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Abstract 

The school holds particular functions for society; to credential, to contain and to shape 

the citizens of the future. One much discussed function is the influence of school on the 

morality and behaviour of young people. This thesis explores the nature of the bond 

between pupil and school, how it affects behaviour and how it is shaped by the school 

culture. 

The focus is derived from an integration of different disciplinary and theoretical 

paradigm in three previously separate fields; criminology, education and psychotherapy. 

This thesis is practice-based, using mixed methods research centred on a case-study 

school and encompasses pupil questionnaires (n=189), pupil interviews (n=S) and 

extensive ethnographic research. Furthermore, the study is unusual due to the 'insider' 

status created by my professional role within the school. 

In this thesis, Hirschi's bond to conformity (1969) is developed to incorporate a pupil's 

perceptions of the bond. This is defined as a sense of belonging. Findings indicate that a 

pupil's sense of belonging is significantly linked to pupil behaviour. Furthermore, 

elemental strands of the sense of belonging signify that the pupil's perception of the 

school's bond to him, are of key importance. This foregrounds the significance of a 

school's cultural Character (Berne, 1973) on shaping a pupil's perceptions and sense of 

belonging. 

The purpose of this study is to generate useful findings that will support academics, 

practitioners and policy-makers in attending to a pupil's sense of belonging and a 

school's culture. The findings that emerge have important implications fo�Jl[:af.essional. _ .... -----. 
.e UNt VEFtSrrv Of ,
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Chapter 1 I ntroduction 

Th is thesis is concerned with the experience of  chi ldren who misbehave i n  school ,  how 

this relates to the environment of the school ,  and how schools can be changed to 

become more i ncl usive. I n  this i ntroductory chapter, I wi l l  describe my reasons for 

undertaking resea rch i n  th i s  area. 

I started working with ch i ldren with cha l l enging behaviour when I first sta rted teach ing. 

I found that rather than seeing what many teachers see when a ch i ld m isbehaves, that 

the ch i l d  i s  v io lent, aggressive, destructive or hosti l e, I saw a chi l d  not knowing how to 

commun icate. My approach for dea l i ng  with such cha l l enging behaviour  is sometimes 

at odds with the status quo  of the school 'how thi ngs a re done' . For pol i cy procedures 

(for examp le  ch i l d  p rotection), I work to rule, but where I am ab le to use an a lternative 

approach to resolve a confl ict, I do so and the outcome is usua l ly considerab ly more 

positive. My attitude and a pproach arises from my fam i ly and professional background 

that offered me  a different perspective on human psychology and behaviour. 

Subsequently, I i nterpret i nteraction and transaction - particu la rly  of the school and the 

teacher's rol e - in  a more psychotherapeutic way. What is more, my teacher tra in ing 

somewhat surprised m e  in how l ittl e t ime was spent on  these aspects of ch i l d  

development, psychology and behavioura l  management. 

I bel i eve that ch i l d ren  and young peop le with socia l ,  emotional and behavioura l  issues 

are not equ i pped with the too ls  to communicate their s ituations and frustrations and so 

tend  to emp loy unappea l i ng ways (to school and society) to change their predicament. I 

fee l  that more often than not, the chal l enging chi ld's behaviour seems to el icit i n  others 

( i n  particu l a r  teachers) the opposite of what they rea l l y  need. 

1 



This  led me to think about why a l though most chi l d ren exist easi ly and positively i n  

school, some seem unab le  or rel uctant to  do so. I became i nterested i n  how these 

school i nteractions and relationsh ips  with adults and peers affected and shaped the 

pupi l  and their subsequent behaviour in the school setti ng. In sociological terms, I was 

explor ing in a school context, Bourdieu's (1985) paradigm of habitus (an  i ndividua l 's 

identity) being shaped by h i s  fie ld  (the environment) . Furthermore I was interested in  

the mu ltip le  habitus of both pup i l  and teacher; the i r  col l ective experience reinforci ng 

the fie ld  and co-creating a cu l tu re for the school .  Through my practice and research, I 

became  acutely aware of the wide-rang ing a nd varied external infl uences that a lso 

p layed a part in  culture, and how these factors i nfluence the cultu re and the i ndividuals 

with i n  it ,  be that positive and communa l  ( Payne et a l ,  2003) or negative and potentia l ly 

crim inogenic (Power et a l ,  1972) .  

Prior to the development of  specific resea rch questions for th is thesis, I was struck by a 

number of questions that even now affect a nd inform my practice: 

1. Why do some pup i l s  behave so badly in school? Why do some seem unable or 

unwi l l i ng to fol l ow the expectations made by the school? 

2.  What respons ib i l ity does the school have i n  rel ation to the existence of 

cha l l enging behaviour? I s  the way i n  wh ich teachers and other school staff treat 

ch i ldren responsib le, and  m ight the school be part of the problem? Is this purely 

a teacher-pup i l  effect or is a school's culture infl uential? 

3.  How does the school cu lture affect the transactions that occur between a pupi l 

and others (adu lts and peers)? How do the transactions co-create the pup i l's 

sense of self with i n  the school? 
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I felt that these questions  i nvited exploration, as they suggest a powerfu l web of 

infl uence between the re lationships establ ished in school and the formation of 

de l inq uent behaviour. With in these questions lay more specific research questions that 

I i ntended to explore rigorous ly to ascertain  whether my perceptions of the influence of 

school cu lture were va l id .  Fol l owing a wide ranging exploration of the l iterature, I fe lt 

that th is  thesis was go ing to be unusua l  in its positioning within the fie ld .  

In this thesis I have tried to integrate cri mino logical and educational l iterature with a 

psychotherapeutic posit ion.  This is no sma l l  task. Considerable examination of the 

separate areas generated extensive theory and empirica l research; out of this emerged 

two ma in  themes that a re especia l l y  important in relation to my area of interest. F irstly, 

I wi l l  explore the cha l l engi ng chi l d  and h i s  relationship to school . This is a burgeoning 

a rea encompassing theories of de l inquency, l i nks between school and del inquent 

behaviour and excl us ion l iterature. I n corporated in this strand there is evidence from 

i n itiatives for address ing d isaffection, school cl imate and bondi ng. 

Second ly, there is the theme of the context of the school itself. This incl udes the 

deve lopment of cultura l character ar is ing from organisational cu lture theories, the 

i nfl uence of political h istory on British schools and the g lut of legislation, pol icy and 

approach to d irect schools with the best cou rse of action for dea l ing with cha l lenging 

behaviour. I propose that it is the cultu re that determines how a school wi l l  deal with 

cha l lenging behaviour and  it is  what m ust be addressed for a sign ificant change to the 

contextua l  and situationa l  addressing of such behaviour. 

These two themes led to the deve lopment of my thesis. This thesis proposes to explore 

the point at which the two themes meet; where the ch i ld  - and his or her behaviour

and the school  interact to co-create a n  identity in  school that perpetuate and is 
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perpetuated by both parties and the cu lture .  Although models su ch as Bou rd ieu's 

habitus and field, Giddens' s tructure and agency and H i rsch i's bond to conformity 

attem pt to exam ine this re lationsh ip, they tend to focus on a fixed outcome of the 

relationship .  But I a rgue that it is the rig id ity of the cu lture that perpetuates unhea lthy 

i nteractions in school and  vice versa. I nstead,  interactions should be ca rried out in the 

'here and now' in order to attend to the natural fl u id ity of human transaction; the co

creation of cu ltu re and interactions with in the culture. The more flexi b le the school 

cu lture, the more a pup i l  wi l l feel part of the cu ltu re. This does not mean that schools 

shou ld  be flexib le with rules  and expectations, qu ite the contrary, acceptance and 

com m itment to the system and its ru les are fundamenta l for a healthy bond to schoo l .  

Rather the school needs to attend  to how it interacts with pupi ls, pa rticu larly with those 

with a weak or absent bond. 

Granted, i t  is hard to capture the fl u id ity of the rel ationships and interactions (by 

academics) but the ma l l ea bi l ity of the bond is accepted and even re l ied upon by 

practitioners. I propose that the exploration of this area i n  this way wi l l  enable schools 

to acknowledge and refl ect on their school culture just as we expect cha l lenging pupi ls 

to do so during positive i ntervention. The i ntention is to address the dynamic 

relationsh ip and i nvite a lternative options for both pupi l  a nd schoo l .  I n  order to explore 

this a rea for ana lysis, I have defined a pupi l ' s  experience of school in the 'here and now' 

and the ab i l ity of the schoo l  cu lture to attend to the rel ationsh ips and interactions as the 

pup i l 's sense of belonging .  

There are, sad ly, a handful o f  ch i ldren who have been extremely damaged by thei r early 

experiences and therefore need i ntens ive and specific i ntervention to manage the 

impact of this on thei r  ado lescent and adu l t  l ives . However, there is cons iderab le 
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evidence across academic, p ractice and a necdota l fields that, for the vast majority of 

chi l d ren who misbehave i n  school and d isplay del inquent behaviour, the self

recogn ition, self-control and self-esteem that might be lacki ng can be fostered by 

strengthening the bond to school and the ch i ld's sense of belonging. 

In th is chapter, I wi l l  introduce the general concepts underpi nn ing th is  thesis .  But first I 

wi l l  outl i ne  the terms and definitions used i n  this work. 

1 . 1 Terms and Defin itions 

Different terms and defin it ions a re used in  the l iterature when discussing del inquent 

behaviour  i n  school but I w i l l  use the term 'misbehaviou r' when referring to such 

cha l lengi ng behaviour com mitted in school, i rrespective of whether the behaviour is 

deemed lega l l y  crimina l  or the pol ice become involved. 

Although some behaviour  is indeed de l i nquent, schools tend to have their own 

arb itration and justice systems. There a re numerous anecdotal examples where petty 

theft, crimina l  damage, truancy, fighting and consumption of a lcohol are dealt with 

with i n  the school by the school and parents. It is only the more serious offences that 

ca l l  for the involvement of the pol ice a nd crimi na l  justice system (Berridge et al, 2001; 

Dan ie ls  et al, 2004). 

So for the purposes of this thesis, al l  cha l lenging behaviour inc luding crim ina l ly 

de l inquent acts that occu r i n  school are termed 'misbehaviou r'; and when referring to 

'del inquent behaviou r', I a m  describ i ng behaviou r  committed outside of the school that 

may or may not receive the attention of the pol ice and youth justice system. 
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A further term that I use throughout this thesis is 'transaction' .  This is a specific term 

articu lated by Ber�e ( 1961; Stewa rt & Jo ines, 1987) that expresses the dynamic  

i nteraction between ind ividuals centra l to Transactional  Analysis; encapsulating the 

ind ividua l  ro le  identiti es in  the moment and context (see theory chapter) . 

Also important to h igh l ight at th i s  point is my third person gender label .  Throughout this 

thesis, I wi l l  use 'him' and 'he' - th is is pure ly to a l l ow a fl u id read ing of the thesis rather 

than to make any conclusions as to gender i nfluence on behaviour. Throughout the 

research process, I was careful to not i nc lude gender at any stage. Although the sample  

i s  a m ixed one, neither the respondents of the q uestionna i res nor  the  interviews are 

identified as ma le or fema le. The reason for th is is that I am attempting to explore the 

i nfl uence of a school cu ltura l  m i l ieu on the bond between chi l d  and school and more 

importantly the pupi l 's  perceptions of the bond. The issues surrounding gender, 

perception of gender and stereotyping wou ld  cause a s kewing of emphasis away from 

th is .  Moreover, there are d i sti nct d iscourses in educational and crimino logical theory 

regarding the [m is]behaviour  of boys and g i rls, but I have sought to reta i n  a focus on 

both. I recognise that this is potenti a l ly controversial , given the interest in the 

relationsh ip between gender and different forms of m isbehaviour and del i nquency, but 

feel that the task of this thesis is a d ifferent one and that gender is not the ma in 

concern.  Th is  reason ing appl ies to other characteristics that m ight a lso have rel evance 

such as cu ltural identity, l anguage etc. To fol l ow is an overview of the chal l enges and 

ideas behind this thesis. 
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1.2 Chal lengi ng Chi ld or Chal lenging School 

When a chi ld  m isbehaves in school or anywhere else, a psychotherapeutic  perspective 

requ i res that we assume that there is someth i ng wrong. That chi ld is tryi ng to 

comm unicate us ing impu lsive, thoughtless behaviour or actively hosti l e  behaviour. This 

m ay be a longstandi ng, repeated behavioura l  response ( learned early and rei nforced ) or 

a here and now reaction to a specific s ituation .  Either way the child is expressing 

h imself. 

F ind ing the root cause of del inquent behaviour  has l ong been a sociological question .  

There a re numerous ideas as to the causes of del i nquency, and these can general ly be 

traced to three accepted theories of de l inquency: Strai n  Theory, Cultural Deviance 

Theory and Control Theory or a combi nation of these (to be discussed further i n  the 

l iteratu re review). Theories of del inquency exist in a sociologica l  context and attempt to 

expla i n  or m itigate behaviour. 

This thesis focuses on H i rschi's Control Theory ( 1969) as an underp inn ing framework for 

the cause of de l inquency; the idea that the bond to conform ity controls our natura l  

de l inquent desi res. Control or Bond Theory a l lows observation and a na lysis of the 

relationsh ip between an ind ividual  and a conform i ng institution such as school .  

Therefore it i s  integral i n  supporti ng this thesis i n  l ooking at the nature and extent of a 

pup i l ' s  bond with school being fundamental to the development of appropriate or 

inappropriate behaviour. However, what control theory is unable to meter is the two 

di rectiona l  natu re of the bond. I n  essence, this is the perceptions of the bond. Thi s  

thesis attem pts to combine the idea of  the bond with the influ ence of a school's cu ltu re 

on  the bond. 
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Hence the second underp inn ing theory for this thesis concerns school culture. Berne 

i ntroduced his theory for organ isationa l  cu ltu re in 1973. It bu i lt on the 

psychotherapeutic model Transactional Analysis that he establ ished in 1961. Although 

to be d iscussed in deta i l  in the theory chapter, briefly, it asserts that a culture is made 

up  of Etiquette (practice), Technics (po l icy) and  Cha racter. It is this th i rd element of 

cu lture that I be l ieve shapes the school's re lationsh i p  with pupi ls  and their sense of 

belonging. 

To reiterate, at the hea rt of th i s  thesis are the concept of a pupi l 's bond to school and 

how this is shaped by the school culture. 

1 .3 My Thesis and a Sense of Belonging 

I felt that a new term m ight i ncorporate the chi ld's perceptions of the school and of the 

others with in  the school .  I have ca l l ed th is  a sense of belonging. I suggest this combi nes 

the e lements of H i rsch's bond with the expectations and perceptions of the pupi l . I t  a lso 

borrows significance from the term derived by Maslow (1943) of belong ing as 

fundamenta l i n  an  i ndividua l 's  h ierarchy of need. 

I have defined belonging as being made up of three elements; 

1 . Perception of one's own bond to school 

2. Perception of the school's bond to h im  

3. Perception of the bonds between school and peers 

It is the sense of belongi ng that I be l i eve holds the key to behaviour and deviance. It  

acknowledges the mu ltifaceted, dynamic natu re of the pupi l 's  bond to school . 
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Specifica l ly, it h ighl ights how the repeated, dynamic and variant transactions, and 

fu rthermore the pupi l 's  perception  of these transactions, l ink together to form a pupi l 's 

f it to school or  sense of belonging. 

For exam ple, a chi ld who has had a d ifficu lt morning feels envy at seeing another ch i ld  

pra ised for h is  work, he  becomes frustrated and demanding, he experiences a sense of 

injustice and self-doubt. He  questions h is  own sense of va l i d ity and va lue. The 

experience reinforces his not be longing, he becomes cha l l enging.  Options for the 

teacher are to give him attention - however once he is demanding, praise is counter

i ntu itive and confus ing for the ch i l d, the teacher and the other chi ld ren - or to sco ld h im .  

Rather, he needs h is  yearn ing attended to. 'You got your  work done and then you 

shouted at me . . .  a re you shouting because you wanted me to tel l  you that you had done 

wel l ?  . . .  can you th ink of another way that you cou ld  get me to praise you?' A dia logue, 

a n  interaction i n  the here and now m ight enable the ch i l d  to address his behaviour and 

his sense of self. 

1.4 Research Questions 

My hypothesis i s  that a chi ld who has a strong sense of belonging to school - whether 

they are necessari l y  ach i eving academ ical ly or not, whether they seem to be l iked by 

i nd ividua l  teachers or not, whether they procla im to l i ke or dis l ike school, whether they 

a re attached, committed, involved and  believe (H i rsch i  1969) in school or not - wi l l  not 

m isbehave i n  schoo l .  
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So my i n itial queries ra ised a re consol idated i nto the fol l owing research questions: 

1. How does a sense of belonging affect the behaviour of pupils in  school ?  

2 .  How does the school cu ltu ra l cha racter affect the pupi l's sense of bel onging? 

3. What can a school do to strengthen the pupi l 's sense of belonging through 

strengthening the school's cultu ra l  character? 

To test and eva luate this, I took a 'snapshot' of a cohort (n=189) of pupi l s  in a case-study 

comprehensive secondary school .  I asked them to anonymously self-report behaviour 

inside (and outs ide schoo l ) .  The second part of the questionna i re asked each pupi l  to 

respond to over eighty questions exp lor ing their perceptions of school, self and others. 

From this I am ab le to com pare the responses, to sort them accord ing to thei r 

behaviour, i nstrumental and emotiona l  attachment and belonging. To deve lop and 

strengthen some of the concepts arising from the questionnaire, five pupi ls were 

i nterviewed about thei r  experiences and  thoughts about belonging, school and 

behaviour. U ltimately, and  imp l icit i n  the th ird research question, i t  i s  hoped that the 

answers to these questions  wi l l  enab le  schoo l s  to attend to their cultural character and 

the ind ividual needs of the pupi l s  it supports in such a way that a l lows the pupi l  to verify 

h is identity i n  relat ion to the school pos itively. 

1 .5 Summary of Case-Study School 

To fol low is a tabu lated summary of the Case-study school where the research was 

carried out. 
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Table 1 .1  Case-Study School; cha racte ristics, c i rc umstances, samp le size 

Type of Schoo l  M ixed sex, fu l l y  comprehensive secondary school ,  1 1-19 year o lds 
S ize of school  ( 1 1-16 years on ly) 1075 
Rel ig ious Affl i ation  None  
Proportion  on  Free School Meals 12 . 2% 
Proportion on SEN  Regi ster 40% 

Standards  Estyn:  'very good with outstanding features' 

5+ GCSEs A * -C above n ationa l  average 
Language/Cu lture B i l ingua l  - Engl ish and Welsh/Cymraeg; 
(comments from Estyn reports) 'While over 400 pupils study Welsh as a first language, over 90% of pupils and students come from 

homes where English is the first language' 

Pup i l  Wel l being and Behaviour  'Pupils' moral, social, cultural and wider development is very good. ' 

(comments from Estyn reports) 'There is an orderly atmosphere in the school and pupils understand the high expectations the school 

has of them. ' 

'Pupils are courteous and tolerant. There are very few incidents of bullying and aggressive behaviour. ' 

School Cu lture 'The praise and support, which the school offers, motivate pupils to give of their best. ' 

(comments from Estyn reports) 'Relationships with adults in the school enable pupils to express their views openly and honestly. ' 

'Pupils and students are encouraged to respect one another, the staff and the environment and to have 

a clear sense of right and wrong. ' 

F ixed Term Excl us ion Rate 
(national average for all schools = 2.6% 8.9% in 2006/2007 4.3% i n  2010/2011  
average for English secondary school = 10.9% 
average for Welsh secondary schoo l = 9. 1%) 
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Permanent Excl us ion Rate 

(nationa l  average for all schoo l s = 0. 12% 0. 7% in 2006/2007 
average for Engl ish secondary school = 0. 23% 

average for Welsh secondary school = 0.08%) 

Socio-economic characteri stics Very l a rge catchement area - potentia l l y  up to 25 mi les rad ius .  Encompasses thriving town 

{up my street website) (Income: medium to high with older affluent professionals) to rura l  vi l l ages (economy 
underpinned by agriculture) to t iny v i l l ages in between ( not l isted ) .  

Samp le  Size Yea r  8 cohort n = 189 (92% of year group)  
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1.6 Outl ine of the Thesis 

So far, Chapter 1 has presented the cha l lenge to be undertaken by this thesi s .  It has 

proposed the concept of a sense of belonging as a l i nk  to misbehaviour and introduced 

the idea of the infl uence of school cu ltura l cha racter on  a sense of belonging. Chapter 2 

wi l l  present the h istorical and pol itical context for education ,  to examine the l iterature 

and pol icy that infl uences education and schools in the UK .  Chapter 3 explores in more 

deta i l  the l iteratu re, resea rch and studies ra ised in this i ntroductory chapter in the 

associated fie lds of crim ino logy, education and psychotherapy. Chapters 4 and 5 wi l l  

provide a theoretical framework and  the methodological approach from which I can 

explore the thesis of belonging to school and cultural character. Chapter 6, 7 and 8 take 

the three resea rch questions and ana lyse them in turn .  F ina l ly, Chapter 9 conc ludes this 

resea rch and thesis by considering the fi nd ings from the research and makes 

recommendations as to the use of this research i n  practice. 
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Chapter 2 Historica l and Politica l  Context 

Th is thesis attem pts to marry theory from d ifferent areas, namely crim inological, 

educationa l  and psychotherapeutic. Carryi ng out a systematic detai led exp loration and 

review of al l the l iterature wou ld ,  therefore, be impossible. So i n  this and the fol lowi ng 

chapter I have attempted to examine some sal ient a reas i n  deta i l  and others more 

genera l ly .  The selection of areas of l iterature for more detai led scruti ny is informed by 

the research questions, together  with the theoretical basis of the thesis. 

In th is  chapter, I wi l l  endeavour to present more general or macro ideas in the l iterature 

regarding how education and schools are positioned in society. I wi l l  incl ude l i terature 

that exam ines government pol icy on education and school matters, with parti cular 

reference to the d ifferent pol itica l  agendas over the last th i rty years and how this has 

shaped school practice. The infl uence of pol icy and practice on  school culture and a 

review of more specific l iterature are l eft to the fol l owing chapter. 

2. 1 Moral Education 

School education  has always had an  el ement of moral tra in ing.  In  its ear l iest gu ise 

educationa l  institutions a nd  m ovements, i n  the ma in  with a rel igious bent, sought to 

equ i p  the chi l d  with a socia l  u nderstand ing for adulthood. Education for a l l  was 

ava i l ab le  by the end of the n ineteenth century and was a powerful universa l service 

offering a n  opportunity for young people to ga i n  the ski l l s  and knowledge they needed 

to achieve gainfu l emp loyment. Both the po l iticians and the ph i lanthropists and 

educationa l i sts of the time  saw m ora l tra in ing with in the educational  establ i shments as 

an answer to the pol itica l and  social unrest that was - and sti l l  is - a threat to peacefu l 
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society (see, for examp le, Hendrick 1997) .  The a rgument raged, even then, as to 

whether de l inquency was a problem of poverty or mora l ity but the concept of treatment 

for mora l  guidance through education conti nues to be deemed far preferab le  to the 

red i stri bution of power and resources. 

The pol itica l governance of schools has not become any more stra ightforward over time. 

The next section seeks to give an overview as to how success ive pol itica l pa rties i n  more 

recent years have sought to deal with the issues of school a nd education; through a 

d iscuss ion of the last th irty years of educationa l pol icy. 

2.2 The Pol itica l Landscape for Schools 

The Conservatives and Margaret Thatcher came  to power i n  1979 fo l lowing a l ong 

Labou r government. Much has been written about Thatcher's government and the 

i nfl uence she had on contemporary Brita i n  and pub l ic  services and nationa l ised i ndustry. 

However, i n  brief, the emphasis was on efficiency and a free market. Education in  

Brita i n  was one of the areas concentrated on for who lesa l e  change ( Ri ley 1998). The 

Education Reform Act in 1988 reformed education drastica l ly. Although decentral is ing 

considerab le  control of schools financia l l y, what was taught a nd how it was exam ined 

was stringently centra l i sed. The Nationa l Curricu lum,  GCSEs (General Certificate of 

Secondary Education) and League Tables is said to have underm ined the accountabi l ity, 

d iscretion, autonomy and empowerment of schools and  teachers (Ri ley 1998, 

Stephenson 2007) .  The N UT reported in 1992 that the National Curricu l um had 

increased the teachers' workload resulting in more stress and less time  with chi ldren. 
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Teachers were d ivested of m uch of their professional expertise. Discretion as to what 

was taught, l earned and assessed was outsourced to a publ ic exam. 

Also i ntroduced in  1988 - a l though not fu l ly in the publ ic  domain for some years and 

fol l owing a great deal of resi stance from teachers and schools - were the Secondary 

School Performance Tabl es. 'League  Tab l es', a s  they soon became known, were 

supposed to increase sta ndards across the country through performance re lated 

'healthy competition' however the opposite seemed to happen; geograph ica l  

d ifferences were reinforced and  socia l  mobi l ity became even more rigid ly  stratified than 

the 1930s (Stephenson, 2007). 

I n  terms of emphasis on pup i l  behaviour, the Elton Report was publ ished in 1989. Th is 

report marked a change in rhetoric from ru l es and sanctions to 'managing behaviou r' 

(Hayden 2011a) .  The Conservative government sh ifted the focus further towards the 

problematising of behaviour, i ncl ud ing exclusion from school, with the pub l ication of 

Pupils with Problems ( DfEE, 1994; B rod ie, 2001; Hayden,  2009) .  What fol l owed was a 

mushrooming of recommended approaches and i nterventions (Hayden, 2011a) .  

The sh ifting focus of teach ing s ince the l ate 1980s has seen the idea of the teacher 

morph from that of a lone isolated expert, responsible for his own teaching in his own 

way and rarely having contact with other adu lts, to that of the col legiate and  

col l aborative mem ber, attend ing regu lar  meeti ngs on teaching, learning and  

assessment, sharing information  and experience to  develop pol i cy an d  practice i n  both 

genera l  and specifi c  a reas ( Ba l l antine and Spade, 2004) .  It is not surp ri sing that thi s  

transition appea l s  greatly to  some but  a l ien ates a nd u ndermines others. 
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New Labour came to power i n  1997 and imp lemented extensive and wide rangi ng 

targets and performance related indicators to education and exclusion. The rhetoric of 

the d i rectives for support of young people and reduction of exclusion was positive and 

bala nced but the pol icy that it was bu i lt on was contradictory. 

'What is happening is the legacy of new policies that have their national objective of 

'inclusion ' on top of practices that have demonstrably contrary effects. An ungenerous 

observer might suggest that the government is trying to have its cake and eat it. ' 

( Loxl ey and Thomas, 2001:299)  

The B la i r  government l i ked Thatcher's ideas of 'add ing va lue' and p laced m ore and more 

emphasis on this; putting a value  not on how wel l a ch i ld wi l l  do but how wel l the school 

does at moving h im on (West and Pennel l ,  2002) . 

The effects of the free market on the pupi l s  did not go unmissed . Pupi ls have become 

commodities as a source of yearly i ncome for the school, as futu re employees for 

society as wel l  as an  ind icator of the success of a teacher or a school .  The reforms  to 

teachers' pay and career structu re were presented in  the 1998 Green Paper, Teachers: 

meeting the challenge of change (Department for Education and Emp loyment, 1998) 

and this, together with evidence from the Hay McBer Report (2000) i nto teacher 

effectiveness, resu lted in the judgement of a teacher's performance against 

standardised criteria ( Brehony, 2005) .  To a l l  i ntents and purpose, the teacher's socia l  

pedagogic role was professional ised; with this teachers lost self-confidence and mora le. 

How th is lack of teacher self-efficacy and mora le p l ays out i n  the classroom is 

unsurpris i ng. 
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'Exclusion is seldom the measure of a child's capacity to learn; it is an indication, instead, 

of the teacher's refusal to be challenged' (Sivanandan, 1994: i i i )  

The l a st 13 years under New Labour have seen a conti nued sh ift towards the 

measurable. I n  many areas of the pub l ic  sector, pol icy and practice is l ittered with key 

performance ind icators, beaurocracy and ta rgets ( Hel sby, 1999; West and Pennel l ,  op 

cit ) .  It i s  th is  unfortu nate combination of Thatcher's professional isation and 

com m od ification of society coupled with the beau rocratisation and ta rget orientation 

that has u nderm ined teachers and schools .  However, it seems legislative and d i rective 

pressu re on the teacher has a lways been part of the job, even in 1898, teachers 

reported that they fel t  restricted by the codes and standards (Stephenson, 2007) .  

2 .3 The Ro le of School in  Society 

It seems that the New Labour government defined the school and its functions c lear ly as 

being  in the com mon good of society. Durkheim wou ld approve, with his assertion  that 

schoo l s  shoul d  be free of the influence of specia l  i nterest groups and be enti rely under 

the control of the state (Durkheim, 1961) .  However, the mix of centra l i sed contro l and 

increased measuri ng, a reduction of the labour  opportunities and an increase in p rocess 

as to how to deal with those chi l d ren  that do not fit the system has led to a degrad ing of 

the functions. With 47 per cent of pupi l s  leavi ng school in  Ju ly 2010 without the crucia l 

five GCSEs (grades A-C) ( DfE , 2011a ) ,  schools a re struggl ing to meet the ta rgets of 

provid ing future employees, keeping the potentia l  troublemakers off the streets and 

righti ng the d isparity of  wea lth and power in  society ( Parsons, 1999). 
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Due to the varied functions and priorities for schools, the culture of schools is unusual 

and complex. It is made up of adults and children, the paid and unpaid and those with 

power and those without. Hargreaves (1997) succinctly identified the differing functions 

of schools, capturing some of the complexity; 'Schools are still modelled on the curious 

mix of the factory, the asylum and the prison '. 

I shall use these descriptors to articulate the thinking about schools and how the 

functionality reinforces the culture of a school. 

2.3.1 The Factory 

Just as the teachers were professionalised, the students were com modified. As 

suggested previously, the child was a source of income yearly for the school and a 

measure for the success of the school or teacher, as well as a cog in a larger machine of 

future employment. However, with the privatisation of considerable industry in the 

1980s, and continued deindustrialisation of U K, the opportunities for school leavers 

diminished. 

'Many young people were prepared to trade their obedience for qualifications. But once 

there are very few or no jobs at all available for school leavers and once a few 

qualifications can no longer guarantee employment.. .  the existence of these qualifications 

can no longer be relied upon to secure classroom consent or efforts' 

{Hargreaves, 1989:54} 

As previously identified, the importance of education, training or employment for the 

deterrence of deviant behaviour is accepted. Yet again there are conflicting messages in 
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the ach ievement of this; for example  New Labour's target of 50 per cent of the 

population to attend un iversity. Th is was a positive and encouragi ng step in terms of 

opportun ity for young people from working class backgrounds, but without the scaffold  

of  i ncreased jobs and opportunities for the  increased number of  graduates. 

There a re a lso factors in today's society that i nadvertently exacerbate the weakening of 

attachment of a young person .  Despite schoo ls  offering a lternative vocational 

curricu l um to those less l i ke ly to succeed fol lowing more traditional academic routes, 

some young people are d isadvantaged on leavi ng school (Tunnard et al, 2008). The 

depleted labour market in the U K  prevents many young people from achieving thei r  

hopes a nd  goa l s  for l ife . But there i s  a continued socia l  aspiration towards technologica l 

and  materia l  wealth and gain, creating a gap between aspiration and real ity. H i rschi 

( 1969) exp lores the gap between aspiration and attainment, asserting that the larger the 

gap the greater the l ikel ihood of del inquency. The boy who desires materia l  success but 

does not desire the trappings of the m iddle c lass l ife-style (job, taxes) is more l ikely to 

de l inquency than the boy who desi res neither. These have been both rei nforced and 

questioned over the years but continue to be raised as the issues faced by society when 

d i scussi ng tackl ing crime and juven i le del i nquency. 

2.3 .2 The Asy lum 

The term incl us ion i s  genera l l y  a ppl ied to those with Special Educational Needs (SEN ) 

and more rarely i n  the l iterature to those with behavioural d ifficulties on ly. However, 

there is a growing shift to diagnose cha l lenging behaviour into the SEN fie ld in order to 
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access resources and support that might otherwise not be ava i lable. This predates the 

New Labour government, a nd was evident i n  the Green Paper Title. 

'Emotional and Behavioural Difficulties lie on the continuum between behaviour which 

challenges teachers but is within normal albeit unacceptable bounds, and that which is 

indicative of serious illness. They are persistent (if not necessarily permanent) and 

constitute learning difficulties. ' (DfE and DOH, 1994:7) 

Although there is an obvious advantage for those requ ir ing the support, and indeed for 

the school requ i red to employ i ncreased staff to attend to the needs of behavioura l  

difficult ies, the consequences of  th i s  are serious  i n  terms of  our defin ition of  behavioural 

probl ems. 

Since RD Lang's controversial l ook at the m ed ical i sation and d iagnoses surge in  USA, the 

UK has fol l owed suit. New terms and diagnoses are being a l located to chi ldren . I n  

addition, d ifferent structures m ay label and  d iagnose the same symptoms differently. 

For example  where the educational  psychologist m ight d iagnose Oppositional Defiance 

Disorder, the parent may see school phobic and the paediatrician, Attention Deficit and 

Hyperactivity Disorder (ADH D). Rutter ( 1970) studied parents and teachers a nd the i r  

understand ing of  Emotional and Behavioura l  D ifficulties ( EBD) . Parents tend to  identify · 

'E' where teachers see 'B' .  They have d ifferent experience of the behaviour with in 

d ifferent contexts, and  therefore tend to reach different conclusions. 
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2.3 .3 The Prison 

Even in its most benign form, the school has a duty to keep the chi ld off the street. 

School is even referred to as custod ia l  (Hayden, 2011a; Stephenson, 2007; Parsons, 

1999). It i s  dur ing th is  period in school that a chi ld wi l l  p rogress through the stages of 

moral development ( Koh l berg 1963), understanding the rights and  responsib i l ities of 

l ivi ng in society. 

Menz ies ( 1960) was referring to health setti ngs and hospita l s  i n  particul a r  when she 

asserted that systems [were used] as a defence aga inst a nx iety. In her research, 

Menzies (op cit) was describ ing the defence mechan isms used by nurses when l ooking 

after the i l l  and dying. She saw that the nurses rejected the vu lnerabi l ities in others, 

i nstead putting systems in place to control aga inst the fear of vulnerabil ity of thei r own 

self. A shutting off of emotions ensued, sternness or l ack of relationshi p  and caring 

became man ifest in i nteractions .  

I n  schoo ls, a s  pressu re on  staff and pupi l s  increases due to the factors a l ready d iscussed, 

teachers m ight employ s imil a r  systems  to defend against anxiety. Teachers a re not 

counsel l ors but a re requ i red to act as socia l  pedagogues, i n  that 'they promote the 

personal development, social education and general well-being of the child alongside or 

in place of parents in a range of educational and social care settings'. ( Kyriacou et a l ,  

2009:75) .  Yet the time and attention requ i red supporting the ch i ld  as a p reventative 

measure is considerable. As a result, teachers i ncreasingly rely on a referral to another 

i ndividua l  or agency to take on the issue. 

The prison ana logy continues with the school 's need to meet the agendas of society. 

Both po l it ic ians and the pub l i c  'moral majority' must be appeased. Repressive 
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deterrents don't work but are popu l a r  with the 'chattering' c lasses (Stephenson, 2007; 

see a l so Parsons, 2005) .  As a resu lt, whether it i s  prison or a school, more len ient or 

supportive alternatives a re unpopu lar with pol iticians and decision-makers. Brodie 

(2001) ana lys ing the m ed ia  response to concerns about school excl usion i n  the 1990s, 

notes how excluded young people became scapegoats for a whole series of socia l  i l l s. 

Additiona l ly, pol itical d iscourse a l lowed for the possibi li ty that both high and l ow 

excl ud ing schools  were 'good' at m ainta in ing discip l ine. 

The d iscussion of the pun itive e lement or  function of school leads neatly to specific 

discussion of the ava i l ab le  sanction measures i n  schools for addressing unwelcome 

behaviour. 

2.4 Excl us ion 

For most schools, the fi na l  sanction for m isbehaviour is exclusion. Previously cal led 

suspension  or expu ls ion, now termed fixed-term or permanent exclusion, excl usion has 

been part of l aw s ince 1944 Education Act for Engl and and Wal es. 

J ust as over the last 60 yea rs, the face of education and schoo l ing has changed - for 

exampl e  the change from grammar  and secondary modern to comprehensive schoo ls  -

so too have pub l i c  and  professiona l  attitudes to excl us ion. Current exclusion pol i cy and 

procedure is particul a rly i nfl uenced by legis lation a nd d i rective from the 1980s onwards. 

The options for schools  are the accepted and officia l  permanent exclusion and fixed 

term excl usion with a maximum term of 45 days. There are a l so unofficial (and i l lega l )  

options where a pupi l  m ight be ' invited to stay at home' (Berridge et a l ,  2001; Brod ie, 

2001; Briggs, 2010) .  The legis l ation regarding excl usion for schools and parents ( i n  
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terms of appea ls )  has i ncreased significantly over the l ast two decades. Pr ior to the 

Educat ion Act 1994, schools had the option of an  i ndefin ite exclusion. However, 

fol lowing the Act, excl us ion l egis l ation was signifi cantly tightened. I t  was on ly after 1994 

that the state a l location of money per pup i l  was transferred with the pupi l  or pa id back 

if a pupi l was permanently excluded. Unt i l  the Act, schools were able to keep the 

money assigned ( Blyth and M i l ner, 1996); a less scrupu lous school m ight have taken 

advantage of this. Astonish ingly, it on ly became l aw in 2002 that the LEA had to provide  

fu l l  t ime and appropriate education i f  a pup i l  is excluded from school for more than 

three weeks ( Hayden, 2003) .  The practica l ities and l ogistics of this are extremely 

cha l lenging and are rarely fu lfi l led .  The on-going education  is often met by class 

teachers sending work to the pup i l ' s  home, and even th is requ irement may not be met 

(Centre for Socia l  Justice, 2011) .  

Fol l owing a permanent excl usion, pupi ls  can be enro l led i n  another school  i n  the a rea, if  

that school i s  amenab le. However there are circumstances where no a lternative school 

can be identified .  If a chi ld  is permanently excl uded, it is the parents who have the 

respons ib i l ity to find  the a lternative school not the LEA, this means that a chi l d  may be 

out of education  for many months and even years as  parents have no knowl edge or 

information ( Hayden, 2003) .  Fo l lowing the LEA and the schoo l s  str ict l egis lation to 

support a pup i l  sti l l  on school role, this seems a strange loophole where a pupi l in most 

need is given the least advice, support a nd ass i stance. I f  an a l ternative school cannot be 

found (for exam ple, no other school wi l l  take the chi l d )  then the LEA does have a 

respons ib i l ity to provide a n  a lternative. Th is m ight be a Pupi l  Referral U nit or s im i la r  or 

a private tutor. If the ch i ld does not engage, the resources and options then avai l ab le  to 

the LEA and parents a re extremely l imited. 
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One option for parents is to appeal the excl usion ;  but LEAs and Govern ing Body only 

reverse approximately five per cent of permanent exclus ion appeals (B lythe and Mi l ner, 

1996) .  Even if the ch i l d  i s  a l lowed to return, teachers may (supported by their uni ons) 

refuse to teach the ch i ld  or in some cases the school becomes passively hosti le. The 

coa l ition government has a l so proposed further  l i m its to the potential for a ppea l .  

J ust as chal l enging behaviou r  of pup i l s  m ight be seen as their  'best or on ly option ' ,  the 

teacher's use of excl usion is the same; there are no other choices. These issues draw 

attention from the 'exclus ion events at point of breakdown and the relationship 

between school and pupi l  towards the processes  of deviation wh ich may precede it' 

(Booth in B lyth and M i l ner 1996:21) . In many i nstances the event precipitating 

exc lus ion is trivia l  but i s  seen as fina l  straw, i n  deteriorating relationships between 

pupi ls and staff. 

With excl us ions and inc lus ion becomi ng a pub l ic  and  pol itica l  i ssue, N ew Labour 

targeted that by 2002, exc lus ion figures were reduced by one third ( Home Office, 2000) . 

A fa l l  i n  excl usions from 1998 to 2001 by one thi rd du ly  fol l owed. Unsurprisi ngly, when 

the target was pu l l ed, the rate went back up (Stephenson 2007). While the rel iabi l ity of 

exclus ion statisti cs has long been ca l l ed i nto question, the data neverthe less i nvites 

questions around the necessity of excl us ion and  a l ternatives avai lab le. 

2.5 Who is Excl uded and Why? 

The data ava i lab le when this research was carried out i nd icated exclusion to be a serious 

prob lem i n  England. M ore than  350,000 chi ld ren were fixed-term excluded from 
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secondary schools and more than 8,500 perm anent ly excl uded (from primary, secondary 

and specia l  schools) i n  2006-2007. 

Hayden's extensive research i nto exc lus ion and de l i nquency ca lculated that the national 

average rate for fixed term excl usion in  Eng land was 2.6 per cent of a school popu lation 

and 0. 12 per cent for permanent excl usion (DCSF, 2008) .  These figures a re not 

dramatica l ly  high but do provide a position to enab le comparisons between schools  as 

wel l  as h igh l ighting the numbers of chi l d ren exclus ion may apply to and those therefore 

'at risk' of offending careers. Hayden's research was d rawn from the data p rovided 

from LEAs ( Local Education Authorities) for primary, secondary and specia l  schools from 

al I over the U K. Therefore, it may not represent the  enti re p icture given that only fixed 

term excl usions from 5-15 days must be reported to LEA, those that are shorter or that 

are 'unofficia l '  (where a pup i l  i s  'invited' to stay at home to avoid further sanctions) are 

not i n cl uded in thi s  p icture. This fact h igh l ights two important points. F i rstly, the issue 

may be more serious that identifi ed and  second ly, the procl ivity for short excl usions and 

unofficial excl usions wi l l  have a s ignificant effect on the cultu re of a schoo l .  

More recent data for Engl ish schools ( DfE, 2011b )  i nd icates a drop in  excl us ion numbers. 

The number of fixed term exclus ions in secondary schools has been dropping year on 

year and for 2009-2010 was down on 2006-2007 by nearly 100,000 exclus ions to 

279,260. The number of permanent excl usions  ( i n  primary, secondary and specia l  

schools) was on ly 5,740. Although th i s  drop equates to a drop in  permanent excl usion 

rate from 0. 12 per cent to 0.08 per cent of a school popu lation, the average fixed term 

excl us ion rate per school is reported as having  gone u p  considerably to 4.46 per cent 

(2 .6 per cent in 2006-2007) a lthough this rate is down on the previous year's data .  Note 
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that th is  is the rate for a l l  schools ( primary, secondary and specia l ) .  The fixed term 

exc lus ion rate for secondary schools only is considerably higher, 9.3 per cent. 

In Wales there are proportiona l ly  fewer pupi l s  excl uded both permanently and on a 

fixed term basis .  I n  Wales a considerab le drop in permanent excl usion rates was 

recorded in 2006/2007, this was due to the m uch more widespread use of 'managed 

moves' between schools and now stands at 0.08 per cent (comparable to England) .  For 

a l l  schools the fixed term exclusion rate i s  s imi lar  to England at 4.3 per cent but for 

secondary schools only, it is 7.5 per cent (Welsh Government, 2011) . 

A deta i led study by the Home Office (2000) presented the summary reasons for 

exclus ion comp l ied from data from LEAs in  England and Wales: 

• Bu l lyi ng, fighting and assau lts on peers 30. 1 per cent 

• Disruption, m isconduct and unacceptable behaviour 17.0  per cent 

• Verba l  abuse of peers 14.9 per cent 

• Verbal abuse to staff 12.0 per cent 

• Miscel laneous 8. 1 per cent 

• Theft 5.5 per cent 

• Defiance and d isobedience 5 .0  per cent 

• Drugs (smoki ng, a l cohol ,  cannabis )  4.0 per cent 

• Vandal ism and arson 2.4 per cent 

• Physical abuse and assault on staff 1 .2 per cent 

In terms of Welsh school data (Welsh Government, 2011) the fol lowing behaviour 

resulted in  exclusion. Although the categories a re sl ightly different, com parisons can be 
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made for examp le, assau lts on pupi l s  seems h igher i n  Wales than  the Home Office UK 

average data . 'Defia nce' in Wales is a l so d ramatica l ly  h igher. 

• Assau l t/Vio lence towards Teachers 17 per cent 

• Assau lt/Violence towards Pupi ls 38 per cent 

• Defiance of Ru les 41 per cent 

• Disruptive Behaviour 23 per cent 

• Verba l abuse 24 per cent 

• Racia l/Sexual Harassment 4 per cent 

• Threatening or Dangerous Behaviour 21  per cent 

• Bu l lyi ng or Theft 8 per cent 

• Drugs (smoking, a l cohol ,  cannabis)  6 per cent 

• Damage to Property 6 per cent 

• Other 9 per cent 

The number of ch i l d ren being excluded from school is c learly sign ificant and given the 

l i nk  between exclus ion and del i nquency, the potentia l  for increased socia l  d isorder i s  

a l so affected .  I n  add it ion to  the i ncreas ing numbers of  pupi ls affected by exclusion, the 

other marked issue ra ised by these stud ies is the type of ch i ldren being excluded .  A 

l a rge proportion of excl uded pupi ls  are those with Special Educational Needs (SEN), 

B l ack or  M i nority Ethn ic  (BM E) or  chi l d ren i n  care Looked After Chi ldren (LAC); pupi ls 

who are l abe l l ed as  d ifferent to the 'norm' with in  a UK school (DCSF, 2008; DfE, 2011b ) . 
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2.6 Misbehaviour and Del inquency 

Boxford's investigation i nto i n-school offending (2006) found that just over 20 per cent 

of pup i l s  reported involvement in offences on the school site over a 12 month period 

and the majority of these were assaults on othe r  i ndividuals (13 per cent) . 

However, i n  terms of data perta in ing to del inquency, mainstream comprehensive pu pi l s  

reporti ng offending both i ns ide and outside school was higher, 26 per cent. The figure 

was sign ificantly h igher when PRU (Pupi l  Referral Units) pupil s are asked. PRUs are the 

educational a l ternative for chi l d ren permanently excluded from mainstream schoo l ;  

here the number of self-reported offenders r i ses  to 40 per cent (Hayden et  a l ,  2007) . 

Excl usion, both official and unofficia l ,  d roppi ng  out and truancy are a l l  l i n ked to 

de l inquency ( Berridge et a l ,  2001; Danie ls et a l ,  2004; Bal l  and Connol ly, 2005; Hodgeson 

and Webb, 2005; Hayden, 2003; Hayden et a l ,  2007) . Keeping pupi ls in school seems to 

be an important e lement for contro l l i ng behaviour. 

The Youth .J u stice Board's evidence-based 'what works' approach asserts that school is a 

p rotective factor and absence of education a r isk factor. Only 35 per cent of young 

people in  the youth justice system are in education, train ing or  employment on any 

given day (Stephenson, 2007) .  42 per cent of a l l  court attendees have been excluded 

( Hodgeson and Webb, 2005) .  There i s  a l so evidence to suggest that young people who 

are excluded from school are twice as l i kely to receive a custodial sentence as thei r  

peers who a re not excl uded (Graham, 1988) .  Furthermore, 7 0  per cent o f  young people 

excl uded had also offended ind icating a stron g  l ink between exclusion and offending 

behaviour (Stephenson, 2007) .  Acceptance of this l ink led the Audit Commission 1998 

(p85) to encourage 'reducing the number of pupils who are not at school for reasons of 
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truancy or exclusion could significantly reduce the number of young offenders in a local 

area'. 

There is strong evidence of a sign ificant l in k  between attending school and the ch i ld 

di splaying or not displaying de l i nquent behavi our. However ... 'it is likely that recorded 

exclusions are no more an accurate indicator of rising levels of disruption than surges in 

the juvenile custodial population are necessarily a reflection of increasing crime'  

(Stephenson 2007:54) 

In fact reported vio lence agai n st teache rs has dropped from 1.8 per cent to 1 per cent 

from 1994-1998 and 2002-2003, yet perception  for both teachers and the wider publ ic is 

that it has increased. A recent survey by YouGov/Sunday Times (2011) found 73 per 

cent of the pub l ic  bel i eved that the standard of pu pi ls '  behaviour in schools was worse 

than ten years ago. Perhaps excl usions, rather than ind icating a rise in i ndiscipl ine, a re 

ind icating a rise i n  publ ic intolerance which has been reflected i n  pol icy. 

2.7 I ncl uding the Excluded 

Due to New Labou r's focus on  incl usion, the late n ineties saw considerable research and 

academic interest devoted to this a rea.  Numerous studies have looked at the 

implementation of approaches or school wide pol icies for tackl i ng i ncl usion and 

excl usion ( Lavey and Cooper, 1997; Bagley a nd Pritchard, 1998; M unn et a l ,  2000; Eber 

et a l ,  2001) .  Many of the a pproaches suggest schools bring in  external agencies: soci a l  

workers, behaviour special ists or  the estab l i shment of  mu lti -agency inclusion support 

teams. But an  approach that is not embedded in the ph i losophy or ethos of the school 
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leads to a l ienation and further d isaffection with in  the school (Lavey and Cooper, 1997; 

Ebor et al, 2001) .  

The backing of the schools' decis ion makers i s  essentia l .  The head teacher's su pport i s  

fundamental as the holder of  the purse str ings (Graham, 1988) but  often i t  is the sen ior 

management team who wiel d the real p rocedural power in a school, those who 

disseminate the practice and m ode l  the approach (Munn et a l ,  2000). 

The d iffering approaches to i ncl us ion can be termed strong or weak approaches to 

inclusion (MacRae et a l ,  2003) with weak attempting to include the excluded. Th is i s  

considered an  easy and safe option  and asks there to be solutions set up to dea l  with 

those who a re excl uded, with emphasis on the excl uded. The strong approach is more 

cha l lenging of the systems that excluded i n  the first pl ace. There may need to be a 

change i n  mechanism and a shift of responsib i l ity to address the systems that exclude. 

Munn et a l 's ( 2000) exploration of the a lternatives approaches for inclusive schools 

exam ines a range of a lternatives; in-school u nits, learning support assistants/teach ing 

assistants ( LSAs/TAs), pare ntal i nvolvement, 'bought in '  professionals .  However, each 

'so lution' ho lds its own chal l e nges and Munn et a l's observations (op cit) h igh l ight how 

easy it is to get it wrong when  the approach is not ful ly supported by school . For 

example, opting for untra i ned LSAs as a cheap alternative to tra i ned staff; or i nviti ng the 

i nvolvement of parents but on ly after excl usion has occurred; or the m isgu ided 

expectation  of a cure through the involvement of an externa l  professiona l .  

Furthermore it is imperative that  the who le  school embrace an approach and this 

i nvolves educating the schoo l .  For examp le  counsel l i ng can only be useful if the benefits 

a re understood and respected by the institution, and this includes when (and n ot) a 
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ta l king therapy i s  appropriate. I n  Munn et al 's review, one head teacher l isted 

counse l l i ng between a verbal warning and isol ation as a possibl e outcome (p97). 

Lovey and Cooper ( 1997) compare case study schools and the approaches in place, 

h ighl ighting the chal lenges for the schoo ls  i n  adoption of change. One school had 

confl ict between those teachers who adhered fu l l y  to the behaviour management pol icy 

and those who prioritised the more informa l  behaviour management through 

interpersona l  approaches. Anothe r  school, a lthough sti l l  not h itting government targets, 

was cham pioned by a l l  in the school as successfu l .  A thi rd school used an off-the-shelf 

behaviour  m anagement strategy, but it  was not embedded in the school so had a patchy 

del ivery. 

Cooper and U pton (1991) d iscuss the ecosystem approach with young people with 

emotional and behaviou ra l  d ifficulties. They recognise the trap that schools can fal l  into 

when attempting to stay chi l d  centred. The a pproach focuses on systems at school and 

in  the environment of the pupi l  i n  ways that 'are compatible with the humanistic aims of 

education, which are to facilitate the development of autonomy and self-direction in 

students and in ways that do not appear to shift the blame for emotional and 

behavioural difficulties form pupils, to their teachers and parents'  (p22) . 

MacRae et a l  (2003) a rgue that it is essentia l  to employ a multiagency approach . The 

teachers' workload, growing pressure and accountabi l ity as the flexib i l ity over 

curricu lum decreases m ean mu lti agency working is fundamental to take the on the 

considerab le responsibi l ities. 

School based or educational issues a re rarely the only problem . But mu lti agency 

working can be difficult as i nformatio n  shar ing and profess ional jealousy can get in  the 
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way (Ba l l and  Conno l ly, 2000) .  I nflexib le organisations, 'deep set' p rofessional 

ideol ogies, lack of d rive, resource constraints, pressu res of competitive b idd ing for 

funds, budget i nflexib i l i ty ( Pearce and  H i l lman, 1998) p rohi bit successfu l engagement. 

Predictab l y, the reconci l iat ion of d ifferent practices, language, resources and  d iscip l ines 

can be daunting (Ma l l oy et a l ,  1998) .  

'Such issues hamper efforts to provide the effective and sustainable behaviour supports 

necessary to establish and sustain competent school cultures or host environments that 

support the adoption and sustained use of research-validated practices and systems' 

( Eber et a l ,  2001 :74) 

Then the a pproach i s  not adopted consiste ntly or  for a l ong enough time, this breeds 

more cyn icism and  d isaffectio n  to p rojects and  i ntervention generating a fear  with i n  the 

school 

I nevitab ly m uch of the l iterature that  i s  in search for what m ight be usefu l to schools, 

critic ises what i sn't. Attitu des to positive i nterventi on  have cha nged considerably over 

the last 30 years. For examp le, H awki ns  a nd  Lishner  ( 1987) cyn ica l ly  stated that m ost 

things don't work; counse l l ing, tutor ing, mentoring etc. Ins ist ing that a lthough there 

may be  a short term effect in school ,  this type of i ntervention does not affect on-going 

behaviou r. N ow, soft intervention  and ta l king therap ies are routine a nd supported but 

even a dvocates of i nd ividua l  support for i nd iv idua l  pupi l s  recognise the unpred ictabi l ity 

of both de l ivery and  outcome.  

'There is little poin t in the guidance or  pastoral teacher having unconditional positive 

regard in using counselling skills with pupils if the pupils feel the rest of the school hos no 
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regard for them. Equally teachers may not be able to employ these skills if they 

themselves feel unsupported in school' (Munn  et al 2000: 107) 

And where recommendations a re made, the concepts are figurative and conceptua l .  

McEvoy and  Wel ker (2000) i nvite schoo ls  to  focus on  enhanci ng student self-control a nd 

self-efficacy rather than  enhancing self-esteem. They a lso emphasise improving a l l  the 

relationsh i ps with in a school .  The l auded wraparound approach is  ch i ld  centred and 

humanistic, a nd attempts to tackle a l l  the i n  and out  of  school factors that m ight 

i nfl uence the ch i ld .  Those i nvolved in this type of support m ust 'listen[ing] to the 

individuals who are most involved in the lives of the student without assigning blame and 

by building new partnerships that  are effective , efficient and relevant' ( Eber et al 

2001:83) .  

