher now – I don’t feel that you got 
– I’ve got to have that – they got to do that, they 
got to have it done. Because actually - today 
they’re not going to do that – She’s taken that 
pressure off in a way somehow.” 
 
“I mean because of the expectations of Ofsted – 
you totally focused on literacy and numeracy and 
ra ra ra – and you forget all the other stuff, 
because your just so focused – because that’s the 
expectation as a teacher – think it just opened it 
up the MAARG training and the other training - 
but actually, you have to go back to the little 
people with individual needs.” 
 
“It’s got to be that whole team approach”. 

Ethos 
 

Whole school or team 
cultures created by 
individuals who are 
empathic and genuine in 
their interactions with 
pupils.     

Well I suppose when you come here, you’ll soon 
pick up what we do in the classroom anyway and 
how we treat children.  Umm - I don’t think HEAD 
would employ anyone who didn’t have that kind 
of empathy – she’d be looking for that I think in 
anybody that she employed ultimately - and the 
governors would. 

External support  
 

Support from professionals 
external to the school.  

“Through my conversation with the Educational 
Psychologist at the time when I was explaining his 
behaviour and we knew a bit about his 
background – and she suggested…” 

Other relevant training  
 

Staff reported examples of 
other relevant training 
experiences which 
supported them to make 
changes to practice.  

“Umm….that was a result of the 4 day nurture 
course that TEACHER NAME and I we went on – 
that’s the year 3 teacher and me – umm, so that 
came out of that. And then we did this after that 
actually didn’t we – but it kind of just backed 
everything up.”  
 
“It’s hard – because we had quite a lot of similar 
training didn’t we –and they inter twined really 
didn’t they – sort of overlapped.” 



155 

Appendix 17:  Summary of key themes and definitions reflecting staff perceptions of the 

barriers to the implementation of the MAARG training.      

 

Theme Definition Illustrative Data 
Workplace 
pressures 

Emotional 
implications for 
staff 

Staff showed awareness 
of the impact of their 
emotions on their ability 
to work effectively.  
 
 
  

“Because you could go home at the end of the 
day and have a completely rotten weekend 
because of something a student has said to 
you. You have to put it into perspective- it’s 
not personal – il leave that here on Friday and 
pick it up on Monday. You have to detach 
yourself. Because if it starts getting to you like 
NAME said, you’re not effective anymore are 
you?” 
 
“Possibly stress and workload. I mean cos you 
can be the best person in the world and 
understand all of this get it right all of the time 
– but then on a bad day when things are all 
pilling up, and your very stressed and you got 
lots of things to do - you may snap at that child 
in a way you wouldn’t do on another day – so I 
think stress is a barrier.” 

Staffing 
 

Limited resources in 
terms of staffing capacity 
were identified as 
barriers. Factors such as 
workload, time and 
competence were 
explored.  
 
 
 

“But the problems always eventually boil down 
to time – partly that’s because you need more 
staff really. And then that comes down to 
money - but you do the best you can with 
what you’ve got.” 
 
“There’s just one example, we’ve got a TA who 
has been a sort of attachment figure for a little 
boy whose family are very difficult just 
recently. And she’s had no training.. One thing 
she has said, is that sometimes she’s not sure… 
whether she’s saying or doing the right thing. 
And she might actually make a situation worse 
– because she hasn’t got the knowledge. Umm 
and I think that’s a fair point. When there’s 
something that’s a little bit more complex.” 
 
“I don’t know.  Asking your teachers head on - 
how much time when you’ve got that class of 
30 and all your things that you have to do you 
know – to deliver a good lesson and you have 
to implement all of this.” 

Communication 
and staff 
support 

Limited formal 
opportunities for staff to 
communicate, share 
information and develop 
practice with colleagues.  

“It’s a fairly large school – you’re always going 
to get that fragmentation and splintering 
amongst the teaching and support staff. In a 
primary school – well everyone is sort of 
working hand in hand all the time and seeing 
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everyone’s practice.” 
We don’t ever get formal time to talk to our 
teachers – we just get what ever time there is.  
 

“If there was more time, we’d probably have 
time maybe for a meeting once every so often 
to see how things are going…with the teachers 
and teaching assistants - together, all those 
who are directly involved really - so that 
nobody is missing out on some important 
information about particular children who 
might be vulnerable.” 

Challenges with 
differentiation 

Staff made reference to 
the challenges faced 
when differentiating for 
pupils needs in group and 
classroom contexts. 
Factors such as others 
perceptions and differing 
approaches to meet 
needs were referred to as 
main challenges.  

“It’s also discipline isn’t it? You feel like if one 
child is getting away with it you know - and is 
being treated differently from others – I think 
that’s a thing teachers find difficult. You know 
cos they would be playing up and another 
child you know would be sent out – and you 
try and keep these children in for longer.” 
 
“Its harder in – well I find – I don’t know about 
you two. I find it harder in the classroom 
situation. It’s not necessarily a barrier, its more 
– it’s easier to completely change the tac and 
go with the child in small groups or in 1:1. In a 
whole class situation, it’s harder and you don’t 
want to necessarily be seen to be going against 
the teacher or you might not get the time to 
explain. I’d like to be able to work on how you 
could do it in the classroom without looking 
like your ummm opposite to the teacher 
(“yeah” agreement from others) – because 
obviously they’ve got lesson objectives that 
need to do” 

Organisation of the MAARG 
training 
 
 

Staff shared their views 
about potential barriers 
related to the 
organisation of the 
MAARG training.   

 “Yeah. You kind of wonder if they badly timed 
the day because it was coming to the end of 
spring term wasn’t it and you then probably 
needed it when they were fresher and rested.” 
 
“We went to MAARG not understanding what 
it was – neither did anyone else that went 
there. The first step was – and there was a lot 
of – you got the feeling from the teachers a lot 
of – chu god its those kids and their lives again, 
their issues. And it was that feeling – its seems 
to be - you need the introduction to the actual 
product – needs to be more. You need to sell 
it.” 
 