I n  short, the d i l emma is  that p ractitioners need tra in i ng, gu idance and a framework that 

wi l l  enab le  them to priorit ise the re l ationships withi n  the schoo l .  Yet it the constant 

barrage of d i rection and demand that has corroded the school culture. 

2 .7 .1 So . . .  'What Works?' 

This s impl istic question  has  been attem pted by many to be answered. The expression 

'what works?' arises from the health system evidence-based practice paradigm. The 

determ i nation of the factors that seem to resu lt  i n  a desired outcome  a re identified and 

emu lated e lsewhere. To do justice to the assumptions  to be made i n  th is thes is, an  

u nderstand ing of  how th i s  attitude infl uences ways of  working with ch i ldren and young 

peop le educationa l ly and otherwise is important, and I wi l l  present an overview of the 

th inking. 
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The prevai l i ng infl uence i nto what works is risk, and m ore specifica l ly identification of 

risk factors, dynam i c  factors and a ctuarial data culm inating i n  an ab i l ity to capture an  

i ndividua l 's  drives, identity and best practice for i ntervention. The Cambridge Study of 

Youth by West and Farri ngton ( 1973) was the push to a risk-led approach. The research 

beh ind the risk-led approach is rarely questioned or criticized. 

'What has emerged is a set of 'ethno-sociolagica/' and commonsense assumptions about 

what is going on in the moral lives of young people' ( Hodgeson and Webb 2005 :13) 

As d iscussed, school as an institution, is asserted as a protective factor for chi l d ren; 

ch i l d ren in education, tra in ing or employment are less l i kely to enter the youth j ustice 

system .  The school is an  overt control l i ng structure provid i ng the ideal envi ronment for 

the development of self-control .  However, if a pupi l  has an under-developed self

control, the very protective nature of school becomes a risk to that ch i ld .  The theory of 

the development of self-control is d iscussed i n  rel ation to psychosocia l  development 

and the p rogressive stages self-control that a re achi eved by the chi ld  and adolescent are 

described by H i rsch i and Gottfredson (2001). 

Briefly, the risk/protective factor paradigm compares key indicators and factors in 

someone's l ife to static a nd dynamic  data and  trends. Using this i nformation, i t  is  

poss ib le to predict the l i kel i hood of an ind ividual  becoming del inquent. Furthermore, 

the r isk factor approach can identify the most effective intervention .  The concept of 

risk/protective factors a lthough accla imed by some is ma l igned by others. Armstrong's 

(2006a ) research a bout risk factors and their  efficacy describes an i ncreasing ease of 

d iagnosis highl ighting the d anger of risk factors . But Hazel Blears (New Labou r's 

M inister for Crime Reduction, Pol i c ing and Commun ity Safety) said  of the use of risk 

factor data, 'studies can [also] predict with uncanny foresight which children are 
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predisposed to a life of villainy' (The Independent, 2004). To an extent, this is valid. For 

example, 65 per cent of children with a father in prison will end up in prison themselves 

(Armstrong 2006b) . Despite the inherent dangers of labeling, Ms Blears went on to say 

'I don't think it is stigmatizing those children by targeting them' (op cit). 

The 'what works' paradigm, is highly evident in school. Children a re identified through 

assessment and diagnostic tools and the appropriate support is offered. A child with 

ADHD, from a low literacy family, is identified and remedial English is offered. With 

some children, this one-to-one support is wel comed and effective, it is what works, but 

for another, the support instead labels, alienates and perpetuates a child's state of not 

fitting. The difference in the two children is the individual, immeasurable differences 

and the way the support is delivered, the transaction. Rather than what works? perhaps 

the expression what works for whom ? is more relevant. This expression coined by Roth 

and Fonagy (2005) applied originally to psychotherapy; it is the recognition that for 

genuinely supportive work, one size does not fit all. This expression acknowledges that 

over 30 per cent of successful therapeutic work depends on 'common factors' between 

client and therapist (Asay and Lambert 1999) and that this is only likely to be possible 

through a relationship. In fact, Wampold (2001) puts this figure at more than 70 per 

cent. 

Others such as Case (2006) assert that it is not the risk-factor that is at fault but the 

implementation of the approach. The approach should not be around causes and 

predictors but correlates and indicators. The risk focused movement should be about 

the young person and not the factors. A service should be universal; available to all . 

Prevention and Early Intervention are the YJB's watch words for identifying at risk 

children and supporting them for change. Although the early intervention approach 
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comes with associated dangers a round l abel l i ng and 'net-widening' the development of 

early support services such as  Flyi ng Start /Su re Sta rt are examples of where there has 

been success (Hayden, 2009) .  

It  is c lear there is a d ifficu lty in ba lancing the identification of chi ldren at risk, with the 

danger of creating at risk ch i l d ren through identification. 

Th is can be achieved through joi ned up and mu lti agency worki ng with the most 

appropriate agency hold ing the case. However, funding and resources are the constant 

saboteur to the success of m u ltiagency working. 

'Whether the 'problem child1 has been 'cared for1

, 'punished', educated1 or 'treated1 has 

often been a matter of chance depending upon which individuals in which agency 

happened to pick up his or her case. A child's placement often depended on where the 

vacancies were when the child was perceived by particular professionals to have reached 

crisis point or when funding became available' (Visser, 2003:11) 

The government i nitiative Every Chil d Matters 2003 (ECM) led to the Chi ldren Act 2004 

a imed to ensure that every chi l d  had access to the support he needed. Although under 

the coa l ition  government ECM is  reshap ing, at the time of this research, the legislated 

i n itiative had a deta i led fram ework for requ i red outcomes. The a im under New Labour 

was to ensure multiagency partnersh ip  and working, l i nki ng schools, health, socia l  

services, CAMHS (Ch i ld  and Adolescent Mental Hea lth Service). ECM attempted to 

correct previous fa i l i ngs i n  mu ltiagency support due to professional jea lousy (Pearce and 

H i lman 1998) or where professionals had fa i led  to understand each other's roles. ECM 

stressed the importance of professiona ls  bei ng aware of the contribution of their own 

and others' services and ensu res that the support provided was planned and eva luated. 
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2.8 The Implication of Inclusion/Exclusion Policy 

With policy-makers, academics and practitioners increasingly becoming focussed on 

what schools should and should not do to address challenging behaviour in school, there 

followed a critical analysis of what was recommended. Moreover, there was intense 

interest into what wasn't working and why. Hilton's (2006) study of Scottish schools 

threw up a great deal of information that is useful when exploring why inclusion policies 

are still not working. In Scotland since 2002, vast resources have been allocated to 

address the issues of exclusion from school; £10million a year from National Priorities 

Action Fund to promote positive behaviour; £11 million from Alternatives to Exclusion 

Grant; £20 million a year for Inclusion and £16 million for rolling out integrated 

community schools. 

But Hilton's research showed that disaffection and school exclusion were still a national 

issue. Although there had been an overall gradual reduction in temporary exclusions, 

the number of permanent exclusion had not changed. 

There was then a sudden 'U-turn' in both Scottish and English policy, away from the 

reduction of exclusion rates (the target to reduce exclusion by a third) towards a focus 

on 'healthy schools' . This seemed to create a loop-hope that allowed the reintroduction 

of exclusion. The 'healthy school' rhetoric shifted the focus from the needs of an 

individual pupil to the needs of the whole school; it meant that pupils who made the 

school 'unhealthy' could be excluded. 

This was further evidence that it is the school culture that drives an exclusion policy 

irrespective of the directives and legislation that might try to enforce inclusion. 
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I ncl us ion support, resources and funds continue to be a l located but for more and more 

diverse and specific areas. For example, over 2006-2008, there has been a pi lot study 

for the incorporation  of the School-Parent Advisor. The Department for Chi ldren, 

Schools and Fami l ies earmarked £102.5 m i l l ion for 2008-2011, to tra in  Parent Support 

Staff to be the l i nk  between parents and schools. The eva luation of the scheme was 

genera l ly positive with effective outcomes such as a reduction in absenteeism being 

met. However, as has been d iscussed throughout th is thesis, the prob lems and issues 

were around the implementation and organisation of the new staff a nd their integration 

into the schools . Furthermore, the on-going budgetary spend is cons idered to be 

insufficient to ensure an overa l l  successfu l strategy { DCSF, 2009). 

2.9 Concl usion 

Education rema ins  top on the agenda for l eft, r ight and (more recently)  coa l ition 

government. With recogn it ion that schools are integra l for the smooth running of 

society, but with a continua l  changing and confl i cting function for soci ety. For every 

recommendation, legislation or proposa l ,  there are advocates and critics. Sometimes 

the un ions and teachers a re undermi ned by yet more paperwork and  l ess contact time, 

and at other times they ful l y  support the decrease in hours and acknowledgement of the 

high pressure c lassroom situation. Senio r  management m ight welcome the increased 

fund ing ava i lab le but find it wrapped in restrictive conditions such as the 14-19 Reform 

'Moving Up' money which is only avai lable if a school can accommodate the teaching of 

core subjects to such an extent that it m eans a decrease i n  PE, RE and  Music. 
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With such considerab le pressure, it is no surprise that a school looks for the loopholes or 

on ly assimi lates a d i rective superficia l ly even if the pol icy or procedure is both beneficial 

and desirable .  The ever changing landscape of educationa l  d i rection invites 

unpredictab i l ity, uncertai nty and the perpetuation of inequa l ity. 
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Chapter 3 Literature Review 

The previous chapter presented the h istorica l and pol itica l  context for this thesis. I t  

provided a base from which to consider the way in  which pol icy and pol itical agenda 

i nfl uence schools .  The theoretica l framework underpi nn ing this thesis is left to the 

fol l owing chapter. But in this chapter, I wi l l p resent a review of the l iterature regard ing 

sign ificant crimino logical concepts, befo re moving to l iterature concerning school 

culture inc lud ing the impact of educationa l  po l icy and theories of organisational cu lture . 

Fina l ly I wil l consider l iterature and research that exp lores the impact of school culture 

on transaction and relationships .  

3 .1  Theories of Del i nquency 

I n  cons idering the idea of the 'cha l l eng ing ch i ld' it is hel pfu l to consider the roots of the 

idea i n  En l ightenment ph i losophy. Beccaria1s model (1764) of the seven princip les of 

cl assical crimino logy, has at its center the idea of the 'rational man'. In thi s  world, a l l  

rationa l  people obey the ru les and  if they do  not they are either evi l  or i rrational . Locke 

(1632-1704) had previously posited that there were exceptions, some were not deemed 

rationa l ;  the post-rationa l  (dementia) , sub-rational  (menta l ly feeble) and the pre

rationa l  ch i l d ren .  Throughout the last 300 years, chi ldren have been viewed as being 

without the capacity to have rationa l  thought and so are outside the accepted control s  

of  norma lcy and ru les around de l inquency. However, the al l owance of 'youth' as a 

m itigating factor has become l ess and less acceptab le .  The reduction in the age of 

crim ina l  responsibi l ity to just ten years by New Labour  in 1997 makes the U K  one of the 

most pun itive towards ch i ldren in  Europe. 
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Some theories of delinquency were founded on biological or genetic difference such as 

Lombroso's {1874) genetic predisposit ion which - although he himself later withdrew 

from this theory - continued to be considered by governments and academics 

( Kretshmer, 1921; Conrad, 1980) .  Later, psychological difference became recognised 

and so bloomed a field of psychological technique and practice within the crim inal 

justice system . Ross et al ( 1985) identified unique differences in thought, attitude and 

belief that could be corrected by cognitive therapy. Crim inology's encompassing of 

sociology and psychology therefore creates a vast tradition, well placed and u pheld by 

academic rigou r, to explore the issues of child delinquency. 

I t  is accepted within the sociological tradition that there are three causes of 

delinquency, and other theories tend to grow out of a combination of these. 

1. Strain Theory : the individual has desires that conformity cannot satisfy; 

motivation overcomes restraint 

2 .  Cultural Deviance theory: the individual conforms to  standards and norms that 

are not accepted by wider society. 

3. Control (or Bond) Theory: the individual commits delinquent acts because his 

ties to conformity are broken or  weakened. 

I t  is this third theory, Hirschi's Control Theory that u nderpins this thesis (to be discussed 

in the Theory Chapter). 

3.2 How the Role of School in Society affects Schoo l  Culture 

In the previous chapter exploring the historical and political context, recognition of the 

school's function in  society was alluded to. In this chapter, I will elaborate on the them e  
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and explore in more depth the ideas around the role of the school and more importantly 

how it affects the nature of the school, the culture. 

'Schools serve societal needs more than individual or family needs, and in many societies 

they are controlled by centralised political authorities, important elements in the 

environments of schools' (Meyer and Rowan in Ballantine and Spade, 2008:217) 

Functional theorists such as Durkheim believe school (as other societal organisations) 

e><ists to ensure the smooth running of society. Just as the school is a part of society's 

whole, within the school exist functioning and functional parts. The purpose of school 

for society is that children learn to be social beings and learn social values, i n  the 

training ground of the classroom. School helps through training and credentials to 

position the individual in society, the brightest going to the best colleges and getting the 

best jobs. 

In addition to tra ining pupils to be good employees, another expected function of school 

is to provide a practice ground for establishing morality and understanding the laws of 

the land (Stephenson, 2007; Parsons, 1999) . This requires the school to be lenient to in

school offending. This is an approach that is quite at odds with the emphasis of the 

youth justice system that has a more arbitrarily punitive approach. For example, the 

introduction of the 'three strikes and you're in' {court] has already had a significant 

impact on the number of children entering the court system for petty crime. I f  schools 

were to redirect all misbehaviour to the justice system,  the UK courts would most 

certainly be clogged up and there would be numerous unreasonable responses 

occurring such as the following example from USA. In  February 2010, a twelve year old 

girl was arrested in handcuffs for doodling on her desk in Spanish class. However, 

although instances may not make the headlines, there are plenty of anecdotal examples 

43 



that occur in the UK. Fol lowing two violent assaults (that received a reprimand and final 

warning) a young man was referred to court and statutory direct work with the Youth 

Offending Team for stealing a pencil sharpener from school. Presumably this was to 

ensure that he received anger support; however the charge was considered ridiculous. 

Functional theorists argue that the when the social functions cease to be successful or 

effective, the system needs to change to become functional again. The structure and 

processes of the school are only functional when the school is meeting its functions 

(Ballantine and Spade 2004) . This adds an increased pressure for a school to change its 

structures and processes ad infinitum .  

Stephenson {2007, following Parsons, 1999) asserts there to  be  six functions of 

education within social discipline and individual development: 1) Custodial; 2) Civilising; 

3) Creating a National Identity; 4) Skilling; 5) Credential ing; 6) Selecting, organising and 

transmitting public knowledge. Stephenson captures by measure an idea that has been 

held since the earliest days of education for the masses. 

'By combining moral teaching with general instruction the young may be saved from the 

temptations to crime1 (Lord John Russell, 1839 in Stephenson, 2007 :24) 

Education is therefore integrally linked to both the economic functioning of society and 

the 'moral' education of the young. However, the priority given to these functions by 

the policy makers and the schools themselves can change over time as political and 

Political agendas dictate. 

Some of the more l atent functions implicit in Stephenson's list are that the child is kept 

off the street for a significant proportion of the time until they are old enough to be 

assimilated into society proper. Additionally, by offering a place to hang out, it 
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promotes youth culture and with it the positive and negative consequences: m us ic, 

fashion, pol itics and gangs. It weakens the parental control over the chi ld and deve lops 

the i ndependence requ ired for a young person to become the function i ng and  

functiona l  adu lt that wi l l  serve and  exist i n  society ( Ba l l antine  and  Roberts 2007) .  This 

l atter point regarding the development of i dentity and agency of the adolescent wil l  be 

explored in more depth in  a l ater section. 

The Critical Theorists on the other hand view education  as the vesse l  by whi ch society 

ma inta ins the ( inequitable) d i stribution of powe r  a nd resources in society. A criti ca l 

theorist such as Marx m ight argue that there is a n  i nherent i nequa l ity i n  both society 

and schools; benefiting some and d isadvantag ing oth ers. Even if pup i l s, teachers, 

management and parents be l ieve that the ru les a re not in the i r  best i nterests, they obey 

them as they are unab le to consider a n  a lternative or  the a lternative ho lds to many 

repercussi ons. Marx argues that society mainta ins  the 'haves and  have-nots' through 

control of power, wea lth, pr ivi l ege and access. B ut not only this, it was through the 

control of i deas, the ideology. Marx asserts that schools teach th is  ideology . These ideas 

were particu larly  prominent i n  the seventies with educationa l  academics such as 

Bernste in  making c lass based a na lyses that h ave contr i buted to our understand ing of 

the mechanisms through which schools fa i l  ch i l d ren. 

'How a society selects, classifies, distributes, transmits and evaluates the educational 

knowledge it considers to be public reflects both the distribution of power and the 

principles of social control' ( Bernstein 1975:25) 

El rod et a l  (2008) in thei r examination of in and out of schoo l  predictors of de l inquency 

discussed confl ict with i n  the critica l theo ries. They posit that soci a l  institutions such as 

the school actua l ly  i ntend to produce socia l  equa l ity; the i nequa l ity m ight in fact be an 
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unfortunate consequence of a social system designed to support a l l .  The 

acknowledgement of the stratification of schools being a by-product of a comprehensive 

educational system is not a new idea .  I n  the mid-fi fties Cohen (1955) d iscusses working 

cl ass boys being at a disadvantage as they don't conform to m iddle class expectations, 

yet the invitation to learn and flourish in the system is there. The alternative is that the 

schools operate to reproduce and legit imise cl ass structure by replicating a h iera rchica l  

d ivision o f  labour i n  school . 

Both perspectives, functional ist and critica l i st, seem highly cynical and divorced from the 

more human ist attitude that asserts that humans strive to learn and understand  a nd 

that through education, we can improve the human cond ition. I n  fact, it was this 

a lternative idea of schoo l ing that drove l l l ich's theories for a Deschooled Society ( 1971), 

ma inta in ing the benefits of education but with attention  on the relationships that d rive 

learn i ng. However, both theoretical paradigms identify a need for the school to 

educate in severa l ways in order to del iver a usefu l and obed ient member of society. 

This section discussed how the role of school to society affects school cu lture. Both the 

constant stream of legislation and d i rective as highl ighted in  the previous chapter and  

the multip le demands of  function placed on school by society put immense pressure on 

the school itself. How this is  manifest in the culture is  through the considerab le  stress 

on teachers and management and a sense of bei ng monitored and judged. If schools a re 

not a l l owed the space to develop a corporate sense of i dentity, make mistakes and feel 

a sense of belonging to society it is no surpr ise that the school culture fosters s im i l a r  

cha l lenges for its pupi l s. 
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3.3 School, M isbehaviour and Del inquency 

Schools  have a fu ndamental infl uence on a ch i l d's l ife chances both i n  terms of academic 

outcomes but a lso i n  terms of establ ishment of acceptable behaviour { Hayden et a l  

2007) .  Th is  i s  a widely accepted v iew has led to considerable research and interest into 

the l i nk  between school and de l inquency that u ltimate ly fa l l s  into two schools of 

thought: 

1. Pup i l s  are a l ready l ike ly to be de l inquent due to external non-school factors 

(West and Farri ngton 1973; Rutter et a l  1979; Graham 1988; Hayden 2003, 

2007) 

2. The 'criminogenic' school, the idea that the school itse lf through its structures 

and processes either prevents or creates del inquent behaviour (Power et al 

1972; Hawkins and Lishner  1987) 

This d ichotomous position invites speculation and hypothesis; with research attempting 

to explore the theoretica l midd le ground. For example Hayden et a l  (2007) took a 

geographical look at excl us ion and youth crime using postcodes to investigate the school 

in its environment. F ind ings unsurprisingly indicated socio-economic factors played a 

part. Areas where fami l ies are socia l ly disadvantaged tend to have under resourced, 

under supported and under staffed schools result ing in more del inquent behaviour. 

Therefore it can be surm ised that schools i n  combination with loca l ities might be seen as 

crim inogenic. 

The extrapolation for th i s  t hesis is that just as the pupi l's identity, biography or cha racter 

i s  constructed by h is  role  set ( Becker 1963), the school s  are infl uenced in a s imi lar  way. 
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This idea is very important for th is thesis as I identify the establ ishment of a specific 

school's cu ltu re. 

Much l iterature seeks to explore whether  the l i nk  between school and behaviour  is 

di rect or ind i rect (Hargreaves et al ,  1975; Rutter ,  1979) .  Although the idea of the 

crim inogenic school might seek to assert a d i rect l i n k  and i n  fact theories a round school 

cl imate (to be d iscussed) may also suggest sim i l a r  findings, an indi rect l i nk  through 

school processes is more l i kely to be the l in k  with del inquency. 

The ki nd  of explanation favoured by the school regarding the relationsh ip between the 

school and de l inquent behaviour  wi l l  i nfl uence the approach or i ntervention employed 

in tack l i ng the problem. In the externa l  factors versus criminogenic school paradigm the 

emphasis is p laced either on the ch i l d  or the school .  Po l icy and practice wi l l  therefore 

focus either on improving the ch i l d's fit with the school or a ltering the school  makeu p to 

ensure that the ch i l d  fits . Little l iterature seems  to recogn ise that this either/or 

argument is not usefu l for a successful outcome. An a lternative position that explores 

the meeting point between pupi l  and  school shou ld a lso be considered. I t  is this that is 

p laced in the foreground of this thesis - the i nfl uence and therefore responsib i l ity of the 

school cultu re on the nature and extent of the bond ma intained with the pup i l .  Th is 

requi res awareness of school cu lture, the i nfluence it has and how it is perceived by the 

pupi ls .  It is this element that can be affected to address pupi l  behaviour. 

The way in  which we understand  the rol e  of schoo l  has a di rect impact on how the 

attitudes and behaviour  of chi l d ren is  i nterpreted. It i s  accepted that there is a genera l  

rel ationsh ip between misbehaviour i nside school and del i nquency elsewhere (Ba rberet 

et al 2004; Jenkins 1997). However, Weerman et al (2007) found th is rel at ionship to be 

l ess strong than  suggested by ea rl ie r  studies. The Weerman study a l so found  that the 
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predictive va lue  of m isbehaviour for future deli nquency is l imited as only half of those 

who m isbehave at school a re involved in del inquency one year l ater. This m irrors the 

drop off i n  offending in the youth just ice system (Stephenson 2007) .  However, 

Weerman et al (op cit) assert that ser ious forms of misbehaviour can increase the risk of 

later del i nquency. These findings nuance concl usions of earl ier studies on the 

misbehaviour-del inquency relationsh i p, separating the type (property or personal 

offences) and severity of m isbehaviour  and subsequent de l inquency. 

Weerman et al 's stu dy (op cit) fi nd ing on ly half of those reporting misbehaviour in 

school goi ng onto carry out del i nquent behaviour  elsewhere is one significant 

quantitative study that suggests that it i s  how the school addresses specific cases of 

misbehaviour in school that predicts del inquent behaviour. 

3.3 .1  Misbehaviour and School Culture 

There is a strong l i nk  between school factors - pol icy and practice - and misbehaviour i n  

school and  th is l i nk  is especia l ly strong within secondary schools (Graham, 1988). In  fact 

secondary school organisation becomes increas ingly closely related to pupi l  behaviours 

irrespective of socio-economic i ntake. The l i nk  between organisation or  process 

variab les and misbehaviour seems to be far stronger even than to that of academic 

outcome to behaviour. 

The school culture is not only i nfl uenced by the top down pol icy and di rection given by 

Senior Management Team (SMT). It is also the consensus and connotation; attitudes 

and bel iefs of the school body. As a l ready mentioned, how a school views misbehaviour 

or disruptive behaviour tends to i nd icate how the school wi l l  dea l  with it. Although a 
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school's pol i cy and practice wi l l  position its attitude and response a long a conti nuum, 

there seem to be two poles of  school attitude to this behaviour. 

Graham's (1988) research for the Home Office h igh l ighted the fol l owing two defin itions 

of d isruptive behaviour to i l lustrate this d ivergence of thinking and approach. 

'Behaviour which seriously interferes with the teaching process and/or seriously upsets 

the normal running of the school. It is more than ordinary misbehaviour in the 

classroom, playground, corridors etc. It includes physical attacks and malicious 

destruction of property. ' ( Lawrence et a l ,  1984) 

'Disruptive behaviour is rule-breaking in the form of conscious action or inaction, which 

brings about an interruption or curtailment of a classroom or school activity and 

damages interpersonal relationships. ' (Tatum, 1982) 

Lawrence et a l  (op cit) focus on the ind ividua l  pupi l  and his behaviou r where in Tatum's 

definition (op cit); attention is turned to the situation, the context a nd the relati onships. 

A school's defin ition arises from the col l ective attitudes and associations to d isruptive 

behaviour, the pol i cy written and the va l ues held. Identifying the d efin it ion is  d ifficult 

however, as a school or management team rhetoric may not necessar i ly be wedded to 

the core held bel iefs of the staff. This is where the development of cultu ra l character 

becomes significant. Not only is the publ ic face of the school relevant but a l so the subtly 

nuanced yet powerfu l undercurrents that make up the cu ltural character of  a schoo l .  As 

the l iterature h igh l ights, for example a lternative approaches and i ntervention adopted 

by schools may be by title or pronouncement on ly, with  no real change in attitude o r  

practice ( Lavey and  Cooper, 1997; Munn  e t  a l ,  2000; E bor et a l ,  2001). 
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Having identified some of the key l iterature regard i ng behaviou r  and school cu lture, the 

increasing pressure on schools to address cha l l enging behaviou r  i s  apparent ( Pa rsons, 

2005) .  Also understandabl e is  the way in which this i nfl uences and shapes school  

culture and the transactions occurr ing in the schoo l .  To fol l ow th is section on 

misbehaviour, the comi ng section wi l l  explore the genera l l y  accepted school  factors that 

are l i nked to misbehaviour .  The fi rst of these i s  excl usion, the sanction  imposed as a 

result of the second area I wi l l  d iscuss, attachment. The attachment i s  sa id  to be either 

instrumental (academic atta i nment) or  emotiona l .  

3 .3 .2  Exclusion and School Cu lture 

The background regarding excl us ion pol icy a nd  data expressi ng how th is po l i cy i s  

reflected i n  outcomes for pup i l s  has been d iscussed i n  the previous chapter .  Therefore 

in this section  I wi l l  d i scuss the l iterature that has sought to exp lo re the i mpact of the 

pol icy and procedure on the cu ltu re of a schoo l .  

Munn  e t  a l ( 2000) were ab l e  to  determ ine and p inpoint the  e l ements that go  to  make up 

a h igh  or low exclud ing schoo l .  On a range of  factors such as 'school be l ief' be ing either 

academic or socia l ;  the relat ionship and i nvo lvement with pa rents; the emphas is  on  

curricu lum or  extracurricu l a r  activities and a number of criter ia  that  make up  the 

excl usion pol icy and p rocedu re with i n  the schoo l .  

I nteresti ngly, the criteria a re not at fi rst obvious, for examp le, a h igh excl uding school 

tends to require unquestion ing suppo rt from the parents of a m isbehaving pup i l .  Or a 

high exclud ing school holds a bel ief that  academic and curricu l a r  attainment is the 

p riority. These two factors (parenta l i nvolvement and a ca demic attainment) a re 
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genera l ly  accepted to be strongly l inked to positive behaviou r  but accord ing to Munn et 

al (op cit) are often associated with schools with very high excl us ion rates. This aga in  

reinforces the importance of  p u pi l  perception of m easures and sanctions ;  how they a re 

implemented. 

Some criteria are, however, more stra ight-forward .  A high excl ud ing school  tends to 

have a h ierarchical structure, with one key decision maker, whereas a l ow excl uding 

school has a network of staff with an  i nterest. A high excl ud i ng school  c l early defines 

the sanction and reward system,  the l ow excl ud ing school is more flexib l e . I n  terms of 

pastora l care, l ow excl uders integrate their pastora l and  d iscip l ine systems where h igh 

excluders dea l  with needs a nd deeds separatel y. The separation  of support a l so a pp l ies 

to SEN, where h igh excl uders remove pupi ls  for remed ia l  care and  low excl uders 

endeavour  to educate in ma instream .  Later i n  this thesis, I wil l  use  Munn et a l 's criteria 

to exp lore the type of exclud ing school of my case study schoo l .  

I School Belief 
j system 

Academic Socia l  

Relationships with Exam Motivated Extra-curricu lar  and i nforma l  
Parents emphas is  

p)e�i�ion-making ___ Hierarch ical (Head or D�p_u_ty--Network of staff with -··• -· ---
Process Head) behavioura l  specialist and Form 

L 

Teacher 
".,.,,,,....,--- .. ,.�-� . .  , .  , ..... ,, ... _,,,,,.,-. 

Sanction and behaviour  tariff Flexib le response to behaviour 

. :Y2E!:� .. . ... . .. . ..... -.. . ··-- ·· -· · · ·· -··-·-
Pastora l system is needs Pastoral and Discipline systems 

.. .E.�.��-d . -«-•• .. ··· --· •• . �- ... ..  �!e�rate� -··· .. ... . 
SEN removed for remedia l 
work 

Consultation to enable pu pi l  
with SEN to  rema in  in  
ma instream lessons 

----

Tab le 3 .1 H igh or Low Excluding Schoo ls  - Munn P, Lloyd G and Cullen M (2000) 
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What is h igh l ighted here again i s  the attitude of the school to exclusion. Rather than the 

non-school external factors versus the crim inogen ic  school parad igm, it may be the 

combination of the two; how the school 's responses to behaviou r, perhaps i n it iated or 

aggravated by non-school circumstances can rei nforce a weakened bond to school and 

therefore deviant behaviou r. 

'For the pupil with a weakened or weakening bond, the sanctions only seem to reinforce 

weakening; exclusion reinforces the aversion to school; more testing or extra work 

reinforces failure; or punishments such as litter picking reinforce antipathy and 

disaffection' ( McEvoy and Welker, 2000:132) 

Excl usion data is often used by academics, po l icy makers and unions to rei nforce the 

idea that violent and d isruptive behaviour  i s  increasi ng. Th is use of data is a means to 

an end. This end cou ld  be a change of po l icy or a pproach, a d i rect effect on a s chool i n  

response to  behaviou r  as a pol itica l flag. For  examp le, Smithers (2001) cites exampl es of 

permanent exclusions prompted by 'one off' vio lent behaviour  or bu l lying where 

teaching unions support teachers who refuse to teach the pupi l .  

Research into teacher  perceptions o f  misbehaviour  may  ind icate behaviou r 

deterioration in school (Bas in i ,  1981; Tobin, 2000; Hart, 2002). There a re a lso questions 

around whether school behaviour i s  becoming more vio lent ( B rown and Munn, 2008) 

leading to an increased pressure on schools to be more str ict and  pun itive to keep 

school members safe. However, Hayden (2003) states that pun itive practice, fear and 

control by oppression have a lways been part of educat ion to mainta i n  order; a 

suggested function of school .  
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Change to the societa l and/or cul tural m i l ieu is due  to numerous pressures a nd 

i nfl uences (to be discussed further l ater) . Yet the recogn ition that po l icy and practice 

a re col l i d ing ineffectively are highl ighted beautiful ly by the fol lowing quote from The 

National Chi ld ren's Bureau , Pup i l  Inc lusion Unit. 

'Schools have been put in a situation where they have no incentive to be inclusive, quite 

the opposite.' (Va l ios 2001: 19 )  

Having highl ighted aga in t he  nuances of school a pproaches to the  i nformation and  

di rectives they receive, it i s  a l so pertinent to  point out  the  position that  whatever the 

high excl usion rate indicates, be it increasing prob lems or suggested i nterventions, 

exc l usions are a response to cha l l engi ng behaviour. And irrespective of the figures and  

the true reason behi nd them, they 'represent the teachers refusal to  be challenged' 

(Sivanandan 1994: i i i ) .  

3 .3 .3 Attachment and School Cu lture 

A tremendous amount of l iterature has sprung from the search for the qua l ity of 

attachment between pupi l and school .  The attachment a chi l d  has to school i s  genera l ly 

considered as academic atta inment ( instrumenta l }  or re l at ionsh ips (emotional ) 

(Hawkins and Lishner, 1987; Fergusson, 1997; Battistich and Hom, 1997; McEvoy and  

Wel ker, 2000; Sprott, 2004). Research fi nd ings s uggest that these can exist in various 

combinations. Sprott (2004) exp lored classroom cl i mate in  these terms of re lationsh ips 

and academic support, and found a l ower l evel of emotional support tended to phys ica l ,  

violent or aggressive behaviour a nd l ower academic support tended to p roperty theft 

and damage. An a lternative view is that whether the e ngagement or  rel ationsh ip  i s  
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academic o r  i nterpersona l ,  the pupi l  does not identify the d ifference it is the 

rel ationsh ip  that is important ( Battistich and H om, 1997) .  

Fa i l u re at school  and de l inquency are significa ntly l i nked . Thornberry (2003) found low 

academic atta inment weakened the school bond leading to de l inquency and high 

atta inment was associated with resi l ience. Likewise, Fergusson's Christchurch study 

( 1997) saw l ow 'attainers' twice as l i ke ly to offend as h igh 'atta iners'. (Maguin and  

Leober, 1996) found l ow ach ievement giving r i se  to  onset, frequency and persistence of 

offending, i ndependent of socio-econom ic status. Furthermore, i nterventio n  to 

increase achievement resulted in a decrease i n  del i nquency. 

Although the association is repeated ly confirmed by stud ies, there are few studies that 

sta rt to discuss how academic fai l u re i s  l i nked to de l i nquency. Stephenson (op cit) 

proposes a school fa i l u re theory, and  l abel l i ng theory (to be d iscussed in theory chapter) 

that may a l so go some way to attend to the psycho logica l  influ ence of academic 

atta inment on  behaviour .  Th i s  potentia l ly inte resti ng a rea of d iscussion is widely 

ignored as the research fi ndings result i ng i n  schools and researchers concentrating on 

academic s upport rather than  emotiona l  attachment and  relationsh ips (McEvoy and 

Wel ker, 2000) . It may wel l  be that academic i ntervention  has an  effect on socia l  s ki l l s  

and  relationsh ips. Literacy improves genera l  communication and  nu rtures a way to  

express emotions appropriately; the  development of  the  sought after 'emotional 

l iteracy' (McEvoy and Welker, op cit) .  Yet in a lmost a l l  l iteratu re explo ri ng the l i nk  

between attachment and  del i nquency, the emotiona l  support i s  subsid iary to  the 

academic atta inment. 

Embedded in this idea of academic attainment being a m easure of a more emotiona l  

and psycho logica l  development in the pup i l  a re concepts that position responsib i l ity 

55 



with the school .  For examp le, d i scussion on coercive cycle behaviour; that the school 

both starts and promotes a negative cycle. From the pu pi l 's perspective, the school is 

not rei nforcing any positives. Sanctions a re exclu sion that reinforces an avers ion to 

school, more tests or extra work which reinforce fai l u re, or pun ishments that rei nforce 

an antipathy. Those at risk of a ntisocia l  conduct 'are more likely to be punished, 

excluded, and controlled than to have their problems addressed in a therapeutic manner' 

(Walker et a l ,  1996 :197) 

Parsons in Ba l lanti ne and Spade (2004) raises the s ignificance of the pup i l -teacher 

re lationsh ip  and how this l eads to the found ing of an  ab i l ity to achieve. Parsons 

proposes that the estab l i shment of ach ievement-motivation  is  psycho logica l ly  speaking, 

a process of identification with the teacher, s im i l a r  to an earl ier stage in chi l dhood. The 

pre-oedipa l  stage when the chi l d  l earns new ski l l s  in order to p lease his mother has 

striking s imi la rities to the way in  which the p rocess of achievement i s  interna l ised. The 

ch i ld  identifies with either the mother ro le or that of the chi ld's ro le  in response to the 

mother and Parsons asserts that this is echoed in  the pup i l -teacher relationship. Thus  

the identification is with the teacher ro le  (expert a nd good citizen) or with the peer 

group, and the body of cultu re there in .  This again highl ights the sign ificance of the 

cultural character; norms and attitudes of the school in  pupil behaviour and 

achievement. 

Despite the evidentia l  l i nks between the school  and the pup i l's atta inment and 

behaviou r  . .. 'it could be that schools have few direct or indirect effects other than 

providing as arena where children and young people predisposed to delinquent  

behaviour act this out. In contrast, schools could be either effective or  ineffective agents 
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of social control whose success or failure is implicated in the incidence of anti-social and 

offending behaviour' (Stephenson, 2007 :110) . 

However, the ideas at the crux of th is thesis a re a round  the relationship or bond a chi ld  

has  to school and how h is  identity fits the culture or  otherwise. 

H i rsch i 's control theory (1969) asserts that a strong bond between an individua l  and 

conformity controls the natura l l y  de l i nquent desi res. If the bond is  broken or weakened, 

an individual wi l l  commit de l inquent acts with no such restra ints or control s  on his 

behaviour. School  i s  one such conforming i n stitution.  It then fol l ows that the bond 

between pupi l  and school wi l l  not merel y improve the behaviou r  of the pupi l  within the 

context of the school but wil l i nstil and strengthen a bond that wi l l  ensure a control of 

behaviour in  a l l  or any context withi n  society. 

The idea of the bond had been in existence prior to H i rschi 's  work. Indeed, Du rkheim 

commented that 'we must learn to cherish these social bonds that for the unsocial being 

are heavy chains. We must learn through experience how cold and pale the pleasures of 

solitary life are in comparison. The development of such a temperament, such a mental 

outlook, can only be formed though repeated practice, though perpetual conditioning. 

If, on the contrary, we are invited only infrequently to act like social beings, it is 

impossible to be very interested in an existence to which we can only adapt ourselves 

imperfectly' (Durkhe im,  1961:233) .  But it was H i rschi who consol idated the i dea of the 

bond and the sign ifica nce of the bond to behaviour. 

H i rschi's theories underp in a wea lth of l iteratu re and research exploring the subtleties 

and dynamics of the bond between  pupi l  and schoo l .  His definition of the bond as 

having four  constituent el ements, has faci l i tated the process of researching thi s .  H i rsch i 
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pos its that a strong and healthy bond incorporates Attachment to, Commitment to, 

I nvolvement with and Bel ief in the confo rming institution .  

For example, Jenkins ( 1997) is  one  of  severa l  who have attempted to  i nvestigate the 

independent effects of the fou r  e lements of H i rschi 's bond on crime concl ud ing that 

certa in  components are more important than others. Jenkins' f ind i ngs (op cit) suggest 

that the bond elements of commitment and belief, do have an inverse association  with 

crime.  But attachment and in volvement have no significant independent effect on crime. 

However, a l l  four bond variab les are i nversely associated with school misconduct and 

commitment has the most impact. The s ignifica nce of commitment reinforces the idea 

of a sense of belonging as it i s  the active response to one's perception of the bond to 

schoo l .  I n  other words, com mitment maybe a 'measu re' of the perception of the bond. 

In an attempt to understand and i ndeed measure the attachment, commitment, 

involvement, bel iefs and mult ip le bonds i n  school , school cl imate i s  a n  extensive area of 

research and study that is i ntegra l to th is thesis. 

3.4 School C l imate 

School cl imate is the structural and cultural man ifestat ion of the relationships and bonds 

with in  the schoo l .  The l ast twenty years has seen an enormous growth in research 

attempting to capture the cl imate or ethos of a school . The ethos of the school or how 

the school culture is manifest in da i ly  l ife is more recently termed school cl imate. The 

term was first coi ned in the early 1980s (Anderson 1982) but with increas ing emphasis 

on the measurab le, the term is now common p lace and has considerab le defi nitions and 

measures. 
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Academics attempt to identify the specifics that go to create a school or classroom 

cl imate (Stockard and Mayberry, 1992; Gottfredson et al, 2005; Sprott, 2004). Rather 

than reinforcing the school  as an i neffective victim of c i rcumstance or criminogenic 

school paradigm, extensive study i nto school cl imate and a ch i ld's attachment to school 

seem to reinforce the third position. Although a ch i l d  m ight be 'at-risk' of de l inquency 

with geographica l  and fami l i a l  i nd i cators ind icating a potentia l  l ife of crime, the school 

has a pivota l rol e  i n  the devel opment of conform ity and  resi l ience. 

School C l imate can be descri bed and m easured through the communication patterns; 

norms about appropriateness; rol e  relationships; patterns of infl uence and 

accommodation ;  and reward and sanction (Re inke and Herman, 2002:552) .  Welsh 's 

(2001) study of school cl imate identified that cl imate was operationa l ised by the sum of 

five sca les; Respect for students; P lann ing and action; Fai rness of ru les; C larity of ru les; 

and Student infl uence. U lt imately, the better the sense of commun ity, the l ower the 

del inquency. Thi s  a l so appl ies to schools i n  a reas with strong com munity. Sampson and 

Rauderbush (2001), looked at socia l  o rgan isation and the effectiveness of 

neighbourhood cohesion control over pub l i c  spaces .  They found that neighbourhoods 

with a co l lective efficacy have l ower crime (E l rod at a l ,  2008) .  

Payne et a l  (2003) fu rthered th is research, by exp loring the communal  school l i nking the 

measures of school cl imate and  behaviou r. The study developed M iethe and McDowa l l 's 

( 1993) neighbourhood study that the outcome of i nd iv idua l  level factors was tempered 

by community factors. The imp lication for schoo ls  be ing that pupi l  bonding cou ld  be 

less important as a protective i nfl uence on de l inquency in schools that a re communa l ly 

organ ised . Communa l  organ isation is the opposite of bureaucratic organisation; a 

school with shared expectations, mutua l  engagement and col lective efficacy. The 
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fol l owing quote encapsulate the com muna l  sense and purpose of such a school 

organ isation.  

' . . . members know, care about and support one another, have common goals and sense 

of shared purpose and to which they will actively contribute and feel personally 

committed' (So lomon et a l ,  1997:236) 

In essence, pup i l s  who have positive attachments, who have i nvested greater effort i n  

the ir  relationsh ip  with school ;  through i nvolvement i n  school activities, and  who bel ieve 

in the ru les of the school are less l i kely to engage in deviant activities (Welsh et al, 

1999) .  

The communa l  school indicates l ower teacher victim isation and pupi l  de l inquency. The 

com muna l  school a l so cultivated the pupi ls-school  bonding and using their measures, 

this too demonstrated l ower student victim isation, l ower teacher vi ctim isation and 

lower disorder (Payne et a l  2003) .  But th is l ink was not s ign ificant when com munal  

school measures were l i nked to bonding.  M i rror ing the neighbourhood based study, 

this study found that feel ing attached to teachers and to school has less of a p rotective 

effect agai nst del i nquency i n  schools that are more communal ly organised. Li kewise, if a 

school is l ess communa l ly  o rgani sed, there is a greater need for i ndividua l  factors to be 

strong. 

The school cl imate and 'communa l  school' hypotheses and research suggest growi ng 

recognition that the culture of the school may be an  even more powerfu l influence on 

pupi ls' behaviou r  than ind ividua l  relationships. As my thesis asserts that cu ltu re shapes 

the re lationshi ps in school, to va l idate the conc lus ions I wil l  draw regarding culture, it is 
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essential to expl ore l iterature that considers the teacher - pupil relationships that also 

exist. 

3 .5 The Teacher - Pup i l  Relationship 

'Let no one be deceived, the important things that happen in schools result from the 

interaction of personalities.' (Walker 1932 in  McNess et a l ,  2003) 

On the front l i ne  for perpetuating the c l imate of a school is the teacher. The teacher 

d issem inates the ru les and re lationships existing in the school .  I n  studies where pupi l s  

perceive greater fairness and c larity of  ru le s  there i s  l ess  de l inquent behaviour and l ess 

pupil victimization (Welsh 2001; Gottfredson et al 2005). Studies into the role of the 

effective teacher identify supportive or caring teachers l eading to increased pupil 

participation, decreased disruption  and decreased detachment {Stephenson 2007) .  The 

teacher is fundamenta l for the behavioura l ,  emotional and cognitive engagement of the 

pupil, both in terms of academic support and emotional support. 

But the very task of ba lancing the desire to teach and the val ues of the teacher with the 

challenges inherent in  the job are explored by M cNess et a l  (2003) .  McNess et a l  (op cit) 

describe the three-fol d  natu re of the teacher's role; mastery of subject knowledge, 

organisational and pedagogic abi l ity to plan and assess l earning and the socia l and 

emotional aspect of teaching .  They detail the complex m erging of self - characteristic of 

the caring professionals - the internalised sense of responsibi l ity and conscientiousness, 

the part played by feelings of gui lt or inadequacy in teaching, and the 'professional 

uncerta inty' which can be i nduced when externa l  constrai nts run counter to the hol istic 

and humanistic val ues  of teachers. 
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Teachers are often quoted as saying they have neither the time nor  the tra in ing to offer 

counsel 'they a re not therapists' , however, chi ldren p refer to be supported by 'people 

who acted like people and not professionals' ( Lang 1999:29) .  

There seems to be a confl ict between the preva i l ing po l icies of  education and school ing 

(what is taught and h ow) and a teachers' true motivation and commitment to teaching. 

McNess et al's (op cit) study fou nd that teachers' experience of education and school ing 

was an 'essentially interactive and deeply social process in which their role was to 

support learners in constructing their own insights and understanding ' (p248) .  This 

position is clearly counter to the experience of many pup i l s  in school s  and highl ights the 

infl uence of culture over ind iv idua l  rel ationships. 

The dai ly manifestation of the cu ltu re of the school is not the teachers' sole infl uence on 

the pupi l s  in  h i s  charge. In the ind ividua l  transactions occu rring between pup i l s  and 

teachers, a teacher has a powerfu l author ity. The teacher's  attri bution d irects a pupi l's 

own attribution (Bandura, 1997) . 

Label l i ng theory acknowledges the infl uential impact of overt and covert messages 

shaping the pupi ls' se lf. There are considerable studies i nto the label l i ng of pup i l s  by 

teachers. Some studies even identify teachers as the best p red ictors of de l inquent 

chi l d ren (West and Farri ngton, 1977; M itche l l  and Rosa, 1981; Hawkins and Lishner, 

1987; McEvoy and Wel ker, 2000) .  For example, M itchel l a nd  Rosa (1981) found  

teachers good predi ctors of  de l i nquent pupi l s, being ab le  to  identify them as a thief o r  

l iar .  I n  Mul l igan et a l ' s  investigation (1963) into school perceptions of pupi l s  'the 

delinquents were said to be more disobedient, more aggressive and quarrelsome, more 

resentful of criticism, and to lie, cheat and truant more often' ( p98). 
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Going back to earl ier but sem ina l  research, Hargreaves et al (1975) study of pup i l s  who 

stand out and how teachers behaviour in the staff room. Those pup i l s  who break many 

and varied ru l es are l abel l ed deviant but pup i l s  who commit one big act o r  repeat the 

same offence were not so. When asked to rate, i dentify or pred ict those most l i kely to 

become  deviant, teachers looked for behaviour which is d ifferent to the norms of the 

school e.g. truancy, ind iscip l i ne, un interested, l azy rather than that that wou ld  get them 

arrested e.g. steal ing, assault etc. The Farrington and West (1973) Cambridge study had 

sim i lar  fi nd ings. A questionna i re for the teachers identified that the deviant young 

peop le were those who d isp layed deviant behaviour across a range of areas. This 

ind icated the pervasive nature of the labe l ;  there was a tendency to perceive the pupi l  

as bad in a l l  respects. This l abe l l ing was especia l l y  marked if  the teacher thought l i ttle 

cou l d  be done to change the behaviour. Teachers a l so tended to remember and  use 

past behaviour to confirm deviant i nd iv iduals and  groups. Battistich et al ( 1997) 

d iscusses the engagement of the pup i l  by the teacher and subsequent teacher support 

being reinforced over time. The pup i l  who conforms is 'preferred' to the one who 

m isbehaves. 

Re inke and Herman (2002) found that teachers disengaged as they found thei r 

i nteractions with the pup i l  be ing enti re ly negative. How the teacher behaves 

contributes to the behaviour of the pup i l .  An unusua l  ana lysis of classroom ta l k  by Graff 

(2009) explored just this. H is ana lysis of the co-created dynam ic  in the c lassroom 

enab led a greater understand ing of the magnitude and impl ication  of the tra nsactions 

between teacher and pupi l .  

I n  order to ana lyse some o f  t he  factors that m ight cause d is i l l us ionment or  disaffection 

on beha lf of the teacher  and the effect th is  had on relationships, the educationa l  system 
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in Cyprus is a usefu l com parison.  Unl ike i n  the U K, there a re no 'good' or 'bad '  schoo ls  

in Cyprus, pay is l inked to experience and responsibi l i ty and teachers are encou raged to 

move schools with in 5 years. Georgiou et al ( 2002) showed l i nks to teacher efficacy and 

classroom management and  engagement of d isaffected pup i l s  Us ing their measures, If 

the pupi l  i s  of low abi l ity then the teacher d isp lays high l evel s  of pity and low l evels of 

resentment but if the pupi l  d isp lays low effo rt, then the teacher has high resentment 

and low l evel s  of pity. These are interesting findi ngs despite being from a unique 

situation as they add comp lexity to other studies that merely focus on the pupi l  rather 

than the re lationship .  

This study a l l ows a deeper understand ing of how i ndividua l  rel ationsh ips shape the 

culture and how the cul ture shapes the relationsh ips .  The acknowledgement of the 

comp lexity of this cu ltu re/rel ationship i nteraction supports the idea of pupi ls needing to 

be part of the school, to belong. 

3.6 Belonging 

Belonging is not a new concept but has not previously been considered in this way. 

There is  indeed l iterature relating to the need for be longing to the school commun ity 

(Osterman, 2000) but describes belonging as  a sense of community (McMi l l an  and 

Chavis, 1986; Furman, 1998). Additional ly belonging features in  research i nto gangs 

(Burnett and Walz, 1994), student l ea rn i ng (Combs, 1982), educationa l  participation 

(F inn, 1989) and motivation (Goodenow, 1993) and research with case studies into 

dropping out of school cited belonging as a d i rect cause (F ine, 1991) .  
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Furthermore the re is a growing fie ld  of l iterature d iscussing school connectedn ess 'the 

belief by students that adults in the school care about their learning as well as them as 

individuals' (CDC, 2009:3). There have been a number  of recent stud ies by McNeely et a l  

(2002), McGraw et al ( 2008} and Hayden (2011b} find ing school connectedness 

associated with a range pf behaviours such as substance abuse, early sexual activity, 

bul lyi ng or carrying weapons. Attempts have a lso been made to l i nk  connectedness and 

school cl imate. Wi lson (2004} found school connectedness and school c l imate were 

inversely related to aggression and victim isation. Lou kas et al (2008} l i nked 

connectedness to school conduct in a m utua l ly reinforcing cycle. Another l inked term is 

school membersh ip, defined as be ing; 

'[School membership is] rooted in identity theory and is defined as the possession of 

social bonds with a social network of school members through which a highly salient self

identity and high levels of commitment as a member of the school are internalized. ' 

( Boccanfuso 2009: i }  

Seemingly, the abi lity for a pupi l  to fee l  connected, a member o r  have a sense of 

bel onging is  both man ifest in a nd shaped by a pu pi l 's identity. I dentity theory posits 

that identity is constructed from our  environment and the infl uence of our perception of 

our envi ronment. Burke (2003) defi nes our having m ult ip le identities as being held in a 

sal ience hiera rchy that operate from three bases; persona l  identity, ro le identity and 

socia l  identity. There is a lso fu rther writing rega rding socia l  identity theory where one 

eval uates oneself against others i n  a group. Th is theory addresses such socia l and 

emotional  issues as prejudice, d iscrim i nation, normative behaviou r, conformity, 

organisationa l  behaviour, l eadersh i p  and cohesiveness. Al l  identity theory is attempting 
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to add ress the complex concept of how the sense of self i s  created i n  rel ation to the 

environment; one's sense of agency in response to the structure. 

There are numerous terms and concepts used in  the identifi cation of agency and sense 

of identity and self; self-motivation,  se lf-concept, self-worth, resi l ience. Al l  these terms 

have subt le and nuanced defi n itions and al l have i nter l inki ng relationshi ps with an 

ind ividua l ' s  achievement, motivation and engagement. Self-concept refers to 

general ised self-assessment i ncorporating self -worth and general feel ings of 

competence. Self-esteem is affective and refers to judgements of self-worth inc luding 

self-concept and  the possess ion of attr ibutes and how wel l  or not they a re va lued by 

society (Zimmerman and Cleary 2006) .  

Mone et  a l  (1995 )  com pared self-esteem and  self-efficacy to  ascerta in  the better 

pred ictor of goa l s  and perform a nce. Se lf-efficacy was found  to be a distinctive predictor 

of academic  outcome compared to self-esteem .  There has been considerab le  resea rch 

into self-efficacy as a measu re of agency. Although parent a nd teacher assessm ent is 

important, it i s  the pupi l 's perception, the self-imposed assessment of self-efficacy that 

is im portant. 

A chi ld's self-efficacy is i nfl uenced by factors such as prior accompl ishments and 

experiences as  we l l  as through vica r ious experience ( Bandura 1997). Attri bution 

theorists contend that a student's perception of the causes of their success or fa i l ure 

determ i nes their expectancies for future performance (Weiner 1985) .  

Bandura (op cit) recommends cond itions by which self-efficacy can be enhanced. 

1. Due to the l i nk  between self-efficacy and self-regu latory processes, an 

improvement in goa l setti ng and  self-monitoring and  p lann ing can hel p .  
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2. Persona l  mastery experience - frequent success leads to higher self-efficacy but 

on ly if the sense of mastery i s  genuine (scoring 95 per cent on an easy test 

doesn't count) or conversely if an externa l  factor prohib its success. 

3. The feedback of impo rtant ind ividua l s  in  thei r l ives through verbal o r  model l ing. 

4. Through vicar ious experience - through other s im i l a r  pupi ls  but a lso through 

teachers and adu lts, this accesses types of model l i ng around coping and 

mastery. Coping (getti ng it wrong but surviving) i s  a more effective strategy at 

encouraging self-effi cacy tha n  mastery (not making a ny mistakes). 

5. Encouraging statements such as 'I know you can do it or better next time' are 

short l ived . It is fa r better to l i nk  performance to the strategy used i n  the 

context, this encourages the view that success or fa i l u re in control lab le rather 

than a l l  pervasive, persona l  and permanent. 

Furthermore, Bandura a rgues that outcome expectat ions a re important for 

understanding a pupi l 's behaviour .  However, i n  terms of academic atta i nment, it is not 

necessar i ly a pupi l 's IQ  that dictates ach ievement rather the pup i l  perception, self

efficacy is more important. Th is  is key, perception is more important than ab i l ity. These 

findi ngs a re supported by, for exam ple, research rega rding educationa l  outcomes of 

young people l eaving care and the s ignificance of perception  of self (Martin and  Jackson 

2002). Th rough numerous stud ies and meta-ana lyses, Bandura found that 'these studies 

revealed that students' self-efficacy beliefs contribute to academic performance over and 

above the effects of their ability' ( 1997:53) .  