 

Forgetting Staff reported forgetting “This playfulness, like, acceptance – all those 
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the content of the 
MAARG training.  

things - these were the key points of the 
attitude for the attachment and resilience 
training.  And I think we do it as a team 
anyway – just naturally – we’ve kind of almost 
forgotten now that we do it.   Because it was a 
while since the training and a while since we 
talked about it. That’s why I got this out – 
because we talked about it yesterday and 
thought that we actually didn’t remember 
what we done– but this I think is the key.” 
 
“I don’t think I did the training – cos I’m part 
time! (Laughed). So I feel a bit – I’m a bit 
unsure of what’s what.”  
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Appendix 18: Stage 2 methods 

Research Aims: 
1. To develop a programme which will further support staff to apply (or transfer) relevant 

knowledge learnt through training, to solve real life problems in their work. 

2. To evaluate the effectiveness of the programme of support, in terms of immediate 
outcomes. 

3. To evaluate the processes of the programme of support, in terms of the fidelity of 
implementation, knowledge use, staff engagement and method acceptability. 
 

 

Research Questions: 

Methods: 

Session 
observations 

Analysis of 
written records – 

minutes from 
each session 

End of programme 
questionnaire 

Semi structured 
interview 

 Observation 
schedule 

Minutes 
recording sheet 

Questionnaire Semi structured 
interview 
schedule 

1. To what extent was the planned 
programme implemented fully 
over the sessions and in keeping 
with the programme aims? 

X    

2. What knowledge do 
participating staff use when 
exploring hypotheses and 
considering planned actions 
during the programme?      

X  
(analysis of what 

knowledge is 
referred to in 
session talk) 

X  X 

3. How engaged were 
participating staff in the 3 
session programme? 

X    

4. To what extent are the methods 
used in the programme 
acceptable to participating 
staff? 

  X X 

5. In what ways have participating 
staff benefitted from the 
programme? 

  X X 

6. How have participating staff 
changed their behaviour and 
approach to pupils, since 
undertaking the programme? 

 X 
(notes from 

review sessions) 

X X 

7. In what ways have staff 
reported changes in children’s 
progress or outcomes since 
undertaking the programme? 

 X 
(notes from 

review sessions) 

X X 

8. To what extent do participants 
feel the programme is relevant 
to their usual roles and 
responsibilities? 

  X X 

9. To what extent do participating 
staff see what they have gained 
as likely to have future 
usefulness in their role?  

  X X 
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Appendix 19: Stage 2 Intervention Programme Overview 

 
Duration of 
each stage: 

1 session (1 ½ hour) 1-2 week 
period 

1 session 
 (1 hour) 

1-2 week 
period 

1 session 
(1 hour) 

Plan/Do/ 
Review 
Stage:  

 
 

Refresher of 
the MAARG 

training 
(30 mins) 

 
Plan 

 
Do 

Review and 
plan next steps 

 
Do 

Review and 
evaluation 

Intervention: Group consultation 
with staff 
(1 hour) 

School staff to 

implement the 

actions agreed 

during the 

group 

consultation 

Group 
consultation 

with staff 
(1 hour) 

 Review 
actions 
agreed 

 Explore 
next steps 

 Agree 

actions 

School staff to 
implement the 
actions agreed 

during the 
group 

consultation 
 
 

Group 
consultation 

with staff 
(1 hour) 

 Review 
actions 
agreed 

 Explore 
next steps 
for the 
school 

 Evaluation 
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Appendix 20: MAARG refresher PowerPoint Presentation delivered to staff: Session 1. 
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Appendix 21: Amendments made to group consultation process following pilot  

 
The following amendments were discussed and will be made following the pilot (which took place on 

06/11/12) with a group of four Trainee Educational Psychologists.  

 

 To swap around the yellow and black hat stages – so that black hat thinking comes first. 

Yellow hat thinking leads better into green hat thinking and finding solutions.  

 Timings  
o Will need to be increased if working with a larger group - more time is needed for 

green hat thinking in particular.  
o Give more time for yellow hat thinking than black – to focus on positives (solution 

focused approach). 
o Give least amount of time for red and black hat thinking – although important, will 

need to ensure that too much time is not spent on this.  
 

 To give staff a recording sheet – so that they can record their views if they don’t get a 

chance to share their views.  

 Produce a visual flow chart of instructions for the facilitator to follow 

 Need detailed instructions for the minute keeper and facilitator – amend guiding Qs for 

facilitator.  

 Make the observation schedule A3 to allow enough space for notes – make space to jot 

down additional Qs asked by the facilitator  

 Add a column which can record how many contributions made by different people in group 

under each hat/stage of the process.  

 If group have finished before time is up - instruct facilitator to ask group – are there any 

more ‘COLOUR ‘ hat thoughts or shall we move on to the next hat?  

 Introduction to the process will need to be more detailed – add slides to PowerPoint – 

emphasise green hat thinking – eco systemic approach. Emphasise timing – acknowledge 

that it will be tight, but encourage staff to remain focused on colour hat thinking - in order to 

increase productivity.  
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Appendix 22: Group consultation framework  
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Appendix 23: Introducing the group consultation framework: Session 2.  
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Appendix 24: Overview of group consultation sessions  

 
 

Group 
consultation 

sessions 

Components applied as 
recommended by Joyce and 

Showers (2002) 

Roles/description  

Session 1  Knowledge and theory 

 Modelling and 
demonstrating 

 Opportunity to practice 

 Researcher introduced the group 
consultation framework to staff 

 Researcher modelled and demonstrated the 
role as the facilitator 

 School’s educational psychologist modelled 
the role of the minute taker 

 Staff had the opportunity to practice 
following the process, being led by 
facilitators.  

Session 2  Opportunity to practice 

 Peer coaching 

 A different member of staff was 
encouraged to take on the role of facilitator 
and minute keeper for sessions 2 and 3, 
giving them the opportunity to practice the 
skills of facilitating and recording the 
process.   

 Facilitators and the group were supported 
by a coach (the schools Educational 
Psychologist or the researcher). 

Session 3  Opportunity to practice 

 Peer coaching 
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Appendix 25: Underlying principles informing group consultation framework   

 

Stage: Principles underpinning each stage: 
 

Each stage relates to De Bono’s (2000) ‘Six thinking hats’ 
 

1: Blue Hat 
Clarifying the problem and 
roles with group members. 