I n  this fina l  section, I wi l l  d iscuss an  example o f  a n  educationa l  i ntegration o f  pol icy and  

procedu re designed to pay due attention to  the  emotional aspects of  the relationsh ips; 

67 



thus attempting to address the cultura l character of the school . 'SEAL' {Socia l  and  

Emotiona l  Aspects of  Lea rning) attem pts to  estab l ish  school structures th at foreground 

the s ignifi cance of transaction  and  the ra peutic i ntervention. 

3. 7 A Good Try? SEAL - Socia l  and Emotional Aspects of Learning 

SEAL is  'a comprehensive, whole-school approach to promoting the social and emotional 

skills that underpin effective learning, positive behaviour, regular attendance, staff 

effectiveness and the emotional h ealth and well-being of all who learn and work in 

schools' ( DCSF 2007:4) . 

This quotation neatly draws together many of the aspects identified i n  th is l iterature as 

being sa l ient i n  the tackl ing of address ing behaviour through address i ng the school 

culture. It recognises and i ncorporates the i mportance of academic atta inment 

(effective learning), the bond to conformity (positive behaviour), the l i nks between 

attendance (exclusion and truancy) and de l inquency (regular attendance), teacher-pup i l  

relationsh ip and teachers' sense of efficacy (staff effectiveness) and the cultural 

cha racter of the school and the i m pact this has on the dai ly i nteractions' and 

transactions i n  school (emotional h ealth and well-being of all), cu lm inating i n  a multi

faceted approach that is school  wide. 

When the p ri ncip les of SEAL are further ana lysed, care has been taken to consider, 

school ethos and cl imate, that the chi l d ren and the ad ults a re equa l ly  entitled and 

provided with opportun ities to develop socia l l y  and emotiona l ly, that tai lo red and 

appropriate ( individua l  or smal l group  work) i ntervention is ava ilab le to those pupi l s  

who wou ld benefit and that the school 's rel ationsh i p  with parents and its  position i n  the 
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commun ity i s  strengthened (National Strategies SEAL Priorities 2009-2011) .  Yet overal l 

rather than being a prescribed doctrine, it is a framework that schools can integrate 

appropriate to their specific school requ irements and culture. 

Developed by educationa l ists and psychotherapists in order to improve emotional 

l iteracy and i nte l l igence (Steiner, 1990; Goleman, 1995) in chi ldren and young people, 

the SEAL approach was incorporated i nto the nationa l  scheme for school s  by the 

Department of Chi ldren, School and Fami l ies in 2007. I n itia l ly, i t  was rol l ed out across 

England's primary school s  and then secondary schools. To date the uptake is very high 

with 90 per cent of Eng land's primary and 70 per cent of secondary schools 

implementing the programme (H umphrey et a l ,  2010). 

The national eval uation carried out by Humphrey et a l  (2010) revealed that as  with 

many other recommendations for tackl i ng such issues i n  school, the i ntegration and 

i m plementation of SEAL i nto secondary school s  was patchy. Furthermore, fi nd ings 

suggested the SEAL was in some cases negatively impactfu l on school cl imate m easures. 

Humphrey et al (op cit) criticise the loose framework approach and advocate a more 

structured and m onitored programme with more fund ing ava il ab le for the purpose. 

Yet it is i mperative to a cknowledge that change in culture is never i nstantaneous. Thi s  

thesis is a l so evi dence to support that genuine cultural change occurs s lowly. This 

change i s  not through pol icy d irective (a lthough that is sometimes a starting point) 

rather it comes about through repeated transactions and dia logue. An expectation that 

any a pproach can be found to be effective or successful immed iately i s  unreasonable. 

The practices and  relationsh ips being founded through the implementation of a scheme 

such as SEAL wi l l  l ast, and measuring and eval uating such features i s  the cha l lenge. 
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A scheme that i nvites every member of a school to become more self-aware and 

emotiona l ly l iterate through a s imple  model such as  S EAL (which is underpinned by 

Transactional  Analys is models )  is  an a lternative view to the controll ing and monitoring 

recommended by some. The positive effects of this type of approach wou ld be seen i n  

ri pples in  school ,  at home, i n  t he  commun ity. Although it wi l l  take l onger, the l ong term 

impl ications are far m ore i nteresti ng and positive. 

3.8 Conclusion 

This and the previous chapter sought to present sa l ient l i te rature from three significant 

areas; crim ino logy, education and psychotherapy, in order to better understand the 

natu re and extent of the pupi l ' s  bond to school and  how it affects behaviou r. 

The infl uences of school on a pup i l  a re varied and complex; i n  terms of school pol i cy, 

procedure, responses to pup i l  behaviour, teacher l abel l i ng and SEN d iagnosis, academic 

and emotional attachment and more. 

Likewise, the schoo l  is a l so  subject to pressures and i nfl uences, such as h i storica l ,  

pol it ica l ,  recommended approaches, socia l  funct ion to name a few. But  i t  i s  very hard 

for the impact of these factors to be control led, m easu red or  indeed underestimated. 

Furthermore, it is the pu pi l 's perception of the school i n  response to him that dictates 

his behaviour and th is  is a pup i l ' s  sense of belonging as shaped by the school cu ltu re. 
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Chapter 4 Theoretica l Framework 

In this chapter, I wi l l  lay out the two underp inn ing theoretica l themes of this thesis . 

These are the ch i ld's bond to school and the school cu lture. In terms of how I i ntend to 

consider the two areas, they have very d ifferent theoretica l a nd d isci p l i n a ry antecedents 

- in crim ino logica l and psychotherapeutic fie lds  - but the bringing together of the two 

ideas was identified as bei ng important in exp lor ing the research questions. 

1. How does a sense of be longing ( incorporating the aspects of academic 

atta inment and emotiona l  relationship) affect the behaviour  of pupi ls  i n  schoo l? 

2 .  How does the school cu ltura l  character affect a pup i l 's  sense of belonging? 

3 .  What can a school do to strengthen the pupi l 's  sense of be longi ng through 

strengthening the school 's cu ltural cha racter? 

Desp ite the chal lenge of bringing together these two a reas I a rgue that it is both 

relevant and usefu l to do so. Psychotherapeutic theory, whi l e  val ued i n  many 

professiona l  contexts, has been l a rgely absent from crim i no l ogica l  d iscuss ion and 

debate. 

It is important to contextual ise both ideas. Therefore, in the first part of the chapter -

where I wi l l  cons ider the ch i l d's bond - I wi l l  exp lore the app lication of H i rschi's Control 

Theory to this thesis and extend this further  to d iscuss the deve loped concept of 

belonging, incorporating devel opment of self and  agency; and  l a be l l ing theory. The 

second part - where I cons ider school culture - wi l l  cover the theoretica l  fram ework of 

cultural o rganisation la id  out by Berne (1973); an extrapo lation of a therapeutic model 

that provides a framework for understanding schoo l  culture. 
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4.1 Control Theory and the Bond to School 

My intention in th is section is to show that H i rsch i 's bond in  its origina l  form is one 

dimensional or u ni-d i rectiona l ,  and does not credit the chi l d  with an  active rol e  i n  

perception of the relationship .  The bond, a s  conceived by  H i rsch i ,  i s somethi ng that the 

chi ld is a part of but does not have any be l iefs, perceptions or judgements about it. I 

suggest that th i s  is not the case, and  the significance of agency and the development of 

identity a re important. I bel ieve that the conscious and unconscious awareness of the 

transaction strongly infl uences the deve lopment of self and therefore the interna l  and 

external conversations, thoughts, feel i ngs and subseq uent behavi our. 

It was H i rschi in  1969 that developed the theory of del inquency a round the idea of the 

bond to conform ity. Writing from a socia l psycho logica l perspective, he was able to 

identify the e lements that made up the bond;  Attachment, Commitment, I nvolvement 

and Bel ief. And it is th is i dea of the bond or re lationship that a ch ild has with conformity 

or a conforming institution such as school that holds the key. H i rschi asserts that 

conscience or mora l ity is posit ioned in the bond and not in the ind iv idual ,  thus we would  

a l l  be deviant were i t  not for th i s  bond  with conforming society that contro ls us. 

H i rschi's theory identifies the im portance of the bond as a specific and separate entity to 

the pupi l  and the school i n  rel ationshi p. H i rschi positions the concept of moral ity within  

the bond rather than the i nd ividua l .  This concurs with the ideas of  Nye (1958) who ,  in  

descri b ing fami ly relationsh ips and  de l inquent behaviour, a rgued that the conscience is 

located i n  the bond not in the personal ity. 

The question of the nature of mora l i ty is  ra ised by many. For example, Cohen ( 2003) 

ta lks about an i nd ividua l  being 'anomic' or  norm l ess. Th is is particu l a rly significant when 
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discussing aspects of school cu lture, as 'norms of a ppropriateness' a re a requ i site aspect 

of positive school cl imate (Rei nke and Herman 2002 ) .  When considering the l iteratu re 

to determ ine the d i rect ion for th is  thesis, the existing theories d id not encompass 

adequately the comp lexity of 'be longing' . H i rsch i's bond speaks from the ch i ld's point of 

view; attachment, commitment, i nvolvement and bel ief, yet he does not explore the 

mu ltifaceted re lationships to which the chi l d  is bonded . H is  l ater work, with for example 

Gottfredson {2001) a round the theories of self-control i ncorporate the school as an 

infl uence but not the perception of that infl uence by the chi l d .  Others, for example 

Sprott (2004), who writes about school cl imate and attachment, recognises that school 

structure and cu lture have a s ignificant i nfl uence a nd can be cha nged to sign ificant 

effect on the attachment of the ch i l d ,  but aga in  do not explore the chi ld 's perception of 

that attachment. 

Our perception of the world a round u s  arises from our experiences withi n  it. This is  a 

widely recognised pri nci p le, however the way i n  which the rel ationship between 

structure and agency has been theorised has varied, with sociologists and others givi ng 

priority to one, the other or, a lternatively, as Gidden's a rgued, an interactive 

re lationsh i p  between the two .  Giddens' i deas were developed by Archer {2003) who 

wrote about Agency, Structure a nd  I nterna l  Conversations, identifying the construction 

of identity from the transactions  we have, conti nual ly  being shaped by and shaping the 

externa l  conversations. Wittgenstein neatly forecasts Archer's princip les in  the 1950s 

with 'the limits of my language mean the limits of my world'. 

However, this i dea is not purely socio logica l .  Biol ogists debate nature versus  nurture, 

cognitive therapists describe the i nfl uence of the world on our  identity as core bel iefs, 

educationa l i sts such as Power et a l  {1972) d iscuss the cri m inogenic school and 
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transactiona l  analysts d iscuss scripts created through t ransaction. Each attempts to 

describe how the relationships between an ind ividua l  and h is  wor ld work to d irect and 

refl ect that wor ld  and the individua l ' s p lace withi n  it. 

It is for th is reason that I am attempting to combine crim i no logica l theory with 

psychotherapeutic theoretica l fram eworks, specifica l ly  one that concentrates on the 

transaction. The combination of these can enab le chi l d ren and schools to reflect on  

the ir  attitudes and bel iefs - and consequently their behaviour - and offer a model to 

make sense of situations in context. 

Fu rthermore, the relationships that we cultivate and nurture in school a l ter and 

reinforce the chi ld 's experience of rel ationship and belonging within society. A 'school 

inc luded' or 'belonging' chi l d  wi l l  have the internal and external conversations to engage 

with societa l relationshi ps throughout l ife. It does not fol l ow that the school shou ld  be 

'fl uffy', perm issive or weak; rather it is fu ndamental that the transactions in  school are 

authentic and foster a sufficient l evel of acceptance to a l l ow even those chi ldren who 

don't seem to fit, to belong. 

Why one ch i l d  storms out and another is  pacified i s  due to a ch i l d's perception of the 

context and situat ion.  This  i s  of course due  in part to perception of the 'rea l -t ime' 

transaction with the teacher but  it i s  a l so due to the pupi l 's perception of a l l  the 

transactions he experiences and observes both insi de  and outs ide school .  The pupi l 

develops h is perception of the school  culture and h i s  p lace in it i n  response to the 

transactions he  experiences as wel l  as those he  observes, this i n  turn i nforms and shapes 

h is sense of se lf and  subsequent thi n ki ng, fee l i ng and  behaviour. 
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Certa in ly, i nd ividual i nteractions, transactions and relationships m ight be inc lusive and 

positive and foster a sense of be longing. H owever, these transactions wi l l  not 

compensate for the perception of the cu ltura l  m i l ieu .  It i s  for this reason that a pupi l  is 

able to say that he l i kes teachers - and even school - but that he sti l l  m isbehaves as his 

perception is that he does not bel ong. In this case his perception of the school culture is 

exclusive, negative and rei nforci ng of rejection .  The establ ishment of a healthy sense of 

self is h ighly sign ificant and  can go a considerab le  way to ame l iorate for the i nfluence of 

the school cultu re. 

In other words, this thesis proposes that a pup i l 's experience of school influences 

behaviour. Therefore, a school that attends to how it is perceived is not on ly more l i kely 

to enable more pup i l s  to meet the school and socia l expectations, but it wi l l  a lso change 

the experience of the pup i l s  i n  its charge, potentia l ly for short and long term behavioural 

outcomes. 

4. 1. 1 The Development of 'Self 

It is the theory of the bond and the understanding that a sense of self is  developed from 

transaction that has informed part of the concept of belonging. This i s  the 

acknowledgement that a ch i l d  is not a hermetica l l y  sea led un i t  who behaves identica l ly 

to h is peers, rather he has a strong and defin ite sense of h is own agency, for examp le, 

he can chose to s lam or c lose the door or swear at the teacher. Furthermore, this is a l so 

dependent on physio logica l factors. 

Neuroscience tel l s  us that adol escence is a fundamenta l ly  important b io l ogica l  period. 

Mye l i nation (the process of l aying down of the fatty sheath - mye l i n  - a long the 
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neurones in the brain) has two distinct and significant peaks in production during our 

life. The fi rst is early in a child's life, from infant to toddler, the vast majority of which is 

spent dealing with increasingly complicated motor skills. The second peak in 

myelination begins in early adolescence (approximately eleven years for girls and twelve 

years for boys). This period of brain development is different; it is a process of thinning 

down useless synaptic connection and considerable concentration of laying down of 

myelin sheath particularly in the prefrontal cortex, the area associated with 'higher' 

functions such as planning, reasoning, judgment, and impulse control. It could be 

argued that myelination and the development of synaptic pathways is the process by 

which the first physiological development of agency occurs. The neural pathways laid 

down at this time will be tested and reinforced to inform an i ndividual's attitudes, 

beliefs and decision making for years, if not decades, to come (Steinberg, 2005). 

In addition to the physiological and neurological processes involved in agency 

development, there are considerable and extensive psychological processes. As 

discussed in the literature review, for example, self-efficacy beliefs play an influential 

role in human agency (Bandura, 1982; Zimmerman and Cleary, 2006) .  Highlighting the 

pupil's sense of his academ ic performance (and in relation to others) as a factor in the 

pupil's developing sense of agency. The pupil develops his perception of his sense of 

self from his academic achievement and the overt and covert messages he receives from 

teachers and peers. 

To further complicate the relationship with school, the pupil develops a sense of self 

irrespective of school as well as influenced by school; the psychological and physiological 

changes that occur for all adolescents developing a sense of self and agency. 

76 



4. 1. 2 Self and School 

This thesis concentrates on secondary school  with the research year group being the 

second academ ic year in school (year eight - aged 13/14), Therefore th is cohort had 

experienced just one year in  the secondary school fol l owing tra nsition from primary. 

The shift to secondary school is reputedly  stressfu l which is why there is considerable 

care taken to smooth the process. However, factors s uch as the i ncreased school 

population and size of school ; the m ovement between every l esson rather than a fixed 

classroom; the multip le  teacher i nteractions; the mult ip le transactions with new and 

unknown peers; and the shift from be ing the o l dest in  school and a l l  the associated 

expectati ons to the youngest, a re considerable pressu res to place on a young person in  

the process of develop ing h is own sense of  self a nd agency. Those pup i l s  who a re 

unable to master the ski l l s, add it iona l  stresses and demands and regu late the ir  new 

environment may, for examp le, see thei r academic  results decl ine .  As self-efficacy in 

schoo l  d im in ishes, there i s  a downward sp i ra l  of academic ach ievement that may incl ine 

the pup i l  to associate with the equa l ly d i saffected peers rather than the teacher (Dishian 

1995; Parsons 1999). 

4. 1.3 Label l i ng Theory 

Label l ing theory (Becker 1963 ) proposes that a ch i l d's identity or role is defined by the 

opin ions and judgements of his ro le  set of s ignificant others. It i s  inc luded at this point 

as the discussion moves from the bond between pupi l  and school ,  to the influence of 

the school on the developing adolescent. At the fou ndation of this thesis a re the ideas 

of perception and connotation; the pupi l ' s  perception of his position in  relation  to 
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school and his sense of belonging and how th is i s  created by the school culture. The 

i nfl uence of school cu ltu re is grounded i n  label l i ng theory; the consideration that both 

overt l abe ls and subtl e transaction labe ls are attri buted repeatedly in the classrooms 

and  corridors. 

Both i ndividua l  rel ationsh ips in the chi l d's l ife as well as his experience of the feel of 

schoo l  (cu ltu re) can i nfl u ence a chi l d's perception of himself - and in rel ation to the 

school . The pupi l  may ass imi late unconditional negatives - rather than  conditional 

n egatives - due to the labe ls  he experiences. This can resu lt i n  negative cognitive 

d i stortions by the pup i l ;  bel i eving an a l l  pervas ive, permanent and personal disaster. I n  

essence, teachers attribute or  connote fai l ure to the person rather than the behaviou r. 

The i m pl ications of the attribution of fa i l u re a re two-fold .  Primari ly, repeated teacher 

attrib utions of this k ind resu lt  in the pupi l  being u nable to disti nguish himself from the 

fa i l u re. I n  addition, as Shores and his col l eagues found ( 1993) the teachers disengage 

from the pupi l  as they find  that a l l  thei r i nteractions are negative. This means the pupi l  

is rejected i n  terms of emotional attachment and academic achievement, both issues 

having significant effects on the pupi l 's self-perceptions and his behaviour. Pupi ls can 

beco m e  conscious of their position in the classroom and adjust their behaviour 

accord ing ly, us ing th i s  breakdown in  relationship as a means to an end - the end being 

excl us ion or estab l i shment of an identity with his peers (Stephenson 2007). 

It  is n ot only the academic attainment and behaviour that is l abe l led;  it can also be the 

ch i ld's position in terms of peer and teacher acceptance. Hymel et a l ( 1990) a rgue 

that 'popular children acquire a positive halo, and unpopular children acquire a negative 

halo, which colours how their behaviour is perceived, evaluated and responded to by 

others' (p157). These b iases 'serve to maintain positive and negative reputation ... 
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ensuring that status distinctions are preserved' (op cit) even when a chi ld1s behaviour 

m ight change. 

Label l i ng theory i s  i m portant for th is thesis as it supports the concept of a sense of 

belongi ng a nd  its th ree e lements - namely the perception of a pupi l 's bond to school, 

the perception  of the school 's bond to him and the perception  of school's bond to 

others - and  it a l so supports the i nfl uence of school cultu re on a pupi l .  The fol l owing 

three ideas ar is ing from l abe l l i ng theory have val i dity for analysing and explor ing the 

data col lected :  

1 .  Relationsh ips :  The chi l d's perceptions of  h is  and others' relationships including 

how the schoo l  connotes al l pup i l s  a nd  thei r actions. This explores the sense of 

belonging. 

2. Tem pora l :  The sense of time; temporary versus permanent attri bution and 

a bsorption of the labe l .  A lso including immediate versus delayed gratification i n  

outcome expectatio n  and  ach ievement. This explores aspects of  the school 

cu ltu re .  

3 .  Rei nforcement: The continu ing influence of the relationsh ip  with school, the 

repeated transactions, the pu pWs experience of the cu ltu ra l character of the 

school on the bonds.  Exploring the sense of belonging in response to the school 

culture. 

To summari se, perception  of self and others comes about from the transaction and 

exper ience. If these transactions and experiences a re loaded with overt or covert la bels, 

they a re inevitab ly incorporated and embedded i nto a pupi l's sense of self. The labels 

may come from i nd ividua l  teachers or they m ight be an unspoken feeling a pupi l  
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exper iences from the cu lture of the school .  Additiona l  attributions and connotations 

m ight be received from a pupi l 's peers. 

4. 1.4 Socia l  Belonging and Peers 

Although not explored i n  this thesis, the issue of the bond between peers and their 

i nfl uence on behaviour  i s  contentious. Name ly, the positive effect that a school m ight 

h ave o n  a pup i l  at risk of deve lop ing del i nquent tendencies might be superseded by a 

more dangerous o r  n egative i nfl uence of a peer group. Or  is the de l inquent peer group 

merely a n  i n nocent by-produ ct of a l ready a l ienated pup i l s  (Wi l l is, 1977; Stephenson, 

2007) .  

Be it  happenstance o r  co-created deterioration ,  i t  is recognised that the de l inquent peer 

group can a mpl ify n egative behaviour. Yet in terms of control theory, de l i nquents are 

just a s  or  more strongly attached to peers as n on-del i nquents. So the power of the 

group may a lso prove fundamental in estab l i shing positive bonds enab l ing conformity. 

Counter i ntu itive perhaps yet, 'we honour those we admire not by imitation, but by 

adherence to conventional standards' ( H i rschi , 1969: 152) .  

In th i s  fi rst part of the chapter, I have explored the one theme underp inn i ng this thesis. 

I h ave proposed that H i rschi's Control Theory app l ied to school as  the conform ing 

institution i s  i ntegral in the understanding of the bond between pupil and school and i n  

turn how th is influences  behaviour. However, I suggest that i n  addition to control 

theory, theories of self and agency, and labe l l ing theory a re also s ign ificant. As it is the 

dynamic  con structio n  and reinforcement of self in rel ation to s chool that is critical .  

Furthermore, the sense of belonging a pupi l  may experience in school i s  created by 
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perception of the bonds that exist i n  school and this is co-created i n  the cultural 

Etiquette, Techn ics and Character of the school .  

4. 2 School Organisationa l  Cultu re 

I n  this part of the chapter, I exp lore the idea of School Culture. F i rst, I wi l l  consider the 

l i terature exploring organ isational culture both genera l ly and when app l ied to school s .  

Th is wi l l  ground the thi nking behind the adopt ion of Berne's theory of organisational 

cu lture. 

The l iterature tends to look at school cl imate as  a distinct a rea from that of genera l  

o rgan isationa l cu ltu re theories, yet I th ink  i t  important to  explore both fie lds of  th inki ng. 

Much of the fie ld  of organ isationa l  theory is rea l ly borne out of management theories 

w ith the specific goa ls  of efficiency and productivity. Given that education in the UK has 

shown the shifti ng emphasis towards the measurable, performance and efficiency, a 

cons ideration of organ i sationa l theories is usefu l ,  however the theories i mporta nt for 

th is  thesis a re those concentrating on the rel ationships that exist between individua ls .  

Al l a i re and F irsi rotu ( 1984) comp leted a thorough l iterature review of the theories 

a round organ isationa l  cultu re. Their  resea rch deta i led observation and comparison of 

cultura l  roles, myths, h ie ra rchies and activities with in  d ifferent a pproaches. Yet the 

incorporat ion of a cu ltu re's m i l ieu or  feel is not an exp lored or measurable factor. This  

s l ightly sim pl istic view is a l so preval ent i n  socio logical d iscussions around school 

o rgan isation .  

81 



Bal l a nti ne and  Spade (2004) say that when discuss ing education, socio logists ana lyse i n  

two ma i n  a reas; p rocess and  structure. 'P rocess' i s  concerned with teaching, l earning, 

communicat ion etc. as wel l as the formal a nd informa l  activities that soc ia l i ze the 

student. 'Structure' i s  the hierarchy of the organisation and roles peop le p lay from 

students to teachers a nd  the l ayout and infrastructure of the school . Under this 

category also fa l l s  the school 's envi ronment such as groups and other institutions 

i nternal and externa l  to the school. I t is i nteresting to note that Bal l antine a nd Spade (op 

cit) do not discuss culture. The imp l i cation i s  that cu lture can be defi ned by these two 

manageable and observable e lements . However, there i s  an  aspect to organi sations, 

groups and societies that i s  harder to grasp in l iterature and  it i s  the i ntangib le cultural 

character. Ba l lantine and Spade (op cit) a l so descri be school as fol l owing the 'open 

system' model; influenced by outside factors and i nfl uencing outside. Thi s  is an 

i nstitutional version of structure and agency with the associated feedback loop expl ored 

by Giddens and later Archer. 

Label l i ng theory was introduced with in  the fi rst part of this chapter when discuss ing the 

relationships of the chi ld .  The para l l e l  process when discussing the school culture is 

I nteract ion Theory. Interaction theoretical models  can be explored on a micro - which 

would include labell ing theory • or a macro level and are usefu l whether school and  

society a re  understood through functional or confl ict theories. 

The micro-level interaction theories look at the pupi l and/or teacher, the relationsh ips 

within the classroom and holding the dynamics of the specific context responsible. 

Macro-level Theories took at the cultural and organisational issues. The macro-level 

theories Include Durkheim's functional theory; school as with other societal 

organisations exists to ensure the smooth running of society. Just as the school is a part 
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of society's whole, with in  the school exist functioning and functional parts. Accordi ng to 

Durkheim ,  a major rol e  of education in society was to create unity by providing a 

common moral code necessary for social cohesion.  Durkheim saw the classroom as 

'sma l l  societies' and agents of socia l isation,  reflecting the moral order of society at that 

time .  H e  asserted that disci pl ine was the school's moral ity and that without it, chi ldren 

wou ld  be an  unruly m ob. He argued that through the classroom and school based 

i nteractions the chi l d ren  l ea rned to be socia l  beings. Durkheim a lso argued that schools 

shou ld be  free of the i nfl uence of specia l  i nterest groups and be entirely under the 

control of the state. 

It is clear  that both m acro and m icro level i nteraction theories are at play in this thesis .  

The l a rger i nfl uentia l  infl uences and expectations on the school as wel l as how these 

man ifest on a dai ly bas is in the classroom between teachers, pupi ls  and every 

combi nation of these. 

'Individuals sharing a culture are likely to interpret and define many social situations in 

similar ways because of their common socialisation, experiences and expectations. ' 

(Ba l l antine  and Roberts, in Ba l l antine and Spade 2008:7) 

Given that thi s  part of the chapter explores the school cu lture, the fol lowing section 

begins to deta i l  the l ayers of macro level factors that i nfl uence the 'individuals sharing a 

culture' and h ow they infl uence the m icro l evel factors though 'common socialisation, 

experiences and expectations�. 
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4.2. 1 Layers of I nfl uence 

As identified i n  the previous chapters, there are extensive and varied infl uences acting 

on a school . The size of a school defines class s ize, thus  defin ing the pressures on the 

teachers and the relationsh ip  between teacher and pupi l s .  The pol icies and hierarchical 

management structure of a s chool has a bearing on dea l i ngs of behavioural 

management of the pup i l s  - exclus ion or inc lus ion. The culture of the su rrounding area 

has an effect on how the senior management team relate to one another and thus 

decide pol icy with i n  the sch oo l .  The i nfl uence of these becomes a l l  the more clear when 

l ooking at the specifics of a school i nstitution and the structures employed, the culture 

created and the rel a tionsh ips  formed between the i ndividua ls .  

When i n  1970, Bernste in  sa id "schools cannot compensate for the effect of society" he 

was referring to the cha l l enge for schoo ls  i n  attempting to a l l eviate the obstacles such 

as poverty that exist i n  society. However, S i lverman ( 1970) asserted that organisations 

are society writ sma l l ,  that the school is  society in microcosm. Therefore perhaps 

Bernste in was a l so correct with a d ifferent i nterpretation. School culture is not ab le to 

smooth out what exists i n  its society's cu lture. The subtl e and comp lex d imensions of a 

community, be it cultura l  identity, popu lation d iversity and socio-economic  background 

wi l l  be played out in a school . 

There are l ayers of i nfl uence on a school 's cu ltu re from loca l  to national .  J ust as an 

ind ividua l 's identity is i nfl uenced by his role  set - the labe ls  appl ied by the significant 

others through transaction  and experience. I propose that the school too, is subject to 

pressures and  i nfl uences each p laying its part in the construction  of cu ltura l  character 
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4.2. 1 . 1 Loca l I nfl uence 

Loca lly, it i s  the way the school fits i nto the commun ity - th is wil l  i ncl ude the catchment 

area and  accessib i l ity, the l anguages spoken and the experiences of generations of 

fam i l i es pass i ng through the school ,  or new commun ities and groups arriving. Also 

havi ng a n  infl uence a re the opportun ities ava i l ab le  both for pupi l s  and for teachers 

outs ide school such a s  jobs and  courses. 

Loca l comm un ity factors wi l l  shape school factors through the s ize of the school, the 

background of teachi ng and  non-teach ing staff and the pupi l s  and how they are 

managed and i nvited to rel ate. 

4. 2 . 1 . 2  Nationa l  I nfl uence 

As d iscussed in Chapter 2 H i storica l and Po l itical Context, there have been considerab le 

pressures on school s .  In add ition ,  there is the powerfu l i nfluence of the media and 

pub l i c  op in ion .  Aldr idge and Cross (2008) recogn ise the i ncreasing m oral panic and 

demon izat ion of ch i l dren in the media and how this plays to a col l us ion with 

government i n  order to ach ieve certai n  l egis lative a ims. Th i s  is exempl ified most 

strong ly by the reduction of the age of crim ina l  respons ib i l i ty to just ten years old 

fol l owing the murder of James  Bu lger in 1993. Th is case emphasised a particularly clear 

l i n k  between the media and the government and had a profound effect on how society 

a n d  as a resu lt, schools and society thi n k  about and treat ch i ldren . 
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'Indeed, whilst there is no doubt that some excluded school children are involved in 

delinquency, there appears to have been a concerted effort by the media and politicians 

to establish a link between school exclusion and crime '  (Hodgeson and Webb 2005:14) 

The blame storming seems to continue with regu la r  p ieces i n  the med ia  procla im i ng the 

i ncrease of kn ife crim e  in school ,  a need for meta l detectors and CCTV or ca l l ing for 

super-heads for fa i l i ng schools .  And every year  schools a re criticised for the denigration 

of the exam resu lts th rough dumbi ng down. A recent survey found that 46 per cent of 

those asked be l i eved that the standards of teaching i n  schools are worse than ten years 

ago (YouGov/Su nday Tim es 2011) .  

A l so i nfl uenti a l  i s  how each of these l ayers relate to one another. How Specia l  

Edu cationa l  N eeds (SEN)  is  i m pl emented, how free-school-mea l s  are incorporated and 

how the behaviour management po l icy i s  rol led out i n  the classrooms and corridors. 

A lthough the school adm in i stration might set the period duration and the department 

set the curri cu l um  and  scheme of work, before the activity of learn ing takes p lace, the 

teacher o rgan ises the cl assroom i nto subgroups. In doing so, the teacher manifests 

aspects of the schoo l  cu ltu re; the transactions a re i nherent in the del ivery of the 

stru cture. Essentia l ly, a l l  these l ayers of infl uence a re inter l inked - working with and 

agai nst each other - caus ing a fl u i d  yet overa l l  dynamic to be in existence and this  is 

enforced and reinforced th rough every transaction that takes place in the school . Below 

i s  a depiction of the com parison between the pupi l  and the school as subject to 

i nfluence from the i r  respective ro l e  sets. 
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Fig 4. 1 The I nfl uence of the Rol e Set on Pupi l  and School 

In the 70s, many (for exa mp le, Rutter et a l  1979; Farrington and West 1973} were 

contrad i cting Power et al ( 1973) and firmly asserting that schools had no or l ittle 

i nfl u ence over the del i nquency and behaviour of its pup i l s; that del i nquency was a 

product of the home. S ince then,  schools have received a flood of d i rection and 

l egis lat ion with regard to tack l i ng  behavioural issues. The upshot is  that s chools exist i n  

a very different pol it ical and  educational l andscape. I am not by  a ny  means dismiss ing 

the assertions made by previous  studies but I am inviting an  a lternative view of 

exam i ni ng the i nfl uence of schools on pupi ls and thei r behaviour .  

It i s  for this reason that  I i ntrodu ce a different theory of organisationa l  cu ltu re that 

a r i ses from a d ifferent a rea, n amely  psychotherapy. Berne's theory of organisational  

cu l tu re defi nes cul ture us ing three terms that a l l ow acknowledgement of the unwritten 

and u nspoken aspects of a cu lture, what it feel s  l ike. Growing out of this theory, 

d i s cuss ion of organ isationa l  cu lture shifts toward the acknowledgement of the 

rel at ionships that exist. Even so far as to consider the 'diagnoses of organisational 

cu ltures (Ba l l i ng 2005) .  
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4. 2 .2 Berne's Theories of Culture 

Before Berne's theories of cu ltu re can be d iscu ssed, it i s  important to present an 

overview of Berne's psychotherapeutic model ,  Transactional  Ana lysis (TA). This is a 

human isti c  m ode l  fou nded on the premise that humans beings are fundamenta l ly 'OK1 

and that they seek to l ive i n  harmony with themselves and each other. There is  

considerable l iterature, both academic and practice based that can br ing extensive 

knowledge and understa nd ing  of th i s  profound ly useful approach for self-awareness, 

and in re lati on  with others. 

TA asserts that we a re i nfluenced by our parents and the experiences we have of the 

world when we a re young. We develop 'ego states' that we continuously s l ip  i nto and 

out of when we are i nteracting. There are three ego states: Parent (behaviours, fee l i ngs 

and attitudes learned from our  parents) , Ch i ld  (h istoric behaviours, feel ings and 

attitudes that a re replayed i n  the present) a nd Adult (behaviour, fee l ings and attitudes 

that are in response to the here and now) .  Our ego state contains a l l  aspects of 

ourselves in that moment; what we are th i nking, fee l ing and how we behave. Thi s  

makes observing others' ego states su rprisingly s imple  as  the body a l so  holds 

behavioura l  cl ues to the ego state. With each ego state there is a functiona l  position 

that has associated parad igms (for example  Contro l l i ng Parent or Adapted Chi ld ) ,  wh ich 

(see below). 

It i s  through an awareness of our own and others1 ego states we can become aware and 

map the transactions that occur between ind ividua ls. 
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Fig 4 .2  Transactional Analysis Ego States Model 
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The TA approach has further dimensions and models that enable an understanding of 

the nature of our personality and behavior such as 'Life Positions' (e.g. I 'm OK, You' re 

OK), the 'Drama Triangle' (Victim, Persecutor and Rescuer), 'Drivers, Perm issions and 

Injun ctions' (self-explanatory) and 'Scripts' (patterns of response) . There are also subtle 

interpretations of transactions such as 'Strokes' (attention giving/receiving 

transactions), 'Games' (conscious or unconscious attempts to 'catch the other out' )  and 

'Rackets' (patterns of disruptive transaction) .  The whole theory is devised to enable 

individuals to understand themselves in the here and now and therefore to have a far 

greater understanding of their relationships with others. 
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The model devised by Berne holds great val ue for ind ividua l s  i n  their own l ives but a lso 

those whose profess iona l  rol e  involves enab l ing others to understand themselves 

b etter. The use of the transactiona l  model is accessib le  to a l l .  

The extrapolation out to  groups and  organ isations is  both valuable and  

conven ient. Berne's work i n  1973 bui l t  upon th is re lational understanding o f  ind ividua ls 

a nd appl ied a s imi larly sim pl e  model to organisationa l  cu lture .  Although most 

exponents of th is theory are with i n  the therapeutic fie ld  (D rego 1983 ; Clarkson 1992), a 

whole fiel d of 'TA in  Organisations' has developed. With the rise i n  popu larity of 

coaching i n  busi ness and management, Berne's theories are becoming i ncreasingly 

ma i nstream ( Ba l l i ng, 2005; Moneim EI-Mel igi, 2005; Lumsden et al , 2009). 

4.2.2 . 1 Etiquette, Technics a nd Character 

Berne describes the organ isational  'self' or  cu ltu re a s  being the amalgamation of three 

key e lements: Etiquette (the espoused va l u es and  dynamics of an  organ isation;  how the 

organ isation behaves), Techn ics (the structu res and  resou rces in  p lace to ensure the 

ma intenance of the etiquette) and  Character (the essence or ethos of an organ isation) .  

Put sim ply, Berne summarized etiquette as 'what one is supposed to do', techn ics as 

'what one has to do' and character as 'what one might like to do' ( 1663 :112). 

Fig 4.3 Organisationa l  Cultu re 

90 



The three organ isationa l  cultural states tend to be depicted in  three e l l i ptica l s  and can 

be over la id onto the three ego states of the ind iv idua l .  Although d irect mapp ing wou ld  

be s imp l i st ic, i t  i s  poss ib l e  to  equate Etiq uette with the  Parent ego state, Technics with 

the Adult ego state and Character with the Ch i l d  ego state. 

'When a group of people form a social network or community, they share Parental 

values, Adult procedures and Child emotions. '  (Drego 1983:224) 

J ust as the ego states have functional modes such as a 'Contro l l i ng' or a 'Nu rturi ng' 

Parent, or the 'Adapted' or 'Free' Chi ld  this too can apply to the cultural states (Ba l l i ng, 

2005) .  

Not previous ly considered i s  the fol l owing i nterpretation of  the overlaying of  the two 

theories. I propose that the correlation between the indiv idual and cultural models 

offers us another  important tool for understand ing organ isationa l  patterns, by using 

Berne's concept of 'exclusion' ( 1961), which describes an  undeveloped or  unused part of 

the se lf. In i nd ividua l s, a n  underdevel oped or  neglected Parent ego state can be 

manifest as  a nti-soc ia l  behaviour, an  absent or neglected adu lt  ego state as psychotic (a 

l oss of conta ct with rea l i ty) and an  absent or neglected Ch i ld  ego state as  potentia l ly  

schizoid (unab le to form rel at ionships and emotiona l ly  cold ) .  I suggest that the absence 

or negl ect of one of the cu ltura l  states m ight resu lt i n  an institutiona l  - rather than 

personal ity - d isorder.  Berne warned that a n  excluded ego state wou ld  manifest i n  the 

worst tra its of that ego state 'bubbl ing u p' i n negative ways. He ta l ked of 'aberrant' 

behaviour that is to le rated and  is used to justify the way the organisation 

behaves. Therefore, given the constant stream of externa l  control ling factors that are 

d ictati ng how a school i s  supposed to function ( Parent/Etiquette) and has to function 

(Adult/Techn i cs )  it i s  l ittl e  surprise that the Chi ld or Character state i s  neglected or 
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untended.  Moreover, the exclusion of th i s  state results i n  negative traits ar is ing for 

examp le  i n  the m isbehaviour  of pup i l s  i n  school .  This is fabu lous ly i ron ic  yet poignant, 

the excluded Child/Character of the school resu lts in excluded chi ldren ! 

Whether  a school culture has an  underdeveloped state or whether it is dominated by a 

particu l a r  functional mode, the school m ust attend to the whole cultu re if there is to be 

rea l change. I bel ieve that i n  the situation for this case-study school and many others, 

a ttend ing to the cu ltura l character i s  supremely s ignificant in the deve lopment of a 

sense of belonging for the pupi l .  

4.2.2.2 Cu ltura l Change through Character Change 

When attempting organ i sationa l  change l egis lators, management and practitioners 

often tend  to focus on etiquette or  techn ics of an organisation .  However, it i s  also the 

Character of an organisation that defines a culture. For a shift in culture, a n  

organisation needs t o  cons ider its character parti cu l a rly if that aspect o f  the culture has 

been negl ected. The school cu lture and the i nd ividuals working and learn ing within  it 

a re intertwined and inextricab ly l i nked so rather than  changing the pol icy o r  practice, 

the behaviour or ru les, the cha nge a lso has to come in the cultural Character. 

I n  o rder  to address the cu ltura l  Cha racter, a school  must acknowledge and attend to its 

relationsh ips and transactions .  It is through the everyday interactions  and dia logues 

that change occurs, n ot through top-down insistence of a pol icy that is not em bodied by 

the ind ividua ls  of the schoo l .  The concept to which I refer repeated ly throughout this 

work; and is at the fou ndation for the understa nding of the impact of cultural Character 

o n  an i nd ividua l  is the transaction .  I wi l l  use a cl assic ph i l osoph ica l  conundrum to help 

expla i n  the importance of the process of relating, what i n  TA i s  cal led the transaction. 
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4.2.2.3 The Prisoners' D i l emma 

This scenario  is taken from game theory; the  assertion is  that any ind ividua l  is l ike ly to 

react in a certa i n  way given closed and  contro l l ed parameters. Th is scenario  attem pts to 

set up 'winners' and  ' losers' and  rel ies on the humans' need to belo ng (or exclude) .  

Two suspects are arrested by the police. The police have insufficient evidence for a 

conviction, and, having separated the prisoners, visit each of them to offer the same 

deal. If one testifies for the prosecution against the other (defects) and the other remains 

silent (cooperates}, the defector goes free and the silent accomplice receives the full 10-

year sentence. If both remain silent, both prisoners are sentenced to only six months in 

jail for a minor charge. If each betrays the other, each receives a five-year sentence. Each 

prisoner must choose to betray the other or to remain silent. Each one is assured that the 

other would not  know about the betrayal before the end of the investigation . How 

should the prisoners act? 

Even given the unusua l ly d iscrete sample a nd situation, there are countless a lternatives 

that m ight lead to the fou r  o utcomes due to d ifferent emotional experience and h istory, 

background, even what each had for breakfast as wel l as the nature of the transaction 

that occurs i n  that po l i ce cel l .  Each i nd iv idua l  is not the same nor wi l l  the transaction 

ever be the rep l i cated . The prisoners' d ilemma only acknowledges the outcome based 

on d iscrete and  concrete ru les. But the ru l es and outcomes a re on ly part of the story, 

what is requ i red is a more comp lex a nd nuanced mode l  that a l l ows acknowledgement of 

the transaction, and what com es about when what one is supposed to do, what one has 

to do and what one woul d  l i ke to do  are a cknowledged. 
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In terms of app l ication to the chal l enging chi l d  in  school ,  many i nfl uences such as the 

pol itica l and educationa l  system, socia l  and commun ity culture and i ndividua l  factors 

obstruct the transaction  occurring i n  the here and now and with in a school culture that 

is ba lanced and appropriate. Thus the pup i l  wi l l  have experiences and develop beliefs 

that affect h is sense of self and subsequently h is sense of belonging. 

Just as the ru les and outcomes of the prisoner's di lemma (although measu rable) do not 

acknowledge the context, measures of school cl imate a lso do not attend to the dynamic 

transaction experienced by individua ls  i n  schoo l .  A pupi l's i nteractions and transactions 

at a l l l evels and i ntensities wi l l  go to shape the ind iv idua l  and these then d i rect the 

behaviour or outcome of the pupi l .  S imple assumptions of cause and effect leading to a 

de l inquent act or misbehaviour i n  school have not attended to the mu ltiple factors, 

ind ividua ls  and relationsh ips that have shaped the pup i l ' s  personal sense of belongi ng 

( incl ud ing success or fa i l u re, emotiona l  attachment or exclus ion) over time in the school .  

Cu rrently the dominant approaches for addressing cha l lenging behaviour in school 

through a school wide  approach tend to focus on pol icy and procedural factors; that is, 

Etiquette and Technics, the measurab le  e lements of a school's cl imate (Walker et a l ,  

1996; Lovey and Cooper, 1997; Eber et a l ,  2001) .  Although improvements to school 

cl imate may wel l strengthen a pu pi l 's sense of belonging, this is l i kely to be an 

inadvertent consequence, as s imp ly ensuri ng fa irer ru les, or  increasing pup i l  voice and 

participation wi l l  not in themsel ves l ead to a change in cultura l  Character. I argue that 

perhaps more important i n  tackl i ng misbehaviour in school is strengthening a pupi l 's 

sense of belonging by improving school culture; Etiq uette, Techn ics AND Character. 
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4.3 A Sense of Belongi ng  

The theory described i n  th i s  chapter underp ins the  ana lysis of  the three research 

questions :  

1. How does a sense of belonging affect the behaviour of pupi l s  i n  school? 

2. How does the school cultural character affect the pupil's sense of 

belo nging? 

3. What can a school do to strengthen the pupi l 's sense of belonging through 

strengthening the school 's cultural cha racter? 

As l a id  out in the two pa rts of this theory chapter, thi s  thesis is grounded in an unusual 

i ntegration  of crim ino logical theory and psychotherapeutic approach. I bel ieve that 

both a re i ntegral  in the u nderstand ing of how behaviour in school is i nfl uenced by a 

sense of belonging to school and  how the sense of belonging i s  i nfl uenced by the 

cultu ral Etiquette, Techn ics and  perhaps most important, Character of the school . 

The cu ltura l Character of a ny organ i sation but particu l arly a school (with its mu lti ple and 

com pl i cated infl uences) i s  co-created by the transactions of participants, namely pupi ls, 

teachers, management, support staff and parents. To cha nge the experience for 

ind ividua l s  i n  the organi sation attention needs to be paid to the transactions that occur 

i n  school . 
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Chapter 5 Methodology 

The introductory and theory chapters expla ined the background and underpinn i ng 

theory for th i s  thesis. The context and l iteratu re review demonstrated the wide scope 

of existi ng thi nki ng regard ing cha l l engi ng behaviour  and school culture. They emphasise 

the rel evance of th i s  thesis for u nderstanding a chi ld ' s  behaviou r through his sense of 

belonging to school ,  and  furthermore the com plexities associated with this . Th is 

chapter focuses on  the m ethodo logy adopted for the study and presents how this thesis 

wi l l  contribute to the fie ld .  Th i s  is  a particu l a rly  com plex subject in  l ight of my ' insider' 

status with i n  the school .  

There i s  a l ong tradition o f  ins ider research i n  schoo ls  and  educationa l  settings; a n  

approach that ca n be  beset with cha l l enges. Issues inc lude bias, confl ict o f  interest and 

appropr iate ly protecting research partici pants' privacy and  anonymity and guaranteeing 

confidentia l ity. Having th is  opportunity for research whi lst in  a professiona l  role has 

given me g reat i nsight i nto some of the issues raised. These are the issues of confl ict 

and of profess iona l  jea l ousy as  wel l as personal issues of b racketing - setting aside one's 

own judgements and emotions (Joyce and S i l ls ,  2001) - and the cha l lenge of remaini ng 

objective in the face of emotive and  persona l ly cha l lenging circumstances. 

My ins ider  research status is one of the significant and unusua l  aspects of th is  research 

so I have d evoted a cons iderab le proportion of fi rst ha l f  of this chapter to exam in ing this 

issue. I a l so  cons ider the use of case study and mixed methods research (MMR) and 

how the a pproaches are i ntegrated to enab le  rigorous concl us ions to be drawn. I then 

present an accou nt of the qua l itative and quantitative approaches of data col lection and 

analys is  I emp loyed in order to a nswer the th ree research questions; tak i ng each i n  turn. 
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To summarise the methodologica l  sources, below i s  a tab le to p resent the sources of 

data used in this report and how they i nform the three research questions. 

1. How does a sense of belonging affect the behaviour  of pupi ls  in school? 

2. How does the school cultural Character affect the pupi l 's  sense of belongi ng? 

3. What can a school do to strengthen the pupi l ' s  sense of belongi ng through 

strengthening the school 's cu ltural Character? 

Sources of Data Used in this Report Research Questions 

Literature Review Patterns of Belonging and Behaviour (Ql) 
Patterns of Cultu re a nd Belonging(Q2) 
Exploration of School Cu ltural Cha racter (Q3) 

Pupi l  Questionnaire (n = 189) Patterns of Behaviour  & Sense of Belonging (Ql) 
Explorat ion of School Cu ltural Character (Q3) 

Pupi l  I nterviews (n=S) Pupi l  perception of School Culture (Q2) 
Staff Questionnaire ( n=63) Patterns of Culture and Belonging(Q2) 
Part of pre l im inary research for my 
professiona l  role  
Jou rna l  of  Observations Patterns of Cu lture and Belonging(Q2) 
Persona l  records of experiences, 
issues and interactions with staff 
and pup i l s  
Statistics and Data . Exploration of School Cultu ra l  Character (Q3) 
Col lected by the School and the 
I n cl us ion Un it 

Tab le  5. 1 Sources of Data 

F ina l ly in this chapter, I w i l l  finish with a consideration of other eth ical issues and 

chal lenges. 
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5 .1  My Rol e and Context 

Fol l owing teach ing i n  secondary schools and specia l is ing in teachi ng ch i ldren with 

emotiona l  and behaviour d ifficulties ( EBO),  I spent several years with a Youth Offending 

Team (YOT) i n  both prevention and statutory services. My role had two facets; one was 

research and development - for example  regarding programmes of behaviour 

modificatio n  such as  addressing offending behaviour, anger management and victim 

awareness. The other  was the management of projects and supervision and tra ini ng of 

staff. One service that I establ ished and supervised was a Community Safety funded 

project working  in secondary schools attempting to i ntervene early in the develo pment 

of de l inquent behaviour. 

I n  November  2007, I was approached by the Local Education Authority ( LEA) and a large 

loca l  school in Wa l es to i mp lement a pi l ot servi ce in the school to work with chi ldren at 

risk of excl us ion.  All the schoo ls  in th is LEA's ju risd iction and this  school in  particu lar, 

had high excl us ion rates. This school's fixed term exclusion rate was 8.9 per cent and 

0.7 per cent the rate for permanent excl usions. This is three times the national average 

for fixed term excl us ions - �ompared to the 2.6 per cent (Hayden et a l  2007) and 

cons iderably m ore than the average for permanent exclusions for a l l  schools i n  the UK  

(0. 12 per cent) (op cit) . 

When comparing i t  to Wel sh Government data (2011), it is higher even than the 

secondary school excl us ion rates 8.2 per cent for fixed term excl usions and very much 

higher than  the 0. 12  per cent permanent exclusion rate. 

Also, ear l ier in the year, a university had completed a scoping exercise commissioned by 

the  Wel sh  Assem bly  Government and LEA as to the use of excl usion and its effectiveness 

98 



as a sanction for behavioura l  issues, this further emphasised the prob lems for pup i l s  and 

schools i n  the area.  Thi s  coincided with reports that I was writing for Socia l  Services and 

the LEA rega rding the issues of exclus ion and behaviour. 

The fund ing made ava i l a bl e  from the LEA was for a 6 m onth p i lot, which is perhaps 

ind icative in itself of the cultura l  attitudes to a lternatives to excl usion, but the school 

made significant resources ava i l ab le  to ensure a n  on-going fu l l  time appoi ntment and 

therefore a long term intervention for the school . 

I was emp loyed as the teacher i n  charge of encil - enci l  com es from the Welsh word ci l ia 

meani ng withd rawal - a n d  my role  was the development of a service, pol icy and practice 

to offer an  a lternative to home excl us ion and support to chil dren at risk of exclus ion. I n  

order to deve lop the m ost appropriate i ncl usion service for this school, it was essentia l  

that I understood the school culture. I n  add it ion to  my canvass ing attitudes of staff, I 

he ld focus groups with pup i l s  and  i nvited input from parents. 

I implemented a hol i st ic service, i nformed by visits to several schools across the U K  (that 

had commendable excl us ion figures or an a lternative approach to inclusion), a 

s ignifi cant l iterature review and  research i nto the case-study school .  

I faced a variety of  cha l l e nges i n  ach ieving my  goals i n  the school .  These were partia l ly 

due to the cha l l enges faced by any i nsider researcher but som e  were due to the specific  

culture of th is  schoo l .  However, as highl ighted by Scraton {2004) and Fie ld ing ( 2010) it is  

absolutely imperative that my research does not bru ise nor embarrass the school i n  a ny 

way. 

As with all schoo ls, there are both wonderful and frustrating featu res i nherent in its 

make-up. The important  e lement to reta i n  i n  this case is that this school was attempting 

99 



and hoping to make cha nges to its culture. However, as with a l l  change, it is both 

difficu lt and slow. This study intends to expl ore dynamics and cultures with in  a school 

l ooking to improve. I hope that I am able to del iver my find ings i n  a rigorous way that 

a l l ows the school and me the space to reflect on our experience for the future good of 

this and other schools .  

5 .1 .1 The Case-Study School 

The school to be the case study in this research is a fu l ly com prehensive secondary 

school in Wales. I t  i s  one of the on ly Engl i sh  speak ing schools i n  the a rea; other 

secondary schools are either Welsh  l anguage or b i l i ngual .  This school i s  by far the 

biggest in the area with 1350 pup i l s  from year seven to year th irteen, at l east twice to 

four t imes the size of the other schools . 12.5 per cent of pup i l s  receive free school 

mea ls  (this i s  s l ightly h igher than the average for the unitary a uthority). It is an inc l usive 

school in terms of Specia l  Educationa l  Needs (SEN) ,  with 40 per cent of school on SEN 

register and over 30 Learn ing Support Assistants ( LSAs) employed ful l  and part tim e  and 

a Learn ing Support Centre for those unab le to i ntegrate into mainstream school (e .g. 

Autistic Spectrum Disorders) .  H owever, in terms of pupi ls with emotiona l  and 

behavioural difficult ies, the pol i cy and approach i s  less incl usive. 

I n  terms of support from non-academ ic roles prior to my appointment (at which t ime I 

developed a combined i n-house and  external agencies I ncl us ion Support Team )  there 

were on schoo l ro l l ,  a part t ime  School Nu rse and a part time School Counsel lor. 

How thi s  context re l ated to the school culture i s  l eft to d iscussion i n  the analysis 

chapters. 
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5.2 The Methodological Approach 

I n  this section, I wi l l  cons ider i n  deta i l  my position as  i ns ider researcher and  the 

reason ing behind the use  of case-study and a m ixed methods approach . I bel ieve it is 

essentia l to u nderstand how the situationa l  context and  m ethodologica l  rationa le  go to 

shape the specific methodologies chosen to respond to my research questions. 

5.2.1 I ns ider Resea rch 

Discussions around 'ins iderness' and outs iderness' and the issues of the paradigm being 

a dichotomy or a conti nuum outl i ned by Mercer (2007) are com pl icated by the role I 

held i n  the case-study school . Merton ( 1972) suggests 'insiders are the members of 

specified groups and collectivities, or occupants of specified social statuses. Outsiders 

are the non-members' (p21) .  G riffith ( 1998) a l so i dentified the insider as "someone 

whose biography (gender, race, class, sexual orientation and so on) gives her [sic] a lived 

familiarity with the group being researched' whi le  an  outsider is 'a researcher who does 

not have any intimate knowledge of the group being researched, prior to entry into the 

group'(p36). These quotes reflect my  experience to a n  extent but i n  my case, the a l ready 

complex issue of i ns ider  and  outs ider research was com pl i cated by the role  I had in 

school .  The appointme nt was to work with those at r isk of exc lus ion and attem pt to 

develop an  i n-school serv ice a cha l lenge that was at odds with the school culture. 