 Similar to stages 1 in Monsen et al’s (1998) problem solving 
framework and Woolfson et al’s (2003)Integrated Framework. 

2: Green Hat 
Generating hypotheses 
 
 

 Personal theory generating phase – from Farouk’s (2004) process 
consultation approach.  

 Also similar to guiding hypotheses stage the Integrated Framework 
(Woolfson, et al., 2003), which considers the problem within 
contexts, reflecting Brofenbrenner’s (1994) social ecological 
model. 

 Purpose of this is to enable group members to explore 
theories/ideas which may underpin/explain problem. 

 This stage also allows members to draw upon a range of 
knowledge – which they feel is relevant to the problem. 

3: White Hat 
Information gathering  

 As in phase 2 of the Integrated Framework (Woolfson, et al., 2003) 
– however this time is a separate stage to hypotheses generation. 

 Purpose of this is to encourage members to gather 
information/evidence which confirms/disconfirms hypotheses in 
order to get a better understanding of the problem. 

4: Red Hat 
Exploration of emotions 

 De Bono (2000) believes that it is important to acknowledge 
feelings. This is also important for staff in schools, to enable them 
to feel socially supported (Kruger, 1997) 

5: Yellow Hat 
Identifying the positives  

 Solution focused thinking – focusing on the positives and what 
works. 

6: Black Hat 
Identifying challenges/ 
barriers 

 Acknowledging barriers is highlighted in Graham, et al’s (2006) 
Knowledge to Action framework. 

7: Green Hat 
Generating ideas 

 I have divided the green hat into two – the earlier one looking at 
hypotheses, and this one looking at generating ideas, strategies (as 
stage 4 in Farouk’s (2004) process consultation). 

8: Blue Hat 
Planning actions 

 Action plan - as in Monsen et al’s (1998) framework and Woofson 
et al’s (2003) Integrated framework. 
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Appendix 26: Observation schedule   

Stage: Role of facilitator: 
 
(Tick which prompts facilitators use) 

Time 
spent 

Deviation from 
rules?  
How many times do 
people switch from 
hat? Are they 
refocused?  

Observer notes: 
Include additional Qs asked by 
facilitator  
Reflect on group response/key points 
from discussion 

Participant 
engagement 
(Tally how many 
different people 
contribute under 
each hat) 

 
1: 

Blue Hat 

 Why are we here?  

 What are your best hopes?  

 Who owns the problem?  

 Who will do what? (minutes, timing) 

 Rules recap  

   
 
 
 
 

 

 
2: 

Green 
Hat 

 So the problem we are going to 
solve is… 

 Now, we need to explore what is 
feeding the problem at each of the 
following levels.   

o Individual  
o Class/School 
o Home/Community 

 What reasons might help to explain 
or understand the problem? 

 So what is happening in each of 
these levels that might explain why 
the problem exists?  

 “Perhaps the problem exists because 
of…” 

 I wonder if …. XXX might explain the 
problem?  

    

 
3: 

White 
Hat 

 What are the facts? 

 What information do we know about 
the problem? 

 What evidence do we have?  

 What information do we have about 
the problem at each of the following 
levels 

o About the individual 
o About class/school 
o About home/community 

    

 
4: 

Red Hat 

 How do you feel about the problem?  

 What emotions do we have around 
the problem? 

 

    

5: 
Black 
Hat 

 What are the challenges?  

 What should we be cautious about? 

 What doesn’t work? 

    

 
6: 

Yellow 
Hat 

 What are the positives? 

 What is going well?  
 What has worked in the past? 

 What has helped you to make it 
work? 

    

7: 
Green 

Hat 

 What ideas do you have? 

 What could be tried? 

 What could be done differently? 

   
 
 

 

 
8: 

Blue Hat 

 What are the next steps? (This could 
relate to further information 
gathering, assessment or 
intervention). 

 Who will do what? By when? 
 How will we know it has been 

achieved? 

 Is there another colour hat that we 
need to revisit? 

    

Additional notes:  
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Appendix 27: Example of written minutes following a group consultation session   

Stage: Minutes: 

1: Blue Hat  
Best hopes?  
Who owns the 
problem?  
Where do we 
want to end up?  

 Child Z – difficulty staying in lesson – loses temper – not aware of problem being his.  

 Would like Child Z to recognise he sometimes causes problem to happen and take responsibility.  

 Involves all of us 

 Child Z also owns problem.  

 Facilitator – XX, Minutes – XX 

2: Green Hat 
Hypotheses? 
 
 

Individual 

 Child Z hates 
everybody and blames 
them for making him 
angry 

 Often has false belief 
of peoples feelings 
towards him 
(negative)   

Class/School 

 Does teaching group affect 
Child Z’s behaviour?  

 Moved schools frequently 

 Unsure – goes to class 
expecting something to 
happen.  

Home/Community 

  When he arrived to area, had history 
of problems at home (behaviour).  

 Granddad (mums dad) seems to 
manage Z’s behaviour well.  

 Moved schools frequently 

 Mum has put boundaries in at home 
which improved behaviour. 

3: White Hat 
Information, facts 
 

Individual 

 Z goads people into 
doing things. 

 Verbal/physical 

 Seems to stir things in 
class – particularly in 
teaching group.  

 Likes science – works 
well until distracted 
(was putting science 
equipment in other 
students bags).  

Class/School 

 7L very difficult 

 Tutor time better when not 
in tutor group 

 Tutor time strict seating 
plan. More boundaries, 
structure, less taxing.  

Home/Community 

  

4: Red Hat 
Emotions, 
feelings… 

  Z tried to provoke people – makes it difficult to work with him. 

 Talks himself into getting angry – frustrating doesn’t feel good you question yourself.  

 He can make you feel uncomfortable and nervy when he’s angry.  

5: : Black Hat 
Challenges, what 
doesn’t work, 
negatives… 

 Challenges – getting him into class. Getting him to see his part in things, Getting him to listen and 
accept that he has to play a part in changing situation.  

 Cautious about – shouting at him – talk softly.   

 Shouting doesn’t work – confusion for Z about working in Room 23 and the connection with lesson.  

6: Yellow Hat 
Positives, 
strengths, what 
works… 

 XX sat with Z and explained his part in events – Z nodded and said the right things.  