Therefore rather tha n  be ing  an insider - by the defin it ions above - my rol e  put me very 

much on the outs ide. Re lationsh i ps, support and i nformation that had previously been 

open to m e  were now a bsent - a lthough I 'knew the research group', I was defin itely not 

a 'member' .  Cogh l an  and  Brannick (2006) d iscuss the cha l l enges common to a l l  those 
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attem pting action  research with i n  the organisation they work. They highl ight the 

d ifference betwee n  the ethnographer, as unobtrusive observer, and the action 

researcher who 'works at enabling obtrusive change1 (p104) . 

Particu l ar ly i nteresti ng given my exploration of the culture of schools, I was loved by 

some and  loathed by others. Whi l st being encouraged and supported pub l ica l ly  by the 

Senior Managem ent Team (SMT), I was at other times underm ined. The staff were 

d ivided as to the pu rpose and approach to incl us ion .  I was neither an insider nor an 

outsider .  Furthermore amongst the sample population, I had a perhaps more 

comp l icated position .  I n  the same paper, Merton a lso stated that 'individuals have not a 

single status but a status set1 ( p22) and  that identities a re 'always relative, cross cut by 

other differences and often situational and contingent' (De Vault, 1996:35). 

As i ntimated by Merton's quotes, with regard to the attitudes and perceptions held by 

particu l ar ly the pupi l s ,  I held a social status with i n  the school but not just one (see a lso 

Finch) . I am an  adult; afford ing a certai n  yet defi n ite expectation of attitude and 

behaviour  even if th is was not a lways reinforced. I am a behaviour specia l i st; hold ing 

the 'saviour' rol e for some and the 'enemy' role for others. I am a woman; I had to be 

conti nua l ly  m indful of the issues of maternal transference. F ina l ly, a lthough I was 

carefu l to ensure that I have never carried out specific contact work with any of the 

pup i l s  in the samp le  popu l at ion (a member of the incl usion team was made ava i lab le) I 

had a ro le that i nvited a confidence with certa in young people. 

In my profess iona l  rol e, i n  the eyes of some (both pup i l s  and teachers) I was an  insider, 

part of the team ,  working together to keep the chi l d ren in school, to others, 1 was an 

outs ider, attem pting to change the status quo. As a researcher, a l l  the chi ldren and staff 

i n  the school were aware of my research, flagging up issues for pupi l s  that I m ight not 
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attend to their educationa l, emotiona l  and behavioura l needs appropriatel y, and for 

staff that my l oyalties l ay el sewhere. Although the i ssue of ethnographic research in  

itself can  g ive rise to  skewi ng the rea l ity of  a situation;  this is the  i nevitable infl uence of 

observation on behaviou r. 

Mercer (op cit) a l so d iscusses the i nfluence of situation  and context on the i nsiderness 

of the researcher. This  h igh l ights a very interesting para l lel between the theories 

around thi s  type of professiona l  i ns ider research and the ideas that I am exploring in this 

research. The ideas a nd cha l lenges of identity for me as a researcher and as a 

practitioner withi n  the school echo the ideas and chal l enges of the chi ld estab l ish ing his 

identity, self-efficacy and sense of belonging in  the school . Li kewise the effect and 

i nfl uence of tim e  and place of the research, the power relationships, the l ayers of m icro 

and macro-level factors on the context of the resea rch echo those contributing to the 

development of the school 's cu ltura l  character. 

I ronical ly, I was more of a n  ins ider with the pupil coho rt than with the majority of staff. 

My relationships with the chi l d ren  were consistently far more open, transparent and 

authentic than those with other adu lts in the school .  However, my role  of attempting to 

incl ude the excluded, at times  led to my becoming a l igned with the pupi l s  rather than 

the schoo l .  I endeavoured to ensure that these dynam ics d id not comprom ise my role  

as researcher. The outs ider doctri ne ( Merton 1972) asserts that on ly  a neutral observer, 

an outs ider, possesses the d i stan ce and  detachm ent requ i red to research objectively. 

However, the i ns ider doctrine  (op  cit) asserts that on ly the ins ider, the researcher with 

the com prehens ion of the culture of the organ isation is ab le to have the ✓intuitive 

sensitivity that alone makes empathic understanding possible' (plS). Just as Oakl ey 

( 1981) asserts that woma n  a re better ab le to i nterview women and Wilson (1974) or 
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Conant ( 1968) claim that whites can never be as  sensitive as b l acks to the b lack 

commun ity precisely because they are not b l ack. It may fol low that it was the very fact 

that I ,  was at times a l ienated by the school ,  I d id not be long, I was in a way 'excl uded' 

from the cu ltura l  acceptance that enab led me to resonate with the pupi l s  who felt the 

same (Coghlan and Brann i ck, 2005) .  

However Merton ( o p  cit) does g o  on t o  say that neither  doctrine i s  convincing a nd that 

there are advantages and d i sadvantages to both insider and outsider positions wherever 

a researcher m ight sit on the conti nuum .  The context and infl uences of the situation are 

fundamenta l, a nd the researche r  m ust be mindful and attend to a l l  the aspects of the 

research to ensure m ethodo log ica l  rigour  and eth ica l ca re. 

Although the ins ider advantage means signifi cantly m ore access ib i l ity to the samp le  and 

data col l ection, I had a lso to be conscious of the pitfa l l s  of the position.  Mercer (2007) 

i n  her exp loration of l iterature i n  the area of i nsider research highl ights the dangers the 

i nsider might experience in the research . These i ncl ude developing myopia and only 

l ooking at one's own perspective mean ing a lternative attitudes are not explored, 

assumptions a re not cha l l enged and  issues not ra ised . However, in this case I was 

conscious of the make-up of the schoo l  cu lture - Etiquette, Techn ics and Character -

enabl ing me to access information, p l acate management and speak the same 

organisationa l  l a nguage. Mercer (op cit )  h ighl ights these issues as needing to be 

ba lanced by the researcher  i n  order to regu late the insider role. 

I n  Mercer's paper (2007), she describes a number of 'del icate di lemmas1 that might a rise 

in the carrying out of i nsider research. The issue of i nformant bias or 'everyone knows 

what she wants us to say' had  distinct rel evance in this research - the compl icated 

nature of my professiona l  role i n  school .  I am,  by d int of my tra ining and position, a 
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teacher; th is  meant that a p upi l  m ight try to give the right or expected answer (S imons 

1981) not s imply  through fea r  of a breach of confidential ity but i n  order to p lease me. 

However, due to my actua l  rol e  being worki ng with and supporting pupi ls with 

chal l enging behaviour, a ch i l d  m ight view the attention  for 'being bad' as positive. 

Despite the way in which I work with chi l d ren and young people - which is rigorous and 

purposefu l - the preconception i s  that to gai n  my attention, a ch i ld m ight chose to 

express a m ore negative or de l inquent aspect of thei r  behaviour .  

My reputation had genu i ne  i ntegrity but due to the varied status I held in  the school, it  

was to be expected that pup i l s  m ight exaggerate one way or the other as the chi l d  

craved approval from the  'adu lt ' ,  the  'teacher' , the 'specia l ist' and  the 'mother' ! My 

role in the school colours what is known by pupi ls about my attitudes and opinions. This 

d i lemma is neatly s ummarised by Schutz ( 1964 p34), where the objective outs ider is a 

'man  without h istory' but the insider cannot escape h i s  past. 

I avoided considerab le  eth ica l and i nformant bias by co-opting a non-school col l eague to 

undertake a sma l l  n u m be r  of i nterviews with pupi ls .  My co l league is an experienced 

researcher  with vul nerab l e  groups and i s  not known to the school in either a persona l  

nor professiona l  capacity. She i s  h igh ly experienced and extremely respectful of  the 

com petencies of chi l d ren  and you ng peopl e  and epitom ises the mindfu l ness that the 

researcher  needs as i dentified by Thorne ( 1993). 

Harden et a l  (2000) lead a l ively d i scussion as to the type of re lationship most 

appropriate between an adu l t  researcher and chi l d  subject. There is an inherent power 

imba lance. Mande l l  ( 1991) argues that the researcher shou l d  attem pt to ta ke the 'least 

adu lt rol e' and 'suspend a l l  adu lt characteristi cs' where possib le. J ames et a l  ( 1998) 

argue that adults shou ld  not try to be chi l d ren rather the resea rcher shou ld attempt to 
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befriend the chi l d .  I fee l  there is va l id ity i n  both arguments but that they miss the 

i nherent transactiona l  relationsh ip in the here and now. The process of treating another 

as equa l  in the moment (even i f  the common historic ideology i s  disti nctly unequal) may 

translate as  friendsh ip, and  on equal footing ( if that might appear to be wearing s imi lar  

shoes ! )  is the success of a positive and productive research rel ationsh ip .  Th is i s  sum med 

up by the words of Oak ley ( 1981) ; 

Jinding out about people through interviewing is best achieved when the relationship is 

non-hierarchical and when the interviewer is prepared to invest his or her own personal 

identity in the relationship' (p41) 

Th is quote seems to recogn ise the 'I'm OK, you're OK' position ( Berne, 1973), an 

attention to and acceptan ce of the other  in relationship. In practice, th is  attitude m ight 

be encapsu lated by the advice I was given by a fel l ow practitioner (a chi l d  

psychotherapist) that we must 'treat teenagers l i ke adu lts but never forget they are 

chi ld ren'. 

Likewise, the questionna i re was d isseminated by classroom teach ing staff (not by me) 

and a lthough I was i n  the school on the fi rst occasion of questionnaire completion it 

occurred in the fi rst two weeks of term where I was not known to the pupi l s .  The 

second questionna i re s itting  occurred exactly one year on, but I had been on maternity 

leave for six month pr ior to this. 

Having h igh l ighted some of the ethical and process d i l emmas associated with insider 

research and how I resolved them, I wi l l  go on to d iscuss other ethical considerations for 

the methodologies emp loyed .  
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5.2 .2  The Use of Case-Study 

In add ition to the extens ive read ing in the a rea, I conducted quantitative and qua l itative 

research incl ud ing ethnograph ic  observations with i n  a case-study schoo l .  Many 

(Thomas and O'Kane, 1998; Gomm et a l ,  2004; Simons, 2009) advocate the use of 'case-

study', as an adequate representative samp le of a situation, context or popu l ation .  

Research i ntends to  exp lore a specifi c  dynamic  relationship not to  be compared to  but 

to foreground the importance of an issue, in this case the effect of school's cu ltu ra l 

character on a ch i ld ' s  sense of belonging and  behaviour. 

As summari sed by S imons ( 2009) there a re strengths a nd l im itations to use of case-

study. For this thesis' context of th is thesis, I saw there to be four  clear strengths :  

1 .  Case-study a l l ows understand ing of the l i nk  between pol icy and practice. 

2. It enables an exp loration of the dynam ics of change. 

3. I t  is flexib le  in tim e, a ccess and methodology. 

4. Certa in ly i n  my case, it is  an intervention in and of itself in the improvement of 
the school1s cu ltural cha racter. 

(Simons 2009:23) 

Tight (2010) exp lores the definitions of 'case-study; m ethod, methodology, strategy, 

approach and determ i nes that the use of case-study is parti cu larly usefu l in the context 

of educationa l  research h owever it may be defined. The overa l l  consensus within  the 

fie ld is that the case-study provides evidence in a specific case (or cases) and is expected 

to 'catch the comp lexity' of such (Stake 1995) .  This  s ing le expression identifies the use 

of case-study for this thesis; an exploration i nto the specific cultural dynam i cs and 

infl u ences with i n  th i s  one school .  Tight's (op cit) artic le cha mpions the case-study but 

recognises that there is m uch critici sm of its use and va l id ity i n  research, at l east i n  
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terms of the phrase. Tight offers entertaining musings on alternative ways of describing 

the case-study. For example, 'a deta iled examination of' or 'a small in-depth study of' , 

attempting to bolster the specific nature of the case stu dy. 

My research comes out of a un ique position of practitioner and researcher, where I can 

explore in considerable detail and with a suitably large sample the specific nature of a 

specific school. Hopefully, my findings might go to inform practice not merely in this 

school but the approach and ideas generated might be useful elsewhere also. To follow 

is a description of the case-study school. 

So, within the case-study, I em ployed mixed method research (M MR), enabling the 

strengths of qualitative and quantitative approaches to be drawn whilst minimising 

limitations (Truscott et al, 2010 p317). I will discuss M M R  in the coming section. 

5.2 .3 The Use of Mixed Methods Research 

This thesis sets out to answer questions I had asked myself as a teacher and behaviour  

specialist as identified in the introduction. But a considerable element of this thesis 

considered the p upil's perception, something that I was only able to speculate about. So 

methodological approaches that enabled me to both test existing ideas and theory yet 

also allow space for theory to emerge was vital. 

A m ixed methods approach 'enables the researcher to simultaneously answer 

confirmatory and exploratory questions and therefore verify and generate theory in the 

same study' (Tashakkori and Teddlie, 2003 p15). Furthermore, Truscott et al  (2010) 

assert that such m ixed methodology enables a thorough understanding of 'educational 
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activities in context' but allows the possibility of generalisable recommendations. 

Fielding (2010) too advocates the use of mixed methods; the combining of different 

methodologies to enable the reinforcement of findings to produce a more complex and 

multifaceted conclusion. This being a professional doctorate, this latter element is 

wholly attractive as the purpose of this thesis is to generate something useful that can 

be used to support practice. 

There are limitations inherent in any and all qualitative research - which is why I have 

selected a mixed methods approach - however, I have attempted to address these 

issues. First is the subjective bias imposed by the researcher - to be discussed later 

when describing my ethnographic observations. Second is that this is a snap shot i n  

time, my  very being there will have an  influential impact on exactly what I am  trying to 

observe and investigate, the culture. I believe this lim itation in fact adds to the weight 

of my thesis that culture is and should  be fluid and dynamic. I t  is the cultural character 

that encapsulates the dynamism of the culture and it is through the fluidity of 

transaction that there is possibility of change. 

The employment of an integrated methodology is becoming more widely popular and 

accepted, yet Truscott et al (2010) found in their review of methodological literature, is 

not as  widely published as expected. The same authors stressed that mere use of mixed 

methods is not enough; thought and care must be taken to integrate the approaches for 

research questions and purpose. 

'Mixed methods research is more than the outcrop of mixing different methods. It is a 

purposeful and powerful blend intended to increase the yield of empirical research ' 

{p327} 
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Ha rden et al (2000) laud participant observat ion as  the most appropriate method for 

studying chi l d ren, but do not dismiss the importance of i nterview. In  this thesis, I have 

o bserved ethnographica l ly the culture as wel l as exp loring the deta i l ed views obtai ned 

through interviews. Moreover, the a reas d iscussed in the interviews a re generated not 

on ly  from the l iterature review but a lso from the findings of the questionnaire. So the 

integration of a m ixed methods approach is who l ly  appropriate in this case as not only 

wi l l  it combine the strengths of q uantitative a nd qua l itati ve data, one l eading to and 

shap ing the other. It a l so seems to underpin the ph i l osophy of thi s  thesis, the 

appropriate use of the appropriate method. 

The way in which one views the concept and construct of ch i ldhood wi l l  inevitably 

d i ctate the way in which research is implemented with ch i ldren  and  young people. 

Waks l er (1991) stresses the va l id ity of young people's opinions, a nd the frequent 

d ism issa l  of sociologists' attitudes towards them. I ndeed,  in the a rea of perception of 

cu ltu re and dynamic  of transaction, I wou ld  suggest that young people are perhaps 

more astute than adu lts to subtle dynamics - particu l arly to issues such as justice and 

fa i rn ess - and thus research of th i s  nature may hold even more m erit. Adults in  our 

society, especia l l y  those who have subscribed to the doctrine and ideology of thei r role, 

can be b l i nkered to the rea l ity of the here and now. 

H aving identified the specific mixed methodological cha l lenges to insider research 

with i n  a case-study school  and  presented arguments for the grounding of the 

methodologica l fram ework for this thesis, I will go on to give a n  a ccou nt of the specific 

methodologies adopted to examine the research questions a l ready identified and 

verified as re levant through the l iterature. 
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5.3 M ethodo logy 

For a l l  aspects of th i s  thesis and the research into belonging, behaviour and cultura l  

character, I conducted a considerab le l iterature review. I a ccessed the extensive digital 

and paper l i b rar ies of both the University of Bedfordsh i re and  my local Un iversity l ibrary 

us ing a range of sea rches and search engines. I n  order to p resent the findings, I 

explo red the very practical and thorough advice as presented by Hart (1998) i n  terms of 

p l ann ing and  executi ng a rigorous l i terature review. 

In this section, I take each research question in  turn and  outl i ne  the specific 

m ethodol ogical approaches emp loyed to explore that question . 

5.3 . 1  Research Question 1: How does a sense of belonging ( incorporating Hi rschi's 

bond, academic  atta i nment and emotiona l  rel ationsh ip )  affect the  behaviou r  of pupi ls i n  

schoo l?  

5 .3 . 1 .1  M ethodology 1 - questionnaire 

To i nvestigate th is question, I designed a questionnaire to explore the behaviour of a 

new cohort to the school and thei r attitudes to school. Th is was an  ama lgamation of 

questionna i res from two establ ished and acknowledged pieces of research, adapted for 

use i n  this context. The fi rst was the behaviour questions used by Weerman  et a l  (2007) 

i n  the  Nether lands study of 2000 pup i l s  looking at misbehaviour  in  school and 

del i nquency e lsewhere. The questionna i re i nvited pupi l s  to self-report behaviour. 

M uch has been written as to the advantages and disadvantages of this method as 

opposed to us ing records of excl usion and offending through forma l  means. I bel ieve 
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that anonymously obta ined self-reported behaviour is l i kely to reveal the most usefu l 

data as I am com paring how the pupi l  perceives and records his attachments to 

conformity rather than merely a study of the behaviour within and outside the school . 

The pupi l s  may exaggerate or p lay down the i r  behaviour but I be l ieve his responses to 

attachment questi ons wi l l  correspond accordingly. 

I made m inor amendments and additions to this section of the questionna ire in  order to 

make them more rel evant to the sam ple. F i rstly, with regard to a specific problem 

behaviour faced by teachers i n  this school ,  that regu larl y  and repeated ly resu lts in 

excl us ion.  ' I nsu lt, swear at or verba l ly  abuse a teacher or other member of staff in  

schoo l?' bri ngs about in  a sta ndard three day excl us ion.  

Secondly, an  addit ion to the de l inquency section of the questionna ire, a behaviour 

common  in U K; to ' . . .  trave l  on a bus or tra in  without paying the correct fare?' 

F ina l ly a n  adjustment to the currency used in the examples from 5 euros to £3. 

( Exchange rate va l i d  at the time of research ) .  

The second part of  the questionna i re invited the pup i l  to assess h i s  attachments to order 

so that I m ight understand h is behaviour in relation to these attachments and was 

adapted from the Richmond Youth Project Study ca rried out by H i rsch i in 1969 looking 

at the bond between pupi l  a nd conformity. This study was looking at the bond and why 

the bond was as strong or weak as it was e.g. how large family size, parental occupation 

a nd  how wel l read they are. I took selected questions from H i rschi's project (those 

relati ng to school ) in order to ascerta in  the strength of the bonds to school and thei r 

s pecific i nfl uence on  behaviour. I a m  looki ng specifical ly at the chi ld's perception of the 

re lationsh ip  with school, and not the socio-economic or fam ilia l  background of the pupi l .  
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Although the chi l d's fami l ia l  experience may have a part in the creation of and 

weakening of a bond, I suggest - perhaps contentiously, i n  view of the growi ng 

emphasis on the home and parenting and their relationship to school i ng difficulties - a 

schoo l  does not need to understand how the bond became weak to strengthen it. I was 

very interested in  the seeming emphas is of the questions i n  the Richmond study of a 

negative i n itia l  position where many questions a re ph rased i n  the negative e.g. People 

a re a lways picking on me or  I often feel d iscou raged and the subject is i nvited to refute 

th is to the positive. Although I in itial ly questioned the negative bias of the questions, 

the position  does invite the respondent to respond with more commitment. Positively 

posed questions  tend to i nvite the pup i l  to answer neutra l ly  where negatively posed 

questions i nvite an active ly positive response and a more honest neutral position. 

Th i s  existing  questionna i re was used as  it is underpinned by the four e lements of control 

theory; attachment, commitment, involvement and bel ief. Furthermore, the Richmond 

Study is a wel l -known and reputable piece of research that continues to hold up. 

Furthermore, i t  appears to support numerous contemporary research a reas such as 

schoo l  cultura l change (Sarason, 1996) a nd school effectiveness research (Tedd l ie and 

Reyno lds, 2000). Gray's warn ing (2004) regard ing the novice researcher's approach of 

col l at ing as ma ny spu rious categories or  questions 'just i n  case' data is needed later is a 

va l id  a rgument when asserting that the methodology l i nks d i rectly to the l iterature and 

the research questions. However, it is a lso important to be prepared to acknowledge 

a nd exp lore other l i nks with in the field of study. The wide breadth a nd depth of 

q uestions i n  the Richmond study questionna ire reconci l ed these two points enab l ing 

expl oration of connections and l i nks that may previously not h ave been evident in  the 

l iteratu re, b ut form a tight and va l id structure. 
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The questionna i re was checked by the Special Educational  Needs Coordinator to ensure 

su itab i l ity for age and stage and comp leted by three ch i l dren of the appropriate age but 

who did not attend the school to determine time requ i red to complete the 

q uestionna ire. 

5 .3 .1. 1 . 1  Methodology 1 - Data Col l ection 

As a p i lot study, the questionnaire was fi rst sat by a year seven cohort (aged ten/e leven) 

in the fi rst two weeks of attendance at  the school. Consent was obta ined from every 

parent through written correspondence expla in ing the research purpose and 

methodo logy and inviting them to opt out of the research. The letter asked for 

i nformed consent for the i nformation gathered to be used i n the fina l  thesis publ ication. 

As the in it ia l sitti ng of the questionna ire referred to the previous twelve month period, a 

time  when the pup i l s  had attended their primary schoo ls, I a l so contacted a l l  the feeder 

school head teachers to expla in  the research purpose and methodo logy and invite any 

queries regarding the study. The purpose of the research was exp la ined to the pupi l s  

who were given a further opportun ity to opt-out when the questionnaires were 

dissemi nated.  The questionna i re was com pleted by 191 year seven pupi l s  (93 per cent 

of the tota l year  group)  du ri ng an Engl ish lesson .  The questionna i res were entirely 

anonymous both with regard to the pupi l ,  the teacher and class they were in. The 

purpose of this fi rst s itting of the questionna i re was to fami l iarise the school staff and 

pup i l s  as to the purpose and approach of the research. Th i s  enabled the school to have 

a tria l  run col l ecting the data, a llowi ng me to ascertain a ny gl itches i n  d issemination .  

But a l so useful for the pup i l s  to be made aware of the types of questions they were 

being asked, I hoped this would  mean that any n ovelty was removed and a more honest 

response m ight be obtained. 
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One year later, a second sitting of the questionnaire and the main phase of data 

collection was carried out. Again the questionnaire was completed in an English class 

during the first two weeks of the same cohort's second year at secondary school. 189 

mixed gender year eight pupils (aged 11/12) - sample was 92 per cent of the population 

- completed the questionnaire again referring to the preceding twelve months, the first 

year in school. 

The study was not intended to be a longitudinal study, rather a snapshot of behaviour 

and attitudes in time; but it was useful to have the first set of questionnaire data as it 

could be compared to the main data. Had the two sittings shown markedly different 

attitudes or had there been a tranche with highly skewed attitudes, it would have 

complicated the conclusions able to be drawn. However, the basic findings of the data 

from the two phases were similar enough to enable my drawing conclusions regarding a 

sense of belonging to this school and this schools cultural character. 

Initially, Excel was used to analyse the data, then as my exploration expanded, the 

statistical analysis package SPSS version 17 was used . The reason for my first employing 

excel spread sheets was that it gave me a very in depth, working knowledge of the data. 

Data had to be selected to be explored, I was therefore able to visualise large swathes of 

information in isolation. Once I moved to SPSS, analysis was more straightforward, 

commands for statistical counts or calculation were instantaneous and accurate. 

However, SPSS does not enable the analyser to view connections that have not been 

instructed. I was therefore grateful that l had already developed a deep understanding 

and familiarity with this data. 
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5.3 .2 Research Question 2: How does the school cultural character (the relationships 

with in  school) affect the pupil's sense of belonging? 

This question  was researched using two qualitative methodologies. Firstly, I employed 

an ethnographic observation  of the culture of the school. This includes the delivery of a 

preliminary piece of research into staff attitudes and expectations of exclusion from 

school and alternatives and an auto-ethnographic account where I reflect on my 

experience withi n  the school. Second, I included semi-structured interviews with a small 

number of pupils from the larger sample group  responding to questions surrounding 

belonging and alienation from sch ool. 

5 .3 .2 .1 RQ2 - Methodology 1 - Eth nographic Observation 

Within this section on ethnographic observation as the methodological approach, as 

well as the observations I made as an active participant in the school, I also completed a 

pilot study into exclusion and staff perceptions of exclusion. The primary purpose for 

this initial research was to inform my professional role; to ensure that the policy and 

practice that I developed for the school was appropriate to its needs and wants. 

H owever, th is research was h ighly enlightening as a snapshot into the cultural character 

of the school in terms of inclusion a nd excl usion, both officially and unofficially within 

the staff cohort. 

In th is section, I will describe the methodology for the prelim inary study but will leave 

the analysis and findings in terms of cultural character to chapter seven :  The Effect of 

School Cultural Character on  a Sense of Belonging. Then I wil l articulate how I 

researched the school cultural character through participant observation and my 

experience as an insider researcher and practitioner within the school .  
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5.3 .2 . 1 .1  Pre l im inary Study 

In the first two months in  post at the case study school ,  I instigated a questionnaire to 

assess the staff view of excl us ion and  i ncl us ion at schoo l .  The questionnaire was 

composed of questions rel ating to h ow teach ing and non-teach ing staff ( LSAs, catering 

and s ite staff) viewed the problem of excl usion and behaviour in school and then invited 

them to express the i r  preferences as to how to improve the problem .  Some questions 

i nvited a scored response, for exam ple ,  how would you rate the problem of exclusion for 

[school] out of 10? with 10 big a very serious problem and O being not a problem at aff. 

Other  questions invited rearra ngement of suggested a lternative approaches for tackl ing 

i nclusion and  exclus ion into a n  order of p reference. There were a l so open questions 

that i nvited a more deta i led response such as why is it important that [name of school] is 

inclusive? Although the prima ry purpose of the questionna ire and information 

generated was to enab le a ful ler understanding of the situation in order to i mplement 

the most appropriate strategies for incl u sion, the survey had another significant 

outcome. Through the responses of the staff, I was ab le  to begin to bui ld a picture of 

the culture of the s chool . 

5 .3 .2 . 1.2 Auto Ethn ography 

I had been worki ng with the County's Youth Offending Service with ch i ldren and young 

people for a considerab le  period pr ior to my appointment to work d i rectly for the 

school . One of my  roles du ri ng thi s  tim e, was to set up and run a preventative service i n  

a l l  the county's schools t o  work with chi l dren 'at risk of offendi ng' . I had therefore 

g leaned a wealth of i nformation regarding this (and other schools) as to their 'corporate' 

attitude to chi ldren with de l inquent behaviour and their receptiveness to a lternative 

approaches and strategies for worki ng with chi ldren to address behaviour. When I was 
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approached to work withi n  the school d i rectly, I began to keep a journal of my day to 

day experiences, issues and interactions with staff and pupi ls .  Th is journal contains 

numerous positive and negative examples of cu ltura l  Techn ics, Etiquette a nd Character 

that go to make up the cultu re of the case study schoo l .  It is from this journal a long with 

offici a l  records, pol i cy and procedu re that I d raw on, to support the assumptions and 

concl usions I make in chapter about the cultura l  character. 

The use of persona l  ethnograph ic  observation  is widely u sed in socio logical and 

anthropological research . Although the i nformation  garnered is clearly and obviously 

subjective, particu l a rly  i n  the cases of i ns ider research (see earl ier), it is extremely 

val uable for incorporation into an i ntegrated m ethodolog ica l  model . The experiential 

and observed i nformation makes up on ly part of the story, it sits a longside quantitative 

and other qua l itative fi nd ings. In combination, the resea rch is thorough. 

The way in  which a journal i s  recorded and  then l ater i nterpreted is very important. 

Despite my efforts and tra in ing to rema in  neutra l a nd impartia l  to observation, 

experience and transaction, situations a rose that were i n evitably emotive. However, I 

feel that my professional practice m ade  me  more capab le  of i m partia l ity than I m ight 

have been . In my practice with chi l d ren, young people and adul ts, I am constantly 

m indful of my own attitudes and be l iefs and take cons iderable care to attend  to the 

here and now and bracket my own thoughts, fee l i ngs and  attitudes. Having said this, my 

emotive responses a re a val id part of the cu ltural m i l ieu of the school, and therefore my 

reflection on my experience (emotive and  otherwise) is a lso d i stinctly va l id. 

Harden et a l's articl e ( 2000) inc ludes an u nusua l  but sa l ient piece of action research or 

auto-ethnography; an i nteresting account by a researcher where she reflects on the 

actual process of research with chi l dren. The val idi ty and importance of such a process 
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a l lowed connections be made that supported the research. S imons ( 1981) a lso writes 

about the va lue of the importance of reflection on qual itative research . 

5 .3 .2. 2  RQ2 - M ethodology 2 - I nterviews 

Bourdieu ( 1977) a rgues that i nterviews a re the weakest form of research methodology 

because subjects give subjective accounts based on what they think  they should say. 

Though, on the other hand,  in a l l  fie lds of socia l  science, i nterviews are integral to the 

understand ing of nuance and cultu re in i nnumerab le  setti ngs and contexts. 

Furthermore, they a re essentia l  to thi s  thesis for two ma in  reasons. Fi rstly, they support 

and e laborate on fi nd ings a l ready made through quantitative means and the 

ethnographic observation. Second ly, the crux of this thesis is fou nded on the 

perceptions of the participant. It is the subjective beliefs and attitudes that I am 

exploring and particu larly how they relate to the expectations and infl uences on them 

from the school cultural character .  

As identified in a number of studies in the 80s and 90s by Hi l l  ( 1997}, it is common in 

socia l  science research with ch i l d ren  to conduct a broad survey to explore themes and 

ideas and then accompany thi s  with a sma l l er i ntensive study of i nterviews with a sma l l  

number of chi l d ren .  Although I had  been tempted to use group i nterviews as  

recommended i n  P unch (2002) to explore a more co-created version of  cu ltural 

awareness about the school and a sense of belonging. I felt that the i nformation I 

sought was more specific. I des igned the i nterview schedu le around stories or narratives 

of students; but the focus was on observed behaviour and attitudes of other pupi l s  

rather than  themselves. These wou ld  not have been forthcoming or would  have been 

highly i nappropriate in  a group sett ing as a sense of confidentia l ity was imperative in  

discussing the  behaviour and attitudes of  one's peers. Therefore, the schedule for the 
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i ndividua l  i nterviews was semi-structured open questions on themes that prompted a 

narrative response. 

Obtain ing consent for the interviews was signifi cantly more meticu lous than the consent 

for the questionna i re. Where the questionnai re merely asked for an opt out if 

preferred, the i nterviews requ i red a n  o pting i n .  A l l  parents were written to again ,  

remi nd ing them about the research being u ndertaken and inviting them to a l low their 

chi l d  to partici pate if the chi l d  actively wanted to. The pupi ls  were a lso reminded about 

the research and i nvited to participate. If al l  parties were wi l l i ng, I made contact with 

the fami ly  out of school time to arrange the most appropriate time and l ocation for the 

i nterview; the timing of wh ich wou ld not be du ring schoo l  hours and would take place at 

a neutral l ocation at the i r  conven ience .  The i nterview was between 45 and 60 minutes 

and had just three themes but I a l so made use of vignettes; short written examples that 

prompted further  d iscussion .  The use of vignettes in researching chi ldren and young 

people i s  widely accepted and used by many for examp le  Trisel iotis et a l  (1995), S imons 

(2007) and Ba rter and Reno  Id (2000). Furthermore, as Stake (1995) h igh l ights, the 

vignettes make use of specific exam pl es or situations a ppropriate to the case-study 

schoo l .  Thus reinforcing the posit ion i ng of the research withi n  the specific school I was 

investigating. 

As mentioned ear l ier i n  the section on i nsider research, the interviews were carried out 

by a col league who has no known association, persona l  or professiona l  with any of the 

pupi ls concerned. Additiona l ly, a s  each question  invited a story or narrative the 

interviewer was encouraged to respond in the moment  to the narrative and encourage a 

deepening of response, as is the sty le  of the semi-structured approach . 
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The genera l  questions were: 

1. a) Some people think that some kids fit i n  or belong i n  school  and others 

don't, even if they l i ke or don't l i ke school, a re clever or not, a re popu lar  or not, 

I'd l ike you to th ink  of a pup i l i n  your  year  who rea l ly, real ly fits in with 

school/has a strong sense of belonging (don't say who). Tel l  me a story or 

exam ple that wil l hel p me to understand. 

b )  What i s  it that  the school does o r  teachers do that makes that k id  especia l ly 

feel a sense of bel onging? 

2. a )  Now can you think  of a kid who rea l ly  does not fit, does not belong at a l l, 

aga in ,  m ight l i ke or d is l ike school ,  m ight be clever or not, popular or not. Tel l  

me a story/exam ple that wi l l  hel p me understand. 

b)  What i s  it that the school  does o r  teachers do that makes that k id especia l ly  

not feel a sense of belonging? 

3. What other factors have an infl uence over whether a kid has a sense of 

bel onging to school? 

Although the questionna i re was he ld  o n  school premises and in  school time, the 

interviews were held on neutral ter ritory during ha lf term.  Several academics d iscuss 

the difficult ies of privacy and neutra l i ty that I m ight face interviewing pupi ls regarding 

school (Thomas and O'Kane, 1998; G reen and Hart, 1999). I felt that by schedul ing the 

i nterviews in a non-school setting, at a non-school time and with a non-school adult, 

these issues were d im inished. I was keen to ensure that for the interview discussions, 

the pupi l s  felt on equa l  footing with the adu lt, they wore their own clothes and were 

given the freedom to speak openly. I t  was a lso made clear that there were no 'right or 

wrong answers' . This i s  h igh l ighted by Sol berg (1996) as bei ng a potentia l  issue 

particul arl y  in a setting such as school where responses a re defined a s  correct or 
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incorrect. Mauthner ( 1997) notes that 'when space is made for them, children's voices 

express themselves clearly' (p21) and I certa in ly  found th i s  to be the case. 

The i nterviews were recorded on d igita l  d evices, and then transcribed .  The strengths 

and l im itations a re la id  out by S imons (1981) but the strengths of aud io-record i ng are 

overwhelming, particu l a rly given the fact that I was not present in  the interviews and 

accuracy in  capturing the issues. 

In terms of ana lysing the resu l ts, I analysed the interviews hol i stica l ly  through exploring 

the themes that arise. By explor ing emerging themes, I am able to i ntegrate my 

perceptions of the relationsh i ps and the issues being discussed regardi ng the school and 

the dynamics .  More deta i led ana lyses h ave been undertaken of sections of the 

i nterviews which have particu la r  s ign ifi cance i n  relation to the research questions .  The 

themes arising from these interviews wi l l  shed l ight on the pupi l 's perception of the 

school's cu lture and how it affects behaviour. However, if it transpi res that there is no 

connection between cu ltu re and be longing in the perception of the pupi l  then this too is 

an important d iscovery. 

5 .3 .3 Research Question 3: What can a school do to strengthen the pupi l's sense of 

belonging through strengthening the school's cu ltu ral character? 

In this th ird and fi na l  section with i n  the methodologies chapter, I w i l l  present the 

methodological approaches employed for this th i rd and fina l  research question.  For this 

question, I ana lysed the questionna i res in more detai l  a nd then examined officia l school 

exclusion a nd incl us ion data col l ected over five years. Th is period incl udes the year  prior 

to my joi n i ng the school i n  rol e  to present. I wi l l  a lso comment on  the on-going dia logue 
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I have had with the head regard i ng future changes that I hope m ight continue the 

fostering of cultural character. 

5.3.3. 1 RQ3 - M ethodology 1 - Questionnaire 

From the questionna i re admin i stered to the year group - as descri bed in  RQl - I explored 

responses to q uestions a round School C l imate measures. Us ing the five e lements of 

school cl imate as identified by Rei n ke and Herman (2002) (see l iterature review p57) I 

selected questions that fel l  i nto these categories and scored them.  The selection of 

these and subsequent find ings a re deta i l ed i n  the chapter eight. These were ana lysed 

using SPSS. 

5 .3 .3 .2 RQ3 - M ethodology 2 - Stati stics, Records and Data 

Us ing data col lected both pr ior to and during the period I worked at the school ,  I drew 

conclusions around exclus ion rates and the i mpact of the I ncl usion Un it. These were 

ana lysed using M icrosoft Excel .  I n  this fina l  section, I wi l l  a lso discuss other issues that 

appl ied to thi s  research and how I overcame them .  Thi s  incl udes eth ica l issues such as 

consent and gate-keep ing. 

5.4 Consent and Gatekeeping 

For a l l  the m ethodologies (and a l l  the research questions) consent from the school and 

the pa rents was requ i red.  To understand the issues behind consent and 'gatekeepers' 

of i nformation I ex.plored the l iteratu re as wel l as l ia ised with my University's board of 

ethi cs for support. 
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Thomas and O'Kane ( 1998) d iscuss the fact that when doing research with chi ldren and 

young people, consents need to be sought from both the child and the parent. There 

were several 'gatekeepers' within the school as well as at home, these can often present 

barriers to p articipation (Butler and Williamson, 1994) . Teachers and parents needed to 

be advised of and supportive of the research. However, the difficulties of access faced 

by H ood et al ( 1996) of being unable to approach chi ldren directly was practically 

avoided in my situat ion as I was able to access the research population through school. 

I ron i cally, th i s  h ighlighted the child's sense of thei r own consent. Once parental consent 

was obtained, the pupils themselves were invited to consent or withdraw at several 

points along the process. I ronically, despite being a captive audience, they were the 

ones who had the autonomy to be part of the process. But I had to be mindful of the 

hazard that when school presents a task to complete, the majority are l ikely to complete 

the task irrespective of the efforts made to ensure participation was voluntary ( Edwards 

and  All dred, 1999). 

Morrow and R ichards ( 1996:98) identify 'the biggest ethical challenge for researchers 

working with children is the disparities in power and status between adults and children '; 

none more than the ideologica l disparity of power inherent in a school . Therefore, I had 

to be conscious of the d isparity and make clear the research purpose and approach and 

continuously offer opportunities to opt out. 

Thomas and O'Kane (1998) suggested that consent depended on active agreement on 

the part of the child and only passive agreement on the part of the adults. I met with 

the head-teacher and had a frank and open discussion as to the purpose and method of 

my research. With his support, I met with the head of year (HOY) of the sample year 

group to give information and further detail and gave copies of the questionna ire to the 
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head and HOY. I t  was on ly then that I contacted every parent i n  the year group.  Parents 

and guardians were given i nformation by post to their homes regardi ng the research 

and access to further d iscussion with both me  and my supervisor. Parents were invited 

to opt-out but no parent d id .  From th i s  poi nt, the chi l d had the abi l ity to withdraw at 

any point and he ld the fina l  active consent. 

When it came to the i nterviews, as h igh l ighted by Thomas and O' Kane {1998), there 

were two chi l d ren who offered to take part but fol l owing d iscussion with their parents 

and guardians it was felt that i nvolvement might affect the chi ld adversely. Having 

in itia l ly  ensured that i nterviews were devised to generate information a bout a thi rd 

party, there were some chi l d ren  who m ight have felt angu i sh  conscious ly or  

subconsciously acknowledging the i r  position on  the outside; as not  belonging. 

Fratter ( 1996) warned that researchers shou ld be carefu l not to 'open up painful or 

distressing areas' (p75), without ensur ing fol low-up support is avai lab le to the chi ld .  

Although I felt  that the issues being probed were not so uncomfortab le as to cause 

distress, knowing from practice that thoughtful connections can be made, I was careful 

to ensure that the inc lusion support staff were avai lable to d iscuss any issues, thoughts 

or feel i ngs that a rose and that th is  was made clear to the pup i l s  (Coy 2006). As the 

questionnaires were sat in an Engl ish l esson, I a lso we lcomed the questionna i re be used 

as a prompt for d i scussion in that and subsequent lessons. 

Although I am known to the pupi l s  in the research sample (as a member of staff) I 

ensured that pupi l s  from this yea r group who were referred to the inc lusion unit, was 

seen by one of the inc lus ion team and not by me. Furthermore, due to the 

anonymisation process, it is not poss ib le to l i nk  a pupi l and his case fi l e  to the responses 
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he may h ave given i n  the questionna i re. The only data accessed regarding pupi l s  i s  

aggregate d ata not i nd iv idua l  data . 

H i l l  ( 1997) i nvites researchers to be conscious of ethnic and gender i ssues. I ssues of 

ethn icity did not obviously apply here as  race is not a factor in this a lmost entire ly white 

school . However, cultural d iversity and the Welsh/Engl ish d ifference is something that I 

have mindful of throughout my professional and i ndeed personal l ife l ivi ng in Wales . I 

am English and sound so, but have made considerable (and ultimately  successfu l )  efforts 

to learn the Welsh l anguage. I made sure potentia l  i ssues were addressed appropriate ly 

where necessary. However, being the Engl ish school, a l l  the commun ication with 

parents and pupi ls was through English, as every chi l d  is ful ly conversant i n  Engl ish. I fe lt 

the gender issue was also a potential issue that I needed to be mindfu l of, but gender 

was not an explored element in  this thesis. Furthermore pupi ls i n  school are enti re ly 

used to adults of both genders so apart from exceptions who might express through 

behaviour a preference to one or  other, I felt gender was not an  i ssue. However, to 

address the di fficult ies to which Hill eludes, I did i nclude two sets of questions (one 

referring to cultural/language and the other to gender) to highl ight any issues of bias. 

Thomas and O'Kane ( 1998) talked about the dilemma around the chi ld protection issues 

and disclosure . I foft in this case no such dilemma as both I personal ly, and the school as 

a whole, work to a V€:ry ch-.arly defined child protection poli cy that superseded any 

confidentiality. This was reiterated to the pupils at the time of the research as the 

school is entirely tr:ms:parent on this area, but as it was, there were no circumstances 

that called for c:hild protection protocol to be initiated. 

There is alsc> di':,cussion as tel whethet young peoplci who were interviewed should be 

flnandally 'thanked' or for their time {Alderson and Morrow, 2011 ) .  After much 
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cons ideration and d i scussion with the young people concerned and their parents, it was 

decided that fi nanci a l  rewa rd was not a ppropriate. I nstead each was provided with 

snacks and beverages at the t ime of the interview, and l ater was given a very sma l l  

token of thanks i n  the form of a chocolate advent calendar !  Every young person was 

magnanimous and gracious in  their i nvolvement and without exception stated that they 

were del ighted to be i nvolved. 

5.5 Presentation of Analys is Chapters 

The orderi ng of the ana lys is chapters is sign ificant. One possib le option was to switch 

the order of questions one and two. Or i n  other words, to start with the school cultural 

character and its effect on a sense of belonging, and then focus down on the significance 

of the sense of belonging on behaviour. 

However, the main crux of this thesis is  the pupi l 's sense of belonging, h is perception of 

the relationships that exist and the impact that has on h im .  The subsequent question is 

about the schoo l .  The pup i l  plays a part i n  the co-creation of the transactions occurring 

in  the school ; and has a perception of the cultural character. In essence, I move from 

the habitus to the field. This thesis is not about trying to change behaviour  it is about 

trying to strengthen a sense of belonging. 

For that retlson, the research questions are ordered as they a re. With the focus on a 

sense of belonging and why it i s  important ( in  terms of behaviour) and then how it can 

be influenced by the school cultural character. Finally, the third question asks what a 

schonl can do to improve its cultural character. 
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Chapter 6: The Link Between a Sense of Belonging and Behaviour 

Over the next three chapters, I shall examine each research question in  turn. I wil l  

expl ore and analyse the data and then discuss i t  with reference to the literature and 

theoretical framework. Al l the analysis has been undertaken with the underpi nning 

principles in mind. These are that pupils require a sense of belonging to school and that 

th is  is more than just H i rschi's bond, but the i ncorporation of the pupil's perception  of 

the bon ds in school. Furthermore, the sense of belong ing affects the pupi l's behaviour. 

The second underpinning principle is the complex nature of school cultural character 

and how through transaction and relationship, the school holds  a highly important 

posit ion and influence over the pupil's sense of belonging. Al l conc lus ions d rawn wi ll 

arise from the findings and be supported by the literature and theory al ready discussed. 

As raised at the end of the methodology chapter, I explore the research questions 

starting with the sense of belong ing in this chapter then moving on to the analysis of the 

influence of school cul tural character in the next chapter. 

This chapter will be divided into four sections. The first section wil l  explore the 

frequencies of the sel f-reported behaviour. The second  looks at the frequencies of the 

attitudes of the pupi ls  to school. Thirdly, I begin to look  at the l inks between the two 

areas, behaviour and attitudes to school by making m ore detailed observations of 

academic attai nment and emotional attachment on  behaviour. F inally, in the fourth 

sect ion, I wil l consider and analyse the data relating  to belonging. 

It is important to note that the data undergoing detai led analysis is the second phase of 

questionnaires, comp leted at the beginning of the second year in secondary school, 

referring to the young people's first full year. The pupils were in year eight (age 11-12 
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years) and mixed gender. The sample population was n == 189 and equates to 92 per 

cent of the total num ber of pupils in the year. As discussed in the methodology, the 

reason for taking the first phase snapshot was as a pilot and to ensure that the data 

gleaned from the questionnaire was relevant, consistent and not anomalous. 

6 . 1 Frequencies and I n it ial Analysis of the Self-Reported Misbehaviour 

In the first section of analysis, I want simply to look at the sample and ascertain the 

distribution of misbehaviour (and delinquency) in terms of proportions of the sample 

population. 

Pupils reporting Pupils reporting Pupils reporting Pupils reporting 
NO misbehaviour m isbehaviour AND/OR m isbehaviour delinquency 
or delinquency delinquency 

80 (42%) 109 (58%) 97 (51%) 65 (34%) 

Table 6.1 Frequencies of Behaviour (n=l89) 

From the table, it is  clear that a considerable number of pupils report committing at 

least one category of m isbehaviour in school or delinquency out of school. It is 

i nteresting to note that the proportion of the school year comm itting delinquent 

behaviour is  somewhat higher than the findings of several studies researching the 

proportion of a school comm itting offences being 26 per cent ( Hayden et al, 2003; 

Graham, 1998). Also, 51 per cent of the sample report comm itting at least one category 

of m isbehaviour. This proportion is dramatically larger than the findings of Boxford 

(2006) who found just over 20 per cent of the population comm itting in-school offences. 

It is also interesting to note that twelve pupils (6  per cent) reported committing 

delinquent behaviour outside school but no m isbehaviour in school. 
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The fol l owing section explores the deta i l s  of the categories of behaviou r. For the 20 

questions regard ing behaviour, I asked the respondents to say if they had carried out 

certain  behaviours through a s imp le yes or  no. The majority for the sampl e  (n = 189) 

answered 'no' when asked whether they had com mitted a specific behaviour  at any 

tim e  i n  the p reced ing twelve months. But for every question, a proportion of the 

samp le repl ied 'yes' . Th is  data explores the number of categories of misbehaviour  a 

pupi l  m ight  commit  not the number of times a certain  category of behaviour is 

comm itted .  I propose that th i s  gives a good i nd ication of a pupi l 's bond to school ; thei r 

offendi n g  or  ru le-breaking behaviour, thoughts and bel iefs rather than the frequency of 

the i r  offending. This i s  supported by the identification of deviance by teachers (see pSl) 

where pup i l s  com mitting m ultipl e d ifferent offences as m ore d isenfranchised and 

deviant than those comm itting the same offence repeatedly ( H argreaves, 1975; 

Farr ington a nd West, 1973). 

Type of Behaviour Proportion Comment 
reporting 
behaviour 

.. . bu l ly other students by la ughing at them, making 21% Comparable to Welsh Gov (2011) and 

fun of them, not tal king with them or gossiping a lot Home Office (2000) data 

about them? 

. . .  bul ly other students by pushing or kicking them? 9% 

... insult, swear at or verba l ly a buse another pupi l at 20% Comparable to Welsh Gov (2011) a nd  

school? Home Office (2000) data 

. . .  fight o r  hit so badly at school that some other 9% 

person got injured, e.g. needed a bandage for cuts, 

had to take medicine or got a b lack eye or bad 

bruises? 

... fight or h it at school without somebody getting 31% Comparable to Welsh Gov (2011) and 

i njured? Home Office (2000) data 
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. . . insult, swear at or verbal ly abuse a teacher or 6% Considerably lower than Welsh Gov 
other  member of staff in school? (2011) and Home Office (2000) data 

... threaten, h it or  injure teachers or other adults 2% Considerably lower than Welsh Gov 
from school? (2011) and Home Office (2000) data· 

Tab le  6 .2  M isbehaviou r  aga inst Persons ( n=189) 

Th i s  data i nd icates a considerab le  proport ion of the year reporti ng carrying out some 

form of bu l ly i ng (physica l  or emotiona l ) .  This i s  more than Hayden 's  study (2011b) that 

fou n d  18 per cent admitted to carry ing out bu l lying. Thi s  proportion i s  expected to be 

l ess than those who report experiencing bu l l ying, with some stud ies fi nd ing as many as 

40 per cent  being victims  of bu l l yi ng (Morita, 2002;  MOR I ,  2004) .  

Although I h ave made some comparison s  with the Welsh Government (2011) and Home 

Office ( 200) data regard i ng reasons for excl usion, these frequencies are self-reported 

behaviours and  d i d  n ot necessar i ly  lead to a ny particu l a r  sanction such as excl us ion. 

The responses for offenses aga i n st property were as fo l l ows. The focus i s  on 

m i sbehaviour  but I h ave incl uded frequencies for del i nquency i n  the comments section. 

Type of Behaviour Proportion Comment 

reporti ng 

behaviour  

. . .  graffiti or  deface school wal l s, doors, windows etc. 7% del inquency reported at 15% 

with paint, pen, pencil or something else? 

. . . destroy or damage school things, e.g. tables, 5% delinquency reported at 7% 

chairs, blackboards, windows, or the belongings of 

other pupi ls or somethi ng else? 

' 

.. . steal things at school that cost less tha n  £3, e.g. 12% del inquency reported at 13% 

pencils, exercise books, chalk, marker pens or 
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something e lse? 

... steal things at school that cast mare than £3, e.g. 0.5% del inquency reported at 3% 
jackets, mobile phones, books, CD/DVDs or 
somethi ng else? 

Tab le  6.3 M isbehaviour  aga inst Property (n=189) 

(N. B. There were a number of further findings regarding delinquent behaviour outside school. The 

proportion of pupils handling stolen goods was 13 per cent and those admitting to fare dodging 

was 14 per cent. Finally, more serious theft such as breaking and entering to steal reported 3 per 

cent, theft of a bicycle (2 per cent) and a car (2 per cent)). 

With i n  the parameters of property offences more pupi l s  self-report the committi ng 

certai n  behaviour o utsi de  school than in  schoo l .  Pup i l s  a re twice as l i ke ly to graffiti out 

of school ,  fifty per cent more l i ke ly to commit crimina l  damage a nd more than  six times 

more l i ke ly  to steal items over  £3. I make the suggestion that the difference i n  theft 

i ns ide and  outside school m ight be due to the lack of stea l -able yet desirable items 

worth more than £3 found  in a school compared to outside school, but there is not 

enough i nformation  to m a ke s ubstantia l  conclusions a bout the other findings. However, 

i t  m ight be perti nent to n ote that more pup i l s  reporting del inquent behaviour  outside 

school as compared to i n  school m isbehaviour  may marry with the attitude to school 

q uestions asked l ater i n  the  questionna ire 'you a re more l i kely to get caught breaking 

ru les in school than out of school' .  Only 17 per cent of the pup i l s  asked disagreed with 

th is  statem ent, where 44 per cent agreed. I nterestingly, when the data was contro l led 

for those committi ng one category of misbehaviour, the find ings were a lmost identica l .  

Even when contro l l ing for those com mitting three o r  more categories of  m isbehaviour 
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there was on ly a sma l l  d ifference - those committi ng the m i sbehaviours were more 

incl i ned to d isagree with the statement. 

Despite the rel atively h igh proportions of pup i l s  report ing m isbehaviour and 

del inquency, the proportion of pupi l s  reporting exclusion from school was only 2 per 

cent of the sample, with 3 per cent reporti ng that they had been i nterna l ly excl uded i n  

the  incl us ion un it. However, i t  seemed that more pupi l s  excl uded themselves through 

truancy (7 per cent) . It  m ight be usefu l to note that the school exclus ion rate for the 

period the research was carried  out was 8.9 per cent. This i ndicates that the school was 

exclud ing pup i l s  in other year groups, fu rther up the school . 

6 .1 .2 Imp l ications Regardi ng the F ind ings Rega rding Frequencies of M isbehaviour and 

Del inquency 

To concl ude, from an i n itia l  exploration of the data and the frequencies of offences, I 

can make three general concl us ions.  

1. J u st under ha lf of the samp le  population (42 per cent) do not carry out any 

m isbehaviour or de l i nquency .  

2. A very sma l l  proportion  (6  per cent) comm its on ly de linquent acts outs ide school 

and no m isbehaviour .  

3. Over half the pupi l s  in the samp le  (51 per cent) carry out at l east one category 

of misbehaviour i n  schoo l .  

To fol low is  a visual depiction of some of  the  data and  explanation pf the m isbehaviour 

data to be used throughout the thesis .  These are charts depicting the misbehaviour 

category frequencies of who le  sample.  The response YES to any one of the 
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misbehaviours or del i nquent acts was scored as one. Therefore the maximum score for 

m isbehaviour was 11. J ust u nder half of the sam ple had not committed any of the 

misbehaviours l i sted (this i ncludes 12 pupi ls who commit del inquency but no 

m isbehaviour in schoo l )  and  a fifth had only comm itted one (and the majority of these 

were fighting or hitting at school without somebody getting injured and non-violent 

bu l ly ing) . 

!I No misbehaviour 
reported 

1111 1 category of 
misbehaviour reported 

il!i More than 1 category of 
misbehaviour reported 

Fig 6.4 Proportion of Pup i l s  reporting Misbehaviour (n=189) 

J 

The finding that a l a rge proportion  of pup i l s  make personal  attacks on other pupi l s  - and 

that  th is  is  their on ly self-reported offence - is an i nteresting d imension .  It h ighl ights the 

findi ngs of Sprott {2004) who found l i nks between low emotiona l  attachment to school 

and  persona l  offences (and low academic attachment a nd property offences) . Or it 

m ight i ntimate that more genera l ly rel ationsh ips between pupi l s  in th is school are weak. 

Th is poi nt raises the d iscuss ion around a school culture; that a school may exacerbate a 

cu lture that does not seek to reinforce a strong bond between pupi ls with in the school. 