 Worked by being calm, making it personal to you – being explicit (“this will be hard to hear”). 

 XX – similar conversation on talking responsibility.  

 Science based clubs e.g. robotics and hockey club.  

 Joined annual review very uncomfortable but stayed and seemed positive.  

 Very able 

 Determined.   

7: Green Hat 
Creativity, ideas, 
things to try… 
 
 

 Calm – continue to stay calm and quiet.  

 Started Re-tracking Programme – need to start self awareness.  

 Change teaching group 7L – would this be possible/good for Z? 

 When calm, ask Z his feelings about moving group – get him to own problem/be responsible 

 Register duty in Tutor time?  

8: Blue Hat 

 What are the 
next steps?  

 Who will do 
what? By 

AGREED ACTIONS: 
1. Work with TA 1:1 

to recognise his 
strengths and 
weaknesses   

2. Give Z a job to do 

BY WHO?  
1. XX 

 
 
 

2. Team to think 

BY WHEN? 
Review within team – 
16th Jan 2013 
 

REVIEW/EVIDENCE:  
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when?  

 How will we 
know it has 
been 
achieved? 

 Is there 
another 
colour hat 
that we need 
to revisit? 

– think of one he 
can do related to 
SSB 

3. Reflection type 
card – to support 
Z to take 
responsibility and 
tick card.  

4. Have conversation 
about move out of 
XX 

5. Use CCTV, 
evidence to help 
reinforce self 
awareness.  

6. Z to meet with 
teachers that he 
feels there are 
difficulties with.  

7. To go back 
through history 
and see if there is 
further 
information which 
would give insight 
into trigger points 
for Z.  

8. Link TA Re-
Tracking  

and report back 
ideas.  
 

3.  XX to introduce 
to Z and monitor 
use.  

 

4. XX/XX 
 

5. XX/XX 
 

6. XX/XX 
 

 

7. XX 
 
 
 
 
 
 

8. XX 
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Appendix 28: End of intervention questionnaire   

 

End of programme questionnaire 
Please take your time to think about the last 3 sessions (including the MAARG refresher and group consultations) and answer each question in as much 

detail as possible. 
 
 
 
 

To what degree have you: Not at all                    Very much Please give details and examples to explain your response:  

1. Benefited from the programme       0       1       2       3       4       5       
 
 

2. Changed your behaviour and approach with 
pupils since undertaking the programme 

      0       1       2       3       4       5       
 
 

3. Noticed progress or improved outcomes for 
pupils since undertaking the programme 

      0      1       2       3       4       5       
 
 

 

 

To what extent do you feel:  Not at all                     Very much Please give details and examples to explain your response: 

4. The programme offers support to your role 
and responsibilities in school. 

      0       1       2       3       4       5      
 

5. You will use what you have gained from the 
programme in your future work. 

      0       1       2       3       4       5       
 
 
 

6. The structure and process of the programme 
is suitable and applicable to your work. 

      0       1       2       3       4       5       
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Appendix 29: Semi structured interview schedule   

 
Aim:  
To evaluate the effectiveness of the programme of support, in terms of immediate outcomes 
 
 

The structure of the interview explores 2 main areas. These relate to: 

 Changes since undertaking the programme  

 Your reflections about the programme itself.  
 

1. What changes have you noticed since undertaking the programme? 
a. In terms of your use of knowledge when problem solving 

i. What types of knowledge do you find most useful to plan actions? 
ii. What type of knowledge do you use most frequently?  

iii. What knowledge do you apply from training or research? 
 

b. In terms of your behaviour/approach to pupils you work with 
i. What changes have you made to support the pupil/s? 

ii. What has helped this change?  
 

c. In terms of changes to children’s progress and outcomes since undertaking the 
programme 

i. What progress or impact have you noticed for the pupils? 
ii. What evidence or measures have you taken to notice changes? 

 
2. What are your views about the programme? 

a. In terms of its structure and process 
i. How did you feel about the refresher session? 

ii. How did you feel about the structure and process of the group problem solving 
sessions? 

 
b. How useful has the programme been for your work?  

i. How useful has it been for your role?  
ii. How useful has it been for your team and/or others in the school? 

 
c. How useful do you think the programme is for future work? 

i. How useful will this be for your role? 
ii. How useful will it be for your team and/or others in the school?  
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Appendix 30: Pre intervention brief and activity  

 
Dear XXXX 
 
Thank you for your time in catching up before next Friday. 
 
As discussed, please see attached a sheet for staff to complete to share examples of situations which 
have caused them concern relating to pupils behaviour - the aim will be to address these during the 
refresher part of the session. 
 
Thank you and look forward to seeing you next week. 
 
Best wishes 
 
Shin  
 

Please give an example of a situation that you have been in with a student where they have caused 
you some concern. Describe what they did/said that was concerning. (Please do not state any 
names).  

 
 
 
 
 
 
 

Please give an example of a situation that you have been in with a student where they have caused 

you some concern. Describe what they did/said that was concerning. (Please do not state any 

names).  

 
 
 
 
 
 
 

Please give an example of a situation that you have been in with a student where they have caused 

you some concern. Describe what they did/said that was concerning. (Please do not state any 

names).  
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Appendix 31: Staff recording sheets for group consultation sessions 
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Appendix 32: Intervention brief 

 
Intervention Brief 

 This program involves three sessions. The design of the programme has been informed by the 

research findings from the first phase of the project. So the findings reported in the questionnaires 

that staff completed and also from the discussions in the focus group.  

 My role as a Trainee Educational Psychologist and as a researcher will involve working collaboratively 

with school staff in identifying ways for improving how the training can be implemented and to offer 

support to help this happen. So I will be supporting staff by delivering the program, but I will also be 

involved in gathering information from this process to inform my research – and to reflect on how 

useful this whole process has been for you.  

 Your involvement in the research aspect of this is entirely voluntary. So the data that I will be 

collecting will include the minutes that are jotted down during the sessions, my notes from my 

observations during the sessions and I will be asking staff if they could complete a questionnaire at 

the end of session 3.  

 All data collected will be kept confidential and anonymous. If you do not wish to participate in any of 

these aspects of the data collection, you can choose not to complete a questionnaire, or place a star 

next to your name on the register to indicate that you do not wish your contributions to be recorded 

by the observer or minute taker.  