This i s  s urpris ing as th is  is the ma in  secondary school i n  the area. Most pupi ls come to 

the school with friends and  peers from their primary schools and the school  endeavours 

to ensure pupi l s  stay i n  peer groups. 
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The misbehaviours i n  school l east l i ke ly to be committed by pupi l s  i s  steal ing someth ing 

that costs more than £3 (on ly  one pupi l  answered YES to th is question )  a nd th reatening, 

h itting o r  i nj ur ing a teacher or  other member of staff i n  school (three pupi l s ) .  

I fel t  that to exp lore the attitudes of pup i l s  who may commit one m isbehaviour, would 

skew trends  that I wou ld  l i ke to exp lore a round m isbehaviour .  Therefore I cal cu lated -

and  wi l l  genera l ly  be us ing ( un l ess otherwise stated) - the  variable that sums the pupi l s  

respond ing YES to at l east three  o f  t he  m isbehaviour categories. 

3 or more categories of 

misbehaviour 

2 or  fewer categories of 

misbehaviour 

Fig 6.5 Proportion of Pup i l s  reporting multip le Categories of Misbehaviour (n=189) 

On ly one pup i l  had carr ied out 9 of the offences (having not stolen anything over or 

under  £3) .  One pupi l had carried out 8 of the categories (but had not sto len anything 

costing more th�m £3, had not h it a teacher and perhaps more su rprisi ngly g iven the 

commonness of the behaviour  stated that he (seemingly proudly ! )  had not 'fought or h it 

at school without causing i nju ry') .  There were two pup i ls (1 per cent) who had 

committed seven and six of the misbehaviours, fou r  (2 per cent) who had carried out 

five of the m i sbehaviours and nine (5 per cent) who had carried out fou r. 
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6.2 . 1. 1 Property Offences 

� No reported misbehaviour 

against 'property' 

� 1 category of 'property' 

misbehaviour 

2 categories of 'property' 

misbehaviour 

II 3 categories of 'property' 

misbehaviour 

Fig 6. 6  Proportion of Pup i l s  reporting Property Misbehaviour  (n=l89) 

The majority of those p upi l s  committing just one property offence were stea l i ng 

someth ing to the va l ue of less than £3. 

6 .2 .1 .2 Offences aga inst Persons 

i. No reported misbehaviour 

against the ' person '  

� 1 category o f  misbehaviou r  

aga inst the ' person '  

2 categories of 

misbehaviour against the 

'person' 

3 or  more categories of 

misbehaviour aga inst the 

' person' 

,_, __________ _J 

Fig 6. 7 Proportion of Pup i l s  reporting M isbehaviour against the Person (n=189) 
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Of the twenty-nine  pup i l s  com mitti ng three or more offences aga inst persons, one had 

com mitted a l l  seven categories of persona l  offence inc lud ing threaten ing or h itti ng a 

teacher  and fighti ng to cause i nj u ry. 

I t  is c lear  that the considerable majority abides by the ru les of school and society. Most 

exist p eaceful ly i n  school whether or not they are overt or  covert advocates for it. 

H owever, for all the categories of m isbehaviour explored and presented above, it is 

i m portant to remember the o rigi na l  premise presented in this thesis .  I assert that 

cha l l e nging behaviour or m isbehaviour  is  communication of a desire to belong, the 

manifestation of the chi ld 's  'best and only option' based on the costs and benefits to 

him. Whether  one wou l d  agree that they had assessed the situation  correctly and were 

making the right choice is academic, the ch i ld  m ight be described as balanci ng the 

l i ke l i hood of belonging in the future with punish ing the system for not be longing in the 

moment. However, in school and socia l systems, such u nacceptab le behaviour drives 

the chi l d  fu rther  away. To reiterate the i ntroduction, it is surpris ing how often the 

ch i l d 's behaviour  e l i cits i n  others the exact opposite of that which he  needs. 

I nteresti ngly, those pupi l s  who comm it offences against property and person do tend to 

belong to d ifferent data sets. When l ooking on ly at the 97 pup i l s  reporting at l east one 

m isbehaviour, 12  pup i l s  com mitted at least one category of p roperty offence and zero 

cases of offences agai n st the person .  H owever, 61  pup i l s  (66 per cent) of the 

misbehaviour group comm it at l east one category of personal  offence ( up  to 6 

categories) and zero offences  against property. The remainder had com mitted at least 

one of both types of offence. Seem ingly, pupi l s  commit one or other type of 

misbehaviour.  
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Having explored the trends and frequencies a ris ing with in the self-reported 

misbehaviour data in school ,  I w i l l  go on to give an overview of the trends a ris ing in the 

questions explori ng the attitudes of pup i l s  to schoo l .  

6 . 2  Attitudes to Schoo l  

In  th is  second section, I wi l l  p resent the find ings and frequenci es of responses to the 81 

questions regarding attitudes to schoo l .  With in  each sub-heading, I wi l l  present and 

explore several question s  and d raw general concl us ions a bout these. These i nclude 

academic attainment, the teacher, cultura l d ifferences, d i scip l ine and the pup i l 's sense 

of self. 

A useful yet general first question  asked the pupi l  whether they l i ked or d is l iked schoo l .  

I t  gave a common overview of the attitudes of the pup i l s  to  school .  Almost exactly two 

thirds (66 per cent) state that they liked and disliked school equally with just under one 

third l ik ing (27 per cent) and only 14 pupi ls (7 per cent) d isl i ki ng school . When 

control l ing for each attitude to school the findings m irrored the proportion com mitting 

misbehaviour of the group as a whole .  Approxim ately ha lf  of each attitude com mits 

m isbehaviour. Of the 7 pup i l s  d is l i ki ng school ,  3 comm it m isbehaviour (43 per cent); of 

the 51 pupi ls l i ki ng school ,  28 comm it m isbehaviour (55 per cent) and of those 124 

pupi ls  who l i ke and d i sl i ke school a bout equa l ly, 64 pupils report committing at least one 

category of m i sbehaviour (51 per cent). This ind icates, very s imply, that m isbehaviour in 

school is not necessar i ly  predicted by whether o r  not a pupi l  l i kes school or not. 
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6.2 . 1 Academi c  Ach ievement 

Fol l owing on from this q uestion are some regard ing the pupi l's perception of their 

academic selves in schoo l?  When asked to rate themselves against other pupi ls i n  the 

school , more than three quarters (77 per cent) considered themselves to be average 

school ab i l ity or above average with on ly 1 in 10 (10 per cent) considering themselves 

below average. However, a s imi lar  number ( 13 per cent) stated they didn't know where 

they rated. 

More i nformative in terms of how pupi ls viewed themselves academical ly, was the 

q uest ion aski ng what percentage resu lts a pupi l  was capable of achieving by the end of 

the yea r  (the mu ltip l e  choice responses were at 10 per cent  increments) . More than 

two th i rds (67 per cent) bel ieve they were capable of achieving over 70 per cent i n  end 

of yea r  exams (over 90 per cent = 5 per cent; over 80 per cent = 27 per cent; and over 70 

per cent = 34 per cent) . Only a handful of pupi l s  (6 per cent) bel ieved they would 

achieve less tha n  50 per cent in exams (on ly 1-3 per cent for each 10 per cent 

i ncrement). This leaves a quarter of the pupi l s  who be l ieved themselves capable of 

between 50 and 70 per cent (over 60 per cent = 18 per cent and over 50 per cent = 9 per 

cent). These find ings a re i nteresting as a lthough 50 per cent is the median va lue, it is 

certa in ly  not considered average- 94 per cent of pupi ls fe lt that they were capable of 

ach ieving over SO per cent by the end of the year. 

The pupi ls were then asked a bout h ow important the resu l ts they achieved in school 

were. Whe n  asked s imply how important getting good school results was the vast 

m ajority (98 per cent) felt they were a bit to very important. The fol low up question as 

to the importance of school resu lts to a future job had only two pupils (1 per cent) 

responding negative ly and 5 per cent fel t  that they had no idea. 
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The next series of q uestions asked about school and homework. When asked whether 

the pupi l  had troub le  keeping his m ind on stud ies, approximately two thi rds  (65 per 

cent) said this happened sometimes with s imi l a r  proportions stating  the extremes often 

( 18 per cent) and never ( 17 per cent). The vast majority a lways or usua l ly finish their 

homework (92 per cent - sp l it fa ir ly equa l ly) . The rema inder either seldom or never 

fin i sh their homework. Al most a l l  (99.5 per cent) acknowledge that the i r  teachers check 

thei r homework, b ut 15 per cent fe lt that this was only sometim es.  A l i ttl e over half the 

pup i l s  (58 per cent) spend at  least an hour  a day on homework with the majority of the 

remainder (39 per cent) spending less tha n  half an  hour. 

These q uestions regarding academic atta inment and expectation ind icate a col lective 

self-efficacy or pupi ls' perception of the ir  own capabi l ities (not necessari ly high IQ but 

high success i n  terms of ab i l ity) Bandura ( 1997). The pup i l s  i n  this sample general ly have 

a positive self-efficacy and their behaviour  toward school and homework is reflected in 

these bel iefs . Although these findings a re counter to other discourses regarding pupi l's 

attitudes to school and the future, they m i rror fi nd ings by Crol l  et al (2008) who with a 

s im i l a r  age group found that genera l l y  pupi l s  had a strong sense of the importance of 

school .  

Thus these findi ngs high l ight aga in  the comp l exity of the nature o f  the bond to schoo l .  

I n  particul a r, they emphasise that the pupi l 's sense of  self-efficacy i s  sa l ient to  a sense of 

belonging. 

The fol l owing question  i s  the fi rst of severa l incl uded to attempt to i dentify the overt 

and covert messages that underpin the 'exam factory' attitude that some school s  have 

(Armstrong 2006c) . When asked whether 'teachers care most a bout pupi l s  who are 

going to go to u niversity', the sp l it was fai rly equal . Although near ly ha lf were 
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undecided (42 per cent) a sim i l a r  number agreed and d isagreed with the statement (31 

per cent and 27 per cent respectively) . Also asked - and to pre-empt the questions 

around behaviour  and d iscip l ine  and explore attitudes toward the function of school -

was whether 'bra ins  are more important i n  school than manners' . Over ha lf d isagreed 

with th i s  statement (56 per cent) and on ly  14 per cent agreed. Seemingly, the pup i l s  i n  

t h i s  cohort v iew the  function o f  school i n  mult ip le ways. Perha ps it i s  the age and  stage 

of the pup i l s  in the sam pl e  but the consensus was less academica l ly driven than it may 

be i n  othe r  year groups (o lder pup i l s) or in other school s. 

An i nteresti ng stand-alo ne  question  is 'a person shou l d  never stop trying to be better 

than others'. It was hoped that th is questio n  would e l i cit responses regard ing 

com petition of success; academic, sporting, career, fi nancia l  etc. It was therefore 

i ncl uded to explo re the extent of a competitive dynamic with i n  the school and the 

winners and l osers pa radigm (Ba l lant ine and Spade 2004) . Alm ost equal proportions 

agreed and were undecided {40 per cent and 38 per cent respectively) that a person 

shou l d  never stop try ing to be better, leavi ng 21 per cent d isagreei ng. The pupi ls' 

response m ay i nd icate that being better is important, however not at a ny cost. This is 

an im portant e lement to consider when discuss ing the th i rd thread of bel onging, the 

com par ison of one's own bond with that of the school  and other pupi ls .  The natura l  

progression from th is  statement was to one that investigated the l ink between 

competit ion and offending.  I n  response to the statement 'to be better than others, you 

have to do  some things wh ich are not right', the frequ ency was reversed with over half 

d i sagreeing (56 per cent), just under ha lf undecided (44 per cent) and on ly 22 per cent 

agreei ng. 
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Th is sectio n  has attempted to examine  the a cad em ic focus of the school culture as a 

whole .  To exp lo re the way the cu ltura l  m i l ieu  is enacted i n  the i nteractions i n  the 

school ,  the next section  l ooks at pupi l s' attitudes to teachers. 

6. 2 .2 Attitudes toward Teachers 

I n  th is  sectio n  explor ing the relat ionsh ip  with the teacher, both academic  atta inment 

attachment and  emotiona l  attachment i s  d iscussed, then the classroom experience of 

the pup i l s .  

The fi rst seri es of q uest ions presents the teachers' re lationsh ip with the pupi ls  with 

regard to academic  atta i nment. One th i rd of the pupi l s  (33 per cent) bel i eved that 

almost all thei r 'teachers cared about how wel l they did in school ' ,  a fu rther third (36 

per cent) fe lt that many teachers cared and the smal l est thi rd (28 per cent) felt that a 

few cared. The rema in i ng p roportion fe l t  that none of their teachers cared how wel l  

they did i n  school . I n  terms of teachers' expectations, the vast majority (96 per cent) 

bel i eved that the ir  teachers expected fair to excellent work. The very smal l  remainder 

felt that their work was expected to be poor or that teachers did not seem to care. 

When a sked whether the pup i l s  cared what the teachers thought of them, one third (3 1 

per cent) cared a lot, just u nder  ha l f  (47 per cent) cared some and a fifth (21 per cent) 

didn't care much. These find ings begi n to shape the col lective attitude of the cohort; 

that teachers a re perceived to care about the i r  cha rges' academic attainment. Pup i l s  

genera l ly recognise there to be positive relationsh ips with teachers regardi ng academic 

attainment in school . 
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Before moving o nto the emotiona l  nature of the teacher relationship, it is worth noting 

the interesting d i sparity i n  pupi l  attitude to thei r teachers caring about them. Just 3 per 

cent bel ieved that no teachers cared about them yet a significant 21 per cent didn't care 

what the teachers thought of them. There may be a number of reasons for this. Fi rstly, 

a lthough a l a rge p roportion  might cons ider themselves as not achieving or have a l ow 

self-efficacy, on ly  a very t iny proportion of these consider the reason for thei r  perceived 

fai l u re as the teacher not caring. Secondly, the word 'teacher' coul d  be substituted for 

the word 'school ' .  Although very few pup i l s  have on ly negative relationships with 

i ndividua l  teachers, many more pupi l s  i dentify with the genera l  attitude of 'teachers' 

toward them being poor. Th is is important as it supports the difference between a 

pup i l ' s  ind ividua l  rel ationsh ips and h is  perception of cu lture - with the cu ltu ral i nfl uence 

being stronger than  that of the rel at ionship with teachers (Payne et al 2003). 

The second series of questions probe the pupi l 's perception of the teacher's attitude 

a nd behaviour - the i r  emotiona l  attachment. Each i s  posed a s  a statement to which the 

pup i l  must agree or d i sagree, there i s  a l so a further option of undecided . Nearly ha lf the 

sam p l e  (45 per cent) d isagreed with the statement that 'teachers don't have time to ta l k  

a bout problems', a l though a third was  undecided, a quarter (25 per cent) agreed. 

Furthermore, near ly half (46 per cent) agreed that teachers understood pup i ls, with on ly 

16 per cent disagreei ng. A l a rge proportion of pupi l s  experienced teachers as being 

ava i l ab le  a n d  i nterested in l i stening to them. The sp l it for 'teachers just want you to be 

qu iet' is more even ly proportioned with 40 per cent agree ing, 30 per cent disagreeing 

and 29 per cent u ndecided . However, this statement does not inherently have a 

negative connotation, to expect qu iet may not mean that a pup i l  cannot be heard if he 

needs attention  from the teacher; rather i t  may be a qua l ity of ca lm or indeed, 

discipl i ne. Al so incl u ded i n  this series of questions, are the frequencies for 'it is hard to 
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tel l  people how I feel '  as a lthough 'peop le' does not expressly mean 'teacher', the 

teacher's rol e has an i n herent e lement of emotiona l  engagement (McNess et al, 2003 

p59) . Only  18 per cent state that they do not find  it 'hard to tel l people how they a re 

feel ing', but a not inconsiderab le half (SO per cent) agreed that it is hard to tel l  about 

feel ings, the remainder were unsure. 

Moving onto the classroom and learn i ng experience, m ore evenly d istributed a re those 

responses to the statement 'teachers use words that I don't u nderstand' with rough ly a 

third i n  for each option agree, u ndecided and d isagree (31 per cent, 31  and 38 

respectively) . H owever the responses to 'teachers give enough examp les to make things 

clear for me' are i nconsistent and  show that although the l anguage in the classroom 

may be compl icated, work differentiation  i s  a pp ropriate to the group.  Well over half (56 

per cent) agreed and on ly 18 per cent  disagreed. Furthermore a s imi lar  number (55 per 

cent) bel i eve that 'school  hel ps make sense of the wor ld' ,  where only 11 per cent 

disagree with th is statement. 

The fol lowing question  produced a m uch more certa i n  response to a s imi lar  idea. More 

than ha lf (54 per cent) agree with the statement that they wou l d  'do better i n  school of 

the teacher d idn't go so fast' . For this statement, on ly 20 per cent d isagreed ind icating 

that a lthough a pupi l  may be enjoyi ng and succeeding in school, they may feel left 

beh ind .  

On a positive note, the m ajority of pup i l s  a re optim i stic as to the teach ing they 

experience .  82 per cent of pup i l s  feel that 'teachers know thei r  subject' and  61 per cent 

feel that teachers enjoy teach i ng. On ly a l ittle bit l ower yet sti l l more than ha lf  the 

sample (55 per cent) felt that 'teachers keep good d i scipl i ne  in c lass', with on ly 13 per 

cent d isagreeing with this statement. 
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Although I am not expl or ing the gender d ifferences of pup i l s  in this  thesi s, I felt it was 

i mportant to incl ude q uestions that explored the impact of the gender of the teacher on 

the pupi l s .  This is i m portant as I felt that how the genders are identified and sign ified i n  

the  school m ight be  rel evant to  the  cultural Character o f  the school. 

Pupils were asked whether they had had more male or fema le teachers over the 

previous year. The subsequent question asked whether they would have preferred 

more ma le  or fema le  teachers .  Setting aside those who stated that they d idn't know ( 12 

per cent i n  both cases) this question showed some interesti ng findings. Pupi ls felt that 

they had more fema le  than ma le  teachers (45 per cent to 7 per cent) but a third (34 per 

cent) felt that they had had the same number of both sexes . However when asked what 

they wou ld  have preferred, the number preferring men  was sl ightly higher ( 12 per cent) 

but those preferr ing more women dropped significantly by more than  50 per cent (to 20 

per cent) and the r ise of a th ird to more than half of the sample preferred the same  

number of men  and women. These findings suggest a sh ift towards preferring more 

male teachers not necessari ly instead of fema le but rather to balance the gender 

inequa l ity common  to the teach i ng profession. Although not explored is the 

significance of having male or female teachers, it seems that pupi ls a re aware of the 

gender bias and furthermore, have a desire for a more even a l location . 

I n  conclus ion, the cohort's perception is that teachers care about learn i ng and a re 

ava i lab le emotiona l ly  as  long as the pupi l is wil l ing a nd  ab le to engage. So a lthough 

relationsh i ps with ind iv idua l  teachers may not be as i nfluentia l  as the pupi l 's perception 

of the cultural Character (Payne et a l ,  2003) genera l l y  for this school the col lective 

attitude toward rel at ionsh ips with teacher is positive. 
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6.2 .3  Cu ltural Preference 

Although the ethn icity of the school is predom inantly white, there is an  interesting 

cu ltura l  dynamic created by the existence of two d ifferent nationa l  cu ltu res. The 

cu ltura l  b ifurcation  in this loca l e  of Wa les is la nguage; Welsh a nd Engl i sh .  I therefore 

i ncl uded questions  rel ati ng to this theme of cultura l identity. 

Pa ra l le l q uestions exp lored experience and  preference of Wel sh  and  Engl ish l anguage 

teachers. Agai n  setting aside those who state that they don't know as a lthough 

interesting i n  itself, the proportion is the same. A fifth (21 per cent) fel t  they had had 

more Welsh teachers, this ha l ved (to 10 per cent) when asked to indi cate thei r 

p reference for Wel sh  l anguage teachers. The number stati ng they had had more Engl ish 

teachers was s l ight ly h igher when asked for the preference (39 per cent to 43 per cent) 

as did the number of pup i l s  who felt they had  had the same number of Welsh  l anguage 

and  Eng l i sh l anguage teachers (23 per cent to 32 per cent). Remembering that this is an  

English language school in a Welsh l anguage a rea; i t  i s  unsu rprising  that the overa l l  sh ift 

is away from Wel sh  l a nguage to towa rd Eng l ish l anguage teachers. 

To conti nue an expl oration of the significance of Wel sh  and Eng l ish cu lture in th is 

school, the pup i l s  were asked to report on their perception of the school 's attitude to 

the two cultures. With approximately 9 per cent missing data for these questions due to 

non-response, the find ings echoed the antagon istic struggle between the cu ltu res. Most 

pupi ls (58 per cent a n d  76 per  cent) saw no difference in the Welsh a nd  Engl ish l anguage 

cultures. However, i n  response to whether  'teachers l ike them', the pupi ls  i dentified the 

pupils from Wel sh speaking fam i l ies as favoured over the pupi l s  from Engl ish speaking 

fami l ies (24 per cent Wels h  favoured to 3 per cent Engl ish favoured) .  The same q uestion 

in the negative prom pted the shift with the 'teachers d is l ik ing' the Welsh on ly 1 per cent 
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and the Engl ish 15 per cent. The pupi ls who 'try hard i n  school' a re the Welsh {13 per 

cent com pared to 3 per cent Eng l i sh ) ,  the pupi l s  who 'run the school '  are Welsh  { 23 per 

cent com pared to 10 per cent) and  'most l i ke ly to succeed i n  l ife' a re a lso Welsh {12 per 

cent compared to 4 per cent Eng l i sh ) .  The on ly a rea where the cohort identified more 

pup i l s  from Engl i sh speaki ng fam i lies in the m ajority was in  response to the question  

who  are 'often i n  troub le with t he  pol ice', here m ore than a quarter of the respondents 

identified pupi l s  from Eng l i sh speaking fami l ies (28 per cent compared to just 2 per cent 

Welsh speaking fam il ies) a s  'often in troub le with the poli ce'. 

The fina l  question in this section on Welsh l a nguage asked how wel l the two l anguage 

cultures got along. With a quarter stating that they didn't know, only a handfu l (7 per 

cent) thought not very wel l ,  al l  the other pupi l s  thought the Wels h  and Engl i s h  s peaking 

pup i l s  got a long fai r ly or  very wel l .  There seems to be a marked difference between 

how the pupi l s  experience relationsh ips and the perception of the culture establ ished in 

the school . These responses rega rding nationa l  identity suggest that the pupi ls  perceive 

there to be no cultural confl i ct but they do acknowl edge some degree of cultural divide 

or bias on behalf of the school .  I n  response to the more genera l  statement that 'pu pi ls 

from a l l  nationa l ities and races shou ld  attend school together' the consensus was that 

they should (85 per cent) with on ly  2 pupi l s  (1 per cent) d issenting (the remainder d id  

n ot know) . 

At this point it is worth identifyi ng that a lthough not specified i n  this research, but 

identif ied withi n  the school a re numerous 'cl iques' and groupings of the sort typica l i n  

most schools such a s  'chavs', 'emos', 'goths' etc. The pupi ls  organise themselves i nto 

functiona l  and non-functional groups in terms of a g roup dynamics ( Bion 1961; Adams  

2006) but these seem to  cross t he  cultural background ba rrier. The exploration  i n  thi s  
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study i s  the schools  response to the pupi l s  and how this  i s  perceived by the pupi ls. I n  an  

attempt to  look genera l l y  at groupings without making the  specific group ing a factor, I 

d id ask the pup i l s  about how they felt their group was perceived by others i n  the school .  

Wel l  over ha lf considered their group to be the 'top crowd in  school' {59 per cent) and 

u nder a quarter d id not rate their  group as a top crowd (23 per cent). Approximately 

ha lf thought they were one of the l eaders of their group and ha lf not (43 per cent and so 

per cent respectively) . Wel l over two th i rds (7 1 per cent) thought that other pupi ls l i ked 

their group of friends b ut th is was a l ittle lower when asked whether teachers l i ked their 

friends (59 per cent). 

These findi ngs ind icate an awareness of the attitudes of the school and teachers to the 

pup i l s  and how they be long or fit i n  school . I bel ieve that the d ifference between how 

they perceive thei r  peers' opin ions of their sense of belonging and those of the 

teachers/school ,  exemp l ifies the nature of the transaction and how it can be perceived 

in mu ltip le  ways. Th is  accentuates not only the sign ificance of the pupi l  perception but 

a l so the considerab le  i nfl uence of the school culture. 

Further to the questions around how they and their friends were perceived by others -

others being both peers and  teachers a l i ke. I asked how they wou ld l i ke to be 'wel l 

known' i n  the s chool .  Of the six categories offered, one  th i rd selected 'just average' (30 

per cent), the next h ighest categories were 'popu lar' (25 per cent) and 'sports star' (21 

per cent) then 'bright student' ( 17 per cent). The least regarded categories were 'leader 

in school ' and 'we l l  d ressed' ( both 5 per cent). This area of recognition of self by others 

is sem ina l  to th is thesis a nd I return to discuss this in deta i l  in the Chapter 8: 

Strengthening Belonging and School Cu ltura l  Character, where I look at how school can 

strengthen a sense of belonging by strengthening school cultura l  Character. 
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6.2 .4 Disci pl i ne 

To continue the exploration  of the frequencies of attitudes to school, th is  sectio n  

presents the pup i l s1 perceptions of d iscip l ine. 

The most equa l l y  sp l it response cam e  in response to the fol l owing statement, ' in an 

argument between teachers and p up i l s, the teacher is a lways right' . Almost equa l  th i rds 

agreed, d isagreed and were undecided (34 per cent, 31  per cent and 34 per cent 

respectively) . Thi s  question was de l i berately provocative, i nviting the pupi l  to recognise 

the sometimes contrad ictory messages received from school  and my hope was that it 

wou ld  ind icate the pupi l ' s  sense of agency and posit ion in the develop ing stages of 

m oral ity. However, the response d oes not emphas ise any particu lar attitude. 

The school rules were supported by wel l  over ha lf  the pupi l s  (59 per cent) with on ly 14 

per cent d isagreeing that the 'schoo l  ru les were fair' .  Echoed by a sim i lar  sp l it asking 

whether they wou ld 'be very worried if sent to the sen ior management team' (named in 

the orig ina l  document). Two thi rds  (66 per cent) wou ld  indeed be very worried and only 

15 per cent wou ld  not. Again  these questions are i nteresting  in the l ight of the 

m isbehaviour responses to be discussed l ater. Yet the rea l ity of a ru le i nterven ing i nto a 

pupi l 's l ife is l ig htly explored i n  the statement 'it is none of the school's busi ness if a 

pup i l  wants to smoke outside school', nea rly  half agree (45 per cent) that the schoo l  has 

no p lace i ntervening i n  the pupi l 's  l ife, with the remaining ha lf sp l it equal ly between 

undecided and fee l ing that a schoo l  d oes have business i n  the pupi l 1s smoking hab its. 

Encouragi ngly yet counter to much anecdotal d iscussion in the staffroom , the vast 

majority 'don't want to be excl uded from school' (86 per cent), on ly 15 pupi l s  d i sagreed 

with the statement (8 per cent) . Agai n  counter to staff room anecdotal expectation, 
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only a quarter of the pup i l s  (26 per cent) bel i eved that 'people who get i nto troub le 

shou l d  be excluded from school' with the rema inder being sp l it equal ly between 

undecided and d isagree (38 per cent and 37 per cent respectively) .  Teachers ten d  to 

attribute a far stricter attitude to the pupi l s  tha n  th is study (as wel l  as my experience 

with pupi l s )  bea rs out. Thi s  i s  a l so echoed i n  the responses in  the i nterviews. 

On ly  21  per cen t  of pup i l s  be l ieved that 'most pupi ls i n  school commit crime' (the 

rema inder a re sp l it between undecided and d isagree) . This figure fits with the offending 

l iterature bei ng just s l ightly lower than the stati stical find ings of studies researchi ng the 

proportion of a school  comm itting offences {Hayden et al 2003; Graham 1988) putting 

the figure at 26 per cent. But is qu ite a b it l ower that the 28 per cent of pupi ls self

reporting a de l i nquent behaviou r. A smal l  majority (45 per cent) agreed that 'you are 

more l i kely to get caught breaking the ru les in  school than out of school ', with a l ittl e 

less than this being undecided (38 per cent). However, a l arge majority (75 per cent) felt  

that it was n ot 'OK to break  the ru les  or laws if  you a ren't going to get caught'. But 

there was much indeci s ion (43 per  cent) when posed 'people who commit crime when 

they are young wil l commit crime throughout their l ives' and those agreeing and 

disagreeing were a lmost eq ua l  (27 per cent and 30 per cent) . 

Although not a n  express ion of the e lements of belonging to school ,  these find ings 

h igh l ight the pup i l s' awareness of roles in school ,  inc lud ing both recogn ition of others' 

behaviour and a question i ng of pupi l  tu rpitude i n  school .  These are aspects of school 

cu ltu re as exp ressed through school cl imate (Reinke and Herman 2002, see chapter 8 on  

school  c l imate rol e  relationsh ips and  norms o f  appropriateness) . 
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6.2.5 The pupi l ' s  rel ationsh ip to school 

Th i s  series of statements exp lored the pupi ls' negative relationship to school .  The 

statements a re i n  the ma in  asked i n  the negative and invite the pupi l  to refute the 

pos ition .  The reason for this, as expl a ined i n  the methodology is that a positively framed 

q uestio n  i nvites the positive response or a neutra l one where the negative enables 

those who m ight otherwise be  coerced i nto a positive response to answer honestly. Yet 

those who wish to answer positively wi l l  not be deterred . Al l  these questions wil l be 

exp lored further  when contro l l ing for misbehaviou r. 

The m ost even sp l it of response was for the statement 'most people at school don't care 

what h appens to you' .  An a pproximate th i rd in each category of agreed, undecided and 

d i sagreed with the statement (32 per cent, 34 per cent and 34 per cent) . But over half 

53 per cent stated that 'peop le  don't real ise that my feelings can be hurt' and  a q uarter 

d isagreed. 

Furthermore, the responses for 'peop le are a lways picking on me' and 'teachers pick on 

m e' are very s imi lar  and show a trend of over two thirds (67 per cent and 71 per cent) 

d isagreeing with the statem ent, only 11 and 12 per cent agreeing. Likewise, most pupi l s  

(57 per cent) do  not 'worry about school' but  a q uarter does (25 per  cent) .  Even fewer 

pupi l s  fee l  'tense and nervous in school' ( 14 per cent) with a greater majority 

d isagreeing (64 per cent). However the positive statement 'most people can be trusted' 

on ly  i n itiated a 43 per cent agreement with 36 per cent undecided and a not signifi cant 

21 per cent  d isagreeing. 

These find ings i ntimate that the considerab le  m ajority have a positive attitude towards 

how they a re treated in  schoo l .  Most do  not fee l  a sense of anxiety or tens ion. 
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6.2.6 Pupil's sense of self 

The following statements attempted to explore the pupils' sense of self. Again the 

statements were posed i n  the negative frame. Unsurprisingly, but not at the 

cons iderable level that I was expecting, 68 per cent 'don't like being criticised by adults' , 

and a not inconsiderable 24 per cent were undecided. This highlights again that it is the 

perception of the teacher behaviour and how it affects the pupil that is relevant here 

rather than the action itself. The shift in the opposite direction for the following 

question with nearly half (46 per cent) disagreeing with the statement that the 'often 

feel d iscouraged' with 38 per cent undecided . 

The statements around how they present themselves in school offered an interesting 

dimension. A significant proportion {34 per cent) cla im that they 'may seem happy to 

people, but on the inside I often feel unhappy'. However, age 12 for both boys and girls 

in a developmental stage racked with angst and challenge, this perhaps is not a surprise 

but this response coupled with the previous responses around finding it difficult to talk 

about feelings for example might indicate a need to change the approach of being with 

these pupils. Only a very small proportion (11 per cent) 'pretend to be someone they 

are not at school', well over two thirds (69 per cent) refute this statement. This element 

is explored more fully in the interviews as pupils tend to recognise the need to fit in but 

extol the ability to stay true to themselves. 

6 .2 .7 The wider perspective 

The following questions are around the future or forecast values a pupi l  has for school ; 

how it fits i nto life as  a whole. A third of pupils (33 per cent) believe that 'getting a good 
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educat ion i s  ha rder than getting a good job' but a quarter ( 24 per cent) disagree, this is 

especially interesting given the l imited choice of schools as well as the labour market in 

the area and the type of work available. Reassu ringly, well over half (58 per cent) of the 

sample a re 'satisfied with chances I hope to have i n  life' and only a small handful 

d i sagreed with the statement (6 per cent), there is a sense of optimism as to the pupils' 

futures and aspirations. However, the frequencies for 'you should not expect too much 

from life' was equal th i rd s  for agree, undecided and  d isagree. 

Nearly h alf (48 per cent) felt that 'you should live for today and let tomorrow take ca re 

of itself' . Simila rly 41 per cent number d isagreed with the statement 'thinking ahead is 

useless s ince one's plans hardly ever work out' . Even more pupils d isagreed with ' I have 

no control over what h appens to me' (60 per cent) and 65 per cent felt that 'if I might 

fail at something, I don't even start it' was not true for them. 

Finally, and encouragingly, well over half (55 per cent) of the pupils asked felt that 'in 

Wales, chances for su ccess available to everyone' with only 13 per cent thinking this was 

not true. In fact, three quarters (74) felt that 'the  h igher you a im, the more you will 

achieve' . 

As a cohort, the responses indicate a generally positive framing of the school toward life 

in general and an optimistic attitude to the future. It seems that the school culture 

nurtures a purpose for the pupi ls, at least for those who embrace it. 
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6.3 The Links between  Behaviour and Attitudes to School 

At th is  point I w i l l  beg in  to look at some of the l i n ks between behaviour and attitudes to 

schoo l .  As estab l ished in the l iterature review, there a re two distinct school based a reas 

deemed i nfl uentia l  on behaviour. The fi rst exploration of the nature and extent of the 

bond between pup i l  and school was that of academic atta inment. Widely accepted as 

be ing l i nked to de l i nquent behaviour, I chose five scores for academic atta inment. The 

fol l owing quest ions were selected as  they represented the pupi l ' s  perception of their 

academic  ab i l i ty and the importance of academic achievement. 

These were: 

1) How do you rate your academ ic ab i l ity compared with other students i n  your  

school ?  

2 )  What exam resu lts ( i n  percentages) d o  you think you a re capab le of getting  i n  

the end  o f  year exams? 

3) H ow important i s  getting good 'l evels' ( results) to you? 

4) On average, how much time do  you spend doing homework outside school? 

5) If you cou l d  be wel l -known i n  school for one of the fol l owing, which one wou ld  

you want  it to be? 

Each question  had a range of m ultipl e choice answers attached . These were scored as 

positive ( 1) o r  negative (-1) or neutra l (O) depending on the response. For examp le 

Question  2 regarding percentages, options A, B and C were responses over 90 per  cent, 

80 per cent o r  70 per cent a nd scored 1, the 10 per cent increments of D, E and F (over 

60 per cent, 50 per cent and 40 per cent) corresponded to a O score, those pred icting 

themselves a score of on ly over 30 per cent, 20 per cent o r  under 20 per cent were 

scored a s -1. S im i l a rly, the question 5 regarding the position or status  in school was 
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scored as fol lows: Bright Student was scored 1 and a l l  other responses (Sports Star, 

Popu lar, Leader in  School, Wel l -d ressed or J ust Average were scored as 0). Thi s  scoring 

enable an overa l l  Academic  Attai nment score which cou ld  be ana lysed a long with thei r  

misbehaviour score. 

When ana lys ing the chi-square correlat ion between academic  atta inment and pupi ls  

who had com m itted three or more m isbehaviours in school , there was a strongly 

significant correlation (p=0.001) .  

However, when the behaviour was spl it i nto property and personal offences, the l ink 

was not sign ificant ( p=0.312) for property misbehaviour. 

The l i nk  between academic atta inment and  pupi l s  com mitting three or more offences 

against the 'person' (other pupi l s  or adu lts) the findings were again strongly signifi cant 

(p=0.000). 

The find ings suggest that academic atta inment is i ndeed l i n ked to m isbehaviour and 

particu l a rly  to that of offences against the person. This  cha l lenges the findings of Sprott 

(2004) who found academic atta i nment was l inked to property offences - rather than 

personal offences. 

The other widely explored area of l iterature exp lores the l i n k  between emotional 

attachment and m isbehaviour or  del i nquent behaviour in  school . Here, I selected the 

fol lowi ng five questions to explore the l i n k  between emotiona l  attachment and 

behaviour i n  school :  

1 )  How many o f  your teachers seem to  care about how wel l  you do in  schoo l?  

2) Do you care what teachers thi nk  of you? 
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3) I feel tense and  nervous i n  school .  

4) Teachers p ick on m e. 

5) I have no real l y  dose friends. 

The fi rst two questions i nvited selection  of a mu ltip le choice a nswer for example 'do you 

care what teachers think of you ?' - I care a lot, I care some or I don't care much these I 

were scored acco rd i ngly 1, 0 o r  -1. The l atter three questions required the pupil support 

o r  refute the statement scoring either 1 or -1 depending on the positive or negative bias 

of the question ,  or there was a neutral undecided option scored as 0. 

The ana lysis of emotiona l  attachment l i nk  to 3 or more misbehaviours chi -square 

correla�ion  i nd i cated aga i n  a strongly significant result (p=0.018) but not as significant as 

that for academ ic  atta inment. 

The l i nk for emotional  attachment to property or personal offences fol lowed the trend 

for academic atta i nment but aga in  not as strongly. The correlation for property offences 

was not s ignificant (p=0.282) but that for offences against the person was statistical ly  

s ign ificant (p=0.012) .  

Aga i n  there i s  evi dence to support previous fi ndings between emotional attachment and 

m isbehaviou r  but that this is most strongly demonstrated in  the l ink with offences 

aga i nst the person .  However, the l i nk  with misbehaviour is more robust with academic 

atta i nment than  with emotional attachment. 

It  was these find ings that l ed me to explore the complexity of the l ink. Academic 

atta i nment is an ' instrumental '  measure yet i s  highly influentia l  on offences against the 

person .  Yet the emoti ona l  attachment measure had less compel l i ng influence on  
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misbehaviour. Both academ ic and emotiona l  aspects m ust be at p lay dynamica l ly i n  

order to expla i n  the nature of the bond. 

6.4 Belonging Ana lysis 

In thi s  fi na l  section ,  I wil l d iscuss the conception  of the sense of belonging and then 

make a deta i led analysis of belonging and behaviour .  

6.4. 1 Selecting the Belonging Questions 

I n iti a l ly, I sought to organ ise the questions in to the fou r  e lements that made up 

H i rschi's bond ;  Com m itment, Attachment, I nvolvement and  Bel ief. But  I fel t  that the 

responses for several questions were difficult to defi ne i nto these categori es e.g. 'A 

person shou l d  l ive for today and  l et tomorrow take care of itself' or 'Teachers give 

enough exampl es to make things clear for m e' or 'Teachers pick on me'. So I began to 

th ink  about fi l ter ing the questions i n itial ly through ind ividua l  ( persona l )  and institutiona l  

( instrumenta l ) .  The responses would then be i nvestigating the pupi l 's perception  of the 

rel ationsh ip and then the pupi l s' perception of the school as an institution and then 

cou ld  be discussed using the fou r  elements of the bond. Aga in I felt that this was 

d ifficu lt as I was asking the pup i l  to consider what i s  'fe lt' by the school .  Effectively, is 

'attachment' a one way process or a two-way relationship? How wou ld  the pupi l  make 

the observation  about the schoo l s' attachm ent to h im?  

I then attempted to rename the instrumental or  i n stitutional elements, consider ing 

'be l ief', 'faith or  'trust' rather attachment, th is faci l itated an  u nderstanding of the pupi l ' s  

perception of the relationsh ip .  
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Separately, I began th inking about how the e lements of the bond related to each other. 

I parti cula rly tho ught about the possib i l i ty that the bond m ight be a two-way 

relationship; that the pupi l 's perception of the school 's attitude was fundamental to the 

estab l ishment of the bond. I began to consider the e lements in stages; as part of a cycle 

o r  in  a h ierarchy where one had to be fu lfi l l ed before the next. This  was reinforced by 

the research done by Jenkins (1997) who found that withi n  certai n  parameters, 

commitment and bel ief had a strong  i nverse association with crime but attachment and 

i nvolvement had no signifi ca nt i ndependent effect on  crime.  H is  u ltimate find ings were 

that a lthough a l l  e lements of the bond were important, seemingly commitment was the 

most important i nfl uence on  crime. 

Rather than a coro l l a ry o r  h ierarchy, was the ideal 'bond composition' the strong 

estab l ishment of each and every i ndividua l  e lement - attachment, commitment, 

involvement and bel ief? If so  what was the relationsh ip between the e lements? I a lso 

tried a lternative ways of explo ring variab les, comparing the 'here and now' questions to 

those app l icab le with the pupi l s' futu re. 

Taking these th ree ideas - the fou r stranded natu re of the bond; the concept of 'here 

and now' or past and futu re; and  the i nterplay between the elements of the bond and 

how they a re establ ished - I sought to make sense of what was important. For example, 

in the case of 'commitment' is this s imply 'playing the game'; meeting the requ i rements 

of school today for a job tomorrow or is there a genuine state of commitment that can 

be ascertained and therefore used to estab l ish  a pupi l 's bond. 

It was here I made the parad igm sh ift to the concept of be longing. I ncorporating ideas 

of H i rschi's bond, the academic  and emotiona l  attachment elements, and the concept of 

t ime and the pup i l's perception of re lationship into the three strands:  
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1. The pup i l's  perception of the pup i l's own bond to school 

2. The pup i l 's perception of the school's bond to h im 

3 .  The pupi l 's perception of the bonds between school and h is  peers 

I decided to se lect 10 questions from the 81 to fal l  i nto each of the 3 strands of 

be longing, a tota l of 30 questions. Som e  of the questions appear in the questions 

se lected to be a na lysed with regard to academic atta inment and emotional attachment 

(see ear l ier) .  I t  a l so incorporates questions relating to a l l  of the fou r  strands of Hirschi 's 

bond; for examp le  Attachment (to teachers), I nvolvement ( in school activities), 

Com mitment (to aspects of school l ife) and Bel ief ( in the school rul es and purpose of 

school ) . Selecti ng the questions applyi ng to threads 1 and 2 were relatively 

stra ightforward. However the questions relating to the pupi l 's perception of the bonds 

between school and other pupi l s  were more difficu lt to select. In add ition to five 

questions  that addressed d i rectly the ch i ld's perception of other chi l d ren in the school, I 

a lso chose five of the series of questions that i nvited the pupi l  to com pare Engl ish and 

Welsh pupi ls with i n  school . I hoped that the categorisation and connotation of 

behaviour  and bond of these two groups i n  th is context cou ld  be extrapolated out to 

make assumptions about the subject pupi l 's attitude to difference i n  the pupi l cohort 

and the attitudes of the school to the d ifferences. 

6.4. 1 . 1  Bond between Pupi l  and School ( 'Self) 

The q uestions attempt to incorporate pupi l's self-efficacy; combin ing elements of 

a cademic  atta inment, self-efficacy and  h is  sense of agency. 

1) What resu lts i n  percentages do you think you are capable of getting i n  the end 

of year exams? 
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2) Are you active i n  any school -connected activities? (examples suggested, but 

open ended question)  

3) I wou l d  be very worried if I got sent to the Senior Management Team (teachers 

named i n  o rigina l  question ) .  

4) I fee l  tense and n ervous in school . 

5) I have n o  control over what happens to me. 

6) I h ave no rea l l y  c lose friends. 

7) At school ,  I pretend to be someone I am not. 

8) I may seem happy to peopl e, but inside I often feel unhappy. 

9 ) I worry a l ot about schoo l .  

10) I try ha rd i n  schoo l .  

6.4. 1. 2 Bond  between School and Pup i l  ( 'Schoo/') 

These q uestions  focus on  relationships with the school  staff; teacher expectations and 

attachments. 

1)  H ow many of your teachers seem to ca re about how wel l you do in  school? 

2) What ki nd  of work do m ost of your teachers expect from you? 

3) Do you care what teachers thin k  of you? 

4) The th ings we l earn i n  school he lp  me  to understand what is going on around 

me. 

5) Teache rs care most a bout students who a re going to university. 

6) Teachers don't have tim e  to ta l k  about problems. 

7) Teachers give enough examples to make things clear for m e. 

8)  Teachers pick on  me. 
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9) Teachers use  words that I don't understand.  

10) The school ru les a re fair . 

6.4. 1 .3  Bond between School and Other Pupi ls ( 'Others1) 

These questions expl ore the school cl imate and cultura l Character as perceived by the 

pup i l .  In essence, how the pup i l  fits the schoo l .  

1 )  How do you rate yourse lf  i n  schoo l  ab i l ity compared with other  students i n  your  

school ? 

2) Wou l d  you say that you r group was the 'top crowd' at school?  

3) How m uch do you think  teachers l i ke the group of friends you hang with? 

4) A person should never stop trying to be better than  others. 

5) I n  Wa les, chances for s uccess a re ava i l able to everyone. 

Which group does the statement describe best? 
A. Chi ldren of Welsh speaking famil i es 
8. Chi ldren of Engl ish speaking fam i l ies 
C. No d ifference 

6 )  Are often i n  troub le  with the pol ice. 

7) Run pretty much everything i n  school .  

8 ) Teachers l i ke them.  

9)  Try h a rd i n  schoo l .  

10)  Teachers don't l i ke them. 

These fina l  five questions a re d ifferent to the others, they invite the respondent to 

acknowledge differences between groups and  how the groups behave and are treated 

with in  the cu ltu re of the school .  Most other questions have a logica l attribution of sco re 

( 1  o r  -1) but these fol l ow a s l ightly d ifferent pattern . Here, if a pup i l  responds that there 
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i s  no d ifference, there i s  a score of 1 however, if the pupi l  perceives a difference in how 

Welsh speaking or  Engl i sh  speaking chi l d ren exist in the school, this is scored as -1. 

N ext I scored the questions  ( 1, 0 and  -1) depending on the answers e.g. At school, I 

pretend to be som eone I 'm not : Strongly/Agree = -1, Undecided = 0, Strongly/Disagree 

= 1 .  I was then ab l e  to se lect the top and bottom 12 who, accord ing to my criteria, felt 

the strongest and weakest sense of belonging. I ca l l ed these Isolate and Belong. I was 

then ab l e  to compare the self-reported i n-school misbehaviour and outside school 

de l i nquency of the I solate and Belong dozens using a Mann-Whitney to com pare the 

m ed ians  of the d ata. To check the val idity and rigor of my find ings, I also selected the 

dozen m ost and l east wel l behaved pup i l s .  (The best behaved dozen were selected 

us ing a random number generator ( random.erg on 26/11/09 @ 14:16 :38) from the 80 

pupi ls  se lf-reporting no m i sbehaviour or del inquency. 

Misbehaviour Belonging 
Mann-Whitney z = Mann-Whitney p = 

Lowest M isbehaviour H ighest M isbehaviour -3.15 0.0008 

( best behaved) (worst behaved) 
Lowest Sense of H ighest Sense of 3.32 0.0005 

Belonging Belong i ng 

Tabl e  6.4 Mann-Whitney comp arison between Highest and Lowest M isbehaviour and 

Sense of Belong ing ( n=189) 

At th is po int I went back to the origina l  data and began aga i n  to look at the questions 

and responses to see if t here were particu lar questions that stood out as being l inked to 

behaviour. 

I ndependently, there d i d  not seem to be any questions that stood out as sa l i ent with 

regard to the l i n k  with m isbehaviour or de l inquency. I returned to the belonging 

questions and attem pted to exp lore the three separate e lements that l had defined. 
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Perhaps it was the combined responses within the strands of perception of own bond, 

perception of school's bond to the child and perception of the bond to others. 

U sing the data, I was able to further compare the three individual threads making up 

belonging and the corresponding behaviour scores for misbehaviour in school (and 

delinquency outside school). The following section of ana lysis begins to tackle the 

issues. 

6.4.2 Analysis of Belonging 

Using SPSS, the following variables were cross-tabulated with chi-square test. 

3+ Categories of Property 3+ Categories of 

Misbehaviour Misbehaviour Misbehaviour 

against Persons 

Belonging: 0.029 0.026 0.006 

TOTAL 

Belonging :  0.042 0.393 0.010 

'Self Strand 

Belonging :  0.000 0.159 0.000 

'School' Strand 

Belonging: 0.003 0.000 0.004 

'Others' Strand 

Table 6.5 Chi-square significance (p<0.05) for Misbehaviour and Sense of Belonging 

(n=189) 
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Th i s  tab le  shows the complexity of the nature of the bond and the mu ltip le l ayers of 

be longing being significant. Where prev iously, the data had not supported fi ndings 

between academic  atta inment and  property offences and emotional attachment and 

persona l  offences, nuance becomes apparent. 

With the exception of the self and school elements of belonging l i nked with property 

offences, there is a statistical ly significant l i nk  between a l l  aspects of belonging and 

m isbehaviour. These find i ngs support those made by Brookmeyer et al (2006) and Rice 

et a l  ( 2008) who found s im i la r  l i nks between belonging and del inquent behaviour. 

Fu rthermore this i s  most strong for offences against the person. 

The fol l owing graphs depict the relationship between belonging and m isbehaviour 

scores. 
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Fig 6. 10 Graphs showing Misbehaviour and Belonging Scores (with Chi Square p va lues) (n=189) 
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I a l so ran Spearman's  Rank Correlation analysis to explore the strength of any 

correl ation between the belonging scores and behaviour scores. Thi s  extension of the 

ana lys is is attempting to fi nd  out if h aving a sense of belonging l eads to certain  

behav iour. I n  the  tab le below, I have separated belonging into the  three identified 

strands of belong and the m isbehaviour  into property offences and offences aga i nst the 

person .  The strength of the correl ation is determined accordingly, a p va l ue of O is a 

weak corre lat ion and 1 i s  a strong correlation, scores nearer 0.5 are considered 

m oderate. 

Misbehaviour Property M isbehaviour 
Misbehaviour against Persons 

Belonging: 0.357 0.368 0.396 
TOTAL 

Belonging: 0.197 0.281 0.248 
'Self' Strand 

Be longing:  0.377 0.381 0.4GJ 
'School '  Strand  

Be longing: 0.322 0.393 0.345 
'Others' Strand 

Table 6.6 Spearman's Correl ation (p) for Misbehaviour  and Belonging (n=189) 

The coefficients ind icate that there is  not a particu l arly strong correlation between 

belong ing and behaviour  for any of the parameters but there is  a correlation. However, 

what is noticeable is that the most significant individual strand of belonging i s  'school' ; 

the pupi l 's perception of the school 's bond to him and s l ightly less so the strand of 
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'others' (the pup i l's perception of the school's bond to othe r  pup i l s ) .  The weakest 

correl at ion i s the 'self' strand ,  the pupil's perception of h is own bond to school .  This 

h igh l ights the signifi cance of the pu pi ls' perception of the school  cu lture, far more than 

a pup i l s' attachment to the school .  

6.4.3 Li n ks to Del inquency 

At thi s  stage, it m ight be i nteresting to visit some of the data obta ined perta in ing to 

belo ngi ng and del i nq uency. As discussed, due to an  error i n  data· col lection, the data is  

not complete and only expl ores del inquent 'property' offences such as criminal damage 

and theft and does not expl ore offences against the 'person' such as assau lt. However, 

be low I wi l l  look in br ief at two areas, firstly the l i nk  between belonging to school a nd 

del i n quency and second the l i n k  between misbehaviour a nd del inquency. 

The fol l owing graph ind icates a s im i lar pattern m i rroring the fi ndings of the l i nks 

between m isbehaviour  and belonging. This reinforces the sign ificance of the findings 

that be longi ng does i ndeed have a significant l ink to behaviour both i nside and outs ide 

school .  Furthermore, the e lements with in the sense of belonging that ho ld most 

sign ifi cance a re the pupi l ' s  perception of how the school feels about them and 

perception of how the school feels about others pupi l s .  Again this h igh l ights the 

infl uentia l  importance of the school cu ltu re on a pupi l 's sense of belonging and 

therefore behaviour. 
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Fig 6 . 13 Graphs for Del inquency and Belonging Scores (n=189) 
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The fo l l owing graph shows the relationshi p  between misbehaviour and del inquency 

scores.  It visua l ly shows a positive rel ationsh ip between the two sets of data. 

Furthermore, when a Mann-Whitney test i s  run on this data p=0.000, i ndicating a highly 

s igni ficant re l ationsh ip .  

The Spearman's  Rank  Correlation  Coeffic ient calculates the correlat ion between these 

two s ets of d ata to have p val u e = 0.648, this ind icates a moderate to strong correlation 

between misbehaviour and  de l inquency. Th is  find ing reinforces that of other stud ies 

(Stephenson, 2007} where misbehav iour i n  school i s  a correl ate to del inquency outside 

schoo l .  

I nformation relating  to  the breakdown of de l inquency i nto property and person offences 

is n ot possib l e  from thi s  d ata . Therefore it is not poss ib le to l i n k  specific types of 

behaviour ins ide a nd o utside schoo l .  

As d iscussed, concl us ions about the find ings from th is study wi l l  relate on ly to 

m i sbehaviour  i n  school and not del i nquency outs ide school. However, the 

rei nforcement of the p attern of the specific strands of belonging being infl uentia l  on 

behaviour is usefu l to keep  in m i nd. 

169 



-10 
i 

I!! 
8 
... 

:I 

-� 
111 

� --- - --- -- -

-- -- - -·-·-- -- , ,'- , __ --

__ _ _ ____ _ ..., ____ -

i 1-------------- � ----• ----•-------------·---- -----
.a 
,!!? 

� 

-- -1 ---,- ----·- -

- -� - - -

. -.:,>�-- -- - --(>·"--- ---- -·-5---1-- - -

-- --- -- -· ----- - ·--+-- -- ·-- - ---6-+ - - --- . 

Delinquency score 

Fig 6. 10 Graph to show relationsh ip  between Misbehaviou r  and Deli nquency 

170 

--�7-- t· •---------

----------8- �-,--- ---- -�-- -----



6.5 Ana lys is Summary 

In  answer to the fi rst research question 'How does a sense of belonging ( inc luding 

academic atta inment and emotiona l  relationship) affect the behaviour of pupi ls in 

s choo l?  The section summarise the th ree d istinct fi nd ings with relation to bel onging and 

behaviour. 

1. The data analys i s  ind icates that there is indeed a s ignificant l ink between a 

pupi l 's sense of belonging and misbehaviou r. These findings (coupled with 

those regarding academic atta inment and emotiona l  attachment) support and 

furthermore e laborate on fi ndings l inki ng bel onging to academic attai nment 

(Andeman, 2002; Rostosky et a l ,  2003) and de l inquent behaviour (Brockmeyer 

et a l ,  2006; Rice et a l ,  2008). 

2. The bond between pupi l  and  school is indeed comp lex and mu lti-layered. The 

most s ignifi cant strands of be longing are 'school' and 'others' i.e. the pupil's 

perception of the school's bond to him and that of the school and other pupi ls. 

And that the pupi l ' s  perception of his own relationship with school is not as an 

important d imension. This  supports findings by Andeman (2002) who found 

that teacher-student rel ationship measures were more sign ificant that student

teacher rel ationship measures. 

3. Belonging genera l ly  and a l so when separated into the three individua l  strands, 

has a s ignificant effect on m isbehaviour against persons. The l ink is l ess 

establ ished for the l i nk  with property misbehaviour. These findings contribute 

to and  e laborate on  s impler findings that assert that low academic atta inment is  
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l i n ked to offences against p roperty and low emotional attachment to offences 

agai n st the person (Sprott 2004). 

In concl us ion,  these find ings not on ly h ighl ight the s ignifi can ce of pupi l  perception  to the 

relat ionsh i ps a nd transactions that exist in school, but a lso the powerful position a 

schoo l  ho lds  i n  terms of cu lture. 

In the next chapter, I wi l l  d iscuss whether a school is ab le  to affect a pupil 's perception 

of re lationsh ips in school  and therefore i ndi rectly, the pup i l ' s  behaviour. This reiterates 

the poi nt made in the introduction  that it is not s imply what the school does in response 

to s uccess or fai l u re, pun ishment or reward, commun ity or h ierarchical organisation (the 

etiquette a nd techn ics) but how the pupi l  perceives and experiences it, the cultura l 

character. 
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Chapter 7 :  The Effect of School Cultural Character on a Sense of 

Belonging 

In  the previous chapter I explored the l inks between a sense of belonging and 

m i sbehaviour in school and made a number of key conclusions about the relationship. 

There is i ndeed a significant lin k  between belonging and m isbehaviour. Furthermore, 

the most important elements of belonging a re the pupil's perception of school's bond to 

h im and to others rather than  the pupil's perception of h is own bond to school. I n  

addit ion, the most strik ing links between belongi ng and m isbehaviour are with offences 

against persons rather than against property. 

Having ascertained the vali dity of the link between belongin g  and misbehaviour, this 

chapter will explore the second research question, looking at the link between cultural 

Character and a pupil's sense of belonging. Berne's (1973) concept of cultural Character 

is difficult to define using a measure, unlike Technics and Etiquette of an organisation. 

For example, exclusion policy (Technics), sanction dispensation ( Etiquette) and the 

quality of the announcements/conversations in  the staffroom regarding the excluded 

pupil (Character). So in this chapter I will employ a number of methodological 

approaches, integrated and triangulated in  order to make valid and rigorous conclusions 

about cultural Character and belongi ng. 

7 .1 Measuring School Cultural Character 

As d iscussed in  the theoretical framework, the concept of cultural Character is a 

therapeutic paradigm and is therefore hard to define. Unlike other sociological theories 

173 



such as  school cl imate and communa l  school organisation, Character has no standard 

set of measures or sca les. Rather, it i nvites consideration of the transactions; how the 

organ isation m ight express its wants. It is the unwritten and unspoken feel of the 

schoo l ;  the zeitgeist of a culture. Therefore, in order to answer this question, I wi l l  

examine  the i nterviews, d i scussion with the i nterviewer and ethnographic observation 

of  being an i nsider researcher in  the school .  

H ere I wi l l  present and analyse some of the features of the school that go to create the 

school cu lture and make assumptions of the experience of be ing in this school based on 

my i nterpretation  of the fee l  of the school . At th i s  stage I wi l l  a lso present the findings 

of a prel im i nary piece of research that I undertook to support my professional rol e  i n  

schoo l .  Thi s  research exp lored staff attitudes to exclusion a n d  behaviour  and went to 

i nform the development of the inc lusion pol i cy and p ractice but a l so provides an 

interesting snapshot of the attitudes of teaching and non-teachi ng staff in the school . 

F ina l ly, I w i l l  ana lyse the i nterviews carried out with five pup i l s  of both genders and look 

at the themes aris ing from their experience and thei r observations of others' 

experience. 

7.2 Ethnograph ic  Observation 

7.2 . 1 Techn ics, Etiquette and Character of the School 

The l iterature rev iew considered some of the factors that i nfl uence a school ;  l oca l  and 

nationa l ,  socia l  and pol it ica l .  The fol l owing discuss ion focuses on the natu re of the study 

school .  As an i ns ider researcher, I was pa rty to an u nusual  understand ing of some of the 

dynam ics of the school, the area and the culture .  I have articu l ated here the specific 
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Technics (structures and policy), Etiquette (approaches and how things are done) and 

also some of the elusive Character observations that I gleaned whilst working in the 

school. 

7 .2.1. 1 School Size and Organisation 

H istorically secondary schools are defined using two potentially conflicting criteria, 

fi rstly how size affects the group members and the second, the optimum size for 

econom ic efficiency. lee and Sm ith (1997) make recommendations for schools with a 

population of 500-600. Very small and very larger are either not economically viable or 

posi tively detrimental to the individuals at the school. Between 500 and 600 pupils 

enables an equitable social structure for the most economic  cost. 

Lee and Smith (1997) surmised that there were optimal sizes of school for specific 

outcomes such as achievement, e.g. Maths results are best in 600-900 rather than larger 

or smaller but literacy is sign ificantly better in smaller school. Furthermore, teachers 

attitudes to students were also school size related with small schools fa iring best. 

Addi tionally closer quantifiable i nvestigation revealed that, perhaps unsurprisingly, good 

relationships between teachers and pupils were more common in small schools. But 

surprisingly some students did not think that this was an advantage and they would 

prefer anonymity of their personal reputations and the lack of alternative teachers 

meant disturbed relationships for a long period of time - this has implications for 

subject choices and achievement. 
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The hypothesis associated to curricu l um favoured the l a rger school as being more able 

to d ifferenti ate and offer a l te rnative options. However, the smal l school a l so 

endeavou rs to offer the courses desired by the individual students . 

The case-study school i s  a very l a rge school indeed for the area; it i s  between twice and 

nea rly fou r  times  the s i ze of other  secondary schools in the area. So despite not 

receivi ng doub le  the per pup i l  governmental funding received by b i l i ngual schools, the 

school  benefits from extens ive moneys from for example the '14-19 fund '  and funding 

and  resou rces for chi l d ren  with SEN .  The school has an  exce l l ent relationship with the 

LEA and they work closely together to offer an unusua l ly  wide range of academic and 

vocationa l  cou rses. H owever, there i s  a defin ite sense i n  the staffroom that the 'voe 

group' a re not the priority. I n  fact in a number of instances, pupi ls  who have p reviously 

caused behavioura l  problems a re encou raged to take vocational cou rses to 'get them 

out of school ' .  

In terms of physica l  space, a difficulty facing pupi ls is the i r  not having an a l located locker 

or peg. Although they h ave a form room where they are registered during the day, they 

a re not a l l owed to l eave possessions (bags, coats etc.) i n  the room.  There are a few 

l ockers i n  the school and  these a re a l located - at additiona l  cost - to certain pupi ls if a 

n eed i s  justified. Th i s  m eans that pupi l s  must carry a l l  their possessions for the day with 

them.  Fu rthermore, due  to not being permitted to wear  a coat i n  the school at any 

time m ost come to school without this extra l ayer throughout the year; potentia lly 
I 

travel l i ng on foot or bus  some considerab le  distance. I be l ieve that not having an  

a l l ocated l ocker or peg is ind icative of the school's inabi l ity to  p rovide space to meet 

pupi l's n eeds. It taps i nto a recu rring theme of fear  or  annoyance at the extra needs of 

pup i l s  and  their des i re for space to meet these needs. 
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7.2.1.2 Local and National Influence 

It is important to note at this stage that my reading of the context for this case-study 

and the multiple influences that go to create the culture comes from my background. I 

am myself an English incomer so have interpreted narratives of nationality from this 

position . 

Some of the factors affecting other schools in the U K  (England) do not affect Welsh 

schools. Wales i s  not subjected to league tables - as choice of school in a rural area is  

i mpossible especial l y  given the language spl it .  In  fact one of the first acts of the Welsh 

Assembly Government was abol ition of catchment areas. However, very recent 

developments under the coalition government indicate that primary schools may start 

to be measured and compared in this way. This is not to say that schools are not subject 

to the same pressures of competition; teachers ta l k  about school as an 'exam factory' . 

Schools publicise their attainment figures and canvas for pupils each intake period as 

well as their academic data being a part of the Estyn (Welsh H M I  Ofsted) inspection. So 

although the competitive nature of schools is, perhaps, more overt in England, it is ever 

present in Wales. Schools  in England have notoriously found exclusion a convenient way 

of selective intake by the back door, and some schools in thi s  area may also be accused 

of such practice. However, this school 's size and emphasis on educational needs means  

i t  i s  the recipient of many pupils from other schools both through managed transfer or 

re-enrolment following a permanent exclusion. In the absence of a PRU (due to special 

measures and subsequent closure) this school is the destination for many challenging 

and disaffected chi ldren. 

In addition, this school as for many other rural or isolated school s faces a challenge 

created by the lack of opportunity, accessibility and choice. Firstly, children attend the 
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same schoo l  that thei r parents teach in .  Therefore, it is poss ib le that a chi ld  

m isbehavi ng or being a vict im of bu l l yi ng m ight have different experiences to another 

pupi l .  The re a re a lso several husbands and wives employed in the school ( including i n  

the  sen ior  management team) .  Living and working together can throw up  i nteresting 

dynamics both in  the staffroom and for the pupi l s  in  the school. I ncidents that might 

otherwise h ave been iso lated events can cross over into various arenas and 

departments. Li kewise pup i l s  can take against both of a coup le even if only one is 

i nvolved i n  an issue. Secondly, generations of fami l ies pass through and are taught by 

the sam e  staff, fami ly names a re tracked and behaviour 'expected'; presumptions, 

prejud i ce and l abe l l i ng an ever p resent d i lemma. 

As d iscussed, thi s  is a n  Engl ish l anguage school in a Welsh l anguage a rea and there 

seems  to be an a l ienation that comes with this identity. Prevalent in the area is the 

histori c sense of 'in comers' sett l ing from England who a re resented for not partaking in 

Wel sh  cu lture, l anguage or identity. P laced here as counci l tenants (in the purpose built 

hous ing estate set up in 1950s to cater for English cities) a l a rge p roportion of this 

popu lat ion a re unemp loyed .  

H i rschi (1969) explored the importance of national bond, identifying i t  as the  strongest 

bond for attachment. Thi s  highl ights another chal lenge for the non-Welsh pupi ls in the 

school and in the commun ity. The school is English language whether the pupi ls who 

atten d  are Welsh or  Engl ish speaking at home so the school as a whole has an 

awkwardness that comes from the lack of Welsh language. I t  m ight be usefu l to note 

that a considerab le  number of the teaching staff are Welsh first l anguage so there is a 

m ismatch between teache rs and pupi l s  in  terms of culturally perceived status in the 

comm un ity and the school .  
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Furthermore, a lmost without exception, the pupi l s  disp laying behavioura l problems are 

from Engl ish speaking fami l ies not Welsh speaking fam i l ies. Th i s  language spl it i s  

reinforced i n  the structures of the school and commun ity at l arge, exemplified by the 

fol lowing examp le. Fo l lowing the closure of the PRU due  to it fai l i ng Estyn (Ofsted) 

i nspection ,  a lternative Teaching and Learning Centres were establ ished with a s l ightly 

d ifferent remit (to focus on pup i l s  out of school for reasons other than persistent o r  

severe misbehaviour). Withi n  two years of this change of  focus (and name) the 

contracts of the enti re staff were terminated. Al l  staff had to re-i nterview for the ir  jobs 

and on ly Welsh speaking staff were re-employed; approximately ha lf the staff were 

made redundant. 

The school i s  a genu ine  com prehensive with a range of socio-economic backgrounds, 

nationa l ities and ab i l ities. Th i s  is n oted and cred ited in  the Estyn Report for the school 

in 2008. 

The question posed by Stephe,:ison (2007) 'what hod more impact on delinquency levels 

in school, the intake from a vulnerable community or the organisation and process within 

the school?' has been attempted to be answered by m a ny ( Hayden 2007, Power et a l 

1972 and Farrington 1973) Certa in ly the catchment of this school is potentia l ly a n  

i nfl uencing factor  as  there a re d isadvantaged chi l d ren  a n d  fami l ies with very few 

prospects for young peop le. H owever, the organ isation of the school is one of a 'high 

exclu d i ng school' (Munn  et al 2000) .  
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7. 2.1.3 High Excluding School 

As discussed in the literature review, M unn et al (2000) explored the make-up of schools 

that seem to encourage exclusion (see p 48}. The case study school's processes and 

structures fit each and every of Munn's criteria for a high excl uding school. This is 

further shown in i ts extensive use of exclusion, as indicated by the exclusion rates. 

Both pupil s  and teachers i n  the school perceive exclusion as futi le, ineffective and 

overused (see staff questionnaire research later). Moreover, given that exclusion 

represents the final sanction - the l imits to school tolerance - the number excluded is 

likely to be smaller than the number displaying the problem behaviour. In the staff 

questionnaire (see later) it is reported that challenging behaviour throughout the school 

is unacceptable. 

In most i nstan ces, exclus ion is 'one off' . Only a handful of pupils are repeatedly 

excluded and generally the exclusions get progressively longer. Having said that, the 

Head of Pastoral Care endeavours to ensure that the exclusion fits the m isbehaviour 

committed, so that the pup i l  doesn't just get arbitrarily punished. 

This school does have occasional serious offences comm itted such as violent assaults 

against staff or other pupi ls but these are rare; the majority of m isbehaviour is l ow level. 

One 'exclusionable' offence regularly discussed by staff and pupils is that of swearing. If 

a teacher is verbally assaulted, a three day exclusion is standard. However as certain 

language becomes part of everyday parlance, muttered swear words are ignored rather 

than escalated by some teachers but not all. Some staff object to swearing in the 

classroom directed at them or not. Although the final word is with the Head of Pastoral 

Care, there is some confusion. 
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Furthermore, the confusion and decision-making process for these and other offences 

com m itted in school leads to a delay in the sanction being app lied. A home exclusion 

must be preceded by a l etter posted to the parents which further delays the 

im plementation of the exclus ion. The majority of pup i l s  attend regular ma instream 

school for up  to three days before thei r exclus ion commences. This is sometim es 

considerably longer if, for exam ple, the offence is an  incident that requ i res some 

i nvestigation or if the m isbehaviour is committed prior to a school hol iday. The ethos of 

the school is affected by this as there is negativity from the pupi l  who is waiting for their 

sanction . What's more, if the incident occurred in  a cl assroom situation, there is 

unsurpr is ingly some negativity on the part of the teacher and the rest of the class. Part 

of the protocol s  requ i red for the new incl us ion approach was to provide a 'hol ding bay' 

for pup i l s  pr ior to exclus ion, to resolve the potentia l confl icts. 

An additiona l  frustration for teaching staff i n  the run u p  to and du ring exclusion is the 

setting of work. I nevitably the work set is a pared down version of the class work - often 

l ess creative and stimu lating - and the teachers regularly voice their resentment and 

frustration at having to spend time devising and preparing additional work for the errant 

pupi l .  Both in  theory (opin ion voiced through questionna ire) and in practice (observed 

behaviour), staff a re frustrated by exclusion and management of pup i l s  who m isbehave 

in  school . 

7 .2 . 1 .4 Future Citizens 

The school is subject to the other external factors arising from the geographica l  and 

cultural variation. The l ocal ity (and i ndeed the county as a whole) has a l im ited l abour 
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market. Thi s  has a signifi cant effect on both teachers and pupi ls . The study on teacher 

efficacy in Cyprus (Georgiou et al, 2002) highl ights the ab i l ity and expectation of 

teachers to be ab le  to move schools and deve lop their ca reers, the l i ke of which is not at 

al l  possi b le in this a rea. Sprott (2004) touches on the fact that the school and c lassroom 

c l imate can be mou lded through attracting the best teachers to the best schools, b ut 

here, choices for movement between schools are l im ited . This factor is not necessari ly 

negative as exce l lent teachers can become permanent fixtures in  the school . S imi larly, 

the l i ke l i hood of fi nd ing a job i n  this area is sma l l  for school -leaving pupi ls, therefore 

there is not the d rive for atta inment of qua l ifications. Both for the high achievers and 

those with a l ess academic bent, a young person wi l l  most l i kely have to l eave the area 

to obta i n  long-term and fulfi l l i ng employment. This is even more l i kely for the non

Wels h  speaking pup i l s  as a l l  counci l  services, educational and many loca l businesses 

positively d iscrimi nate for Welsh speakers. 

This school i s  navigati ng the path through the a lternatives to exclusion and the best way 

for the school to mou ld  the mora l ly rounded citizens of the future with the best 

academ ic  atta i nment that pup i l  could  aspire to. Through re-establ ishment of positive 

relationsh i ps and bonds, the pup i l s  will atta i n  more th an grades but a sense of self 

efficacy and  identity that is health i ly  conta ined and nurtured by the school culture. 

7. 2 . 2  Pre l im ina ry Research 

As a part of my position in school, developing incl u sion pol icy and protocol, I carried out 

research in order to estab l i sh the most appropriate approach for the school .  As 

i dentified in l iterature review, perhaps the most important aspect about inclusion 
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deve lopment i n  school i s  to ensure that it is embedded in  the culture of the school 

( Levey and Cooper, 1997; Ebor et a l ,  2001) . 

To ensure that I developed the most appropriate service for this school, I visited several 

other schools with l ow excl usion rates and i nnovative incl usion pol icies in order to 

explore best practice as wel l as sourcing the relevant l iterature for theory and practice. 

I n  addit ion, and certa in ly i ntegral for the implementation of the service eventua l ly 

devised, I invited staff to complete a questionnaire designed to ascerta i n  existing 

a ttitudes to excl us ion and a lternative approaches. 

7 .2.2 . 1 Staff Voice 

Teach ing and non-teach ing staff were canvassed through a questionna ire for views on 

exclus ion and inc lus ion and how best to reduce behavi our that l eads to exclusion at the 

schoo l .  Although encouraged to engage with the process by the head tea cher, I had a 

completion rate of 51  per cent. Th is response rate is in itself i nteresting given the 

pola rised sp l i t  in attitude to my role and the pup i l s  that I work with. A response rate of 

th is size is considered average for an academic questionna ire of this kind (Baruch, 1999) 

and is  therefore acceptab le .  Moreover, it provided a genera l  spread of opi n ion rather 

than getting a l l  the responses from one position i .e. for OR against i nclusion. It wou ld  be 

interesting to know what position the remaining staff held .  

I started by asking staff to rate the problem of exclusion .  The school staff did not 

perceive exclusion from school as a problem for the school, judging the problem of 

magnitude 3 or 4 out of 10. S imi larly the staff underestimated the number of pupi ls 

who were excluded each year. The staff estimated 3.6 per cent of the school role was 
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excluded, not far over the national average of 2.6 per cent of a school population 

( Hayden et al, 2007) and considerably lower than the 7.5 per cent rate for Welsh 

secondary schools (Welsh Government, 2010) .  Yet the subject school's actual exclusion 

rate at the time (academic year 2006-2007) was 8.9 per cent. Staff's perception of the 

effectiveness of exclusion was assessed as a magnitude of 4 out of 10. 

Staff did not see exclusion as a large problem and significantly underestimated the 

actual numbers of pupils being excluded, they also recognised exclusion to be relatively 

ineffective. These findings go to support my assertion that there is a collective school 

attitude, cultural Character, which is highly influential. And possibly does not 

acknowledge the extent if its influence. 

Staff were invited to explore the options and make suggestions as to what they believed 

might be effective. This would enable me not only to begin to explore the school's 

cultural Character but also to incorporate directly staff's ideas into the service provision. 

By far the most popular choice when asked to grade ten options for preference was 

early intervention and preventative work. The next top three ideas with similar scores 

were more effective training and support for teachers, parental involvement and 

multi agency support. 

Staff overwhelmingly recognised that exclusion had a negative effect on the pupil 

excluded but stated that the effect on the teacher and the classroom was generally 

positive. Having said this, the staff did consider inclusion to be important. 

The following comment sums up the verbalised school culture about inclusion, at least in 

terms of corporate position: 
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• 1Because every student is worthwhile. Every student is someone's child, every 

student wants to be a success. How would you want your own child to be 

treated by his school? No one student is more or less important than another1 

Yet there was a clear confl ict within  the staff perception as to how or even whether this 

shou l d  be achieved:  

• 'I feel that pupils are often given too many options as to what measures can be 

taken. We as teachers are working with groups of 25-30 pupils at a time. We 

cannot reasonably be expected to adopt 6 or 7 different strategies in one lesson. 

We should be allowed to have Q.!)_g_Set of classroom rules that all pupils obey. 

Failure to obey should lead to removal and exclusion. We need to be allowed to 

teach the majority of the pupils who do follow the rules' [underlined in original] 

Other staff voiced their concerns about the l ack of comm unication and awareness of 

issues with specific chi ld ren within the school and  how this goes to reinforce the 

d isempowerment of an ind ividua l  teacher, for example: 

• 'Situations escalate before anything is done, teachers are not kept informed. 

Also inconsistency between teachers' reporting, some teachers leave discipline to 

the LSA, [it is] not their job' 

However, schools are hampered by the fear of the effect of label ling with in  a school .  

Perhaps the issues ra ised in  the previous comments regarding communication and 

s anctions imposed were the prob lem. 

• 'There is certainly a sigh of relief in morning briefing at times [when someone is 

excluded] - understandable, but not really desirable or constructive' 
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However, the benefit to the cl assroom of the absence of the troublemaker was short 

l ived, as  c lassrooms  tended to remain fractious, there was resentment around having to 

set extra work and  foreboding on behalf of the whole class as to the chi l d's return. Th is 

bel i ef was a lso uphe ld  in the attitudes of the pup i l s  in the i nterviews (see l ater) . 

I attempted to estab l ish the Character of the schoo l  from the comments made around 

how the staff felt  the issues shou ld  be tackled and the hurd l es that m ight be faced using 

the ideas asserted in Tatum's ( 1982) and Lawrence et al 's ( 1984) d iffering defin itions for 

d i s ruptive behaviour. They each set the focus of the approach for tackl ing behaviour on 

how the behaviour  was defined -be it an issue of the school context or the pupil, 

respectively. The  d ifferi ng positions he ld by staff i n  the school highl ight the cha l l enge of 

captur ing a n  organ isationa l  cultura l  Character. Some staff tended to ho ld the pupi l  

respons ib le and therefore look to b lame and pun ish the pup i l  as the solution: 

• 'Individuals must be responsible for their actions' 

• 'Pupil's attitudes to authority prevent inclusion' 

Others suggested that it i s  the context of the i nappropriate behaviour that needs to be 

focused on to become more inc lusive, some even ho ld ing the teachers responsible: 

• '[We] need strategies for teachers to help pupi/s1 

• 'Some teachers create an us and them feeling in school, some seem not even to 

like pupils1 

From these comments, it seems that the cu ltu ral Character of this school is com plex and 

l ayered with d ivergi ng positions around i ncl us ion and excl usion.  Us ing the terms 

defined by Berne (1973), the school is a l l owing and  encouraging changes to the Technics 
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(structures and policy) and Etiquette (dynamics and approaches), yet the Character 

remains  unchanged a�d unconsidered. 

The re was also a conflict between the 'corporate' position and that of the staff on the 

ground. Generally, I concluded that staff wanted to believe that things could be 

d ifferent (exclusion/ inclusion /culture) but were fearful of making change. There was a 

sense that, just as for the pupils in the interviews (see later), the teachers wanted to be 

seen to say or believe the right thing but i n  reality the school did not allow for this 

attitude. Thi s  t ied in with Berne's theory, that the i ndividual m ight genu inely hold 

certain beliefs and attitudes but these are superseded by the Character for the school. If 

Cha racter is 'what one wants to do' then for this school, the Character seems to want to 

change but is fearful of doing things d ifferently, it does not want to rock the boat, it 

wants someone else to fix the problem. It is certainly not wanting  to or knowing how to 

create space for change. 

7.2 .2 .2 Pupil Voice 

At the t ime of setting up the inclusion service, I also arranged to meet with pupils from 

the lower years in school to determine their thoughts about exclusion and children with 

challenging behaviour. l met with representatives from every form in years seven to 

eleven (every year except sixth form) and invited comment from the pupils with regard 

to what they felt was needed in the school. First l asked general questions about 

challenging behaviour in school and why some children behave in this way then more 

specifically what this school needed to work with those children. 
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I had been warned by staff that the pupi ls  were l i kely to be extremely punitive and 

reproachfu l  of pup i l s  d isp laying misbehaviour. I nteresti ngly, despite staff prediction, the 

cohorts that I met with did not have a punitive attitude  and recognised that pup i l s  

behave bad ly  for a n umber of reasons, most of wh ich needed supporting. 

The yea r  sevens  (age 11-12) seemed to have the most genera l  ideas, finding it hard to 

identify the reasons why a pupi l  might be excluded .  Fol lowing some discussion, the 

focus g roup  decided that tal ki ng about problems and feel ings would help but they 

shou ldn 't be forced to. 

The yea r  eights (age 12-13 ) said that pup i l s  m ight be victims of 'abuse', 'divorce', 

'gr ieving or u pset' or a re trying to 'get attention'. They said that the solution was 

rewards or 'golden time' and 'more pra ise as teachers don't have time' .  They d id 

identify that the school shou l d  'make the parents punish them'. Th is focus group came  

u p  with severa l  ideas to enhance the service with specific ideas for reward and  sanction 

as wel l  as meditation sess ions and a feel ings box. 

The year n ines (age 13-14) were s l ightly more strict, detai l i ng ru les and sanctions very 

qu i ckly, however, they too thought that time and space for 'reflecting on what they've 

done' and having teachers to l i sten was important. They a lso asserted that a l l  pup i l s  

shou ld  be 'trusted at the beginning'. 

These attitudes regarding excl us ion marry up with those of the staff. The pupi ls 

recognise that there needed to be an a lternative to exclusion b ut were unsure of what 

this should be. However the consensus was that it wou ld  involve communication. And 

most clear was the requ i rement of the need for 'space' to do this. I took this less to 

mean i n  terms of physica l accommodation  rather a metaphorica l space; an acceptance 
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of opportunity. This idea indicates that a lthough there m ight be staff to l i sten and 

opportun ities for  support, the  cu lture does not inc lude the existence of 'space' in  which 

to d o  this .  Al so identified was that the school seemed to start from a position of 

mistrust of the pupi ls .  

7.2 .3  School Cultu ra l  Character 

How these factors affect the school and the experience of pupils is highly subjective. As 

h ighl ighted i n  the methodology, subjective qua l itative approach is a lways at risk of 

skewing othe rwise rigorously obtai ned find ings. However, I bel ieve there is  

considerab le va lue  i n  explor ing culture th rough Character a nd assert that my experience 

and  perceptions of the school cultu re are va l id .  

In th is  section, I wi l l  in itial ly  look at my perceptions and observations of dai ly school l ife 

and  cu ltura l  qu i rks and norms. Then I wi l l  p resent a series of true case-study examples 

th rough which I can present my perceptions of cultural Character. 

7 . 2.3. 1 The Staffroom 

Li ke many staffrooms the country over, staffrooms are the school culture in microcosm . 

How the staff relates to each other in the staffroom is a good template for 

u nderstand ing the relationsh i ps in  the school as a who le  between a l l  within. Agai n  l i ke 

many staffrooms, there a re unwritten ru les of engagement but un l ike many schools, this 

staffroom does voice these ru les. 

I n  terms of staff segregation, there was clear demarcation for certain roles and 

i nd ividua l s .  Observation during staff briefing revealed a g reat deal about the anxiety 
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and conflict that exists. The LSAs sit separately and it is seen as entirely inappropriate 

for a teacher to sit amongst them;  new or temporary staff (cover or student/trainee) sit 

apart; sen i or teachin g  staff s it together; 'trendy' young creative teachers - English and 

Drama together; finally, there are those who always arrive late and stand near the door. 

These groupings were not necessarily about non-school commonality but seemed more 

about values and attitudes to the school, pupils and each other. 

The remaining staff circulate but understand the status quo in the staffroom. In my first 

couple of weeks I was told on three occasions that I was sitting in the wrong place. Once 

was near but not with the LSAs - 'was I supposed to be?' another was when I was sitting 

with other new staff and the third when I was asked whether I 'really needed a chair as 

[I} was rarely in the staffroom'. 

It was right back at this time that I began to think about belonging and fitting. Although 

I found it ironic that I (along with the pupils that I worked with) was being excluded, I did 

recognise the feelings that accompany the experience of not having a n iche or full 

a cceptance by the school. 

As I became more familiar with staff, I received the full gamut of attitudes towards my 

role. Although some wanted to challenge my role, some seemed to want to let me 

know how inclusive they were - I was often being told how much [a teacher] respected 

the LSAs and had very good working relationships with them (whether or not this was 

true ! ) .  For every comment like; 'Oh look} Is that where they're going to put the prison ?' 

when identifying the new cabins being built to house the Hafan (Safe Haven) inclusion 

unit there was another where a teacher came to ask for help from the inclusion support , 

staff to resolve a conflict with a pupil and furthermore ask for a report that could be 

included in a professional development portfolio. 
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Throughout the school ,  the spl it between for and against incl usion and the pupi l s  at risk 

of excl us ion is evident. But even those who wanted to support us and do what they 

cou l d  for the pup i l s  d id  so quietly. There was a definite fea r  of pub l icly supporting the 

school's efforts of inc lus ion .  

Despite not be ing provided with a platform to address a l l  the staff as to the approach, I 

repeated ly  i nvited staff to presentations a nd tra in ings that I ran for LSAs as requested in 

the school wide questionnaire that ind icated a desi re for tra i ning. Only two teach ing 

staff ever came to a trai ni ng session. 

I was a lso approached on several occasions to del iver tra in ing to the PGCE and NQT staff 

working i n  the school a s  they felt they had not been given adequate support i n  

interven i ng ear ly with cha l lenging behaviour. I offered what I cou ld i n  impromptu 

conversations and encouraged them to approach their supervisors to arrange forma l 

opportun ities for tra i n i ng. I a m  to ld this did happen yet I was not approached to fulfi l 

th i s  request. 

On a pub l i c  l evel, the school and the sen ior staff were ful ly committed to an alternative 

a pproach to excl usion and  i nclusion and I was given carte b lanche and significant 

respons ib i l ity. However, when offered a lternatives, the school was fearfu l of change. 

7.2.3.2 The Playground 

Aga in, this school fo l l ows many others. The pupi l s  groups themselves as Emos, Goths, 

Chavs, Hippies etc. and  this countercu lture crosses over and engulfs the fu l l  

socioeconomic range. There is a clear sense of belonging to peers that exists i n  this 

school .  Although this study does not explore exp l icitly the significance of peer i nfluence 

and  acceptance on  belonging, it is worth noting that with i n  the playground groupings, 
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pupils do tend to follow suit. There is occasional fracas between groups and attitudes 

and behaviours are explicit throughout a group however, there is not a sense that  

belonging or  not belonging to a certain group means a pupil i s  more or  less likely to 

misbehave. The influence of peers and peers acceptance on individuals is a vast area 

(Dish ion, 1995; Wentzel and Caldwell, 1997) but this research study is  specifically 

looking at the relationships and bond between the pupil and the school. 

7.2.3.3 My Perceptions of Character through Contextual Case-study 

To follow are a series of contextual incidents or transactions that I observed and 

recorded. I have included them as they give colour to the type of issues the school faces 

and how they are dealt with. Inevitably, my very presence in the room alters the 

dynam ic considerably but I hope the examples help to show the dynamic of the climate 

and explore some of the ideas around a classroom and school's cultural Character. 

i. J ames and Science 

I n  this example, the first of the two paragraphs is written as an observation of the 

lesson. It is observed and recorded in the 'here and now' . The second paragraph gives a 

brief background to the dynamics created in the classroom. I have given an overview of 

my observations of the on-going  relationships that exist for the pupil. Although the 

external influences constructing this role are highly presumptive they are there to 

support the observed transactions. 

The year eight (age 12/13) class must be silent in this science lesson. The female 

teacher talks purposely quietly to ensure that the classroom remains quiet. Several 

pupi ls but one in particular, James, finds this silence very difficult to exist in. Within the 

first five m inutes of the lesson when settling into his seat, he is boisterous and there is a 
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scuffle over a chair. J ames is seen to be catalyst of the conflict based on behaviour in 

previous lessons and is reprimanded loudly. After the 'tell ing off' James sits qu ietly. 

However, he becomes more and more agitated, silently in his head. After 20 minutes, I 

watch him begin to clench and unclench his hands and his face is flushing. There has 

been no further confrontation to cause this escalation of strong anxiety within him. As 

he sits staring at his page where he has written 'count and breathe', I go over and very 

quietly recognize with that he is becoming agitated and furthermore that I understand 

why, we discuss letting  the feeling wash over him, there is no threat to him and he can 

sit relaxed and calm .  The boy visibly relaxes his shoulders. The class is eventually given 

a task to do and they are allowed to pick up their pens. James immediately begins to 

doodle, finding it hard to regain the focus requi red for the written task. J ames does 

settle into the work but is easily distracted and seems uncomfortable in h is seat. After a 

short while the class is stopped for further instruction, silence is again expected and 

pens put down for this brief announcement. J ames does as required and returns to 

staring at h is 'self-help' words on his page, m uttering quietly. The teacher, standing at 

the rear of the classroom, then quite surprisingly asks him to look up at her whilst she is 

talking, he turns to her briefly and then back round . She repeats the request, using his 

name again, this time irritably. When I scan the room I see at least 10 pupils are also not 

facing her, but J ames is the boy she targets. On this occasion (probably because of my 

presence) J ames manages to keep his cool and remains so to the end of the lesson. 

J ames has a reputation of being challenging in this, and other classes. He has created a 

role identity in school of being 'hard' and goes to lengths to perpetuate this role by 

facing up to pupils and teachers. A further element to his identity is one eager to please, 

thoughtful and scared of conflict. J ames has entered a label l ing spiral . As discussed in  

the l iterature review, Becker ( 1963) discussed the two stages of labelling, fi rstly the 
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identification of difference to the norm and second the difficulty made for the individual 

to return to normality. This downward spiral is typified by James. Possibly due his home 

life (si ngle father with inconsistent mother figures some of whom resent James' 

presence )  played a part in the role he developed in school. Initially his desire to be 

perceived as 'rock hard' by his peers set h im apart from the rest of the group, then his 

difficulty in following instructions given by female adults gave James a reputation. 

James would require the female teacher to become authoritative before he would 

respond, an assertive request was not enough. This dynamic unfortunately perpetuates 

the experience he has with women. Then once identified as difficult, the teacher has to 

maintain an aggressive stance and is expecting and requiring confrontation from the 

outset. Throughout the school, J ames is met with similar confrontation that reinforces 

his experience, each t ime making the likel ihood of his being able to change the dynamic, 

smaller. 

I n  terms of a sense of belonging, this example highlights the pupil's positioning of 

himself as apart from the others and at odds with the teacher. He has a self-confessed 

desire to be recognised as different but this difference is perceived by others as bad 

rather than unique (a theme that arises in the interviews). He seems conscious of how 

the school is bonded to him and recognises that this is not the case for other pupils. 

This awareness is displayed as anxiety, rage and an inability to recognise what to do. I t  

i s  interestingly similar to the school cultural Character i s  also one of  wanting change but 

fear or inabil ity to risk making a change. The influence of the school cultural Character 

on this dimension is  that his role is fixed, history and previous experience of the pupil, 

the teacher and the rest of the class ensure that behaviour is not tackled in the here and 

now. 
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i i .  The Boys and Cl assroom Col lapse 

In this examp le, I wi l l  deta i l  a requested i ntervention to support a year n i ne (age 13/14) 

French l esson experiencing classroom col l apse. I arrived at the lesson fol lowing a n  

'u rgent' request with n o  previous knowledge of the group or why I had been invited to 

attend.  The class was a l ready seated and I was m et by the female teacher who thanks 

me for comi ng. She introduced me and expla ined to the class (and me) that I had been 

i nvited to the lesson as the class is fa i l ing as a group and she is worried. She goes on to 

expl a i n  that very l i tt le lea rning takes p lace, that the class is  continua l ly disrupted by a 

sma l l  group of boys and that she feel s  gui lty for the rest of the cl ass and bad about her 

teach i ng and discip l ine. This very honest and genu ine confession is met by most in a 

solemn and supportive manner, but a handful of three boys begin swearing and 

mocking. I thanked the teacher for her honesty and bravery and reiterated the sal ient 

points, I then asked the class what they thought. Genera l ly  the feedback was agreement 

and  recogn it ion that the class was fal l i ng apart. However, the boys became visib ly 

anxious a nd resentfu l of the impl ied responsibi l ity. I invited the boys to listen to the 

thoughts of the i r  peers. The boys continued to become hosti le towards the rest of the 

class. Rather than escalate the bad fee l i ng that existed, I invited the three boys to come 

out to d iscuss the situation away from the class. This wou ld not have been my ideal 

scenario as I prefer to address issues as close to the context as possib le but the negative 

feel ing in the room prevented this . Idea l ly, with notice I would have met with key 

i nd ividua l s  fi rst, a nd then reorganized the l ayout of the room for a whole group 

meeting. I nstead, I went with the three boys and we discussed the issues. What came 

up  very qu ickly was the fact that the boys fe lt that 'there was no point' anymore as they 

had ru ined their reputations over the previous years and now it was 'too l ate' . I asked 

them what sort of behaviour there was and whether there had been more recent 
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instances. I then asked what behaviour the rest of the class was rejecting. The boys 

were open about their behaviour, naming their experience of how past behaviour was 

preventing change in  the here and now. Following our conversation, we returned to the 

class and fed back; explaining how they would like to do thi ngs d ifferently but don't try 

due to known expectations of others. The rest of the class agreed to be aware of this 

expectatio n  and 'make room'  for change in  behaviour. The boys agreed to try to do 

things d ifferently. 

I learned later that this class is a token class; these pupils are not able to achieve GCSE 

level but were one of two groups who had been entered to complete a NVQ. However, 

due to financial limitations making it impossible to enter all the pupils, those most likely 

to pass were m oved to one group and the rest moved to this group. This group is no 

longer working toward any qual ification as well as being the weaker pupils in French. 

It is clear that, just as in the previous example with James, the expectations of 

behaviour, labelling, was perpetuating a dynamic in the classroom. Pupils who are 

labelled as different to the norm are treated as such and the cycle continues. There is 

then not (metaphorical) space for a change in dynamic and therefore behaviour. For 

both of these examples the not fitting with the norm, undermines the pupi l 's sense of 

belonging. 

One week later, the teacher sought me out to thank  me for the change in classroom 

dynamic. The group's next class had been very d ifferent. Although two of the boys 

were not present, the classroom dynamic was palpably different in the following lesson. 

I wondered whether this was inevitable due to the absence of two of the boys however I 

referred to the feedback from my prel iminary research into exclusion in the school. As 

detailed in the previous chapter, the classroom dynamic does not automatically change 

196 



with the absence of the challenging behaviour. Instead, withdrawal or absence can 

aggravate the issues, they exist in the classroom anyway. This effect is also found by 

Munn et al (2000) where on return to the classroom following exclusion or absence, 

rather than a change occurring, there is a renewed negative peer attitude to the pupils. 

So I was therefore very encouraged that the pupils and teacher both felt as though 

something had shifted in terms of the dynamic. There was more positivity and more 

optim i sm. Furthermore, pupils who had previously not spoken, had become more 

involved ind icating not just a palpable change for the pupils with previously challenging 

behaviour but a change for those pupils affected by it. 

I was subsequently informed that the class conti nued to be more positive, even 

following the return of the absent students. 

i i i . Anonymity of the Virtual World 

The following example is different to the two previous in that in a class with known 

'troublemakers', there appeared to be very little conflict. I attended this lesson as I 

wanted to observe a lesson with the least capacity for transaction. This year eight (age 

12/13) IT lesson was peaceful and unproblematic. One of the quietest lessons I have 

ever observed, all the pupils were engaged in the task on screen. The teaching style was 

'matter-of-fact' (one that perhaps i n  another subject might be considered uninspiring) 

however every pupi l  worked almost entirely silently for the full period. 

When asked later, this teacher has never had any discipline issues but contrarily the 

pup i l s  do not feel motivated by this class . At the time my initial thinking was that the 

computer screens ensured that every pupil effecti vely had one-to-one attention with a 

receptive tutor, each was having a virtual transaction constantly so did not require 
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i nteraction  e lsewhere . I considered the fami l ia rity of the screen as companion most 

even ings, th is  factor feeding into the virtua l personal transaction. However, my fee l ing 

now i s  that the computer p rovides a safe p lace away from transaction. There is no  

judgement, n o  expectation and no risk from this interaction, the pupi l  can tune  out  the 

rest of the c lass .  In add ition, as every pup i l  has a computer, there is equal ity and equity 

in the c lassroom, no one is identified as d ifferent, and everyone belongs. 

iv. 'Key Ski l l s' for Whom? 

Th is examp le  comes out of a 'Key Ski l ls' l esson, in  some schools ca l l ed PSHE {Personal ,  

Socia l ,  H ealth and Emotiona l ), other schools have additional l etters such a S for Sexual 

and M for Moral but the gist i s  the same. A catch al l  subject to ra ise and discuss some of 

the l ess measu rab le  'soft' ski l l s  requ i red for l ife. Most pup i ls ten d  to d isl ike this subject 

as the re is no clea r  purpose ( i n  terms of qua l ifi cation) and the subject matter can be 

uncomfortab le  to d iscuss. However, I bel ieve that this subject cou ld be both fascinating 

and very usefu l .  

This yea r  n ine  c lass (age 13/14) a re  thinking about relationsh ips with the i r  Key Ski l l s  

teacher (norma l l y  a Maths teacher). The topic is fami l ies; what's norma l?, what's the 

pu rpose of a fami ly? etc. This is a m ixed class (unstreamed ) and happens to have a wide 

range of d ifferent fam i ly and home l ives in it . The teacher has been having difficulties 

settl i ng i nto c lass in p revious l essons so the head of year  (HOY) had started the lesson 

with a 'te l l i ng off' and a new seating p lan, the class was then left to carry on. The room 

was expectedly qu iet fol lowing the HOY's i ntervention. The in it ial task was set to agree 

or d i sagree with statements regarding fam ily. Thi s  was done relatively quickly in si lence, 

however, the time given to comp lete the work was excessive. Most managed to sit in 

s i l ence unt i l  I asked the teacher what the pupi ls shou ld  do if they had fin ished, he said 
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wait q u ietly, by now nearly 8 minutes had past. Then the next task was given to discuss 

in groups and come up with a l ist of reasons why fam i ly was important. At least one boy 

had  had an  extreme ly  ha rd home l ife and fol lowing a d isturbed chi ldhood, he was now 

i n  care. He began to ta l k  about h is experience with h is smal l group q uite openly (and 

cou rageously)  giving exceptional and valuable i nsight into fami l ies for the group. As he 

became an imated in his story tel l i ng, the teacher asked him not to ta lk. This was 

unfortunate tim i ng as he was a ppreciating the opportun ity to discuss his attitudes and 

va l ues about  fami ly  that sti l l  viewed love and support as most important despite hating 

h i s  fam ily  and bel ieving they hated h im. Th is lesson deteriorated with only the 'good 

and norma l '  kids being a l lowed to answer questions to the class about fami l ies. Those 

who broke the norm withdrew through non-engagement and began to display 

cha l l enging behaviour. 

Of cou rse n ot a l l  pup i l s  a re prepared to be this open, but given that he was, this was an 

ideal opportunity to change this boy's role identity (of troublemaker) and offer him way 

to be heard with in  the structure of the lesson. This teacher could have i nvited the pupi l  

to normal ise his difference through acceptance from h is peers. This is the again arisi ng 

theme of desir ing un ique difference rather than bad difference. Attending to him in the 

here and now as wel l  as a l tering the dynam ic of the classroom as one of tolerance and 

a cceptance. The fear of such an  intervention, loss of teacher control and the potential 

repercussions if managed poorly meant that this opportunity was lost and the pupi ls  left 

the class just a disi l l u sioned about the 'key ski l l s' as they had previously. Furthermore, 

the pup i l  had  h is  role  of different reinforced negatively. 
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v .  Not in  Control but in Charge ! 

This art class is one of the few lessons where creativity and personality are championed; 

and this year nine class (age 13/14) class is no exception. The teacher openly states that 

he is not the last word in creativity and he welcomes all other ideas and approaches. 

This culminates in an extraordinarily permissive ethos to the classroom. The lesson is 

i ntroduced openly and  freely. In today's lesson on natural art, the teacher shows 

exa m ples of previous pupil's work. for each he tells a little story about the maker and 

what they're motivation  was. At one poi nt he chats about an episode of Grand Designs. 

The c lass (on the whole) is focused, still and thoughtful. As he encourages the class of 

31 to build and create their own projects from stones, wood and sand he notices 

someone eating. 'please don't eat in the classroom' he says without any malice, 

judgement or resentment. There is no  follow u p  about 'the rules in this school' or that 

'the  pupil had had plenty of time  at break to eat' rather the statement is neutral and in 

the here and now. The pupil stops eating and  begins his work. 

In the corner of this large studio, there a re two boys who are not on task. Interestingly, 

these boys have similar backgrounds in terms of home life; neglect, abuse and foster 

care. Art is a 'dangerous' subject as it invites emotional expression, however, the i r  

responses to art are very different. One refuses to engage and has not done any art 

since the start of term 6 weeks ago, i n  fact, his bag is still on his back and he appears to 

be emotionally numb, entirely disengaged from the lesson. The other boy's approach is 

starkly opposed. He is throwing things, attempting to disrupt others, destroying the art 

materials and generally being highly challenging. The teacher approaches both of these 

boys but talks to them quite differently. This teacher has also experienced hardship in 

his life and has always been open about that. There is something in the way that he 
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attem pts to engage the boys, that is accepting and assu red. The quiet boy is wel come to 

take part under  any guise; he is not pushed to comp lete the task but is i nvited to be 

engaged in  the process. The louder boy i s  publ ica l ly angry with the teacher's invitation. 

The teacher tel l s  him he doesn't l i ke the behaviour  and asks h im not to disrupt others. 

What is i nteresting for the class to observe as wel l  as these two boys is that a lthough 

u nsuccessfu l ,  neither transaction 'bothers' the teacher, he conti nues to move around 

the room e ngaging the pupi ls in thei r work. The whole class remains to the end a 

positive, rel axed (and very noisy) class. 

After the c lass, I ask the teacher about h is experience of the lesson. He says that art is 

p l ay, and  some ch i l d ren  have l ost that a bi l ity to play or fi nd play too emotiona l ly risky. 

He  asked me  if the re was someth i ng more he can do  for these boys. I praise h is 

cons istency and h i s  noticeab le  purpose to rema in  i n  the here a nd now and tel l  h im that 

with ch i ldre n  with this sort of experience we need l uck and tim ing. If we can be there at 

the right tim e  and  say the right thing for that situation and the ch i ld is ready then things 

m ay change for them. 

Th i s  examp l e  h igh l ights that schools a re not entirely fixed i n  terms of Character, that it is 

poss ib le to create physical and metaphorical spaces for acceptance, d ifference and 

change. Even if there i s  a pocket of good practice, where the cultural Character is not 

being reinfo rced, it is sti l l  within a system a l ready establ ished. It is a p lace resist ing the 

cu ltu re rathe r  tha n  without the cu lture. It i s  in response to the culture, a dynamic i n  

itse lf. 
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7.3 Interviews with Pupils 

As explored in the literature review, perception is a challenging thing to measure or 

gather information on. When academics talk about awareness, they often make 

reference to a gency (Coleman, 2011), autonomy (Ryan, 1995) or self-efficacy 

(Zim merman and Cleary, 2006) . When a practitioner d iscusses awareness, the emphasis 

is on the relationship and how it is manifest. There is more subtlety, nuance a nd 

subjectivi ty, considerably more difficult to measure and d iscuss empirically, yet no less 

valid. The validity is particularly relevant to this research as it is not only is a marriage of 

practice and theory, but also hopes to atta in  a greater understanding of exactly that, the 

subjectivity, the perception of the relationship. This i nformation will be gleaned from 

the interviews. Although conducted by another practitioner, I have the transcripts of 

the interview. In addition, I asked the interviewer to write a short piece regardi ng her 

thoughts and perceptions of the i nterviews and any sense of belonging or school culture 

that may have been evident but that did not arise specifically in the interview. I believe 

thi s  is an  i ncredibly important aspect of understanding awareness and perception, as so 

much of our i dentity is constructed through the interna l  conversations (Archer, 2003) 

and the non-verbal communication. Of course an obvious lim itation of analysing the 

interviewer's thought s and feelings is that the information will be second hand, already 

filtered through the bias of the third party's subjective attitudes. However, my 

professional and personal confidence in this individual's skills and ability to 'bracket' 

(Joyce and Sills, 2001) her attitudes as well as the consistency i n  her interviewing 

ensures that  this is the most ethical way to ascertain the greatest amount of in-depth 

information regard ing a pupil's sense of awareness. Furthermore, I feel that given the 

nature of this research study, I am interested to hear the perceptions of the interviewer 
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whether  'bracketed' o r  not. The i nterviews wi l l  enable my making informed judgements 

as to the pupi l ' s  sense of awareness of the rel ationships around him. 

So d i rectly fol l owing the themes arising from the interviews, I wi l l  present the themes 

that a rose from the i nterviewer's  perceptions of the i nterviews. 

I wou ld  l i ke to reiterate at this point that the thi rd person mascul ine is used throughout 

the discuss ion and analysi s of the interviews. Th i s  i s  purely for ease of reading and does 

not i nd icate the gender of either the interviewee or those being d iscussed. But it needs 

to be h igh l ighted that both young men and women were interviewed. 

7 .3 . 1 Themes Aris ing 

l have a rranged the themes that a rose i n  the interviews i nto two a reas that reiterate the 

two strands of thi s  thesis; the child and the school culture. This  is the structure - agency 

a rgument that resonates throughout this socio logical topic. The focus of the thesis and 

schedu le  for the i nterviews was openly explai ned to a l l  participants. Vignettes were 

used that invited exp loration of a range of aspects. 

The i nterviews were not sp l it i nto exp lor ing the chi ld  and the school separately rather 

the interview was free and ranging, and a l l  com ments were invited; 'no wrong answers', 

the ideas fl owed between a l l  the a ris ing themes. 
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7.3 . 1. 1 The Ch i l d  

7.3. 1 . 1. 1  Recognit ion of  Difference 

The most strik ing theme to a rise from the i nterviews and it came up i n  some form from 

every pup i l  spoken with, was the recognition of d ifference. In essence, pupi ls desi re to 

be seen as specia l ,  u nique and d ifferent yet this had to be achieved by being 'true to 

oneself'. 

• 'I think if you're just yourself you can belong anywhere' 

• 'Some kids act like others but they shouldn't coz everyone is different and that's 

ok too. If they happen to act the same then that's chance' 

However, there was an i nherent danger that this difference may be bad and cou ld  cause 

p rob lems for the ind iv idua l .  

• 'If you're seen as different as in 'not good' then you feel, 'Oh I don't want to be 

like this' but if you1re seen as different and unique which I'd like it to be thought 

of as unique as a personal character then [} I think that they would like it. .. 'l'm 

different to everybody else and people like me for it'' 

Thi s  pup i l  a rticu lates the cha l lenge of the balance between being yourself and what 

others want you to be. When asked what thi s  m ight look l ike, it was expla ined as having 

one's own ideas, a good imagination, being creative, being confident to d ress d ifferently, 

being bubb ly and bright. All of these a re qua l ities a re associated with a confident, happy 

and  competent young person.  But furthermore, they are associated with a young 

person who has been a l lowed the space and time  requ ired to develop agency and self

awareness; to estab l i sh a hea lthy sense of self. 
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The cha l l enge of being a ble to create this unique self appropriately and without 

develop ing a negative identity was a l l uded to by most of the pupi ls .  The fol l owi ng 

quotes articu l ate the confusion of estab l i shing a school identity and the 'right' way of 

being accepted. 

• ' .. . if you are popular then you like popular people, you try and like hang out with 

them because they're popular, I mean everyone wants to be popular, sort of, / 

mean some people don't want to be popular, I mean, I don't want to be, I don't 

really want to be popular, I want to be known, I want people to be like 'Oh yeah, 

her, she's a good person' . . .  and like talk to me and stuff and things like that but 

there are lots of popular people' 

• 'It's a secondary school, not everyone will fit in with what people say is the 

normal, even though everybody is normal' 

Belonging is a bout being fun and working hard ma intaining the balance; 'someone who 

doesn 't try to make friends or try to have fun'. 

One i nterviewee d iscussed the difficu lty and resentment when regu larly mistaken for 

another 'l ess normal '  pup i l .  This other pup i l  i n  the same class had the same name and 

had a specia l  educationa l  need and a l so had a skin condition. The pupi l  used to strongly 

resent being confused for his namesake and asserted that the other pupi l  used to get 'an 

u nfai r  advantage because he's disabled'. 

The recogn it ion that pup i l s  were treated differently was explored in  a l l  the i nterviews. 

And, th is d ifference a rose from a sense of not belonging. It varied as  to whether this 

was bias in favou r  or against the pupi l .  One i nterviewee acknowledged that a pupi l  who 

behaved badly proba bly did notice that he was treated d ifferently 'but maybe he just 
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doesn't care' and 'he might quite like it'. 'Maybe they want to be treated differently so 

that people recognise him out of a class'. 

There was a lso recogn ition that a pupi l  'might notice and realise that he1s treated 

unfairly and isn 't liked by others and although he  might wont to, he cannot change his 

reputation '. Another pupi l identified that some pupi ls who did not belong d idn't just 

behave d ifferently but a l so looked different. 

• 'He's got a bit of a weird face but he  not like weird as in weird like he's not 

pretty. He looks a bit funny, so you would sort of accuse him of something 1 

Al l  the interviewees explored the idea of belongi ng and fitti ng in at school . The general 

consensus seemed to be about attitude. Th is attitude was described as 'what they think 

and what others think about them', this fitted wel l  with the defin ition of belonging I had 

defi ned. To reinforce the agency - structure paradigm, some of the interviewees went 

fu rther to say that a sense of belonging was the responsibi l ity of the pupi l  'if they don't 

bother to try to make friends then it's their fault' or 'it makes me feel sorry for him and 

also frustrated, we make an effort and he pulls away'. 

The i nterviewees acknowledged that certain pupi l s  think school is a 'waste of time' and 

'think there's something wrong with the school rather than themselves'. These pup i l s  

don't rea l ise that 'at some point you're supposed to settle down ' and if you don't 'you'll 

be a dustman'. Another described the l ack of resi l i ence of some pupi ls .  If things happen 

you 'shouldn 't take it with you', 'some kids hold a grudge'. This pupi l said that it was the 

'kids' responsib i l ity to leave it [the issues] in the room' .  