 In order to maintain the anonymity of pupils, please can pupils be referred to as pupil A, B or C etc… – 

especially when documenting or taking minutes of the discussions.  

 You can withdraw your involvement at ay stage. Should you wish to withdraw your data following 

completion e.g. of the questionnaire, please contact me using the details provided and I will destroy 

any records/data collected.   

 If you wish to find out more information or ask any further questions about the research, please 

contact me using the details provided. 

 

Thank you for your time and support. 
Shin Patel (Trainee Educational Psychologist) 
SPatel@XXXX.gov.uk or sp368@exeter.ac.uk 

XXXX (Address, Educational Psychology Service) or XXXXXX (work mobile) 

 
 
 
 
 
 
 
 
 
 
 

mailto:SPatel@XXXX.gov.uk
mailto:sp368@exeter.ac.uk
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Appendix 33: Quantitative data from session observations  

 

Frequencies of deviations from the rules within each stage of the group problem solving process, 

during sessions 2 and 3 

  Stage  
Total 

 
  1 

Blue 
hat 

2 
Green 

hat 

3 
White 

hat 

4 
Red 
hat 

5 
Black 
hat 

6 
Yellow 

hat 

7 
Green 

hat 

8 
Blue 
hat 

 
School 

A 

Deviations 
 

1 6 4 3 1 4 5 10  

Refocused 
 

0 2 1 2 0 3 1 2  

 
School 

B 

Deviations 
  

1 11 6 4 3 3 5 6  

Refocused 
 

1 0 4 5 2 2 2 4  

Total 
Deviations 2 17 10 7 4 7 10 16 73 

Refocused 1 2 5 7 2 5 3 6 31 

 

Frequencies of deviations and refocusing rates, in sessions 2 and 3 of the group consultation 

 Session 
number 

Deviation from 
the rule (total 

frequency) 

Total number of 
times group 

were refocused 

Refocused by 
facilitator 

Refocused by 
Coach/ 

participant 
observer 

SCHOOL 
A 

2 
 

15 4 (26%) 3 (75%) 1 (25%) 

3 
 

19 7 (37%) 3 (43%) 4 (57%) 

TOTAL 2 and 3 34 11 (32%) 6 (55%) 5 (45%) 

SCHOOL 
B 

2 
 

18 9 (50%) 7 (78%) 2 (22%) 

3 
 

21 11 (52%) 4 (36%) 7 (64%) 

TOTAL 2 and 3 39 20 (51%) 11 (55%) 9 (45%) 
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Cross tabulations: Group consultation stage*difference in time, for sessions 2 and 3 in both 
schools.  

 

 

Allocated 
time per 

stage 
(minutes): 

Additional time spent to allocated time 

(minutes) 

Target 

time 

Time remaining  

(minutes) 

Total -6.00 -4.50 -1.50 -1.00 -.50 .00 .50 1.00 1.50 2.00 

G
ro

u
p

 c
o

n
s
u

lt
a

ti
o

n
 s

ta
g
e
 1. Blue hat 4 0 0 0 0 0 0 0 3 0 1 4 

2. Green hat 6 0 0 0 0 0 2 2 0 0 0 4 

3. White hat 4 0 0 0 0 1 2 1 0 0 0 4 

4. Red hat 3 0 0 0 0 0 3 0 0 1 0 4 

5. Black hat 3 0 0 0 1 2 1 0 0 0 0 4 

6. Yellow hat 4 0 0 0 0 0 2 2 0 0 0 4 

7. Green hat 4 0 0 0 1 0 3 0 0 0 0 4 

8. Blue hat 5 1 1 1 0 0 1 0 0 0 0 4 

Total  1 1 1 2 3 14  5 3 1 1 32 

Overall percentage 

of time spent 

 25% 43.8% 31.2% 

 
 
 

Frequencies of events codes, showing each time a different group member contributed 
during the group consultation process. 
 

 School A School B 

Group 
consultation 

stage 

Session 1 
(n=8) 

Session 2 
(n=6) 

Session 3 
(n=7) 

Session 1 
(n=9) 

Session 2 
(n=7) 

Session 3 
(n=6) 

1  3 4 4 4 6 3 

2 8 6 5 8 5 5 

3 5 5 6 4 4 4 

4 7 5 6 6 6 4 

5 5 4 6 5 7 5 

6 5 3 6 5 6 3 

7 6 4 6 6 5 5 

8 7 5 4 7 4 5 

Mean verbal 
contribution in 
each session: 

 
5.75 

 
4.5 

 
5.4 

 
5.6 

 
5.4 

 
4.25 

Ranges 3-8 3-6 4-6 4-8 4-7 3-5 
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Appendix 34: Descriptive statistics for phase 2 questionnaire data 

 

 School A  
(n=7 ) 

School B  
(n=8) 

Overall  
(n=15) 

Questionnaire 
statements 

M
e

an
 

M
e

d
ia

n
 

M
o

d
e 

St
d

. 

D
e

vi
at

io
n

 

M
e

an
 

M
e

d
ia

n
 

M
o

d
e 

St
d

. 

D
e

vi
at

io
n

 

M
e

an
 

M
e

d
ia

n
 

M
o

d
e 

St
d

. 

D
e

vi
at

io
n

 

The structure and 
process of the 
programme is suitable 
and applicable to your 
work 

4.9 5 5 0.38 4.6 5 5 0.53 4.7 5 5 0.47 

Benefited from 
programme 

4.1 4 4 0.38 4.3 4.5 5 1.04 4.2 4 4 0.77 

Changed behaviour 
with pupils 

3.2 3 2 1.33 2.6 3 3 1.06 2.9 3 3 1.17 

Noticed progress or 
improved outcomes 
for pupils 

2.6 2 2 1.34 2.1 2 2 0.64 2.3 2 2 0.95 

The programme offers 
support to your role 
and responsibilities in 
school 

4.3 4 4 0.76 4.3 4 4 0.46 4.3 4 4 0.59 

You will use what you 
have gained in your 
future work 

4.6 5 5 0.53 4.8 5 5 0.46 4.7 5 5 0.49 
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Appendix 35: Content analysis of consultation session minutes: key codes for both schools  

 

 Codes Description  Illustrative data 

Lo
ca

l k
n

o
w

le
d

ge
 

Situational 
knowledge 

Information knowledge 
related to the child and 
context 

 Mum works very long hours 

 Disjointed relationships within families 

 Truancy/non attendance  

 Exams next weeks 

 Moved schools frequently 

Practical 
knowledge 

Knowledge related to 
practical ideas related 
to the child and 
context 

 Look  at classes and peers – impact of 
peers/grouping 

 Focus on a subject area – which is achievable e.g. 
Food tech. 