Thi s  condemning attitude was at odds with other comments a bout their desi re to help 

the i r  peers to belong. Every pup i l  i nterviewed described a pup i l  who was either not 
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l iked by others, d idn't fit in ,  behaved very badly etc. but made it very clear that they 

themselves make an effort with them or found them to be OK or even were able to 

intervene i n  challenging behaviour. One even went so far as to say they felt 'happy' 

when they saw another pupil being  rewarded or given special treatment. This 

h i ghlighted for me the salience of the paradox between general attitudes and the actual 

experience of the transactions that they m ight have. 

This section explored the pup ils' attitudes to belongi ng from the point of view of the 

ch ild. The defining featu res of this section are the recognition of the difference between 

pupils. Furthermore, it is the establishment of a healthy sense of self that enables some 

pupils to belong and others not. There was a defi nite sense that belonging is about 

being OK with yourself and having a strong sense of self. There was also the 

acknowledgement that this is difficult to change; a factor identified in labelling theory. 

This leads on, therefore, to the influence of the school. 

7.3.1. 2 The School Culture 

7.3.1. 2. 1 Space 

Another arising theme is the idea of the envi ronment, the physical surroundings. 

Several of the interviewees identified that knowing  the school envi ronment was 

important. One interviewee equated a strong sense of belonging with the ability to 

orient oneself in the school, with a pupil being identified as strongly belonging to school 

as having 'orientation sorted in a week' . . . he had made a big 'effort to remember the 

school'. There was recognition by several interviewees that feeling 'safe' and 'free' i n  

the su rroundings was key. Others described the best classroom climates as 'happy and 

207 



home-ish', 'warm' and 'big but not too big'. The words used literally imply a familiarity 

with the su rroundings parti cularly i n  the case of 'home-ish'. 

In terms of specific places to go, most stated that they struggled to find somewhere to 

be at breaks, with rules a round where they cou ld 'hang out' and for how long. Two 

pupils expressed annoyance about not having a base and having to carry everything all 

day. 

Both these points imply that the pupil needs to truly know where he is and understand 

the structures that he exists i n  but then to be able to have choice and freedom within 

them. This is the i nstrumental side of an equally salient metaphorical aspect of the 

same key issue; freedom to develop agency and a sense of self within u nderstandable 

and acceptable structure. This is a key argument i n  the following chapter and conclusion 

around what a school can do to strengthen belonging through cultural Character. 

7.3. 1 .2.2 Teachers 

Although not specifically probed as the reason for belongi ng or not and behaviour or 

not, teachers were discussed at length by all the interviewees. The interviewer explored 

the d iffering accounts of 'good' and 'bad' teachers through supplementary questioning. 

• '[teacher J is really nice I mean I'm not saying he's like bad, I'm just saying he's 

just not trying to teach us all that we can achieve really '. 

The general consensus amongst the interviews was that there was a desire for 

consistency and structure but this was termed differently. One pupil felt discipline 

should be expected at all t imes, another described a desire for the class to feel safe, 
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another thought all teachers should be 'strict' and that 'nice teachers mean people get 

away with it'. 

The other consensus was about how the teachers made them feel. 'A bad teacher 

makes us feel like we're dumb'. In addition, this feeling not only affected them but also 

resonated throughout the class. 

• 'I think, umm they should be strict but they should be nice as well, but I want 

tha t  person to like make you feel like really confident in that class, and make you 

feel like you're not the only one in that class, that loads of people around you are 

like really confident as well. ' 

There was a sense that teachers ought to make time to see pupils as people and 

encourage their development of agency and self-awareness. 

• 'I think that's really nice to like show interest like in a pupil rather than just 

showing interest in just teaching them' 

This  reinforces the findings in the earlier section where a healthy sense of self and 

identity m ade for a stronger sense of belonging. And those teachers successful in doing 

this made the learning experience significantly better. 

• 'I remember in year seven, because umm, we'd had a lesson and we just asked 

the question and he'd answer and I learned loads more in that than I did in like 

three lessons of him saying right 'just do this' because he was giving us the 

freedom to have our queries about it  so that we would know' 

These attitudes resonate with the previous theme of environment; the pupil desiring a 

clarity and understanding of the surroundings (rules and structure) but with freedom 
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with in . This  poses a cha l lenging ba lance for teachers; to offer structure and consistency 

but a l so a l l owing for the space of self-d iscovery. I suppose that it is fear of what might 

emerge in these spaces that stops a teacher from creating them, as it i s  presumably 

these spaces that pupi ls with chal l enging behaviour, seek to fil l .  

Most o f  the i nterviewees identified teachers tu rning against the whole class when the 

behaviour of one is cha l leng ing. Several even articu lated the ' tension' and heightened 

'sensitivity' teachers have and described the seem ing anxiety a teacher has of being 

beh ind in the syl l abus. One i nterviewee even equated teaching a class to tra ining dogs. 

Stati ng that they should be assertive not aggress ive and 'they shouldn't shout but 

change their voice and tone' then you real ise they are angry. 

Havi ng in the previous section identified the need for the pupi ls to have a strong sense 

of self to have a strong sense of belonging; th is  was a lso identified for teachers. Severa l  

i dentified specific teachers describ ing them as open ; one stating 'he's proud of himself 

and happy with himself'. 

The interviewees also attended to the teachers most l ikely ab le to resolve problems and 

issues. Th is exp lored the perception of a teacher's abi l ity to have time and space to 

hel p .  There was a sense that a lthough teachers say come and ta lk to them, they don't 

have the ti me, i ncl i nation or power to do what is needed 

• ' . . .  it's not gonna get done if it's just a teacher, because teachers got a lot of 

things to do, but like my form teacher, my form teacher would say 'Oh go and 

talk to {head of year] or go and talk to [school counsellor] about it. Because he's 

that kind of person, who 's got a Jot on his case and he's like 'come talk to me, 
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come talk to me', so we1d go and talk but he'd probably say 10h I wouldn't be 

able to sort that problem out, you'll have to go to [head of year)' 

7 .3.1.2.3 Exclusion 

The attitude towards exclusion was very similar to that found in the preliminary 

research staff questionnaire. Ultimately the pupils interviewed recognised that 

exclusion was not good for the individual but good for those in the class who wanted to 

work, and the others don't care either way. One i nterviewee described how the class as 

a whole suffered as there was an unpredictable absence. They equated having someone 

i ntermittently m issing as just as disruptive as having the pupil there with his disruptive 

behaviour. This married up with the suggestions made in the second situational case

study ( i i )  - The Boys and Classroom Collapse (p192) - where it was the atmosphere or 

character of the classroom that needed to change rather than specific pupil presences or 

absences. 

Earlier, an interviewee described the class as training dogs, another pupil used a 

sim ilarly powerful metaphor to help explain the ineffective use of repeated exclusion; 'If 

you only shout at  a baby, they get used to it!' 

When asked for alternative approaches, the consensus was clear. People should be 

talked to about problems. However, how this was arranged or implemented was more 

fuzzy as several interviewees identified the unwillingness of pupils to talk. Some went 

so far as to say it was the pupil's fault if they d idn't get help. It is important to 

remember here that all those pupils interviewed would consider themselves as 

'belonging' and were confident i n  their attitudes and ability to comm unicate. They had 

a strong sense of self and were able to suggest who they could approach if they needed 
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su pport. There was a pa l pab le sense of vi l ification towards those who d idn't or cou ldn't 

seek he lp .  The annoyance ind icated by the pupi ls  at others' perceived need struck me 

as emanating from an  i rrational fear or ignorance of another's weakness. This is s im i lar 

to the find ings of Menzies (1960) who found the nurses rejected the vul nerab i l ities in  

others to control against the fea r  of vulnerab i l ity in them. 

7. 3 .2  Summa ry of F indings 

The themes a ris ing from the issues have a common thread and that is a round an 

i nd ividua l 's ab i l ity to develop a hea lthy sense of self, for example a sense of agency, self

awareness and  self-efficacy and deal with situations i n  the here and now. 

The pupi ls '  ab i l ity to identify those who do not belong, and furthermore why they do not 

be long was powerful .  The re was a recognition that those pupi ls  who know and l i ke who 

they are, be long. There was a l so the recognition that some pupi l s  strive to be seen and 

this can mean a bad d ifference rather than a un ique d ifference. 

The desi re in both environment and teachers to have clear (and enforced) structure yet 

with the freedom to be a utonomous within that is  very interesting. This attitude 

resonates with the i dea of the bond to conformity (H irschi 1969) .  If there is a bond, it 

wi l l  contro l us, we know the rules and we chose to move withi n  them. If there is a weak  

o r  non-existent bond, we cannot be  contro l led by the conform ing structure. For the 

pup i l  to fee l  ab le to be free withi n  the structure, they must first bond to the structure. 

Also significant was the sense that teachers have i ssues too, that they are tense or over

sensitive and need a strong sense of self too. 
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The fina l  theme regardi ng exclusion resonated with feedback from the staff 

questi onna i re .  The pupi l s  and staff indicated that those who behave badly represent 

someth ing  to be fea red and shunned. They signify the abject, those who can't be 

hel ped. When attempts are made to support, if unsuccessfu l then it is the fault of the 

ch i l d .  H owever, inevitab ly, if one approaches a s ituation i n  this way (even 

s ubconscious ly) this is evident i n  the transaction. 

7 .3 .3 I nterviewer' s  Perceptions 

My col l eague is an  experienced researcher and i nterviewer. She has worked with a 

range of d ifferent groups i ncl ud ing margina l ised and vulnerable groups. I was confident 

that she  wou l d  be ab le to put the pupi ls  being i nterviewed at ease and prompt 

conversation  that wou l d  expl ore the issues of be longing to school .  The relaxed 

responses of the i nterviewees confirm this. 

I fel t, however, that I woul d  l ike to exp lore some  of her thoughts fol l owing the 

i nterviews. To ascerta in  wh ich topics, a reas or  issues were most significant as perceived 

by her  in the i nterview rather than purely what was said verbatim. Of course, this h ighly 

s ubjective op in ion m ight in fact skew the attitudes that were presented but I fee l  that 

the i nterviewer's perception of what was important is key to understanding this area. 

was carefu l to ensure that I ana lysed the officia l ly obta ined information prior to 

exp lo ring the com ments made by the i nterviewer after the i nterviews so as not to bias 

my find i ngs. 

To fol l ow are the three themes that struck the interviewer as significant, directly 

fo l l owing the interview process. They seem to echo the fi ndings of the interviews 

themselves. 
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1. Teachers Focus on Academia not Support 

The interviewer felt that there was an assumption that teachers automatically like 

academic  attainment. This attitude rose out of one of the vignettes that invited 

consideration of two pupils. 

In brief, Jack was popular with kids and pupils but low achieving and J im was high 

achieving but disli ked by both pupils and teachers. Th is vignette prompted considerable 

discussion with a confusion around the fact that teachers would always like a high 

achiever, however he behaved. 

Th is  attitude persisted when talki ng about 'good' and 'bad' teachers ,  with the 

interviewer noticing the conveyance and perception of tension and stress around 

achievement and performance. 

Her other strong sense was around the lack of space for listen ing and hearing on the 

part of the teachers. Furthermore, the interviewer was surprised to hear that the 

Inclusion Unit ( IU )  was perceived by the interviewees as a punishment, that there was 

no support rather just an expectation to work in silence. However she did comment 

that this was the attitude of very confident and self-assured pupils with no direct 

experience or knowledge of the IU . She speculated as to how many pupils come out of 

IU telling others how they addressed their problems. 

These were interesting points to consider alongside the previous i nterview findings as 

they flag up the need for space to address issues but also the lack of awareness that this 

space might already be available. 
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2. Environment 

The second theme aris ing di rectly ties in with that of the previous section. What came 

across to the interviewer very strongly were the importance of the environment (colour, 

li ght etc.) and the ability of the teacher to make the class feel like home. Furthermore 

she identified the comments around freedom within the class and school as a very 

powerful theme. 

3. Stage of Pupils 

This  final theme was identified and named both in terms of the interviewer's 

perceptions of attitudes of the pupils in the interviews but also as a ubiquitous theme 

for pupils in the school. The interviewer was very impressed with the competence and 

awareness of all the pupils interviewed and their ability to clarify their beliefs and 

attitudes. She described the strong sense of self that came across in the interviewees 

and this was evident in the non-verbal communication. The interviewer was able to 

distinguish the differing positions on the continuum of self-acceptance and school sense 

of belonging with one pupil in particular being able to describe eloquently and candidly 

experience nearer the boundaries of acceptable behaviour in school. 

In terms of school, the interviewer emphasized the theme of how pupils believe they are 

perceived by others. H ighl ighting as significant, the sense of popularity amongst peers 

but also d rawing attention to the empathy that pupils feel for each other. The 

interviewer perceived a sense that there was a difference in the way some pupils 

communicate, that there was an 'interpersonal breakdown', a 'blockage' which meant 

that some pupils could not exist comfortably within the school. This final element ties 

back up with the former, being about space to communicate. 
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7.4 Ana lys i s  Summary 

I n  this chapter, I have exp lored how the school cu ltural Character affects a pupi l 's sense 

of bel ong ing .  I took fi rst the ethnograph ic  observations made about the school 
I 

h igh l ighting the specific featu res of this school that go to create the school's unique 

cu l tu re . These a re the infl uencing factors such as  l anguage and commun ity culture as 

wel l as the pol i cies and practi ces that feature i n  the school .  I bel ieve th is fi rst section 

h igh l i ghted the comp lex, wide-ranging and potentia l l y  contradictory factors that 

cha l lenge the school  and those who work and learn there. I then  went on to d iscuss the 

fi nd i ngs  fro m  an ear ly piece of prel im inary research exp lori ng staff attitudes to 

behaviou r  and  excl us ion i n school . With my conclusion from this section reinforcing the 

contrad ictory position of wanting to offer support to pupi l s  who don't belong but bei ng 

unabl e, i l l-equipped o r  disi ncl i ned to fol l ow through .  

Through contextua l examp les, I explored some of the dynamics of cl assrooms. These 

threw u p  recogn ition of the d ifference between those who belong and those who don't. 

Furthe rmo re it under l i ned the recognition of the difference by the pupi ls themselves 

and  the rei nforcement of this position by some in the school .  

The fi n a l  summary of ana lysis comes from the i nterviews and the comments from the 

i nterv iewer. Aga i n  the experience of d ifference between pupi l s  as treated by the school 

a nd  pe rceived by the pup i l s  was evident. Pup i l s  desire to be recognised, to be seen. 

Those who a re seen, are then 'happy' to accept themselves with i n  a greater body, those 

who a re n ot seen strive to be so, to the i r  detriment, never find ing their p lace within the 

system.  The pup i l  is he ld responsible for not bei ng 'no rma l' or 'better', or for not 

a ccepti ng he lp. The school is he ld  responsi b le  for perpetuating the position by not 

provid i ng the space to address issues effectively. Rather they are removed as they 
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represent the weakness and vulnerability of individuals and the school itself. This final 

point made me question the validity of many diagnoses of need and disorder as the 

teacher excuses his own failings as a fault in the child. 
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Chapter 8: Strengthening Belonging and School Cultura l Character 

The previous two chapters have explored the developing thesis that school cultural 

Character has  an effect on a pupil's sense of belonging and subsequent behaviour in 

school. In thi s  third analysis chapter, I will explore the third and final research question. 

Th i s  question  cons iders what the school can do to strengthen a pupil's sense of 

belonging. The previous chapter indicated that certain dimensions of Character are 

significant  when thinking about belonging based on my and a selection of pupils 

perceptions. For example, one of the themes arising as most significant regarding a 

sense of belonging is around difference. This supports the findings in the first analysis 

chapter that fou n d  the pupil's perception of the school's bond to him and to others as 

li n ked to belonging and behaviour. 

Throughout this thesis, I have identified the challenge in bringing together two fields of 

theory; criminological and psychotherapeutic. I also recognized the challenges of an 

integrated methodology where I collate quantitative and qualitative approaches and 

findings in a valid and convincing way. In the previous chapter, I focused on cultural 

Character through ethnographic observation and perception but highlighted the 

difficulty in captu ring such a quality. In this chapter, I will explore the issues of school 

culture through existing and accepted measures. The use of school climate measures to 

q uantitatively analyse data collected from pupils will allow me to strengthen conclusions 

relating to school climate, belonging and behaviour made in the previous chapters. 

These will also begin to offer p ractical solutions as to strengthening cultural Character i n  

terms of  areas to focus on. The second part of  this chapter will focus on approaches 

implemented in this school to address misbehaviour, exclusion and inclusion. In this 

section, I will present the policy and practice I developed for this school and will also 
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i ncl ude statistica l  i nformation  as  to the effect of the I n clus ion Unit ( I U )  on  inc lus ion and 

excl usi on .  I wi l l  l eave the recommendations regard ing how this thesis can be used to 

support schoo l  cu ltural Character change and strengthen ing sense of belonging to the 

fin a l  chapter, the concl us ion .  

8. 1 Schoo l  Cultural Character through School Cl imate Measures 

As recogn ised above, taking a measure of school cu ltural Character is difficult but 

exp lor ing the Techn ics ( ru l es, po l icy and structure) and the Etiquette (approaches, 

practice and del ivery) is more straightforward. As Berne's i s  a more therapeutic model 

rather  tha n  a socio log ica l  model, the construct of even these elements are not 

specifica l ly a rt icu lated . However, as considerab le  investigation has been made i nto the 

defi n i ng of school c l imate, (see l iterature review) to ensure i nvestigative rigor I wil l use 

accepted school  cl imate measures in order to quantitatively explore th is  concept. 

Question s  were selected from the questionnaire to give an overview of the pupi ls' 

exper ience of school cl imate. Coming out of the l iterature on school cl imate by Reinke 

a nd  H erm a n  (2002) but a l so i n corporating the ideas from Welsh (2001), Sprott (2002) 

a n d  others the questions selected were i ntended to represent communication patterns; 

norms  a bout  appropriateness; ro le relationships; patterns of i nfluence and 

a cco m modation;  and reward and sanction (Re inke and Herman 2002:522) and these are 

the head ings chosen for the d iscussion of cl imate. 

Under each school cl imate h eading, I wi l l  examine the d i stribution of responses made by 

the year group  as a whole and  then of those who have self-reported three or more 

categories of m isbehaviour (n=35) .  I n  the fol l owing discussion, this g roup wi l l  be termed 
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'm isbehaviour  group' .  The emphasis is to look at the group data from d ifferent 

perspectives. The yea r  group data set is  made u p  of pup i l s  who behave and those who 

m isbehave so give an overview of the school cultu re .  The misbehaviour group over laps 

i n  terms of data but gives the specific perspective of pupi l s  with a certa in  attitude and 

sense of be longing. 

For ease of visual com parison between the two groups (year group and misbehaviour 

g roup )  I have presented these fi nd ings in  p ie cha rts. I n  labe l l ing these, I h ave 

i nterpreted d isagreement with the statement as  the opposite of agreement rather than  

l a be l l i ng agree or disagree. For  example, for the  fi rst statement, Teachers don't have 

time to talk has a pol a r  position of Teachers DO have time to talk. The reason for my 

mak ing this i nterpretive concl us ion i s  for ease of  comparison of the two positions. I do 

a cknowledge that the d isagreement with the statement may be l ess defin ite. I n  the 

cases where there i s  a potentia l ly a lternative response, I wi l l  d iscuss this specifica l ly. 

I t  i s  to be expected that these findings wi l l  be d ifferent, with the m isbehaviour pupi l s  

having a skewed attitude to the school's cl imate, d ifferent to that of the yea r  group as a 

whole .  As concl uded in  the previous chapter, I can assert that these pup i l s  with the 

most m isbehaviour  a re a lso those l east l ikely to 'not belong' to school .  Therefore, in 

each case (question  o r  statement) I wi l l  explore the impl ications of the attitudes to the 

schoo l  cu ltura l  Character (school c l imate measures) amongst those who have, to use the 

term inology of this thesis, the weakest sense of belonging. 
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8. 1. 1 Com m u nication Patterns 

8. 1 . 1 . 1  'Teachers don't have t im to ta lk' 

Three questions were sel ected to refer to communicati on patterns in school and also 

incorporate an el ement of 'pupi l  voice'. The fi rst question was 'teachers don't have t ime 

to talk ' .  

■ fr.1c:hM'l. dO' t h.:a,..<.' 

t 11llL lO tJ,i( 

■ ll·,tdh.T O hr1"'c 

c1111�1 to l11lk 

Year Group (n=189) 

■ Teachers don't 

hdve timl' to talk 

■ Teachers DO have 

t 11ne to talk 

llnrlN irl<'d 

Misbehaviour Group ( n=35) 

Fig 8. 1 Com parison of Year Group and Mi sbehaviour Group - 'Teachers don't have time 

to talk' 

I n  the ma in, the year group consensus was that teachers were avai l able to ta l k .  For the 

35 pupi ls who reported com mitting three or more m i sbehaviours in school, the 

mi sbehaviour group, there was a marked shif to the negative position - an a lmost 

reversed finding to that of the year group as a whole. Th i s  ind icates that trends 

highlighted by the year group as a whole for communication, are not wholly reflected by 

the atti tudes of those pupi l s  who comm it three or more offences. It seems some pupi ls 

i n  the m isbehaviour group experience the school as not fu lfi l l i ng the com m un ication 

patterns desi red for a school with a good c l imate. 
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8. 1 . 1 . 2  'Teachers just want you to be qu iee 

Tt!JthPr., (l(') p 1 · l 

.. -... 11H V ti to be 

(pJte l 

TcJchc1, ON' I 
fu"it \vtlnt you t o  

bf' QU ll'l 

Undl'<.idet! 

Yea r  Group (n=189) 

■ TeJd1l''> DO IY',\ 

NJ11l \IOU 10 I"':,: 

quiet 

■ lc.1clwr� DON T 

1u'.i l want you to 

be (�u1t1t 

Und�c,dcd 

M isbehaviour Group (n=35) 

F ig 8.2 Comparison of Year Group and Misbehaviour Group - 'Teachers just want you to 

be quiet' 

The imp l i cation of these fi nd ings is that pup i l s  who 'don 't belong' have a sense of not 

being able to express themselves; that thei r voi ces are not heard . This rei nforces the 

l iterature regarding the im portance of pupi l  voice in  school c l imate, but h ighl ights that 

poss ible changes to the climate in  the area of com munication attend only to those who 

perceive it as  such, not necessari ly those who are most in need of experiencing i t .  

Although pupi l  voice may be assessed by a school popu lation as fair, those pupi ls who 

least belong and who it m ight be a rgued are most importa nt to hear, do not perceive 

the cl imate as such . 
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8. 1 . 1 . 3  'I have no control over what happens to me' 

The f inal  statement in this section regard ing com munication patterns refers to pup i l  

participation; ' I have no control over what  happens to me' .  The d ifference between 

yea r group and m isbehaving group i s  less sta rk. 

■ I n.J� n o  cc,111ro1 �r 

wh.:it holrJUN� to mt 

■ I 0Oftii\!e 1:00\I0l 0v?f 

wt\�l flaJll}f"ns to mt 

unest-ooed 

Year Group ( n=l89) 

1 n,;'",,. rtr, t 001101 h, .. , 

.,_, t �r,11�n, to mt 

• • oo h;i._it cc..r:1101 rn� 

',IJ'rWI Npptni to mr, 

UrHlflcJdtD 

Misbehaviour Group ( n=35) 

Fig 8.3 Comparison of Year Group and M isbehaviour Group - 'I have no control over 

what happens to me' 

A l ready in  the exploration of school c l imate, seemingly sign ificant i s  the individual 

pupil 's percept ion when com pared to that of the consensus of the year grou p. Although 

the year group as a whole found the school relativel y strong in terms of communicat ion 

patterns (us i ng these three measu res only), for two of the measures there was a 

difference when the perception of those who mi sbehave was explored. Although there 

is no difference between the attitudes of pup i l s  who m isbehave and the whole sample 

when responding to 'how much control they have over what happens to them' the other 

two measures te l l  a different story . Pupi ls  who sel f-report th ree or more misbehaviours 

are l es s  l ikely to perceive the school as having t ime to ta lk  to them or having their voices 

are heard. 
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8. 1.2 Norms about Appropriateness 

8. 1. 2. 1 'To be better than others, you have to do some thi ngs which are not right' 

To t)c llC:UC' lh...�11 
uLh"'' vou h.tw� h) do 
>i)(l�t? th nJJ, wnt<h ,1((' 

■ ln b.· lx·tt,· r tt,, m 
OU\tll , VOJ OUN T 
11,!\.'l' hl ,lo >1111• I I  !lf..· 
,:,,hlJ h jtt: !H''.)l t!;Jht' 

nck•�"1N1 

Year Group (n=l89) 

■ To bL· bc1 1c-r 1h�111 

uth ,·�,. vou h<l't(' 

to d -,omc th111p,; 
�-..· h1ch ,ire 1ol 

11Rhl 

■ Tu be be tcr h�r

othcr�. I' u DO 

NOT h.,v, , t do 
�..:.,nH..: ! h 1ng!. •whtlh 

J(<.: n l r r�
1

h l '  

VndL'CJ O�d 

Misbehaviour Group (n=35) 

Fig 8.4 Comparison of Year Group and Misbehaviour Group - 'To be better than others, 

you have to do some things that are not r ight' 

This year group consensus does imply a healthy recognit ion of the norms for behaviour. 

However the mi sbehaviour group, perhaps unsurpris ingly, shows an almost reversed 

position. The impl ication of th is finding is clea r :  pupi l s  who exhib it misbehaviour i n  

school tend to  sh ift their perception o f  and  adherence to  norms. These pupi ls excuse 

their behaviour by making it acceptable in term s of norms. Thi s  question is one of those 

that might have al ternate positions in refuting the statement. Rather than a pup i l  

having to do or not do some thi ngs that a re not ri ght, i t  might be that the response 

refers to the earl ier part of the question, to be better than others. However, I am most 

interested in specifically the perception of th e relationships fostered by the culture, so 

am reading the responses to this question as such. 
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8.1.2.2 'Most students at school commit crime' 

Year Group (n=189) 

■ Most students at 

school commit 

Cfirne 

■ Most students at 
school DO NOT 

commit crime 

■ Undecided 

· ■ Most students at 
school commit 

Cfi r'l"le 

■ Most students at  
school DO NOT 

commit crime 

■ Undecided 

Misbehaviour Group (n=35) 

Fig 8.5 Comparison of Year Group and Misbehaviour Group - 'Most students at school 

commit crime' 

The reversed findings depicted in the above charts highlight again the difference in 

attitude to norms about appropriateness that exist in the school between the year 

group as a whole and those who misbehave. 

8.1.2.3 'It is OK to break rules or laws if you aren't going to get caught' 

■ It is OK to break ■ It is OK to break 
rules or laws if ru lcs or laws if 

you aren"t going you aren't going 

to get caught to get caught 

■ It is NOT OK to ■ It is NOT OK to 

break rules or break rules or 

laws if you aren't laws if you aren't 

going to get going to get 

caught caught 

■ Undecided ■ Undecided 

Year Group (n=189) Misbehaviour Group (n=35) 

Fig 8.6 Comparison of Year Group and Misbehaviour Group - 'It is OK to break the rules 

if you aren't going to get caught' 
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The m isbehaviour  group  m i rrors the year group, with half of this group disagreeing with 

the statem ent however nearly three times as many agree. However, the phrasing of the 

q uest ion does not take into account pup i l s' response to breaking ru les genera l ly 

whether or not bei ng caught is a possi bi l ity. Nonetheless, the refuting of this statement 

d oes i m ply  this general position in  terms of appropri ate behaviour .  

This i s  a particu l arly i nteresting question as it explores the idea that a lthough a pupi l  

m ight disp l ay del i nquent behaviour, he is  ab le to recognise right and wrong. This is one 

aspect that further  supports control theory as opposed to stra in  theory or particul a rly 

cu ltura l  deviance theory that i ntimate that an  ind ividual m ight not be able to identify 

the norms that are acceptable for society. Control theory on the other hand recogn ises 

that the  individua l  is aware of the expectations and norms of society but that the bond 

to conformity is  weak or broken. This statement is therefore usefu l to reinforce that for 

some i n  the m isbehaviour group, norms about appropriateness are recognised but not 

adhered to. Thus changes to school cl imate through reform are aga in about perception 

and  strengthen ing of the bond for a l l  not just the many. 

Of course the attitudes around norms about a ppropriateness are not merely the 

construct or mou ld ing of the school, but are i nfl uenced by numerous other factors such 

a s  parental and fami ly  attitudes and peer i nfl uence. However, taking the findings i n  the 

context of school however constructed, does aga in h igh l ight the importance of the 

school cl imate for reinforcing ( if not co-creati ng) such attitudes. 

S im i l a r  to comm unicati on patterns, the cl imate in terms of norms of appropriateness is 

due to perception  of the pup i l .  Therefore changes to these norms need to be accessed 

specifi ca l ly by those who contradict them rather than the general popu lation. 
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8.1.3 Role Relationships 

I selected three questions that attempted to explore the relationship between pupil and 

teacher. This is slightly different to communication patterns as it attends to the pupils' 

expectations of theirs and others' roles in school. The role relationships intend to define 

the clarity by which a school defines its roles and in this case, the statements selected 

explore the role identity of the teacher in relation to the pupil. 

8.1.3.1 'Teachers understand students' 

■ Teachers ■TNchers 

understand understand 

students students 

■ Teachers DO NOT ■ Teachers DO NOT 

understand understand 

students students 

■ Undecided ■ Undecided 

Year Group (n=189) Misbehaviour Group (n=35) 

Fig 8.7 Comparison of Year Group and Misbehaviour Group - 'Teachers understand 

students' 

The pattern with both groups is similar but for the misbehaviour group, the clarity of the 

attitudes toward role relationships is less distinct. 

8.1.3.2 'Most teachers enjoy teaching' 

The small group also echoed the larger group for this question, and again the 

misbehaviour group shows a slightly less marked proportional split than the year group 

as a whole. 
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■ Most teachers ■ Most teachers 
enjoy teach111g enjoy teaching 

G 
■ Most te:ichcrs DO 

G 
■ Most teachers DO 

NOT enjoy NOT enjoy 
teaching teaching 

■ Undecided ■ Undecided 

Year Group (n=189) Misbehaviour Group (n=35) 

Fig 8.8 Comparison of Year Group and Misbehaviour Group - 'Most teachers enjoy 

teaching' 

8.1.3.3 'In an argument between teachers and pupils, the teacher is usually right' 

Again responses follow the trend of the small group mirroring the year group as a whole 

but to a less marked extent. 

Year Group (n=189) 

■ In an argument 
between teachers 

and pupils. the 
teacher is usually 
right 

■ In an argume,1t 
between teachers 

and pup,ls, the 
teacher is NOT 

usually right 

■ Undecided 

■ In an argument 
bet ween teachers 
and pupils, the 
teacher is usually 
right 

■ In an argument 
between teachers 

and pupils, the 
teacher is NOT 

usually right 

■ Undecided 

Misbehaviour Group (n=35) 

Fig 8.9 Comparison of Year Group and Misbehaviour Group - 'In an argument between 

teachers and pupils, the teacher is usually right' 

All three questions in this category of Role Relationships suggest there to be little 

variation as to the attitudes and perceptions of a pupil; irrespective of their behaviour. 
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This impl ies that rol e  re l ationships of teachers are c learly defined by this school and 

maintained for all pupil s in this school . This may be a finding specific to this school or 

indeed it might be a common finding in school cl imate measures in a l l  schools. It would 

therefore suggest that potential reformations within this and other  schools to address 

this aspect of school cl imate are l ike ly to influence attitudes of al l pupils. 

8 .1.4 Patterns of Influence and Accommodation 

Thi s  is a 'catch-a l l ' express ion, capturing ideas about school and class size and the 

structure of the school day with more e lusive measures around influential ethos and 

d rives. I have not se lected questions regarding accommodation such as class size, 

supervision etc. as they are not aspects of school l ife that can be changed in this school. 

I nstead I have included three q uest ions and statements that go to describe the driving 

motivations behind the school . It is hoped that analysis of questions around the school's 

attitude to academ ic achievement and how the cl imate encourages pupils to be 

perceived by othe rs, information regarding the patterns of influence can be explored. 

This in tu rn is particu l a rly useful in capturing the pupil' s perception of the school's 

influence. 
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8 .1 .4 .1  'Teachers care most about students who are going to go to university' 

Year Group (n=189) 
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• it -1<..lll t l 00 NOT I .J ... 
,tt;l\l ,l llclUI ,t t)l''11' Ah() 

Misbehaviour Group (n=35) 

Fig 8.10 Com parison of Year Group and Misbehaviour Group - 'Teachers care most 

about students who are going to go to un iversity' 

The majority of the year group as a whole chose undeci ded when asked whether the 

teachers cared more about the ch i l dren who were going to go to un iversity. Overtly, 

thi s  neither supports nor refutes the notion that the school focuses on academic 

atta inment. I t  seems that desp ite th is  school (as for many others in the UK  today) 

suffering from a staff room based attitude of the school being an 'exa m factory', the 

pupi ls  do not seem to view it as such.  

However, the f indi ngs for the misbehaviour group suggest that despite efforts to ensure 

the c l imate represent the school as academ ica l ly  in c lusive, those most l i kel y to 

m isbehave and who have the weakest sense of belonging (and are often but not a lways 

least academ ical ly able) do not perceive i t  as such. Rather these pupi ls  perceive the 

cl imate to be academ ical ly driven .  
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8. 1 .4 . 2  'Most teachers know the ir subject' 

This was a reassuringly positive find ing across both samp les. Both as a year group but 

a lso in  the misbehaviour group, a clear majority bel ieve that 'most teachers know thei r 

subject'. Overal l the trend highl ights that the school employs teachers with good 

subject knowledge and it is perceived as such throughout the year group i rrespective of 

behaviour. This ind icates a s imi lar pattern of findi ngs as for Role Relationsh ips. 

Year Group (n=189) 

Most teJchers 

know their  

subject 

■ Most te,1chers 

DO NOT know 

their SU bJC(l 

Undccid d 

• Most tevchcr, 

know their 

sub1ect 

■ Most I cnchcrs 

DO NOT know 

tl,eir su bject 

U ndcc,dcd 

Misbehaviour Group ( n=35) 

Fig 8.11 Comparison of Year Group and M isbehaviour Group - 'Most teachers know 

their subject' 
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8 .1 .4 .3  'At school, I pretend to be someone I am not' 

� �  
L:J L:J 

Year Group ( n=189) 

■ At school. I 

pretend to be 

someone I Jin 
not 

■ !\t school, I DO 
NOT pretend to 

Ue ... omeonr1 I ;-irn 
rlOt 

Undecid�d 

■ At ;chool, I 

pretend lo be 

someone I Jm 
not 

■ At school ,  I DO 
NOT prete,1d to 

be someone I am 
not 

U ,1dccidcd 

Misbehaviour Group (n=35) 

Fig 8. 12 Comparison of Year Group and Misbehaviour Group - 'At school, I pretend to be 

someone I am not' 

The fol l owing two questions explore how the school i nfl uences pupi ls in terms of how 

they feel they should be perceived by the school and others. The consensus for the year 

group suggests that the patterns of i nfl uence at school are exper ienced by al l  pupi ls  

i rrespective of behaviour, therefore a potentia l ly powerful element to impact when 

addressi ng cultura l change. 

The overa l l  fi ndi ngs for this patterns of i nfluence category of school cl imate, suggest 

that pup i l s' perceptions of the school's focus and how the pup i l  should be pe rceived by 

others hold i rrespective of behaviour. S imi lar  to the fi ndings of Role Relationsh ips, the 

measures for Patterns of I nfl uence general ly indicate a consen sus i rrespective of 

behaviour. 
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8.1 .5  Reward and Sanction 

This study has not explicitly exp lored reward and sanction as it is my firm belief and the 

dr iv ing thesis that it i s  not necessa ri ly the 'what' but the 'how' that is relevant. The 

relationships and the authenticity of the reward or sanction i s  what foster the sense of 

belonging, not the outcome in and of itself . However, I have incl uded three statements 

that explore aspects of reward and sanction. 

8. 1 .5 . 1  'The school rules are fa i r' 

i 
L. 

Year Group ( n=189) 

■ The school ru l1.s-. Jr(i 

fJir 

■ The school rules Jr<: 

NOT l.iir 

■ The school rules �11't? 

ri)ir 

■ The school I I C'� ,1r,.t 

NOT IJi , 

Misbehaviour Group ( n=35) 

Fig 8.13 Com parison of Year Group and Mi sbehaviour Group - 'The school ru les a re fai r' 

With in the general year group trend, the majority i s  i n  agreement with the school rules.  

The smal ler  misbehaviour group show a different sp l it  in attitude to school rules. The 

majority do maintain a concurrence with the fa irness of school ru les. But the 

proporti on of those asserti ng that the school rules are NOT fa ir is more tha n double that 

of the year group.  
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8 .1 . S . 2  'Most teachers keep good discip l ine in class' 

■ Most tcJc.hi.::rs keep 

good d1 sC1pl 1 n,_• in 

cliJSS 

■ Most teJcher; DO 

NOT keep good 

discipline- ,n class 

Undecided 

t ost tc:ichNS keep 

good d1s1..iJ)line 111 

class 

■ Most teachers DO 

NOTkccp good 

di� ipl 1ne 1n cl,1,;s 

Undecided 

Year Group (n=189) Mi sbehaviour Group (n=3S) 

Fig 8. 14 Comparison of Year Group and Mi sbehaviour Group - 'Most teachers keep good 

d isc ip l ine in class' 

Although the majority of both the year group and the m isbehaviour group identify goo 

disci p l ine being mai ntai ned by the teachers, more than twice the number of 

misbehaving pupi ls identify teachers as not having good d iscip l ine. Seemi ngly, pupi ls  in 

the misbehaviour group attribute poor teacher discipl ine, and by extension 

respons i bi l ity for their misbehaviour, to the teacher. This point (attr ibution of teacher 

respons ib i l i ty) was also articu lated in  the interviews. 
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8.1.5 .3 'Peopl e who get into trouble should be excluded from school' 

I I ■ Pt"OP1C' \•.ho (!i't into 

trouble ;hould be 

cxrludNI fro:n 

school 

I E] ■ P..:-op!e 1.·� ho ,tl'I ,nlo 

tfoublc �hould NOT 

be excluded from 

�hool 

� 

E] Und.:!c1dl:d 

-

■ Pc: uk.· \".• l)o !.�ct inlo 

troublL• s.lmutd be 

C'."<dudt:"cl lron1 

school 

■ f>f'(l1)le who t2t into 

trol1ble sho�rld NOT 

bC" f';-<CludN! (,-om 

!> ... hoot 

Vndrurl,"'d 

Year Group (n=189) M isbehaviour Group (n=35) 

Fig 8.15 Com parison of Year Group and Misbehaviour Group - 'People who get i nto 

troub le should be excluded from school '  

The distribut ion of response was proport ional ly very equal i n  the year group with three 

quarters of the pupi ls either sure that exclus ion was not the best response or were 

unsure, indicating that exclusion m ight not be the best response. This fi nding ind icates a 

pupi l  position at odds with exclusion pol icy and practice. Both in  terms of a pol icy 

imposi ng a regu larly im plemented sanction and a lso the wide-held bel ief within senior 

management that it is the pupi ls who are strict, and who want the troub lemakers to be 

excl uded, not the staff. The discussion around exclusion emanating from the interviews 

explored this area more ful ly. 

The m isbehaviour group a re even more adamant that excl usion is not the most 

appropriate response to troublesome behaviour. Perhaps, these pupi ls  hold the answer 

as to the best response as to an appropriate sanction to people getting into trouble, but 

certa i n l y  they concur as to the im portance of continuous ed ucation and do not th ink 

that excl us ion from school is appropriate. 
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I n  terms of reward and sanction,  a lthough rules a re general ly  considered fai r, the 

sanct ions in response to behaviour are not necessar i ly supported when control l ing for 

behaviour. Although the differences i n  the two sam ples are not as marked as those for 

two measures of com m un ication patterns and norms  of appropriateness, there is a 

d ifference i n  attitudes between the pup i l  body as a whole year group and those who 

se lf-report three o r  m ore categories of m isbehaviour. 

8 . 1.6 Concl us ions Regardi ng School Cl imate 

F rom these find ings, I wou ld  assert that the cl imate of thi s  school is genera l ly  positive 

and  is perceived as such by the general population of pupi ls. The attitudes of those who 

m isbehave - ind icat ing a weak sense of belonging - fol low the general trends for 

measu res a round Rol e  Relationsh ips (school and  teachers' creation and maintenance of 

thei r ro les) and  Patterns of I nfl uence and Accom modation (how these ro les i nfl uence 

the pup i l s ) .  It cou ld  be a rgued that it is these two measures that can and are defined 

and  mon itored by the Techn ics and Etiquette - what one has to do and what one is 

supposed to do. These a re understood by the whole school popu lation clearly. 

However for the other  three measures; two aspects of Communication Patterns (how 

pup i l s  a nd  teachers i nteract), Norms of Appropriateness (the co-created expectations of 

behaviour) and Reward and Sanction (acceptance and bel ief in the written and 

u nwritten ru l es and expectations) there is a substantia l  d ifference in  responses from the 

year group  and those who m isbehave. It i s  these that define the Character of the school 

- what one wants to do - and it is for this reason that there is d ispa rity between the two 

groups. 
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This variation in perception of some school climate measures and not others invites key 

questions: 

1. Where the misbehaviour group mirrors the general consensus of the year 

group, what is the perception of the school climate? What can be done to 

address the school climate? 

2. Where there is a·difference between the pupils who misbehave and the year 

group trend, how can this climate measure be addressed for those who 

misbehave specifically? 

In answer to the first question, the general perception of the school is positive. In terms 

of Role Relationships, the m ajority believe that teachers understand pupils (a much 

sma l ler proportion believes they don't). However, a s imi larly la rge proportion were 

undecided, this indicates that although not necessarily a negative opinion, automatic 

agreement was not the case. A large proportion cannot confirm that they are 

understood by teachers. This attitude was echoed in the question regarding whether 

teachers enjoyed teaching. Most concur, but a not insignificant proportion could not 

decide. This aga in indicates that there is a sense of unease or recognition of teachers' 

unhappiness in their teaching role. Finally, the split was very even between agreement, 

disagreement and undecided when identifying the moral winner in arguments between 

pupils and teachers. I would take this to be a cultural or general indication of indecision 

in the school. There is no clarity in the role relationship when there is conflict. From 

this overview, I would suggest that more could be done to establish and support role 

relationships in the school, in terms of pupils experiencing more positive interaction and 

transaction in the classroom and in non-subject specific arenas. 
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I n  terms of Patterns of Influence, there is a much more positive response regarding the 

climate of the school i ndicated by more consensuses. Teachers do know their subject 

and although there is a small acknowledgement of a teacher preference to pupils who 

will go to university, generally the response indicates no bias, probably due to the 

respondents being only in year eight. Furthermore, generally pupils report being able to 

be themselves (not pretending to be someone I'm not), i ndicating being able to do so. 

This final question does elaborate on findings in other areas where pupils are striving  to 

be recognised as d ifferent but clarifi es that the pupil believes this to be the 'real' them 

not a pretence version. Overall, these findings suggest that the school cultivates a sense 

of equality and acceptance amongst the pupils and that teachers are able to deliver the 

subject matter required. 

The other three school climate measures; Communication Patterns, Norms of 

Appropriateness and Reward and Sanction need to have a more tailored approach to 

attend to the attitudes of those who misbehave. 

Com munication Patterns could be addressed through increased opportunities to listen 

and hear pupils. As indicated i n  the interview analysis in the previous chapter and the 

situational case-study ( iv) set i n  the Key skills lesson (p196), there is a sense that those 

who m isbehave get side-lined or ignored as the teacher m ight fear the responses given. 

Furthermore, pupils can be g iven opportunities to make suggestions, or input influence 

of decision that are going to affect them such as subject choice, vocational options or 

sanctions .  This marries up with Munn  et al's (2000) suggestions for a more collaborative 

approach to exclusion rather than hierarchical. 

Norms of Appropriateness can be addressed by fostering an acceptance of differing 

outcomes or ability rather than fostering competition ( Mone et al 1995) .  Furthermore, 
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this can be done with openness about what's OK and what's not OK and how behaviour 

affects other people rather than quiet blame and rejection.  Again, there needs to be 

clarity of rules and sanctions being made part of everyday r itual to ensure that 

everybody is conscious of expectations. 

Finally, Reward and Sanction,  there is a defi nite perception amongst those who 

misbehave that they are treated differently and unfairly; that rules are unfair and 

sanctions are inappropriate. This also ties in with the i nterview findings. To address 

these areas with those pupils most in need of strengthening the sense of belonging, 

opportunities to enable said pupils to be part of the contributory process of rule-making 

and sanction setting would be effective. This requires the school taking a risk, listening 

and hear ing the comments and issues that are voiced by these particular pupils. 

It is important to remember that these are the aspects of school climate that attend to 

the child's perception of thei r own identity in school rather than that of the school staff. 

This marries up with the fi nd ings for belonging that put the child's perception of the 

school's bond to him and  to others as significant in  the establishment of a sense of 

belonging. It  is therefore important to address these aspects specifically in order to 

change the experiences of those with the weakest sense of belonging. 

However, simply implementing intervention to correct for certain aspects to improve 

school climate is not appropriate. As discussed in the literature review, implementation 

of i nclusive approach is challenging at best as it requi res changes to Technics, Etiquette 

and Character. I t  is  the pupil's perception of the efforts and  influences of school climate 

that is important, how the school implements the climate and it is this aspect that is 

intrinsic in the school cultural Character. 
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8.2 Perception of Setf- i n  School 

Given the seeming significance of how a pup i l  perceives his identity in the school . I felt, 

although not a school cl imate measure specifica l ly, it was im portant to explore how 

pup i l s  wished to be wel l -known in school .  This d imension arises as sal i ent as the pupi l  

seems to aspire to connotations made by the school and others as part of the sense of 

belonging. Therefore, the fol lowing question was selected for analysis. 

8 . 2 . 1  'If you cou ld be well -known at your school for one of the fo l l owing, which one 

wou ld you most want it to be? - Bright student, Sports star, Popular, Leader in school ,  

Wel l  d ressed, Ju st average' 

EJ 
■ Bright student 

■ S11orts stJr 

Popu lar  

■ Leader in  setiool 

■ Well dressed 

Year Group (n=189) 

Fig 8 .16 Responses of Year Group to: 'If you could be wel l -known at your school for one 

of the fo l l owing, which one would you most want it  to be? 

The largest proportion is to be seen as just average, I take this to mean to merely 'fit in' ,  

an interesti ngly overt response highl ighting the significance of belonging. The next 

highest choice was to be popular . Popular is an im portant i nfluential factor in terms of 

peer acceptance and fitt ing in .  The sports star option is a lso highly ranked suggesting a 
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strongly he ld belief of being valued for being part of a specific group. Sports teams and 

c lubs are considered highly sal ient for particul arly boys, i n  order to develop a sense of 

belonging. Th is is especi al ly pronounced when a pupi l  is less strong academica l ly .  

Although writi ng about the US high school system, Lesko ( 1988) posits that secondary 

schools foster a competitive, mascu l i n i sed nature cu ltivated and ma inta i ned by 

administrators, teachers and pol icy makers. She describes school as a paradox of 

un ification and d ifferenti ation; seeming to br ing the school together through ritua l ,  

assem bly, sport or  academic achievement but a l l  the wh i l e  pitching one pup i l  aga inst 

another. Th is paradox is h igh l ighted in the i nterviews with pup i l s  at this school .  A 

poss ib le reason for the sma l ler proport ion identify ing Bright Student does imply that 

pupi ls were responding to the question in terms of bei ng wel l -known to peers rather 

than to school or  to teachers. 

When it com es to analysing the m isbehaviour group data, to enable a visual com parison 

I have also i ncluded a chart for pup i l s  com mitting two or fewer categories of offence or 

none at a l l .  

Pqpul.11 

E] 

Misbehaviour Group (n=35) 

_J 

'Behaviour' Group (n=154) 

■ Aright S!ude-m 

■C.fl()rts Star 

Popular 

• Leader ,n Sthoo,I 

■Wed dre w>fl 

JU'il Ave-, lf!C 

F ig 8. 17 Comparison of M isbehaviour Group and Behaviou r  Group : ' If you cou ld be we l l -

known a t  your school for one  of the fo l l owing, which one  would you most want i t  to  be? 
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With the behaviour group m i rroring but accentuating the choices of the year as a whole, 

the misbehaviour group has starkly different desires for how they are perceived by 

others .  As was discussed in interview analysis, there is a strong sense of wanting to be 

recognised by one's peers, not as d ifferent and weird but d ifferent and unique. These 

findings support this position that for those who have a strong sense of belonging, being 

average and fitting in is  a good choice. However, for those who have a weak sense of 

belonging it is important to be seen as a leader. I n other words, pupils who have a weak 

sense of be long ing want recogn ition . 

With regard to the bright student findi ngs, given that for the majority of the 

misbehaviou r group, low academic attainment is a l so part of a pup i l's problems i n  

school ,  being known as Bright student i s  not a priority. This also supports the fi ndings 

that a sense of belonging comes from having a secu re perception of the school's bond to 

the pup i l  (rather than  the pup i l s' bond to schoo l ) .  The misbehaviour group have a weak 

sense of belonging so have a poor perception of the school's bond to them. 

Furthermore, th is perception made by the pupi l  becomes a rea l ity as they move further 

from the school ideal of b right student. 

Popu larity is an  important issue for chi l d ren especial ly those at middle school age 

(Ba l l antine and Spade, 2004). When d iscussed in terms of m icro-level interaction 

theories, popu la rity has the function of being visib le to others a nd furthermore holds a 

position i n  the symbol ic h iera rchy of power. Popularity can be gained relative ly easi ly by 

'winn ing' i n  athletics, beauty or  ab i l ity, but this fosters a competitiveness that ensures 

that where there a re winners, there a re a l so losers. By contrast, these ind ividua l s  are 

negatively visible and hold no cache. Perhaps more interesting a re those in the middle 

who achieve invisib i l ity. Transactiona l Analysis ta lks about a h ierarchy of 'strokes' 
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( contact i n  re lationship) that get increasingly va l uable i n  their payoff but have increasing 

risk attached ( Berne, 1973) . 

Although, the significance of popularity and 'being seen1 was discussed i n  the i nterview 

ana lysis section i n  the previous chapter, attention  can be drawn to the l ink between 

popularity and the suggestion that pu pi l s  who do not fir or have a sense of belong i ng are 

striving to be seen as different and unique, someth ing specia l .  

8 .3 The Approach Developed for the Case-Study School 

To ful ly discuss what a school can do  to strengthen cultu ral Character to strengthen  a 

sense of belongi ng, it is necessary to analyse the approach that I attempted to 

imp lement in thi s  schoo l .  As a practitioner, I had a distinct and defined rol e  to develop 

and i ntegrate an approach to inc lusion in this school that wou ld hope to tackl e  some of 

the dynamics that perpetuate the culture of exclusion. So in  the section to follow, I wi l l  

present the approach I implemented and the barriers that prevented ful l  adoption of 

thi s  approach. I wi l l  deta i l  the el ements that remain and those that have been 

jettisoned by the school .  I wi l l  a lso attend to why the approach in fu l l  was unsuccessful 

and conclude with the rea l ity of school-wide change to Technics, Etiquette and most 

importantly, Character. I wi l l  a lso include and analyse excl usion and i ncl us ion data 

col lected over the l ast five years from prior to incl usion intervention to present. 

The Techni cs, Etiquette and Character of the school had to be considered at a l l  times in 

the devel opment of the incl u sion pol icy and protocol i n  order to ensure that it was 

supported both emotiona l ly and financial ly. Despite the school's reticence to embrace 

the un it i n  its enti rety, e lements have been adopted. However, the day to day approach 
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working with young people at risk of excl usion can be mainta ined in an attempt to 

develop the sense of belonging with the pupi ls .  They can then take the emotiona l 

attitude and l iteracy and 'manage upwards'. In other words, even if the approach is 

metered by a l a rger school pol i cy, real change can happen for the pupi ls  and this is  fed 

back through the school s lowly. This reminds me of the Van Ryzin et al study (2009) that 

found that changes to 'autonomy' had an  immediate effect on engagem ent of pupi l s  but 

changes to 'hope' were m uch slower. Change to school cultural Character does i ndeed 

seem to fol l ow the maxim, evolution not revo lution .  But the evolution comes from 

many smal l but significant 'revo lutions' . 

8.3. 1 The I ncl usion Unit 

I became aware of a number of dimensions to the a cceptance of my role and my 

approach within the school .  To a large extent I was given free rein to p i lot a lternative 

approaches with in  the phi losophy of the unit. The school appointed me in the 

knowledge that I was a practitioner academic. Through evidence based research and 

academic rigor I wou ld  attempt to establ ish the most appropriate approach and pol icy 

for this specific school .  

The school management made no secret of m y  a ppointment and supported my 

encouragi ng debate and openness in  feedback rel ating to the issues su rrounding 

excl usion and inc lusion at the school . However, undoubted ly, my very presence in the 

school wou ld  lead to an altering of school opinion, approach and behaviour. 

From the outset, I was conscious of my  being viewed with suspicion by some and as a 

saviour  by others; both staff and pupi l s. I was a lso aware that my appointment 
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responded to many crit ics of current policy and practice but that did not necessarily go 

to say that the school was ready and willing to find an alternative approach. 

The approach that I developed within the school was an integrated unit that would 

enable the support of pupils facing exclusion as well as those at risk of exclusion. The 

philosophy underpinning the Inclusion Unit ( IU)  and policy established in the school was 

to offer the pupil an opportunity to re-establish or strengthen the bond with school 

through academic and emotional support. As the pupil strengthens his bond to school 

through the relationship with key staff in context, the pupil will become open to 

relationships with other elements of the school process and thus will alter his 

experience of school and conform to it. 

The IU has three elements: 1) To provide an alternative to exclusion 2) To offer support 

to pupils at risk of exclusion 3) To provide a place where pupils are encouraged to build 

positive relationships with the school. In a l l  three elements, fostering a sense of 

belonging was equally i mportant to maintenance (or development) of academic 

attainment. The staff working in the IU are trained in dealing with social, emotional and 

behavioural issues and receive enhanced pay as well as having a d ifferent job title; 

Inclusion Support Worker ( !SW) to promote recognition of their importance within the 

school. Through bu i lding a relationship, the lSW's role is  to enable pupi ls  to develop 

self-awareness, academic and emotional self-efficacy and an ability to understand and 

manage expression of emotions. With support, a pupi l  is able to develop his own 

strategies for tackling the challenges in his l ife. 

Pupils receive one-to-one or small group intervention and pupils are supported in 

classroom situations to experiment with strategies. Teaching staff are invited to 
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participate i n  adopting a lternative approaches for dea l i ng with that i nd ividua l 's 

behaviour. 

I n  add it ion, pupi l s  and their fam i l ies can be supported i n  school  or  i n  the home and  clear 

and cons istent communication  channe ls  a re ava i l able throughout the pupi l's 

intervention .  Furthermore, a m ember of the i nc lus ion team attends  every PSP m eeting 

held in the school to ensure that a l l  pu pi l s  a re ab le  to access the support they need.  

P lus, to ensure positive i nteraction and  pro-socia l  mode l l ing ( Berridge et a l ,  2001), a 

vol untary Activity Club  was run every l u n ch b reak offering a l l comers, as  wel l  a s  those 

placed i n  the I U, a range of positive activities, from softbal l  to cooking to craft making. 

I a l so he lped estab l i sh a m ultiagency Youth I nclus ion Support Panel (YISP) (YJB ,  2008) . 

This Referral Action Group m eets fortnightly to d iscuss and bring a bout action to 

support young peop le  at r isk of social excl us ion.  The group  has decision maki ng and 

resource ho ld ing representatives from many agencies; Po l i ce, Youth Offendi ng Team 

statutory and  prevention servi ces, H ea lth and Socia l Servi ces as wel l  a s  othe r  schoo ls  i n  

t he  area. Th i s  group ha s  been and  conti nues to  be  active i n  supporting ch i l d ren and  

their  fam i l ies. 

8.3 . 2  The Barriers to Implementatio n  

Despite my best endeavou rs t o  del iver a service that met the needs o f  the school, both 

in  terms of 'pol itica l' l owering of excl us ion rates and m isbehaviour  as  wel l  as i n  terms of 

the spoken and unspoke n  attitudes and  val ues of the staff; as is common  i n  

imp lementation  of change with in  a n  organ i sation, there were barrie rs. These were due  
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i n  part to difficulties in communication and fear  of change on the part of key decision 

makers. I would assert that both these challenges were born out of the cultura l 

Character. Although on the face of it, the schoo l  was fully supportive some senior 

management and staff had an a lternative perspective and therefore agenda. Changes to 

cu lture are fea red even if they are desired. 

One element that quick ly became and remained a contentious issue was what I was to 

be cal led. The use of my first name was to i nstil a sense of equality, mutual respect and 

shared val ues, a l l  essentia l  when developing a sense of bel onging and inviting a chil d  

with a weakened bond to conform. However, I was tol d  that I must be cal led by my 

surname as 'some staff had raised concerns about respect'. However hard I explain that 

my role was different or that there should be m utual respect between al l  individuals or  

that I am respected very wel l by pupils, the senior staff found this contravention of 

cul tural protocol particul a rly cha l lenging. Part of my role in school was to decide which 

battles to fight. 

The school is at an early stage in its move to being an incl usive school .  It is clear from 

the responses from staff that the cultura l  Character of the school needs to be explored 

openly and safe ly to a l low the evolution of the change. Berne {1973) recommends that 

a change to a culture's Character occurs through open dia logue between those involved 

a l lowing evol ution through awareness of the Character. This can only happen through 

relationships being enabled and feedback and responses heard .  Perhaps through the 

continued conversations, attitudes and behaviour of those associated to and those 

believing in the I U, the dia l ogue for change may occur within the school. It is this 

principle that the approach hopes to foster. As identified in the examples described in 

the previous chapter, it is through changes to the cultural Character through 
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relationsh ip with the children that means that the evolution or change happens bottom 

up rather than top down. The Character of the school changes with the pupils and this 

slowly brings about change throughout the school as pupils disseminate the attitudes of 

belonging outwards .  

Thi s  thesis for cultural change h ighlights the need for the establishment of relationships 

with in schools, not merely between the pupil and the school but amongst those within 

the school .  To create truly inclusive schools that foster a positive regard for conformity, 

the relationship m ust be acknowledged. The relationship must be the driving force and 

this cannot be controlled with a target. 

8.3.3 Exclusion and Inclusion Data 

As I was appointed to post in October 2007, data pertaining to inclusion begins shortly 

after this ti me. I began to receive pupils in December 2007 and was fully operational 

f rom January 2008. Excl usion data is available prior to my appointment but for this 

thesis, I have only included the academic year directly preceding my appointment. 

The graphs and table below show the pupils fixed term and permanently excluded and 

included in the school to present. Please note that the breaks in  the graphs indicate the 

month of August and that the data applies to pupils from year seven to year eleven. 

It is clear from the data that exclusion rates have reduced over the years. The trend 

l ines on the graphs ind icate a reduction in  both number of pupils excluded and number 

of days lost to exclusion. The number of pupi l s  permanently excluded has a lso come 

down but this is less clear an  i ndication. Toward the end of 2010, the PRU was 
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reopened and  a number of pup i l s  were moved to the PRU on an indefin i te basis. These 

pupi ls  were therefore not recorded as excluded but no l onge r  attended the school . I n  

the year 2010-2011, six pupi l s  either attended the PRU  o r  were l ong term fixed term 

excl uded. 

Academic Number Number of Number of Fixed N u m ber Perm . 
Year on Days Lost to Pup i l s  Fixed Term of Pupi ls  Excl us ion 

School Fixed Term Term Excluded Excl usion  Perm . Rate 
Role Exclus ion Rate Excl usion 

96 
2006-

1075 735 ( 163 8.9 % 8 0.7% 
2007 

excl usions) 

82 
2007-

1043 515 { 127 7.9 % 4 0.4% 
2008 

exclusions) 

66 
2008-

1054 583 ( 123 6.2 % 5 0.5% 
2009 

exclus ions) 

2009-
474 

49 
4.7 % 1 0% 

2010 
1037 

(90 exclusions) 

2010-
395 

45 
4.3 % 0 (6 )  0% 

2011 
1052 

(73 excl usions) 

Tab le  8. 1 Excl us ion Data 
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The fol l owing graph depicts the data col lected regarding those pupils referred to the 

Enci l  part of the I ncl us ion Un it. The Encil part is th e interna l  exclusion to be used as an 

a lternative to home exclus ion. On this graph I have a l so incl uded the data for home 

excl usion so that these two sets of data can be observed together. The graph shows the 

steady decl ine in home i nclusion a longside the steady i ncl ine of pupi ls accessing the IU .  

What this graph a l so  shows is the considerable number  of  pupi ls being identified for 

exclus ion; both internal and externa l .  The proportion of pupi ls being identified for 

'exclusion' is substantia l ly h igher than it has ever been. The supposed alternative to 

excl usion has merely swel led the number of pupi ls bei ng identified. As with many 

services of th is kind, the need has swol len to meet the resources avai lable. 

This marked rise is ind icative of two opposing positions. Fi rstly, it may be that the 

school remains a high excluding school, a lthough the destination of the excl usion is 

d ifferent, the outcome is the same. Or second, that the school is making a shift in 

attitude to cha l l enging behaviour. Pup i l s  referred to IU a re meant to be supported and 

thei r behaviour reflected on. Furthermore, the school is hold ing the pupi ls in school, not 

push ing them out, thus ensuring a continuity of care and academic support. They are 

i nvited to belong to school, despite their behaviour indicating their not belonging. 
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Although there i s  data for the referra ls (self and schoo l )  to the Hafan part of the 

I ncl u sion Unit kept by the support staff, it is considerable .  The Hafan supports those 

pupi l s  who requ i re a space for a variety of socia l ,  emotiona l  and behavioura l  reasons. 

Some a re referred by form teachers and HOY as they a re unab le to attend som e  or  al l  

ma instream lessons (for example  a year eleven with depression or a year nine with a 

h ighly chaotic home l ife) ;  or have the I U  as identified as the ir  chosen desti nation if a 

situation requ i res  self or staff rem ova l ;  or have a specific programme of support 

referred i n  a PSP meeti ng. Others sti l l ,  approach us aski ng for support with anger, self

esteem, decision making etc. Then through the 'drop-in' natu re of the u nit during break 

and l unch, p up i l s  are able to have space and support on an ad hoc basis. 

The reason for the tack of expl icit i nformation rel ating to these pupi ls is that this support 

- through both forma l  and i nformal arrangement - shou ld be without judgement or 

l a be l .  However, dozens of pupi ls a re offered and receive excel lent support and care to 

enable the deve lopment of a positive sense of self and identity. 

During my time at the school, I have witnessed change in the school . Thi s  is i n  part due 

to the unintended consequences of the budgetary cuts brought about by the 'credit 

crunch'. The hefty reduction i n school budget prompted the departu re of several key 

senior managers. The rea l ity of the reconfiguration of responsib i l ity is that a lthough the 

remain ing sen ior staff now have extremely heavy workloads, the absence of senior staff 

has forced a redistribution of power to midd le management such as the form teachers 

and heads of year. I nterestingly it has shifted the very steep decis ion making hierarchy 

to a m uch more wide and col laborative approach. However, the pressure on teaching 

staff is considerable with a l l  teachers working to maximum legal (as per union 

guidelines) capacity. The time avai lable for non-teaching related issues i s  greatly 
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diminished. This i n  turn has led to increasingly punitive measures, pol icies and 

procedures when dea l i ng with behaviour in an attempt to resolve issues as swiftly as 

possible. 

Having left the school, I am  no longer able to drive forward the ethos and the school is 

l eft to adopt the pol icy and practice that it deems most suitable for it. The conflict 

with in  senior management and the staff body remains but a legacy for a cultural change 

does too. 

There remai ns a team of staff who a re tra ined in a nd resolute in an a lternative approach 

to i nclusion (a lthough, a newly appointed member of the team who was promised 

tra in ing has received none despite the team's concerns and my repeated offers to come 

in  to del iver) . There is currently excellent accommodation dedicated to the IU (although 

one of the IU rooms is being given over to a senior teacher as office space}. 

Representatives from the team stil l  regularly attend the mu ltiagency meeting (Referral 

Action Group) a nd since I no longer facil itate cl inica l  supervision sessions, the team are 

striving to estab l ish regular group supervision sessions with simi lar workers from other 

agencies. Other than what the team push for and arrange themselves, there is no 

faci l ity avai lable to support them in their high ly stressful roles. A member of the IU 

team is sti l l  present at every PSP meeting but is unfortunately stil l  not permitted to have 

contact with the parents d irectly only through the HOY. 
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8.4 Analysis Summary 

By using school  cl imate measures, I am able to make conclusions regarding th is school's 

c l imate. They i n  turn can be used to triangulate other findings regardi ng the school 

cultu ra l  Character which is a more subjective process less easy to defi ne. 

The school c l imate measures suggest that there are two types of climate measure that 

can be affected to i nfluence change in the pupi l's experience. The first is those where all 

pupils have a similar experience of the school irrespective of pupi l behaviour (these 

were Role Relationships and Patterns of Influence). The second type is where those 

pupils reporting  misbehaviour have a markedly d ifferent experience of the school to the 

year group in genera l  (these were Communication Patterns, Norms of Appropriateness 

and Reward and Sanction }. By addressing these c l imate factors in different ways and 

with d ifferent focus, a sh ift can occur in how the school is experienced by pupi ls. 

Genera l ly, the school needs to look at increasing the positive interactions between 

pupils a nd teachers; creating spaces in and out of subject lessons, for interaction and 

recognition (being seen). This should inc lude opportun ities for al l pupils to speak their 

minds, to be heard and have an i nfluence on their own education. This can be fostered 

through openness and authentic transaction regarding, i n  particular, rules a nd 

expectations. 

Given the sign ificance of the desire of pupi ls to be recognised, particu larly those who 

misbehave, the aforementioned changes would create an environment where all pupi ls 

are acknowledged as unique and are respected for their difference. 

Having researched best practice and spent considerable time in th is and other schools, I 

developed a service for i nclusion appropriate and relevant for this school. Moreover, 
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the approach was underpin ned by my findings regarding the sense of belonging 

experienced by pupi ls in this school and attempted to address the school's cultura l 

Character i n  the implementation .  Although not ful ly embraced by the school, elements 

of the model a re becoming integrated and embedded. The elements that remai n  

attempt to  address the considerable i nfluential factors discussed, how these are 

manifest i n  the school cu ltu ra l Character as well as the rea l  time experiences of both 

pupi ls and staff i n  order to cultivate a stronger sense of belonging. 

The statistica l data col lected over the years indicate that changes to Technics and 

Etiquette do go some way i n  affecting change to school culture. However, as the data 

i nd icates, this change is not significant and in some ways indicates a continu ing 

empha sis on exclusion rather than inclusion. for genuine and substantia l  change, the 

sh ift needs to occur in the cultu ra l Character. 
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Chapter 9 Conclusion 

This thes is  has explo red the idea of a pupi l 's sense of belonging to school and the nature 

and extent of this bond .  I t  has sought to estab l ish  l i nks between belonging and 

behaviou r  in schoo l  and furthermore, to examine how the school cultural character 

shapes the pup i l ' s  sense of belonging by investigating the three research questions: 

1. How does a sense of belonging affect the behaviour of pupi ls  in  school?  

2 .  How does the school cu ltu ra l character affect the pupi l 's sense of 

be longing? 

3. What can a school do to strengthen the pupi l 's sense of bel ongi ng through 

strengthen ing the school's cultural character? 

After i ntroducing the thesis, I reviewed the l iterature; I examined the historical and 

pol itical context and  made a thorough examination of the research and ideas emanating 

from three previous ly d i stinct fie lds of l iterature; criminological , educational and 

psychotherapeutic. Th i s  exploration underpinned the ideas around del inquency, pupi ls 

and schools, school cu lture and pol icy cu lm inating in the theoretica l framework laid out 

in chapter 4. The d riving theories for this thesis are a development of Hirschi's bond to 

conformity ( 1969) and Berne's theories of organisational cultu re (1973). Fol lowing the 

methodol ogy chapter exploring the approaches used to investigate the thesis as wel l as 

the cha l lenges of insider research, I presented my findings relating to the three research 

questions. 

In  this fina l  chapter, I wi l l  d raw conclus ions on the find ings laid out in the previous three 

chapters. I wil l  a l so acknowledge the l imitations of this thesis and  suggest further work 

that m ight exten d  or develop on the ideas explored here. But this being a professional 
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doctoral thesis, the main purpose of this concl usion chapter is to disseminate the 

important messages regarding young people's experience of school and make 

recommendations a s  to how school might be able to address factors i n  school in  order 

to strengthen the pupi l 's sense of belonging through enrich ing the school cu ltu ra l  

Character. 

9.1 Summ a ry of F ind ings 

The first ana lysis chapter examined the l ink between a sense of belonging and 

behaviour. It explored the findings from the pupi l  questionna ire and led to three ma in  

concl usions l i n king a sense of  belonging to school to  school misbehaviou r. 

To reiterate, the questionnaire asked pupi ls  to self-report misbehaviour and respond to 

questions a round their attitudes to school . This latter section was developed out of 

H i rschi's Richmond Study questionnaire (1969). The concept of the sense of belonging 

evolved out of the responses to the questionna ire and thus developed the idea of the 

bond with regard to the pupi l 's perception of the bond.  The sense of belonging is m ade 

up of three strands :  

1 .  The pupi l 's perception of h is own bond to school 

2. The pupi l 's perception of the school's bond to h im 

3. The pupi l 's perception of the school's bond with other pupi ls  

The find ings ind icated a significant l ink between the pupi l 's overa l l  sense of belonging 

and reported m isbehaviour. The greater the sense of belonging score, the lower the 
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misbehaviour score. Furthermore, the most important elements of the sense of 

belonging are the pupil's perception of the school's bond to him and to others . The 

pupil's perception of his own bond to school was not a n  important element, in and of 

itself. The link between belonging and self-reported categories of behaviour where a 

person is the victim was particularly strong (and considerably less strong with offences 

against property) .  

I n  essence, there i s  a significant link between a pupil's sense o f  belonging - in  terms of 

how he believes he is perceived by the school and in comparison to other pupils - and 

his tendency to misbehave, particularly regarding offences to harm other people. 

Having clarified the significance and nature of the bond between pupil and school (the 

sense of belonging), further conclusions can be drawn regarding how the cultural 

Character of the school affects the pupil's sense of belonging. 

The cultural Character of the school was analysed using several methodologies; pupil 

interviews, ethnographic observation and a staff questionnaire. A number of key 

features were evident regarding the Character of this school that enabled me to make 

conclusions about how the Character affects the pupil's sense of belonging. 

Firstly, the pupil interviews as well as the analysis of school climate measures indicated 

that there was a strong association between a pupil's identity in the school a nd his sense 

of self. The pupils had a desire to be seen and recognised by others (peers and staff) . 

This sense of recognition was identified as being acknowledged by others as different or 

unique amongst the norm. Those pupils who 'belonged' had a strong sense of self. 

They felt recognised, or seen, in terms of their identity in school and therefore I propose 

that this enabled them to adhere to expectations and norms of the school. The school 
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hel ped shape the pupi l 's sense of belonging through recognition of the pupi l  and h is 

deve lop ing sense of se lf. It seems that for those who did not belong, had not had their 

identity acknowledged or accepted by the school , had no such a l legia nce to the school . 

Misbehaviour  seems to arise in an effort to be seen and recognised. The findings 

regarding recognition are s upported Berne's ear l ier work where he deta i l s  the three 

human hungers; stimu lation, recogn ition and structu re (1961) .  To help these pup i l s  

belong, a l l  three need to be satiated.  

The second concl u sion made here, related to the school 's efforts to make space for 

pup i l s  who do not belong. Arising from the i nterviews with pup i l s  and the responses 

given by staff in the prel iminary questionnaire, there was a definite sense of fear  of the 

weakness of a pup i l  with a weak sense of self, a negative identity or vulnerab i l ity 

associated to l a ck of be longing. As asserted in the i ntroduction; a pupi l's cha l l enging 

behaviour  seems to e l i cits i n  others the opposite of what they need. The i ronic truth for 

the pupi l  who does not bel ong - and misbehaves - is that he desi res to be seen and 

accepted i n  order to deve lop a hea lthy sense of  self and identity in relation to the 

school ;  however he is shunned, ignored or rejected . 

The ana lyses and discussion a l so consider the possib le actions a school can take to 

improve a sense of belonging through improv ing the school mi l ieu; the schoo l  cu ltu ra l  

Character. As  asserted throughout this thesis, the Technics and  Etiquette of a culture 

can be changed ( rel atively) easi ly but it is the Character that infl uences the covert, 

nuanced transactions on a dai ly basis. 

Explorat ion of the five school c l imate measu res as identified by Reinke and Herman 

(2002) ( see p216)  reinforced subjective findings - from pupil interviews and 

ethnograph ic  observation (see chapter 7) - of school cu ltura l  Character. They i ndicated 
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areas that this school cou ld improve i n  order to impact school belongi ng through 

Character. 

The school needs to i ncrease the opportunity for positive interactions between a l l  pup i l s  

and teachers but parti cu l a rly those who have a weak sense of be longing. This is  i n  areas 

both relati ng to academic work but  a l so in  a n  extra -curricu lar  context. Al l pupi l s  shou ld 

be attended to as val uab le and the i r  opi n ions val i d  and need to be  perceived as doi ng 

this by the pupi ls .  

When discip l ine or sanctioning is  required, there needs to be openness as  to the 

decision-making process and where appropriate i nc l ude the pupi l  in possib le outcomes. 

This is particularly important for those pup i l s  who have a weak sense of belonging. 

Given the significance of the desire of pupi ls to be recognised, pa rticu larly those who 

misbehave, the school needs to foster an environment where a l l  pupi ls a re 

acknowledged as unique and are respected for thei r d ifference. 

In terms of my personal experience in the school, I have also made important 

conclusions regarding the reality of making changes to a school's cu ltu re. Merely having 

access and permission to develop a school-wide approach for inc lus ion, behaviour 

change and a change in ethos is  not a lways enough. The school needs to be ready to 

make changes to its Character and th is  is a difficult and 'scary' process for the school 

and the change-agent. 
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9.2 Recommendations 

Given the findings relating to a pupil's sense of self and  sense of belonging and how 

these are shaped by how he is seen and recognised by others - and indeed how he 

desires to be seen and recognised - I posit that it is how relationships, rules and ritua ls 

are perceived that is important. So to follow are recommendations that are intended to 

enrich the cultural Character of a school. Simply changing policy or improving some 

individua l  relationsh ips between pupils and teachers, a lthough valuable, is not 

necessar i ly  enough to influence the pupil's perception of the school cultural Character 

and thus the pupil's sense of belonging. The focus must be on improving the genera l 

relationships that exist in school, the cultura l  Character. 

All of the recommendations made here could be changes made to the case-study schoo l .  

Some build on practices or structures that already exist, others would require a more 

elemental change. 

Before I lay out the recommendations, I offer a short story that highlights the challenge 

for school cultural Character change. The following story was written by Michael 

M ichalko, o riginally in the area of business culture and creative thinking in business but 

it beautifully highlights the challenges faced by any and every organisation. Behaviour 

can be so fixed and ingrained in the Character of the culture that even when the 'rul es' 

change, the culture does not. 

Start with a cage containing five monkeys. Inside the cage, hang a banana on a string 

and place a set of stairs under it. Before long, a monkey will go to the stairs and start to 

climb towards the banana. As soon as he touches the stair, spray all the monkeys with 

ice cold water. After a while, another monkey makes an attempt with the same result-all 
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the monkeys are sprayed with ice cold water. Pretty soon, when another monkey tries to 

climb the stairs, the other monkeys wi/J try to prevent it. 

Now, turn off the cold water. Remove one monkey from the cage and replace it with a 

new one. The new monkey sees the banana and will want to climb the stairs. To his 

surprise, all of the other monkeys attack him. After another attempt and attack, he  

knows that if he tries to climb the stairs he  will be  assaulted. 

Next, remove another of the original monkeys and replace it with a new one. The 

newcomer goes to the stairs and is attacked. The previous newcomer takes part in the 

punishment with enthusiasm. 

Again, replace a third monkey with a new one. The new one goes to the stairs and is 

attacked. Two of the four monkeys that beat him have no idea why they were not 

permitted to climb the stairs, or why they are participating in the beating of the newest 

monkey. 

After replacing the fourth and fifth monkeys with new ones, all the monkeys that have 

been sprayed with cold water have been replaced. Nevertheless, no monkey ever again 

approaches the stairs. Why not? Because as far as they know that's the way it's always 

been around here. 

Change to culture occurs slowly. The adage evolution not revolution is relevant but not 

the whole story. The evolution comes from numerous tiny revolutions; transactions 

where the norms of the culture are challenged. 

To follow are twelve recommendations for schools that aspire to address inclusion and 

misbehaviour through developing a stronger sense of belonging through changing 
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cultural Character. I have separated the recommendations into four areas starting with 

addressing the school cultural Character, then teacher relationships, followed by 

relationships between pupils and teachers and final ly addressing the needs of specific 

pupils. 

9.2.1 School Cultural Character 

1) Named/Photo Lockers or Pegs 

This recommendation is, of course, contingent on accommodation, however if achieved 

it would nurture the pupil's desire to be recognised and to have a space of h is own. At 

nursery and primary school this is a fundamental and that is acknowledged in the Early 

Years Foundation Stage Framework for the development of a healthy sense of self. Then 

as we reach adulthood, in our jobs, there is often a desk, locker or base allocated to.us 

even when 'hot-desking', one can leave one's possessions for the day. It seems 

extremely inconsistent that at the period where young people and adolescents are being 

expected to develop their rol e  identities and self-awareness, we withdraw such 

provision. The recognition afforded by having an identified base (or peg) is supported by 

Berne's theories of three human hungers; structure, stimu lation and recognition (1961). 

Furthermore, given the prominence of the pupi l's perception of the school's bond with 

him, this recognition is especially poignant. 

2) Places to Go 

Following on from the previous recommendation, there needs to be spaces provided for 

pupils to congregate. These opportunities and environments wil l  allow pupils to practice 
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social interaction, peer group identity development and pro-social model l ing. Of course, 

these spaces need to be safe and supervised - to an extent - and be associated with clear 

structures regarding expectations, rights and responsibilities. 

3) Home-School Networks 

The relationsh ip  between home and school tends to be intermittent. At best, parents' 

evenings provide a forum for feedback on progress. But for the families of those pupils 

who have a weak sense of belonging or disp lay challenging behaviour, the contact with 

school i s  repeatedly exclusively negative. Parents are informed of problems by post and 

then are invited in for meetings. As discussed earl ier, the summoning of parents to 

these meetings can be reminiscent of their own school experiences. Apart from my 

home-school interventions, never does a member of the school staff go to a pupil's 

home to discuss issues with the parent at their convenience. This seems incongruous 

when a school rel ies so much on parental support for school commitment. In Finl and, it 

is an expected part of the role that a form teacher wil l  go to the home of any of his 

charges to discuss issues or expectations. This indicates recognition of the individual 

pupil by the school, a sense of care and an acknowledgement of alignment between 

school and home, again tying into Berne's championing of recognition (1961) . 

There may be benefits from having positive relationships with parents in order to model 

positive transactions so as not to perpetuate familial socia l  exclusion and negative 

attitudes to school . Furthermore, simple TA models can be used (for example see p89) 

and an awareness of transaction in order to explain issues and other matters without 

accusation or blame. This would alleviate the often perceived victimisation of pupil s and 

parents by the school in Pupils Support Plan meetings. 
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9 .2 .2  Teacher Relationships 

4) Transactional Analysis (TA) 

One of the most important recommendations is adoption of Transactional Analysis. I 

recommend that all staff in schools undertake an introductory training in TA. The 

awareness of self and others provided by this very simple and short training would 

considerably alter the attitudes and ethos in  any school . This could be done as part of 

the adoption of SEAL (see p64) i n  school or purely as an I NSET (in service training) to 

enhance al l  interactions both in  and outside school . Throughout this thesis, the 

emphasis has been on relationships, moreover, the transactions that occur between 

individuals in relationship. I t  i s  this that makes up the cultural Character, and this that 

defines the pupi l 's  perceptions of h imself in relationship with others. This thesis has 

found that these elements are important and significant. But perhaps even more 

relevant in  terms of recommendations for schools, the find ings highlight the school's 

abil ity to influence the pupil's sense of belonging. Therefore if school staff are willing to 

acknowledge their own perceptions, experiences and transactions through TA, it is far 

more likely that they might influence the shaping of the pupils' sense of belonging. 

5) Positive Staffroom Notices 

Most schools (including this one) have morning briefings. The whole school staff 

congregates in the staffroom for general notices for the day. The positive feel ings 

generated amongst the staff on hearing a notice concerning an academic or sporti ng 

achievement, is palpable. More often than not, these are about pupils' successes. My 

recommendation is that to change a school cultural Character, the recognition and 

inclusion needs to encompass a l l  individuals in the school. Announcements regarding 
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staff successes or recognition inside or outs ide school would make a considerable step 

toward championing d ifference and being seen. This would create a shift in  attitude 

amongst the teachers in the school, thus mode l l i ng the ind ividual recognition and 

acknowledgement of val i d ity outs ide academ ic prowess. This is not a big change but 

wou ld foreground for all staff the importance of recognition which in turn would be 

passed on to the pupi ls .  Aga in, this h igh l ights recogn ition being key for development of 

a hea lthy self (Berne, 1961). 

6) Peer Review 

Teachers tend to be reluctant to em brace peer review (col l eague observation of 

l essons) . I t  is associated with inspection and criticism . However, carefu l and m indfu l  

p ra ise and  com ment is  inva l uable. In  th is  school, there is some truly excel lent teaching 

and engagi ng, that al l shou l d  be able to observe. Firstly, it cou ld be cross discip l inary, so 

that the focus is not on com parison rather on innovation and relationsh ip awareness. 

Second ly, the emphasis shou ld be on praise and suggestion rather than critique, in fact 

some of this cou l d  be fed back to recommendation 5)  for 'celebratory' briefing notices. 

In terms of a model for the reviewing process, the TA ego states model (see p89) lends 

itse lf. Through the use of ana lysis of the transactions that occurred in a particu lar lesson 

or i n  a particu la r  situation, the teacher is ab le  to explore his own attitudes and 

behaviours and become more aware of the impact of these on the pupi ls. 

To fol l ow is a brief depiction of how TA coul d  be used to explore an incident in a 

c l assroom for the benefit of the teacher to become aware of his transaction. Both the 

teacher  and pupi l s  change their ego state in response to the other. The transactions 

h ave been colou r coded. 
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Fig 9 . 1  Peer Review Exam ple 

Teacher Pupi l  

Teacher: "Please would you get out your pens" 

Teacher repeats the request more assertively 

Pupil huffily gets out his pen from his bag 

Teacher: ' only cr.ked }IOU to get vour nen out" 

Pupil: "You're always getting at me" 

In this situation, the conversation cou ld  be tracked to d iscover the point at which the 

transaction became negative and options cou ld  be explored as to how to mai ntain an 

Adult -Adult relationshi p .  

The advantages of th is  wou ld be considerab le; as wel l  as improving awareness of own 

and others' teach ing, it wou ld  improve inter d iscip l i nary rel ationsh ips .  The knock-on 

effect on the school culture wou ld be the cu ltivation of an ethos celebrating recognit ion 

and offering space to do it. The attitudes fostered i n  this recommendation would 

become apparent to the pup i l s  in several ways. The pupi ls would  become fam i l iar  with 

teachers attend i ng their lessons, perhaps shari ng a joke with the teacher but certa in ly  

demonstrating professional admiration and recognition .  The pup i l s  would  observe the 

behaviour, havi ng model led for them the positive recognit ion behaviour that can then 

be cultivated between pupi l s .  
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9.2.3 Pup i l -Teacher Transactions 

7) Pupi l  Pastoral Support P lans (PSPs) 

Although PSPs do not have to be a negative experience; there is i nteresting 

i ncorporation of restorative justice {RJ) practice into PSP facil itation. The use of the RJ 

script a l l ows a more open and non-judgementa l  experience for a l l . Furthermore, it 

enab les the pupi l, parent and school staff to have an input into the outcome. However, 

i n  the ma in, PSPs are often experienced as  'another tel l ing off' for pupils and their 

parents. I have two recommendations for PSPs: 

i) That they a re not a l lowed to just 'peter out' if a l l  is going better, rather there should 

be  a meeti ng for the completion or withdrawal of the plan. This is important for a l l  

pa rties - pup i l ,  parents and the school - to recognise the successful outcome and ensure 

that the PSP has consciously been revoked by a l l .  This ensures the pupi l experiences an  

a l ternative version of  being seen or recogn ised . 

i i )  Pupi ls  shou ld be met with prior to the meeting by an appropriate staff member 

advocate (form teacher, ISW etc. )  to go over the purpose of the meeting and to help the 

pup i l  come  up with genuine and achievab le  suggestions that he can offer in the meeting 

(as would happen with the incorporation of RJ). The pupil's voice is  rarely heard in PSP 

meetings even when an opportun ity is g iven - at the case study school, pupi ls are 

invited to comment on the plan being put i n  p lace. Th is recommendation wou ld  enable 

the pupi l  to plan his input, to take ownership of it and have a genuine space to raise his 

thoughts and opinions on his education and outcomes. 
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8) Form/Registration Circles 

Many schools a lready hold the form teacher and the form group in very high esteem. 

But many schools (including the case study school) struggle to provide form teachers 

with the support a nd discretion they are due. The form teacher could be a very 

powerful a l ly and influence on a pupil ; knowing them and championing them to the rest 

of the school . This c<ln only come about if the form time is given time and space to build 

the relationships. My experience is that even sixteen year old boys both enjoy and 

respect opportunities to l isten and talk in a formalised discussion circle (Mosley and 

Tew, 1999) .  If this is introduced at the start of a pu pil's school ca reer and becomes an 

expected protocol , it can be an invaluable opportunity to address local and global issues 

as well as to share parts of themselves; successes, fears and praise. As a form teacher in 

a multi -cultural and multi-ethnic school, although not common practice in the school, I 

used form circles to discuss issues and ideas regularly. This proved very useful in the 

aftermath of 9/1 1  to discuss fears, terror, race and foreign policy in a safe and 

supported way. Also on the agenda were thought provoking and recognising questions 

such as 'who has done something courageous today?', 'what is the funniest thing to have 

happened to you today' or 'which of your friends hos done you proud in the lost week?' .  

Although these can sound contrived, they provide an opportunity to share, recognise 

and reflect. Furthermore, it provides an opportunity to practice the skills required for 

positive transaction in the here and now, offer and receive 'Strokes' ( Berne 1961). It 

also reinforces positive recognition, which the findings highlighted as important to 

pupil's st:nse of belonging. 
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9.2.4 Specific Support 

My final set of recommendations address worki ng with pup i l s  with specific  behavioura l  

issues, those who l east belong. This i s  by no means an  exhaustive set of suggestions as 

it does n ot i nc lude the multi -agency work l inking with other agencies nor does it 

acknowledge the importance of the home-schoo l  l i nks (as touched on in earl ier 

recommendation) .  However, I did want to incl ude some suggestions for working with 

parti cular pupi l s  in order to develop their sense of belonging and healthy sense of self. 

9) Transactional Ana lysis for Pupi ls 

Just as  f recommend the tra i ning of TA for school staff, the use of the very s imp le 

mode ls  can be highly beneficia l  in supporting young people with developing se lf

awareness. It can a l so be very effective in ana lysis of tra nsactions between i ndividuals 

in a very safe and structured way. Thi s  in  turn can be used to enable young peop le to 

readdress their behaviour, to reflect and come u p  with a lternative strategies. 

10} Range of Behaviour Modification Programmes 

Formal sessions that begin with a contract of expectations between pupi l  and worker 

(e.g. ISW, LSA, form teacher and if appropriate parent) can be very usefu l in  provid ing a 

safe structure to explore potentia l ly d ifficult issues. These sessions can address anger 

issues, self-esteem, decision maki ng, patterns offending behaviour, handl ing d ifficult 

emotions etc. All of which invite the pupi l  to develop a sel f-awareness that hadn't 

developed naturally and invite them to consider a lternative versions, behaviours and 

atti tudes in a supported and safe school based envi ronment. I have developed a range 

of programmes underpinned by TA that are currently del ivered in both the case-study 
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school and the other schools  in the county, however fol lowing my leaving my post, there 

is no on-going support for the staff who work directly with the most troub led chi ldren. 

1 1) Group Work 

There is  a great deal written about the benefit of group work with adolescents and 

young people (Adams 2004; Wright-Watson 2004) . The use of group  work to tackle 

issues of belonging and behaviour in the school context enable pupils to engage with 

ideas and attitudes of others and aga in  reconsider thei r identities in school to develop 

belonging. Again there is some group work sti l l  happening in  the case-study school ,  but 

confidence waivers when there is no support for the faci l itator. 

12) Restorative Practice 

The use of restorative justice (RJ )  practices in schools is widespread and can be very 

effective at addressing behaviour  (Wachtel, 1997; Holtham, 2009). The reason it is so 

val uable is  that i t  addresses the unacceptable behaviour without condemning the pupi l .  

Rather the pupi l is expected to l i sten to and respond to others' attitudes and 

perceptions without blame or  shame. The use of this approach by tra i ned faci l itators 

both represents a schools  approach to and attitude to belonging and incl usion as wel l  as 

tack l ing incidents of m isbehaviour as close to the context as possible. 

9 .3  Lim itations 

As h ighl ighted throughout, this thesis is u nusual in its position ing with in  the literature 

due to it integrating different fields of crim inology, education and psychotherapy. It is 
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original i n  its theoretica l framework but a l so u n usua l  i n  its m ethodologica l  approach 

given my i nsider research status. 

I bel i eve that a lthough my tra i n i ng, my position in the school and my attitudes to 

cu ltu ral change meant I was wel l su ited to carry out the 'obtrusive change' (Cogh l an  and 

Brann ick, 2006) both I and the school des i red . Perhaps my ro l e  of  practitioner 

resea rcher m eant that the school  found it d ifficult to make the changes it  needed to 

make u nder 'my ga2e' . 

A lso there were occasions whe n  I thought there might be val ue i n  having i np ut from 

teachers and parents, however I felt that this might make the scope of t he study too 

broad and d i l ute the deta i led i nvestigation of the pupi l 's sense of belonging. Having said 

this, I wou ld  be very i nterested i n  the thoughts of teachers a n d  parents on this research .  

This  may in  turn lead onto further i nvestigation .  

The focus of this thesis was the pup i l ' s  sense of bel onging to school; the nature and 

extent of the bond between pup i l  and  school . Although at the outset, it  had been my 

i ntention to  also explore behavioura l  patterns of de l i nquency outside school ,  due to  a 

m ethodological error, the data g leaned for this e lement was i ncomplete. Therefore 

a lthough I d iscussed some aspects of del i nq uent behaviour and made some assertions 

as  to the natu re and extent of the pupi l 's  bond to school and del inquency, the emphasis 

of this thesis was on pupi l  m isbehaviour and his sense of belonging to school. This  

neatly l eads onto the fol l owing section  regarding further work with the first being 

further research to readdress the gap in the data. 

Othe r  l im itations a re due di rectly to the culture of the school. For example, although 

there is sti l l  I ncl usion  support who offer an admi rable and effective provision for the 
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case-study scho l 's ·1 · 0 pup, s, since my leaving post the support for th is team is declined. 

The workload and number of pupi ls referred has risen and the service expected to be 

del ivered has become perfunctory. Further, they are not supported emotional ly with 

their rol e  and  their work is no longer advocated in the staffroom on management. This 

point highl ights the findings of th is study and others (Lavey and Cooper, 1997; Ebor et 

a l, 2001) that the cu lture of the school is paramount. For effective support for those 

who most need it, the change needs to be in the Character. Therefore, without a 

champion to the cause, constantly prepared to fight for the change, things return to the 

status quo. 

9.4 Further Work 

1. Links to del inquency 

A further study investigating the l inks between m isbehaviour and del inquency could be 

easi ly carried out by rerunn ing this research but with the missing questions included. I 

p redict there to be strong associations between those who misbehave and those 

committing crime outside school. In particular l am interested in the connections 

between belonging and del inquency in terms of property offences. 

The England riots of 2011 made me reconsider the conclusions made about property 

offences. Where Sprott (2004) had l inked p roperty offences to a lack of instrumental 

attachment (academic attainment), my findings were that poor instrumental and 

emotiona l  attachment were l inked to persona l  offences and not to property offences. 

The riots on g
th August 2011 on the surface appeared to me motivated by severe 

d i saffection. 1 wou ld assert a poor sense of belonging to a society has created a 
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generation with no  prospects and no support. Furthermore this generation has been 

tra i ned not to th i n k  or reflect (through high tech, l ow contact mu ltitasking) and to des ire 

( instantly) goods and money that they can never hope to attain  by adhering to and being 

part of society. Given there were no s ign ificant associations between belonging and 

property misbehaviour i n  this study, I suggest that the way i n  wh ich young people view 

property in cu rrent society has changed. Aga inst a backd rop of an ever widen ing gap 

between rich and  poor (banking crash a nd ba i lout, bonus culture, expenses scandals, 

etc. ) th i s  generatio n  of youth have a skewed sense of j ustice with relation to property 

offences. 

2. Compari son schools - rura l and urban 

Given the un ique nature of this case-study school and the specific factors and i nfluences 

that have come to create this school's cultu re, I wou ld suggest further research i nto 

schools with both sim i l a r  and  different contexts. There is a d istinct lack of attention 

given to rural educational  setti ngs and rural crime and particularly Wales based research 

i nto such areas, so this research has gone someway to readdress this. I wou ld  therefore 

be i nterested to com pare school culture and sense of belonging with other schools; rural 

and urban, Wel sh  and Engl ish .  I bel ieve that this methodology of the exploration of 

pupi ls' sense of belonging, their behaviour and a school's cu ltu ral Character cou ld be 

rep l i cated rel atively simp ly. 
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9.5 Concl us ion 

Th is  thesis explored a previous ly overlooked - and as it transpired substantia l ly 

s ignificant - factor in  understanding pupi ls' behaviour in school; a pupi l's sense of 

belonging. This unusua l  piece of research establ ished that there is indeed more 

complexity to the natu re of the bond between pupi l  and school than la id out by Hirschi 

(1969). The pupi l 's perception of the bond is paramount. Moreover, the elements 

ho ld ing most weight a re the pupi l 's perception of the school's bond to him and how his 

bond com pares to othe rs' .  

Th e  second sal ient point is about school cu l ture. Many schools do not seem to realise 

the role they hold in  the shap ing of a pupi l 's sense of belonging. That changing pol icy 

and practice is only l i kely to a lter the pupil's perceptions, if the cultural Character is also 

changed. 

I be l ieve that this thesis lays a foundation for future research and researchers to explore 

socio logica l ideas from a d ifferent perspective. I have learned so very much from this 

experience both as a researcher and as a professional practitioner and I hope that my 

experiences might inform others in a s imi lar  situation. 
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Chapter 10 Appendices 

The fol lowing appendices a re provided: 

A: Pupil Questionnaire 

B: I nterview Vignettes 

C: I nclusion Unit Pol icy 

P lease note that the questionnaire has been modified in order to fit with in the margin 

width for the thesis. It was origina l ly  given out in larger text with a s l ightly different 

l ayout. No changes have been made to the questions. 
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Appendix A: Questionnaire for Year 8 - September 2009 

Section 1 - Behaviour  in and out of school 

This is completely anonymous, nobody will know your answers so please feel free to be  
completely honest about your behaviour. Please put a tick in the box YES or NO as a 
response to the question . 

During the last school year (the whole of year 7 to now), did you ever ... YES 

... bu l ly  other students by laughing at them, making fun of them, not 
tal king with them or gossiping a lot about them? 

.. . bu l ly  other students by pushing or kicking them? 

. .. insu lt, swear at or verbal ly abuse another pupi l  at school ? 

. . .  graffiti or deface school wal ls, doors, windows etc. with paint, pen, 

pencil or something else? 

. .. destroy or damage school things, e.g. tables, chairs, blackboards, 

windows, or the belongings of other pupi ls or something else? 

... stea l  things at school that cost l ess than  £3, e .g. pencils, exercise books, 

chalk, marker pens or something else? 

... stea l  things at school that cost more than £3, e.g. jackets, mobi le  

phones, books, CD/DVDs or something else? 

. . .  fight or hit so badly at school that some other person got injured, e.g. 

needed a bandage for cuts, had to take medicine or got a black eye or  bad 

bruises? 

... fight or h it at school without somebody getting injured? 

. . .  insu lt, swear at or  verbal ly abuse a teacher or other member of staff in 

school? 
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. . .  threaten, hit or injure teachers or other adu lts from school? 

. .. graffiti or deface wal l s, benches, doors, bus-stops etc. with paint, pen, 
pencil or something e l se outs ide of school? 

... destroy or damage th ings on the street, l i ke bicycles, bus-stops, street 
l ights or something else? 

... stea l  som ethi ng from a shop that is worth less than £3, e .g. sweets, 
makeup, penci l s  or something e l se? 

. . .  steal something from a shop that was worth more than £3, e.g. 
CD/DVDs, books, cl othes or somethi ng else? 

. . .  buy or accepted something of wh ich you thought or knew was sto len? 

. . .  travel  on a bus or  train without paying the correct fare? 

... stea l  a b icycle or a moped? 

... steal a car? 

... break and enter somewhere to stea l something? 

During the last school year (the whole of year 7 to now), did you ever ... YES NO 

. . .  get excluded? 

. . .  get 'in-school' exclu ded to the Inclusion Un it? 

.. . truant from school (skip/mitch school)? 
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Section 2 - What do you th ink about School ? 

Please put the Jetter of your answer in the corresponding box. 

During the last school yea r {the whole of yea r  7 to now) : 

1. I n  genera l, do you l ike or dis l i ke school? 

A. Like it 

B. Like it a nd dis l i ke it a bout equa l ly 

C. Dis l ike it 
□ 

2. Which of these three th ings do you think is the most importa nt th ing that you 

ca n get out of schoo l (choose only one} .  

A. Job tra in ing 

B. Ski l l  in subjects l ike Maths and Engl ish □ C. Abi l ity to think  clea rly 

3 . How do you rate you rself in school a bi l ity com pared with other students in 

you r  school? 

A. Above average 

8. Average 

C. Below average 

D. Don't know 
□ 

4. What resu lts in percentages do you think you a re capab le of getting in the e nd 

of year exams? 

A .  Over 90% 

B. Over 80% 

C. Over 70% □ D. Over 60% 

E. Ove r SO% 

F. Over 40% 

G. Over 30% 

H .  Over 20% 

I .  Under 20% 

5. How important is getting good res ults to you? 

A. Very important 

B. Somewhat importa nt □ 
C. A bit important 

D. Complete fy un impo rtant 
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6 .  How importa nt do you th ink resu lts a re for  getting the ki nd of job you want 

when you fin ish schoo l ?  

A .  Very im portant 

B .  Somewhat i mporta nt 

C. Unimportant 

D .  I have no  idea □ 
E. I don't pla n to work when I finish school 

7 .  Do you have a ny troub le  keepi ng your mind on your stud ies? 

A. Often 

B .  Sometimes 

C .  A lmost never □ 
8. Do you fi nish you r homework? 

A. Always 

B .  Usua l ly 

C. Seldom □ 
D .  Never 

E .  We a re not given any homework 

9. Do teachers check you homework? 

A. Always 

B. Usua l ly 

C. Sometimes 

D .  We a re not given  a ny homework 

□ 
10. On average, how much time do you spend doi ng homework outside school? 

A. 3 or more hou rs a day 

8. About 2 hours a day 

□ C. About 1 hou r  a day 

D .  Less tha n ½ hour a day 

E. We a re not given any homework 

11.  Do you have a ny troub le find i ng a qu iet place in  which to do your 

homework? 

A. Usual ly 

B. Sometimes 

C. Never □ 
D.  I don't do homework 

12. How many of your teache rs seem to care about how we l l  you do i n  school? 

A. Almost a l l  

B .  Many 

C. A few 

D .  None 
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13. What kind of work do most of you r  teachers seem to expect from you? 

A. Exce l lent work 

8. Good work 

C. Fa i r work □ 
D .  Poor work 

E. They don't seem to ca re 

14. Do you ca re what teachers think of you? 

A. I ca re a l ot 

8. I ca re some 

C. I don't ca re much □ 
15 . I n  the last few yea rs have you had more men or women teachers? 

A .  More men 

B. More women 

□ C. Both a bout the same 

D.  Don't know 

16. Would you prefer to have had more men or women teachers? 

A. More men 

B .  More women 

C. Both a bout the same 

D .  Don't know □ 
17. I n  the last few yea rs have you had more Welsh or Engl ish teachers? 

A. More We lsh 

B. More Engl ish 

C. Both a bout the sa me 

D .  Don't know 

□ 

18. Would you prefe r  to have had more Welsh or Engl ish teachers? 

A. More We lsh 

B. More Engl ish 

C. Both a bout the same 

D. Don't know 

Below is a l ist of statements that have been used to describe groups of students. 

Which group does the statement describe best? 

Choose one from A. Chi ldren  of We lsh speaking fami lies 

8 .  Chi ld ren of English speaking famil ies 

C. No diffe re nce 

19. Are often in troub le with the po l ice D 
20. Run  pretty much everything i n  this school □ 
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21. Teache rs l i ke them 

22. Try ha rd in school 
□ 
□ 

23. Like ly to succeed i n  life 

24. Teache rs don't l ike them B 
25 . How we l l  do chi ld ren  of Welsh speaking a nd Engl ish speaking fami l ies  get 

a long in school? 

A. Very wel l  

B .  Fa i rly we l l  □ C. Not very we l l  

D .  Don't know 

Are you active i n  a ny school-connected activit ies l i ke these? : sports and  ath letics 

teams, hobby clubs, science c lubs, m usica l clu bs, art  & dance cl u bs, d rama c lubs, 

student newspaper, student counci l ,  Fa i rtrade or other cha rities etc. 

P lease write down a l l the groups you were involved in during yea r  7: 

26. Were your friends at school invo lved in school activities? 

A. Very active 

B. Somewhat active □ 
C. Not very active 

D. Not a ctive at a l l  

E . I had no friends at school 

27. Wou ld  you say that your  group  of friends was the 'top crowd' at school? 

A.  Yes 

B. Near the top 

C. No 

D. I have no g roup  of friends □ 
E. I don't know 

28. How m uch do you th i n k  othe r  students l ike the group of friends you hang 

with? 

A. Very much 

B. Fa irly we l l  □ C. Not much 

D. Not at a l l  

E. I have no group  of friends 

F. I don't know 
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29. How m uch do you thi nk  teache rs l ike the group  of friends you hang with? 

A. Very much 

8. Fa irly wel l  

C . Not much 

D .  Not at a l l  

□ 
E .  I have no group of friends 

F .  I don't know 

30. Are you one of the leade rs in  you r  group  of friends? 

A. Yes 

8. No 

C.  I have no group  of friends □ 
31 .  Teache rs ca re most a bout students who a re going to go to un iversity 

A. Agree 

B. U ndecided 

C. Disagree □ 
32 .  I f  you cou ld be wel l-known at your school for one of the following, which 

one wou ld you most want it to be? 

A. Bright student 

8 .  Sports sta r □ ·  C. Popula r 

D. Leader in school 

E. Wel l  d ressed 

F. J ust average 

Do you agree or  disagree with the following statements about schoo l a nd 

teachers? 

Use the fol lowing to a nswer: A. Strongly agree 

B. Agree 

C. U ndecided 

D.  Disagree 

E. Strongly Disagree 

33. Teachers don't have time to ta l k  about problems. 

34. Brains a re more important i n  school than manners .  

35 . I wou ld do better in school work if teache rs d idn,t go so fast. 

36. It is none of the school's business if a student wants to smoke outside □ school .  
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37. Teache rs give enough exam ples to ma ke things clea r fo r me.  

38. I feel nervous and tense in  schoo l .  □ □ 
39 .  Teache rs pick on me. D 
40. The th ings we lea rn in school help  me to unde rstand what is going on  a round 

me. 

41. Teache rs use words that I don't understa nd . D 
42. Teache rs unde rsta nd students. 

43 . Teache rs just want you to be qu iet. 

44. Most teachers enjoy tea ching. 

45 .  Most teachers know their subject. 

46. Most teachers keep good discip l ine in  class. □ 
47. Pupi ls  of a l l  nationa l ities and races shou ld attend schoo l together. D 
48. A person shou ld never stop trying to be better tha n others .  

49. I have no control over what happens to me. □ 
50. I have no rea I ly close friends. □ 
51 .  A pe rson shou ld l ive for today a nd let tomorrow take ca re of itse lf. 

52 .  At school, I p retend to be someone I am  not. □ 
53. I f  I know I m ight fa i l  at something, I don't even start it . D 
54. People don't seem to rea l ize that my fee l i ngs can be hurt.□ 
55. In Wa les, chances for s uccess are avai la b le to everyone. □ 
56. I may seem happy to peop le, but i nside I often fee l  unhappy. --� 

57. Thinking a head is useless s ince one's plans ha rd ly ever work out .  

58. To be better than others, you have to do som e  things which a re not right. 
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59. People a re a lways picking on me.  

60 .  I worry a l ot about schoo l .  

61. Most peop le ca n be t rusted . 

62. I often fee l  discou raged. 

63 . Whatever I do, I try hard .  B 
64. You shou ld not expect too much out of life .  

65 . I don't l ike be ing criticized by adu lts . 

66 .  I try ha rd i n  schoo l .  D 
B 

67. Most people at school don't ca re what happens to you .  □ 
68. Most students at  school commit crime .  □ 
69. People who com m it crime when they a re young wi l l  commit crime 

throughout the i r  l ives .  
□ 

70. I t  is OK to break rules or  laws if you a ren't going to get caught. D 
71. You a re more l i ke ly to get caught breaking ru les i n  school tha n out of schoo l .  D 
72. Getting a good education is harder tha n getti ng a good job. D 
73. On the whole, I a m  satisfied with the chances I hope to have in  my l ife .  D 
74. I n  a n  a rgument between  teachers and pupi ls, the teacher is usua lly right. □ 
75 . I wou ld be very worried if I got sent to Sen ior  Management [named in 

orig i nal] . 

76. I don't want to be exc luded from school .  □ 
77. The school rules a re fa i r. D 
78. People who get into troub le shou ld be excluded from school . D 
79. It is hard to te l l  othe r  peop le how I fee l .  D 
80. The higher you a im, the more you wi l l  achieve . D 
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Appendix B : Interview Vignettes 

What does it mean  to be long to [schoo l ] ? What sort of pupi l  do you 

have to be? 

How important is it to be long to school? 

How does a sense of belongi ng affect how someone behaves? 

David has a reputation  as a troublemaker. Is he treated d ifferently by 

teachers?  If he is, in what way? Does he not ice that he is treated 

d ifferently? What does he notice? How does th is affect David? Does 

the rest of the class not ice? What do they th i nk? 

Jack is d isruptive, he  argues with the teachers, he  shows off for h is 

c lassmates, he doesn't care about h is  wo rk. Cara is angry, s he fights 

with other  pupi ls, sti rs up  trouble, answers back to teachers - some 

people might say that they don't have a sense of belonging to school .  

They don't care about school ;  there is no 'bond' .  Can you thin k of 

someone? 

What is important about the sense of belonging? Is it . . .  How they fee l  

about school? How they th i n k  the school feels about them?  Or i s  i t  

that they notice how they are in school compa red  to how other pupi ls  

a re (the i r  d ifference) ? 

John doesn't have a p robl em with teachers but a lways seems to be 
runn ing i nto fights and a rguments with other pup ils. Other pupi ls  see 

him as a bu l ly, he  goes out of h is way to h urt  other pupi ls but bad ly 

enough to ever get i nto se ri ous trouble with school .  What1s the 
problem here? The school, other pupi ls or someth ing e lse? 
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Stea l ing at [school] isn
1

t too bad an  issue but fighti ng and bu l lyi ng 

(verba l a nd  phys ica l )  is common . . .  why do you th in k th is is? 

Rob th in ks it1s OK to do th i ngs that a re wrong or aga i nst the ru les 

(cheati ng, stea l i ng o r  hurting others) if he thi nks he' l l  get someth ing 

out of it . . .  l i ke a h igher mark i n  a test, a possession he rea l ly wants or 

making  h imse lf fee l  stronger /more powerful ) .  And he th i n ks 

everyone e lse is do ing that too ! 

J im and  Joe a re very s im i la r  in  most ways but J im  is very, very bright, 

he scores h igh ly i n  a l l  subjects, does h is homework on time  and  works 

hard .  But he has few if a ny friends, is a lways on h is own and  seems 

not to enjoy schoo l .  He doesn 't get on with teachers, he doesn't get 

on with pupi ls, no one seems to u ndersta nd  h im. J oe is the opposite, 

he is in a l l  the bottom sets, h is homework is s loppy, he has no i nterest 

in learn ing but he is huge ly popul a r  with everyone. The teache rs find 

h im ente rta i n i ng an d  cha rmi ng, the pup i l s  find h im cool and fu nny. 

He is very happy in school .  Which boy has a stronger  sense of 

belonging to school? Wh ich boy is l i ke ly to have d isruptive/ 

cha l l eng ing behaviour? 

Jess is very d isruptive a nd d ifficu lt, cha l le nging teachers, swea ring, 

fighting. Her  exclus ions are getting longer  a nd longe r, i n  yea r  7 she 

had 2 excl us ions, now i n  yea r 9 she has a l ready been exduded 4 times 
the l ast being 5 days l ong. Is exclus ion the right way to deal with J ess? 
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Appendix C :  Inclusion Unit Policy 

I n  order to safeguard school a nonymity, the Incl us ion Unit Pol icy document is not 

i nclu ded in  this thesis. If you have a ny enquiries about the document, p lease contact 

psi l ls iones@gma i l . com 

mailto:pSilisjones@gmail.com
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