 Following up when doesn’t turn up.  

 Arrange Food Tech to get ingredients 

Experiential 
knowledge 

Knowledge gained 
through experience of 
working with child and 
context 

 Cares with school work on 1:1 basis 

 Direct instructions don’t work 

 Doesn’t respond to confrontation, shouting doesn’t 
work 

 Leaving him alone – wait for him to be curious 
about what we are doing 

 Giving a reward – he values it.  

C
o

n
ce

p
tu

al
 k

n
o

w
le

d
ge

 

Common 
sense 

knowledge 

Assumptions, ideas, 
perceptions and 
hypotheses which are 
logical and reflect 
common sense.  

 Does not want to work at times 

 Different levels of tolerance from different 
members of staff 

 Difficulty to translate his knowledge into words.  

 Wants things right first time. 

 Frustration from teachers that he can, but doesn’t.  

 Not helped by arriving late 

Loose link to 
theory and 

research 

Assumptions, ideas, 
perceptions and 
hypotheses which are 
loosely linked to theory 
and research. 

 Fear of failure 

 Often has false belief of peoples feelings towards 
him (negative)   

 Feels bad about self so can’t accept praise? 

Specific 
research link 

Assumptions, ideas, 
perceptions and 
hypotheses which have 
a specific and clear link 
to theory and research. 

 Boxhall profile 

 Acceptance, safety – PLACE 
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Appendix 36: Semi structured interview transcript excerpt 

 
S What changes have you noticed since undertaking the programme? 

B It’s a tricky question because one of the problem solving things we had going was in year X 

with that teacher who has now left.  So, we now have a new teacher in year X and he is 

obviously getting himself established, so I think that specific problem has not really been 

addressed, if you like, because of that change of personnel in there.  I am sure that if the 

same child was presenting in the same way, we could revisit and reuse your idea of using the 

different hats to problem solve.  One of the other problems we dealt with which was kind of 

more of a staff one, I think it has been useful.  I think we have made some decisions about 

communication, about meetings, about when meetings should take place and when TAs are 

available and all about emailing and everything, and that’s all been very much on the agenda 

since we had those sessions.  So, that has been a change.  I think one naturally wasn’t going 

to happen because of staff changes, but I think the other has developed and gone on and, 

yes, I think there has been change. 

S Could you say a bit more about that? 

B I think, going through the process, brought it to our minds more and also in staff meetings 

we referred back to, ‘oh yes, remember when we did that with Shin?’ sort of thing, you 

know, so that it’s come up, which has been good because we have all been through that 

process and I think, ermm, it’s just a case of it’s at the forefront of your mind and you’re 

more likely to think about that problem  solving process.  We haven’t used it again.  We 

haven’t used it again for anything else, but we have kind of been reminded through staff 

meetings and dealings with TAs and having meetings.  I know that XXX (Headteacher) has 

been quite proactive now with meeting with TAs or SENCO meeting with TAs and the whole 

emailing business, she’s on the case with that so that they are much better informed and 

therefore our life is a little bit easier.  Did that make sense? 

S Yes, yes.  I am just thinking also, going back to what you were saying about the other 

problem that we looked at around that pupil. 

B The child in year X, yes. 

S Yes. Are there any changes you have noticed other than that, apart from that pupil? 

B Ermmm.  Well, I know that in my own mind – but I’m only thinking personally now, about my 

class – when all of that came up, there are obviously bits of behaviour from that child that 

you see in children of your own all the time.  I know I did pick up on things that I could do 

with a child or children that I find difficult, so, yes, there was a broader effect.  I can’t speak 

for anyone else but I think we have all got difficult children in our classes and some of those 

strategies about where they’re sitting or how you deal with them or how long you’re 

expecting them to sit, because that’s what we came to do, didn’t we, with a very specific 

task with for the child, that if you could do this then, something else would happen.  And I 

think I have done that almost subconsciously really without thinking, ‘oh yes, that’s what we 
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did for Shin in the problem solving thing’ so I think there has been a knock on effect for me.  

I couldn’t say for anybody else though. 

S Good.  Ok.  Is there anything else you want to say about that in terms of just changes since 

the programme? 

B I don’t think so.  Like I say, I can’t speak for my colleagues, so I don’t … you don’t …and 

sometimes you do training things like this and you don’t actually know how much of which 

bits are affecting you as a teacher, you know, because you have got bits of knowledge all 

over the place, haven’t you?  It’s a train being thrown at you all over the place and you don’t 

really know … it’s difficult to assess because you are busy juggling so many things.  It’s 

difficult to assess what has impacted on what.  So, it’s just an amalgamation isn’t if of all 

those things (laughs) that have been flung at you really.  Ermm, but I do think that the 

process that you took us through was really useful.  We all felt that and we all felt that, yes, 

we could get this out again if we needed to in another situation, so that in itself is progress 

because I think we have got a tool to use if we needed to. 

S And that is the second sort of focus actually of this interview, is about your views about the 

programme.  You’ve found that you can use that as a tool.  Ermmm, that’s the three 

problem solving sessions that we had 

B Yes, yes. 

S Do you have any more to say about that in terms of its structure and the programme? 

B Well, it was awkward to start with and I think we felt ‘why are we putting these different 

hats on?’ you know, and then when you get into it, you realise, ‘yes, actually that was so 

useful because we are just looking at one tiny little bit of the problem and really analysing 

that tiny bit’ and by the time we had done it the third time, we all felt, ‘yes, we know what 

we’re doing now’.  That was really good, ermm, and, you know, we’ve still got all those 

resources, you know, I have filed mine away knowing that if something else came up we 

could use it and I am sure Headteacher would.  I’m sure if we had something to do deal with, 

any sort of problem, because it’s funny isn’t it, that same system can work for children, 

adults, a social problem, a behaviour problem, a wider whole school issue, ermm, and I think 

that we could use it again.  We would use it again!  Yes, so although it felt false using those 

different hats, it actually made a lot of sense.  And the timings and everything were good, 

because it’s forced us to be, to be concise, whereas we normally just waffle all the time and 

you waffle sideways, don’t you? In staff meetings and we always do - you start with one 

thing and you end up somewhere completely different, so it was really good on focussing us.  

S And do you have any comments or views about the refresher bit that was at the beginning? 

B Yes, well, that was tricky for you because it was really rushed because the TAs didn’t have 

any extra time and I think … I didn’t get any feedback from them on that because I think they 

felt that ‘oh yes, I remember now, you know, we’ve done this training before, yes, this was a 

good .. a memory boost’.  I think for all of us it could have been longer, and that wasn’t your 

fault.  It was nobody’s fault, that was the just the nature of this thing wasn’t it, so that would 

be my only criticism of that.  I think they probably could have done with a little bit longer.  
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Because when you get a large group of people together in a room, which we had, it takes a 

lot longer for them to settle into it … just the staff - five or six of us and we all know, ‘right, 

we’ve got something to deal with’, you know and there’s a bigger group, that kind of slightly 

more disparate group. That was really hard; it’s hard for you, and I felt for you that day 

because … 

S Yes, it was quick, wasn’t it? 

B Ermm, so I think it was worthwhile doing, but maybe we should have managed it better.  

Maybe, the practicalities from our end should have been done better. 

S Or it be longer? 

B Yes, exactly, exactly, if Headteacher somehow could have …. it’s impossible though isn’t it 

because she was holding the whole school in the hall for us while we did that.  Ermm, but 

yes, I think it was useful.  I think it could have been longer. 

S Yes, ok, do you have anything else in terms of reflecting on the programme so the refresher 

and the three group problem solving sessions, in terms of how … in terms of your role?  You 

talked about how you think you will use it again if needed?  Any other views about that? 

B Ermm, I think all of these different structures and tools are really useful in your armoury, you 

know, you’ve got them tucked away in a file, you’ve got them in the back of your memory, 

you’ve got them on your computer, and, ermmm, it’s so useful to say, ‘oh yes, I know how 

that works and I’ve done that’, and for us do it three times I think that process was 

important because if we’d done just the once, we’d have thought, ‘oh, I’m not sure about 

this’, but by the third time we were really familiar with it so, yes, the process itself was 

informative and easy to go through and, yes, we would use it again. Ermmm, but I think it 

would take a conscious effort to use it again.  I think .. but, I say that, we’ve all now done 

and we all feel it’s a useful tool so, if something did come up I’m sure one of us would say, 

‘oh yes, let’s get Shin’s stuff out (laughs) and have a look at that’, you know, it wouldn’t be .. 

it wouldn’t be the last thing we’d go to.  Ermm, we might try something else first, I don’t 

know, but it certainly would be useful to use again.  I am not sure I’ve answered your 

question. 
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Appendix 37: Common themes identified for schools A and B, reflecting staffs perceptions 

about the knowledge used to solve problems and plan actions 

 

 Theme Description Illustrative data 

C
o

n
te

xt
u

al
 k

n
o

w
le

d
ge

 

Situational knowledge  Information knowledge 
related to the child and 
context 

Yes, well, to have an action plan, you’ve got 
to have all the information haven’t you?  
You’ve got to have all the broad picture 
whether it’s background on a child or the 
nurture situation or, ermmm, what else has 
gone on in their life, or … you know, all of 
those things have to come in, don’t they, 
and they are all equally important.  

Experiential knowledge 

*More examples from 

school B 

Knowledge gained 
through experience of 
working with child and 
context 

I try and find out as much as I can about the 
student I’m with and I talk with the 
students; just talk with them as much as I 
can to start with just to get a feeling for 
them. If you can get in… but sometimes a lot 
of your work is just getting in, getting 
through the barriers.  

Practical knowledge  Knowledge related to 
practical ideas related to 
the child and context 

“Whatever seems to work.  I try things out, 
and if they work then I remember them, and 
if they don’t work, I don’t.” 

Theoretical knowledge  

*More explicit  examples from 

staff in  school A 

Knowledge and ideas 

which have a specific 

and clear link to theory 

and research. 

“…but I think the whole thing of Maslow 
is where it all boils down to….that 
bottom step for some children has got so 
many bits missing that you can’t build a 
good foundation at school ‘til you have 
helped them to fill in those bits 
themselves.” 

Combined knowledge Knowledge used from a 
range of sources, of 
which the origins are 
difficult to determine.  

I don’t honestly know, because we’re all so 
complex aren’t we, and as teachers we’re 
using so many different skills and if you 
listed the skills there’d be reams and reams 
of them, wouldn’t there? So, I find it hard to 
separate the different aspects, the different 
types of knowledge that are used in problem 
solving because it’s just what you do, what 
seems best at the time.  I don’t dig too 
deeply (laughs) into the way my mind works, 
I suppose. 
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Appendix 38: Examples of content analysis of questionnaire data 

 
Questionnaire statement: The structure and process of the programme is suitable and applicable to 
your work. 
 

Codes Illustrative data School A 
(f) 

School B 
(f) 

Challenge Yes – not sure if TA would use it – hard enough for 
teachers. 

1  

Efficiency  

 Focus 

 Time 
saving 

 Keeps discussions more focused 

 Saves time during our meetings ensures we stay on 
track.  

 

3 2 

Applicability    Very suitable to all my work. 

 Very adaptable, use it for almost any problem.  

1 3 

 
 
 
Merging codes for responses to questions 1 and 4 in the questionnaire: 

 To what degree have you benefited from the programme. 

 To what extent does the programme offer support to your role and responsibilities in school. 
 

Code Illustrative data School A 
(f) 

School B 
(f) 

Supported meeting 
productivity 

 Ways to keep meetings effective and beneficial.  

 An excellent structure and framework to get the 
most out of meetings. 

5 5 

Problem solving/ 
finding solutions 

 The programme is well structured and makes 
finding solutions easier.  

 It has helped to provide a clear thought process 
to solving problems. 

3 3 

Focus and 
understanding of 

problems 

 As meetings are more focused and structured 
there is a better understanding of ‘problem’ and 
direction. 

 Enabled a proper focus on the problem.  

4 1 

Team support  Enables all to work together and being aware of 
what each other is doing.  

 I feel it enables our team to listen and work 
better with a formal structure which we are 
able to solve problems more efficiently. 

 4 

Sharing problem/ 
responsibilities 

 It means the problem is shared with others so 
responsibility it shared.  

2  

Useful tool  It gives me a tool to access the students 
progress and change my approach if necessary.  

 A very useable tool 

 2 
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Appendix 39: Summary of outcomes reported by staff following intervention  

 

School A School B 

Response to child 
A member of staff gave an example of how ‘time in’ 
was used to support a child to self regulate.   
“...so having gone through that process about what it 
is he does and what it is that, you know…. he’d been 
silly in PE, not listening, running around and he came 
in here and sat down and he was all over the place 
and you could see he was all trembly and I just said, 
‘right, sit down here for ten minutes with the timer, 
calm down, sort yourself out and then you can go back 
and everything will be good, won’t it’ and it was.  So, 
and there was no need to be cross with him, he just 
wasn’t able to cope with that first bit.” 

Continued application of the group consultation 
framework in team meetings 
‘We have continued to use the programme and our 
meetings are much more focussed now so we don’t, 
sort of, stray off in every direction… we stick to the 
rules and it is pretty good.  We get much more done in 
our hour that we’ve got.’   
 
‘… all I know is that the meetings come out with a 
clear decision which we then start to put into place.’ 

Communication systems 
Systems and procedures were set up to support 
communication between teaching staff and teaching 
assistants.  
“We have made some decisions about communication, 
about meetings, about when meetings should take 
place and when TAs are available and all about 
emailing and everything, and that’s all been very much 
on the agenda since we had those sessions.” 

Changes made for individual pupils 
Staff gave examples of specific changes made from 
applying the group consultation process in team 
meetings.  
“We then put in a strategy of allowing him to earn 
certain time cards for computer time which was done 
the same day, put into play the next day and has been 
working really successfully with that student.” 

 Provision map (see appendix 38) 
“Since then, I have also started mapping our provision 
for vulnerable learners, so we are looking at what we 
actually provide every single child in every single class 
on a daily basis and then what’s the actual stuff we 
give to those children who need it and then looking at 
what those children then who need more get, so we 
are trying to map that.” 

Management support 
“I have become more aware, ‘oh, it’s my different role, 
isn’t it?’  More aware that, you know, I need to make 
sure that everybody’s singing from the same hymn 
sheet, basically, and give people the opportunities to 
rehearse things that they could say.  I think, you know, 
it’s that practice.”  

Unconscious application of new ideas and 
strategies  
A member of staff reported to unconsciously apply 
ideas and strategies explored during the intervention 
programme to their own classroom practice.  
 “I know I did pick up on things that I could do with a 
child or children that I find difficult, so, yes, there was 
a broader effect… and some of those strategies about 
where they’re sitting or how you deal with them or 
how long you’re expecting them to sit…. And I think I 
have done that almost subconsciously really…” 

General approach  
Staff reported to have changed their general approach 
to supporting students, which has been supported by 
reflecting and having a better understanding of 
situations.  
“It’s difficult to pin point any one thing that’s changed.  
I think it’s the approach rather than specifics that’s 
changed.  There’s a much better understanding of 
what we’re doing with the people that are particularly 
affected.” 

 Individual care plan for child 
“We’ve put together kind of a care plan package for 
him and brought in some of that thinking with the 
hats, though it wasn’t specifically along those lines, 
elements of it were there.”   

  



187 

Appendix 40: Provision map for vulnerable pupils, devised by school A following the intervention 

 
PROVISION FOR ALL LEARNERS IN ALL 

CLASSES 
Everyone is entitled to this regardless of 
their vulnerabilities – but it is especially 
necessary for those children who are 
experiencing some early difficulties 
especially those around attachment. 

ADDITIONAL PROVISION FOR 
TARGETTED INDIVIDUALS 

This is available for certain individuals 
selected on the basis of 

 Teacher knowledge 

 Challenging behaviour 

 Failing to  meet academic targets 

 Parental request 

 Identification from the 
Vulnerability matrix 

ADDITIONAL SPECIALSIST PROVISION 
 
This is only for children with very high 
levels of need. These children may be at 
risk of exclusion.  

Quality First Teaching including 
appropriate differentiation 

Small group SEAL work with HR Individual SEAL work with HR 

Robust Safeguarding policies and 
procedures embedded 

Lunchtime club Referral to EP 

Adults who are kind,  warm, caring 
positive, smiley and supportive 

Circle of Friends Referral to SEBS 

Structured environment with appropriate 
supervision  

Access to PFSA Referral to CAHMS 

Opportunities for success in different 
areas 

Access to EHW 
 

Liaison with appropriate services 

Behaviour Policy which is fair and is 
permeated with empathy 

Referral to EP SA+ higher level criteria are met.  

Time out – but not isolation-  Bereavement support (XX)  

Liaison with appropriate services Liaison with appropriate services  

Sanctions and rewards which are 
understood and applied consistently 

Further Assessment of Learning 
Difficulties by SenCo 

 

No adult ever to  

 shout, 

 use sarcasm   

 use shame 

 be angry 

Five Staff member (XX, XX, XX, XX, XX 
have four day Nurture Training – advice 
available to all staff.  

 

Feel loved, accepted, forgiven and part of 
the school community 

IEP  

Chance to be a child – opportunities to 
play games and have fun 

  

Differentiated approach for BESD – 
justified to parents if necessary 

  

Any learning difficulties identified and 
addressed 

  

Opportunities to be listened to /heard 
read / one to one time additionally by 
kind and supportive adult via Pupil 
premium funding 

  

SEAL Curriculum   

Different kinds of learning VAK   

Circle Time   

Almost all staff have MAARG Level 1 
training 
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